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ABSTRACT

The purpose of this study was to examine policy and provision of learning supports and
accommodations for students with disabilities (SWDs) in Kenyan Public Universities. An
exploratory descriptive survey design was used. Questionnaires, interview schedules, focus
group discussion guides, observation checklists and desk research were used as data collection
instruments in the study. Criterion sampling was used to select three institutions out of 7 Public
Universities as sample group of the study. Total population sampling was employed for SWDs
who participated in this study. The faculty, administrators and service providers who participated
in this study were selected purposefully. The data obtained by questionnaire were presented and
analyzed quantitatively by using descriptive statistics. On the other hand, the data obtained by
the use of interview schedules, focus group discussion guides, observation checklist and desk
research were presented and analyzed qualitatively. One of the key findings of this study was
that two of the studied Kenyan Public Universities had disability policies, however, they had not
been released to the public and their implementation was minimal. For the third university the
policy was still in draft form due to delays by the administration in ratifying it. A profound
finding of this study was that the universities provided few types of accommodations to SWDs.
The accommodations provided were also of a narrow range; therefore students did not have an
opportunity to choose supports that suited their specific individual needs. The other key finding
was that faculty (lecturers) in the Public Universities felt ill prepared and supported to teach
SWDs. An overwhelming majority of the members who participated in this study, (90 %), said
they had not received any training/professional training in teaching SWDs. Furthermore, well
over half of those who taught distance courses indicated that they had not received training in
accommodating SWDs in eLearning. A large proportion of the faculty (over 90%) also indicated
that they were not familiar with the principles of Universal Design for Leaning. Another
profound finding was that SWDs had negative experiences in requesting for supports and
accommodations in Public Universities. They were not aware of what accommodations and
supports were available to them nor did they receive effective accommodations or supports to
enable them participate fully in university education. Although some lecturers were willing to
provide accommodations if a student requested, other lecturers were not willing to provide those
accommodations. The study found that although disability issues were mentioned in some
university policy documents, there were wide gaps between policy and provision of
accommodations to SWDs in these institutions of higher learning, as these policies had hardly
been implemented. Consequent to these findings a number of recommendations have been made
to improve policy and provisions for SWDs at Public Universities in Kenya. First, Public
Universities should formulate clear-cut disability policies that are consistent with the Kenya
Constitution (2010) and the CRPD to ensure that SWDs are entitled to the required
accommodations as mandated by the law. Second, the universities should do a detailed research
on assistive devices available to SWDs in the market and provide these to the students. Third,
Public Universities should design an appropriate program for training of lecturers on handling
SWDs in order to make teaching effective. This program should incorporate the principles of
Universal Design. Fourth, Universities should provide necessary supports and accommodations
to SWDs with regard to policies, programs and procedures in order to afford them equal
opportunity in education. Finally; this study provides a Model for Provision of Learning
Supports and Accommodations to SWDs in Kenyan Public Universities, which the universities
should adopt in order to give structure to provisions.



CHAPTER ONE

INTRODUCTION AND BACKGROUND TO THE STUDY

1.0 Introduction

This chapter addresses the following aspects of the study on the policy and provision of learning

supports and accommodations for students with disabilities (SWDs) in Kenyan Public

Universities:  the background upon which this study was based; the statement of the problem;

purpose of the study; objectives of the study; research questions; significance of the study;

delimitations and limitations of the study; assumptions of the study and the conceptual and

theoretical framework upon which this study was based, and finally the operational definitions of

terms.

1.1 Background to the Study

Education in general, and post-secondary education in particularly, is a forecaster of beneficial

employment in significant professions, opening chances for professional growth, and therefore

enhancing quality of life (Duta, Scguri-Geist, & Kundu, 2009; Getzel, Stodden, & Brief, 2001).

This is even more critical for persons with disabilities (PWDS), whose range of employment is

restricted to jobs that necessitate fewer physical abilities and skills (Kendall & Terry, 1996;

McGeary, Mayer, Gatchel, Anagnostis & Proctor, 2003). Ease of access to schooling is

consequently critical for individuals with disabilities (Drake, Gray, Yoder, Pramuka &

Llewellyn, 2000; Dorwick, Anderson, Heyer & Acosta, 2005; Inbar, 2003; Inbar, 1991; Getzel et

al., 2001; Rimmerman & Araten-Bergman, 2005). Due to the negative impact of disability on

carrying out major bodily functions and consequent negative impact on learning, it is necessary

to provide assistance to persons with impairments to enable them participate in higher education
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programs and succeed. The number of SWDs continues to rise in higher education. It is a legal

requirement that universities should afford these students opportunity on equal basis with their

non-disabled counterparts. The way to do this is by providing supports and accommodations to

ameliorate the impact of disability on learning. However, research indicates that SWDs are still

disadvantaged. Educational supports exist for these students, however, little is known regarding

their experiences of these supports and of the overall learning environments.

Regardless of the revolution in social and legislative policies on provision of equal opportunities

for education and employment for PWDs, a lot still needs to be done (American with Disabilities

Act, 1990; Canadian Human Rights Act, 1985; Individuals with Disabilities Education Act,

1997; Quinn & Waddington, 2009; United Nation Convention on the Rights of Persons with

Disabilities, 2006). Approximately 8-14% of student population enrolled in postsecondary

education institutions in the US and Great Britain has a disability, and in these nations over 18%

of people of working age have disabilities (Americans with Disabilities Report, 2002

at http://www.census.gov/Press-Release/www/releases/archives/aging_population/006809.html).

In Israel there are no comprehensive statistics on SWDs but a government commission evaluated

the implementation of the Equal Rights for Persons with Disabilities Act (2005), and recognized

that universities still do not meet the conditions on inclusion of PWDs into the society (Admon,

2007; Laron report, 2005). The commission observed that the more advanced the level of

education of PWDs, the higher the likelihood for these individuals to get incorporated into

culture, and into service specifically, so that they can gain financial independence and lead

dignified lives. The commission also recommended that action should be taken expand access to

universities for PWDs on the policy point and in hold up agenda for learners (Laron Report,



3
2005). The National Insurance Institute consequently provided facilities to increase educational

opportunities available to PWDs (Ramot & Feldman, 2003); resources were made available for

making infrastructural modifications and to increase workstations, assistive equipment, and other

modified teaching and learning tools, in addition to scholarships to learners (Inbar, 2003). It is

presumed that these initiatives boosted the number of SWDs accessing universities education in

Israel.

Chalwe and Desleighde (2012) identified physical environment as the major contributing factor

to the inclusion of PWDs in education. An environment is accessible if an individual with any

impairment can function within it independently with minimal or no assistance. This enhances

participation and access to facilities, services and opportunities within the education

environment. Failure by universities to meet the accessibility needs increases social and

economic burden to PWDs. The researchers point out that an enforceable legal mechanism is the

main way of ensuring compliance with accessibility standards. The study significantly

emphasizes the need for an accessible environment to PWDs. It also emphasizes the need to

ensure enforcement of provisions of the law on accessibility.

Projected higher enrolments of SWDs have propelled higher learning institutions to develop

programs to cater for the needs of these students. Specific programs have been launched for

students who are visually impaired, those with learning disabilities, and those with psychiatric

conditions (Oved, 2007; Sasson, Greenshphon, Lachman & Bonny, 2003; Stodden, Roberts,

Picklesimer, Jackson & Chang, 2006).Nevertheless, study commenced for legislation purposes in

2008 established inconsistencies in development, assessment criterion, entry conditions, and of

supports and supplementary programs created by the various learning institutions (Yorgan,
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2006). Chataika, Mckenzie, Swart & Cleophas (2012) point out that, obstacles that exist in

institutions, failure to provide reasonable accommodations, poor perceptions, discriminatory

admission criteria, absence of policies on disability and resources deny SWDs equal educational

opportunities in Africa. There is a need to create awareness among educational institutions about

their duty to ensure they are accessible for SWDs as well as to make instruction and other

aspects of student life inclusive. Among the necessary adjustments that institutions should make

are provision of note takers, extra time on examinations, assignments and other tasks, assistive

technology, permission to tape record lectures, speech software, flexible instructional strategies,

sign language interpretation and non-discriminatory entry requirements.

Effective learning occurs when students are able to engage fully with the content and participate

meaningfully in classroom interactions. Higher education in Africa has for a long time been a

preserve for the wealthy and other privileged groups hence PWDs have generally been denied

equal access. Currently the proportion of PWDS accessing higher education is below 1 % and

their level of success is well below that of their non-disabled counterparts. Obstacles found

within and outside institutions of higher learning pose challenges to accessing education. The

most frequently reported barriers are legibility criteria that discriminate against individuals with

disabilities, poor attitude towards disability, environments that make it difficult for the

individuals to maneuver around, and a curricular that are not flexible as well as assessment

systems that discriminate against PWDs, consequently denying most of these individuals

opportunities for higher education(MOE, 2009; Kochung, 2011).Provision of learning supports

and accommodations and application of Universal Design principles (Burgstahler, 2007) in

higher learning is crucial in addressing these barriers in order to open higher education for SWDs

and all those who are currently denied access on basis of individual characteristics such as race,
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ethnicity, health status, language and culture.

In Kenyan context, although there is no formal statistics on the number of PWDs accessing

higher education very few individuals who have impairments attain postsecondary education

(Kochung, 2011).In cognizance of the fact that knowledge and skills are crucial for ensuring

continued generation of wealth and diminishing destitution, the Government Kenya endevoured

to attain the Millennium Development Goals (MDGs) and Education For All (EFA). A landmark

in the endeavor to make university education accessible to SWDs was the recognition by the

Kenya Constitution (2010) in its Bill of Rights, of education as a fundamental human right in

accordance with the international treaties and agreements. In an additional proposal to augment

courses aimed in an effort to improve equivalent chances in schooling and the understanding of

the right to schooling for SWDs, the state via the MOE, is putting in place the Kenya Education

Sector and Support Program (KESSP). This is a partnership amid several international schemes,

such as Education for All (EFA), the Millennium Development Goals (MDG) in addition to

national commitments provided in the Constitution of Kenya (2010), the Kenya Vision 2030 and

the Special Needs Education Policy, among others (KHCHR, 2011).

Lately, higher education institutions have endevoured to offer framework to improve

opportunities for SWDs to attain higher education. A few nations in Africa have gained ground

in presenting disability-related enactment, yet a number of these laws have not yet been

actualized. In other African nations, current national laws call for review so as to grant equal

opportunity for PWDs. Enhancing legislation and usage procedures was recognized as one of the

principle issues that needed to be given priority in the 'African Decade of Disabled Persons

1999-2009' (ILO, 2004).
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Kenya has made substantial progress in ‘Education For All’ endeavour; however, there is yet a

shortfall in giving access to all young people and implementation of specialized instruction. This

is particularly so with regard to university education. The principle impediments identifying with

implementation of education for learners with exceptional needs include: absence of clear

directions on the implementation of an all inclusive education policy, absence of reliable

information on individuals with disabilities, insufficient facilities and requisite knowledge and

skills in assessment and handling of learners with disabilities and inappropriate programs of

study for children with special learning needs (KESSP, 2005; Republic of Kenya, 2009).

Unsuitable basic framework, shortage of specially trained manpower and physical resources

exacerbate this state of affairs, consequently presenting great challenges in incorporating

specialized instruction in mainstream education (MOE, 2009).

Lack of coordination and collaboration in service provision, placement of children in

inappropriate programs, limited and costly learning and teaching resources as well as deficient

monitoring of special learning institutions add to the list of challenges (Republic of Kenya,

2009).  Consequently, institutions and the academic staff face challenges meeting the learning

needs of CWDs and therefore force these learners to adjust to the learning environment as

opposed to these institutions adjusting to the needs of the learners (Kochung, 2011). In spite of

the vast number of individuals with special learning needs, the capacity to meet their educational

needs is extremely low (Republic of Kenya, MOE, 2009). Progress of special education has been

slow with a large number of CWDs still kept away from learning institutions and other support

services. Also hindering access to education for PWDs are traditional and religious convictions

that highly influence the way the society views disability. Many communities are sad attribute
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disability to practices such as witchcraft and curses occasioned by violation of societal traditions

by parents, or a condition that originates from angered spirits. Hence, the society usually reacts

with fear and pity towards individuals with disabilities, which may lead to isolation of these

individuals (Oloo, 2006; Monk & Wee, 2008). Nevertheless, some societies for instance, the

Suba of Western Kenya treat people who have mental challenges with reverential respect mixed

with fear. They believe that such children are deities reincarnate and should therefore be treated

kindly, gently and with patience. The attribution of disability with the supernatural has been

reported in many other Kenyan communities (Oloo, 2006). The way the society views disability

playsa key role in deciding what rights, roles and responsibilities should be afforded to PWDs.

The current dominance of the charity and medical models of disability in the society reflect the

prevailing situation of PWDs in the country, particularly with regard to higher education. There

is need to shift from the way society currently views PWDs, generally and specifically in Public

Universities. Embracing the social model of disability will have a positive impact in provision of

supports and removal of barriers for this population and therefore afford them an opportunity to

pursue their dreams and live independent and fulfilling lives, just like everyone else.

As earlier noted, the Government of Kenya has continued to give some supports to PWDs

(DRPI, nod).Nevertheless, it is recognized that only a small proportion of the population with

disabilities benefit from these provisions and that they are inequitably allotted between and

among different disabilities (MOE & MOHEST, 2012). Actually, SWDs at higher learning have

not benefitted from these allocations. A huge proportion of PWDs live in destitution. This

impacts negatively on their chances to acquire an education. As such there is an urgent need to

create methods to enable this group of citizens attain an education that would help to diminish
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their destitution levels, and make them independent and ready to contribute to nation building

(Ingstad & Grut, 2007). Although there has recently been some notable progress in education of

exceptional children in Kenya a lot of difficulties still face the special education sub-sector

particularly at higher learning. For example, the extent of PWDS with access to higher education

in Kenya is well below 1% (Kochung, 2003). For the most part, enrolling into university and

getting actively involved in the learning process is still largely a challenge for most of the

students. Notably too, the individual learning needs of these students remain unattended (MOE

Kochung, 2011).This situation calls for urgent measures that would make higher learning more

accessible for PWDs.

In accordance with universal declarations, agreements and guidelines, the Kenya Constitution

(2010) assures all its citizens availability of health services, and education and stresses the

necessity to provide resources and give support to needy groups.   Articles 53, 54, 55, 56, 57, and

59 of the constitution have provisions on children’s entitlement to mandatory basic education,

with no fees obligations, whereby appropriate supports and programs are provided. In addition,

they are entitled to access to all learning institutions and utilization of resources for PWDs that

are provided in the common society to meet the needs and interest of the individual. This

includes the use of Sign language, Braille or other appropriate methods of communication, and

access to resources and assistive devices to assist in overcoming obstacles that are occasioned by

the individual’s impairment or condition. Likewise, there are entitlements for young people for

“…applicable education and training; job opportunities; participating in and involvement of the

small and disadvantaged categories of people in administration and other areas of life, increased
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chances to access education and other sectors of the economy, as well as in job market”

(Ministry of Education, 2012, p.23).

In addition, the Persons with Disabilities Act (PDA) (2003) accommodate entitlements of PWDs

to attain equalization of opportunities for this category of citizens. Along these lines, to decrease

the current disparity and to realize Education for All, the Ministry of Education designed a

master plan for education of learners with exceptional needs. The ultimate objective of the

strategy is to guarantee that underprivileged children and other learners with exceptional needs

all over the country gain access to quality education. The goal is to embrace and execute the

Special Needs Education Policy (MOE, 2012).

Throughout the recent four decades, the need for university education in Kenya has

tremendously increased (Sifuna, 1998)). This is evidenced by the rising numbers of students

joining public and private higher education institutions, the mushrooming of private institutions

of higher learning and the initiation of self-sponsored programs in universities (Sifuna, 1998).

Student enrolment in state funded higher learning institutions in Kenya has increased very

rapidly between 1964 (Sifuna, 1998) to date. With this increment in enrolment to advanced

learning, a generally noteworthy number of SWDs are likewise joining higher education

institutions.

In the research report on “Disabled Students at English Speaking Universities in Africa” by

UNESCO (1997), it is stated that the “provisions” of supports and other auxiliary services for

CWDs and young adults in African nations has improved in the previous decades and more
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alternatives for studies are now available. According to this study, although quite a number of

disabled students enrolled in universities, there was an absence of effective measures in

providing equal opportunities to them. The study reasoned that postsecondary institutions in

Africa are not ready to provide for the needs of SWDs. Three of the universities in Kenya,

University of Nairobi (UoN), Moi University (MU) and Egerton University (EG) were included

in the UNESCO (1997) study. According to the findings of this study, UoN had not articulated

its policy regarding disabled learners. In regard to enrollment, the study showed that there were

40 disabled students, out of the total enrollment of 15,000 students in the university.

Additionally, the UNESCO (1997) study showed that with regard to admission procedure the

university applied an affirmative action for disabled students. Thus, according to the study

SWDs in UoN received some considerations. Nevertheless, these supports were extremely

insignificant. The study demonstrated that Egerton University had no policy regarding students

with special learning needs; however, the university followed a general policy on non-

discrimination.  The learners are expected to furnish the university with any information on their

impairment that would help them to get special support. Entry requirements were the same for all

students, as well as available programs.  The study showed that in Moi University there were

about 50 visually and physically impaired students. Similarly to UoN and EG, the university had

no policy on disability. All students had the same entrance requirements, which differ from time

to time. Disabled students could enroll in any programmes available, in principle, but visually

impaired students tended to enroll in languages, history and religious studies, whereas physically

disabled choose any area of study. This is probably because these courses have less practical

components that would require the sense of sight to accomplish. Kenyatta University and

JKUAT were however not included in the UNESCO study. For that reason they were selected for
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the current study in order to examine the status of SWDs in these institutions. University of

Nairobi was also included in the current study to establish whether the status of provisions for

SWDs has improved since the UNESCO (1997) study.

1.2 Statement of the Problem

There is clear evidence that a considerable effort has been made in Kenya to make higher

education accessible to SWDs since the UNESCO (1997) study particularly with regard to the

legislation. However, research on disabilities in higher education in Kenya lacks consistency in

policy, of evaluation criteria, of entrance requirements, and of support and supportive programs

developed by the different institutions. Thus the inclusion of SWDs in higher education

institutions, and the resources dedicated to that purpose, called for an in-depth examination: how

these students participate in academic and student life in general. Furthermore, legislation such

as the Kenya Constitution (2010), Persons with Disabilities Act (2003) and the Special Needs

Education Policy (2009) has resolved a number of important issues but also has generated

numerous questions with respect to access, support, and accommodations for SWDs in

institutions of higher learning. These institutions have legal obligations to provide learning

supports and reasonable accommodations to SWDs to afford them equal opportunities. However,

the current practice of providing learning supports/services and accommodations for SWDs

within Public Universities has not been examined. Thus an opportunity presented itself for

research within an area of study that could impact in a profound way access to quality education

for PWDs. The current study therefore examined policy and provision of learning supports and

accommodations for SWDs in Kenyan Public Universities. Goffman’s theory of stigma, the

Social Model of Disability (Oliver, 1990), the Universal Design for Learning (Aslaksen et. al,
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1997), and the various international treaties, guidelines and statements on PWDs guided this

study.

1.3 Purpose of the Study

This study aimed to examine the state of policy and provision of learning supports and

accommodations for SWDs in Kenyan Public Universities in an attempt to identify possible

areas requiring improvement.

1.4 Objectives of the Study

The main objective that guided this research was to establish the state of policy and provision of

learning supports and accommodations for SWDs in the Kenyan Public Universities. Specific

research objectives were to:

1. Examine what policies pertaining to SWDs exist in Kenyan Public Universities.

2. Establish the types of learning supports and accommodations provided to SWDs at

Kenyan Public Universities.

3. Examine the views of faculty members regarding challenges that they face in supporting

SWDs.

4. Examine the views of SWDs regarding appropriateness of accommodations offered at

Kenyan Public Universities.

5. To propose a model for provision of learning supports and accommodations to SWDs in

Kenyan Public Universities



13
1.5 Research Questions

In order to achieve the research objectives, the following research questions were formulated:

1. Have the Kenyan Public Universities developed and implemented written policies on

disability?

2. What is the range and types of learning supports and accommodations provided to SWDs

in Kenyan Public Universities?

3. What are the views of faculty members regarding challenges that they face in providing

academic supports to SWDs?

4. What are the views of SWDs regarding adequacy and appropriateness of

accommodations offered at Kenyan Public Universities?

5. Which model can be designed to guide in provision of learning supports and

accommodations for SWDs in Kenyan Public Universities?

1.6 Significance of the Study

This study is important to: show the overall situation of SWDs in the Kenyan Public

Universities for policy makers, researchers, educators and the students themselves. It also gives a

voice to SWDs to help administrators understand their needs and aspirations. It is also crucial in

sensitizing Kenyan institutions and encourages them to take action to address issues on SWDs.

The study is also important in informing the Kenyan Public Universities on the development of

their policies and practices in connection to accommodating SWDs. Finally; it will serve as a

background to other studies on SWDs in the Kenyan Public Universities.
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1.7 Limitations of the Study

Limitations are those elements over which the researcher has no control. In the course of

conducting this study, it was not possible to control the attitudes of the respondents. This might

have had effects on the research findings since the respondents may just have given the feedback

to impress the researcher. The instruments themselves constituted a limitation in that no

particular instrument can be regarded as totally absolute.

1.8 Delimitations of the Study

The participants of this study were Public Universities, which were in the official list of the

Commission for Higher Education (CHE) and which were established through acts of

parliament. The researcher delimited the scope of the study to the aforementioned institutions,

mainly because of the similarity in the institutional setup, goal and type of students enrolled.

Consequently, the findings of this study may not apply to institutions other than those

institutions, which are in the official list of the CHE (CHE 1985) and which awarded diploma

and above credentials. In order to be able to make an in-depth investigation into the policy and

provision of learning supports and accommodations for SWDs in Kenyan Public Universities,

the study included only three (3) of the institutions out seven (7) that were on the list of CHE.

1.9 Assumptions of the Study

This study assumed that students in the following disability categories: Hearing impairments,

Visual impairments, Physical/motor impairments, Learning disabilities/Disorders, speech and

language disorders, albinism, and conditions such as epilepsy were enrolled and pursuing their



15
studies in Kenyan Public Universities. Therefore they would be available to respond to the

questionnaires and interview schedules and participate in FGDs.

The second assumption of this study was that universities might provide inappropriate or

inadequate services for SWDs when they do not engage the voices of these students. The third

assumption was that the range and kinds of accommodation that may have been put in place at

the secondary school level should be continued or maintained at the undergraduate level. The last

assumption was that SWDs feel universities treat them differently than their peers.

1.10 Theoretical and Conceptual Framework

This section highlights the theoretical and conceptual frameworks upon which this study was

based. The first section describes the theoretical framework and the next, outlines the conceptual

framework.

1.10.1 Theoretical Framework

The section below details the theoretical framework upon which this study was based. Three

theories guided this study: Goffman’s Theory of Stigma, the Social Model of Disability and the

Universal Design philosophy.

1.10.1.1 Goffman’s Theory of Stigma

One of the theories informing this study was the Goffman’s Theory of Stigma. Goffman

(1963)points out that in any given society some people wield greater power than others and that

those who have influence generally impose their norms, standards of behaviour, and convictions

on those who are powerless. Those with power (the non-disabled) set social norms that are to be

adhered to by every member within that culture. In addition, they determine the means of
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categorizing each person who is a member of that culture (Becker & Arnold, 1986) so that in

case an individual does not measure up to those demands and expectations, such a person is seen

to be different from others or a deviant (Goffman, 1963). Goffman distinguished three forms of

stigma which act to stamp the less powerful as “deviant”: (a) abominations of the body or

various physical disfigurements, (b) flaws in personal traits or frail will, tyrannical or unnatural

convictions, values and attitudes, and (c) tribal stigma or race that is, having affiliation to certain

nationality and religion or race. Each of these occasions of stigma denotes the person who

possesses them as having “undesired differentness.” That person, in this way, gets to be viewed

as “deviant” or sub-human (Goffman, 1963). These distinctive types of stigma illustrate ways

stigmatization creates a shared, socially perpetuated, and determined conception of a normal

individual (the normate), crafted by a social group in endeavor to define its own character and

boundaries (Garland-Thomson, 1997). Dominating groups adopt commonly held beliefs that do

not reflect the reality and which stigmatize groups that they consider lowly and in that manner

enhances control over them (Goffman, 1963; Ainlay, Becker, & Coleman, 1986). This process

also governs the treatment of PWDs in society. The dominating groups (usually those without

disabilities) establish standards, and those who do not conform to those standards are seen as

“different.” This “differentness” is abstracted or fortified by stigmatization, and this stigma

facilitates social influence and control. One will find stigmatizing terms such as “ ‘cripple’, ‘crip’

and ‘gimp’ and descriptors such as ‘victim’, ‘unfortunate’ and ‘helpless’ being used, wittingly or

unwittingly, to reinforce the status of PWDs in society” (Tompkins, 1996, p. 38). These terms

reflect the tastes, opinions and perceptions of the domineering group about the

normality(Garland-Thomson, 1997). Stigma, therefore, is a tool for comparison or of

classification that is employed to set up “in” and “out” groupings in society. Although
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Goffman’s theory fails to give extensive reasons as to why society views PWDs in unfavourable

manner (Oliver, 1990; Titchkosky, 2003), his work stills “underpins the nascent field of

disability studies in the social sciences” (Garland-Thomson, 1997, p. 32). Goffman’s theory

situates disability in its social context so as to illustrate that disability results from an intersection

of intricate societal and cultural interactions. The theory helps in comprehending the manner in

which power relations between the PWDs and those without disabilities are organized. It

underpins how people who have no disabilities construct those with disabilities as “deviant” by

constructing societal norms that result to exclusion of the latter from the society. Such

domineering practices prevent PWDs from gaining power and control, economic independence

and other societal privileges. Goffman’s theory promotes interrogation of power relations found

in the institutions in the society or systems that exist to reproduce and perpetuate discriminatory

practices and unfairness in the society. Such a perspective is important in understanding

implementation of policies for supporting SWDs in Public Universities in Kenya.

1.10.1.2 Social Model of Disability

The Social Model of Disability also informed the current study. The Social Model of Disability

can be traced back the 1960s (Hunt, 1966) and in 1970s the Union of the Physically

Handicapped Against Segregation (UPIAS, 1977) questioned the dominance of a section of the

staff in the medical field and those in social work over them. UPIAS resisted the status quo, and

strived for a change in the social order in the society. Through the influence of works of

Finkelstein (1980) and Oliver (1990) the Social Model of Disability has gained position as a

different way in which PWDs can situate their experience of handicap. According to the Social

Model of Disability, disability is socially constructed by:
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“…imposing restriction ranging from individual prejudice to institutional discrimination, from
inaccessible public buildings to unusable transports system, from segregated education to
excluding work arrangements...” (Oliver, 1996 p.3).

The Social Model of disability is a comprehensive perspective originated by PWDs to define

their place in the society. It is endeavoring to bring together PWDs to one group by defining who

they are by explaining disability as a political issue. Campbell and Oliver (1996) underline the

importance of this interpretation in stating that the social model

“   ...freed up disabled people's hearts and minds by offering an alternative

conceptualization of the problem” (p. 20).

The social model illuminates the areas in society where PWDs encounter discrimination and

offers a chance for this group of individuals to act as a united group to counter discriminative

practices. By exposing the areas of discrimination, the social model seeks to acquire for PWDs

the same citizenship rights that people without disabilities possess. The benefit of adopting this

perspective on disability is that it would help to recognize the impediments that SWDs encounter

within the further educational environment. In this study, an extended use of the social model

was in its analysis of how the society disables PWDs by the way they are unnecessarily isolated

from full participation in higher education.

The Social Model of disability is anchored in the philosophy of inclusive instruction. From a

Social Model perspective, inclusion encompasses constant change. Classroom members

continuously construct and engage in discussions with one another in order to strike a

compromise in the learning environment to locate themselves as well as others in the setting as

included or unappreciated; full or subordinate individuals in the classroom and learning group

(Allan, 1999). Instructors can come up with teaching strategies and experiences that will reach
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every learner, including those with disabilities (Hehir, 2003). The manner in which the

involvement of learners is organized, the sort of discourse and standards of performance set for

each student and the manner that learners relate to one another and other individuals in the

classroom becomes an accepted practice that could make learners feel welcome or isolated

(Allan, 1999; Collins, 2003). Instructors are in a position to demonstrate positive regard for one

another and recognition of differences amongst the class members and require certain levels of

behavior to these virtues (Shapiro, 1999). They can structure the learning environment in such a

way that the learners engage with one another and therefore make everyone feel a part of the

class (Tomlinson, 1999). Instructors can also demonstrate the disability as being abled differently

by incorporating learning materials that depict disability positively. In addition, instructors can

deconstruct the predominant negative attitudes towards impairment by engaging the class

members in logical reasoning activities and social interchange (Ben-Moshe, 2006; Gallagher,

2006).

Accordingly, the social model has been used as a guiding philosophy for the present study for it

affirms that all individuals are equal and shows that it is not the impairment that is the problem

as far as PWDs are concerned, rather it is the society that erects barriers, and denies the

opportunity to PWDs to pursue their dreams and live productive and independent lives.

Moreover, an important principle of the social model is that individuals with disabilities are the

“expert knowers in their own lived experiences” (Before, 2013 p.191). Hence, this should be

respected, regardless of whether the disability is visible or not.

Additionally, protection of the rights of PWDs largely depends on what model of disability a

country has adopted in its laws (Plessis& Eck, 2011). Hirandani (2013) defines the medical

model and the charity model of disability. The medical model of disability views an individual as
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a sum of his impairments. He is of the view that under the medical model lens individual’s

impairment is the problem and this alienates the person living with a disability. Hirandani

supports the position that under the medical model lens, PWDs are seen as objects deserving

pity. Consequently, the society establishes welfare services and care that do not promote

independence of an individual with disability. The current study agrees with Hirandani’s view

that the medical and charity models result to a deficit in understanding of disability. The social

model facilitated the study by diverting the focus from the impairment to addressing the

obstacles in Public Universities that stifle the academic potential of SWDs. For instance, the

failure of universities to adapt their policies, instructional strategies, and assessment methods to

enable SWDs to have full access to university course content and programs and failure to make

the general university infrastructure barrier-free to facilitate easy movement and comfort for

SWDs. This implies that certain mechanism sought to be put in place to create an environment

where all students, including SWDs, can participate on an equal basis with their non-disabled

peers in the learning process. As Mwaura (2009) posits, disability is not a permanent state and

changes are necessary in order to afford equal chances to SWDs as well as illuminate the existing

forms of discrimination, alienation, and preclusion.

The CRPD affords a shift to the social model. Firstly, the model affirmatively acknowledges the

fundamental human rights of PWDs (Hernandez, 2011). Moreover, it demonstrates disability as a

cultural construction. Hernandez is therefore of the view that the social model underlines the

dignity of human beings. It also emphasizes an individual’s capabilities rather than inabilities. It

also recognizes the individual’s participation in making decisions that concern him/her

(Hernandez, 2011).

The social model theory is relevant to this study because access to university education for
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PWDs depends on how well the institutions are adapted to the needs of this sub-population. No

student needs to be excluded from higher learning due to existing obstacles. Inclusion in

university education requires removal of obstacles that may prevent a PWD from accessing

education. The study argues for restructuring of universities to accommodate PWDs. Removal of

obstacles will improve enrolment levels. It will as well improve the participation and

achievement of existing PWDs in universities. The study argues for a rights-based approach to

university education where PWDs who have a right to accessible and appropriate education, have

a mechanism to claim this right. Universities and other stakeholders should also take their duty to

grant the rights of PWDs by providing reasonable accommodations in a timely manner.

1.10.1.3 Universal Design Philosophy

The theory of universal design was adopted as a form of instruction comprising practical design

and use of inclusive instructional strategies that benefit a wide range of learners including

learners with disabilities (Scott, McGuire, & Embry, 2002).  Universal design for learning is an

educational structure that is considered to make the best of learning opportunities for all students

to acquire knowledge, skills, and eagerness in learning (Rose & Meyer, 2002; Rose & Meyer,

2006; Rose, Meyer, & Hitchcock, 2005).

Universal design has found its way into postsecondary education (Zeff, 2007). One of the

benefits of universal design is that it benefits all students, with or without disabilities. Universal

design is being adopted in higher education in various fields (Lightfoot & Gibson, 2005;

McAlexander, 2004). Universal design principles could be applied at higher learning as

discussed by Burgstahler (2007). Accordingly, the researcher adopts the principles of universal

design in this study. The researcher argues that if the universities applied the principles of



22
universal design in all areas of higher learning, then students would have equal opportunities in

learning, regardless of their backgrounds, abilities, and disabilities. By recognizing the diversity

at higher learning institutions, application of universal design would make every student feel

welcome in these institutions and therefore get motivated to pursue their academic dreams in

environments with least challenges. The researcher further argues that adoption of universal

design in higher learning ensures access, equity and equality to all learners unlike the traditional

practice where institutions of higher learning model themselves to the average student and seem

to subscribe to “ableism” that is, the practices and dominant attitudes in society that devalue and

limit the potential of PWDs (Hehir, 2002). Universities ought to apply universal design in policy,

programs, instruction, assessment, services, information technology and physical spaces to

enable SWDs go about their university life with minimum barriers and consequently with

independence, just like their non-disabled peers. In other words, universal design in the

mentioned areas will go a long way in providing a ‘level playing field’, and thereof avoid

discrimination in the university environment. This study therefore adopted universal design

principles in designing a model for provision of learning supports and accommodations to SWDs

in Kenyan Public Universities.
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1.10.2 Conceptual Framework

This section outlines the conceptual framework upon which this study was based.

Instructional Resources
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 Learning

Resources
 Teaching Aids

Welfare and Housing
Facilities Support
 Housing and

Accommodation
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 Sporting and

Games
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University
Administration
 Adjustment of

Policies, procedures
and programs

 Financial support
 Training of staff on

disability

Support for SWDs

Independent
Variables

Intervening variables Dependent Variable

 Views of facultymembers onSupport of SWDs
 Views of SWDs onaccommodations
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Figure 1.1: Conceptual Model

Source: Researcher, 2013

Figure 1.1 represents the conceptual framework, which was adopted in this study as developed

by the researcher. The conceptual model was designed as per the study’s objectives, which

address matters of policy, support and accommodations and views of faculty members and

students regarding issues pertaining to SWDs support. Regarding the types of support and

accommodations provided to SWDs in the category of Instructional Resources Support, there are

Lecture Halls, Teaching learning Resources and Teaching Aids. On matters of Welfare and

Housing Facilities Support, there are Housing and Accommodation and Special Services e.g.

Transport Services and on Recreation and Social Support, there are Sporting and Games,

Recreational activities and Cultural activities and the researcher as well investigated the Views

of faculty members on Supporting SWDs and Views of SWDs on accommodations. Support for

SWDs is available to SWDs when appropriate instructional resources are provided as

accommodations. The university infrastructure also needs to be barrier-free to allow free

movement and promote independence of SWDs, hence enabling them to go about their day-to-

day activities without need for extra effort.

Provision of accommodations will depend on the faculty knowledge on accommodating

disability as well as their attitude towards SWDs. Overall, provision of accommodations for the

students will be determined by the structures put in place by university administration. There will

be need to adjust university policies, procedures and programs to ensure that SWDs receive the

support they require to succeed in their academic programs as well as be able to participate in

sports, leisure and cultural activities. The universities will also need to provide financial
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assistance to SWDs to assist them to seek for scholarships to enable them meet the extra needs

occasioned by having a disability.

1.11 Operational Definition of Terms

The following terms have been contextualized to present meaning associated with this study:

Accommodation: Accommodation is making adjustments and alternative arrangements to

ensure that the educational environment does not have a discriminatory effect on the student.

Accommodations: Accommodations are supports and services provided to help students with

disabilities to access the general education curriculum and validly demonstrate learning.

Assistive Devices: These are instruments and tools that are used to increase functionality for

persons with disabilities in such areas as mobility, communication, hearing and seeing.

Assistive Technology: Any item, piece of equipment, or product system, whether acquired

commercially or off the shelf, modified, or customized, that is used to maintain, or improve

functional capabilities of individuals with disabilities

Auxiliary Aids and Services: Are a wide range of services and devices that promote effective

communication or allow access to goods and services.
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Disability Service Providers: Are people who help SWDs to develop appropriate

accommodation plans, and act as a resource for faculty, instructors, staff and others at the

educational institution who need information about appropriate accommodation and

documentation

Higher Education: Education offered to students who attend programs leading to the award of

First Degree, Second Degree, or Doctoral (PhD) Degree.

Learning Supports

Learning supports are the resources, strategies, and practices that provide physical, social,

emotional, and intellectual supports intended to enable all students to have an equal opportunity

for success at higher learning by addressing barriers to and promoting engagement in learning

and teaching.

Public University: A higher education institution whose budget is allocated by the government

and providing higher education services.

Public Institution/School: An educational establishment founded and funded by the

Government of Kenya.
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CHAPTER TWO

LITERATURE REVIEW

2.1 Introduction

A lot of literature has been written in the area of education generally. However, most of the

research done in the area of policy and provisions of learning supports and accommodations in

higher education for SWDs has been done in other countries. Kenyan literature on the area of

policy and supporting learning for PWDs is scarce particularly in higher education. This research

is especially important as the right to supports and accommodations for PWDs is now entrenched

in Section 54 (1) (2) of the Constitution. It is therefore a responsibility for every Public

University to provide reasonable accommodations to SWDs. Kenya has also ratified the CRPD

among other international instruments that provide for equal opportunities in education for

PWDs.

This study focuses on the provision of learning supports and accommodations for SWDs in

Kenyan Public Universities. The literature review provides the background to the study then goes

on to discuss some of the policy and legislation affecting the education of this group as well as

providing an account of the current provision of services to SWDs in Public Universities in

Kenya. The review then looks at the previous research that has been carried out on the provision

of learning supports and accommodations for SWDs, with a view to identifying the issues and

factors that have been found to impact on the educational experiences of this group. The

literature review served to identify particular issues that could be explored in this research and

has helped to guide the development of the research instruments used. In review of the literature,

textbooks, journals, and e-learning materials are reviewed in relation to policy and provision of
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learning supports and accommodations for SWDs. The literature review led to the establishment

of knowledge gaps. A summary of literature review has been provided.

2.2 Definition of Disability

A lot of controversy surrounds definition of disability. Definitions based wholly on the medical

model are gradually getting replaced by definitions that include the individual’s abilities and the

activities in which they can participate, the extent of their inclusion in all aspects of the society

and the crucial role of assistive technology (Mont, 2007). The world Health Organization’s

International Classification of Functioning, Disability and Health (ICF) gives a description of

disability: "…an umbrella term for impairments, activity limitations, and participation

restrictions as part of broader classification scheme covering three main domains: body

functioning and structure, activities and participation, and environmental factors (ICF, 2016).

The interaction of aspects of all three of these domains determines individual welfare and social

policy choices facing governments.

In Article 260 of the Constitution of Kenya (2010) the definition of disability “ includes any

physical, sensory, mental, psychological or other impairment condition or illness that has or is

perceived by significant sectors of the community to have a substantial or long term effect on an

individual’s ability to carry ordinary day to day activities” (p.161). The range of impairments

which are classified as forms of disability compares favorably to that presented in the UN

Convention on the Rights of Persons with Disabilities (CRPD). However, “the ability to conduct

ordinary activities” (Republic of Kenya, 2010, p. 161) arguably results in a narrower definition

than that provided by the CRPD which refers to “full and effective participation on an equal

basis with others” (CRPD Article 1). Furthermore, this definition focuses more on the

individual’s impairment rather than culturally imposed factors. It takes a medical model
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perspective of disability. These aspects ultimately permeate disability policies in such a way that

the policies addressing the needs of PWDS would provide for narrow range of services and focus

on curing the impairments, which are viewed as the problem, rather than removing the barriers

constructed by the society. This was a concern of the current study.

This study adopts the definition of disability in the CRPD. Article 2 of the CRPD defines PWDs

to ‘include those who have long term physical, sensory, mental, intellectual or sensory

impairments which in interaction with various barriers may hinder their full and effective

participation in society on an equal basis with others’. According to the United Nations

Handbook of interpretation of the CRPD, this definition is not exhaustive and the CRPD

acknowledges that disability is a concept that changes over time (United Nations Handbook

for Parliamentarians on the CRPD, 2016). CPRD therefore does not hold a rigid view of

disability. It takes a flexible approach that gives room for adjustments overtime and in the

confines of the existing socio-economic situation. The handbook indicates that the position of the

drafters of the convention was that disability ought to be viewed as resulting from the interaction

between an individual’s impairment and the surroundings. In other words, disability does not

reside within an individual due to an existing impairment.

The study acknowledges Harris’s (2003) position that in most cases PWDs experience

discomforts and pain in their bodies. Harris argues that the barriers in the society make it

difficult for PWDs to live their lives to full potential. He continues to argue that the obstacles

make it challenging to carry out day-to-day activities, which would otherwise be easy to perform.

This study therefore adopts Harris’s view and sees the problem in the manner in which Public

Universities respond to the needs of SWDs. The physical campus infrastructure and social
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environments were designed by nondisabled and for nondisabled people only. The study also

concurs with Tinklin (2004) who asserts that disability is due to social organization that puts

little or no consideration at all of those who have disabilities, and hence excluding them from

participation in the activities of the society.

This study involved students in the following disability categories: physical disabilities namely

hearing impairments, visual impairments, orthopedic/mobility impairments, speech and language

disordered, those with albinism and those with epilepsy. Though any student with a disability

was eligible to participation, only participants in the aforementioned categories volunteered to

participate.

2.3 Learning Supports and Accommodations

This section outlines the learning supports and accommodations commonly provided to SWDs in

developed countries.

2.3.1 Learning Supports

Due to the negative impact of disability on carrying out major bodily functions and consequent

negative impact on learning, it is important for individuals with disabilities to be provided with

supports to enable them participate in higher education programs and succeed. Learning supports

are the resources, strategies, and practices that provide physical, social, emotional, and

intellectual supports intended to enable all students to have an equal opportunity for success at

higher learning by addressing barriers to and promoting engagement in learning and teaching

(UCLA Center, n.d). In order to ensure that each student reaches his or her maximum potential,

universities ought to make academic programs accessible to and provide learning supports and

services for addressing the needs of entire student population. An effective system of learning
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supports encompasses resources, approaches and practices, as well as factors related to

environment and culture that extend out of the classroom that in combination offer support in

physical, mental, social and emotional aspects that are essential for every student to succeed in

higher education (Adelman & Taylor, 2006).

2.4 Accommodations

Accommodations are supports and services provided to help SWDs to access the same education

curriculum with their peers in regular setting and to demonstrate what they know.

Accommodations are a critical component of effective educational programs for SWDs (Beech,

2010). To participate fully in general education curriculum, for instance in the university, many

students require slight changes in the instructional strategies and the manner in which they are

assessed. According to Nolet and McLaughlin (2000) instructional accommodations is “a service

or support that is provided to help a student fully access the subject matter and instruction as well

as to demonstrate what he or she knows” (p. 71). These adjustments do not alter the complexity

of the knowledge the student is expected to learn. Students with disabilities who utilize

instructional accommodations are expected to learn the same content at the same level of

proficiency as their peers who do not utilize accommodations. In order to achieve this, lecturers

ought to set explicit instructional goals on the basis of certain academic standards (Thompson,

n.d).  Since the demands on a student may change over the day, the necessary adjustments will

also change from one instructional setting to another. For instance, a student who uses speech

recognition software to write an assignment in language arts could write out a problem in an

algebra class where the writing demands are not as great (Vanderbilt Peabody college, 2016).

Categories of accommodations are described below.
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2.4.1 Presentation Accommodations

Presentation refers to how the student will access information. Presentation accommodations

enable a student to access information for instruction and assessment that is presented in textual

form, visuals, or verbal formats. Students with disabilities who are unable to read standard print

usually require alternative formats of information presented in text and graphics. Students with

disabilities may require presentation accommodations that promote or enhance their reading,

observational, and listening abilities in the classroom (Schwartz, 2007), seminars or conferences.

2.4.2 Response Accommodations

Students typically respond to classroom tasks by speaking, writing, drawing, or other types of

expression. Response accommodations allow students to use alternative ways to complete

assignments, tests, and activities.

2.4.3 Test or Examination Accommodations

A testing accommodation is generally a change in assessment materials or procedures that

should be made to ensure that an assessment measures the student's knowledge and skills rather

than the student's disabilities (NCEO, 2016). The intention behind testing accommodation is to

provide equal access by removing unnecessary difficulties that create construct-irrelevant

variance such as characteristics of students’ impairments that may interfere with the valid

assessment of their knowledge and skills (Thurlow & Bolt, 2001). Although both

accommodations and modifications are not standard conditions, accommodations are different

from modification since modifications alter the knowledge being measured while

accommodations only change the way in which a construct is being measured, with the aim of
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ensuring assessment is more valid for SWDs. Its goal is to provide a ”level playing ground,” and

thus allow a student with a disability to show his or her “actual” capabilities on the same basis

with the non-disabled students (Elliott, Kratochwill, & McKevitt, 2001; Fuchs, 2001; Fuchs,

Fuchs, Eaton, Hamlett, Binkley, & Crouch, 2000; Shriner, 2000; McDonnell, McLaughlin, &

Morison, 1997; Willingham et al., 1988). It is however a challenge to avoid introduction of new

measurement biases or to completely avoid measuring unintended construct. To address this

issue, in the U.S it is a requirement under Section 504 and the ADA as well as the existing social

policy that SWDs be provided reasonable accommodations to enable them participate without

discrimination in entrance examinations (Geisinger, 1994; Geisinger & Carlson, 1995;

Department of Justice, 1996). Extra time on testing is among the most commonly provided

accommodations on standardized testing in the U.S. According to Ragosta & Wendler (1992),

“students with disabilities taking the SAT under extended time on testing accommodation

“receive up to twice the standard examination time” (p. 100).

2.4.4 Scheduling Accommodations

Scheduling accommodations involves making alterations in time allocations, scheduling, and

time management. Students may require scheduling adjustments to address issues related to

effort, rate of performance, attention, and the ability to monitor and manage time.

2.4.5 Time allocation

It may be necessary to make changes in the length of time allowed or alter the manner in which

time is organized for tasks or activities. Some SWDs work or learn at slower pace than their
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peers hence will require schedule accommodations. Students may also require extended time to

use accommodations, such as assistive technology, Braille, or dictation.

The performance of students with health-related impairments may fluctuate over the day as a

result of medication or diminishing energy levels. For instance, some students need to maintain

blood sugar levels; therefore they may need to eat a number of times in a day. To accommodate

these students it is important to schedule tests and activities around the eating schedule or to

allow them to take food to class or to testing location (Beech, 2010).

2.4.6 Breaks

It may be necessary to allow breaks during tasks or lectures that take a long period of time. A

student with a disability may genuinely require an opportunity to get up and move in the

classroom or to visit washrooms or even to take medication. Breaks can be given at

predetermined intervals or after completion of an assignment, test, or activities (Thompson et al.,

2005).

2.4.7 Schedule adjustments

Schedule adjustments allow classes or assessment to take place at a particular time of the day

week, or for a certain number of days. Students on medications that lower concentration levels

may also require schedule adjustment (Beech, 2010).

2.4.8 Setting Accommodations

Setting accommodations refer to changes in the venue or conditions of the learning setting or

environment. These become necessary to make the venue accessible to SWDs and to address
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problems with organization of space and materials, for instance in a science laboratory, computer

labs, libraries and cafeteria. Students who utilize certain types of accommodations that could

result to distraction to the rest of the students, for instance reader, scribe, or frequent breaks, may

also require setting accommodations (Beech, 2010).

2.4.9 Accessibility

Students who have sensory or motor /orthopedic impairments may need an accessible location,

specified room conditions, or special equipment (Beech, 2010). Students who use mobility aids

such as wheelchair may require furniture that is adjustable, for instance, desks and tables. These

workstations provide the student with the needed support or allow a student to change position.

Students who are wheelchair users and others who have impairments and conditions that hinder

mobility may also need accessible transportation (Beech, 2010).

2.4.10 Preferential seating

A student is allowed to sit in a place where he/she can clearly see or hear the teacher or see what

is written on the board (Beech, 2010).

2.4.11 Specialized lighting or light filters

Students who experience unusual eyestrain or fatigue may require specialized lighting or light

filters. These students may require a natural light source or alternative lighting (Beech, 2010).

2.4.12 Acoustic treatment

These provide a quiet background that reduces external noise and distractions within the

classroom. It is often required by students with hearing impairments (Beech, 2010).
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2.4.13 Reasonable Accommodations

Reasonable accommodations are changes or adjustments to the tasks, setting or to the manner in

which things are done in order to allow PWDs to participate in an academic program or a job on

equal basis with the non-disabled (U.S Department of Education, 2007). Broadly

accommodations include adjustments to the application procedures to grant opportunity to apply

for enrolment into a program, adjustments that allow a student with a disability to perform the

essential functions of the academic program, and adjustments that enable a student with a

disability to enjoy on equal basis the benefits and privileges of the program.

In the U.S the Americans with Disabilities Act (1990) requires colleges and universities to

provide “reasonable accommodations” or reasonable modifications in order to ensure that their

programs and activities are fully accessible to SWDs. In particular, the law requires colleges and

universities to make reasonable modifications in their practices, policies and procedures, and to

provide accommodations and other related services for PWDs, unless to do so result to

fundamental alteration of the nature of the goods, services, facilities, privileges, advantages and

accommodations they offer, or would result in an undue financial or administrative burden on the

institution (Disability Rights California, 2013).

For individuals who have hearing impairments and individuals who have visual impairments

attending public institutions, universities have the duty to provide such persons with auxiliary

aids such as sign language interpreting, computer-assisted real-time captioning (CART) and

similar accommodations (Colker & Grossman, 2013).The Antidiscrimination laws can prohibit

discrimination in education but without reasonable accommodation the right to non-
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discrimination will not be realized (Bagentos, 2004). Reasonable accommodation and inclusive

measures are necessary to put PWDs in the same position as others in a university.

2.5 Barriers to Participation in Learning for SWDs in Higher Education

Since each type of disability presents varying access needs, an examination of some specific

barriers is necessary. Generally, compensating for any impairment is challenging, and SWDs are

more prone to fatigue and frustration than their non-disabled counterparts as they engage in this

process. Consequently, they may for instance require different pacing from that of other students.

They may need additional time to complete the same tasks or a flexible curriculum, in order for

them to be at par with the non-disabled peers. Fatigue and frustration, may increase the chances

of behavior problems. Therefore, SWDs may require extra help with behavior management,

aimed to assisting the student build positive self-management skills.

Students with disabilities constitute a group that has considerable potential for acquiring an

education and contribute to development in the society, but encounter challenges in regular

educational settings including universities. It is possible to promote their performance through

programs that remove barriers in universities. Providing reasonable accommodations and other

learning supports is critical to success of these learners, hence universities should consider what

supports the students may require and commit to accommodate them. In general, flexibility in

instructional strategies that include individualization of academic content, pacing and teaching

strategies are useful. The section below provides a description of common characteristics of

SWDs in various categories and the challenges that they encounter in higher learning. This is
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useful in examining the types and appropriateness of accommodations that universities provide

to these learners.

The population of SWDs in universities consists of students who have multiple disabilities,

hearing or visual impairments, orthopedic impairments, albinism, speech and language disorders,

and epilepsy, or among others. These students are likely to require accommodations and related

services. Related services include accessible transportation and other supportive services

necessary to help an individual participate fully in the regular curriculum on equal basis with the

non-disabled peers. Also included are speech therapy, occupational therapy, physical therapy,

counseling and training, and psychological services (Colker & Grossman, 2013). Universities

also have a responsibility to provide specialized facilities required by SWDs. Since participation

in social activities is critical in inclusion for SWDs, programs geared towards social-skills

training and recreation should be an important component of services. Students with disabilities

who have keen interest on leisure activities that can be shared with others stand better chances of

inclusion in meaningful ways in the society in general and universities, in particular.

2.5.1 Barriers Encountered by Students Who Have Hearing Impairments

Hearing impairment ranges from mild hearing loss to profound deafness. Hearing impairments

may also include challenges hearing sound at certain frequencies or inability to discriminate

between certain sounds. Educationally, hearing impairments have been categorized into “deaf” (a

hearing loss of 70 db or greater in the better ear) and “hard of hearing” (a hearing loss of 35 to 69

db in the better ear). Depending on the degree of loss, the student may have difficulties following

fast-paced lectures or conversations, experience fatigue while listening, miss half or more of
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class discussion, have problems dealing with background noise, manifest expressive difficulties,

limited vocabulary, or learning disorders, may have an irregular voice intonation, delayed

language and syntax skills (which impacts both reading and writing), and reduced speech

intelligibility. Besides facing the usual uncertainties and fears of entering a university, students

with hearing loss have also to contend with unsuitable acoustics of many lecture rooms, large

class sizes, ignorant or unsympathetic faculty, unreliable accommodations for SWDs, Absence of

assistive devices, and discontinued learning supports that students with hearing impairments

typically accessed at high school (Miller, 2009).

Deaf/hard-of-hearing students have challenges following a lecture without the services of a sign

language interpreter, Communication Access Real-Time Translation (CART), or C-Print

(Kroeger & Schuck, 1993; Marschark, Leigh, Sapere, & Burnham, 2006; Marschark, Sapere, &

Convertino, 2005). Research shows that the addition of some type of textual display such as

Real-time captioning and note-taking are very useful for deaf/hard-of -hearing students, at the

post-secondary level (Cuddihy, Fisher, Gordon, & Schumaker, 1994; James & Hammersley,

1993; Stover & Pendergraft, 2005). Many traditional, large lecture halls at post-secondary

institutions represent hostile acoustic environments, which exacerbate the problems already

faced by students with hearing loss. Researchers on postsecondary classroom acoustics have

reported unfavorable reverberation and noise levels (Hodgson, 1999; Kelly & Brown, 2002;

Woodford, Pritchard, & Jones, 1998). Improving classroom acoustics through structural

adjustments and the addition of soundproof materials would be an effective solution. For new

constructions, universal design principles (The Center for Universal Design, 2008) should be

applied to avoid reverberations and disruptive noise. Some individuals with hearing challenges
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communicate through sign language, but the majority depends on speech-reading, speech,

hearing aids, or a combination of these that facilitates oral communication.

2.5.1.1 Academic accommodations

 Seating a deaf/hard-of-hearing student near the source of sound or speaker to increase the

likelihood for the student to “hear” part of the lecture, through speech reading or visual-

gestural cues.

 Providing written lecture notes to supplement oral instructions will be beneficial.

 Repeating what other students have said during the lesson, since the deaf/hard-of-hearing

learner usually fails to capture what has been asked.

 Provide note takers because hearing impaired students find it very difficult to attend to,

pay attention to an interpreter or speech-read a lecture and simultaneously take notes.

 Many deaf/hard-of hearing students will need a hearing aid or personal FM amplification

system. However, FM devices do not, alone, sort the hearing deficiencies.

 Sign language interpretation

 Computer Assisted Real-time Captioning (CART) or C-Print services

 Captioned audio-visual materials

2.5.2 Barriers Encountered by Students with Orthopedic/ Mobility Impairments

There are varied origins of orthopedic and/or mobility impairments, which are manifested in

mobility loss ranging from loss of fine motor coordination in one hand to total paralysis from the

neck down. Therefore, functional limitations also vary greatly. Students with mobility

impairments may experience challenges with inaccessible physical infrastructure such as

staircases and distances between campus buildings. Other challenges are experienced in writing
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by hand, walking, and/or using standard equipment in settings such as the library or laboratory.

Some of the more common disorders include: traumatic brain injury, spinal cord injury cerebral

palsy, muscular dystrophy, and amputation. Students with mobility impairments may easily get

fatigued and spend more time moving between classes and/or experience challenges with reliable

and accessible transportation. This makes exhausted causing them to lag behind their peers.

Although the largest number of SWDs in post-secondary institutions are those with physical

impairments (Canada, 2006), higher learning institutions have been found to be largely

inaccessible despite the existence of accessibility standards for buildings. Research has shown

that accessibility barriers present major challenges to students who have orthopedic

disabilities(Klinger, 2014).Students who are wheelchair users can hardly access most of the

buildings (Gilson, 2010a) or access to these buildings is so cumbersome that it discourages

students on wheelchairs (Holloway, 2001). Tinklin and Hall (1998) in a study conducted in

postsecondary institutions in Scotland noted that students with physical impairments were being

forced to go round obstacles, which should instead be removed. Only the ground floor of

libraries was accessible to students since there were no lifts or lifts were too small to allow in

wheelchairs. Book stacks were also very close together. Students were forced to give up their

first choice of university due to inaccessibility. Students were therefore excluded from their

choice of courses for reasons other than academic results. This was discriminating as able-bodied

students had a range of choices to choose from. Students had to use their disabled students

allowance to get helpers to take them places and to get books for them in the library.  This study

significantly points to some of the barriers students with physical disabilities have to go through

in Kenyan higher learning institutions.
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2.5.2.1 Academic accommodations

 If a classroom is not accessible, re-locating to an alternative one will be appropriate.

 Ensure there are no barriers in the classroom to allow easy movement of students using

wheelchairs or clutches.

 Schedule classes in a manner that the locations are close to one another to reduce the

distance that students with mobility impairments need to travel from one lecture to the

next.

 Provide accessible workstations in the laboratories; enough space for wheelchair

movement and adjustable tables and chairs will be useful.

 Allow students with fine motor impairments access to computer lab or audio recording

for written assignments and examinations.

 Provide a note taker for students with fine motor or mobility impairments. Providing

them with a hard copy of lecture notes will also be useful.

 Testing accommodations, such as extra time, use of adaptive devices and/or a scribe.

 Test materials in alternative formats may be useful (Student Development & Counseling

Center, 2008).

2.5.3 Barriers Encountered by Students with Visual Impairments

The scope and degree of visual impairment in individuals varies a greatly, ranging from deficits

in visual acuity to challenges with discrimination or perception. Students who have visual

disabilities may require a service animal, and display characteristics such as poor peripheral

vision, night blindness, sensitivity to light, double vision, or may display random, jerky,

uncoordinated movements of the eye. These impairments may or may not be easily noticed by a

casual observer. Since there is a wide range of impairment, functional limitations also vary
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widely. Challenges manifest in various ways including reduction of the sharpness of vision,

difficulties discriminating the background from the foreground, or in accurately perceiving

information in print formats. Commonly associated disabilities include: low vision, and

blindness.

2.5.3.1 Academic accommodations

 Large print materials for the student whose vision is better than 20/200 may be beneficial.

 Allow seating closer to the front of the classroom to provide an opportunity for a student

with low vision to see lecture notes on the board.

 Adaptive devices such as Braille translator, Braille printer, screen reader, enlarger, and so

on will be of help.

 Testing accommodations may be required and these may vary depending on the degree

of impairment. These include enlarged texts, extended testing time, a scribe, or orally

administered examination.

 Talking books (books on tape).

 Allowing use of a tape recorder during lecture or use of a note taker may be beneficial to

the student.

2.5.4 Barriers Encountered by Students with Speech and Language Disorders

Students with language disorders usually have challenges both in receptive and expressive

components of language. They may experience challenges in areas of functioning, including:

pitch, loudness, articulation, syntax, phonology, or fluency. These challenges can have a negative

impact on the ability of the student to engage meaningfully in class discussions, make



44
presentation assignments orally, and produce adequate written work. They may also not be able

to meet requirements in computer programming, mathematics, and foreign language. Commonly

associated disabilities include: aphasia, speech impairment, and stuttering. As Ward and Scott

(2011) assert, cluttered speech has a direct negative impact on an individual’s educational, social,

and vocational life.

Being able to communicate effectively helps human beings to bond with, initiate and maintain

meaningful relationships with others. On the other hand inability to communicate has significant

negative impact on an individual’s life. Acceptance in the society, confidence and generally life

satisfaction can be jeopardized. Persons with speech impairments are likely to be isolated or

become a target for bullying. Besides hindering an individual’s verbal conversation, broken

speech raises the levels of anxiety in social situations for the speaker. Hugh-Jones & Smith

(1999) reported that a majority of students who have a stutter self reported being bullied at

school, and experienced difficulties in initiating and maintaining friendships. Blood, Blood,

Tellis, & Gabel (2003) observed that the stigmatization associated with speech disorders may

have a negative impact on an individual’s self regard, because these individuals often suffer

depression, social alienation, and dismal performance in academics and high stakes tests. A

students with speech disorders often experiences anxiety, stress, nervousness, and a disruption in

typical neurological function (Ibiloglu, 2001).Adults who stutter may find it difficult to initiate

and maintain intimate relationships (Ross, 2001).
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2.5.4.1 Accommodations

 Alternative means of expression in an educational setting, for instance, allowing the

student to submit written assignments and examinations instead of providing oral

presentations, if oral expression is not an essential part of the course.

 Treatment by a language therapist to improve in functional communication skills (Ross,

2001).

 Provide emotional support through counseling.

2.5.5 Barriers Encountered by Students Who Have Albinism

One of the key traits of albinism is freckled skin with lesions. Since the skin lacks pigmentation,

it is sensitive to the sun’s rays, which also predisposes it to cancer. Since all forms of albinism

impact on vision, educators should give due consideration to the needs of students with albinism.

Lynch and Lund (2011) point out that albinism affects vision, “due to nystagmus (involuntary

eye movements) and photophobia as well as other eye problems such as squinting and

astigmatism” (Urunji child-care trust, 2016).

2.5.5.1 Academic Accommodations

 Reserved seating in front of the class as they have low vision. This arrangement makes it

easy for the teacher to maintain eye contact and also provide instant supervision to this

vulnerable group.

 Provide more writing during class and talk less. Utilize overheads, chalkboard, and

handouts for vocabulary (Student Development & Counseling Center, 2008).
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 Provide such students with handouts of work presented through the use of overhead

projectors. The material should always be in large black on white print and must not be

coloured print.

 Examinations should be written on paper rather than on the chalkboard.

 Provide out-of-class individual sessions by appointment during office hours to ensure

understanding.

 Provision of sunscreen lotions and special sunglasses to shield them from ultraviolet rays.

 In extreme cases, lecturers should also allow such learners to wear their hats in the

classroom (Urunji child-care trust, 2016).

2.5.6 Barriers Encountered by Students Who Have Epilepsy

Students who have epilepsy often experience seizures in a learning environment. These students

may additionally experience serious health problems, which fundamentally limit a major life

activity. Although having a chronic health problem does not necessarily result to disability, its

impact such as hospitalizations, side effects of drugs, among others, may have significant

limitation on the individual within the learning environment. Side effects that may negatively

impact on academic performance include: fatigue, memory loss, drowsiness, loss of

concentration, euphoria, mental confusion, and excessive absences.

2.5.6.1 Academic Accommodations

 As students with chronic health impairments may have reduced endurance or

concentration, they may benefit from the provision of course outlines prior to class or a

very brief review of previous lesson before introducing new information.
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 Students with health problems often show more absences than other students. Maintain

open communication with these students and make allowances for absences, allowing

extra time for assignments, and wavering penalties for assignments submitted late will be

useful.

 Allow demonstration of knowledge through a series of shortened tests, rather than a few

evaluations throughout the semester as consideration for potential reduction in the

student’s stamina.

 Appropriate testing alternatives such as rooms free of distractions and/or extra time on

testing.

2.6 Legal Framework on Provision of Learning Supports and Accommodations for SWDs

in Higher Education

There are a number of policy and legislative changes which are of fundamental importance to the

provision of learning supports and accommodations to SWDs in higher learning. This section

briefly reviews the most relevant and important international instruments and national

legislations and policies.

2.6.1 International Instruments that Guarantee Right to Education for SWDs

Education as a fundamental human right has been affirmed in several global instruments and

national legislations and policies. International instruments include conventions, covenants, and

charters. The rights have also been recognized in soft law such as recommendations, declarations

and frameworks for action. Treaties are binding; by ratifying a treaty a State is consenting to

being legally bound (Global Campaign for Education, 2012). Also national legislations and
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policies acknowledge rights to education. These are discussed below and their relevance in

provision of supports for SWDs in higher learning.

2.6.1.1 International instruments

International instruments uphold the entitlements to appropriate and accessible education for

PWDs. This could be either directly or by implication. These instruments require member states

to recognize education as a human right. These international initiatives and documents have

played important roles worldwide when formulating new policies and strategies in higher

education. Kenya has acceded to the main United Nations human rights instruments hence has an

obligation to provide education to its citizenry, including PWDs.

The Universal Declaration of Human Rights (1948) states that every individual has the

entitlement of equitable access to services provided by the government in general and

specifically to education. Further, it lays down the tenets of mandatory schooling without

charges for citizens to promote all round development of individuals as well as to promote regard

for human rights and basic freedoms. The Declaration on the Rights of Disabled Persons (1975)

calls for global and local measures to guarantee the entitlements of PWDs to supports and

accommodations to empower them to improve their capacities and know-how to their ultimate

potentials, and accelerate their inclusion in the community. The Convention on the Rights of the

Child (1989) acknowledges exceptional needs. It institutes increased support, free elementary

schooling, and efficiency in obtaining fundamental aid, education, readiness for job market and

leisure recreation opportunities for young children and young adults with exceptional needs in
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ways that are appropriate for these individuals to attain full inclusion into the society and

personal growth.

The Standard Rules on the Equalization of Opportunities for Persons with Disabilities

(1993)acknowledges the rule of equitable participation at all levels of education for children,

young people and adults with exceptional needs in an inclusive environment; the education of

individuals with exceptional needs as an essential part of the education system. It sets up proper,

sufficient and appropriate services to provide accommodations and other auxiliary services to

learners with special needs in inclusive learning environments.

The Salamanca Framework for Action (1994) emphasizes the entitlement of all youth including

those with short-term or life-long requirements for accommodations and instructional

modifications to join learning institutions near their homes or places of residence in inclusive

learning environments. More fundamentally, it underlines the entitlement of every youth to take

part in high standard learning that is useful to them, at inclusive setting utilizing an academically

solid student-focused methodology, to give the improvement and advantage that could be

obtained through actualization of inclusive instruction.

The World Education Forum (2000) concerns itself with actualizing the right to schooling since

it has its foundation in the ‘Universal Declaration of Human Rights, 1948’. It is a supplement to

the ‘Education For All’ lobby.

The UN Convention on the Rights of Persons with Disabilities (CRPD) (2007) seeks to elaborate

in-depth the entitlements of individuals with impairments and stipulate guidelines for
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actualization. The CRPD has been ratified by several nations, Kenya included. The Convention

marks a "paradigm shift" in attitudes and approaches to PWDs. The Convention intended to

protect human rights of PWDs. It succinctly underlines the significance of social development. It

provides a wide categorization of PWDs and reaffirms that all persons with all types of

disabilities must enjoy all human rights and fundamental freedoms. It clarifies and qualifies how

all categories of rights apply to PWDs and identifies areas where adaptations have to be made for

PWDs to effectively exercise their rights and areas where their rights have been violated, and

where protection of rights must be reinforced. It provides important guidelines for legislation and

policy formulation in matters related to the rights and dignity of PWDs. Internationally, it is

recognized that there is a difference between the medical model and social model of disability.

CRPD subscribes to the social model whose emphasis is identification and removal of barriers

that prevent PWDs from performing their daily activities. Under the convention, State parties

have the obligation to ensure that the rights of PWDs are guaranteed. By ratifying this

convention Kenya commits itself legally to make the words written in the text a reality, thus

improving the lives of all Kenyans, including individuals with disabilities.

2.6.2 Legal and Legislative Framework for Provision of Learning Supports and

Accommodations to SWDs in Higher Education: US, Canada, UK, Australia, and South

Africa

A brief review of the legal and legislative framework for provision of learning supports andaccommodations to SWDs in higher education in developed countries will reveal thecommitment of these countries to supporting education of SWDs and enhance anexamination of where Kenya stands in this regard.
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Many countries have in recent decades adopted legislation that outlaws discrimination on basis

of disability. Among these are the U.S (Americans with Disabilities Act, 1990), the UK

(Disability Discrimination Act, 1995 and Equality Act, 2010) and Australia (Disability

Discrimination Act, 1992). These pieces of legislation have been vital in enhancing access to and

participation of SWDs at higher learning institutions in respective nations. The laws and their

provisions are outlined below.

2.6.2.1 United States of America (USA)

2.6.2.2 Legal framework for equality and non- discrimination

The Americans with Disabilities Act and Amendments to the Act (ADA-AA); The Americans

with Disabilities Act (ADA) of 1990 Title II governs the activities of the state and local

governments. State and government are required to enable PWDs to participate in all areas of

public life such as education, employment, transportation, recreation, health care, and social

services. Public universities are required to make reasonable adjustments to policies, practices

and procedures where necessary to avoid discriminating against SWDs (Colker & Grossman,

2013). The American with Disabilities Act (ADA) and its re-authorization prohibit

discrimination against PWDs. Under the law, public and private institutions are required to make

adjustments in the areas of education, employment, transportation, public accommodations, state

and local governments, and telecommunications.

2.6.2.3 The Section 504 of the Rehabilitation Act of 1973

Under Section 504 of the Rehabilitation Act of 1973, it is illegal for all postsecondary

institutions, which get financial assistance from federal government to discriminate on

individuals on basis of disability. Section 504 states that a qualified person with a disability shall

not be excluded from participation in, or denied the benefits of, or be subjected to discrimination
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under any program or activity that receives financial assistance from the federal government

(Colker & Grossman, 2013).With respect to higher education services, an otherwise qualified

with a handicap person is one “who meets the academic and technical standards requisite to

admission or participation in the recipient’s education program or activity”.34 C.F.R. §104.3(1)

(3).This legislation requires postsecondary students to disclose their disability when requesting

for accommodations. It also requires students to provide documentation as proof that they are

eligible for accommodations and related services. It also provides financial aid to SWDs. Further,

it urges collaboration among colleges, businesses, and relevant organizations to promote

accessibility and give assistance in higher learning, to reach out to SWDs, and to work to

minimize attitudinal barriers that hinder involvement of PWDs in social activities.

2.6.2.4 Nondiscrimination in Pre-admission, Admissions, Recruitment, and

Accommodation

Pre-Admission Inquiries

In order to help in preventing discrimination against applicants with disabilities in the admission

process, Section 504 of the Rehabilitation Act of 1973 prohibits a university to make inquiries

prior to admission, as to whether the applicant for admission is disabled. A university is however

allowed to make pre-admission inquiries where “a recipient is taking remedial action to correct

the effects of past discrimination,” or where “a recipient is taking voluntary action to overcome

the effects of conditions that resulted in limited participation in its federally assisted program or

activity.” 34 C.F.R. § 104.42 (c). Even in the latter situation, however, the recipient must clearly

state: (1) “that the information requested is intended for use solely in connection with its

remedial action obligations or its voluntary action efforts”; and (2) “that the information is being
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requested on a voluntary basis, that it will be kept confidential, (and) that refusal to provide it

will not subject the applicant to any adverse treatment”. 34 C.F.R. § 104.42 (c).

Section 504 regulation provide that a university may “not make use of any test or criterion for

admission that has a disproportionate, “adverse effect” on applicants with disabilities unless the

test has been validated as a predictor of success in the program and alternative test or criteria that

have a less disproportionate adverse effect are not available 34 C.F.R. § 104.42 (b). Admissions

tests must accurately reflect the applicant's achievement level and not merely reflect his or her

disability. Pre-admission tests must be given in a non-discriminatory fashion, to applicants with

disabilities. In most cases test takers with disabilities will be entitled reasonable accommodations

(Colker & Grossman, 2013). It is illegal for a higher learning institution to deny admission to a

"qualified individual with a disability". Institutions therefore cannot discriminate individuals in

admission or recruitment process on the basis of his/her disability. Schools are also prohibited to

limit the number or proportion of SWDs. Admissions officers may not ask whether an applicant

is disabled, unless it is clearly stated that the information is voluntary, will be kept confidential,

and is being used solely in order to monitor the school’s compliance with nondiscrimination

laws. A post-secondary education program which receives federal funds must make adjustments

to its academic requirements, if necessary, to ensure that a person with a disability is not

discriminated against, and must provide "auxiliary aids" such as readers, interpreters, and adapted

classroom equipment. However, educational programs do not need to modify requirements,

which are "essential" to the program. An “otherwise qualified" individual with a disability has

been interpreted to mean someone who meets all of a program's requirements, despite his or her

disability (34 C.F.R. ' 104 et seq).
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2.6.2.5 Nondiscrimination in housing

Any institution that receives federal funding and provides housing for students without

disabilities is required to provide comparable, convenient, and barrier-free housing for SWDs at

the same cost. In general, the number and variety of living accommodations available to SWDs

must be comparable to that available for the non-disabled (34 C.F.R. ' 104.45.).

2.6.2.6 Nondiscrimination in financial aid

A school which receives federal assistance may not, on the basis of disability, provide less

financial aid, limit eligibility for financial aid, or discriminate in any other way against applicants

with disabilities and recipients of financial aid (34 C.F.R. ' 104.46.). Special scholarships and

awards which may discriminate are valid only if the overall effect of the award or scholarship is

not discriminatory on the basis of disability. Students in the US may apply for financial aid

through the financial aid office of the institution he/she plans to attend. Assistance to SWDs is

often provided by state Vocational Rehabilitation agencies. There are numerous programs

offering financial aid to SWDs (HEATH Resource Center, n.d).

2.6.2.7 Nondiscrimination in nonacademic services

A recipient of federal assistance may not discriminate on the basis of disability in providing

physical education courses and athletics programs, and must provide qualified students with

disabilities an equal opportunity to participate. A school may only offer separate or different

physical education and athletic programs if they are not discriminatory and if qualified SWDs

have the opportunity to participate in the regular programs. Personal, academic or vocational

counseling must be provided without discrimination on the basis of disability. It is discriminatory
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to counsel SWDs to pursue more restrictive career objectives than non-disabled students with

similar interests and abilities. (34 C.F.R. ' 104.47; California Department of justice, 2003).

2.6.2.8 The Higher Education Opportunity Act (HEOA)

The Higher Education Opportunity Act provides for youth to access information well in advance

regarding opportunities available for postsecondary education and the role that students need to

play in order to prepare to take up these opportunities. Its focus is retention of SWDs in school to

completion of their studies and to encourage programs that provide guidance for students about

financial assistance and support services. It provides finances to colleges to put in place supports

for students. The supports include offering financial assistance for the SWDs, furnishing

information to academic staff about support services available for SWDs in campus, as well as

conducting awareness seminars for faculty and administrators about student accommodation

needs, and accommodations in the classrooms and on campus (HEATH Resource Center, n.d).

2.6.3 Canada

Legal framework for equality and non- discrimination

The Canadian Constitution sets out equality rights and states that education matters are a

responsibility of the ten provinces and three territories. Each of these bodies has own codes of

rights and freedoms that apply to provincial matters (Cäcilia Weiermair-Märki, Alexander

Kesselring, & Elisabeth, n.d).

2.6.3.1 Legal Framework for Higher Education

Ontarian Human Rights Code has provisions for all forms of education including higher

education. Universities are required to provide goods, services and facilities that are accessible to
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PWDs if provision does not amount to “undue hardship”. A human rights commission that each

province operates enforces compliance to the provincial/territorial human rights codes (Cäcilia

Weiermair-Märki,& Elisabeth, n.d).

With respect to funding, it is the responsibility of Provincial Ministries of Health to provide the

equipment required by individuals with disabilities for their day-to-day activities. For instance,

Ontario Assistive Devices Program funds three quarter (75%) of costs required for ensuring

independent living. Canadian students pay tuition fees for universities and colleges. The Canada

Student Loans Program gives assistance to SWDs through various funding schemes. The Canada

Study Grant for the Accommodation of Students with Permanent Disabilities funds technology

expenses. This combined with provincial funding is usually adequate to cater for technology and

necessary support at the post secondary level (Cäcilia Weiermair-Märki, & Elisabeth, n.d).

2.6.4 United Kingdom (UK)

2.6.4.1 The Legal Framework for Equality and Non-Discrimination

Disability Discrimination Act (DDA) of 1995 is the major piece of anti-discrimination

legislation. It provided for reasonable adjustments, access to and use of means of

communication, access to and use of information services; websites providing information

services are covered; educational funding institutions have to request disability statements by

educational institutions or training providers. Prohibition of discrimination through learning

institutions was only established through Special Educational Needs and Disability Act

(SENDA) (2001).

2.6.4.2 Disability Equality Duty (DED) 2006: Proactive Approach to Disability

Public entities are required to actively think of strategies for preventing discrimination against
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PWDs. It governs all levels of government, schools, colleges, universities as well as entities that

are recipients of government funding for the provision of public services. Public bodies are

required to develop Disability Equality Scheme (DES), including PWDs in development and

action plans (Cäcilia Weiermair-Märki, Elisabeth, n.d.).

2.6.4.3 Legal Framework for Higher Education

Disability Discrimination Act as amended by SENDA 2001 guarantees equal rights in post 16

education with regard to admissions and enrolment as well as provision of services for SWDs.

There is a Code of Practice Guide regarding the correct application of the law. The Learning and

Skills Act 2000 provides that federal educational institutions provide supports to meet the

learning needs of people with learning difficulties “England and Wales” and “support needs”

(Scotland). Disability Equality Duty and DES are both applicable to higher education.

The higher learning institutions fund equipment and assistance for SWDs. Further higher

learning institutions receive funding based on regional regulations.

2.6.5 Australia

2.6.5.1 Legal Framework for Equality and Non- Discrimination

The Australian Disability Discrimination Act 1992 and Disability Standards for Education,

which form part of the law and were adopted in 2005, apply in ensuring equality and non-

discrimination in higher education. These Disability Standards for Education stipulate the

obligations of universities in ensuring that SWDs have access to and are able to fully participate

in education on equal basis with the non-disabled peers. Standards are spelt out for enrolment,

participation, curriculum development, accreditation and delivery, student support services and

elimination of harassment and victimization (CäciliaWeiermair-Märki & Elisabeth n.d).
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2.6.5.2 Legal Framework for Higher Education

The Disability Standards for Education apply to among others higher education providers,

including universities, as well as bodies whose purpose is the development and accreditation of

curricula, training packages or courses used by education authorities, institutions or providers.

With regard to funding, the Australian Ministry of Education, Science and Training gives grants

to higher education institutions for promoting equality of opportunities as provided for in the

Higher Education Support Act (2003). The grants are given under the Higher Education

Disability Support Program. The Higher Education Equity Support Program aims to increase

access and participation in higher education of students, including SWDs. To qualify for these

funds in any given year, eligible providers are required to provide an acceptable proof, in

statement to the relevant department that they are engaged in activities that offer assistance to

underprivileged students (CäciliaWeiermair-Märki, & Elisabeth n.d).

2.6.6 South Africa

Notwithstanding the fact that considerable effort has been put in the preparation of several

Codes, Guidelines and White Papers addressing disability issues, there are minimal

accomplishments in South Africa to guarantee holistic advancement with regard to disability

inclusion.

Legislative documents include the Constitution of South Africa (1996), and more particularly the

Bill of Rights. This outlaws all fashions of discrimination, guarantees the right to equality

treatment and provides for measures to address historical inequalities. Within the context of

education the South African higher education policy framework strongly addresses equity.

Education White Paper 3: Transformation of the Higher Education System acknowledges both
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the need to prevent unfair discrimination and to implement strategies and practices, which are

developed to address historical inequalities. This is of great importance as it provides the

framework for both the system and individual institutions in addressing the needs of SWDs. The

National Plan for Higher Education focuses on traditional students, which include SWDs, as a

group that should be facilitated to access higher learning. It also aims to actualize the provisions

of the White Paper. Education White Paper 6: Special Needs Education covers inclusive

education. Nevertheless, it makes little reference to higher learning. The White Paper has

provisions for regional collaboration between institutions in providing services to meet special

needs of PWDs but lacks implementation guidelines.

A misconception apparently lingers among some institutions of higher learning that existing laws

do not provide for enforceable rights for SWDs. In the contrary, many legally enforceable

instruments exist in South Africa, which students can invoke when their rights are violated as

mentioned above. Based on the wrong perception, higher education institutions can afford to be

non-committal in addressing disability issues (FOTIM, 2011).

2.7 Legislative and Policy Framework for Provision of Learning Supports and

Accommodations for SWDs in Higher Education in Kenya

The legislative and policy framework for providing learning supports and accommodations for

SWDs in higher education in Kenya reflects, to some extent, policy recommendations in other

countries. The framework is outlined below.

2.7.1 The Persons with Disabilities Act (PDA) (2003)

The PDA (2003), Section 18, article 1 outlaws discrimination in recruitment solely on the basis

of disability. The law requires universities to make necessary adjustments and modifications to
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cater for the learning needs of SWDs. Section 19 requires the National Council for Persons with

Disabilities (NCPWDS) to work “… in consultation with the relevant agencies of government to

make provisions in all districts for an integrated system of special and non-formal education for

persons with all forms of disabilities and the establishment where possible of Braille and

recorded libraries for PWDs” (p.9).

Since the enactment of the PDA in 2003, some effort has been directed towards enhancing access

to education for PWDs in Kenya, but gaps still exist. With regard to education, the Act contains

very general statements as explanation of discriminatory practices that are prohibited. Whereas

these provisions are important, they need to identify some key issues that universities need to

address in order to make higher learning institutions accessible to PWDs.

Furthermore, while the PDA outlaws discrimination in education, among others, it does not

acknowledge the diversity among PWDs. The Act did not put into consideration the impact of

disability in relation to such factors as age and social economic background. In addition, as

Mugo, Oranga, and Singhal (2010) pointed out, the PDA adopts the charity model in addressing

education instead of addressing educational issues from a human rights perspective. The Act

provides that the government has the responsibility to provide financial assistance to SWDs in

form of scholarships, loan programs, fee subsidies, and other similar forms of support in both

public and private institutions. Though the right to admission in institutions of higher learning is

firmly articulated in section 18 (1), the Act does not address the situation where such an

individual is unable to meet costs of education, particularly due to extra expenses occasioned by

having an impairment (Mugo et al., 2010). Therefore, although there is an entitlement on

admission, there lacks directives to compel the universities to provide supports and
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accommodations to SWDs once enrolled in these institutions. Moreover, there is a lack of

procedures and penalties in case to guarantee compliance. Consequently, the quality and quantity

of accommodations provided to SWDs is left to discretion of the universities. Although the

universities made some effort to develop procedures for ensuring compliance with the PDA,

much of these efforts were occasioned by student and staff advocacy. This supports the argument

that the PDA is deficient of enforceable implementation and evaluation component (Mugo et al.,

2010).

There are other impediments to utilization of the Act. Firstly, the implementation of the Act is

supposed to take place in piecemeal. The Minister of Gender Sports Culture and Social Services

gazetted commencement of the said Act with the exclusion of section 24, 25, 35(1) (2), 39, 40

and 41.Consequently, the Act has to be implemented in phases although the excluded sections

are critical for the progressive rights guaranteed to all PWDs under the Act (DRPI 2007).

Secondly, there is an apparent high financial implication related with the actualization of the Act.

The excluded sections have serious financial implications both for the government and for the

private sector. The Council has not yet formulated guidelines with respect to their application.

Thirdly, right from the onset, experts indicated that the Act would not be enforceable without

first making amendments on some of its portions. The act has many inconsistencies, which may

affect its operation. First, the Act is too liberal with its discretional provisions and thereby

predestines the Act to a future of uncertainties (DRPI 2007). The other is that the Act is too apt

in giving discretionary powers where mandatory powers seemed the only viable option. The use

of such phrases as … “to the maximum of its resources” … or 'suitable' creates room for a lot of

discretion on anyone who may be bent on abusing the Act. This misgiving permeates the Act and
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calls for amendment. Its presence in the Act is detrimental to the entire Act and the users

(DRPI2007).Actually, this aspect seems to have found its way in university policies as reflected

in a lack of commitment by Public Universities in providing learning supports and

accommodations to SWDs. The support provided to SWDs is minimal and accommodations are

provided in an untimely manner.

The foregoing should, however, not be taken to mean that the Act is deficient of any benefit to

PWDs. Indeed, the mere enactment, assenting and the commencement of the Act is in itself a

formal recognition of the afflictions of the PWDs, though belated. The appointment and

inauguration of the NCPWDS is the first step in giving effect and life to the Act. Obviously, the

existence of the Council is crucial to the actualization of the Act as this is the organ mandated to

enforce much of the Act. The Council, though, has an uphill task in implementing section 7 of

the Act, as the Act contains extremely complex provisions whose enforcement requires

considerable time (DRPI 2007).

Sections 11 to 17 make wide range of provisions on the rights of PWDs. Many of these rights are

now commonly referred to as progressive rights. Since these rights are designed to be realized

progressively, it will take a long time before PWDs can enjoy their benefits. These rights include

the right to education, health, equal opportunities, affirmative action exemption from certain

taxes and so on. However, provisions of sections 12,15,18,25,28,29 and 41 are immediately

applicable by PWDs. Students with disabilities in universities will therefore have to continue

waiting for provision of learning supports. The pertinent question, therefore is, what impact will

the delay in service provision have on the learning of students who are already enrolled in the

universities and those who continue to seek admission?
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The case for amendments of the Act is gathering momentum and a draft bill 2014 awaits assent

by parliament. It is a fact that, in the absence of a proper policy and legal framework to ensure

the inculcation of the human rights of PWDs in our national psyche and legal system the

government may not act with sufficient speed to fulfill its part of the bargain (DRPI 2007).

Ngulu (2012) assessed whether the PDA complies with the Constitution of Kenya (2010) and the

CRPD. He reported that while provisions of the Constitution are immediate, some of the most

crucial provisions of the PDA, which came into operation in June 2004, would not take effect

immediately. He found that the PDA provisions were not compliant with the CRPD, which is

now part of Kenyan law. The provisions of the PDA have not been implemented fully in order to

protect and enhance the rights and fundamental freedoms of PWDs. This research is significant

as it points at gaps in the PDA, it was primarily concerned with compliance of the PDA to the

Constitution and the CRPD. The current study is also concerned with the role of PDA in relation

to the policy and practice in the area of university education. Ngulu’s study conducted an

analysis of all the provisions of the PDA. This is important to this study as it revealed the

weaknesses of the PDA with regard to provision of rights to PWDs. However, it gave very little

attention to education; this study’s main focus is education. It therefore gives more weight and

considers in detail the provisions of the PDA, the Constitution and CRPD, which concern

education.

Kamundia (2010) in her critical analysis of the provisions of the PDA pointed out that the PDA

provides for progressive implementation of its provisions. She argues that this could be used as a

justification for delaying realization of the rights of PWDs. She proposes that obligations that are

immediately applicable to international law should be considered immediately enforceable in

Kenyan law. She also advocates for imposition of penalties for violation, creating disability
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awareness, and importance of accessible transportation and buildings. The main focus of her

study was employment for PWDs; the concern of the current study is university education.

2.7.2 The Special Needs Education Policy

The SNEP policy is intended to be a source of guidance for MOE personnel as well as other

stakeholders in the provision of education to SWDs. It aims to guarantee full participation of

learners with special needs on equal basis with their peers at all levels of education. This

document covers various issues among them equal access to services (MOE, 2009).The disability

policy reaffirms the rights of PWDs to “full participation and integration” (MOE, 2009, p. 18).

One of the overarching objectives of the SNE sub-sector is to put in place measures that ensure

all educational institutions are accessible for LWSN. The second objective is to enhance the use

of specialized facilities, services, and assistive devices and technology, equipment and

instructional resources. The third is to enhance quality and appropriate education in all

educational institutions. The fourth is to build capacity of SNE personnel, including heads of

educational institutions and to provide services required by LWSN in these institutions.

The following guiding principles, as provided in the policy, are relevant in provision of learning

supports and accommodations to SWDs in universities.

The policy has provisions for all levels of education, including universities. Clearly underlined is

that the policy will address, in accordance with international and national trends, issues related to

access, equity, retention, transition, relevance…and quality of education. The policy addresses

application and implementation with regard to financing and management of SNE at all levels of

education, including higher education (MOE, 2009).
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It is expected that the policy will enhance access, transition rates and retention of learners with

special needs in formal learning institutions, including universities. To successfully implement

the policy, concerted effort of SNE providers and other players is envisaged. The special needs

education policy is the first policy document that directly addresses the needs of SWDs at higher

education, the earlier policies being silent about this issue. One of the important elements of

SNEP (2009) is that it recognizes SWDs as needy and therefore they have a right to special

assistance. It is stated in the policy that the MOE shall ensure equal opportunity in access and

inclusion of individuals with special needs and disabilities in education programs at all levels,

including universities.

The Policy, on the other hand needs clarity as far as its implementation is concerned, particularly

with regard to university education. Though the policy was launched in 2010 it was not well

disseminated nor was it implemented, as resources were not allocated to it (Bii & Taylor, 2013).

Kenya Constitution (2010), in its Bill of Rights, Chapter 4, Section 54 outlines the rights of

PWDs to equal access to education and supports that should be given to this category of citizens

to enable them pursue education at all levels with least challenges. It affirms a number of

entitlements for a person with any disability.

(1) A person with any disability is entitled––

(a) to be treated with dignity and respect and to be addressed and referred to in a manner

that is not demeaning;

(b) To access educational institutions and facilities for persons with disabilities that are

integrated into society to the extent compatible with the interests of the person;

(c) To reasonable access to all places, public transport and information;
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(d) To use Sign language, Braille or other appropriate means of communication; and

(e) To access materials and devices to overcome constraints arising from the person’s

disability.

(2) The State shall ensure the progressive implementation of the principle that at least

five percent of the members of the public in elective and appointive bodies are persons

with disabilities (p.37).

From the foregoing, it is evident that Government of Kenya has shown considerable effort in

putting in place legislation and policies meant to ensure access to education and provision of

necessary supports to SWDs. However, compared to the developed countries, the laws lack

enforceability due to flaws in the laws and policies as well as lack of guidelines for

implementation. Hence, as has been happening in the developing countries whenever there is a

concern in legislation that hinders provision of supports or SWDs, the government should ensure

that the laws and policies are reviewed to enable their implementation.

2.8 The Status of Kenyan Higher Education System in Relation to SWDs

In the following section the status of Kenya education system in relation to learners with

disabilities is discussed. It is imperative to draw attention to the fact that education gives

approaches to lessening detriments and eliminate obstacles of more relegation to the fringe of the

society. On the other hand, preclusion from learning increases detriments and contributes to

preclusion in society. In Kenya, the government has been promoting special needs education. For

instance, the number of special schools has been on the rise as well as the number of units

attached to special school. The rising number of children with disabilities has paralleled this
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expansion in the last one decade (MOE & MOHEST, 2012).However, provisions for learners

with disabilities need to be improved in these learning institutions in order to ensure access,

equity and quality in these public institutions as, as described below.

The Persons with Disabilities Act, Section 18, Article 1 forbids discrimination in recruitment of

SWDs and directs schools, tertiary and higher learning institutions to make adjustments to meet

the special needs of these learners.   Section 19 obligates the National Council for Persons with

Disabilities to work “… in consultation with the relevant agencies of government to make

provisions in all districts for an integrated system of special and non-formal education for

persons with all forms of disabilities and the establishment where possible of Braille and

recorded libraries for PWDs” (p.9).

The Education Policy (1994) indicates that on completion of general education, students transit

to secondary school and then to University. However, the government does not offer needed

supports to make university education accessible for SWDs. consequently, majority of SWDs are

excluded from higher learning. As a result they have minimal chances of obtaining decent

employment and participation in society. The small number of students, who with minimal

support, passed successfully through all the barriers in primary and secondary educational

institutions, encounter new and more serious barriers in universities. In these institutions SWDs

depend on the goodwill of their peers and individual lecturers for assistance since there is no

organized form of support (Kochung, 2003). Thus, charity model of disability still exists in

universities with regard to providing for the learning needs of SWDs. There is therefore urgent

need for universities to shift to the social model of disability in addressing disability issues.
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Reliable data is nonexistent on the extent of preclusion or participation of PWDs in higher

learning in Kenya. To date, the process of setting development goals and information gathering

have not included a significant minority consisting of youth with disabilities. Globally, it is

approximated that 10- 20% of any children of school going age has exceptional learning needs

(ILO, 2004; UNESCO, 2001). The proportion of PWDs in Kenya is approximated at 10 percent

of the total population. There is no accurate statistics on the number of PWDs in Kenya. Using

the United Nation’s estimate that for any given country at least 10% of its population has a

disability, then at least 3,280,000 Kenyans fall within this sub-population. Lack of reliable data

on the number of people who have disabilities in general and young people accessing higher

education in particular makes it difficult to plan for provision of necessary supports to ameliorate

the effects of disability.

At university level, the enrollment rate of SWDs is unacceptably low. Indeed, this is a worrying

situation in a country where access, equity and equality are articulated as the main goals of the

Ministry of Education. It is necessary to promote mobilization and awareness programs as well

as design and implement flexible curriculum that is learner-centered and make universities all-

inclusive institutions. Data on the number of children of school going age, and those currently

enrolled in all educational institutions, including universities, is crucial for planning for

provisions of services and supports to enable this category of learners to access and successfully

complete their studies at all levels of education. Such data is necessary in informing policy and

practice for the learners with special needs. The current study endevoured to bridge this gap by

providing data on the status of policy and provision of learning supports and accommodations for

SWDs in Kenyan Public Universities. Keeping in mind the end goal to attain the objectives of



69
the Education and Policy (1994) unique consideration must be paid to students who are at danger

of dropping out, have learning challenges or impairments. It is high time to include special needs

education as an essential component in the overall education sector development. Other African

nations have effectively begun to do this and have resolved to change policy and practice to

guarantee consideration of SWDs at advanced levels of learning, for instance, Uganda and

Zambia (Daniel, 2003).

A number of public universities have launched Special Education Degree courses. Among them

are Kenyatta University, Maseno University and Moi University (UNC National Report, 2011).

Some private universities also offer similar courses in special education. Though these

institutions contribute significantly in preparation of teachers to handle learners with disabilities,

these teachers are prepared for primary and secondary levels of education. There is no program

to prepare teachers to handle SWDs at university level of instruction and to prepare specialized

materials for SWDs at this level. Consequently, there is a gap in this area and an urgent need to

launch appropriate programs to address this need.

2.9 Higher Educational Policy in Kenya

National policies in education are indeed the road maps of practices in education in any country.

Kenyan education has been guided by various policies since independence. Policy documents

have been in the form of commissions, presidential working parties, committees and

development plans to guide education practice. This is evident from the connection between the

government of Kenya and international conventions such as those of UNICEF, and the other

development partners (Oduol, 2006).However, the degree to which policies succeed will depend
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on certain variables: environment, resources, political, economic capacity and the

implementation process.

University education plays a key role in social-economic development globally. It has the

potential to increase the social equity and mobility, social cohesion, productivity and innovation.

Studies have shown that appropriate and relevant university education contributes significantly

in poverty reduction and making countries competitive. This is even more critical for PWDs who

have historically been relegated to the margins of mainstream society and considered “good for

nothing” (Macha, Kieti, & Ngunyi, 2007). Critical in actualization of the goals of Vision 2030 is

the ability to utilize the knowledge generated from university education. Nevertheless, it will not

be possible to realize Vision 2030 if PWDs are not included equitably in higher education. The

Government’s long-term policy is to provide a framework for a sustainable, competitive and

autonomous national university system.

The Government’s commitment to development of university education is evident in its

continued allocation of resources to the sub-sector. Although there are notable achievements,

university education still faces significant challenges, among them access, equity, quality,

relevance, financing, gender and regional disparities, faculty quality and inadequate human

resource, particularly with regard to SWDs. Rigid admission criteria and inadequate financial

support and lack of knowledge and skills on disability among academic and support staff exclude

SWDs from higher education. As a nation, Kenya will only realize the aspirations of a

prosperous internationally competitive knowledge economy if the country’s university education

system is overhauled to among others significantly increase access, while ensuring equity for

SWDs by putting in place inclusive policies and providing an enabling environment for SWDs to

successfully complete their degree programs. Education policies in Kenya provide a
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comprehensive framework for provision of quality, equitable relevant education at all levels.

However, with regard to education for PWDs, emphasis is on primary and secondary levels

(Ndurumo, 1999) with little recognition of tertiary education (Kochung, 2011). This study

endeavored to unravel how education policies facilitate creation of enabling learning

environments for SWDs in higher education institutions in Kenya.

2.10 Policy and Practice for SWDs in Kenya

Persons with disabilities often encounter obstacles related to infrastructure and societal attitudes

that prevent them from participating and enjoying human rights on equal basis with the non-

disabled (Morumbasi, Mbatia, Tororei, Kamau, & Burugu, 2007). These barriers hinder PWDs

from reaching their potentials with regard to social, economic and political development. One

way to deconstruct these barriers is through legislation (ILO, 2004; Morumbasi, et al. 2007).

Examples of laws that provide some form of protection for PWDs in Kenya include: the Kenya

Constitution, (2010) and the PDA (2003). In addition the Special Needs Education policy was

formulated to ensure PWDs access quality equitable and relevant education at all levels,

including higher learning. Given that historically PWDs have been relegated to the margins of

the society, efforts should be made to encourage, initiate, and fund policies that create

opportunities for PWDs to realize their full potential through participation in development

processes. One of the key concerns of this study therefore was to provide information that would

be useful to Public Universities in developing policies for addressing disability issues.

In Kenya, dating back to independence in 1963, provision of education has basically been a

responsibility of the government. Thus the government provided most resources required as per

existing policy. However, over the years resources have diminished while the needs have
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increased exponentially. While enrolments in public schools have been on steady rise, resources

have not matched this rise. To address this issue the government has progressively created and

introduced policy measures such as cost sharing so that education could still be provided albeit

with many challenges for poorer families. For SWDs this was a double tragedy since most of

them have poor backgrounds and have to meet extra costs occasioned by having a disability.

Presently, Sessional paper No. 1 of 2005 on Education, Training and Research provides

guidelines on operations of the Government in the education sector(MOE, 2012).In special

education sub-sector, the Koech Report (2000)was the first policy document to explicitly address

disability issues at higher education. The report examined the special educational needs of PWDs

and ways of enhancing their involvement in daily activities (Ochoggia, 2003). Since then,

significant effort has been put towards enhancing government involvement and interest in the

education of PWDs in the country, albeit, much of this effort has been directed at primary school

level. Nevertheless with respect to secondary and postsecondary education, there are limited

policies to address issues related to disability, an indication that disability is not given much

consideration in Kenya’s higher education. This is not to deny the significant milestones in the

county’s effort in addressing the needs of PWDs. Actually, the passing of the PDA of 2003 and

the recognition of the right to education for PWDs in the Kenya constitution (2010), Bill of

rights attest to remarkable progress. The argument is that more concerted effort is necessary,

especially with respect to enforcing these legislations and policies in higher education contexts

and this constitutes the gap that was addressed in this study.

Generally, priority to accessing education in Kenya is given to those who are considered to have

highest potential to contribute positively to the family income and the country’s economy (Oloo,

2006). As a matter of fact, there are very few provisions in policy frameworks to address
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educational needs for PWDS, particular at higher education, and this is a worrying situation. This

calls for a review of the existing policies to make them inclusive and to develop clear

implementation frameworks.

2.11 Education Policies for SWDs in Kenya

The Ministry of Education together with stakeholders and partners has developed the National

Special Needs Education Policy (SNEP) framework to address critical issues related to education

for learners with special needs at all levels of education, including universities. This is detailed

under the Legal and Legislative Framework for Provision of Learning Supports andAccommodations to SWDs in Higher Education. In line with the Kenya constitution (2010) are

policies on inclusion among them the disability mainstreaming policy, which requires learning

institutions to sign performance contracts on mainstreaming SWDs. The institutions are also

required to create a directorate to monitor the implementation of the activities related to inclusion

of SWDs. This policy is expected to promote inclusion and address barriers that hinder full

participation and enjoyment of their rights to education on equal basis with their nondisabled

peers. Educational institutions are required to embed disability issues within programming,

project design, policies, protocols and procedures as well as in staff training. Consequently the

number of PWDs enrolling in higher education institutions is expected to increase. The impact of

this policy was a concern of this study. The study investigated the policies on disability that

existed in Public Universities. It also examined the views of SWDs regarding appropriateness

and range of accommodations provided to them by Public Universities and the views of faculty

on the challenges they faced in supporting SWDs during instruction.
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2.12 Higher Education Policy on Disability in Kenya

The University Policy (2012) states that the population of PWDs in Kenya is estimated at 10

percent of the total population; about 25 percent of these are children of school-going age.  At

the postsecondary level, the enrollment rate for SWDs is very low. The Government in

addressing the low enrollment commits to mobilization and development of awareness

programmes to eradicate taboos and beliefs associated with disability as well as ensure the need

to make all learning institutions inclusive through removal of barriers.

The Universities Act (2012) Section 18(1) prohibits all individuals and educational institutions

from denying any person admission to any course of study solely on the basis of their disability,

if the person has the ability to acquire substantial learning in that course. In addition, Section 18

(2) obligates learning institutions to put into consideration the special needs of PWDs with

regard to entry requirements, curriculum, and appropriateness and accessibility of school

facilities.

2.13 Disability Policies in Institutions of Higher Learning in Developed Countries: USA,

Canada and UK

This section examines disability policies that govern provision of learning supports and

accommodations in developed countries in order to understand the current practice and trends

with regard to policy and provisions.

2.13.1 Accommodation Policies and Procedures

It is important to note that generally, a review of literature on policy and provisions for SWDs

revealed that in U.S practically every postsecondary institution must have a person, usually
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referred to as the Section 504 Coordinator, ADA Coordinator, or Disability Services

Coordinator, who coordinates the institution’s compliance with Section 504,Title II, or both laws

(these laws are discussed in detail in the legal and legislative background section).The ADA

coordinator is knowledgeable in disability issues and disability legislation. Student with

disabilities contact that person for information about how to address their concerns (U.S.

Department of Education, 2007).

The review also indicated that most of the universities have an Office of Disability Services

whose major responsibility is to see that students receive accommodations and ensure that the

general campus environment is accessible to SWDs. Disability Services Coordinator usually

heads this office. The Disability Service Coordinator is a point of contact, and maintains

confidential files relating to disability services, medical verification of disability, and

accommodations provided for students (Oklahoma State University-Tulsa, n.d). The unit also has

qualified interdisciplinary team of personnel.

Most universities in U.S and Canada have developed and implemented disability policies. These

policies derive from non-discrimination legislations of respective countries. For instance, in the

U.S the institutional disability policies have been developed to enable the universities comply

with Section 504 of the Rehabilitation Act of 1973, and the Americans with disabilities Act

(ADA) of 1990. This is detailed under the legal and legislative framework for provision oflearning supports and accommodations to SWDs in higher education section.
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In U.S, obtaining accommodations in postsecondary education is very different from getting

accommodations in secondary school. While high school has federally mandated procedures for

obtaining accommodations, such as individualized education plan (IEP) and section 504 Plans,

the process for obtaining post-secondary accommodations is less routinized and can vary from

school to school (CAR, Autism Roadmap, 2014).

In almost all post-secondary institutions, there is a disability service unit headed by an officer

who has the responsibility for reviewing student’s disability documentation to determine

eligibility for accommodations, auxiliary aids and services, and adjustments in accordance with

federal and state laws. Additionally, the office collaborates with lecturers, staff, and university

departments to assist them in providing accommodations to ensure access to university

programs, activities, and services for students with documented disabilities. The universities

define roles and responsibilities in providing accommodations. This promotes the idea that

accessibility for SWDs is a collaborative effort between staff, students, lecturers and

administration. Notably, the universities have disability policies and procedures on recruitment

and admission of SWDs. In addition, they have policies and procedures for requesting for

accommodations and other auxiliary services.

2.13.2 Policies and Procedures on Recruitment and Admission of SWDs in Higher

Education

Generally, a large number of SWDs want opportunities on equal basis with their nondisabled

counterparts with regard to higher education, job and a successful life (Palombi, 2000). Higher

education programs have a positive correlation to employment and success for both individuals
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with and those without disabilities (Fairweather & Shaver, 1990). Students, who had no hope of

acquiring higher education prior to enactment of Section 504 of the Rehabilitation Act of 1973,

realized that universities were more responsive to their needs than before this legislation

(Palombi, 2000).

2.13.3 Recruitment and Attraction Process

Three aspects, community, equality, and human dignity are crucial since a commitment to these

values enable those responsible for student affairs to better help minority groups, including

SWDs, and offer potential students an environment that is comfortable and a place where they

feel a sense of belonging. Palombi (2000) identified the following strategies for attracting SWDs

to a higher learning institution:

 When visiting with students, make sure they know about visiting the campus and make

certain their on-campus visit focuses on services available to SWDs.

 Target literature distribution to high school SWDs.

• Ensure representatives that is, admissions counselors, recruiters, and other staff members

that visit high schools should be able to articulate the type and extent of special services

that are available at their respective institutions (p. 31).

Colleges are prohibited to have admission procedures that discriminate against SWDs in the

admissions process; nevertheless, students are required to meet legitimate admissions

requirements. However Thomas (2000) indicates that college "officials will need to provide

an individualized assessment of the qualifications of SWDs to ensure that traditional criteria
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have not arbitrarily screened out otherwise qualified applicants. Also, being qualified may at

times require the college to provide the student with appropriate and reasonable

accommodations" (p. 254). Several court cases and the U.S. Office of Civil Rights have

upheld the idea that if a student is disabled and qualified, higher learning institutions should

endeavor to provide accommodations that enable the student to participate in its programs

(Thomas, 2000). "Once a student has sufficiently documented that he or she has a qualifying

disability, a college is responsible for providing reasonable accommodations or modifications

that do not result in unfair advantage, require significant alteration to the program or activity,

result in the lowering of academic or technical standards, or cause the college undue financial

hardship" (Thomas, 2000, p. 255).

The National Longitudinal Transitional Study of Special Education students conducted a

National transition study; the study followed secondary-level special education students from

high school to early adulthood (Fairweather & Shaver, 1990). These researchers reported that the

number of young PWDs in higher learning institutions were significantly below the national

mean for their counterparts without disabilities and for those who belonged to minority groups,

and those of low economic backgrounds (Fairweather & Shaver, 1990). The reasons given for

this disparity were inadequate training, and preparation in secondary school, inaccessibility to

college readiness programs, poor collaboration between secondary school and post-secondary

institutions, and lack of programs that prepare SWDs for the journey from high school to higher

learning (Fairweather & Shaver, 1990).
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The information that SWDs had obtained during their visits to the higher learning institutions or

interaction with institutional representatives had a direct influence on their selection of the type

of postsecondary institution to attend (Miller, Rzonca, & Snider, 1991). These findings support a

case for a stronger collaboration between high schools and universities (Fairweather & Shaver,

1990).

In order to attract more SWDs, it is critical for staff from the universities to make sure that the

information that SWDs require about the institutions is available to them. This would be

achieved through reach out activities such as staff visits to secondary schools and having

meaningful interactions with SWDs, arranging on-campus visits that focus on supports and

services available to SWDs, or widely distributing literature to the secondary school to SWDs.

Effective explanation by the institutional representatives about what type of accommodations

they offer to SWDs and the extent will be critical. This is basically because one of the key

considerations for SWDs in choosing the university to attend is the range of available

accommodations and other auxiliary services (Kavale & Fornes, 1996). Students with disabilities

should conduct a comprehensive analysis so as to be aware of and be knowledgeable of “ 1) how

to read and evaluate the many guides available; 2) how to locate services in colleges not listed in

the guide; and 3) how to evaluate the located services” (Cowen, 1993, p. 40). Admissions and

Students affairs personnel ought to be quite knowledgeable about the services and

accommodations that the universities that they represent provide (Palombi, 2000).

The successful inclusion of SWDs in higher learning demands a comprehensive programmatic

approach (Siperstein, 1988). A review of the literature on the recruitment practices of

universities in the developed countries shows that these institutions have over time designed
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outreach programs to increase the number of traditionally underrepresented students in

universities, that is, racial minorities, first-generation students, ethnic and racial minorities, and

women. The programs aimed to encouraging the enrolment of these groups and help them in

transitioning from high school to college. Similar strategies could serve as a framework for

developing programs for SWDs in Kenya.

There are initiatives that universities, including Kenyan Public Universities, could emulate for

effective recruitment of SWDs. For instance, Arizona State University (1994), Hispanic Mother-

Daughter Program, referred to as “Second Generation” could provide a framework for

institutions in recruiting SWDs.  This initiative has been useful in coaching parents and to gain

their support in preparing their daughters to gain college education.  Such a program could be

modified to assist SWDs who wish to pursue university education and as a result join the

university. For instance, a program of this nature could give assistance to parents in establishing

the distinctions in legal authorizations and provide them with useful information to guarantee

that their son/daughter joins university classes that prepare him/her for actual university life. In

absence of such information, parents might have an assumption that the experience that the child

had acquired through high school period equips them adequately for university and later discover

this was not the situation when their son/daughter fails to gain acceptance into the university.

Recruitment is a crucial initial process in encouraging SWDs to seek admission to universities.

Student affairs personnel responsible could provide help to these students in making a transition

from secondary school to university. These members have the necessary knowledge and skills as

well as experience required to design supports that could reach that goal as well as assist
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students, parents and secondary school staff gain knowledge and understanding of institutions

and type of accommodations and related services that they provide. Students with disabilities

then need an admission process that addresses their special needs to facilitate their access to

higher learning institutions (Holley, 2000).

The type and extent of available accommodations and other support services are critical to SWDs

in selecting a university to attend; nevertheless, the manner in which questions are addressed can

assist a student deciding which university (s) to pursue.

2.13.4 Admission Process for SWDs in USA Higher Education

Generally, seeking university admission through application and finally gaining admission is

usually difficult and cumbersome for all students, and more so to SWDs. In the US, a large

majority of SWDs transit from high schools where the school staff members are aware of their

needs and provide suitable supports as required by Public Law 94-142 to institutions in which

students are expected to disclose their disability, provide documents as proof of having a

disability, and then request for the needed supports by themselves (Brinckenhoff, 1996,

Fairweather & Shaver, 1990, HEATH, 2000; Scott, 1991). Crucial to SWDs in application and

admission process are certain issues, among them confidentiality and identifying oneself as

having a disability. Also of significant importance is the use of standardized test scores in

making admission decisions and requesting for supports and services.

Under Section 504 of the Rehabilitation Act of 1973 and the Americans with Disabilities Act of

1990 (ADA) it is unlawful for a tertiary institution to inquire about a student’s disability before

admission (White, 1998).  An officer of the office of the Civil Rights (OCR) of the U.S

Department of Education indicated that,“…a high school counselor might honestly communicate
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the contents of a student’s curriculum, which may imply a learning, or other, disability, but may

not disclose or discuss the disability itself without parental consent” (White, 1998, p. 8). What

this means therefore is that the student has the responsibility to declare his disability to the

university (White, 1998).

Declaring a disability is crucial in the admission process. In the initial stages of this process,

SWDs have to decide whether or not to request accommodations that they require for taking tests

that are a requirement for admission.  The accommodations that the education testing services

offers to SWDs who self-disclose as having a disability and support this with acceptable

documentation are large print version, extended time on tests, readers, cassette versions, and

special equipment (Belch, 1995). Appearing on the test results is a notation indicating,

“nonstandardized” test administration. Certainly, “the key issue for applicants in availing

themselves of these particular accommodations during the testing procedure is that they

relinquish confidentiality of disability by virtue of the non-standardized notation on the score

reports that are submitted to the institution (Belch, 1995, p. 104). Thus, SWDs find themselves in

the predicament: that it is not possible to get testing adjustment and supports and uphold

confidentiality in the preadmission process (Holley, 2000).

Regardless of whether a student voluntarily chooses to disclose disability, standardized test

scores have been used among the criteria in judging whether an applicant meets entrance

requirements. However, for PWDs use of standardized test scores could have undesirable impact

on admission. Some standardized tests have a discriminatory result against SWDs (Jarrow, 1992;

Rothstein, 1991). Students who have learning disabilities and hearing impairments, for instance,
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attain lower grades than their peers in university entrance tests (Bennett & Ragosta, 1985).The

number of regular high school English courses that a student completes with a grade C or better

and overall grade point average (GPA) have been reported to be the best predictors of success for

students with learning disabilities (Vogel & Alderman, 1992). In accordance with

recommendations for non-disabled applicants, admission officials need to consider high school

grades (as reflected in high school courses and GPA) more vigorously than admission test scores

for SWDs (Vogel & Adelman, 1992). A study conducted on admission procedures involving five

hundred and two (502) tertiary institutions showed that nearly fifty percent (50%) of the

surveyed institutions do not adjust admission procedures or requirements for SWDs who self

declare in the admission process (Vogel, Leonard, Scales, Hayeslip, Hermansen & Donnelis,

1998).

The admissions process is already time consuming and busy. A preadmission seminar conducted

by student affairs officials would assist SWDs in obtaining useful information that they require

during the application process. It is appropriate to encourage students who may require

accommodations to disclose their needs soon after they have been accepted by an institution.

Service provider contact information ought to be provided in the application packet. Admissions

officials should initiate and maintain strong collaborations with personnel who serve SWDs in

order to gain the required information and guidance from them regarding self-disclosure.

Roundtable advising for SWDs, their academic advisor, members of the institution’s disability

support services office, and any other participants in that student’s education is crucial in this

process.



84
2.14. Types of Learning Supports and Accommodations Provided to SWDs in Universities

in United States of America

This section outlines the learning supports and accommodations commonly provided to SWDs in

higher learning in the U.S. It is aimed to give a glimpse into the supports that universities in

developed world provide for this category of learners and to draw a comparison with provisions

for the students in the Kenyan context.

Typical accommodations in the US-based universities include the following, though some

institutions provide more:

 Alternative test arrangements, such as extended time, taking the test in a separate room,

having the test readout loud, having a scribe for the test.

 Re-assignment of a class to an accessible location for example, moving the class to

another building if the building is not physically accessible.

 Alternative assignments for example, preparing an oral report instead of a paper.

 Sign language interpreter.

 Assistive listening devices, such as FM transmitters/receivers.

 Laboratory assistant for laboratory classes.

 Course substitution, if the course is not integral to the student’s course of study (e.g.,

taking French history instead of French language).

 Materials provided in alternative print (e.g. Braille, large print, tape disk).
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 Early registration (e.g. being allowed to register before other students to address

disability-related issues).

 Extended time to complete class assignments.

 Permission to tape record lectures.

(Aune, 1998: 189).

2.15 Empirical Studies Conducted on Provision of Learning Supports and

Accommodations to SWDs

It is acknowledged that in order to be successful in school, SWDs must be provided with

appropriate support services (Stodden, Whelly, Chang, & Harding, 2001; Troiano, Liefeld &

Trachtenberg, 2010). Availability of transitional services during the first year is very crucial

(Dutta, Segurie-Geist, & Kundu, 2009; Mpofu, & Wilson, 2004). It is estimated that 88% of U.S-

based postsecondary institutions provide services to SWDs (Raue & Lewis, 2011), albeit to

varied extent. According to Black, Smoth, Chang, Harding & Stodden (2002), two-year colleges

are more likely to provide necessary support services than the four-year institutions, and the

quality of these services could influence a student’s decision on what college to attend

(McLearly-Jones, 2007).

Stodden, Whelley, Harding, and Chang (2000) conducted a survey of colleges in the U.S.

regarding the types and frequency of educational supports offered to SWDs. The most common

were: testing accommodations, note takers, personal counseling, and advocacy. In addition,

organizational skill assistance, study skills programs, and career related services were often

provided. Rarely offered were disability-specific scholarships, assessment and evaluations, real-
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time captioning, assistive technology evaluations, and study abroad. Research in Israel found that

a time extension on exams was the most common accommodation (Davidovich, Schacham, &

Margalit, 2012).

Types of accommodations can vary based on circumstances. Pingry,O’neil, Markward, and

French (2012) have presented an analysis of the types of accommodations offered to students by

categories of disability. The results were reported overall as well as by three disability

categories: cognitive disabilities, mental disorders, and physical disabilities. Cognitive

disabilities included specific learning disability, attention deficit hyperactivity disorder (ADHD),

and traumatic brain injury or acquired brain injury. Mental disorders are psychiatric disorders

such as schizophrenia, depression, bipolar, and anxiety. Physical disabilities were conditions

such as visual impairment, hearing impairment, mobility problems and chronic health conditions

such like cerebral palsy, diabetes, heart/lung problems kidney disease, cancer, and arthritis. The

results were that irrespective of the type of disability, the most frequent accommodation is note-

taking services for all conditions except mental disorders, for which it is distraction-reduced

tests.

The U.S Department of Education (1994) conducted a Survey on Deaf and Hard of Hearing

Students in Postsecondary Education. This survey was requested by the Office of Special

Education and Rehabilitative Services of the U.S. Department of Education. One of the main

objectives of the study was to gather information regarding support services that these

postsecondary institutions provided to these students. However, Gallaudet University and the
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National Technical Institute for the Deaf, were not included in the survey hence the information

presented does not reflect the situation in these two institutions.

One of the findings of the survey was that 1,850 institutions, approximately a third (37 %) of the

5,000 two-year and four-year postsecondary learning institutions provided accommodations and

auxiliary services dedicated to students with hearing impairments in academic years 1989-90 and

1992-93. Over three quarters (79%) of the institutions that had hearing impaired students as part

of the student population in 1989-90 and 1992-93 mentioned that they provided learning support

and services to hearing impaired learners during those years.

In academic year 1992-93, a total of 16,100 students with hearing impairments were provided

with specialized support services by two-year and four-year postsecondary educational

institutions. Institutions cited providing services to 4,120 students who were deaf, 5,270

partially-deaf students, and 6,720 students whom the institutions did not distinguish as being

deaf or partially deaf.

Notetakers were provided to students with hearing impairments during class by three quarters

(75%) of the institutions that provided any support services to students with hearing impairments

in 1989-90 through 1992-93 academic years. About two-thirds (67%) of these institutions

provided sign language interpreters and tutors to give some help with ongoing coursework (65

%)). Thirty three percent (33%) of the institutions that had provided any support services

reported providing assistive listening devices. Twenty percent (20%) of the institutions provided

oral interpreters. Approximately a quarter (29 %) that reported providing any support services

mentioned that they provided some other type of support service among them, testing
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accommodations, counseling or advising, assistance with registration, classroom seating

arrangements, tape recording of class sessions, and advocacy or consultation with instructors.

During academic year 1992-93, two-year and four-year postsecondary education institutions

provided 8,700 students with hearing impairments with classroom notetakers, 8,100 with sign

language interpreters, 5,320 with tutors to help with ongoing coursework, 1,070 with assistive

listening devices, and 970 with oral interpreters. Institutions indicated that they provided other

support services of some kind to 3,700 students with hearing impairments in 1992-93.

Holloway (2010) observes that PWDs are likely to seek admission in a university if learning

supports are available. The researcher reports findings of a small-scale study of the experience of

university education from the perspective of SWDs at a university in the UK. She indicates that

among the factors that may cause SWDs to attain poor grades are inadequate finances,

inaccessible buildings, inaccessible library system and inappropriate exam procedures.

Halloway found that the universities practiced the medical model of disability. She proposes

some measures to ensure inclusion of PWDs, this includes a separate disability committee to deal

with issues of PWDs. She also proposes the need for someone to advocate on the behalf of

PWDs. Holloway’s study is significant as it proposes important measures to provide support for

SWDs. It also points at some of the factors that this study needed to consider in assessing

whether universities were accessible to SWDs. The study does not however involve the views of

the faculty and university administrators. It does not also concern itself with students with visual

impairments, hearing disabilities, speech and language disorder, those with albinism and those

with epilepsy. The current study included students in these categories.
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Vickerman and Blundell (2010) state that universities need to hear the voices of PWDs.

Otherwise the Universities will remain ignorant of the problems faced by PWDs. The study

reported on the findings of PWDs lived experiences in the United Kingdom. They identified key

issues that need to be addressed in order to enable access and entitlement to university education.

These include pre-induction, commitment by universities to facilitating a barrier free curriculum,

consultation and empowerment of SWDs’ views, institutional commitment to develop students

support services and embedding of personal development planning. Tinklin, Riddell and Wilson

while examining policy and provision for PWDs in higher education in Scotland and England

state that institutions can be measured on compliance by having a disability statement,

arrangements in place for addressing disabled students’ needs in examinations, application and

admission procedures relating to needs of SWDs, disability policy and quality of provision for

students.

The two studies (Vickerman & Blundell 2010; Tinklin, Riddell & Wilson, 2004) contribute

immensely to this study as they emphasize the importance of seeking views from PWDs, which

this study sought to do. They also point out to the factors that should be addressed to enhance

access to university education for PWDs. The current study is important because it is done in the

Kenyan context.

In the Kenyan context, a few studies have been conducted on provision of learning supports and

accommodation to SWDs. These are discussed below.

Rukia (2010) conducted a case study on institutional provisions and practices facilitating

disability inclusion in the University of Nairobi. The researcher reported that there is generally

an absence of disability-related agenda and disability issues lack adequate attention within the
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education system. The study identified barriers to participation and potential for SWDs that

included infrastructural inaccessibility, communication challenges, inappropriate attitudes and

shortage of instructional resources. However, the university had made some effort to provide

accommodations to SWDs but these accommodations were not adequate in meeting the needs of

the students. Student with disabilities did not receive support to participate in sports, cultural and

leisure activities. These students therefore did not benefit from leadership and team-building

benefits derived from these activities. The study concluded that a supportive higher learning

environment is necessary for participation of SWDs. The study recommended that the university

administration should implement the disability policy and come up with an action plan to make

programs and services accessible to SWDs.

A case study conducted by Anambo (2008) on library service provision to SWDs examined the

challenges faced by SWDs in seeking library services at the Jomo Kenyatta Memorial Library

(JKML) of the University of Nairobi. The aim was to specifically examine the responsiveness of

the library facilities, attitudes of staff towards SWDs and the state of the policy environment.

Data was gathered through self-administered questionnaires to SWDs visiting the JKML. In

addition, interviews were conducted for the visually impaired students as the questionnaires were

neither in Braille nor in large print. As well the questionnaires were administered to staff at

various service stations and senior management staff of the library.

The evidence emanating from the study strongly indicated that provision of library services

within JKML to SWDs was largely characterized by a combination of structural inadequacies,

staff incapacity, and absence of internally formulated compliance with national and international

policy frameworks. In particular, the study revealed that the library had no facilities, resources
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and equipment such as lifts, spacious ramps, Braille materials, and sound amplification

installations required by SWDs. The attitude of staff towards SWDs was also found to be

unfavourable. With regard to the policy environment, the findings indicated that the library

neither had its own policies on service delivery to SWDs nor complied with the policy

instruments nationally and internationally developed. Thus, the study concluded that the library

does not have the needs of SWDs at heart and the situation may not change in the near future,

noting that comprehensive integration of the needs of SWDs is yet to be accorded its due regard

in the system. The study makes several recommendations for consideration towards this to the

research community, library decision makers, the staff at the various library sections and to

SWDs themselves (2008).

Opini (2012) examined the factors that motivate female SWDs to participate in university

education in selected Public Universities in Kenya. The factors include, economic independence,

attainment of personal aspirations of becoming a better person, self worth and identity,

credentialism and the need to continuously prove themselves more than their non-disabled

counterparts before being acknowledged in society. He points out that university education opens

the career dreams of PWDs and breaks the social, economic and psychological barriers and

restrictions created by society. Although this study only collected data from women, the reasons

for seeking university education are universal and are the same for all PWDs. Opini points out

that PWDs have to fight harder than their non disabled counterparts to attain their ambitions and

succeed. The study significantly points out that universities should therefore guarantee

accessibility and the necessary financial and other types of supports to ensure PWDs achieve

their dreams just like anybody else. The study is important in that it recognizes the right to
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education for PWDs. It also points out that it is necessary for PWDs just like anyone else to

obtain university education. Opini however restricted himself to women students and the factors

that motivate them to attend university; this study sought views from both male and female

students, administrators, faculty members, and service providers and the main focus being status

of policy and learning supports and accommodations for the students.

2.16 Research Studies on Experiences of Faculty in Teaching SWDs

Insufficient knowledge in instructional approaches and with students who have special learning

needs is common in post-secondary settings (McGuire and Scott, 2006). Roche and Marsh

(2001) as cited in Ginsberg and Schulte (2008) point out that a myth persists that faculty

members who acquire terminal degrees have knowledge and requisite pedagogical skills for

teaching positions. Only a small number of professors receive professional training to prepare

them for teaching (Hativa, 2000; Hativa, Barak, & Simhi, 1999; Roche & Marsh, 2000). Instead

a large number of professors report learning some skills on the job and by trial and error with

minimal support or planned supervision. Professors may have “fragmented knowledge and

unfounded beliefs about what makes instruction effective” (Hativa, Barak, & Simhi, 1999, p. 3)

due to insufficient professional preparation. Insufficient awareness on diverse learning needs

represented in their classrooms is probably among areas in which they have limited knowledge in

effective instructions. Many university instructors focus more on content at the expense of

teaching strategies (Shaw, Scott & McGuire, 2001).

Given the lack of professional training in higher education instruction coupled with little

awareness on persons with impairments together with increasing enrolment in all disability

categories at higher learning, questions arose regarding the way university academic staff were
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handling SWDs during classroom instruction. Thus, it was also a concern of this study to learn

more about the lecturers’ experiences in handling SWDs in their classrooms.

Administrators and professors have crucial roles in providing enabling environment for SWDs

(Wilson & Getzel, 2001). Although many professors are willing to engage SWDs in positive

ways (Gilson, 2010b) they may inadvertently present obstacles for these students. Some faculty

members have not received sufficient training in providing accommodations to SWDs (Cawthon

& Cole, 2010; Finn, 1997; Tagayuna et al., 2005) or have not had interaction with SWDs (Leyser

et al., 1998). The outcome is that professors often lack understanding on ways to adjust their

instructional strategies to meet the needs of students with varied learning styles (Stodden et al.,

2003).

In a qualitative study Farbman (1983) examined the experiences of science professors teaching

SWDs from a large urban university. The professors indicated that they had contact with students

with motor disabilities or those with visual impairments. With respect to provision of

accommodations to SWDs in their teaching the study found that some professors usually

modified their teaching approaches, and provided copies of their lecture notes, and gave extra

time out of class schedule. Certain professors however were not willing to provide these

accommodations. These SWDs, with the exception of Braille terminals rarely utilized assistive

technologies. Mostly, academic accommodations were related to scheduling such as extra time or

scheduling of classes. The accommodations that a student received seemed to be related to the

manner in which the student approached the professors. The better the advocacy skills in

expressing their needs, the more positive was the outcome. The researcher therefore concluded

that the degree of autonomy that the academic freedom affords professors could impact

negatively on SWDs and teaching these students to advocate for themselves would highly
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promote their abilities to negotiate for accommodations and improve their chances for success at

higher learning.

Baggett (1994) conducted a study on faculty awareness about SWDs. The survey involved a total

of 422 professors of a large Northeastern metropolitan university. The university had a high

enrolment of SWDs and learning disabilities, motor disabilities, visual and hearing impairments

were represented. The researcher found that 77% of the professors had some experience teaching

five or less than five SWDs during the previous four years. Faculty reported that they were only

able to identify students who disclosed that they were disabled. The study also reported that the

professors lacked experience in handling SWDs, were not conversant with the rights of PWDs

and the legislative laws and policies related to disability. They were also unaware of educational

supports available to SWDs in the university. The professors reported having more experience in

instructing students with learning disabilities than those in other disability categories.

Benham (1995) conducted a survey in an effort to understand professors’ perceptions and

familiarity with disability laws in three large universities in a Southern state. The goal of the

research was to inspect the faculty's mindsets on SWDs, their information of the Americans with

Disabilities Act (ADA), their familiarity about diverse disabilities and how these three aspects

interrelated to faculty level, gender, age of faculty, academic area, years of teaching, prior

experience with individuals with disabilities before university teaching, prior experience in

accommodating PWDs, and the types of accommodations used. Information exposed momentous

autonomous associations among gender of faculty members, and years of teaching experience in

higher education and faculty attitudes toward SWDs. Both males and female faculty members

with more than 10 but less than 20 years of teaching experience in higher education tended to
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have more negative attitudes toward SWDs than males or females or faculty members with less

than 10 or more than 20 years of teaching experience. The results showed that in general faculty

members appeared to have some preliminary knowledge about various disabilities.

Mayat (2011) conducted a study on the perceptions of academic staff towards accommodating

SWDs in a Civil Engineering undergraduate program, University of Cape Town, South Africa.

The researcher used semi-structures interviews to investigate the views of five faculty members

towards admission of SWDs, and their accommodation once accepted into an undergraduate

Civil Engineering program in the university. Mayat reported that the academic staff had

inadequate interactions with PWDs prior to the study. They were also uninformed about

disability issues. Nevertheless, they were willing to admit and accommodate SWDs in the

undergraduate Civil Engineering program. The study concluded that the perceived attitudes of

the faculty towards PWDs, and their understanding and familiarity of disability issues may have

a negative effect on the provision of accommodations to SWDs in the program.

2.17 Research Studies on the Views of SWDs Regarding Accommodations in Higher

Education

Significant changes continue take place in higher education globally. For instance, in the United

States higher education implements changes in order to respond to the perceived needs of the

society, legislation, policies and societal attitudes. As a result, the student population has

changed significantly in institutions of higher learning, where every type of disability is

represented. Literature shows that SWDs usually encountered additional difficulties in

educational settings. As the number of SWDs who endeavour to complete their university
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education continues to rise across the nation, these additional issues pose challenges to this

emerging population. These students encounter barriers related to physical access and attitude

within the higher learning settings. This section presents a review of the literature about the

status of SWDs in higher education. It serves to give insights on how SWDs experience higher

education and what good practices Kenyan Public Universities could borrow in developing

policies to address disability issues and what needs to be improved in the current practices.

According to Gilson et al. (2007) and Holloway (2001) students with visual disabilities are

concerned that they will not get their textbooks in accessible formats in time to keep up with

reading assignments. Reed (n.d) carried out a study of students with visual impairments in a

postsecondary setting. The study involved 55 administrators, 68 teachers, and 70 students and a

total of 193 surveys/interviews were completed. Administrators reported that full participation in

postsecondary education was hindered by social, academic and physical barriers .Cited social

barriers included lack of awareness about visual impairment amongst nondisabled students and

faculty members as well as social isolation resulting from lack of confidence amongst students

with visual impairments in initiating contacts in the postsecondary institutions. Academic

barriers included lack of materials in alternate format, faculty unwillingness to provide

accommodations, challenges in accessing and utilization of assistive technologies and accessing

opportunities for field and job placements. Identified physical barriers included mobility issues

arising due to complex campus designs and infrastructure such as stairs, signs, ramps, snow

removal and the lack of communication with students and faculty about emergency procedures.

Administrators believed that creating more awareness and educating the entire campus

community about visual impairments could address barriers at their institution.
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Administrators indicated that a number of accommodations were available at their institution for

students with visual impairments. The most commonly reported were a disability counselor,

books in electronic formats, books on tape/CD, accommodations on examination, note sharer

services and adaptive computer technologies, that is, Dragon, JAWS and Zoom Text. Others

were tape recorders, laptops and exam/study rooms. Administrators reported that students

usually experienced challenges in obtaining accommodations since they did not receive

accessible materials and accommodations were not provided in a timely manner. They were also

not trained in use of assistive technology. Administrators pointed out that accommodation

needed to be individualized (Reed, n.d).

2.17.1 Appropriateness of Accommodations for SWDs

Accommodations are an essential component of effective programs for SWDs. Students with

disabilities have extra needs occasioned by having a disability, among them, living away from

their families and facing the challenges of living with a disability in a learning environment.

These students find they have to engage in more complicated day-to- day life activities than their

non-disabled peers (Graham, Weingarden, & Murphy, 1991). For instance, students who have

mobility impairments encounter architectural-related barriers within the institutional

environment. A large number of these students continued to face challenges as they pursued

undergraduate and graduate studies (American Council on Education, 1995). Appleby (1994)

reported that almost 50% of college SWDs sought services of a counselor and indicated that the

transition-related issues and adjustment can be very unique from the challenges reported by

students without disabilities, attributable to both infrastructural and attitudinal barriers.
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A great percentage of SWDs require only slight alterations in the instructional strategies and

assessment to be able to fully participate and succeed in general educational system.

Incorporation of a variety of teaching strategies, assistive technology, flexible scheduling

adjustment in learning environment, or assistance from an individual to promote, maintain, or

improve the performance of a SWD are among useful accommodations (Beech, 2010). Auxiliary

aids and services include practices that make information accessible for individuals with sensory

disabilities, for instance, providing sign language interpreters for students who are deaf and

readers for blind students. Institutions should not charge students for accommodations to which

they are legally entitled (Beech, 2010).

No accommodation, aid or service will be useful unless it can successfully afford opportunity for

a particular SWD to participate in the education program or activity on equal basis with his/her

non-disabled peers. Students may have a similar disability, however, not all benefit equally from

similar accommodations or services. The selection of an appropriate accommodation starts once

a student has declared his/her disability and has provided documented proof of having a

disability. A staff from the disability services engages the student in an interactive process

through meetings to explore what accommodations the student may require. The

“accommodations interview” is among the procedures for assisting in determination of required

accommodations and related services. Assessment of the needs of a student considers the

learning environment in which the accommodation will be utilized, the nature of student’s

disability, the student’s aspirations and needs, and the institution’s legal entitlements and

responsibilities. Based on the results of the functional needs assessment and relevant medical and

psychological tests, disability services program will allow the use of specified accommodations
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(Imperial Valley College, 2011). This therefore means the student should be well equipped with

advocacy skills to be able to negotiate for required accommodations otherwise they may not be

granted the needed accommodations.

Usually, there are alternative ways for accommodating student’s needs. It is a legal requirement

that the accommodations provided to a student should be effective, but institutions are not

required to provide the best or most expensive ones. However, consideration should be given to

the student’s preference where another accommodation provided is an effective alternative.

Additionally, the university is not required to provide accommodations that cause undue burden

or that would cause fundamental changes to an educational program. A student with disability is

required to declare his/her need for accommodations. As such, it is basically a student’s

responsibility to initiate the accommodation process. Nevertheless, faculty and staff ought to

refer a student to disability services program for assistance whenever they are aware of the

student’s disability and suspect the student may require an accommodation. (Imperial Valley

College, 2011).

2.18 Models of Provision of Learning Supports and Accommodations for Students with

Disabilities in Public Universities

A model is a graphical representation or simplified version of a concept, phenomenon,

relationship, structure, system, or an aspect of the real world. Models of provision are tools for

defining support and accommodation for SWDs and, ultimately providing a basis upon which

strategies can be devised for meeting the needs of SWDs. Models are influenced by two basic

philosophies. The first views PWDs as societal liabilities. This can result in paternalism,
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alienation and discrimination. The second perceives PWDs as customers of what the society

offers. The possible outcome therefore is an opportunity to make choices, increased autonomy

and self-determination, equality of human rights, and inclusion (Disability Rights Coalition n.d).

The most common model of provision of accommodations for SWDs in universities in the

developed countries such as USA, UK and Canada is the Individual Accommodation Model

(IAM). Accommodations and other learning supports are provided to students on individualized

basis. The Individual Accommodations Model is based on medical model of disability. Literature

indicates that accommodations model is discriminatory to mature students with learning

disabilities who are used to autonomously selecting what they need for themselves based on

work and life experiences. Three overarching criticisms in regard to the accommodations model

have been highlighted and these are: student disempowerment; substantial failures in help or

assistance to SWDs; and a lack of alternate formats for presenting courses, as well as for

teaching SWDs and for techniques and practices used to assess learning outcomes regarding

them. The conclusion is that the educational system as a whole would benefit from a gradual

shift away from an accommodations-based approach towards the more flexible, adaptable

principles of Universal Design for Learning. This process would allow professionals as well as

instructors and students to move towards a more socially just, equitable, and flexible approach,

in a synchronous fashion, as a community of learners. It is from this background that the

researcher in this study has endeavored to design a model based on Universal Design for

Learning (Burgstahler, 2007).
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2.19 Summary of Literature Review

In the review of literature, textbooks, journals, magazines, news papers and e-learning materials

are reviewed in relation to policy and provision of learning supports and accommodations for

SWDs. The literature review led to the establishment of knowledge gaps. The reviewed literature

established that there were very few studies on policy and provision of learning supports and

accommodations for SWDs and their academic participation in higher education institutions

especially in developing countries. Those that exist are from developed countries where students

with physical disabilities have been given a lot of coverage and inclusive learning environment,

and academic participation is on the forefront. The literature review on learning environment for

students with motor/orthopedic impairments in higher education reveals that higher learning

institutions in developed countries promote inclusive learning environment by putting up better

infrastructure and appropriate adjustments with enhanced technology. Some of the gaps in

knowledge that the present study filled are: First, many studies reviewed applied either

qualitative or quantitative methods of data collection. This study applied mixed method of data

collection to elicit rich and in-depth information, which gave more insight and understanding on

the problem investigated.  Second, many studies investigated disability involved students mainly

in the categories of visual, motor, learning disabilities. Studies involving hearing impaired

students are scarce. This study included students with hearing impairments. Lastly, some of the

studies reviewed were carried out either in secondary schools or middle level colleges which

examined assistive technology in the teaching and learning process in secondary schools and

middle level colleges but this study was carried out in Universities since the needs of learners

were different.



102
The reviewed literature has also revealed that almost all universities in developed countries such

as US, UK, and Canada and Australia provide learning supports and accommodations to SWDs.

This is as per legislative requirements of respective countries. To ensure compliance with these

laws, Universities have formulated written disability policies procedures and guidelines for

accommodation. These are circulated to entire institution. The universities also have disability

services units whose responsibility is to ensure SWDs requirements for accommodations are

addressed. A Disability services coordinator heads the disability unit.. The units have a

multidisciplinary team that evaluates the needs of SWDs. The universities also have a Director of

Disability Services whose responsibility is to ensure that the university complies with the

legislative requirements. These individuals are qualified in disability and legal issues. Each of

the countries also provides a good structure for SWDs to obtain extra funding in form of

disability allowance or scholarships to enable them meet the extra needs occasioned by having a

disability.

In the Kenyan context, literature indicated existence of disability legislation, that is, the Kenya

Constitution (2010) and the PDA. However, the PDA has weaknesses that make it difficult to

implement since it does not spell out clearly who is responsible for providing accommodations to

SWDs, neither does it have enhancement for penalty in case of violation. The literature indicated

a lack of functional written policies on disability and procedures and guidelines for provision of

learning supports for SWDs in Kenyan Public Universities. Generally there is a total lack of

structure in addressing disability issues in these institutions. The current study therefore aimed to

fill this gap by designing a model of provision of learning supports and accommodations to

SWDs in Kenyan Public Universities.
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CHAPTER THREE

METHODOLOGY

3.1 Introduction

The current chapter discusses the methodology that was employed in the study.  The key aspects

discussed are research design, determination and identification of the sample population size,

sampling procedure and sample size, the instruments for data collection, validity and reliability

of the research instruments, pilot study, data collection instruments, data collection procedure,

data analysis and the study variables and ethical considerations.

3.2 Research Design

Research design is the plot, organization and plan of study envisioned so as to obtain responses

to study questions and to manage variation (Kerlinger, 1986). This explanation incorporates three

central stipulations - plot, organization and plan. The plot is the sketch of the study format on

which the investigator is to work. The organization of the study work is additionally definite

format and the plan proposes how the study will be conducted i.e. methods to be used for the

data collection and analysis. Research design is the outline of a study. It is the arrangement of

techniques and measures for obtaining the data attractive for solving the problem. The research

design enables the researcher to arrive at certain meaningful conclusions at the end of proposed

study. This study adopted exploratory descriptive survey design. The purpose of exploratory

studies is to explore some area more thoroughly in order to develop some specific hypothesis or

prediction that can be tested in future research (Orodho, 2003). Descriptive studies are concerned

with finding out “what is” (Borg & Gall, 1989). According to Mugenda and Mugenda (1999),

descriptive study is probably the best method for social scientists and educators who are
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interested in collecting original data for the purpose of describing a population. Survey approach

was employed since it enabled investigation to be made for tentative causal factors by collection

and use of both quantitative and qualitative data. Survey approach is often used to assess

thoughts, opinions, and feelings (Mwanje, 2001). This study adopted exploratory descriptive

survey design because with exploratory study this research was conducted into an issue (policy,

provisions and accommodations for SWDs) and there were few and no comprehensive earlier

studies conducted in Kenya to refer to thus adopting exploratory study in order to focus on

gaining insights and familiarity for later investigation. Secondly, this study adopted descriptive

research in order to describe (policy, provisions and accommodations for SWDs) phenomena as

they exist in Public Universities in Kenya. Finally, survey research was applied in order to

explain what is happening in (policy, provisions and accommodations for SWDs) situation in

Public Universities in Kenya by assessing thoughts, opinions, and feelings. This study also

adopted both qualitative and quantitative research paradigms. Quantitative relied exclusively on

numerical or quantifiable data and qualitative relied on themes and words (Coffey, Holbrook &

Atkinson, 1996).

3.2.1 Variables

The independent variables are policy, learning supports and accommodations. These were

observed and described by views of faculty members and students. To measure these variables

different types of support and accommodations provided to SWDs were assessed. In the category

of Instructional Resources Support, there are Lecture Halls, Teaching learning Resources and

Teaching Aids. On matters of Welfare and Housing Facilities Support, there were Housing and
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Accommodation and Special Services e.g. Transport Services and on Recreation and Social

Support, there are Sporting and Games, Recreational activities and Cultural activities.

The dependent variable was the types of supports and accommodations provided for SWDs as

described qualitatively.

3.3 Locale of the Study

The study was carried out in Nairobi and Kiambu counties in Kenya. Nairobi County was chosen

because this is where the oldest university, University of Nairobi (UoN), is located while

Kiambu County was selected because Kenyatta University (KU), which was the first to launch a

bachelor’s course in Special Education and currently admits the largest number of SWDs is

located here. In the same county is located the first University for Agriculture and Technology,

Jomo Kenyatta University of Agriculture and Technology (JKUAT).

3.4 Target Population

The population for this study included Public Universities which are in the official list of the

Commission for University Education (CUE) and which have been accredited to undertake

university education in Kenya. According to this list there were seven (7) of these institutions in

Kenya(CUE, 2015).

3.5 Sampling Techniques and Sample Size

This section details the sample and sampling procedures that were employed in this study.

3.5.1 Sampling Techniques

Three Public Universities were selected to constitute the sample population. The researcher

applied judgmental sampling technique which is a non-probability sampling technique where the
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researcher selects units to be sampled based on their knowledge and professional judgment

(Black, 2010).

University of Nairobi (UoN) was chosen because it is the oldest university in Kenya; KU was

chosen since it was the first university to launch a bachelor’s course in Special Education in

Kenya and currently admits the largest number of SWDs; JKUAT was chosen since it was the

first University for Agriculture and Technology to be established in Kenya.

In the three Kenyan Public Universities, whole population sampling was employed for students

who participated in the study. Any student who appeared in the university records as having a

disability was included. All those students identified themselves as having a disability though not

in the university records were also included in the study. The faculty, staff and service providers

who participated in this study were selected purposively. Since the number of SWDs at higher

education is small, whole population sampling was employed hence all SWDs in the three

institutions were involved in the study. The administrators, faculty and service providers were

sampled purposefully. Only those faculty members who had taught SWDs for at least one

semester were selected for the study.

3.5.2 Sample Size

The participants in this study were administrators, lecturers, students and service providers.

Those who participated in this study are presented in Table 3.1 below.
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Table 3.1 Composition of the Study Sample

3.6 Research Instruments

The researcher used questionnaires, interview schedules, focus group discussion guides,

checklists and document analysis to collect data. These are detailed below.

3.6.1 Students’ Questionnaire

The student survey instrument had three main sections. The first section was on general

information about the university and its policy practice regarding SWDs. It requested descriptive

background information about the age, gender, students’ college, field of study and the year of

study. The second section consisted of questions about SWDs in a university environment. It

requested the social activities that the students engaged in while at the university. The third

section requested students for information of accommodations. It was divided into two parts. Part

one requested for students’ to rate accommodation issues while part two requested students for

information on the accommodation (s) that they were using or previously used. The student

survey consisted of 78 items. Seventy-eight items of the survey were adapted from the study

conducted by Lancaster, Mellard and Hoffman (2001) on the experiences of SWDs in selected

community and technical colleges. The investigator made use of a questionnaire to gather

information and since a questionnaire is anonymous it provides the respondents the autonomy to

present answers devoid of discrimination. As a method for acquiring data and judgment,

University Students Administrators Faculty Service Providers

KU 53 4 50 1

UoN 11 4 20 1

JKUAT 3 4 15 1

TOTAL 67 12 85 4
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questionnaires have several advantages. Cohen and Manion (1989) emphasize that a

questionnaire necessitates lower ability to manage and can handle a big sample of the

respondents and a range of issues and questions of anxiety in a comparatively competent way

with the likelihood of elevated reply levels.

3.6.2 Administrator Questionnaire

The administrator questionnaire asked the respondents to provide information on background

data, and had items on accessibility issues, staff development, priorities, evaluation, budget,

documents to review and success of recruitment, retention and completion of students.

3.6.3 Support Services Questionnaire

The questionnaire for the services providers was adapted from previous researches conducted on

SWDs in higher education. These are Tinklin, et al., (2004), UNESCO (1997), UNESCO (1999)

and Lancaster (2001). Three of these studies were survey studies conducted on SWDs in

postsecondary institutions in England, Africa, and fifty countries in the world respectively, while

Lancaster study was conducted in three states in the United States of America (USA) with 61

SWDs participating in the study. In the UNESCO (1997) and UNESCO (1999) studies,

University of Nairobi and Moi University were among the study sample. For the current study,

the researcher selected easily worded and clear questions for each section of the questionnaire

from the questionnaires in the three studies. This instrument consisted of five sections (see

Appendix D).
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3.6.4 E-Learning Questionnaire for Faculty

This survey instrument was adapted from Gladhart (2010) study to find out whether there was

need to train teachers in online instruction in order to promote accessibility for SWDs in such

courses. The questionnaire consisted of five items (see Appendix I). The aim of the survey was

to find out whether faculty in Public Universities were accommodating SWDs in distance

learning and whether they had requisite knowledge and skills in this mode of instruction.

3.6.5 Interview Schedules

Interviews have been described as one of the most effective ways to understand another’s

viewpoint (Fontana & Frey 2000), and were one form of data collection. The purpose of

undertaking face-to-face interviews was that it gave an opportunity to gain a richer insight into

the experiences of the students across the areas of discussion and analyze their experiences in

more detail. All the eight deaf students were interviewed. Faculty and senior administrators were

also interviewed. Semi-structured interview guides were developed to solicit information to

address the research questions. Questions for the interview were drawn from the predetermined

themes. Three different interview guides were developed for students, faculty and administrators

(see Appendices G & H).

The face-to-face interview with the hearing impaired students were videotaped. The face- to-face

interview guidelines consisted of semi-structured interview questions. The mode of

communication during the interview with the hearing impaired students was determined by the

participants’ preference. Six of the seven deaf students were post-lingual therefore they preferred

to communicate through both speech and Kenyan Sign Language. Only one of them was not a
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signer and therefore chose to use both speech and pen-and-paper. Generally, total

communication was employed throughout the interview with all the eight participants. Each of

the interview sessions lasted two hour with each of the participants. Each of the sessions was

videotaped and each of them was transcribed. The researcher also conducted one interview with

each of the faculty members and administrative staff, lasting two hours. The interviews were

audio taped and later transcribed.

3.6.6 Focus Group Discussions

This is a discussion group that consists of 6-12 persons led through by a skilled moderator,

during which members talk freely and spontaneously about a certain topic. Focus group

discussions were held with groups of students with similar disabilities forming a single group.

Purposive sampling was used to obtain the participants. Focus groups are relatively less costly

and easy to assemble. They are useful in obtaining detailed information in participants’ own

words and developing deep insights. Moreover, participants are able to build on one another’s

responses and come up with ideas they might not have been able to generate in individual

interviews. Focus group discussions also provide an opportunity to involve participants in data

analysis. Most importantly, in focus groups participants act as checks and balances on one

another, identifying factual errors or extreme views. Additionally, “FGDs can be used to explore

the meanings of survey findings that cannot be explained statistically and the range of opinions

or views on a topic of interest (ODI” p. 1). The focus group discussion guides were similar to

those in the student survey and interview guides and consisted of discussion questions mainly on

“remembering stories of when…” Respondents were requested to tell their personal experiences
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about very specific, factual incidents, which had special significance to them. The experiences

were in the areas of academic activities, student life activities and accommodation procedures.

3.6.7 Desk Research

This involved the collection and review of relevant documentation on the study. The researcher

did a thorough examination of the universities’ policy documents, strategic plans, web

documents and university newsletters and calendars.

3.6.8 Observation

An observation checklist was used to collect data on the availability of course texts in alternative

formats in the university bookshops.

3.7 Pilot Study

The researcher carried out a pilot study in order to validate the questionnaires, interview

schedules and FGD guides in two institutions of higher learning in the country, which are in the

CUE list of Public Universities. The institutions were within the population of the study. Robson

(2002) stated that a pilot study is a mini-version of the study and should be conducted before the

researcher engages in the main study. Pilot testing helps to establish content validity of the

instrument and improves questions, format and the scale (Creswell, 2003).

3.7.1 Validity

Validity is the extent to which the instrument measures what it purports to measure. Instrument

validity is the degree to which an instrument is capable of gathering the anticipated information.
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To determine the validity of the items in the questionnaires and interview schedule, a pilot study

was conducted in two institutions of higher learning in the country with similar characteristics to

the subjects of this research. The subjects included in the pilot study had similar characteristics in

all respects to the target population as recommended by (Mulusa, 1990). Each item of the

completed questionnaire and interview schedule was discussed with those involved in the pilot

study respectively in order to find out what items were difficult and/or ambiguous and also to

establish the confusing items. The researcher applied content validity to improve the validity of

the questionnaires, interview schedule and observation schedule where experts’ opinion was

sought. This approach assumed that the instruments had a good detailed description of the

content domain. Through the comments of the experienced researchers some items were

modified and others disregarded.

3.7.2 Reliability

Reliability is the degree to which the instrument consistently measures what it purports to

measure. Reliability of the research instruments was established and suggestions developed on

how to improve them. A test must be valid in order for it to be reliable. The split-half method

was used to establish the coefficient of internal consistency of the questionnaire. According to

Roscoe (1969), this method involves splitting the statements (items) of a test into two halves

(odd and even numbered items). Then, the odd numbered and even numbered items are placed in

two subtests and the scores of the two subtests are computed for each individual and correlated

using the Pearson’s Product Moment Correlation Coefficient formulae. The obtained value (r)

however represents reliability of only half of the test. To obtain reliability of the whole test, the

Spearman Brown Prophecy formulae stated below is applied:
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Rx = 2r / 1+r where:

r is the reliability coefficient resulting from correlating scores of the odd and even numbered

items for part of the test; and

Rx is the reliability of the original (whole) test.

Computations of specific coefficients of reliability of the three sets of questionnaires subjected to

piloting are shown in the section below.

Students’ Questionnaire

The reliability of the total test using Spearman-Brown Prophecy formulae was given as:

Total test = (2r (half test)/1+r (half test).r is the reliability coefficient resulting from correlating

scores of the odd and even numbered items for part of the test; and Rx is the reliability of the

original (whole) test.

Rx = 2r / 1+r
66
Rx=2x0.792/1+0.792
=1.584/1.792
=0.883

Questionnaire for Institutional Administrators
Rx is the reliability of the original (whole) test.
Rx = 2r / 1+r
Rx=2x0.812/1+0.812
=1.623/1.813
=0.896

Administrator Survey
Rx is the reliability of the original (whole) test.
Rx = 2r / 1+r
Rx=2x0.812/1+0.822
=1.626/1.823
=0.886
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Questionnaire for Service Providers

Rx is the reliability of the original (whole) test.
Rx = 2r / 1+r
Rx=2x0.758/1+0.758
=1.514/1.758
=0.862

E-Learning Questionnaire for Faculty

Rx is the reliability of the original (whole) test.
Rx = 2r / 1+r
Rx=2x0.697/1+0.655
=1.394/1.655
=0.842

Since reliability is usually interpreted like a regular correlation, the implication is that the closer

the value obtained is to 1.00, the stronger the congruence of measurement. The questionnaire

(Rx=0.883) for students, the questionnaire (Rx=0.896) for administrators, the questionnaire

(Rx=0.862) for service providers and the questionnaire (Rx=0.842) for the faculty were

consequently deemed reliable research tools because Rx value in the four sets of questionnaires

was greater than 0.65 (William, 1990). A test-retest technique was applied to establish reliability

of the interview guide. Test retest incorporated administration of the tool first to a sample with

related traits to the study participants or research environment. Afterwards the tool was enhanced

depending on the degree to which the items are appropriate to collect the anticipated data when

they are administered in the main study. This technique ensures that the tool collected

comparatively similar data to that collected in the initial investigation when administered in the

main research. The reason is that unclear, intricate and vague items may possibly either be

simplified or deleted in totality, or fresh questions included in the tools depending on the results

of the initial investigation. Total number of items in the two tests was then scored independently
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and the scores summed up so that there was a total score for the initial test and a total score for

the second test. Pearson’s Product Moment Correlation Coefficient formula ( ) was then

used where zx is the variable x converted into z scores and zy is the variable y converted into z

scores which were used. The calculated correlation coefficient obtained was 0.863. The

interview guide (r=0.862) was consequently deemed a dependable tool. The observation

schedule, which the researcher developed, was a checklist to verify data provided by respondents

by scrutinizing the existing situation. In disparity to additional data collection methods, views are

created from observations rather than testing existing ones. Additionally, observing allows an

investigator to provide an evidence of definite as opposed to reported or recalled data. Inter-

rater/observer method was applied to establish reliability of the observation schedule. This

method is used to evaluate the level to which diverse raters or observers give unswerving

approximations of similar occurrences or to establish the degree to which at least two raters are

consistent in the way they rate or report their observations (Gay, Mills & Airasian, 2009).

3.8 Data Collection Procedure

The researcher adopted a drop-and-pick approach of administration of the research instruments

to the sampled respondents. Drop and pick method of administration of the research instruments

was preferred since it was deemed more appropriate to ensure high rate of return of the

instruments (Robinson, 2010). Upon obtaining authority from the university through the

Graduate School the researcher sought consent from the Vice-Chancellors of the respective

universities and proceeded with data collection in four phases.
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Phase one
The researcher obtained the research permit from The National Commission for Science

Technology and Innovation (NACOSTI). The researcher then developed the work plan and

prepared enough copies of instruments (questionnaires) ready for distribution.

Phase two

This phase involved the researcher visiting the participating universities and departments for

introduction and familiarization, to seek respondents’ permission and cooperation and make

appropriate appointments. The researcher also assured the respondents of the confidentiality with

which the information to be provided would be treated. In this phase the researcher also trained

three research assistants.

Phase three

This phase involved administration of questionnaires to the sampled respondents of various

departments and sections. The researcher and research assistants visited the various departments

and section sand administered the questionnaires to the respondents explaining the rationale of

the study and guaranteeing the respondents of the confidentiality of the information they will

give. In order to increase the return rate the researcher waited and collected the filled

questionnaires from the respondents.

Phase four

This phase included conducting interviews with the students and administrators. The researcher

visited these categories of respondents at the agreed times and conducted the interviews in the

departmental boardroom and respective offices respectively. Later the researcher conducted

focus group discussions with students in boardrooms in the participating universities. The

researcher then visited bookstores in each of the universities to do a spot check of the materials
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in other formats that these stores stocked. During this phase an observation checklist was used to

collect data on the availability of course texts in alternative formats in the university bookshops.

3.9 Data Analysis and Presentation

The researcher analyzed independently the quantitative data quantitatively using SPSS and the

qualitative data qualitatively using the deductive approach. The qualitative data was used to help

understand and clarify quantitative data.

3.9.1 Qualitative Data

The researcher converted the field notes generated through focus group discussions, interviews

and observations into Word documents for qualitative data analysis using open coding (Glasser&

Strauss, 1967). Then Deductive approach was used to analyze data. This approach to qualitative

data analysis allows the researcher to set the categories and themes from the beginning of the

study (Bogdan & Biklen, 2006; Crabtree & Miller 1999). Preliminary codes can help researchers

integrate concepts already well known in the extant literature (Miles & Huberman, 1994). The

researcher had set themes and categories at the beginning of the study with the aim to integrating

concepts already well known in existing literature. For this study, themes were developed apriori,

based on the research questions and the theory of universal design and social model of disability.These themes were: Physical environment accessibility, information environmentaccessibility, programmatic/policy environment accessibility, attitudinal environment

accessibility and student life. The researcher therefore identified specific pieces of data, which

corresponded with these categories, connected the categories to themes then fitted the data into

their respective themes. In this approach, the researcher should be very careful not to force data
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into the categories. However such a “start list” (Miles & Huberman, 1994) allows new

investigations to benefit from and build on previous insights in the field. Furthermore, this

approach also allows for categories and themes that may emerge during data analysis, which the

researcher had not stated at the beginning of the study.  Thus the researcher took note of any

other emerging themes and interpreted them too.

The analysis started by the researcher familiarizing with the data, that is, to know their range and

diversity, and to gain an overview of the materials gathered. The researcher listened to the audio

recordings, read transcripts, and studied observational notes. The researcher had already set

predetermined themes for the study; therefore, the next step involved sifting and sorting data

according to those themes. The researcher therefore searched the data for material that could be

coded under these headings. The researcher then systematically applied the predetermined

themes on transcripts of data from individual interviews and focus group discussions. All the

data were read and annotated according to the predetermined themes. Once the categories or

themes have been pre-determined, specific pieces of data are identified which correspond to the

different themes or categories. Next, the researcher devised charts with headings drawn from the

thematic framework and the research questions. Charts were drawn for each of the thematic areas

and entries were made for each for several respondents on each chart. These areas were

recruitment, registration, accommodation procedures, financial aid, and student life. Newly

emergent themes were also recorded in the charts. After sifting and charting all the data, the

researcher then accorded them to major predetermined themes. Next the researcher pulled the

key characteristics of the data and mapped them and then interpreted the data set as a whole.
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Taylor and Bogdan (1988) asserted that data analysis is an ongoing process that involves coding

the data, connecting the related themes, understanding the data in context, and reporting the

findings. The researcher coded the text data, developing categories from the data, and merged

common categories and matched them to predetermined themes. She then studied the data to

obtain its meaning in context and reported the findings.

3.9. 2 Quantitative Data

Data from questionnaires were first coded and related information grouped together according to

predetermined themes.  The data were then entered into the computer and analyzed using

Statistical Package for Social Sciences (SPSS) to describe the range and nature of educational

supports provided for SWDs and to describe students’ satisfaction on accommodation issues.

Hinkle, Wiersma and Jurs (2003), have stated that one of the customary and least complex

methods of arranging and outlining information for significant representation is in a

straightforward or ungrouped recurrence table. Weiss (2004) notes that by suitably organizing

data, we can often make a large and complicated batch of data more compact, easier to work

with and understand. The researcher used frequency tables, bar charts and pie charts to represent

the responses from the questionnaires. The qualitative and quantitative data were used to

complement each other in answering research questions.

3.10 Logistical and Ethical Considerations

A research permit to conduct the study was sought from the National Commission for Science

Technology and Innovation (NACOSTI). The participating Universities were assured that their
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names would not appear in the discussion in any part of the research report. The consent of the

respondents was also sought before: giving them the questionnaires to fill, involving them in

FGDs and before interviewing them. The participants were given assurance that the information

they provided would be treated confidentially and would be used only for the purpose of the

study and to improve policy and provision of learning supports and accommodations from

SWDs.

Cover letters were attached to the questionnaires distributed to participants explaining the

purpose for the proposed study and reassuring the respondents of confidentiality. Consent forms

were provided for the respondents to sign as an indication of their consent to participate in the

study (see Appendix J).The respondents were also given directions on how the questionnaires

would be filled and returned. The rationale behind this was to help reduce the likelihood of

obtaining biased responses.
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CHAPTER FOUR

PRESENTATION OF FINDINGS, INTERPRETATION AND DISCUSSION

4.1 Introduction

This chapter presents the findings, interpretations and discussion of data on the current study on

policy and provision of learning supports and accommodations for SWDs in Kenyan Public

Universities. “Services, accommodations and policies that support PWDs in postsecondary

institutions are critical factors in ensuring access” (The National Educational Association of

Disabled Student, NEADS, 2015, ¶2). Therefore, the main objectives of this study were to

examine: what policies pertaining to SWDs existed in Kenyan Public Universities; the range and

types of support and accommodations provided to SWDs at Kenyan Public Universities; the

views of faculty members regarding challenges that they faced in supporting SWDs; the views of

SWDs regarding adequacy and appropriateness of accommodations offered at Kenyan Public

Universities; and to design a model of provision of learning supports and accommodations for

SWDs in Kenyan Public Universities. In this section the results of survey, focus groups,

interviews and document analysis have been combined in such a way that they supplement each

other in the effort made to examine the current state of policy and provisions for SWDs in

Kenyan Public Universities. The results of the quantitative analysis and the qualitative data have

been combined to improve the evaluation by ensuring that the limitations of one type of data are

balanced by the strengths of another. This will ensures that understanding is improved by

integrating different ways of knowing (Azorín & Cameron, 2010).

In this study, pseudonyms were used for the studied institutions and the participants to maintain

confidentiality. The pseudonyms for the Universities are letters A, B and C. For the student
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respondents, codes have been used such as Ph1, V1, d1, Sd, whereby the first letters denote the

disability that the respondent has, that is P for physical impairment, V for visual impairment, d

for deafness and Sd for speech disorders. However albinism was coded as Alb. Wherever any of

the letters A, B or C appears before the student’s code, it denotes the university where the

student was enrolled during the data collection period.

4.2 Research Questions

The following research questions guided the current study:

1. Have Kenyan Public Universities developed and implemented written policies on SWDs?

2. What is the range and the types of learning supports and accommodations provided to

SWDs in Kenyan Public Universities?

3. What are the views of faculty members regarding challenges that they face in providing

academic supports to SWDs?

4. What are the views of SWDs regarding adequacy and appropriateness of

accommodations offered at Kenyan Public Universities?

5. Which model can be designed to guide provision of learning supports for SWDs in

Kenyan Public Universities?

Qualitative data from focus group discussions, semi-structured interviews and document analysis

were used to explain the results from quantitative data, in order to have a deeper understanding

of the quantitative results from student and faculty surveys. Quantitative and qualitative data

were collected concurrently with the aim to triangulating data from the multiple sources in

answering each of the research questions. Triangulation of data enhances the validity of a study
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(Guion, Diehl & McDonald, 2011). Data to answer the research questions were obtained and

triangulated as shown in the table below.

Table: 4.1 Triangulation of Data in Answering Research Questions 1-4

Research Question Triangulated Data

1. Have Public Universities developed and
implemented written policies on SWDs?

Document analysis, administrator data,
Office of Disability Services data

2. What is the range and the types of learning
supports and accommodations provided to
SWDs at Kenyan Public Universities?

Student survey, Office of Disability Services
data, document analysis.

3. What are the views of faculty members
regarding challenges faced in providing
academic supports to SWDs

4. What are the views of SWDs regarding
learning supports and accommodations by
Kenyan Public Universities?

5. Which model can be designed to guide in
provision of supports SWDs in Kenyan
Public Universities?

Faculty survey, faculty semi-structured
interviews, faculty e-learning survey

Student survey, semi-structured interviews
and FGDs

Researcher’s own design of applicable model
based on data from questions 1-4 and
reviewed literature on Universal Design for
Learning

4.3 Response Rate of the Participants

This section presents information on response rate of the participants
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Table 4.2: Distribution of Students by Year of Study

The response rate from the students is as presented in Table 4.2. The data is categorized by the

students’ year of study.

Year of study Frequency Percentage
(%)

First year 18 28.57
Second 17 26.98
Third 13 20.63
Fourth 15 23.81
Totals 63 100.00

Table 4.2 shows that out of a total of 67 (100%) students who participated in this study, only 63

of them (94%) indicated their year of study on the questionnaire. All levels of study were

represented, in almost equal proportions. Thus, it was possible to get the views and perspectives

of students at various levels regarding their experiences at higher education.
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Figure 4.1: Distribution of administrators per university

The response rate from the administrators per university is as presented in Figure 4.1.  The

category of the administrators investigated is registrars academic in all the three universities.

Figure 4.2: Reported Disabilities

Various disabilities were represented in the current study; as Figure 4.2 show, the majority of the

respondents were visually impaired/blind, (59.7%), followed by those with orthopedic/mobility

impairments (20.9%) the others being those with speech and language impairments and albinism.

As will be discussed later with reference to participants’ responses, visual impairment seems

over-represented probably basically because it is a visible disability hence the government seems

to have given individuals in this category priority over those with other disabilities in accessing

education. Similarly orthopedic/mobility disability has high numbers. However, it is important to

note that learning disabilities and other health and psychological conditions were not

represented. This is because no students identified themselves with these disabilities during

participant recruitment.
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4.4 Policies Pertaining to SWDs that Exist in Kenyan Public Universities

This question is answered by triangulating Office of Disability Services data, administrator data,

and document analysis. These data are presented in tables 4.4, 4.5, and 4.6 respectively.

4.4.1 Definitions of Disability as Provided by the Respondents

Table 4.3 Definitions of disability

Table 4.3 presents definitions of disability as given by the respondents from the Universities

University Definition of disability

A Any bodily/bodily related “abnormality”. Any impediment that interferes with an

individual’s way of life on a permanent or temporary basis. A disadvantage or a

handicap. It is also a physical or mental condition that limits a person’s abilities and

activities.

B In line with the disability Act (2009) and UN Convention on PWDs the objective of

University B disability policy is to promote the full inclusion of students and staff

with disabilities into the full life of the institution.

C Physical, psychological and other impediments that hinder students /staff from

carrying out their objectives under normal conditions hence the need for some

assistance to do the same. Physical, sensory, mental or other impairment including

any visual, hearing, or physical incapacity, which impacts adversely on social,

economic, or environmental participation.

Figure 4.3 indicates the definitions reported by the persons in charge of disability services in

respective universities. University A adopts a definition that is based on both the medical and

social model of disability. However the University seems to emphasize impairment rather than

focusing more on the barriers that exist in the environment that make it difficult for SWDs to

function normally in the academic institution. University B did not provide any definition of

disability; instead it provided the objective of the institution’s disability policy. University C
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defines disability as a problem that exists within an individual and which necessitates assistance

to enable the individual function under normal conditions. Clearly Universities A and C

generally view disability as more of a medical condition that exists within an individual. In this

case the individual and not the environment is the problem. This is contrary to the CRPD which

adopts the social model in its definition of disability. It clearly underlines that disability is a

social-cultural construction as seen in the way the society erects barriers in the environment. As

such, there is need to remove these barriers to enable PWDs go about their daily activities

without struggles and participate on equal basis with the non-disabled in the society, in this case,

in the Public Universities. Public Universities therefore need to review the way they define

disability guided by the CRPD as this will ensure their policies, programs and procedures do not

discriminate against SWDs. The fact that University B did not have a definition for disability

raises questions as to whether disability is well understood in this institution. Appropriate

policies and provisions of supports for SWDs depend largely on the way disability is viewed.

There is therefore an urgent need for University B to clearly define disability so as to give

direction when dealing with disability-related issues.

4.4.2 Enrolment of SWDs in Kenya Higher Education

One of the major findings of this study is that there is a lack of reliable data on the enrolment of

SWDs in the Public Universities. Data from the Support Services questionnaire indicates that in

the academic year 2011/2012 in University A there were about 120 SWDs, estimating to

0.002%). Estimates indicated that of these, 8 (0.01%) were deaf, 70 (0.11) were blind, 20

(0.03)had other visual impairments, and 20 (0.03%) had mobility impairments. However, these

estimates did not include students with albinism, although 3 participated in the current study.

Moreover, responses in the students’ survey indicated that some students have multiple



128
disabilities yet this was not indicated as one of the categories in University A. Also not included

among the categories reported was epilepsy, yet one of the participants in this study reported that

she had epilepsy. However, in university A’s website, it is indicated that SWDs are over 150.

This is quite contradictory and indicates how poorly records on disability were maintained.

Moreover, a senior administrator in the DODS indicted that the statistics were from a list of

registered SWDs that was maintained by the disabled students’ association. It therefore begs

questions as to whether the students’ association had the capacity to capture and maintain up to

date students’ data. As such, the researcher argues that it would be extremely difficult for these

institutions to plan for the needs of this group of learners.

University B reported a total of 21 SWDs enrolled, however, the senior administrative staff, who

filled the support services questionnaire indicated that she was not aware of what proportion of

the total student population this represented. The disability categories reported were: deaf 3,

blindness 9, and mobility impairment 9. In university C, data from support services questionnaire

indicated that the total number of SWDs was less than 10, (about 0.15%). The categories

represented were: Other visual impairments-1, mobility impairments- 2. The proportion of

students in each of these categories in relation to the whole student population was not provided.

It appears that these figures were not accurate since a student with speech impairments

participated in the current study, yet this is was not reflected in the stated figures. This is a

reflection of the national situation as indicated earlier in the literature review. This, in the

researcher’s opinion, is a worrying situation since it begs understanding as to how the nation and

the Public Universities would ever hope to effectively plan for the needs of students with special

needs whose number they are not aware of. Universities should therefore, as a matter of urgency,
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conduct a census to establish the number of SWDs enrolled in these institutions so as to facilitate

planning to cater for the learning needs of this category of students. Higher education institutions

also need to undertake surveys of their student profiles to identify those who consider themselves

to be disabled. This will facilitate delivery of supports to these learners. This finding therefore

confirms the status of data on SWDs in Kenya. The relevant ministries decried this situation:

“The absence of reliable data on children with special needs across all levels of education and

inadequate funding constrains effective special education service delivery and planning” (MOE

& MOHEST, 2012 P. 19). Unfortunately, little seems to have been done to address this situation

yet since a further review of literature on the Ministry of Education did not find any updated

records on the enrollment of SWDs at higher education in Kenya. The extremely low

representation for SWDs in the Kenyan higher education is partly due to ineffective recruitment

procedures by the Joint Admission Board (JAB). Many students who are qualified to join

university under the affirmative action policy still remain in the homes having lost hope of ever

pursuing higher education and improve their chances of obtaining gainful employment.

Moreover, even some among the few who have struggled through the barriers right from pre-

school to high school and were admitted to the Public Universities were forced to drop out of the

universities due to lack of appropriate supports and services. Even most unfortunately, some of

the deaf /hard-of hearing students who join the university self-sponsored programs are also

forced to drop out as they do not receive any interpreters nor do they receive course content in

accessible formats. Consequently, it becomes impossible for them to follow lectures which are

mainly oral based. These students do not receive any learning supports or accommodations that

would enable them access instruction at this level. Indeed, retention is of great concern for
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SWDs especially for the hearing impaired students who constitute a group that is at high risk of

dropping out, or as Mugo citing Groce (2004) puts it, “falling through the cracks” (2010, p. 10).

Another reason is for low enrolments at higher learning for SWDs is poor transition rates from

high school to higher learning. Very few students meet minimum entry requirements for higher

education. This is mainly because at the lower levels of education SWDs similarly do not receive

the necessary supports to enable them undertake the regular curriculum and compete favorably

with their non-disabled counterparts. Clearly, this category of learners is disadvantaged across all

levels of Kenyan education system.

Table 4.4 Document Analysis - Policy Statement on Disability

University Has a Policy Statement on Disability Status of Policy

A No Draft

B Yes Launched but not available to the public

C Yes Launched but not available to the public

Table 4.4 indicates policy statements on disability by Kenyan Public Universities as reported by

respective offices of disability services of the studied universities. Only Universities B and C had

disability mainstreaming policies by the time of data collection. However, these policy

documents had not been released to the public.
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4.4.3: Status of policy for students with disabilities in Kenyan Public Universities

Table 4.5 Status of Policy on Disability in Kenyan Public Universities

Parameter Available Not Available

Has comprehensive disability policy statement No Yes

Has admission policy and procedures that specifically

address the needs of students with disabilities

No Yes

Do monitoring of statistics about application/

enrolment rates of students with disabilities

No Yes

Has arrangement for the assessment of individual

student needs

No Yes

Has provision of services to meet assessed needs No Yes

Has arrangements to monitor the provision of support

services that have been agreed following professional

assessment

No Yes

Has access to networks of trained support workers No Yes

Has institutions-wide policy and procedure covering

examination and assessment, which address the needs

of SWDs.

No Yes

Has staff development programs covering information

about SWDs and support available to them

No Yes

Table 4.5 indicates 9 parameters that were analyzed by the researcher as available or not

available in the Public Universities in Kenya in regard to disability policies. Regrettably, none of
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the assessed parameters was found to be available in Public Universities in Kenya. However, the

findings of the survey, focus groups as well as interview with participants showed that, although

two of the universities have a disability policy, the policies have not yet been implemented. In

one of the universities, the policy has not been released to the public yet. The third university

still had its policy in draft stage. It can therefore be concluded that currently, provisions for

SWDs at these public institutions is not governed by any policies. This also implies that the

provisions are left to the whims of the universities. This is consistent with the findings of

Chataika, Mckenzie, Swart and Cleophas (2012) who decried that absence of policies on

disability denies SWDs equal educational opportunities in Africa.

4.4.4 Accessibility to Physical Environment

Table 4.6 Accessibility to physical facilities

Parameter Level of Accessibility %

Univ. A Univ. B Univ. C Average

Teaching accommodations 60 40 6 35.33

Library 80 30 50 53.33

Toilets 40 10 30 26.67

Residential Places 30 10 50 30.00

Sports/leisure facilities 80 5 20 35.00

Refectory/ dining halls 50 15 70 45.00

Data in Table 4.6 shows the level of accessibility to physical facilities by SWDs in Public

Universities as reported by the respondents. The average accessibility percentages are 35.33%
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for teaching accommodations, 53.33% for library, 26.67% for toilets, 30.00% for residential

Places, 35.00% for sports/leisure facilities and 45.00% for refectory/ dining halls. It can be

concluded that accessibility to the library was easier than accessibility to other physical facilities

with accessibility to the toilets being most challenging for the SWDs. However; generally most

of the university physical facilities are largely inaccessible for SWDs. This finding is consistent

with the findings of Anambo (2008) study which revealed that the JKML of the UoN had no

facilities, resources and equipment such as the lifts, spacious ramps, Braille materials, sound

amplification installations required by SWDs.

4.4.5 Future Plans for Provision for Students with Disabilities

Table 4.7 Future Plans for Provision for Students with Disabilities

University Future Plans for Provision for Students with Disabilities

A  More sensitization and empowerment sessions.

 Establish a fund to help those students with upkeep problems e.g food.

 Commitment to formulation and implementation of disability policies as well as

provision of disability friendly policies.

 Expansion of the unit handling the disabled to become more inclusive and

establish similar units in other campuses.

B  None as yet.

 Upcoming buildings are meeting disability accessibility requirements.

 Enumeration to establish the number of SWDs enrolled in the university, types of
disabilities, and the nature of support required by the students.

C  Domesticating/Implementing fully the disability policy.

 Put in place relevant resources, structures and process to support SWDs.
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Table 4.7 presents the Future Plans for Provision for SWDs as suggested by the respondents

from the respective Public Universities. The future plans that cut across all the universities are

more concerned with allocation of funds, acquisition of resources and sensitization and

empowerment. However, this seems to be just a mere mention since it was not reflected in any

action plans of the respective universities as a show of commitment.

Table 4.8: Documentary Analysis- How Disability Issues are addressed in University

Strategic Plans

University Documents Analyzed
Strategic plan Student

information
handbook

Course
outlines

Websites

A Directorate of
Disability
Services not
listed on the list
of campuses,
centers,
directorates,
institutes &
units.

No mention of
services and
accommodations
provided for
SWDs.

No disability
statements

Services Rendered to
Students:
 Information in relevant

format (Braille, large
print, soft copy) for
visually impaired
students.

• Suitable accommodation
facilities for students

• Linking students with
disabilities to bodies
that may offer
financial assistance.

• Assisting students with
disabilities to obtain
assistive devices
through linkages
with national and
international
organizations that
may provide such
devices.

• Collaborating with
administration and
teaching departments
to ensure that SWDs
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receive appropriate
instructional and
support services to
facilitate their
learning.

• Liaising with
administration, estate
and other relevant
sections of the
university to
minimize ensure (sic)
physical barriers on
campus.

B No mention of
services and
accommodations
provided for
SWDs.

Same as what
is on the
website

No disability
statements

Students with disabilities
support and
accommodations
 Facilitating access to

university buildings.
 Providing services,

awareness activities and
advocating for
accommodating
university policies &
procedures.

 Advocacy &/or advice
on issues related to
disability.

 Suitable accommodation
for WSDs.

 Provision of disability
aids e.g. hearing aids.

 Repair & maintenance of
mobility, visual &
auditory aids.

 Sign Language training
& interpreter services for
hearing impaired.

 Braille services &
printed materials in
alternative formats for
visually impaired.

 Consultative  &
counseling support for
SWDs.

 Transport within &
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Table 4.8 shows how Public Universities have addressed disability issues in their strategic plans.

The table indicates that university A has “inclusivity” (Kenyatta University, 2005, p. 9) as one of

the goals that the university sets to pursue as indicated in its vision statement. Part of A’s mission

is to “provide quality education and training” (Kenyatta University, 2005, p. 9) and within

university A’s philosophy is “…responsiveness to the right of every person to knowledge”

(Kenyatta University, 2005, p. 9). Inclusivity, quality education and responsiveness are at the

core of what university A exists for and sets out to pursue. The university has demonstrated this

in a number of ways. For instance, among the three studied universities, it has the highest

enrollment of SWDs, estimated at 150, although the data sources on enrollment were not reliable

as there were no well-kept records. The students indicated that the university provides a number

outside of the university
for students with
physical disabilities.

C No mention of
services and
accommodations
provided for
SWDs.

No disability
statement

None
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of accommodations and services to enhance them pursue their academics at the university. The

faculty indicated some strengths of the university in providing for the needs of SWDs. One of

university A’s flagship projects was to establish a unit for disadvantaged and vulnerable groups

(special needs office). Indeed in 2012, the university established a Directorate of Disability

Services” (Kenyatta University, 2005, P. 41).

Although University A has been in the forefront in providing accommodations and related

services to SWDs, there is a wide gap between policy and practice in this university. This was

clearly indicated by the students’ rating of the services that they utilize at the university. There is

a clear indication that the range and types of accommodation and services is very narrow, and the

students feel that more needs to be done in this respect. Actually student with hearing

impairments indicated that they do not receive any accommodations at all hence they find it very

difficult to navigate the university curriculum. The faculty also indicated that there is a lot more

university A could do to improve the provisions and supports for this category of learners.

In University A’s strategic plan, there is no indication of the number of SWDs enrolled in this

higher learning institution, although the total student population is indicated and broken down by

mode of study, school and gender (Kenyatta University, 2005, p. 17). This is a serious omission,

in my opinion, since for the university to be able to meet its commitment to inclusivity, provision

of quality education and training, and to be able to respond to the rights of every person, then the

university needs to know the number of SWDs that are enrolled in the university as well as the

specific types of disabilities that these students have in order to adequately budget for their

needs.
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It seems since the revision of the strategic plan in 2008, no “fundamental changes” (Kenyatta

university, 2005, p.40) have been made to “address the needs of learners with special needs”

(Kenyatta University, 2005, p. 40) as per the universities commitment to equity in line with

Kenya Vision 2030. This is evident from students’ responses (FGD, SSI). In its statement of

commitment to accord equity and fair treatment, University A had only listed those students with

physical disabilities as included in this commitment (Kenyatta University, 2005). This indicates

how narrow the University defines disability. As such, a large proportion of SWDs at higher

education, especially those with invisible disabilities such as learning disabilities and

psychological conditions are likely to be excluded from accessing education at this level.

University A indicated that during the strategic and vision plan period, the university “will

undertake to introduce a support mechanism for learners with special needs” (Kenyatta

University, 2005, P. 40). However, almost six years since its revision of the strategic plan, the

students reported that the provision of services was uncoordinated and they were often tossed

from one office to the other as they sought services (FGD).

University A stated that it would “Design and redesign physical facilities to cater for people with

special needs” (Kenyatta University, 2005, p.41). Indeed, a library installed with lifts, an elevator

and a special needs section equipped with some auxiliary aids had been constructed, and the

students appreciated that they could consequently access the library’s five floors. However, the

blind students said they were not able to know whether the lift was moving up or down since

they could not see the arrows that indicated the direction of movement of the lifts. The students

also appreciated that they could access some specialized assistive devices in the special needs

section which enable them to access course content. However, they were concerned that they
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often faced challenges using the computer accessibility software due to frequent technical hitches

that took time to be fixed.

Furthermore University A cites that one of the strategies to achieve inclusivity is by “developing

affirmative action policy for disadvantaged and vulnerable groups” (Kenyatta University, 2005,

p.41), and therefore one of University A’s targets and outputs is “formulated and implemented

policy that addresses the needs of students and staff with special needs” (Kenyatta University,

2005, P. 41). Though the Special Needs Policy has been formulated, data from the Directorate of

Disability Services indicated that the policy was still in draft form, awaiting ratification by the

Vice-Chancellor. However, just like in the case of the other two studied universities, the policy

has been anchored on the PDA which was founded on charity and medical models of disability.

As such phrases like “give care” to students with disabilities have been used. This shows that the

universities still view PWDs as sick and therefore needing care. This attitude takes away control

from PWDs leaving them powerless, denying them opportunity to make decisions on issues that

affect them, in this paternalistic approach to disability.

Similar to University A, the strategic plan of University B indicated that part of its mission was

to “provide quality education and training” (University of Nairobi, 2012, p. 2). And as was the

case in University A, SWDs indicated that they lacked basic facilities to enable them pursue their

education effectively. One of the major concerns among the students was lack of Braille

machines for the blind students, an assistive device without which they were unable to make

notes during lectures and write their assignments and examinations.
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To actualize a visionary leadership one of the strategies that University B will employ is to

“ensure that all staff and students embrace the vision, mission and core values of the University”

(University of Nairobi, 2013, p. 4). In order for the students to embrace the vision, mission and

core values of the university, they need to identify with them and feel a part of the University

community. However, there was no indication in the vision and mission statement that

University B embraced diversity and inclusion. Students with disabilities may therefore not be

able to know whether they are welcome in University B by a look at its guiding statements.

In order to achieve success in teaching and learning which is the core business of University B,

there are a number of objectives that will need to be achieved. One of them is to “actively

promote diversified modes of delivery” (University of Nairobi, 2013, p. 3), which will be

achieved partly “by encouraging the use of technology in teaching” (University of Nairobi, 2013,

p. 3). As far as teaching and learning of students with disabilities is concerned, there does not

seem to be any use of technology. A deaf student in this university indicated that he was unable

to follow lectures since all the lectures are delivered orally (Bd, SSI). This is confirmed by data

from the Disability Services Survey where from a wide range of assistive devices that could be

used in teaching SWDs, only Braille machines was indicated as provided in B. However,

contrary to the statement from the disability services office, most students indicated that they

were not provided with any Braille machines.

Another of the objectives in University B towards achievement of success in teaching and

learning is “To strengthen and sustain implementation of gender, marginalization, HIV/AIDS

and disability policies”. The strategy is to “formulate and implement policies on gender,

disability and marginalization” (of Nairobi, 2013, p. 4). Towards this end, University B had a
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disability policy in place. However, the students said they were not involved in its formulation

and they were not even aware that it existed (FGD). This was confirmed from an interview with

a senior faculty member who said that the policy had not yet been released to the public nor has

it been fully implemented. The reason University B had not yet released the policy to the public,

according to the faculty member, was because the policy had a huge financial implication in

implementing and if the document got to the public domain then stakeholders would demand for

its full implementation and the University did not have the finances needed to do so.

In an interview with another senior member of administrative staff, it was confirmed that the

disability policy had not been released to the public yet and the reason she gave for withholding

it was that the document needed to be edited before it could be released. When the researcher

asked her how the University implemented the policy without availing it to the public, she said

that the needs of SWDs were addressed on a case-to-case basis, and it was during such instances

that they referred to the relevant sections of the disability policy.

From the foregoing, it appears that having a policy in place in the universities is one thing, and

implementing them is another. This could all boil to the question, “what motivated the

formulation of the policies in the public universities, and on what are these policies anchored?

Data from faculty survey indicated that one of the incentives for universities to formulate the

disability policies was to meet the requirements for Vice-chancellors’ renewal of contracts. The

Ministry of Education requires that all public universities should put in place disability policies.

As such, there is concerted effort in the universities to meet this requirement. The other incentive

as indicated in the disability policy documents is to align with the Kenya Constitution (2010) and

Persons with disabilities Act (2003). Since the PWDs Act approaches education for PWDs from
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a charity model instead of a human rights model, this has also been reflected in the disability

mainstreaming policies of the public universities studied. There is no law that requires the

universities to implement these policies, not even the PWDs Act; neither does any law spell out

penalties for non-compliance. It is therefore not surprising that the universities that have the

policies in place had not yet fully implemented them (B & C), while the other , (University A)

had even not as much as ratified its draft policy. Indeed, the Person’s with Disabilities Act was

implemented in piecemeal and that puts PWDs at a disadvantage since their needs are not met

immediately. The provisions in the Constitution (2010) on education for SWDs need to be

enforced in Kenya. In fact, studies such as (Barnes 2005; Butterwick & Benjamin, 2006)

indicated that legal provisions by themselves are not enough to bring about desired practices

hence a more comprehensive arrangement of evaluating provisions and regular deliberations

with learners was required to build a more equitable higher learning environments.

Similar to Universities A and B, University C also indicates that its mission is to provide

accessible education and training (JKUAT, 2012). To accomplish this mission it is expected that

the university should provided an enabling environment for all learners, including SWDs, as this

would ensure that effective learning takes place. However, the students indicated that they lacked

necessary accommodations to enable them undertake their studies with least challenges. For

instance a student on wheelchair recounted the challenges he faced in moving from one class to

another. He also cited that some of his classes were scheduled in buildings that were

inaccessible, in upper floors where there was neither a lift nor a ramp. The student said that he

usually struggled to have the venues changed to accessible ground floor venues. The student also

indicated that computers through which to access the library catalogue were placed on tables that
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were too high for him to access from the wheelchair. Furthermore, the bookshelves in the library

were very high and some of the books had been placed too high or too low on them for the

student to reach from the wheelchair. Furthermore, the aisles between the shelves were too

narrow to allow movement of the wheelchair, particularly when other library users were

browsing materials on the shelves. This student consequently found it extremely difficult to

retrieve books het they need for his coursework.

One of the core values of University C is to adopt the most appropriate technology. However,

there was minimal integration of technology in instruction, which could otherwise benefit all

learners, including SWDs. A student who is an amputee recounted his ordeal in commuting from

an off-campus hostel to the university and from one class to the other within the campus. The

student pointed out that he would not have to go through such pain if the university would

introduce on-line classes, as then he would undertake most of his courses from home.  At the

time of data collection for this study, the university only offered one on-line unit exclusively to

self-sponsored students, meaning students in full-time coursed had no access to these courses.

University C cited one of its strengths as improved student welfare services for high student

retention. However students indicated some basic services such as campus transportation and the

messes, which have rotating doors, were inaccessible for students on wheelchair (C, FGD). The

general campus grounds were also inaccessible to students on wheelchair since there were hardly

any ramps or curb-cuts.
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The strategic plan of University C did not indicate the proportion of SWDs in the university.

This raises questions as to how the university plans for provisions of this category of learners and

how it would plan to meet the⅕ proportion as required by the affirmative action policy.

Table 4.9: Document Analysis- University Disability Mainstreaming Policies

University Disability Policy
Strengths Weaknesses

A Has a draft disability policy.

Acknowledges that the
Persons With Disabilities Act
prohibits discrimination on
basis of disability.

States the aim of the policy is
to comply with PWDs Act, &
the Kenyan Constitution, Bill
of Rights.

Mentions universal design as
necessary in providing
services.

Does not spell out the
procedure for requesting for
accommodations.

Policy not yet ratified by the Vice-
chancellor, almost two years since it was
drafted.

Universal design is only emphasized with
regard to physical accessibility and not in
all programs and services offered by the
university.

No mention of accommodations

B Has a disability mainstreaming
policy.

Acknowledges participation of
SWDs in formulation of the
policy.

Has a person with disability in
the disability mainstreaming
committee, who is also a
senior faculty member of the
committee that came up with
the policy.

Disability inclusion in
administration.
The director of disability

Office of disability services not provided
for in the policy.
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inclusion shall be a senior
academic member of staff with
a disability& shall sit in
senate.

Acknowledges it is a legal
requirement to provide SWDs
reasonable accommodations.

C Has a disability mainstreaming
policy.

Acknowledges disability
mainstreaming is a legal
requirement.

Does not mention SWDs as contributing to
the formulation of policy in the
acknowledgement.

No provision for a person with disability in
the disability services advisory committee
as is required by the Kenya constitution-

Does not state that the university is
required by the law to provide reasonable
accommodations to SWDs.

Does not spell out the procedure for
requesting for accommodations and for
appealing, where accommodations have
been denied to SWDs.

The office of disability services is under
the directorate of gender and mentoring
center.

Has open statements in terms of reference
for DSO such as “carry out monitoring and
evaluation” that do indicate a lack of focus
and commitment

Overall the policy lacks detail for
implementation.
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Table 4.9 indicates details on the way Public Universities addressed disability and related issues

in their policy documents. Students have not been mentioned in any of these documents. The fact

that SWDs had not been acknowledged as contributors in formulation of the disability

mainstreaming policy confirms the students’ responses in University C that they were not aware

of existence of such a policy and that they were not consulted in its formulation. This finding is

consistent with the assertion by Abery and Stancliff (1996) alluded to earlier, that SWDs often

did not participate in making decisions where their accommodations were determined Failure to

provide for representation of PWDs in the disability services advisory committee shows that the

university administration was still operating on a medical model of disability in which PWDs are

viewed as incapable of making their own decisions, and therefore the able-bodied people make

such decisions, which affect these individuals’ lives. Arguing against this “ableistic” attitude

towards individuals with disabilities, Baglieri & Shapiro (2012) have pointed out that:

The message of disability rights is really quite simple: People with disabilities should
direct the course of their lives. When unable to advocate for themselves, decision-making
should be done according to the individual’s best interest, which would protect his or her
dignity, and quality of life with support- noting that such interests are not necessarily, the
same shared by their caretakers and health professionals, educators, or other systems
through which they are served. Enduring stereotypes and prejudice prevent the wide
acknowledgement of these values, which in turn, maintain the hold that a medical model
has on disabled people (P. 96).

In University C the office of disability services is under the Directorate of Gender and Mentoring

center. This was cited as problematic by SWDs because they said disability issues were

overshadowed by gender issues, hence it was necessary to have a separate office of disability for

effective delivery of services to the students. (C, FGD). This is further confirmed by the

comments from an interview with the Director of this directorate who said:
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I don’t know why they put disability under the Directorate of Gender. I personally know
nothing about disability. I really don’t know how to assist these students. I hope the
administration will create a separate directorate for disability. See, even the directorate
office is located in third floor, which means that some students are not able to access it,
especially the wheelchair users.

Despite the concerns cited above by the Director, he was quite optimistic that something could

be done to provide needed supports to the SWDs. He further explained that the current situation

for SWDs was occasioned by the fact that no SWD had been enrolled in this university

previously and that they did not expect any students in this category so soon. They were taken by

surprise by the JAB when it decided to implement the ⅕ affirmative action policy without notice

to the universities. Asked what future plans the university had on disability he said that the

university had formulated policy on PWDs and would implement it to ensure the individual

needs of the students were met. He also reported that the university intended to establish a Center

for Disability Rehabilitation, which would engage in rehabilitation of SWDs and as well asin

production of affordable assistive devices and equipment that are needed by PWDs. This, center,

once completed, he hoped, would serve the whole country.

The misplacement of disability issues is further illustrated by the comments of another lecturer in

the same university in counseling department. He explained the following during a face-to-face

interview:

Actually, I don’t know why they say I am responsible for counseling SWDs. I am not
trained to counsel this group of learners. I am actually responsible for counseling the
general student body, not specifically those with disabilities. I think placing disability-
counseling issues in my office is just a way of avoiding to address issues of SWDs since I
am not even facilitated in any way to give supports or any relevant services to these
students. Whenever the students have a need they are referred to my office, yet I am not
in a position to offer solutions to their problems, except give them guidance on a few of
them. However, I feel I am not able to reach them as much as I do with the non-disabled
students.
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The lecturer continued to say that he would require specialized training to enable him offer

effective counseling services to this group of learners, which he described as “very complicated”.

He said that he did not imagine that the university could one day receive a student who is deaf, as

that would drive everyone crazy since no one has any idea as to how they would handle such a

student. He pointed out that the student on wheelchair caused them extreme panic from the

moment he reported to the university, so a deaf student would be unimaginable to have in that

institution considering the current state of provisions for SWDs.

University A’s policy does not mention the word accommodations. This may be an indication

that the term is not known and understood in the university. Actually, one of lecturers in

commenting on the proposal for the current study said that the researcher should correct the

spelling of accommodations since the correct word has no plural. I explained that the spelling

was correct but the said lecturer insisted that it was wrong. She explained that accommodation is

a place where people live and has no plural. It was then that I realized she did not understand the

term as used in the proposed study. I later confirmed as I talked to the faculty members about the

proposed research that most of them thought the term accommodations was to do with students’

housing. At that moment reality struck the researcher regarding the high level of ignorance on

disability amongst lecturers, administrators, the students and the general university community.

University B indicates that it involved SWDs in formulation of the policy through survey and

focus group discussions. University B also has a person with disability in the disability

mainstreaming committee, who is also a senior faculty member and a member of the committee

that came up with the policy. There is also reflection of disability inclusion in administration in

University B. The director of disability inclusion shall be a senior academic member of staff with
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a disability, and shall sit in the senate on behalf of PWDs. University B also acknowledges that it

is a legal requirement to provide SWDs reasonable accommodations.

It is however notable that the office of disability services is not provided for in the disability

mainstreaming policy. However, there is provision for establishment of a disability resource

center. A fundamental question arises as to who will be responsible for provisions of

accommodation and other auxiliary services to SWDs. Of great concern also is that the policy is,

however, not yet available to the public.

From the above analysis, it is evident that all the three universities have some sort of policy on

disability. Disability issues are mentioned in the universities’ strategic plans, although they do

not seem to be among the universities top priorities. Universities B and C have disability

mainstreaming policies in place, which they recently launched, while University A had not yet

ratified its draft policy on disability at the time of data collection for this study. The policies have

not been implemented due to financial implications. This finding is consistent with Hill (1992)

who pointed out that failure to provide required supports due to lack of finances to hire adequate

staff was a critical issue both to the personnel and to students (West et al., 1993). While urging

students to develop autonomy and consequently allowing more time for the personnel in the

Office of Disabilities Services to attend to the most pressing needs would be quite helpful, the

truth remains that a number of supports that learners are supposed to be given as a right are not

available in postsecondary learning environments. HEATH Resource Center (1992) noted that

absence of supports was of great concern because the proportion of SWDs was projected to rise

progressively. Some respondents in the present study stated they feared they would be "less

competitive than their nondisabled cohorts" because of poor services as was the case for
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respondents in the study by West et al. (1993, p. 464). As earlier indicated, it is important to

acknowledge that, more often than not, availability of services greatly determines

accomplishment of learners. Higher learning institutions consequently ought to endevour to

guarantee that they accord SWDs a chance to compete on the premise of their strengths, rather

than on their shortcomings. The observations by Hill, West et al. and HEATH in the foregoing

are consistent with the findings of this study that shortage of finances is a major barrier to

students’ success at higher education.

4.5 The Range and Types of Support and Accommodations Provide to SWDs in Kenyan

Public Universities

The second task of this study was to establish the range and types of support and

accommodations provide to SWDs at Kenyan Public Universities. To answer this question, data

from student survey, Office of Disability Services (ODS) data and document analysis were

triangulated. Tables 4.10 presents data from ODS.
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Table 4.10: Accommodations and Support Services Provided by Kenyan Public Universities to SWDs

Univ. Accommodations/Services Offered

Accommodations Support Services Advice &
support

Information
provided

Assistance in
seeking
financial aid

Equip.
Adaptation

Facilities Professional
Development

A Braille services Accessible
transportation

Acquisition
of supportive
devices by
KU Health
Unit

Sensitization on
disability
provided during
freshers’
orientation
week

Connect them
to NCPWDs
& national
Funds for the
disabled.

Computer
screen
readers

Housing on
campus

None

Readers Campus orientation Computer
text magnifier

Housing on
campus

Referrals to local &
national disability
agencies

B Alternative exam
format

Accessible
transportation
Campus orientation

Disability fact sheets

Staff development
KSL interpreters Referred to

students
information
handbook but
there is
nothing
specific to
SWDs (p. 89)

Referred to
students
information
handbook but
there is hardly
any information
for SWDs.

None is
specific to
SWDs,
however the
same is
provided to
all students
but on a case-
by-case basis.

None Housing on
campus



152
Braille services Referral to local &

national disability
agencies
Registration
assistance

Transfer assistance

Advocacy&/advice on
issues related to
disability
Suitable
accommodation for
SWD
Provision of disability
aids such as hearing
aids (students
information
handbook, 2013, p.
88)
Services provided by
the Office of the Dean
of Students
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C Braille services Accessible

transportation
Counseling
services by
the Office of
the Dean of
students
Support
services
provided by
the director.

Sensitization
in the campus
on quarterly
basis

Affirmative
action in
scholarships
consideration

None Housing on
campus

None

Community outreach Information
on PWDs
mainstreaming
policy

Job placement Meetings and
workshops on
disability
issues
organized by
the director
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Table 4.10 indicates the range of accommodations and services provided by the Public

Universities in Kenya. All the three universities cited that they provide Braille services/materials,

accessible transportation, and on-campus housing. Table 4.10 provides information obtained

from documents from each of the universities that were analyzed to find out the range and types

of support and accommodations provided to SWDs at Kenyan Public Universities.

Notably, Directorate of Disability Services is not on the list of campuses, centers, directorates,

and units in University A’s strategic plan (Kenyatta University, p.22). Moreover, none of the

Public Universities indicates the procedures for students to follow in requesting for the services

and accommodations provided to the students.

Generally, it is evident from the Disability Services Survey, the Students Survey and document

analysis that Kenyan Public Universities have made some effort to provide support services and

accommodations to SWDs. However, the data indicate that the range of support services and

accommodations provided by the universities is very narrow. Moreover, the universities provide

just a few types of accommodations, yet the disabilities represented in these universities are of a

wide range.

Across the universities, responses from the students’ survey and those from the Offices of

Disability Services Survey indicate that the accommodations that the universities provide to

SWDs are very few and of a very narrow range. This is unlike the practice of provision of

supports in developed countries where a wide different types of accommodations of varies range

are provided. For instance, Stodden, Whelley, Harding, and Chang (2000) conducted a survey of
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colleges in the U.S. regarding the types and frequency of educational supports offered to SWDs.

The most common were: testing accommodations, note takers, personal counseling and

advocacy. In addition, organizational skill assistance, study skills programs, and career related

services were often provided.

Table 4.11: Frequency (%) Accommodations Utilized by Students in Kenyan Public

Universities

Accommodation Frequency (%)

Brail machine 2 (4.8)

Braille materials 18 (43.9)

Eye glasses 1(33.3)

Reading lens 1(33.3)

Lecture notes 5 (20.8)

Lecture notes through email 1(4.1)

Enough space for wheelchair 6(37.5)

Unit waiver 4 (5.9)

Unit substitution 3 (4.47)
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The accommodations that SWDs reported utilizing in the universities are shown in Table 4.11.

Clearly, these are of a very narrow range considering the array of accommodations available for

SWDs (see Appendix D). These responses are consistent with those from the DSO which also

indicate a narrow range of accommodations that they provided to SWDs. Although there was a

wide range of accommodations listed in the questionnaire from which the administrators of

disability support services were asked to indicate the accommodations and related services that

they provide for SWDs, the number they indicated is very small. This means the universities are

providing a very limited number and range of accommodations to this category of learners.

University A indicated that it provided Braille services and readers for students who are blind,

while University B cited that it provides alternative exam formats and sign language interpreters.

University C cited providing only Braille services.

As indicated in table 4.13 students cited utilizing other accommodations and services such as

Braille machines, lecture notes in form of hard copies or email, enough space for wheelchairs,

unit waiver and unit substitutions. It appears the offices of disability services or the other offices

responsible for disability accommodation are not aware of all the services that the students utilize

in these universities. This could be an indication of lack of coordination in the provision of

support services and accommodations to SWDs in Kenyan Public universities.

Although the students in University A appreciated that they received brailed materials, they said

that these were received only during examinations, as examination question papers and answer

sheets. They were also concerned that the materials are delivered behind schedule during
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examinations and they have to wait while non-disabled counterparts progressed with the

examination. This caused them a lot of anxiety and they belief it impacts negatively on their

performance in the examination. Students at University B cited that no reading materials were

available in Braille in University B, neither were Braille machines available for them.

University B indicated that it provided sign language interpreters for deaf students, however, one

of the students who were interviewed cited that he does not get any interpretation services from

the university; hence he is unable to follow lectures that are basically delivered orally. An

excerpt from an interview with Bd, who is deaf, illustrates this:

I am not provided with an interpreter for communication skills and chemistry. The
university should provide an interpreter for me in these units because I find them more
challenging. The teacher will go and stand there and continue talking and I cannot even
take notes because I cannot hear what he is saying (B, d, SSI).

I asked this student (Bd) to tell me his experiences with lectures in the other units and he said:

I read books but the problem is explanation, for example in mathematics you need to
know how this is done, why this, why this and how this, and without explanation you
can’t follow anything.  I therefore need an interpreter in all units to enable me follow
lectures (B, SSI).

The student went further to explain that even the learning materials that the university provides
are too complex for him to understand. He said thus:

Even the textbooks that are you find in the university library have a written in very
complicated language. I hardly understand their contents. These books are very different
from the ones I read in the high school which had an easy to understand English. The
ones in the university library are obtained from U.K and have very difficult English.

What Bd is saying above is that he does not receive interpretation services from the university

and therefore finds it difficult to follow lectures because they are basically delivered orally. He

hopes that the university could provide interpreters, as this would enable him benefit from the
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lectures. He further points out another important issue, the appropriateness of the language level

used in the instructional materials. Generally, deaf students have challenges in understanding

English, since for most of them it is a second language, their first language being Sign language.

Consequently, for them to comprehend any materials in English, the language ought to be

simplified to their level of proficiency.

In an interview with a senior member of administrative staff in University B, he said that as

faculty they were facing challenges teaching the deaf student (Bd) due to lack of sign language

interpreters. In exploring how to provide interpretation services, the administrator pointed out the

challenge would be getting interpreters who are able to interpret specialized science content

effectively since the interpreters that are trained in Kenya have low academic credentials and are

only trained to interpret in conversational situations. Complicating this situation further,

according to the administrator is the fact that the documented Kenya Sign Language lacks in

scientific lexicon. This makes it impossible to interpret in academic settings especially in science

disciplines. The researcher asked the administrator how the university hoped to assist the student

get on with his academic program and he replied:

The situation is desperate. This student has been moved from one department to the
other, this being the third. In each of the previous departments the faculty felt they were
not able to teach him since they were handicapped, especially in communication. The
administrator felt the student would benefit from use of a laptop, as the lecturers would
provide lecture notes in electronic form for him to review after class. The administrator
was however quick to note that the student cannot afford a laptop since he comes from a
poor family.

4.5.1 Transportation

The three universities indicated that they provide accessible transportation to the students. While

the students at University A appreciate that the transportation is offered, they cited that the
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services are inadequate and unreliable. They said that there are only two “tuktuks” (three

wheeled motorcycles) that currently move them to and from lecture halls within the campus, the

rest having broken down and have never been repaired. The students who use wheelchairs said

the “tuktuks” are inaccessible for them since they have to be lifted off the wheelchair first and

then into the “tuktuk”. They said they find this very embarrassing and demeaning to them but

they have to put up with it since there is no alternative. The students in this university also said

the capacity of the “tuktuks” is so small that once one person who uses a wheelchair gets into it

and the wheelchair is also put inside, much of the space gets occupied and only about two more

people can be carried on the same trip. Another concern about the “tuktuks” is that they did not

have doors and windows. Therefore when there whenever there was rain, the students aboard

became wet from the rains and by the time they reached the lecture halls they would be too wet

and cold to concentrate on the lectures.

4.5.2 Campus Orientation

All the three universities indicated that they provide campus orientation to SWDs. However, the

students reported that the orientations were general, that is, for all first year students and none

was conducted specifically for SWDs. As such, they did not find them beneficial since issues of

their disability- related concerns were not addressed. Only B indicated that it provided

registration assistance for SWDs. However, in the focus group discussions the students said that

the university did not offer any assistance and that the assistance that they received was from a

group of volunteers from a local church. Nevertheless, the students appreciated the assistance,

indicating that without it, it would have been very difficult for them to undertake the registration

exercise (B, FGD). The provision of registration assistance wholly by volunteers from a local
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church, and none by the university itself is an indication that the university still operates from a

charity model of disability. Orientation sessions for all new students and staff ought to include

detailed information on services for SWDs. West et al. (1993) suggested that the students' "Bill

of Rights" be displayed in strategic places such as classrooms. Such documents could also be

posted in places where lecturers usually meet in order to raise faculty awareness with respect to

the need for early referrals.

4.5.3 On-campus Housing

The three universities also indicated that they provide on-campus housing to SWDs. The students

cited this as strength in service provisions. However, in University A, students who use

wheelchair reported that the rooms reserved for them are not fully accessible. Some cited that the

rooms were too small to allow maneuvering of the wheelchair. They also reported that the sinks

were too high to allow them to fetch water and had to rely on help from non-disabled students to

assist them obtain water. Another concern cited was that the clotheslines were too high for them

to hang and collect their clothes. Students with visual impairments indicated that though they

require a single room, they often have to undergo a lot of struggle to get those rooms, because

the rooms are usually allocated to the non-disabled students. They pointed out that there is no

laid down structure or policy for allocation of rooms to SWDs so the housekeepers who allocate

them often refer the students to other offices and this continues from office to office and this,

they said, is very frustrating. In universities B and C, students were concerned that the

universities provided on-campus housing to only those students who are admitted through JAB

and failed to provide the same to those under self-sponsored programs. They cited the difficulties

they have to go through each morning as they commute, using public transport to the campus to

attend their classes. They felt this was a discriminatory practice. In University C, a student cited
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that when he reported in the institution, there was no room that was accessible for him on

wheelchair. The bathrooms and toilets were also not accessible. However, later modifications

were made on one of the bathrooms on ground floor for him. He narrated experience at reporting

in the university:

I was allocated a room in a hostel, upstairs. I was unable to get there on wheelchair on my
own since there was neither a ramp nor a lift on this building. I had to be carried to and
from my room by fellow students. It was really embarrassing for me but there is noting I
could do because I needed to attend lectures. The bathrooms and the toilets were also not
accessible. The toilet was too small to allow the wheelchair in. they even did not have
rails to provide the support that I need to get on the toilet and back on the wheelchair.
The bathrooms too were too small to allow the wheelchair in and just as the toilets; they
did not have rails to provide the support that I needed. When I informed the
administration, they got into a panic. They told me that they did not know that I had a
disability and that I used a wheelchair. They quickly allocated me a room on ground floor
of the same building. Though I could now move in and out of the room by myself, it was
still impossible for me to use the bathrooms and the toilets for the reason that they were
also too small to allow the wheelchair in and they lacked handrails to provide support.
However, after a short while one of the toilets and a bathroom were modified to make
them accessible on wheelchair. But the non-disabled students continued to use the toilet,
and most of the time misused them since they usually made the toilet seat them too untidy
for me to sit on. This was despite the fact that they were aware that this toilet had been
reserved for SWDs. I discussed the issue with the counselor and I was given the key so I
could lock the door after use. However I found this very cumbersome and I wondered at
the insensitivity of the non-disabled student on the needs of SWDs.

The student’s account in the foregoing illustrate how unprepared the university is to receive

SWDs. It also illustrates the attitude of the non-disabled students towards SWDs. The fact that

the non-disabled students assisted the student on wheelchair to get to and from his upstairs room

illustrates that they are willing to help. However, in some areas some students may not be

sensitive to the needs of these students as illustrated in their misuse of the toilet for the SWDs.

clearly, such insensitivity on the part of the non-disabled students impacts on the SWDs in

profound ways.
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Figure 4.3: Frequency (%) Receiving Accommodations

Figure 4.3 above indicates the number of students receiving accommodations in the three Public

Universities. Notably, out of the 42 students who reported receiving one accommodation or the

other, none is deaf/hard of hearing. Thus, although universities A and B cited that they provide

interpreters for deaf students the responses from student survey indicated the contrary.

Advising Services

Across the universities, the disability service providers cited providing some sort of advice and

support to the students. University A specifically cited that students got advice on acquisition of

devices at the University’s Health Unit. In University B the in-charge said the advice and support

services that the university offers were listed in the University’s Student Information Handbook

2012/2013.  However, an examination of the said document revealed that there was nothing

specific on SWDs. University C indicated that the Office of the Dean of Students offers

counseling services.



163
Financial Aid Assistance

Regarding assistance in seeking financial aid, University B indicated that it connects the students

to NCPWDs & National Funds for the Disabled. However, the students reported that whenever

they sought information on where they could get some financial assistance, they always received

very general answers, rather than getting detailed information and guidance that would enable

them initiate application process for funding. They therefore said they do not find the office of

disability services helpful in that respect. University B said that they do not provide any

assistance specifically to SWDs but they offer general assistance to all students, but on a case-to

case basis. In University B respondents cited they were not aware of any institution that offers

financial assistance to SWDs (B, FGD), although NCPWDS has been offering financial aid to

some students in A. University C did not indicate providing any assistance to students in seeking

financial aid but cited that it applies affirmative action in scholarship consideration. However,

Bd, a student in this university mentioned that he had been advised by the university

administration to take an academic leave since he could not raise school fees for the semester in

progress (C, SSI).

Transfer Assistance

University B reported that it offered transfer assistance to SWDs. However, a former student of

this university cited negative experiences at University B when he sought assistance to transfer to

a different faculty, on medical grounds. He indicated that he underwent a lot of frustration at the

university, which consequently forced him to drop out and seek admission in University C.
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Assistance in Accessing Course Content

University A cited that it offered readers for blind students. Students in University A were

appreciative of the services that the volunteers give them. They were however concerned that at

certain times of the semester, especially around the times when continuous assessment tests

(CATs) and final examinations were scheduled, it became difficult to get the volunteer readers to

read for them since these got busy revising for the examinations. Consequently, the blind

students said, they were not able to complete their assignments in time, and their academic

performance was ultimately affected negatively. The foregoing is an indication that University A

still operates under charity model in providing some services to SWDs.

4.5.4 The Views of Faculty Members Regarding Challenges Faced in Supporting SWDs

This question was answered using data from faculty survey and E-Learning survey for faculty.

Most of the faculty in universities A and B indicated that the students they find most difficult to

assist are those with visual impairments. This is probably because these are the students they

have encountered in their classrooms, as they are the largest category in this University as

indicated by the demographic data from students’ survey.  Only a few of the lecturers mentioned

having experience teaching the hearing impaired. The reason for this could be that the lecturers

were not able to notice these students in their classes because deafness, unlike visual impairment

that is easily noticeable, is a hidden disability. Actually deaf students in University A cited that

they do not receive any attention from the lecturers neither do they benefit from the lectures

because the lectures are basically delivered orally and that they do not get any handouts from the

lecturers (Ad4, SSI). Moreover, classes in the Public Universities are usually very large hence it

would be difficult to notice these students in these classes. This data, therefore, needs to be
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interpreted with caution because the faculty in the studied universities may never have noticed

that the hearing impaired students were a part of their classes, especially if these students had not

disclosed their disability or requested for accommodations from the disability services offices or

from individual faculty members. As indicated in the foregoing, deafness is a hidden

impairment; as such individuals who have this condition are not as easily noticeable in the

schools and generally in the society. Therefore individuals with other visible disabilities such as

blindness and mobility impairments are more likely to be noticed and seen as needing assistance;

hence in most cases people will volunteer to help them. It is therefore not surprising that those

who have visible disabilities have been given more attention than those in other disability

categories, as indicated in the focus groups discussions (A, FGD). Faculty members identified a

number of barriers that they encountered in teaching SWDs.  These are discussed below.

Faculty members were asked whether they had received training or professional training in

accommodating for disabilities in distance delivered courses. As shown in Figure 4.4, out of 37

lecturers responding to this question, over half (55.5%) said “No”, with only 11.1 % saying

“Yes”. About 8% said it was discussed in meetings while 13.8% indicated they had explored on

their own. A small proportion, 5.5% were not sure and3% did not respond to this item. This data

indicates that a significant number of lecturers in Public Universities had not received any

training in making distance delivered courses accessible to SWDs although this mode of learning

was steadily gaining popularity in these institutions of higher learning.
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Figure 4.4: Frequency (%) received training or professional training in accommodating for

disabilities in distance delivered courses

Most of the faculty in University A, who filled the questionnaire, are aware about extended time

on examinations, citing this as a strength of the university in accommodating SWDs. This has

not been cited in the other two universities. This therefore seems to make University A stand out

above the other two Public Universities in this respect. However, it might be necessary to

consider whether the extra thirty minutes on examinations are adequate for all students, since it is

given as a blanket accommodation for the blind and partially blind students. The principles of

Universal Design need to be applied in order to guide provision of accommodations. One of the

guiding principles is that learners are unique and their needs are different, although they may

belong to the same disability category. Therefore accommodations should be provided to meet

the needs of an individual as opposed to providing blanket accommodations. It is also important
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to note here that only the visually impaired get time extension on examination yet there may be

other students in other disability categories who may also need extended time to complete their

examinations, for instance, the amputees and those with neurological impairments that make

writing difficult.

Some of the faculty in University A and B cited having a policy on disability as a one of the

strengths of those universities. However, most of the students in these universities said they were

not aware that such policies existed, and that they were not involved in formulating them, except

one student in University A who said he was aware that one was being formulated and that had

been involved in the formulation process (A, B, FGD). In University B lifts on tall buildings

were cited as strength in accommodating SWDs. However, blind students indicated that these

lifts were inaccessible to them because they lacked voice alerts and Braille signage. Therefore it

was difficult for them to know when they reached their destination or whether the lift was going

up or down (B, FGD).

Most lecturers indicated that the most beneficial experiences they had in learning how to teach

and understand SWDs is that they had realized that these students are as intelligent as the non-

disabled and that given an enabling environment, they had the potential to perform as well, or

even better than the non-disabled academically and in the other aspects of life. This indicates that

before they had experience learning how to teach SWDs the faculty operated from a medical

model of disability (Scope, 2014) where the society views individuals with disabilities as

incapable and always needing help. The change of attitude indicates that equipping the staff with

necessary skills and knowledge on disability would have a positive impact of adopting a
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perspective of disability (Scope, 2014) that sees PWDs as capable, and what needs to be done is

remove barriers that prevent them from realizing their full potentials. Thus, there is a case for

urgent training of staff on teaching every learner, including SWDs at higher education.

Across the universities, lack of assistive and auxiliary devices has been cited by most of the

faculty as the greatest obstacle in teaching SWDs. Also most frequently cited was lack of

knowledge and skills among faculty in teaching SWDs. This seems to confirm the students’

concerns across the universities that most of the faculty do not have specialized skills in handling

SWDs. Thus, even those who are willing to assist them, they are unable to do so since they lack

knowledge on the accommodations and the psychology of various disabilities (A, B, C, FGDs).

Consequently, most of the lecturers have indicated that in-service training should be mounted to

equip them with the necessary knowledge and skills in accommodating SWDs in the universities.

Another obstacle that the faculty cited was infrastructure that did not allow movement of

students on wheelchair from one lecture room to the other. They pointed out that in tall buildings

there were no lifts, hence students using wheelchair were not able to move to classes or wards

that were located in upper floors, particularly those in the nursing and pharmacy courses. This

confirms the responses from the students who use wheelchairs regarding accessibility of

buildings where they cited that most of them were inaccessible (A, B, FGD). Discrimination

towards SWDs by the university community was also frequently cited as an obstacle to assisting

these learners at higher education.
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Most of the faculty indicated that giving scholarships and grants to SWDs would increase their

recruitment, retention, completion, and graduation of this category of learners in the universities.

They also mentioned provision of testing accommodations and provision of assistive devices and

specialized personnel to offer support services to SWDs. Also putting in place inter-university

mainstreaming body initiatives and streamlining transfer systems, not just for SWDs but also for

the general student population, was mentioned as necessary. The faculty also said there should be

coordination among various disability support services in the universities since such coordination

was lacking.

Ii is important to note that some of the faculty in University A indicated that they teach

blackboard distance course yet this does not exist in this university. This is a clear indication that

some of the faculty members are not familiar with the e-learning, yet they teach distance courses.

Question arises as to how effective their teaching is especially with regard to SWDs who require

modifications of the courses to make them accessible.

A large majority of the lecturers said they were not aware of the incentive for universities to

recruit SWDs. This is interesting because there is a policy that requires universities to ensure that

of all the students admitted in any academic year, ⅕ of them should be SWDs as an affirmative

action to increase enrolment of this category of learners at higher education. Only one faculty

member mentioned performance contracting for Vice-chancellors and creating a good public

image as incentives for universities to recruit SWDs.
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Data from faculty survey has indicated that across the universities the faculty faced major

challenges in assisting and teaching SWDs as they lacked specialized knowledge and skills in

handling this category of learners. Lack of specialized facilities, particularly assistive

technology, which they attributed to inadequate funding of the universities by the government,

was also frequently cited as a major impediment in teaching SWDs in the studied universities.

The faculty indicated that in-service training for the academic staff as well as for the support

staff on teaching SWDs would help in overcoming these challenges. They also said it would be

necessary for the government to adequately fund the Public Universities to enable them acquire

the necessary facilities for teaching SWDs. Responding to an item that required them to state

what they believed were the most important features of any staff development program that

might even reach those faculty and staff resistant to change, most of the faculty members

mentioned sensitization campaigns on disability and related issues.

4.6 Views of Students with Disabilities Regarding Appropriateness of Accommodations

offered at Kenyan Public Universities

The first task of this study was to find out the views of SWDs regarding adequacy and

appropriateness of accommodations at Kenya Public Universities. Students responded to

question one through survey, focus group discussions and one-on-one semi-structured

interviews. In the survey, the students responded to 20 items of Likert- type forms in which they

were asked to indicate their degree of satisfaction with different aspects of accommodations. The

responses were designed as follows: strongly disagree, disagree, undecided, agree and strongly

agree. The results of the study are presented according to predetermined themes to find out the

current status of policies and provisions for SWDs in Kenyan Public Universities. These themes



171
are: recruitment, registration, campus orientation, course instruction, financial aid, academic

requirements, accommodation procedure, technological environment, student life, physical

accessibility and attitude towards students with disabilities.

4.6.1 Recruitment/Admission Process

When the researcher asked the participants to give their experiences with recruitment to the

Public Universities during the focus groups, most of them cited that they did not see any

materials from any of the Public Universities providing information on what accommodations

and services were available for SWDs; nor was there disability depiction on the university

application materials provided by the Joint Admissions Board (A, B). Most of the students at

University A cited availability of facilities for SWDs as a deciding factor in choosing to attend

the university. For instance when asked the question: “What interested you in attending this

university?” one of the students responded: “It is the only university that has facilities for PWDs

in this country and by pursuing a career in this university I can become what I want without

limitation” (A, P6.)

Also mentioned as an influence in choosing the university to attend were personal

recommendations (A). One student said the following about the way he got to know about the

University A where he is currently enrolled: “I got to know about it when I was about nine years

old through an uncle who attended the university” (A, Kd3).

An evaluation of the websites of the three universities indicated that only University A depicted

disability while universities B and C did not. Moreover, all the three university websites did not

have disability statements indicating that they welcome SWDs. Only University A, in its mission
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statement indicated inclusivity. University C cited that its staff occasionally visited the school for

the physically handicapped to let them know that they welcome SWDs.

One participant cited the frustrations that he faced in seeking an inter-faculty transfer (transfer

from one faculty to another) on medical grounds in B. The university did not accept the student’s

request to transfer from a Medical Degree course to Information Technology course, nor did the

university facilitate his inter-university transfer, which he opted for after the inter-faculty transfer

was rejected. This student was forced to dropout from University B and join University C, but as

a self-sponsored student; yet he had been admitted in University B through JAB, meaning that

the funding for his studies would have been subsidized by the government (C, FGD).

The researcher also investigated university requirements for SWDs; students from all the

universities cited that they were aware about affirmative action policy that ought to be applied in

admission of SWDs to Public Universities and that some of the respondents had benefited from

that policy. However, they felt affirmative action was not applied through since cluster point

requirements for specific courses were not lowered for SWDs. Thus, they could not be admitted

to degree programs of their choice. They expressed concern that with the same grades that JAB

had declined to admit them to degrees programs of their choice they were taken for those courses

through the self-sponsored programs, whose fees is too high for them to afford. A visually

impaired student recounted his experience regarding affirmative action:

…I got a B (in KCSE)…. So I applied for the self-sponsored program, for the degree in
Bachelor of Laws, and I was admitted. I reported to the university and a year after that I
received an admission letter from JAB offering me a place to University D to pursue a
Bachelor of Education degree. I fought for an inter-university transfer seriously; it took
me about two months. I came here (to University A) and tried to get an inter-faculty
transfer from SSP to JAB but I didn’t succeed. Therefore I opted to turn down the offer
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from JAB for Bachelor of Education and decided to pursue Law as a Self-Sponsored
student. Through that process there is something that was very notable: admissions for
persons with special needs was done at that time when I received my admission letter, but
there was no clear criteria for admitting SWDs because I had about 63 points which was
the cut-off at the time and I was told bluntly that I was not given any special
consideration, my name was balloted along with other students without disabilities. So it
forces you to the same strict cluster points just like the others (A, V6 FGD).…Really it’s
like you work so hard and when you pass well you are not considered like other students
who don’t attain the cut-off. Because for those who don’t attain the cut-off, the ones who
have disabilities, are considered under special criteria. But if you have a disability and
you meet the cut-off, that is 63 and above points probably, that way you will not be
considered. You’ll be balloted together with the rest of the students. So that exposes you
to the same strict cluster points just like the others (A, V6, FGD).

V6 ,  the same student, continued to recount his experience with recruitment to the university.

Personally because I pursued my issue, I even got the attention of the, secretary of Joint
Admissions Board, he told me point blank that the affirmative action is a shallow policy,
so probably what they can do is just strike it out of the other system and put in place a
criteria for special needs students that puts  …this student who gets ….and has a
disability does not feel disadvantaged for being admitted to pursue a course like the
others who are even being admitted with a C Plain, the female students with disabilities.
And also, the there is no rationale for lowering the cut-off points for JAB SWDs to C+
yet the cluster points for different faculties still remain the same. So that is why we end
up finding ourselves in one course, bachelor of education. I don’t know why they prefer
it. I don’t know why they like it even though people have diverse interests. And all others
who have different disabilities who are in different courses most of them are self-
sponsored (A, V6, FGD).

Generally, the respondents felt that it was unfair and quite a discriminatory practice for JAB to

deny them admission to degree programs of their choice just for the universities to admit them to

the same programs through the self-sponsored programs. They also pointed out that this practice

further discriminated against those students who had poor socio-economic backgrounds while

favoring their peers from rich socio-economic backgrounds, who are usually admitted to these

degree programs with similar grades. Figure 3 below shows the distribution of students

according to their fields of study. It also appears that students did not readily get assistance for
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inter-faculty or inter-university transfers; hence they had to struggle and undergo frustration as

they seek these services.

Figure 4.5: Students’ Field of Study

Figure 4.5 show that 64 out of 67 students responded to the questionnaire item that required them

to indicate their main field of study. Students with disabilities were enrolled in a number of

disciplines across the universities. A large majority, almost 60% were enrolled in education,

while a good number, (about 23 %) were enrolled in social sciences and humanities. This is

consistent with the responses from the students’ focus groups where they reported that, usually,

they were not admitted to their programs of choice in spite of the fact that they met the minimum

requirements for those courses. Instead, there was a tendency for JAB to admit them to education

and other social science courses and the humanities, though their interests were diverse. The

number enrolled in the prestigious fields such as law, engineering and science in general is

notably negligible. Low enrolment in some fields could be due to lack of accommodations as

illustrated by a student with orthopedic impairment in C who reported he had been enrolled in

medicine at University B but due to disability related challenges, he had to drop the course and
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enroll into a less rigorous one. He opted to enroll in Information Technology, which, he

explained: ” requires fewer hours of standing” (C, Ph, FGD).

From the foregoing, it appears that SWDs are often denied opportunity to pursue degree

programs of their interest despite the existence of the affirmative action policy. Moreover, these

students are not actively recruited to Public universities. This may explain, partly, the reason for

the low enrolment of this category of learners in the institutions of higher learning.

4.6.2 Accessibility of Programs

Accessibility of university programs was discusses at length in student focus groups. Across the

universities, the students cited that they were not admitted to the university at the same time with

their non-disabled peers. They had to wait for some months before receiving letters of admission.

The students said that JAB did not give them explanations for the delay in admissions. The

students reported that when finally they received the letters, these letters did not specify what

degree programs they had been admitted to and on inquiry from JAB, they were told that they

would be offered degree programs of their choice once they reported in the respective

institutions. They however cited that this did not turn out to be the case since the universities

declined to offer them their preferred programs on reporting. In some cases the programs were

not offered in some of the universities. One of the respondents made the following remark with

regard to University A:

They sent us letters of admission long after the non-disabled students had received theirs.
Like in my case, I had to visit the JAB offices to find out why I had not received a letter
of admission after waiting at home for a long time. Nevertheless, they told me that I
should go back home and wait for the letter, as they would be sending it soon. It was
however another long period of waiting. I was getting very anxious. Finally I received the
letter, but to a course I had not applied for. I really felt disappointed (V6, FGD).
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A student in University C who had a similar experience corroborated this:

I waited, waited and waited for the admission letter but I did not receive it until long after
the other students had received theirs. As if that was not enough, the letter did not specify
the degree course I had been admitted to. On consulting JAB, they told me to just report
to the university and I will be offered the degree of my choice. However, this did not
happen since during registration I was informed that the course of my interest was not
offered in this university. I was utterly disappointed. I therefore had to settle for a
different course, one that I had absolutely no interest in. I did this because I felt the
process of inter-university transfer would be cost me too much in terms of time and cost
(CP, FGD).

These responses are reflected in figure 4.6 above that shows fields of study of the students. The

responses from these students raise a critical question as to whether JAB carries out its mandate

of ensuring fairness in university admissions. It appears that SWDs are not afforded opportunity

to pursue programs of their choice; rather, they are pushed into any course that is available at a

given time, after their non-disabled peers have been granted the opportunity to take courses of

their choice.

A physically impaired student in University C felt that some units would be more accessible for

SWDs if taught online since they would not have to travel long distances to the lecture halls,

rather, they would undertake the courses from the comfort of their sofa sets thus reducing the

strain and expenses involved in traveling to and from campus to attend face-to –face lectures.

When asked the question: “What are the incentives for your university to recruit students with

disabilities?” most of the faculty said they were not aware while the administrators indicated that

performance contracting for Vice-Chancellors with the Ministry of Education was the main

incentive for the universities to recruit SWDs in the higher education institutions.
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4.6.3 The Registration Process

In all the three universities, no structured assistance was available for the students during

registration. The reaction of the students in describing this process was largely negative

This was a response from a physically handicapped student from University A:

…I came late to school, so I delayed in registration of my units. I came on Friday and
started on that task of registering units on Monday. As I went through the process, I was
very annoyed with what I saw. I went to computer center. One of the ladies there was
ready to assist me with the registration. I wanted to register for six units. I successfully
registered for five. I was told the sixth one that I wanted to register for was a pre-
requisite. I therefore needed to consult the offering department. So I went there but I was
also referred to another office, which I did. Here people spoke very badly. This office did
not also sort out my registration issue. I was sent back to the first department.
Registration of my unit has taken one month. It was resolved one week later. One week
later! I had given up! I had written a withdrawing letter. My roommate is the one who
persuaded me not submit it; because I was very upset, go here, go there, go to the
registrar aai…i! So I think they should do something because …like I remember that time
when we went to computer center I was with my roommate and two visually impaired
students. There was a girl in front of us so … she said to my roommate, if you have
decided to help them, why can’t you queue for them? She talked rudely… yes,
rudely…until my roommate was about to slap her. So a security man came and rescued
the girl … (laughter) (P6).

On the same issue of unit registration, a deaf student narrated his experience:

I had to visit many offices and stand in long queues for long hors. I did not experience
communication challenges because as I stated earlier, there was one person willing to
help me and still does up to today, the class representative. There was no interpreter for
me (A, SSI, kd3).

In University C, a student on wheelchair said:

…But they exempted me from queuing; but the services were slow. So if more students
on wheelchair required the same service at that particular time, we would still have to
wait long hours to be served. The level of efficiency was very low. They should have
provided separate registration for persons with disabilities. Imagine, if it took me a whole
day to register, how long would it have taken if we were three students on the
wheelchairs? It would probably have taken several days, so I think they should provide a
separate registration for students living with disabilities (FGD, Jp2).
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However, in University B students cited positive experiences as indicated by a student with

albinism: “…. When I arrived here at the university, I didn’t have to queue, …within ten minutes

I was through with my registration” (B, alb1). The student explained, “It was not specific people

who will assist people with disability but there was this church organization, the church chapel

that provided their members for guiding and directing us (Ua1).

From the students’ experiences cited in the foregoing, it appears that across the universities, there

are no prior arrangements to assist SWDs through the registration process. As such these

students have to struggle through, sometimes getting into friction with the non-disabled who feel

they should go through the process in a “regular” manner. Regular in this case means standing in

long queues for long hours since the services are usually very slow as has been indicated by the

respondents. It also appears that SWDs rely almost wholly on fellow student volunteers for

assistance throughout this process.

4.6.4 Campus Orientation

All the three universities conducted a general campus orientation for all students, but none

specifically for SWDs. Students in the universities were disappointed (A, B, FGD). The students

mentioned that there was a special needs desk manned by Kenyatta University Disabled Students

Association (KUDSA) but it did not offer much help in addressing the needs of SWDs. They

also cited that the director addressed the general student body for a few minutes during the

orientation. They however cited that the only useful information they obtained was that the

directorate exists but there was lack of useful detail. A student who attended the orientation in

University A had this to say about the address by an officer from the office of disability services:
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…It was more of an introduction; like we have an office, it’s called this; you’re welcome;
these are our roles. But you see we did not get to meet them during the orientation. They
just addressed us from the podium, with a microphone; there is that barrier. We did not
get to know them one-on-one. From up there I would be afraid to approach them because
I don’t know what type of a person you are (FGD, Ph8).

Some students cited that they never got to learn about the orientation; hence they were not able

to attend. One student said:

“In terms of orientation, I was not even aware there was any. I came to know later that
there was an orientation” (C, Jp2/c). A deaf student in the school-based program in A
also indicated that she was not aware of any orientation for students. Asked whether there
was an orientation for the students in her program she said: “May be it was there, I did
not go” (SSI, Kd1).

Some deaf students said though they attended the general orientation for “freshers”, they did not

benefit from it in any way since interpreters were not provided (A, SSI, Kd4). On the orientation

issue, a student in University C who has mobility challenges had this to say about the orientation

exercise:

… The movement …to go from one place to another to be shown the lab and all around
was hectic. They didn’t consider us because for some of us it would have been more
useful if we had been given brochures showing where the facilities are. That way, in our
own way, we could reach those facilities. Like in our class we rushed to a point down
there …to …it is a workshop which is quite a long way …and for me I cannot walk for
more than 500 meters, even 200 meters …so it was quite hectic to move to that… I had to
force myself…I usually use “Bodabodas” to travel around campus (C, Jph1).

4.6.5 Course Instruction and Testing

Majority of the students, across the three universities largely cited negative experiences with

course instruction. A student who is deaf related his experience:

Introduction to the units are done that is, objectives, course outlines, etc. But most
lecturers do not seem to care whether there are students with disabilities or not or how
these students get notes. Apart from a few who go to making sure we have notes or
provide course books i.e. ODEL modules, others do not seem to care. The other students
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are the ones who seem to help us, for example in obtaining notes, assignments, CAT
dates, any other information for example, make-up classes. It is mostly students who
inform us. Interpreters are not available in the university or I may not be aware of them if
there are any. Note takers are also not provided. We just copy notes from any student
since most of them are good-natured.  Television or any other screen has never been used
during lectures so captioning is not available (A, SSI, Ad4).

The same student also gave an account regarding his experiences with course assignments:

We are given assignments every week but the sources of information in the library are
few and not always readily available for the homework. In the Internet the information is
scattered so we are forced to dig deep i.e. use Internet only and not library books. The
lecturers keep giving us assignments that can only be tackled using information from the
Internet only. As for the classmates they seem to do the very same thing of visiting
websites only. The lecturers keep giving assignments that cannot be found on the notes
she dictates but only on the Internet. As for the library books they are not known to have
the information given by the lecturer (A, SSI, Ad4).

Another deaf student detailed her experience with instruction as follows:

During phonology classes, the teacher enters class, touches my nose, mouth, throat but
we understand nothing. The lecturers are willing to help us with phonology but they find
it hard. Stress, pitch, intonation and syllables are challenging because they all require
voicing. Dr. X could give us remedial lessons when she lived in the university. I inquired
whether I could have these areas waivered but I was informed these are cores hence they
cannot be waivered. Other lecturers too give us assistance. Oral literature is also a core
unit where we are required to learn about poems and riddles. We are also supposed to
carry oral research in this unit. We find this a big problem because we must audio record
ourselves during these assignments. Dr. X helps. She substitutes questions that require
oral responses with written assignments. Oral literature has been removed from high
school curriculum for the deaf. Lecturers teach us without informing the class the books
they are using. I suggested that they should let the hearing impaired students know the
reference books in advance (A, d).

From the above accounts by the respondents, it is clear that lecturers did not consider the fact

that there could be learners who do not acquire knowledge through the traditional teaching

strategies. Some of the students needed sign interpretation of oral information and vice versa in

order to benefit from the lectures while others would have benefited more if the course content

were adjusted to meet their special learning needs. For instance, in the above excerpt the student
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means that the lecturer, in assisting them to learn the correct pronunciation of words had to touch

their speech organs so they could know where articulation occurs. This was necessary because

the deaf students could not follow oral instructions. However, when they feel the vibrations at

the organs of speech, they are able to get some idea about how various sounds are made. It

therefore appears that this lecturer was very concerned in their learning and was very willing to

assist the deaf students in acquisition of the communication skills. He however lacked the

knowledge and skills in teaching the deaf in this area. It also appears that the students, though

they appreciated the lecturer’s effort in teaching them, found the experience quite frustrating

since they did not benefit much from the teaching strategy that the lecturer used to teach this

particular content.

Blind students also reported that they faced great challenges following lectures citing reasons

like high pace of the lecture, failure of lecturers to verbalize the content on the board and

PowerPoint presentations and the failing to explain the what diagrams and pictures displayed

were about. For instance, one of them said:

The lecturers talk too fast for us to make notes during the lecturers. They also keep
referring to the mathematical tables on the board without giving the details. They don’t
read the figures for us to write so if it is a trend we are supposed to recognize it becomes
impossible. Then they keep saying, “as you can see on my right”….and on my left….”
Surely we don’t see. Therefore at the end of the lecture we feel very frustrated that we
understood almost nothing from the lectures. Day- in day –out this we enter and leave
lecture rooms having learned almost nothing. It becomes even more worrying when
examinations approach and we don’t have notes to refer to during revision. So facing an
examination causes us a lot of anxiety (A, V6, FGD).

The above accounts by the respondents illustrate some of the barriers SWDs encounter at higher

learning. Clearly, the learning terrain sounds very difficult for these students. This is a clear
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indication that lecturers still use the traditional teaching strategies that do not put into

consideration the diverse student body in the Public Universities.

Faculty members corroborate the student’s responses in the foregoing across the university who

reported that they were not able to handle students with disabilities in their classroom. Some of

these faculty members indicated that they were willing to assist this category of learners but they

lacked requisite knowledge and skills.  For instance, in an interview with one of the members

who teaches a statistics-based course in University A, he had the following to say:

The blind students approached me after a lecture and informed me that they had not
followed the lecture that I had just concluded. I was very shocked because in self-
evaluation I felt that I had effectively delivered that lecture. When I asked them why they
were unable to follow the lesson, they said that it was very fast paced and that they could
not follow the information presented in the tables that I had drawn on the board. I
therefore offered to assist them catch up with the classmates out of class. However, I
faced enormous challenges basically because the course content was not in Braille nor
did I have any skills in writing or reading Braille materials. At this point I realized how
handicapped I was. It was very frustrating to both the students and I a sense of guilt
struck me at the realization that these students might not learn much in this course by the
end of the semester. The fact that there performance in the examinations might be
consequently negatively impacted, made me feel very helpless (A, FSSI).

When the researcher gave this lecturer an opportunity to suggest measures that could be put in
place to ameliorate the existing situation he said:

“…At least every lecturer in the university should be trained in the basic Braille skills to enable
us assist these students”.

The suggestion put forward by this lecturer is consistent with the responses of the students in

FGD that the university faculty should be trained in teaching SWDs.

With regard to examinations blind students reported that they faced difficulties reading statistics

questions due to the nature of the items. They said sometimes the tables are too long and often
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overflowed to the next page, which made them difficult to read and interpret as they were forced

to keep turning the pages. This back and forth action made them unable to grasp and remember

the figure in the table, especially where the question required them to identify a pattern or trend.

One of the students remarked:

It becomes very difficult to move up and down the long tables. It is even worse when the
table continues to the next page. Turning back and forth makes you forget what you had
read in the previous page. It is quite challenging to interpret the figure since unlike the
sighted classmates; we cannot see the figures at a glance. We have to first touch them on
the question paper, , one by one, and find the connection. This takes a lot of time. This
would be easier with a few figures, but when you have many, it is almost impossible. We
therefore often do not attempt this question, which is compulsory in some units, or we
just make a miserable attempt at it. That is why we often score poor grades in such
papers. We feel very disadvantaged, even with the extra 30 minutes (A, V6, FGD).

The above remarks indicate that students face challenges in accessing course content and

examinations due to lack of course content in preferred alternative formats and deficiency

amongst the faculty in knowledge and skills necessary to accommodate the needs of these

learners.

Furthermore, the positive experiences of the learners were determined greatly by the level of

disability awareness and individual’s knowledge as opposed to organizational guidelines and

supplies, which varied greatly amongst the Public Universities. Thus, as Tinklin, Ridell, and

Wilson concluded, although there were some accomplishments in providing supports to SWDs,

there was need for improvement in various as far as transitioning from the lower to higher level

of education, orientation and course instruction are concerned. Moreover there was need to align

these with systematized strategies to assist SWDs at the policy and practice levels within higher

learning. Retention is of great concern for SWDs as earlier indicated since this is a group at high
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risk of dropping out, or as Mugo citing Groce (2004, p.3) puts it, falling through the cracks”

(2010, p. 10). This finding is consistent with the findings by Tinklin and Hall (1999) in their

study on the experiences of disabled students in Scotland, that although there were some

indications of betterment in giving support to SWDs, obstacles still existed in Higher leaning, the

physical infrastructure, getting information in preferred formats and lack of disability awareness

amongst personnel.

4.6.6 Adaptive Aids and Adaptations in Teaching Strategies

Students were asked whether lack of accommodations had ever impacted seriously on their

ability to pursue a postsecondary education. An overwhelming majority responded that such was

the case. In some cases lack of accommodation by lectures was cited as a main reason, but in

most cases it was a combination of situations for instance, lack of accommodation and problems

with accessibility, that caused the student to consider withdrawing from courses and/or

programs. Many students commented on the lowered grades they had obtained in comparison to

their non-disabled peers as a result of lack of accommodation.

In the focus groups, students offered suggestions that might result in an improvement to services

available from the service providers at the university they attended. The most common

suggestion involved the provision of additional funding in order to hire more staff, which might

in turn, according to the students, increase the speed with which services could be procured and

the number of services that could be made available.
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4.6.7 Financial Aid

Financial aid is an important part in attending college. Students across the three participating

universities indicated that they were experiencing serious financial challenges and this was

impacting negatively on their academic endeavors. For instance, towards the end of an interview

with one of the participants, the participant seemed anxious. The researcher asked him whether

he wished to have a break. But he said “NO”. Then he told the researcher:

I need to go and prepare to go to my rural home before it gets too late. I have to take an
academic leave because I cannot raise fees for the semester. At the beginning of the
semester, I paid the little that my mother could raise. She is a single parent and struggles
to see that I get school fees. She tills the land in our farm in the village and sells some of
the little produce that she gets (C, sd).

The researcher then asked him whether he receives loan from HELB and he said “No”. The

researcher further asked him whether he receives educational bursary, to which he also replied

“No”. When asked whether his mother had raised the amount needed to clear the fee balance he

said:

“She does not have any money. As a matter of fact, I don’t know what to do. I know I
will not come back this semester.”  The researcher then asked him what that would mean
to his forthcoming exams and he said, “I have to wait until such a time that those units
are offered again so that I can take them”.

The researcher then sought to know whether the work he had put on those units that far would be

considered when he resumes his studies and he said: “No, I have to start all over again”. The

researcher then asked him whether he had talked to the administration about his financial

challenges, and he said:

“Yes, but they have advised me to take an academic leave and come back when I get money to
pay school fees”.

The above account by C, sd is consistent with the small number of respondents who indicated

that they received financial aid in the student survey.
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Figure 4.6: Frequency (%) Receiving Financial Aid

In the current study, only a small proportion, (18%) of the respondents reported that they

received financial aid to fund their education at the university. As Figure 4.6 show, the rest

reported not receiving any financial assistance. This is consistent with the responses from student

focus groups that they faced serious financial challenges at the university, most of them reporting

that they come from poor social- economic backgrounds and that they were currently not having

a job. It is also a confirmation of the responses from the Disability Services Survey that the

universities did not offer financial assistance to the SWDs.

The foregoing supports students’ responses that they faced serious financial constraints. The

students in other disability categories also said that they were unable to complete examinations

during the allocated time, since only the visually impaired get extra time on exams. The students

also indicated that they were unable to know the specific offices that could sort out their

problems related to their disabilities and had to move from one office to another seeking

assistance (A, B, C, FGDs).
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Figure 4.7: Frequency (%) Receiving Education Bursary

As per the data presented in Figure 4.7, it was evident that only 28.27% which presents less than

a half of the respondents received bursary.  The majority of the respondents who comprised of

71.43% stated that they did not receive bursary at all. The implication of this shows how SWDs

are disadvantaged in relation to financial resources, which ultimately may affect their retention

and progression in the universities.
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Figure 4.8: Frequency (%) Receive Financial Aid from University

Figure 4.8 shows that of all the 28 participants who responded to the survey question, “Do you

receive financial aid from the university?” only one reported in the affirmative. This contradicts

University A’s indication that it provided financial assistance to students that belong to the

disadvantaged groups. In the website of University A’S Financial Aid office, in the frequently

asked questions, there is a question as to whether one could apply for the fund even though not

an orphan but is very needy and the answer is that one can apply for the Scholarship since it is

actually meant for needy students (Kenyatta University, 2014). Thus a SWD who is needy

qualifies to apply for this scholarship.

Figure 4.9: Frequency (%) Receiving Financial aid from NCPWDS

From Figure 4.9 it can be seen that of all the 33 participants who responded to the survey

question “Do you receive financial aid from the NCPWDS?” only a negligible number, (6.0%),

indicated receiving assistance. This confirms the participants’ responses in the focus groups and

interviews that most of them never received any financial assistance from the NCPWDS, with

the majority reporting that they were not aware that the fund existed.



189

Figure 4.10: Financial Aid from NCPWDS Discontinued

Figure 4.10 indicate that only one student, who received financial aid from the NCPWDS, lost it

at one time or the other. This is an indication that the funding is unreliable, a confirmation of the

students’ responses in the focus groups.

Figure 4.11: Frequency (%) Employment

An overwhelming majority of the respondents did not have a job as Figure 4.11 indicates. As

such, they were not able to raise any funds that could ease their financial challenges at the

university. The few that indicated that they had a job were practicing teachers who attended the

school-based program.
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Figure 4.12: Frequency (%) Financial Independence

As figure 4.12 indicates, majority of the students who responded to the questionnaire indicated

that they are not financially independent. This implies that they depend on other people to meet

their financial needs. This was reported in the focus groups where the students said they have to

depend on their parents and other relatives, most of whom are living below poverty line, to get

little funds to subsidize their financial needs at the university.

Across the three universities, only 29 % of the 62 students who answered the survey question:

“Do you receive financial aid?” reported that they received financial aid while 70 % reported that

they did not receive any. Out of 63 students who responded to the question “Do you receive

education bursary, an overwhelming majority, 68 %, reported that they did not receive any while

only 27.3% reported receiving some bursary at one time or the other. Students indicated that the

awarding criteria for the HELB bursaries and financial aid from other granting agencies such as

the NCPWDS were not clear, pointing out that those students who were more needy either were

not granted any bursaries or got less than those who were less needy (A, FGD). The most

commonly cited source of finances for the students in the focus groups was HELB loan, which
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most of the students reported that they had received. However, they mentioned that the amount

that they received was inadequate considering that they needed to pay school fees and buy

specialized materials and equipment that they require to successfully undertake their studies.

This is necessitated, by their disabilities. They also indicated that the application process for

these loans was cumbersome and the awarding of the loans was unfair (A, B, FGD). The

following is an excerpt from a FGD that illustrates the views of SWDs on the funding of their

university education:

There is this fund from National Council, am sorry, am sorry I forgot that to mention
earlier. I should mention; we, we… were given, I think last year last year first semester.
…Because it is not something guaranteed maybe that’s why I forgot to mention. We
received the amount but this amount was very little. They however did not consider
whether a student was self-sponsored or a regular student. The amount of school fees that
students who join university through Joint Admissions Board (JAB) pay and the amount
self sponsored students pay are different. But my concern is that that amount is very little,
considering the total amount of school fees we have to pay and the amount that we
require for upkeep(C, FGD, Jph2).

This student went on to further explain that he had received Kshs. 30,000.00 from the NCPWDS

for the academic year. He went to further explain that there were delays in disbursement of the

amounts awarded to the students. He raised an issue with the criteria used to award the aid,

pointing out that:

The criteria of allocating this fund is not appropriate to me because when I went to
finance office to pay fees I inquired what amount of money other beneficiaries had
received from the NCPWDS and I was informed that two students were given Kshs.
30,000 each but some other students from the arid parts of the country were given
seventy thousand (Kshs.70, 000) each.

The students felt that the National Council was unfair in awarding of the financial aid because, as
he put it:

“I was surprised to learn that these students, who did not even appear to have any
disability, and were even living in an up market estate in Nairobi, were awarded more
than twice the amount that we, with even visible disabilities received”.
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The student therefore suggested that the NCPWDS should consider the type of disability and

extent of disability in awarding the aid.

What Jph2 is saying in the foregoing is that he is not clear about the criteria used by NCPWDS

to award financial aid to SWDs. He feels that the council should give due consideration to the

needs of individual students, which are largely dictated by the type and extent of disability. The

student, (C, Jph2), continued to explain that programming in the university where regular annual

semesters are no longer adhered to further exacerbates his financial needs since students were

subjected to compulsory crash programs, which they were unable to fund because HELB only

granted them loans to finance regular semesters, that is first and second semesters in a given

academic year. Reflecting deeply on this, which he referred to as “financially hectic situation”

He said:

“... if the aid that is provided by the NCPWDS would be increased and be guaranteed,
the financial burden on SWDs would be greatly reduced,”(C, FGD, Jp2).

From the above remarks, it appears that SWDs in Public Universities keep groping in darkness

hoping that they would find a source of financial aid that would guarantee them funding of their

education to completion. This seemed to be a really major concern for all the students. The study

also found that Kenya does not have a welfare system to support sectors of the population who

are less advantaged such as those who are unemployed, aged or have disabilities (DRPI, 2007).

4.6.8 Academic Requirements

Across the universities, substitutions for degree requirements were hardly reported. However, in

University A, a few students reported receiving unit waivers and assignment substitution (A,
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FGD, SS). Students in University A reported that their exams were adapted in certain units, for

instance, Communication Skills was adapted for visually impaired students (SSI) and unit

waivers granted (A, FGD). Nevertheless, a student on a wheelchair, in the same university, was

forced to miss an excursion because of inaccessible transport. With reference to fieldwork, she

explained the situation thus:

…Like we had one, we were recording our video, music video, so in my class we had two
groups, one doing a skit and the other one a music script. So I was in the music script. My
classmates decided they were going to record in Kahawa Sukari. So they said each one is
going to provide for their own transport. So from what they told me the place is not
friendly, “yaani” (that is) the road is rough. So I gave up. I did not go. I did not go for the
excursion, but because video shooting was done here in campus, I participated in the
shooting. (A, P6, FGD).

This account by p6 reveals that some class assignments are challenging for students on

wheelchair to undertake, not because of their disability, but due to lack of necessary services

such as accessible transportation. Consequently, these students miss out on important learning

opportunities.

Another student reported that she was not able to participate in science laboratory activities

effectively since the classes take long hours with too many tasks to be done, and this in

laboratories where the tables are too high for her to reach from a wheelchair. She explained that

in the high school that she had attended, she was able to engage in all the laboratory activities

with the rest of the class. However, that was no longer the case since she reported in University

A. She continued to explain that in the high school, a special table was provided for her from

which she could manipulate apparatus and specimens comfortably, and be able to record

observations. There was also staff to assist her whenever necessary. She explained her dismay at
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the realization that during laboratory activities she had to remain seated on her wheelchair while

her classmates were actively engaged in learning activities. She put it thus:

I was really shocked that everybody expected me to remain on the wheelchair and just
watch as they conducted the experiments. To everyone this appeared okay!

She went on to further explain the nature of the tasks and the learning environment:

…They’re very strenuous (the tasks)…doing two practicals (hands on tasks) in one
session. So they set up things on one side, and other things on the other side. And then
maybe you need to use something that will require a socket, so may be the socket is on
the other side of the room; so what happens is that movement you’re …you know you’re
going to read…like spectrometer, …then you have to move to water bath at another site.
So everything is usually all over the place. Most of the time I have to sit …catch my
breath then …see what others are doing … the lessons are really rushed (A, FGD Ph4).

The remarks of ph4 above highlight the structuring of lessons in her science classes, which

signify lack of accommodation for her disability. The furniture does not allow her to conduct the

experiments nor does the pacing of the lesson. Furthermore, the attitude of the instructor and the

classmates did not help the situation because they seemed to think that it was not necessary for

this student to engage actively in the classroom activities. What is of great concern also is the

fact that Ph4 seemed to have resigned to fate, she said:

“Anyway, I understand when my classmates conduct the experiments very fast. They
have to do so because time is always limited with too much work to do and therefore they
have to rush through so as to complete the exercise and submit reports to the lecturer for
grading.

From the above remarks by ph4, it appears that she had accepted this, that is, being a passive

learner, as the norm in a university laboratory.

4.6.9 Accommodation Procedures

Accommodation involves adaptation in order to ensure that the needs of SWDs are adequately

taken care of. Specifically, course accommodations for SWDs entail modification of materials,
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or testing procedures, as the goal, so as to assist this category of learners to achieve their

academic goals. This ought to be done in a manner that the standards of the academic program

are not lowered and the student is not afforded unfair advantage. Across the universities, some

students cited speaking to the lecturers directly in requesting for accommodation(s) and a few

lecturers provided accommodations if they thought a student required them. While some

lecturers provided the requested accommodations, students in two of the studied universities

cited that they had negative experiences with a number of lecturers (A, C). A student who has a

physical disability explained that she always made an effort to make notes during lectures, but

she could only do so for a short period as she got tired quickly, especially when a lecture was

fast-paced. She had therefore developed strategies in which to get notes, one of them was to

request for classmates’ notes after class which she would then copy later.  She would also

request for hard copies of lecture notes from some lecturers. She described her experience as

follows:

I have three lecturers who realized that I have that problem so they asked for my e-mail
address, which I gave them and they send me the notes through this address. Then not all
lecturers will do that…  some are harsh, wee…(A, FGD, P6).

Another student narrated what he had to go through to have his classes re-located from an upper

floor to ground floor where he could access the room on a wheelchair since there were neither

ramps nor lifts or elevators on the building:

I had most of my classes scheduled in the upper floor of a building. I could not get to the
classroom due to lack of ramps and the building had no lifts. So I requested the lecturer to
have this class relocated to the ground floor to enable me attend the lessons. However, he
declined, saying that it was not part of his responsibilities to allocate venues for classes.
He said that was the responsibility of the person in charge of drawing the timetable. I
decided to request the person in charge of making class schedules to relocate my classes
to ground floor of the buildings. But he also said that was not possible because it will
affect a lot of other classes. At this point I felt very frustrated and that like no one
understood my needs, and if they did, they did not care. I felt very infuriated and went
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back to the lecturer. I entered his office and looked at the timetable. I could see all that
was required was to switch the venues for his class with that of another. I took a pen and
switched the venues by myself. Then I left the office. From that day the changes were
followed and so I was able to attend my classes in the ground floor(C, FGD, JP2)).

At University B, visually impaired students also had similar experiences. They reported that they

had visited the Office of the Dean several times to request for Braille machines and each time

they would be promised that the machines will be availed in a short while. However, it was now

at the middle of the semester when tests were being administered and they had not received the

machines yet. Consequently, they were not able to take the exams together with their non-

disabled counterparts.

A blind student explained they had been promised that the Braille machines would be provided

at the beginning of the semester, just after they had reported in the university. However, they had

not yet received the machines, almost two months since reporting to the university. He explained

the situation:

Now we are in the middle of the semester and we have not received the machines yet. We
just attend lectures but we cannot take notes, yet lecturers are now administering tests.
How are we expected to prepare effectively for these tests without notes to make
reference? What bothers us even more is, we cannot take the test now, together with our
non-disabled classmates. In fact, we are really anxious. They say they will give us tests
later, once the machines have arrived. This is causing us a lot of anxiety. Why should we
take different exams from the rest of the students? When will the Braille machines ever
arrive? We asked the Dean whether they arrived the other day and he said they have just
awarded a tender for supply. A lot of questions have crossed our minds since our arrival
in this university, the one known to be the best university in the country. Did the
university expect us at all? If they did, why didn’t the university purchase these Braille
machines in advance? We are just here without an idea about what to do next without the
piece of equipment on which we really almost fully depend to be able to pursue our
studies.
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It appears that the blind students in university B had not yet settled to learning, one and half

months into the semester, whereas the non-disabled peers were fully engaged in learning.

Lecturers and other members of staff who refuse to make the necessary adjustments should be

held to account and appropriate correctional measures should be determined (West et al, 1993).

Students cited that they are forced by their financial status to take more units in a given semester

than they could effectively handle in order to reduce the period for completing their programs

and ultimately reduce expenses on the program. They were however concerned that their

academic performance is affected negatively whenever they have to take more units than they

felt competent to handle. They said if they had more funding they would take fewer units per

semester, as this would be more comfortable for them to handle. The students also said they

could not take fewer units per semester than the minimum set by the universities, as this is not

allowed by the university policy. Moreover, doing so would automatically disqualify them for

HELB funding later since their program would extend beyond four years that they were

supposed to complete the program.

University A had a draft policy, and the researcher was able to obtain a copy. However, most of

the students were not aware about the existence of the document, as they were not involved in

formulating it. However, a representative of the students was involved but the students felt a

wider representation was necessary since one student with a particular disability may not be in a

position to effectively articulate the needs of a group of students with diverse disabilities. They

suggested that student panels would have been more appropriate for involving the students in the

policy making process and this way they would feel a sense of ownership of the document. In all
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the three universities, students were not aware of procedures for requesting for accommodations

and actually all of them had not heard the word used before in this context until the time of this

research.

In University A, students cited that they were provided with accommodations such as Braille

machines, exams in Braille and large print. Some talking books were also available, courtesy of

volunteer readers. However, lecture notes and books were hardly available in these formats and

the blind students had to rely largely on sighted students to read for them when doing

assignments. Actually, the researcher did a spot check of the university bookshops to find out

whether they stocked reading materials in alternative formats other than print. Asked the

question “Do you have the print materials in alternative format?” The booksellers looked

surprised. The researcher asked them whether they have ever considered stocking them for the

visually impaired customers but they smiled, and said that the idea had never occurred in their

minds. This means the visually impaired students and other students who require instructional

materials in other formats do not find them in the university bookshops. They also cited

unavailability of these materials in bookshops outside the universities. This amounts to a

disadvantage for this group of learners compared to their non-disabled counterparts who easily

obtain the materials from the university bookshops.

The students appreciated that there was also a Braille resource center where they were issued

with Braille machines for use, and that examinations are brailed and transcribed.  However, the

visually impaired FGD responses on the topic highlighted the gap sometimes found between

accommodations and effectiveness of accommodations. For example, they pointed out that the
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Braille machines were inadequate and that the available ones often broke down while using them

in class, and even during examinations. For example, a student with visual impairment said:

I think the university should purchase Braille note takers instead of Braille machines,
which have become outdated and usually make a lot of noise in class. Sometimes they
make so much noise in class that some people don’t want to sit near you because they
know if they do, they won’t be able to hear the lecturer clearly. The Braille note taker
doesn’t make any noise and it is very comfortable to use since it is not very heavy and I
its price is the same as that of the Braille machine, or even cheaper (A,V10, FGD).

The students with visual impairments also suggested that the number of Braille machines should

be increased and that regular servicing should be done on them to ensure efficiency.

The dissatisfaction with the accommodations provided is also evident from the responses by

students in survey, Likert Scale items as shown in table 4.12 and 4.13 below.

Table 4.12 Frequency (%) Accommodation Selection Issues Opinion

I am satisfied… N/A (1) Strongly
Disagree
(2)

Disagree
(3)

Undecided
(4)

Agree
(5)

Strongly
Agree (6)

Weighted
Average

.…with the
manner in
which my
disability is
discussed with
me.

3 (7.9%) 5
(13.2%)

6
(15.8%)

2 (5.3%) 17
(44.7%)

5 (13.2%) 4.05

….that my
disability
related
information is
kept
confidential.

4
(10.5%)

5
(13.2%)

4
(10.5%)

2 (5.3%) 14
(36.8%)

11
(28.9%)

4.47

….with the
process used in
selecting my
accommodation.

1 (2.6%) 3 (7.9%) 7
(18.4%)

4 (10.5%) 10
(26.3%)

13
(34.2%)

4.53

….with the
training I
received

10
(26.3%)

3 (7.9%) 4
(10.5%)

6 (15.8%) 8
(21.1%)

7 (18.4%) 3.53
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Source: Students Questionnaire

Table 4.12 shows that only 10 (26.3%) out of the 38 students who responded to the Likert item

that asked them to indicate their satisfaction with the “Process in selecting an accommodation for

me” agreed while only 13 (34.2%) of them strongly agreed. Seven respondents (18.4%)

disagreed while 3 (7.9%) strongly disagreed and 4 (10.5%) were undecided. This indicates that a

significant number of the students were dissatisfied with the way accommodations are selected

for them. It is also important to note that a large number of students did not respond to this item.

This is because majority of these were not provided with any accommodation during the time

these data were collected. Actually, all the deaf/hard of hearing students did not respond to this

item, since, although they were in session, they did not have any accommodations. This was

confirmed during one-on one interview with them. Only students who had an accommodation at

the time of data collection were qualified to respond to subsequent items in that section.

It is worth noting that majority of the students who agreed and strongly agreed on the said item

are those who were blind/ visually impaired. The reason could be that majority of them indicated

receiving Braille machines and because they have been using that accommodation since they

were in high school, it worked for them even at the university.

Overall, a small trend was observed for students with visual impairments to report greater

satisfaction than the students with other disabilities. Out of 53 students who responded to Likert

….with the
effectiveness of
my
accommodation

0 (0.0%) 5
(13.2%)

8
(21.1%)

3 (7.9%) 15
(39.5%)

7 (18.4%) 4.29

….with the
accommodation
provide for me

1 (2.6%) 3 (7.9%) 7
(18.4%)

2 (5.3%) 17
(44.7%)

10
(26.3%)

4.76
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Scale items on accommodation satisfaction, 44% indicated that they were dissatisfied with the

accommodation provided for them, while 8% were undecided and 4% indicated it was not

applicable.

On satisfaction with effectiveness of the accommodation provided, of the 49 who responded to

the item, 55% agreed while 33% disagreed, and 8% were undecided, 4% indicated it was not

applicable. Though most students indicated satisfaction with effectiveness of accommodation

provided for them, it is important to note that during the discussion, it was evident that most of

the respondents were not aware of other alternatives, especially the array of assistive technology

currently available in the market.

Also, it is important to note that all the eight deaf students (100%) who took the survey did not

respond to the Likert Scale since they did not have any accommodations. This is also true for

students in other disability categories. These results should therefore be interpreted with caution.

Another issue that was discussed is examinations. Students with visual impairments felt

disappointed that they did not receive their examination grades at the same time with the rest of

their course mates.  A student made the following remarks regarding examinations:

But in the resource room for the transcription of the exams, something needs to be done.
All the exams that I have done and have been brought to this office for transcribing have
to always get delayed even after other people have received their results. I’m told to wait
because the scripts haven’t been transcribed, so they could be marked. Therefore there is
need to upgrade the services in this office. You get missing mark before you get your
mark…(A, FGD, V6).

The researcher asked V6 what he meant by “missing marks” and his response was:
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“ You don’t have your marks while others have their marks on the same, same units …if

you’re a Braille user you have to wait, sometimes even for two years, like I”.

Most of the visually impaired students said the reasons they always received their examinations

grades later than the rest of the students is that their scripts take time to be transcribed to enable

lecturers who cannot read Braille mark them, basically due to shortage of staff in the resource

center. They were also concerned that the transcriptions may not be accurate which could lead to

them getting under graded and felt it would be more appropriate for their exams to be marked by

staff who can read Braille. They suggested staff should be increased in the resource center to

ensure their exams are transcribed and marked in time to avoid the anxiety caused by the long

waiting periods.

A technical staff member who works in the disability resource room confirmed the above

remarks by V6. He reported that this section is understaffed and transcription becomes

overwhelming for them especially during continuous assessment periods and more so during

examinations. He explained:

We find it difficult to transcribe the work in time because we are only three working here.
It becomes very challenging for us especially during CATs and work during examination
time is almost unmanageable. I think the university should employ more people to enable
us complete the work within the expected time.

Data revealed that the studied universities did not evaluated the effectiveness of accommodations

as would be expected in “best practices” in provisions for services for SWDs at higher education.

Students cited that although they had declared their disabilities during application to the

universities, on reporting to these universities there was no indication from the administration

that they expected this group of learners in the respective institutions as evidenced by lack of
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assistance during registration and lack of accommodations during orientation as mentioned in

earlier sections. This was collaborated by the responses from administrator survey and interview,

which indicated that the universities did not have a comprehensive structure for evaluating

effectiveness of accommodations.  In summary all the parameters investigated showed the

following weighted averages, satisfied with the manner in which my disability is discussed with

me constituted (4.05) weighted average, satisfied that my disability related information is kept

confidential (4.47), satisfied with the process used in selecting my accommodation (4.53),

satisfied with the training I received (3.53), satisfied with the effectiveness of my

accommodation (4.29) and satisfied with the accommodation provided for me had a weighted

average of (4.76).

Table 4.13 Frequency (%) for Accommodation Issues Importance Rating

Selection Issues None
(1)

Little
(2)

Moderate
(3)

Important
(4)

Very
(5)

Weighted
Average

Training
required

7 (18.42%) 1 (2.63%) 3 (7.89%) 7 (18.42%) 20 (52.63%) 1.87

Task
Appropriateness

1 (2.63%) 2 (5.26%) 5 (13.16%) 9 (23.68) 21 (55.26%) 2.16

Cost to
University

8 (21.05%) 4 (10.53%) 7 (18.42%) 4 (10.53%) 15 (39.47%) 1.92

Availability 2 (5.26%) 3 (7.89%) 2 (5.26%) 5 (13.16%) 26 (68.42%) 1.71
Ease of use 1 (2.63%) 1 (2.63%) 3 (7.89%) 12 (31.58%) 21 (55.26%) 2.26
Effectiveness 2 (5.26%) 3 (7.89%) 3 (7.89%) 6 (15.79%) 24 (63.16%) 1.84
Independence 2 (5.26%) 4 (10.53%) 5 (13.16%) 6 (15.79%) 21 (55.26%) 1.97
Used by Other
Students

11 (28.95%) 4 (10.53%) 4 (10.53%) 9 (23.68%) 10 (26.32%) 2.16

Own Previous
Use

5 (13.16%) 5 (13.16%) 3 (7.89%) 7 (18.42%) 18 (47.37%) 1.97

Social

Acceptance

2 (5.26%) 2 (5.26%) 3 (7.89%) 7 (18.42%) 24 (63.16%) 1.89
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Specific

Disability

3 (7.89%) 3 (7.89%) 3 (7.89%) 3 (7.89%) 26 (68.42%) 1.61

Portability 1 (2.63%) 3 (7.89%) 4 (10.53%) 10 (26.32%) 20 (52.63%) 2.21

The information on Table 4.13 shows different weighted averages as per the different parameters

namely training required with a weighted average of (1.87), task appropriateness (2.16), cost to

university (1.92), availability (1.71), ease of use (2.26), effectiveness (1.84), independence

(1.97), used by other students (2.16), own previous use (1.97), social acceptance (1.89), specific

disability (1.61) and portability with a weighted average of (2.21).

4.6.10 Technological Environment

Across the universities, there is a lack of qualified individuals who understand adaptive

technologies and can train others on how to use it. Students in University A appreciated that

there was a special needs section set aside in the library. They cited availability of assistive

devices such as CCTV, and Braille embosser. Talking books are also available in this section of

the library. However, they were very concerned that the staff that is supposed to assist them in

this section lack knowledge on how to operate the assistive devices and the computer speech

software. One of the students said:

It was very exciting for us when we heard that JAWS has been installed in the computers.
We were very eager to participate in online classes and surf the Internet for information
for our assignments. Unfortunately, having the program in the computers has not made
any difference at all. We can still not access the course modules. The person in charge of
this section tells us that the problem will be fixed soon. However, each day goes by
without anything being done. The one who is said to be an expert in the area says there is
a problem accessing pdf documents. She is frequently called to come and fix the problem
but she never seems to be able to do so. Consequently we are unable to access the course
content and assignments and are not attending the online class either. We risk getting
disqualified from the class.

Students reported that they faced challenges accessing books and other sources of information. In

University A, a blind student cited that although some software has been installed in computers
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in the university library in the special needs section, they are still unable to access a course that is

taught online due to technical problems that there is no qualifies staff to fix.

Another student in the same university, appreciating that the university has provided computers

for students said:

The university has made a great attempt because it has very many computers. In addition
to that, Internet is provided in many places and we access it with ease. Referring to
accessibility of computer labs although this is partly a success and partly a weakness. At
one time they had put a notice up saying “this place is reserved for PWDs. So if a PWD
comes in while you are on those seats you’re supposed to surrender the seats however,
most people don’t comply. So unless someone like a caretaker is present to ask them to
give up the seats, they do not do so. Most of the times the rest of the students ignore the
notice. During the very first days there were people manning the computers and they
would ask someone “can you please excuse her?” but now you can get in and stay there
for a long time waiting for someone to finish their work before they allow you to use the
computer. To deal with this situation the initiative should have been reinforced. There
should always be someone to see that the contents of the notice are respected. Maybe
rules should be made barring these people from interfering with places reserved for
PWDs. One good thing is that there is enough space in the computer labs that allows for
movement of wheelchair. Referring to a friend who is an amputee on both hands she said,
“Sometimes you need to use two hands to be able to execute some functions, for
example, control-shift. Sometimes she can drag using one arm then she calls for someone
to help her. Suggesting what could be done to enable the student use the computer, she
said, “I’m only aware of mobile phones. You give commands using your voice” (FGD,
Ph4).

In University C, a student on wheelchair reported that he could not access the computers in the

university library since the tables on which the computers were placed were too low to allow his

wheelchair to roll under in order to enable him reach the computer.  Besides, the spaces between

the furniture in the computer laboratory were too narrow to allow him maneuver the wheelchair

around the room. As such, he did not use the computers at all.

From the above remarks by the students, it can be concluded that students faced significant

challenges accessing information through the modern technology in the Public Universities.
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There was a clear indication of existence of physical barriers and a lack of specialized personnel

to ensure access to facilities for this category of learners. Actually the students’ remarks were

collaborated by the remarks of a lecturer in the special education department of University A

who, in a casual conversation with the researcher said that the said department had acquired

some specialized equipment for teaching SWDs but these had been lying unutilized due to lack

of specially trained staff to operate the equipment.

From the foregoing, it appears that SWDs can hardly access information through assistive

technologies due to lack of support occasioned by a lack of trained staff to deliver the needed

services.  It also appears that with the advent of the Internet, there has been some kind of

motivation to introduce online courses for distance education. it is however unfortunate that in

the rush to design these courses and courseware, accommodation needs for LWDs have not been

carefully put into consideration at higher education. Technology assists PWDs to accomplish

tasks in day-to-day life with least assistance. A press release by UNESCO in concurring with this

says:

UNESCO is convinced that ICTs can help mitigate the digital divide and foster the
inclusion of persons with disabilities within an educational context as well as within
society as a whole. Inclusive and accessible ICTs can be used to address the needs of
persons with a variety of disabilities, to the extent that they encourage personalized
lifelong learning, employment and social participation (2014 ¶ 2).

From the above it is clear that UNESCO supports use of technology by PWDS as a way of

enabling them get integrated in educational environments and the society as a whole. However,

technology can also be a tool for exclusion of this group of people, if not well thought out.

Technology creates unexpected and under-critiqued (Lanier, 2010) forms of social exclusion for

disabled people.



207
It would therefore be right to conclude that technology is excluding this group of learners rather

than including them in postsecondary education. Lack of trained personnel to ensure accessibility

of computer technologies therefore seems to be a critical issue at higher education in Kenya.

4.6.11 Information Environment

Accessibility to information is critical for participation in learning for SWDs at higher education.

Information empowers. At higher education, ability to access the library, which is a very

important resource, is of uttermost importance for every student, including SWDs. Also, it is

important that every student is able to get information in a preferred format and in a timely

manner in order to keep abreast of what is happening in the campus and act appropriately with

regard to such information. A blind student in University B narrated his experience with

correspondence with the university prior to reporting. He needed to request for accommodation

within the campus before reporting. The university required every student to make this request

online. Regarding this the student said:

I was very shocked to learn that I would have to make an online application for a room
for two main reasons. One, I am computer illiterate hence I would not be able to use that
technology. Secondly, my home is in the rural area where there is no Internet. It meant
that I would have to travel to the nearest town, which was many kilometers away, in
order to access the Internet. After a while, it sunk that I would have to make the journey
to the town and fill then submit my request before the deadline. Getting bus fare to and
from the town was an added challenge since my I come from a poor family. Fortunately,
my parents tried hard and got bus fare and so I was able to travel. However, I was not
able to access the Internet due to my computer illiteracy. Attempts by the cyber café
attendant where I sought the services to assist me access the form online were fruitless. I
was therefore left with no other option than to travel to Nairobi and obtain the print copy
of the application form, which would be easier to fill with the assistance of a reader. I
therefore had to also look for bus fare, which was nit easy and when I got some I
travelled. I was able to get the hard copy, complete it and submit just before deadline.
This experience made me wonder whether the universities think at all about people with
disabilities when they formulate their policies. It was very disturbing and tiring to carry
out a task, which would otherwise be very easy. Something needs to be done urgently to
avoid such torture in future. Even now I am still computer illiterate yet I am in the
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university. I have not been given any opportunity to acquire even the basic computer
skills.

Regarding use of the libraries the deaf said that there are no interpreters to facilitate

communication between them and the library staff whenever they needed assistance retrieving

the materials. Ad4 put it thus:

Whenever I visit the library to search for materials for my assignments, no one talks to
me. They just look at me, then continue serving other students while I remain standing
there. When I sign to them, they do not sign or respond in any way. I feel very frustrated,
and then just walk out, as I cannot effectively locate reading materials without assistance.
Consequently I lag behind in doing my assignments and this ultimately impacts
negatively on my grades. Asked what he would like to see in the library, Kd4 said, they
should provide interpreters for deaf people in the library. That way we shall be able to get
necessary assistance and make use of the library effectively.

The wheelchair users reported facing barriers in moving around the libraries since the aisles

between tables and chairs are too narrow to allow easy movement between them. Also, the aisles

between the bookshelves are too narrow to allow movement of the wheelchair and sometimes

they step on other users toes and this makes them feel very guilty. They also reported that the

bookshelves are too high for them to reach the books they wish to read. The shelves are also too

low for them to reach books low on the shelves. They cited not receiving assistance in retrieving

the books from the library staff, and they are only lucky when a fellow student comes by and

assists them retrieve the materials that they need. They also said that the reading tables in the

libraries are inaccessible since they cannot allow the wheelchair to roll under. The same case

applies to the computer tables. A student in University C remarked:

” I cannot get my wheelchair under those tables. I have tried several of them without any
success” (Ph, FGD).
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Due to the prevailing circumstances, these students are forced to read in the hostels in a noisy

environment, not conducive for serious study. The computers are also, consequently,

inaccessible to this category of learners.

The blind students cited similar experiences where they were unable to retrieve materials from

the shelves since the shelf labels lack Braille signage and the print materials are also not labeled

in Braille. They have to always rely on friends to retrieve the materials and when none is

available to assist they get late doing their assignments. This creates a bad relationship between

them and their lecturers since they are often unable to meet deadlines.

4.6.12 Student Life

Accessibility is an important issue for some SWDs. Despite PDA (2003) regulations that public

buildings be made accessible, students at each university reported instances of inaccessibility.

Although small physical modifications were made as needed to facilities, such as constructing

ramps at the entrances of some buildings, students reported awkward access to or lack of lifts

accessibility in parts of their campuses, and even an inability to use the restrooms (C, FGD).

Actually, even the buildings constructed after the enactment of PWDS Act had their restrooms

inaccessible to students on wheelchair (A, B, C). Students appreciated that University A has a

main library, which is largely accessible, having both elevators and escalators. However, the

blind students were quick to note that there is no Braille signage for floor numbers. As such, they

are not able to identify their destinations (A, FGD VI). The respondents also appreciated that

there is a separate section for SWDS in the main library. The students who use wheelchairs were

utterly disappointed that the washrooms were not accessible to wheelchair users, yet this library
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was one of the most recently constructed buildings in the campus (A, FGD, PH). Most of the

sidewalks in University C were wide enough to allow space for both those on wheelchair and on

foot. However, they were generally too rough for wheelchair users. In universities A and B, the

paths are too narrow and rough, therefore moving on wheelchair along those paths is challenging

as one competes for space with pedestrians (A, B, FGD). The students indicated that they found

it quite challenging to move from one point to the other due to lack of ramps. For instance, some

buildings are constructed on higher ground than the surrounding grounds. University has

constructed some ramps in a few of these places to make them accessible for wheelchair users.

However, a student had the following comment regarding these ramps as he pointed to two of

them near where we were seated during the discussion.

Only very few of these have been constructed in the whole campus yet most of the
grounds are quite inaccessible. Even the few that have been constructed have not made
any difference, because they are actually not ramps, they are like waterfalls. I say this
because you cannot move down them on a wheelchair because they are very steep;
otherwise if you try to, you will just roll down and overturn at the bottom. Neither can you
move up without someone to push you on the wheelchair for the same reason, and they
would have to exert a lot of energy to get you to the top. These ramps are constructed
haphazardly, without any considerations whatsoever. No expertise is involved. I suppose
what will happen is that they will do many of them this way and later they will have to
demolish them when they realize they are not serving any purpose. I think a lot of funds
will be wasted and they will then tell us they cannot construct the ramps due to lack of
funds. These ramps, I think, are done just for the public eye, just for people to see that
something is being done for students with disabilities. For instance, the ramp leading to
the dais of the graduation square was constructed following insistence by the Director of
NCPWDS who was expected to visit the university at a later date(C, Ph1, FGD).

Participation in co-curricular activities is necessary at higher education as it helps to build an all

round individual. Students’ responses in a survey question to find out the extent of their

participation in activities at the universities revealed that a significant number did not participate

in any co-curricular activities. This is consistent with the students in the focus groups that they
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were unable to take part in out of class recreational activities because they were always trying to

catch up with assignments since they were not able to complete them quickly due to lack of

assistive devices, or they would be engaged in copying notes from classmates that they had

missed during class. The other reasons they gave was that there was lack of specialized facilities

to enable them engage in these activities, as well as lack of trained personnel in adapted sports to

assist them in sporting. Kuh and others (1991) reported that out-of- class experiences increase

students’ satisfaction with college, promote leadership development, and enhance opportunities

for career success. Schuh and Laverty (1983) found that participation in out-of-class activities

builds teamwork and decision-making and planning skills, which in turn promote postgraduate

managerial skills. In a 1989 study, Erwin postulated that participation in recreation programs

may advance students’ self-determination and ethical development and increase students’ ability

to get along with others.

Because many co-curricular activities promote leadership skills, SWDs ought to be able to take

part in these activities. Campus life, experiential learning, and sports and recreation programs

build self-confidence and leadership, facilitate interpersonal relationships, and promote career

development, which students will benefit from for the rest of their lives. Failure to facilitate

participation in co-curricular activities denies SWDs opportunity to develop in the areas of

teamwork, leadership skills, self-determination and ethical development.

Disability services staff should view disability as a part of overall diversity and see

accommodating SWDs as welcoming another historically underrepresented group to campus.

Staff who provide services to SWDs should view arranging academic accommodations as only
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part of this job; they need to collaborate with other campus professionals to ensure that these

students feel as encouraged to and have an equal opportunity to participate in out-of-class

activities as their nondisabled peers (Belch, 2000).

Figure 4.13: Frequency (%) membership in clubs and organizations

Figure 4.13 above shows that only about half of SWDs had membership in clubs and

organization while the others did not affiliate with either of these. This is consistent with the

students’ responses in the FGDs that they hardly had any time to participate in co-curricular

activities due to pressure for them to meet deadlines for assignments.

4.6.13 Physical Accessibility

Generally, students in University A reported that the general grounds were accessible to the

wheelchair users, as there were curb cuts along the roads and ramps into most building entrances.

However, regarding the footpaths one of the wheelchair users was quick to note:

“Zimeharibika”! (They are rough!); due to wear and tear holes have developed. Such
holes present a barrier when one is moving on a wheelchair. For instance, there is one
hole; I don’t know whether it has been filled yet. Once the wheelchair gets into it is
difficult to come out.
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The student went further to narrate her experience with classrooms:

“There are also places without ramps, for instance, the old library and there are some
classes scheduled there. So you always have to organize for relocation of such classes
and the rescheduling takes a week or so. You need to consult the department for
rescheduling. If the class is to be moved from upstairs, then all the classes will be
affected. For instance in the current semester that was the case. I talked to the chairman
of the department and he referred me to the lecturer in charge of scheduling classes. After
sometime …timetable changed venue from old library which does not have ramps and
the lift...I don’t know whether the lift is functional so the class had to be moved to
another venue which had ramps. This happened after almost five days. This means I
always miss classes during the period that I am struggling to have the venues changed. It
is really tiring and frustrating and makes me feel like I am not a part of this university (A,
FGD, Ph4).

Another student in wheelchair reported the following regarding accessibility of classrooms:

My case has been a bit difficult because they said it is difficult to change the timetable so
up to now they have never changed. All my classes are upstairs in old library, and I hope
next semester they will be able to consider. To deal with this I suggest they should take
note of those people with disabilities who are not able to climb staircases so that
whenever they make the timetable they have us in mind so that they allocate our classes
on the ground floor.

These experiences from the respondents suggest that students who are wheelchair users

encounter difficulties accessing class venues and therefore take time to settle to their studies, as

they have to struggle to have the venues changed to enable them attend classes.

4.6.14 Attitudes Towards SWDs

Students indicated that the attitude of the faculty and staff about disabilities needed to be

changed. Students reported negative encounters with some faculty members when they requested

for accommodations. This attitude was illustrated earlier by a student on wheelchair (A, FGD,

Ph6). Across the universities, students reported positive attitude from their non-disabled peers.

However, where working together in groups was required, most of the non-disabled peers were
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reluctant to include those with disabilities in their groups. A visually impaired student narrated

his experience regarding study groups:

We face serious challenges in units where we are required to do assignments in groups.
When it comes to forming the groups, the nondisabled classmates avoid us. They do not
invite us to their groups. The reason could be that they think we are foolish and will not
be able to make any contribution in the assignment. As such, it takes us a lot of time
persuading the non-disabled students to include us in the study groups. That means we
get late starting on the assignments and this impacts negatively on our grades. I suggest
that lecturers should assign students to groups rather than leaving it to students to form
them. That way we will just be assigned to groups and will be able to settle down to work
without wasting time (A, FGD)

A deaf student said the following in an interview:

I find it difficult to get into a group because I never get to know that we are required to
form groups because I have no interpreter during lectures. The hearing classmates do not
inform me. Maybe they don’t like to do so or they forget. When I manage to get
information from a friend, I request the others to allow me in their group, but they are
usually reluctant to do so but finally they accept me in. However, they don’t talk with me.
I just remain quiet during the discussion because I don’t know how to communicate with
them without a sign language interpreter (A, kd4, SSI).

Students suggested that faculty needed to be educated about disabilities and how they can assist

the students. They further suggested that disability awareness be conducted to broaden students’

awareness about disability issues as a part of an orientation about student diversity and its

importance to the university community.

Students also reported that they had negative encounters with the academic staff. A visually

impaired student, in a face-face interview recounted her experience with some lecturers in the

Special Needs Education department:

Often times I have had issues that I needed assistance to sort out regarding my academics.
Since I am a student in the department of Special Needs Education I felt consulting the
lecturers in this department would be the most appropriate since they have training and
vast experience in teaching students with special needs. However, I was rudely shocked
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to find that most of them are quite unapproachable. They would usually dismiss me
without listening to my problems. They really didn’t seem to care at all. These lecturers
are utterly rude and insensitive. This is contrary to what I expected when joining this
university and the department in particular. I had very high hopes that my challenges at
the university due to my disability would be easy to overcome since I was enrolled in
Special Needs Education department where there is expertise. Now, I never want to see
those lecturers any more, they are very arrogant! They have really frustrated me. It is
really unbelievable that these lecturers behave that way towards a student with a
disability (Blind, SSI).

Another student with albinism had a similar experience at the Special Needs Education

department. The student said:

I needed extended time for my continuous assessment tests since the time allocated to me
is never enough for me to complete the tests since I spend some of it in assembling my
specialized table that enables me to write the exam. At the beginning of the semester, I
reported my need to the office of disability services. The Director then referred me to the
Special Needs Education department to undergo a diagnostic assessment to prove
whether I really had a disabling condition. I visited the department and was able to talk to
the lecturer that I had been referred to. However, she kept postponing the date for
assessment. I got very exhausted visiting the office. It was now over one month into the
semester and I had not been assessed yet. I got very worried since the CATs were now
due. After more visits, the lecturer finally conducted the assessment and the results
indicated that I had a disability that required to be accommodated. She then wrote a letter
to the academic registrar and I was allowed extra time on CATs. I just wish there were an
easier way for me to have my disability related issues sorted out since currently I spend a
lot of time and energy following up simple issues. It is exhausting and at the same time
frustrating. My time for study is spent moving up and down, from office to office and this
has a negative impact on my grades.

These comments from the two students contradict what the Department of Special Needs

Education stipulates as one of its objectives “To provide leadership in Special Needs Education

(SNE) and advocacy for quality services for persons with Special Needs” (Kenyatta University,

2013).

The attitudes of other students towards SWDs can also be problematic. Members of the FGDs,

who gave examples of the goring encounters during registration in University A, described some
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non-disabled students as “rude” and uncooperative. Overall, it was suggested that the students be

given “sensitivity training” (A, B, C, FGDs).

From the foregoing, it is evident that students across the universities indicated that the

universities hardly provided the necessary accommodations to them, and the few that they

received were not appropriate. In most cases, the students just accepted the accommodation since

there were no options to choose from.

Disabled students’ own perceptions of their teaching and learning experience are clearly

important but often neglected (Goode, 2007); indeed the Public Universities gather no feedback

from disabled students regarding the support they receive from these institutions. The current

research explored in a qualitative way, the perspectives of disabled students. It aimed to examine

disabled students’ experiences of support in terms of barriers and enablers to their learning, and

to identify possible areas requiring improvement by the universities to support the learning of

SWDs. Apart from learning, all other aspects of student life were examined that is, socializing,

campus accommodation, sporting and leisure, transportation, and funding since these aspects can

impact on learning and academic progress. It is hoped that the findings of this research will

contribute to the progress of the public universities towards inclusion, acknowledging Goode’s

assertion that “cultural change in large organizations is gradual and requires constant monitoring

and continuous ‘effort’” (2007, p48)
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4.7 Gaps that Existed Between Policy and Practice Regarding Accommodations for SWDs

in Kenyan Public Universities

This section presents the gaps that existed between policy and practice regarding provision of

learning supports and accommodations to SWDs in Kenyan Public Universities. An analysis of

the responses to questions 1-4 is done to find out whether the universities implemented the

policies on disability that they have spelt out regarding provision of education to all, including

SWDs.

The studied universities, in their policy documents cited earlier, have stated their commitment to

providing quality education and training as their core functions. They also espouse values such

as inclusivity, access and equity in education for all learners. However, responses in questions 1-

4 indicate that a wide gap exists between policy and practice across the three public universities.

Student’s responses and data from other sources indicate that SWDs have been largely excluded

rather than included in the Kenyan public universities in all areas of curriculum. These gaps are

presented below:

4.7.1 Gap in Recruitment

Regarding recruitment, none of the universities sent out materials to let SWDs know that the

university welcomes all students, including those with disabilities. Neither do the universities

provide any details, in any format, of what accommodations and other related services they offer

to SWDs. The universities’ websites also do not depict disability nor provide vital information

on higher education to prospective SWDs. As such, these students are not able to make informed

choices when it comes to selection of institutions where they would wish to pursue their studies
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after graduating from high school. All the students who participated in this study indicated that

they relied on the information from friends or relatives in choosing universities where they

would pursue their degrees. This source of information may not be reliable especially when one

is making such important decisions.

The universities also do not apply affirmative action in admitting students to their programs of

choice. Since affirmative action is applied in admitting SWDs to the higher learning institutions,

then the same should be applied through, even in admitting the SWDs to degrees of their choice.

This does not currently happen hence most of the students have to register in different programs

because they do not meet the minimum points in required clusters. Consequently, the students

register in degree programs where they do not have any interest at all, with the hope that they

will have a chance to pursue programs of their interest at master’s level. The universities also do

not admit SWDs at the same time with their non-disabled peers. The former are admitted after

the non-disabled admissions have been concluded. That means SWDs have to wait at home

anxiously for their admissions while their non-disabled peers already know what institutions they

will be joining. Some of the SWDs have to visit the JAB offices several times before they are

issued admission letters, which is not the case with the non-disabled students. Most of these

students have to make these trips from their rural homes, an exercise that is both costly and

tiresome.

In the faculty survey, respondents were requested the most important products to develop in

order to increase recruitment, retention, completion, and graduation or transfer of SWDs at

higher education. Majority of the respondents indicated provision of scholarships to the students,
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provision of specialized facilities and an emergency phone for SWDs to enable them call for

assistance when in emergency situations.

4.7.2 Gap in Registration

The universities also do not provide any structured registration support for SWDs. These

students have to therefore struggle through the registration process, spending long hours on

queues. The students, some of whom have other serious medical conditions in addition to the

disabilities, are often tossed from one office to the other because they do not receive any

information in advance from the universities regarding where issues related to their disabilities

could be addressed and the staff that they find in the offices where they are referred also do not

know the specific offices that could address the students’ concerns. This takes SWDs through

frustrating and arduous experiences. The experiences of students who are deaf are even more

negative since they are not provided with interpreters during the registration exercise. They

therefore feel lost during the whole registration period and take longer than necessary to register

and settle down for classes.

4.7.3 Gap in Orientation

Data has also revealed that the universities do not offer effective orientation to SWDs. These

students therefore have to struggle by themselves in finding out locations for classrooms, lecture

halls, various offices and shopping centers. This again proves very tiresome and time consuming

for these students. The blind are particularly more affected in that they require some mobility and

orientation in order to be able to move about the campus on their own. The universities do not

even provide them anyone to assist them in mobility and orientation to the campus environment.
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Neither do these institutions provide tactile maps to assist the blind students find their way

around. The deaf too find this quite challenging since they are unable to communicate with the

hearing in asking for directions.

4.7.4 Gaps in Financial Support

Students with disabilities enrolled in the Public Universities hardly receive any financial support

or even assistance in seeking financial aid. Two of the universities cited that they assisted

students in seeking financial aid, but the students said the kind of support offered to them does

not bear any fruits since no useful details are provided to them. University A mentioned

providing financial aid to SWDs through an Orphans and Vulnerable Students (OVS)

Scholarship program. However responses to the question in the students’ survey: “Do you

receive financial aid?” indicated that only a few students received financial aid and this, is not

from the universities but from the NCPWDS. Also no student, across the universities, mentioned

receiving any financial aid from the university in the focus group discussions.

4.7.5 Gap in Accommodations and Other Auxiliary Services

Universities recognize in their disability mainstreaming policies that it is a legal requirement to

provide accommodations and other support services to SWDs at higher education. However, data

has revealed that there is very little effort by the universities in providing extra support to this

category of learners. This is quite evident by the types and range of accommodations and support

services that the disability service offices in the respective universities reported that they

provided to these students. The few supports the universities provide are mostly Braille

machines, which the students said are an outdated technology. In the three universities, students
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hardly receive any accommodations in course instruction and most of them do not, therefore,

benefit from lectures and class discussions. The deaf particularly, are the most affected since

lectures are mostly delivered orally, hence they hardly get to know what is being discussed

because they do not receive interpretation services or other alternative modes of communication

during the lectures. Without the needed accommodations and supports, SWDs find it extremely

challenging to follow the curriculum and perform well in their academics while their non-

disabled peers go through the same curriculum with fewer challenges. Thus, the playing ground

at higher education is not level, considering that SWDs take the same courses with their non-

disabled peers and performance in these high-stake examinations determines the chances of

getting a job after graduation. This is a clear case of inequality of opportunities at higher

education in Kenya, which should raise a lot of concern amongst educators and the government.

4.7.6 Gap in Information Environment

Across the universities, students indicated that they do not get access to information due to

various reasons. Those who use wheelchair said that the notices are posted too high on notice

boards for them to see and read. Students who are blind said that information is mainly presented

through print format on notice boards and they cannot read it and have to depend on sighted

students to read for them. Besides, those who friends have reported that the notices often get

destroyed before their friends could read for them. Thus due to the aforementioned reasons, this

group of students often miss on a lot of information, some of which is very important and they

cannot therefore keep at par with campus life. Deaf students said they miss on almost all

information provided orally, whether in classroom or out of class. Students in A also raised

concern that they were not able to utilize the library fully since it is located too far from their
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hostels and therefore they felt insecure to stay in the library up to mid-night, when the library

closes. They felt there were times when they were very pressurized by assignments hence needed

to spend more hours in the library doing research. However, they were forced to leave the library

earlier since the “tuktuk” services end at 5.00 P.M. They pointed out that they needed to access

the library as much as their non-disabled peers and suggested that the “tuktuk” service hours be

extended to mid-night as failing to do so would be discriminatory.

4.7.7 Gap in Technology

Though universities indicated that they were committed to adoption of technology, some

students cited that they were computer illiterate, and no arrangements were in place to train them

on computer use. The students also said that the universities neither provided them with modern

assistive devices, nor is technology integrated in instruction. The participants in the distance and

on-line courses reported that while they appreciated the flexibility of e-learning, most of the

courses were extremely inaccessible for those students who had visual impairment were

amputees. The main reason for inaccessibility was that during the development of these courses

the needs of such students were not considered. Students who are blind or visually impaired

reported dissatisfaction with the experience of online learning (A, VI, FGD). Students who are

amputees reported their inability to use the standard computer keyboards, as they require use of

fingers to operate the computer and a lot of force in striking the keys.

4.7.8 Gap in Students’ Welfare

Though the universities provided on- campus housing for SWDs, the students pointed out that

there is a lack of structure and coordination in allotting the single rooms to the students and the
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students are referred to one office to the next before they can be allocated the single rooms. They

also pointed out that sometimes they are not allocated the single rooms, instead they are forced to

have one roommate or more while students without disabilities are allocated the single rooms.

They cited sorting out accommodation issues is quite frustrating, tiresome and time-consuming.

Students in University A pointed out that there is a total lack of structure in addressing on-

campus housing for SWDs. A student who has both albinism and epilepsy recounted her

experience with housing at the university:

Apart from having albinism, I also have epilepsy. I often get very serious seizures,
sometimes in the night. When I recover from the seizure, I find that I am lying on the
ground, with pain all over my body. I think I hit myself on the bed and other objects in
the room. Though I often have a roommate, she does not know how to assist me. Other
roommates that I have had in the past are not willing to assist. I wish the university could
provide me with a bed designed in a way that it prevents me from falling off during such
times. I would also wish to be allowed to choose a roommate who is willing to assist me
when I get into seizure. Unfortunately my request to choose a roommate has been
completely turned down by the accommodation staff. They don’t seem to understand my
needs at all and sometimes I feel they don’t care either. I also wish there could be some
personnel in the hostels charged with the responsibility of checking on me and other
students who have epilepsy so they could offer assistance in a timely manner. Such
personnel need to be equipped with knowledge about epilepsy and with skills to offer
appropriate assistance to those with this condition (A, Alb, SSI).

The remarks by the student who has multiple handicapping conditions indicate that the student

had needs, which she felt, the university did not adequately meet. Notably, she was quite

disappointed that she did not get any opportunity to explain strategies that would help ameliorate

the challenges that these conditions posed in her life at the university. Consequently the

respondent felt the university was not concerned about her welfare and that the environment was

unsupportive of her learning. Therefore, she had to struggle to survive at higher learning.
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In University B students pointed out that those in the parallel program are not considered for on-

campus housing hence they have to live off-campus, a situation that makes attending school very

challenging for them especially because they use public transport which is not efficient. They

therefore get held up in the traffic jams and this makes them get late for their classes. Moreover,

by the time they are arriving at campus, they are too tired to effectively follow lectures.

Lack of reliable accessible transportation makes it impossible for some SWDs to undertake

academic trips; consequently the students miss out on what the rest of the class learns. This

category of learners is also not able to attend social activities due to transportation challenges

and this makes them feel isolated from the rest of the university community. The students are

also unable to participate in co-curricular activities due to lack of specialized facilities such as

fields/pitches, adaptive devices and trained personnel in adapted sports. Thus, the students are

denied the opportunity to develop as all round individuals. Traveling out of campus on personal

errands was also cited as a major challenge, especially for wheelchair users. The universities also

do not facilitate participation of SWDS in co-curricular activities. The students therefore hardly

participate in social events hence feel isolated.

Though the Universities conducted disability awareness campaigns, these are only done once in a

year and the students felt that these campaigns are not effective in sensitizing the university

community on disability basically because they are not well planned. There is a lack of

coordination and collaboration in the planning for the annual event, hence usually only a few

students with disabilities participate in the event, and hardly any non-disabled students and

university staff attend.
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All the three universities cited that they were concerned about the welfare of SWDs and

mentioned that they provide guidance and counseling services to these students. However, data

from analysis of documents from these institutions indicate that the counseling services are

offered generally to the whole student population, and none specifically to SWDs. Also the

universities do not offer any training on advocacy skills to these students. Thus the students are

neither aware of their rights nor do they know how to ask for these rights.  Actually most of the

students who participated in this study, across the universities, expressed concern that if the

respective universities got to know that they volunteered information in this study, they would be

victimized. Universities B and C did not facilitate formation of organizations for SWDs, which

are crucial in articulating students’ needs at higher education. Thus, students found it extremely

difficult to have disability issues addressed when they present them on individual basis.

4.7.9 Gap in Training Staff

Across the universities, faculty indicated that they experience challenges assisting SWDs

basically because they lack knowledge and skills on how to handle these students, yet the

universities cite in their policies that they will conduct training to equip faculty and staff with the

needed knowledge and skills in handling SWDs. The faculty further indicated that they do not

know who to consult regarding disability issues since there were no existing structures in the

universities in dealing with such issues. They cited that even where students receive some form

of assistance and supports, there is no structure in providing the needed supports and there is a

lack of coordination in provisions. The faculty also pointed out that there is a serious lack of

specialized facilities for teaching SWDs such as modern technology, particularly assistive

devices. They also mentioned lack of auxiliary services such as sign language interpreters for the
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deaf, and note takers for the amputees. This, they pointed out, makes it extremely difficult for

them to teach these students since they experience communication barrier with the deaf while the

amputees are too slow in making notes for the to keep up with the rest of the students, while

some are unable to make any notes at all.

Data from administrator survey indicated that except in University A, the other two Universities

did not have a unit that is responsible for the implementation of the disability policies.  In A,

there is a Directorate of disability services headed by a Director. Also mentioned was lack of

qualified psychologists to do diagnostic assessment. None of the universities mentioned having a

qualified psychologist who knows how to do fair, balanced, and useful assessments for learners

with disabilities at higher education settings. As a result, assessment quality varies across the

universities and creates inconsistencies and errors in accommodation services.

Students across the three universities indicated that faculty and other staff displayed negative

attitudes towards them as they sought accommodations. This finding is consistent with the

findings from the study by Fichten (1988) who commented that while professors, in general,

have "moderately favorable attitudes toward disabled students on campus ... their attitudes are

somewhat less positive about having such students in their own department" (p. 177).

From the foregoing, it is clear that though the universities state in their strategic plans that they

are committed to offering quality education and training to all, this is not the case because as far

as SWDs are concerned, these higher learning institutions hardly provided SWDs with needed

accommodations and related services. There is a serious deficit in program accommodations,
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scheduling accommodations, setting accommodations, presentation accommodations and testing

accommodations.

Generally, the public universities are still largely operating from charity and medical models in

providing accommodations to SWDs. There is a lack of commitment in the provision of

accommodations for SWDs across the three Public Universities. The supports are given at the

whims of the universities, not as a right to this category of learners. The impact of the existing

policies on disabilities is yet to be felt by SWDs who are struggling through the curriculum with

hardly any supports from their respective universities.

An analysis of data has revealed that there are wide gaps between policy and practice in

provision of accommodations and other auxiliary services to SWDs at Kenyan Public

Universities. Though the universities have some sort of policies on how to address disability

issues, the students are yet to feel the impact of these policies since their learning needs are

hardly addressed by these institutions of higher learning. This finding is consistent with that of

Riddell, Tinklin, and Wilson (2005) who pointed out that although institutions of higher learning

had disability policies in place as well as structures for addressing special needs for SWDs, there

was a clear discrepancy between the well articulated statements and practice, since students still

faced insurmountable challenges because their needs were not envisaged but were addressed on a

one by one bases, as the needs arose.

Literature reviewed indicated the poor status of provisions for SWDs in Kenyan Public

Universities (UNESCO 1997). This situation has not changed over the years as indicated by the

findings of this study that in one of the universities that was studied in the UNESCO project
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(1997), and which is actually the oldest of the three universities in the current study the situation

still remains the same. This situation may partly be explained by a lack of effective legislation in

this area. It is therefore hoped that with the provisions of the constitution the universities will put

in place the necessary measures.

However, based on the findings of this study there are several factors which institutions of higher

learning and the personnel involved in providing services to SWDs need to put into consideration

if they are to address potential inequities in educational, social, behavioural and physical

environment. In a related study, Ridell, Tinklin, and Wilson, (2005) found out that although

higher learning institutions had policy on disability in place and had established learner support

programs, there was a clear gap between the well articulated guidelines and service delivery, as

most students struggled to receive supports without prior arrangement. As such, the ideal of

creating fully inclusive institutions in which anticipatory adjustments are incorporated will

obviously require some time to accomplish. However, based on the findings of this study, there

are several factors that institutions of higher learning and staff supporting SWDs should put into

consideration to address potential inequalities in educational, social, behavioral and physical

instances. Indeed, this study has identified some critical issues for higher education institutions

to address, namely, that pre-registration support is fundamental; personnel ought to be devoted to

providing inclusive instructions; involvement of, with and recognition of students perspective is

necessary; it is obligatory for higher learning institutions to establish learner support units; and

individualized strategies must be incorporated. Thus, as Ridell (1998) argued, those involved in

according SWDs equitable opportunities in higher learning need to continue reducing barriers

gradually which will, most importantly, require a concerted effort in implementing the policies to

influence practice that allow flexible strategies in all areas of university life. Indeed, Konur
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(2007) suggested individuals with disabilities ought to have a chance to gain comparable

academic accomplishments to their peers without disabilities; and the issues raised in this study

have come directly from disabled students and would be a useful starting point for proactive

action.

4.8 Model for Provision of Learning Supports and Accommodations to SWDs in Kenyan

Public Universities

In order to enable Public Universities take a proactive approach in addressing disability issues,

this study proposes a prototype of provisions of learning supports and accommodations to SWDs

in higher learning. It takes a student-focused strategy anchored in the needs of SWDs as

expressed in the findings of this study. The methodological designing takes into consideration

the Universal Design of goods and services and individual accommodation approaches. As

earlier pointed out, universal design ensures that goods and services are accessible and usable by

as many people as possible to the largest extent possible (Mace, 1998; CAST, 2002) while

individual accommodation is based on the fact that no two individuals with disabilities have

similar needs although they may belong to the same disability category. Therefore

accommodations should be provided on individualized basis rather than providing blanket

accommodations. The social model of disability has also informed the design of this model,

basically its position that it is not the disability that disables an individual, rather the society by

erecting barriers in the environment that make individuals with disability unable to go about their

daily activities. As such, the society should remove those barriers and give opportunity to these

individuals to participate fully in the society independently and contribute to the economy. The

researcher emphasizes the important role of advanced Information Communications Technology
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(ICT) systems for the effective service organization, management, and provision.  Moreover, this

model impacts the learners’ scholarly surroundings and the accessibility guidelines within and

without the higher learning institutions. The central anchor of this model is the “Accessibility

Division” which provides a number of supportive services, systematized in a three-layer

structure based on their closeness to the learner: accessibility services direct with a direct focus

on the student, accessibility services dedicated to the student’s environment, and accessibility

boosting services.

A Diagrammatic representation of the model is provided below, which gives a general overview

of these layers of the prototype, along with their services that are described in the next section.
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Figure 4.14: Accessibility division provision model

(Generated by Agnes Wanja Wanjau. 2016.)

SDS Services addressed direct to students

SSE Services targeted to student’s environment

APS Accessibility promoting services

4.8.1 Accessibility Services Focused Directly to the Student (Level 1)

Services included in this level are those that directly touch on specific needs of SWDs. They

have an immediate impact in a number of their activities, that is: involvement in the instructive

process, exchange of information with other learners, the lecturers, and the university staff,
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moving from one place to another and housing accommodation, and interplay with their learning

environment such as lecture theatres, libraries, laboratories, wards, among others. These are:

4.8.1.1 Students’ Needs, Data Capture & Collation Service (SNDC & CS)

The very first contact of the disabled student with the “Accessibility Division” should be made

through the Students’ Needs and Data Capture and Collation Service (SNDC & CS). The service

will be responsible for systematic and detailed documentation of the needs of SWDs and the key

obstacles anticipated during their studies. Learners should be made aware about the Accessibility

Division well before reporting to the University via its website or during registration. They

should be encouraged to furnish the university with relevant disability-related data by filling in a

Students’ Needs and Data Capture Form. This form should be provided in various formats to

ensure every student can express their needs in their preferred format. The SNDC & CS should

be available to the students throughout their period of study at the university. The records can be

reviewed and altered as the student’s needs evolve.

4.8.1.2 Ability Diagnostic Service (ADS)

Trained staff of the Accessibility Division should meet with each of the learners with exceptional

needs, individually, after studying the output of the SN&DRS, and explore the accommodations

that may be appropriate for each of them. Together, they will carry out individual diagnostic

assessment in order to determine main obstacles through the educational process and figure out

ways to accommodate them. The ultimate goal of the ADS is to assign the services each

individual student with disabilities needs. This goal will be accomplished using the mapping of

the student’s accessibility needs with the services described in the prototype.
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4.8.1.3 Individual Assistive Technologies Service (IATS)

The IATS is supposed to provide basic support services as well as suitable apparatus for testing

and evaluating a wide range of Assistive Technologies (AT). Today, computer based AT are

meant to expand and upgrade the abilities of SWDs with the aim to autonomous and equivalent

scholastic involvement (Nedeljkovic, 2016). The AT could be made more accessible and

affordable, by utilizing AT software that is available free of charge. The learner’s requirements

for AT and the potential productivity of utilizing a particular AT ought to be assessed in view of

the ADS data. Individual AT ought to then be proposed or presented or even given free of charge

to the student. At that point, an individualized training, specialized assistance and guidance on

AT should be given by the IATS.

4.8.1.4 Transportation Service (TS)

The Transportation Service are necessary to provide means of movement for orthopedically

impaired students and any other students with specific transportation needs within the university,

out and back to the university, or commuting between home and the university. The students

ought to make a request for transport at the commencement of every semester and every

examination period. These services should include the use of special vehicles accessible to

wheelchair users. The staff of the TS ought to include drivers and an entirely committed

secretary.

4.8.1.5 Accessible Instructional Resource Service (AIRS)

The AIRS will have the task of changing instructional resources into accessible format, so as to

enhance fairness in access to information and knowledge more so for students who have

challenges reading regular print and those who have challenges accessing information in audio

formats. It will be necessary to outline basic steps for production and for requesting for the
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materials and subsequent procurement of the materials and their dissemination in alternative

formats.

4.8.1.6 Psychological Guidance and Counseling Service (P G&CS)

The PG & CS will provide psychological counseling to SWDs. For many SWDs feelings of

anger, frustration, hate, sadness or embarrassment may lead to psychological difficulties such as

depression, anxiety, and low self-regard. They may also experience additional difficulties such as

stress occasioned by poor communication skills, study and anxiety during examination periods,

difficult relationships, as well as behavioral problems such as drug and substance abuse.

Consequently, this category of learners with disabilities may require guidance on related to these

and other challenges in course of life.

4.8.1.7 Sign Language Interpreting and Video Relay Service, C-Print and Computer

Assisted Real Time Captioning (SLI, VRS, C-P & CART)

To guarantee accessibility for students who have communication challenges, the Accessibility

Division should provide SLI, VRS, C-Print and CART. Students who are deaf can request for a

sign language interpreter for the units they are enrolled in. The VRS service will address the

needs of learners who are profoundly deaf and those who are have partial hearing, severe speech

difficulties as well as those who cannot utilize the telephone for correspondence. This service is

meant to give prompt remote correspondence with fellow learners, lecturers and administrative

staff of the university.

4.8.1.5.8 Volunteering Service (VOS)

Volunteerism is a common practice, which is appreciated by many SWDs in higher education

settings.  Across the universities, it is clear that quite a number of SWDs rely a great deal on

assistance from fellow students who volunteer to help them in accomplishing various activities.
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As such, this practice should be promoted, but also guaranteeing that the services given by the

volunteers do not lower the quality of services to SWDs. They should also not compromise the

studies of the student volunteers. This service should encourage more students and other

individuals to volunteer assistance to SWDs.  A learner with a disability, who requires help on a

daily basis, can request for assistance of a volunteer through the Volunteering Service. The pool

of volunteers could consist of fellow learners or individuals living in the neighborhood. They

should be supervised by the Volunteer Services to assist and support SWDs in various activities

in the university. In recognizing the role of student volunteers in higher learning, Salend and

Yanok (1985) have suggested that students enrolled in special education programs be engaged in

providing guidance to students in the postsecondary environments who have handicapping

conditions as a component of the former’s monitored field practicum.

4.8.2 Accessibility Services Impacting the Student’s Surroundings (Level 2)

In the second level there ought to be services dedicated to modifications on the educational

settings that are vital for making the learning environment barrier-free. These services impact

directly on learner’s involvement in the instruction since they are concerned with general

accessibility of the institution’s premises, induction of those who offer voluntary services, and

institution’s workforce, developing procedures, and making available barrier-free libraries and

laboratories. The learner-focused strategy is still relevant in this level since a lot of stress and

precedence on the learner’s’ needs should be put on the implemented services. The services at

this level are:

4.8.2 .1 Infrastructure Accessibility Service (IAS)

The IAS will consist of staff specialized in civil engineering and mechanical engineering, who

should assess the accessibility of the university infrastructure, the general surroundings and
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motor vehicles to see whether they comply with the legislative regulations. The service should

also oversee development of new structure and buildings so as to guarantee they will be

accessible to individuals with disabilities.

4.8.2 .2 Barrier-Free Libraries and Laboratory Service (B-F L & LS)

The B-FL & LS will provide the statements on requirements with regard to infrastructure of the

university libraries and laboratories including accessibility of AT for learners with various

disabilities. It should also ensure that alternative computer access systems are availed for the

learners who need them.

4.8.2 .3 Procedures Services (PS)

Among the key services in level 2 is the PG. It will give guidelines and spell out standard

procedures in providing services to SWDs so as to ensure that these students are accorded fair

assessment and treatment during their studies with regard to courses and across departments.

Therefore the functions of the PS will among others be development of: (i) directions for the

provision of adjustments or modifications and auxiliary services in examinations or testing, as

well as materials and examination supervision adjustments, for instance, computers installed

with AT, readers and scribes, extra time on examinations, and separate examination rooms, (ii)

directions for the development of course content in alternative formats (iii) levels and standard

procedures for provision of services by the Accessibility Division.

4.8.2 .3 Personnel and Volunteers Induction Service (PVIS)

In the aforementioned services of levels one and two, a learner will touch base with the

Accessibility Division personnel, his/her academic counselor, and the other support staff. The

Accessibility Division will be obligated to educate this group about their additional

responsibilities. As part of that role, the PVIS will sensitize the general staff and lecturers on



237
disability issues. Case in point, faculty secretaries who serve SWDs will be trained on the most

proficient method to correspond with them utilizing various modes, how to give support to them,

the Accessibility Division's roles so as to advise the students accordingly, and they are

acquainted with the Students' Needs and Data Capture Form. Library staff, then again, will be

required to attend workshops on utilizing and exhibiting the accessible AT provided in the

libraries. The academic advisors for SWDs in every school/college ought to be educated by the

PVIS about the involvement in the courses; assessments and examinations plans, and any

optional choices for the SWDs. Lastly, all individuals offering voluntary services, ought to be

educated on the best way to help SWDs.

4.8.3 Accessibility Enhancing Services (Level 3)

Level three of the prototype incorporates activities that aim to propagate exemplary service

delivery and influence a large number of people in the society. The postsecondary institutions

will need to step up their effort to support accessibility programs within the campus

environment, the general education system and even to other organizations beyond the learning

establishments. This will be attained via various strategies such as web accessibility assessments,

gatherings and occasions, know-how propagation, and research ventures.

4.8.3 .1 Web Accessibility Appraisal Service (WAAS)

The main role of WAAS will be to see to it that all the university programs and correspondence

including materials posted on the university web pages, are accessible to all stakeholders,

including SWDs. This will guarantee that SWDs are not excluded in e-learning/distance learning.

It will also ensure fairness in information environment.
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4.8.3 .2 Events Planning Service (EPS)

Events whether formal or informal for instance, conferences, workshops, and so on, are key in

elevating the Model for Provision of Learning Supports and Accommodations to SWDs, The

Accessibility Division as well as the University itself. Such events give an opportunity for all

interested parties to meet, get acquainted with one another and exchange ideas, skills,

experiences and opinions.

4.8.3 .3 Expertise Dissemination Service (EDS)

The responsibility of the EDS will be to plan or take part in various forums in the area of

disability access, Information Technologies, computer technologies, and AT and inclusive

education. The activities of this service will therefore promote networking and joint initiatives

with other institutions and organizations with regard to matters relevant to specialized training

and disability-related programs for education. In addition, ADS distribute sensitization materials

to all stakeholders and community at large. This service will also be committed to designing and

manage the Accessibility Division’s website showing what services it offers, the model of

provision and the subtle elements of available AT.

4.8.3 .4 Research on Learning Access Service (RLAS)

The Accessibility Division needs to have some scientific personnel that will involve the Division

in conducting research aimed to promote equity in access to instruction for SWDs. Relevant

projects to ensure accessibility of websites, promote design of goods and services for all,

universal design for learning , incorporation of AT and so on will be critical as these will enable

the university to keep abreast of advances in higher education for SWDs and progressively

review their policies, programs and procedures to ensure this group of learners has full access to

and involvement at higher education.
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4.8.4 Implementation

For effective implementation, the proposed model of provision of learning supports and

accommodations for SWDs ought to be ingrained in the hierarchical and administrative structure

of the universities as suggested in the next two sections. This is crucial because the functioning

of the Accessibility Division will very highly dependent on the size of the institution and

administrative structure, and on the national policy and legal environment, Proposed hereby are

organizational and managerial structures for the Kenyan setting and suggestion to incorporate

them in depending on individual university’s requirements.

4.8.5 Organization

The proposed Accessibility Division should comprise four sections: Digital Accessibility,

Landscape and Buildings Accessibility, Transportation, and Psychological guidance and

Counseling. The current research focuses on the electronic access section for the following

reasons: first, the researcher believes that ability to utilize computer technology and digital

sources of information such as the internet and digital literature is the main tool for effective

study at higher learning nowadays. Second, information and communication technology and

Assistive Technologies are the most effective tools in ameliorating the impact of an individual’s

disability particularly in an educational setting, and finally, because it will be critical to

computerize most of the services the Accessibility Division is intended to provide.

Computerization means there will be use of cutting-edge information systems and

computerization which will be designed in order to promote, oversee, expedite, and enhance each

service. Permanent personnel should be employed in the Accessibility Division to ensure

effective delivery of services. There should be personnel specialized in various areas, including

electrical engineers in the e-access section, Computer Science, who should additionally be
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knowledgeable and skilled in accessibility. Other required personnel should be specialized in the

areas of electronic Documents, Sign Language Interpretation, and sociology for supporting the

Volunteering Services. In the Landscape and buildings Accessibility section there should be a

specialist in Civil Engineering and one in Mechanical Engineering, both incorporated in the

offices of the technical services of the university in order to enable them carry out their duties in

the most practical way feasible. Finally, in the Transportation section there should be some

drivers. It is important to note that the number of students served should dictate the number of

personnel in each of these sections and since this is bound to vary from one institution to another,

the university should hire them accordingly.
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CHAPTER FIVE

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

5.1 Introduction

This chapter presents the summary, conclusion and recommendations on the results of the

quantitative analysis of the survey together with the results of the qualitative analysis of the

interviews, focus group discussions, checklist and document analysis. It also gives suggestions

for further research. The study set out to examine policy and provisions of learning supports and

accommodations SWDs in Kenyan Public Universities. The findings of the study were expected

to offer valuable insights to the policy makers in education on significant considerations in

provision of needed learning supports to SWDs. The study adopted a descriptive approach using

a survey design in which a questionnaire was used to gather data from SWDs, faculty members,

service providers and administrators from Kenyan Public Universities.

5.2 Summary of Research Findings

The summary of the findings from analyzed data is presented under themes derived from the

research questions of the study.

5.2.1 Policies Pertaining to SWDs in Kenyan Public Universities

Despite the barriers in accessing and persisting in Public Universities, there are still SWDs

attending various programs. The present study has attempted to examine the state of policy and

provision of learning supports and accommodations for those SWDs in these institutions of

higher learning.
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Lack of functional policies on disability at higher education was cited as a major barrier to

provision of accommodation and other necessary supports to SWDs at higher education. This has

consequently resulted to lost opportunities for SWDs to excel in academics. This was indicated

by a number of sub-themes that have run throughout from the responses of the participants and

therefore need to be given particular attention. One of the overarching themes was the struggle

that SWDs have to go through to get accommodations and related services at Kenyan Public

Universities.

One of the key findings of the survey as well as interview with participants showed that two of

the Public Universities had written a disability policy. However the policies had not been

implemented. One of these universities had not released the policy to the public. The third

university still had its policy in draft stage. It can therefore be concluded that currently,

provisions for SWDs at these public institutions is not governed by any policies. This also

implies that the provisions are left to the whims of the universities. Analysis of policy documents

for the three Public Universities revealed that the issue of disability is scantly addressed at these

higher learning institutions. For instance, the documents lack admission policy and procedures

that specifically address the needs of SWDs. Clearly disability is not among the important

agenda of the Public Universities. The issues of SWDs in the Kenyan higher learning

institutions’ policies are highly overlooked. The current study has also revealed that there is a

lack of structure in providing accommodations and other supports to SWDs in the Kenyan Public

Universities. This is attributed by the fact that policies on disability have not been implemented

and that there is a lack of procedures and guidelines on provision of learning supports and

accommodations. As such accommodations are either completely lacking or are provided on a

charity model. Consequently, this category of learners face insurmountable challenges in pursuit
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of education in these universities, and some are forced to stay out of the university for some time

or drop out since they cannot undertake their studies successfully without appropriate supports.

The current study also revealed that disability issues are clearly not an important agenda of the

Public Universities. Though there are expressions of commitment in some of the policy

documents, there lacks a solid implementation structure across the universities. The existing

policy documents fail to provide explicit disability statements, procedures and guidelines for

accommodations. For instance, recruitment of students to Public Universities was a major topic

of discussion. Lack of effective recruitment exercise means SWDs do not get to know which

universities provided supports and accommodations for these students. Admission procedures

and criteria for SWDs were also not well articulated. The affirmative action policy was not well

spelt out hence students were not able to enroll in programs of choice.

Actually, this is further confirmed by the researcher’s encounter with various administrators at

the studied universities who said in an interview with the researcher that they did not know

anything to do with disabilities. Instead, they referred the researcher to lower offices where she

also found out that the junior staff was not aware of disability related issues. It was also very

worrying when administrators in the planning departments confessed that they did not know

anything about disability-related issues. On further probing on how they planned provisions for

SWDs they became uncomfortable and again referred the researcher to junior staff. Clearly, the

senior administrators across the three universities were not comfortable discussing disability

issues, except in University C, where one of the administrators gave the researcher an interview

and was very open-minded about the topic of discussion. These encounters raised a lot of
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questions in the researcher’s mind about what the current situation of the SWDs in these

institutions might be like.

5.2.2 The Range and Types of Support and Accommodations Provided to SWDs at Kenyan

Public Universities

The main role of learning supports and accommodations is to remove obstacles for SWDs and

ensure they can participate fully in all aspects of student life as well as to help minimize the

impact of their disability on their learning. Responses from the participants revealed that the

Public Universities provided a very narrow range of supports and accommodations for SWDs.

there was generally a lack of AT for SWDs in the Public Universities. In this millennium,

technology is available for use by all people and it liberates PWDs from dependency. In school,

assistive technology enables the learners to undertake the curriculum with least barriers and be

able to compete favorably with their non-disabled peers. Technology breaks barriers for these

students and enables them to go about their business normally. It therefore raises a lot of concern

that SWDs at higher education hardly receive support in form of technology and other auxiliary

services such as interpreters. The role of technology in learning of SWDs cannot be

overemphasized. While assistive technology is transforming lives of SWDs in most parts of the

world, it is of great concern that almost none is available for this category of learners at higher

education in Kenya. In the 21st century, the world is being driven by information and therefore

SWDs ought to be provided with the appropriate technology to enable them pursue their

education successfully at postsecondary level.
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5.2.3 The Views of Faculty Members Regarding Challenges Faced in Providing Learning

Supports to SWDs

An overwhelming majority of the faculty that responded to the surveys and those who

participated in the interviews indicated a willingness to give assistance to SWDs. However, this

has been hampered by their lack of appropriate facilities and knowledge on how to handle this

group of learners. Their lack of awareness on the needs of SWDs raises concern since these

students are part of their class and it is expected that they should be able to deliver the content to

them as effectively as they do to the non-disabled students. Most of the faculty members reported

having no knowledge of Universal Design for Learning. The findings were however quite

encouraging as some of the faculty indicated that they made effort on their own to accommodate

SWDs in distance learning. It is therefore incumbent of the universities to take advantage of this

good will and offer training to their faculty on disability issues in order to fully equip them to

teach all learners.

5.2.4 Views of SWDs Regarding Adequacy and Appropriateness of Accommodations

Offered at Kenyan Public Universities

The goal of accommodation is to make the curriculum accessible to SWDs without reducing the

standards and the rigors of the curriculum. One of the key findings in this study is that most of

the students reported that they hardly received accommodations and the few that they did receive

were not appropriate since the students were not involved in selecting them. The most commonly

provided accommodation was Perkingson’s Braille which the blind students reported to be an

outdated technology and which makes them social outcasts as it makes a lot of noise in class

making their non-disabled peers avoid sitting near them. Moreover, they pointed out that the
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machine was too heavy for them to carry around the campus as they move from one lecture to

the next in the vast university compounds with lecture rooms scattered far apart. Where students

had consecutive lectures, the situation was even more challenging as they would have to walk

long distances and consequently would often reach the lecture venues late. This meant that they

missed the introductory parts of the lectures, which are very crucial in understanding the rest of

the lecture. This gap in information, the students explained, impacted negatively on their

acquisition of knowledge and ultimately on their academic grades.

Another profound finding was that the deaf/hard of hearing students hardly received

accommodations at the Kenyan Public Universities. This is of critical concern considering that

this category of learners has communication difficulties that can only be overcome through sign

language interpretation and/or use of assistive technology. This raises a lot of concern since this

category of learners faces serious communication challenges and in absence of interpreters and

assistive devices they get completely cut off from classroom instruction and campus life in

general and this could lead to frustration and drop out.

The other barrier to full participation of SWDs in university postsecondary education was the

negative attitude amongst staff and fellow students occasioned by a lack of disability awareness.

Notable from responses of the students in the survey, focus groups and interviews is that SWDs

in Kenyan Public Universities undergo very negative experiences as they seek supports in these

institutions of higher learning. Arising from these responses were sub-themes such as “I was not

aware” “struggle”, “fight hard for”, “frustrations”, “give up”, “exhausting”, “tiresome”, “there is

no one to assist”, you are lucky to get assistance”, “no one seems to care”.
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The other of the major issues raised by the findings of this study is that SWDs face serious

financial difficulties due to inadequate funding. The students require extra funding to meet extra

expenses occasioned by having a disability such as expenses on assistive devices and medical

bills for certain conditions. Inadequate financial aid remains one of the major barriers to learning

and successful completion of postsecondary program for SWDs. Adequate funding would enable

students worry less about their next meal and instead concentrate in their academic work and

ultimately attain good grades to enable them compete in the job market favorably with their non-

disabled counterparts, and consequently live independent decent lives. Lack of reliable financial

support has impacted negatively on their academic performance.

The findings also revealed that the students faced emotional challenge such as frustrations on

daily bases in pursuit of an education in the universities. Lack of specialized facilities for SWDs

was cited as a major barrier to full participation of SWDs at higher learning institutions.

Consequently, SWDs felt isolated from campus activities due to inaccessibility of the buildings,

lack of information and a lack of specialized sporting equipment and staff to give training and

support in various sports.

Findings indicated a lack of equal opportunity for SWDs in the Universities. It suffices to say

that the degree to which equitability is actualized is an indicator of good practice. It should be in

the interest of a university which aims to getting recognized for good practice to adopt and

maintain a culture of full inclusivity. Although Kenyan Public Universities have shown some

effort to provide supports for SWDs, there is need for conscious effort and commitment to

provide accessible education to this category of learners as a matter of human rights rather than
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charity. A considerable number of students face enormous challenges as they request and receive

learning supports and accommodations. Educating service providers, administrators, faculty,

support staff and peers on supports, accommodations and the rights of PWDs would go along

way in reducing struggles for this category of learners at higher education. Absence of functional

policies and programming to enhance involvement of SWDs presents obstacles to full access by

diminishing the range of options available to these students.

5.2.5 Gaps that Existed Between Policy and Practice Regarding Accommodations for

SWDs in Kenyan Public Universities

The findings of this study have made it very obvious that Public Universities are currently not

applying any policy in providing SWDs the supports they require to successfully undertake their

studies at this level. Although intentions to provide supports to SWDs have been indicated in the

policy documents of the universities, there are obvious silences in that these policies do not spell

out what to provide, when, by whom, how and what are the consequences of not providing the

necessary supports. Still operating on the charity model of disability and the medical model, the

universities view students as needing handouts, which are dished when deemed necessary by the

university administration. The universities also view students with disabilities as having

problems that need to be “fixed”. Consequently, they have failed to understand that it is the

university environment that disabled this category of learners and therefore expect the students to

adjust to the hostile environments. Disability is culturally constructed hence university need to

shift swiftly from the charity and medical models of disability to the social model which

advocates a change in the environment to remove barriers that the society presents to people with

disabilities so as to enable then go about their day to day activities with least barriers. What the
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SWDs need is opportunity to pursue an education, rather than pity and a blame on their

conditions. Universities need to start viewing education as a human right, rather than a privilege

and consequently provide for the learning needs of SWDs to enable then learn and succeed in

their programs.

Universities should allow flexibility in their programs to enable SWDs to take the number of

units that they can effectively handle per semester since some disabilities and conditions make it

impossible to take the minimum prescribed in the University policies. HELB should also revise

its policies to allow SWDs to take more than four years, whenever necessary, while still eligible

for loan.

Responses to survey question on what difficulties the students’ experiences at the universities

indicated that these learners experience a wide range of difficulties, some students even reporting

experiencing multiple difficulties. Since some of these impairments are not visible then it is

likely that service providers do not cater for them in cases where students do not disclose them. It

can consequently be implied that SWDs face multiple challenges that hinder them from pursuing

their education at university. Though some of the students could be willing to disclose these

difficulties, the universities lack a structure that encourages such disclosure.

Several interesting findings from the descriptive information of the participants and the survey

questions have been presented above. First of all, it would be easy to think that the provision in

the Bill of Rights in the Kenya Constitution (2010) in itself has created an environment that can

accommodate the educational needs of SWDs but this is not true. The current status of policy

and provisions for learning supports and accommodation for SWDs at higher education is



250
worrying as it indicates the level of unpreparedness of Public Universities to receive and provide

for SWDs whose numbers are expected to continue increasing as more of learners in this

category are expected to seek admission from high school following implementation of

affirmative action policy and increased awareness of this group of learners of their constitutional

rights and the value of higher education.

5.2 Study Conclusion

This study was undertaken to help enhance the effort of the Public Universities to provide

accessible programs for individuals with disabilities.

This study finds that Public Universities lack functional policies on disability. Policies and

procedures on enrolment, admission, recruitment, and accommodations are absent in the Public

Universities. Thus, there is a lack of structure in addressing issues related to disability.

Consequently SWDs face significant challenges in pursuit of higher education as they have to

struggle to have their learning needs met. Public Universities provide very few accommodations

to SWDs, and some of the devices provided are outdated. Technology to enhance learning for

these students is almost absent in these institutions. Faculty members faced challenges due to

lack of awareness on disability. Thus, they are unable to provide the necessary learning supports

to this category of learners. The attitude towards SWDs is generally negative in the Public

Universities and this hinders their learning and interaction with the university community. This is

basically due to lack of awareness among faculty, non-disabled students and the university

workforce in general. Participants discussed a continued need to struggle with the institutions of

higher learning and lecturers for basic accommodations such as re-locating lectures to barrier

free rooms for students who are wheelchair users, and providing information in other formats
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such as Braille and large print. It would be more effective to serve learners at higher learning if a

more inclusive structure of assistance, well coordinated to assist SWDs, lecturers administrators

support staff and cohorts were established.

There are gaps between policy and provision of learning supports and accommodations for

SWDs. as such this sub-population is disadvantaged as there is lack of equal opportunity in the

learning institutions. Data also indicated lack of coordination in providing services to SWDs.

There is therefore need to establish disability services offices in each of the public universities to

address and coordinate all disability issues in these institutions. Disability services office need to

improve procedures to facilitate student’s disclosure of their disabilities to the service providers

as well as to faculty. This would facilitate the service provider and the faculty to provide these

learners with the needed learning supports.

Generally, the findings of the current study indicate that the status of provision for learning

supports and accommodations for SWDs in Kenyan Public Universities has not changed much

for a period close to two decades since UNESCO (1997) study. It can therefore be concluded that

Kenyan Public Universities have not done much to improve the status of SWDs at higher

education and this explains why most of the respondents in this study have largely cited negative

experiences in these institutions of higher learning. These findings are alarming since for most

SWDs, access to support services throughout their studies is critical to their ability to finish a

program in postsecondary education. Clearly, the universities have not recognized the diversity

of their student population as seen in their failure to apply the principles of universal design in

their programs, policies and practices and the general campus environments. Ironically,

Universities A and C recognize the need to apply these principles and state their commitment in
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their disability policies. Actually, question remains: since faculty are not familiar with the

philosophy of universal design as indicated by their responses in the e-learning survey, how do

the universities hope to apply these principles in providing higher education to students enrolled

in these institution, currently and those who will join later? The answer to this question by

individual universities defines whether SWDs in these institutions will have positive or negative

experiences at higher education, and generally, the degree of success in their academic journey.

Clearly, the Public Universities have hardly met the requirements of Section 54 of the Kenya

Constitution (2010). The failure to comply with the legal requirements has far reaching

implications on the education of SWDs as has been demonstrated in the findings of this study.

Consequently, the universities must move with speed to put measures in place to ameliorate the

negative impact of the current state of provisions for SWDs at higher learning. Towards this end,

the study proposes a prototype of provision for SWDs in Kenyan Public Universities with

emphasis on creation of an Access Division that will be responsible for effective provision of

accommodations and related services to learners with special needs in institutions of higher

learning. Implementation of the proposed model will go a long way in ensuring that SWDs

access, persist, and successfully complete their programs at higher education.

5.3 Recommendations

The following recommendations stem out of the findings of the student survey, student focus

groups, student, faculty and administrator interviews, as well as document analysis. The

recommendations are designed to address the gaps in providing accommodations and related

support services to SWDs within the higher education that were identified in this study. These
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recommendations are aimed to improving post-secondary educational accommodations for

SWDs. As earlier stated, provisions for SWDs are very critical for access, persistence, retention,

and completion of academic courses at higher education. The findings of this study have

demonstrated that these provisions are almost lacking in Kenyan Public Universities. This has

profound implications for education of this category of learners. As expressed through their

voices in the focus groups, interviews and the survey, these students had struggled and went

through frustrating experiences that made them feel excluded as they sought provisions in the

universities. They felt neglected, discriminated upon and denied their very basic right, the right

to appropriate education. These voices of SWDs are very clear, that they feel disadvantaged as

partakers in higher education in Kenya. They felt forgotten; they felt that nobody cared. Their

academic journey was so unbearable that some of them were forced to drop out of school at one

time or the other. It was a loud cry for urgent intervention; a cry for equal opportunity, indeed a

cry for what is rightfully theirs as enshrined in the supreme law of the land, The Kenya

Constitution (2010), an education that will open up job opportunities for them and consequently

a decent life, a life of independence, a dignified life.

In view of the student’s voices, and other respondents in this study, this study makes a number of

recommendations to the Kenyan government and government agencies and to the Public

Universities towards amelioration of the current situation of SWDs in Kenyan Public

Universities with regard to provision of learning supports and accommodations. These are

detailed below.
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5.3.1 Recommendations to Kenyan Government and Government Agencies

 The government should expedite the revision and enactment of the PDA to align the Act

with the Kenya Constitution (2010) and provide a comprehensive legal framework for

provision of learning supports and accommodations to SWDs in higher education. In its

current state, there are a number of silences regarding accommodations for SWDs

particularly in higher education. Those of great concern in this study are what

accommodations should be provided, to whom, when, how, by whom and the

consequences for failing to provide them. As a result students with learning needs have

continued to face very serious challenges in pursuit of higher education.

 Kenya Universities and Colleges Central Placement Service Admissions (KUCCPSA)

should effectively apply affirmative action in selecting students to be admitted to Public

Universities. All SWDs should be given opportunity to pursue programs of their choice

as long as they meet the minimum requirements. The affirmative action should also be

applied in choosing specific degree courses. Thus the affirmative action should also be

applied with regard to cluster points in qualifying for those courses. KUCCPSA should

also ensure that it admits SWDs to various Public Universities at the same time with their

non-disabled peers to avoid unnecessary delays in reporting to the Universities and the

anxiety associated with such delays on the part of SWDs.

 The Government should provide assistive tools, which are necessary in enabling SWDs

get required information from courses and libraries. The students also want the

government to allow duty free importation of AT to make them affordable to SWDs and

to the Public Universities. The government also should provide adequate funding to
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Public Universities to enable them provide accommodations and other auxiliary services

to SWDs.

 The government needs to train personnel in areas of disability particularly assessment and

AT to guarantee delivery of appropriate services to SWDs and that the right technology is

acquired and maintained at higher education.

 The government should provide more and better funding to SWDs. This essentially

means these students should be awarded higher loans than their non-disabled peers whose

needs are fewer than for those with disabilities. This includes more funds for computers

and assistive technologies. It also means streamlining the funding process and having

funding offices more accessible or even making one agency responsible for all funding

issues for SWDs. There is also a desire to make funding consistent throughout the

country and award amounts depending on individual’s needs as may be dictated by the

type and extent of disability since some disabilities are more expensive to cater for than

others. Setting up disability allowance fund is desirable, as this will guarantee availability

of financial assistance for qualified individuals with disabilities. Respondents indicated

that many staff in the funding agencies and the government do not understand the cycle

of poverty and thus do not understand what is required to break free from it. They also

felt that most of these staff do not understand disability issues hence they do not make

appropriate decisions on how much an individual with a disability needs to be awarded in

order to meet their financial obligations at higher education. Students with special

learning needs want the financial support agencies to be more flexible regarding reduced

course loads and the inability of some students to engage in part-time employment while
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pursuing their studies. The students indicated a strong need for scholarships and these

scholarships should be need-based rather than being awarded on academic or course load

bases. The students also recommend that universities should introduce work-study

programs where interested students could take up jobs in order to raise funds to enable

them supplement for their disability related needs such as medication and purchase of

personal assistive devices.

 Most students face enormous challenges in navigating higher education institutions due

to lack of learning supports and related services. As earlier indicated, the range and type

of services, supports, and accommodations, including technology provided to SWDs at in

Public Universities varies widely across the universities. There is critical need to

establish a minimum standard of quality of provision for all SWDs across these

institutions of higher learning. Specifically this study recommends that this urgent need

be addressed through the establishment and financial support to a National Technical

Support Center (NTSC) to work with higher education institutions in the country.

Considering the existing variations in the range and type of instructional and related

services provided to SWDs, this technical assistance would support the establishment of a

minimum national standard of support provision. The center would endeavor to establish

a national standard of educational support provision across institutions of higher learning

and could as well address the professional preparation of academic staff in universities.

Minimum professional requirements for all academic and support staff could be

established.

 The government should give funding to agencies to enable them produce instructional

materials in formats other than print or create such an agency that will provide
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instructional materials in appropriate formats, in case none currently exists. They felt

strongly that something must be done urgently to encourage publishers to produce

textbooks and materials in accessible formats. There is a need to enforce minimum

standard of accessibility. This includes promoting and enforcing universal design

principles in course materials.  It also means the government should encourage

institutions of higher learning to develop clear-cut policies and practices for working with

SWDs. Students with disabilities should be involved in formulating such policies. These

learners should give feedback on the policies and practices and the feedback should be

enforced instead of being ignored.

 There is need to encourage inclusiveness in the work place as well. Learners with

disabilities who want to go for attachment as part of their course requirement often have

problems finding a place due to negative attitude within the society towards disability.

The respondents expressed concerns that their education will not be of any benefit if they

are unable to engage in after completing their studies. The government and institutions of

higher learning, together with other agencies need to sensitize employers on disability

issues.

 The government should appoint disability coordinators in the Ministry of Education to

address disability related issues in higher education. Such a person should be trained in

Special Education and have experience teaching in the university so as to be able to

articulate disability issues at this level.
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 Respondents indicated that there is need for the government to work with the high

schools system to ensure that the transition between high school and higher education is

seamless and that the planning occurs in a timely manner.

 Finally, SWDs say that the government cannot afford not to educate them despite of

expenses. Without an education they would have to beg in the streets and thus become a

burden to the state and other citizens and unable to contribute to society. These students

have made it clear that they want to work and earn a decent wage.

5.3.2 Recommendations to Public Universities

In order to ensure effective provisions of accommodations and related services to SWDs at

higher education, the current study makes the following recommendations to the institutions of

higher learning

 Public Universities should formulate clear-cut disability policies that are consistent with

the Kenya Constitution (2010) and the CRPD to ensure that SWDs are entitled to the

required accommodations as mandated by the law. The policies should be reviewed as

necessary to keep abreast with what is happening in other parts of the world. The

following, among others, are the policy areas that require urgent consideration:

 To address issues related to recruitment and admissions, information about available

services for SWDs should be made widely available to potential applicants and persons in

contact with such applicants for example, high school career counselors. The Universities

should create materials and/or advertisements detailing the types and range of services

available and procedures for accessing the available services. These resources ought to be
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disseminated to secondary schools, technical institutes, teacher training colleges and

various disabled people’s organizations. Similar information ought to be conspicuous in

the universities’ calendars and in any other publicity materials advertising the universities

and the programs that they offer as well as in universities’ websites. Staff from the

universities ought to be among the team that visits high schools to seek applications from

the Kenya Certificate of Secondary Education (KCSE) candidates for instance, during

career awareness days. On the first meeting, the staff could explore with SWDs and any

teacher in the schools who is knowledgeable in Special Education the types of

accommodations that might be needed, for example, housing that is accessible on

wheelchair, and the procedures for obtaining them, that is, the person to be contacted. A

frank discussion during this initial meeting will be crucial regarding what types of

supports and accommodations will be provided or will not provided at the particular

university the student may be interested to join.

 Universities should provide procedures that will assist students to know what services are

available in the institution. To this end, the following suggestions are made:

 Students ought to be urged to disclose their disability before reporting to the university. They

may provide this information as they apply for admission or once they have been accepted.

Disability disclosure will facilitate provision of appropriate accommodations and other

auxiliary services to these students. For "non-identified" SWDs on campus that is, deliberate

effort ought to be put towards ensuring that individuals who interact with these students

know where to refer them for help. Information regarding the services offered by the DSO

ought to be provided in university publicity materials in accessible formats, for example,

university newsletters, and websites.
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 Each University should employ a full-time Director for the Accessibility Division. Such a

person should be qualified in disability. The higher learning institutions should also employ

Persons with Disabilities Act coordinator, who will ensure compliance with the accessibility

requirements. Both these officers should be hired on a permanent and pensionable basis to

ensure continuity of service provision. This study also recommends that Universities should

hire staff who are qualified for Disability Office so that they are able to identify the needs of

the students and create awareness among the staff of the university regarding the difficulties

that their SWDs usually face.

 Universities ought to provide academic staff with adequate knowledge and skills in handling

SWDs. This means Universities need to review their teacher training programmes to include

inclusive education, and give particular emphasis on “Design for All” (European Institute for

Design and Disability, 2009) rather than the traditional strategies in special education where

teachers are prepared to handle only one particular category of disabilities. Lecturers in the

universities should be better educated on disability needs and rights of accommodation; in

turn, they need effective support to teach in a variety of learning styles and to make other

appropriate adjustments. Training in universal design would go a long way in accomplishing

this. The prevalence of negative attitudes towards and low expectations of SWDs was also a

major topic of discussion, as a barrier to success of this category of learners in postsecondary

education. National and institutional service providers can change these attitudes. Mentoring

by the academic staff and help from other students would enormously promote success in

higher learning for SWDs. Universities could tap on the said resources, especially where

mentorship programs exist, for both students and lecturers. Diversity workshops and training

for incoming students (“freshers)” should include disability issues. It would benefit the
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education of all students to gain information about the necessity and potential availability of

learning supports and accommodations for SWDs. The Ministry of Education in consultation

with the higher education institutions should establish minimum standards. For the faculty

already in the Universities, in-service training should be conducted to equip them with the

necessary knowledge and skills. Such training should be made mandatory and incentives

should be provided for undertaking the specialized training. Lecturers should be provided

with the assistive tools that they require and options in student assessment and for evaluation.

 All Public Universities should audit the types, range and appropriateness of learning

supports, accommodations and other services for SWDs regularly and continually to

guarantee effective support for the students. Such audit ought to be a key component of

institutions’ internal review and should incorporate input of SWDs.

 In order to  decrease students’ reliance on services from the Accessibility Division, staff

should assist the students towards achieving higher levels of autonomy, that is, to "empower"

them to be able to advocate for themselves. The following approaches may assist in this

process:

- The Universities should provide funds to the Accessibility Division for the purpose of

providing orientation programs for both incoming and continuing students. Specific

courses for example, study skills courses, and other courses that stress self-advocacy and

appropriate interactions with faculty and other university staff will be beneficial to all

SWDs.

- Universities should provide adequate financial support to service providers to enable

them to provide more effectively support to SWDs. Sufficient budgetary allocations by
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the university administration is necessary to enable hiring of necessary personnel and to

acquire facilities required to meet the needs of students. In the eventuality that there is

budgetary downsizing, the Disability Division personnel should be proactive to ensure

that the proportion of funds allocated is not reduced to levels that would compromise the

academic performance of the students. It is also important to ensure that whenever there

is need to engage volunteer services in provision of the services, Disability Division staff

induct them on how to work with SWDs.

 Universities should put into consideration the needs of  SWDs in all deliberations related to

physical infrastructure, instruction, testing and examinations as well as admissions.

 The Universities to address the need for qualified lecturers and support staff for SWDs in

higher education institutions. University staff must get informed about the needs of SWDs..

The universities should regularly conduct in-service courses, seminars and workshops for all

lecturers and support staff who lack training in this area. Sensitization of staff at all levels in

universities is a key recommendation by SWDs. This included holding lecturers accountable

for their actions. Students with disabilities have stated that too many lecturers do not know

how to teach, since they had not received professional training in teaching. They were

therefore ignorant in pedagogy.

 Universities should establish a team of specialists at institutional level to plan and conduct

training, gather data, and prepare reports about SWDs. The members of this group should be

knowledgeable in disability issues and dedicated in championing the course of SWDs.

 Students experienced great measure of stress and anxiety in accessing course information and

needed learning supports. As such, it is necessary to empower students to be self-advocates,
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both individually and as a group in instances where they encounter discriminatory practices.

Moreover, there should be a staff member in each department to advance their rights. This

would not mean students would be prevented from pressing for their rights, but it is

recognition that individuals are needed to support students at various levels within the

managerial pecking order. Such a position could be an augmentation of the coordinating role

proposed by students and detailed above. An advocate could be immensely helpful in

diminishing student stress levels and anxieties, and saving time when students encounter

challenges in obtaining information. Failure to afford students equal opportunity amounts to

denying them their human rights. In spite of the fact that there may not be clearly stated legal

guidelines and that PWDs may not have full backing of the law, yet that is an unacceptable

justification for failing to afford them equal rights on the same basis with peers without

disabilities.

 Universities need to form stronger relationships with various agencies such as the Kenya

Union of the Blind (KUB), Association for the Physically Disabled of Kenya (APDK) and

the Kenya National Association of the Deaf (KSDC) and similar international agencies in

order to keep abreast of the developments across the country and globally.

Below is a summary of policy areas that, among others, the Universities should give

consideration.

Table 5.1: Policy Areas for Kenyan Public Universities to Address

Policy Area Consider How to

Pre-entry, entry and admissions • Recognize the obstacles to access.

• Establish individual needs of students.

• Inform prospective students about available
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learning supports and accommodations.

• Encourage individuals to self disclose their
disability as a desirable and rewarding
option.

Physical access • Apply universal design in construction of
new buildings and general campus
infrastructure.

• Identify the architectural barriers in old
buildings and barriers in general grounds
and remove them.

• Identify barriers that can be removed with
little effort and take immediate measures.

• Deconstruct existing obstacles instead of
just getting ways to maneuver around them.

Teaching and Learning • Foster universal design of courses,
programs, and instruction, and clarify ideas
of “fairness” in assessment.

• Create awareness regarding the obstacles
that result from unsuitable strategies.

• Promote staff development on disability
issues.

Support Pastoral

• Support the crucial functions of the
Coordinator/Director of disability services.

• Promote awareness of disability issues
amongst staff.

• Enhance communication amongst
collaborating institutions, organizations and
personnel.

• Give required guidance pre-entry, during
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In order to facilitate implementation of the above recommendations for effective service delivery

this research proposes a model for provisions of learning supports and accommodations to SWDs

at higher education. This is detailed below.

5.4 Proposed Model of Provisions for SWDs in Higher Education

Findings from the responses of the participants in the current study indicated that the basic needs

of SWDs in Kenyan Public Universities are: Accessibility to: interpersonal communication with

the members of the university community, particularly the lecturers; housing/the general

surroundings of the university; the printed or electronic instructional resources; the board and

presentations in the lecture rooms; exams/tests; the information and online courses / WWW

course, and pre-exit.

Finance • Involve SWDs in work study programmes
to supplement funding from HELB.

• Assist SWDs to seek alternative sources of
funding for instance, scholarships.

Technology • Identify suitable and affordable assistive
technology to aid students.

• Develop and implement training
programmes appropriate to the technology.

Monitoring • Effectively evaluate provision for SWDs.

• Incorporate students’ input in procedures
for monitoring of disability provision.
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content; guidance and counseling; extra-curricular activities, and representation in the university

governance.

Data from the administrator survey also revealed that the universities do not have a unit that is

responsible for the implementation of disability policies. In order for the universities to meet the

aforementioned needs of SWDs, it is incumbent on these institutions of higher learning to create

structures to effectively address these needs. The researcher therefore proposes creation of an

Accessibility Division, which will facilitate access to academic studies for SWDs and address

other needs of this group of learners while they pursue postsecondary education. This should be

done through environmental modifications, provision of appropriate assistive technologies and

access services. Towards this end, there is need for the universities to engage in thorough

planning, put in place appropriate organizational structures, and recruit human resources with

specific expertise. There will also be need for advanced technological support, concerted

implementation effort, and effective evaluation to ensure efficient functioning of the division.

The services of this division could be duplicated in campuses of the respective universities to

ensure that SWDs enrolled in these campuses also receive appropriate supports and services. It is

clear from the findings of this study that the Public Universities provision to SWDs is based on

the long traditions of charity and medical models as opposed to the human rights approach

envisaged in the Kenya Constitutions 2010) and the international conventions and agreements

that Kenya is a signatory. One of these conventions is the Convention on The Rights of Persons

with Disabilities (CRPD), which is fashioned after the social model of disability. As such, this

research urges the universities to view disability through the social model lenses and apply the

same to guide provisions for this category of learners. From this perspective, educators need to

understand that as Goyal (2012) argues, “One size does not fit all”. The dominant teaching
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traditional strategies and school environments are not suitable for every learner since learners are

diverse, and so are their learning needs.

5.5 Areas for Further Research

The study of SWDs and their status in higher education is a quite recent area of investigation,

globally and especially in Africa; therefore wide gaps in the knowledge base exist. In view of the

findings of this study, several areas of further research emerged. These are listed below:

1. The experiences of SWDs should be assessed at all levels of the Kenyan education system.

This should include the private educational institutions. The researcher believes that

knowledge about LWDs and PWDs in Kenya is scarce. Therefore, it would be very essential

to document thorough and systematic views and experiences of SWDs from their own

perspectives, and placing them in the context of current developments in Kenyan system,

particularly, in relation to Kenya Constitution (2010).

2. The current status of accommodating SWDs in pre-school, primary, secondary and other

tertiary institutions should also be assessed. This should include private institutions as well as

non-formal learning institutions. Data shows that only a few learners who have disabilities

qualify to join higher education. This may imply that SWDs face insurmountable obstacles in

their academic journey, right from the pre-school. Therefore, in order to assist policy makers

in improving the learning conditions of this category of students, it is very crucial to assess

the existing systems and their pitfalls starting from the lowest level.

3. Further, the study should assess the overall prevalence of SWDs in all levels of education in

order to be able to plan for their provisions.

4. Accessibility of higher education e-learning programs for SWDs.
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5. A study should be conducted on the expenses SWDS face, and the best ways to document

them for financial aid officers. Studies are needed to evaluate college and HELB officers’

preparation for working with SWDs; for instance, the extent of financial aid officer’s

familiarity with disability issues, and the funding sources available to SWDs, could be

established. Finally, part of this research should include a comparative study of those SWDs

who are challenged by their economic status or their family obligations and how this impacts

their ability to meet the financial requirements of higher education.

6. Preparedness of faculty in Public Universities on how to teach SWDs.

7. Preparedness of primary and secondary school practicing teachers on how to teach SWDs.
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APPENDICES

Appendix A: Students’ Questionnaire

The purpose of this questionnaire is to gather demographic information of students with

disabilities enrolled in public universities in Kenya. Kindly fill in this questionnaire as honestly

as possible. You are guaranteed that your responses will be treated in confidence and used only

for the academic purpose, for the sake of improving policy and provisions for students with

disabilities in Kenyan Public Universities.

A. Background Information:

University: __________________________________________Campus:___________________

School/Faculty/college: __________________________________________________________

Department:_________________________________ Registration Number: ________________

Age:____________________Year of study (e.g.1st, 2nd, 3rd, 4th, 5th, 6th, 7th) _______________

Degree course: _________________________ Subject combination (if applicable): __________

Gender Please Tick.

______ Female ________Male

B.University, Career and Future Plans

1. Please circle the number of years you have been enrolled in the university.

> 1 1 2 3 4 5 Other ______

2. How many units are you taking this semester? ______________________________________

3. How many university semester units have you completed? ____________________________

4. What is your goal for attending this university?  Please tick .

a) Bachelor’s Degree b) Diploma c) Certificate d) Other
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5. Do you currently receive financial aid? Please tick. a) Yes b) No

6. Please indicate your anticipated future plans after leaving university?

C. Education Work Other

__Other 2-year college __Professionals Please specify: _____

__Four year college __Technical _________

__Specialized training __Clerical _________

__Other ________ __Other _______ _________

__Don’t know __Don’t know

7. Did you drop out of school between nursery school and form four?

a) Yes b) No

8. Did you complete from high school? A) Yes b) No

9. Some students finish high school or complete the P1 College and wait awhile before starting

university.  Did you finish high school or P1 College and enroll in university within the same

year?  Please tick (✔)

Yes (e.g. graduated from high school in May and started university in August)

No (e.g. graduated from high school and waited six or more months before starting

university)

10. Are you financially independent? Yes No

11. Do you receive education bursary? Yes No

12. Do you receive financial aid from the National Council for People with Disabilities?

a) Yes b) No
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13. Has your financial aid from National Council for People with Disabilities ever been

discontinued? Yes No

14. Do you receive financial aid from your university? Yes No

D. Employment

15.Do you currently have a job? Yes No

If yes, how many hours do you usually work per week when the university is in session? ___

16. What is your job title? ________________________________________________________

What are your duties? ___________________________________________________________

18.Is your job considered full-time or part-time? Please tick. Full-time______________

Part-time ____________________

19. Is your salary below, at or above the minimum wage of KShs. 6,000.00 per month? Please

tick.

a) Below b) At c) Above

20.What are your job benefits?  Please tick (�) all that apply.

____ None ____ Promotion ____ Sick leave

____ Vacation ____ Life insurance ____ Dental insurance

____ Health insurance ____ Profit sharing ____ Free meals

_____ Job training ____Other: ________

E. Family Background

21. What is the highest level of education of your parents?
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Father

______

______

______

______

Level of education

Less than high school

Some college

University graduate

Post graduate degree

Mother

______

______

______

_______

22. With who do currently live?

____ Mother ____ Father ____Step mother ___Step father

____ Alone ____Spouse ____ Friend/roommate

Other _______

23. Do you live in a house, apartment or do you have some other living arrangement?  Please

circle.

(a) House (b) Apartment (c) Hostel Other_____________

F Social Activity Information

24. Do you have a current driver’s license? Yes No

25. How do you mostly travel around the community?  Please circle one.

(a)Own car (b) Parent’s car (c) Bike (d) Bus (e) Friends drive (f) Wheel chair

(g) “Tuk-tuk” (three-wheel motor bike)          other _____________________________

26. Think of your three best friends in high school and answer the following questions with them

in mind.  Write 0, 1, 2, or 3.

a) How many are currently in high school? _____ of three are in high school.
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b) How many dropped out of high school? _____ of three dropped out.

C) How many graduated from high school? ______ of three graduated.

d) How many attended university? _____ of three attended university.

e) How many attended a vocational or technical institute?_____ of three attended

Vocational/technical institute.

27. Besides classes, universities have a number of other activities.  In what activities do you or

did you regularly participate?  Please tick all that apply.

_____None ____Student congress _____Drama

_____University sports _____Intramural sports _____ Music

_____Dean’s list _____Yearbook/newspaper _____Vocational

_____ Academic clubs _____ Exemplary students’ list       ____Others _________

28. Do you belong to any clubs or organizations that are separate from school?  Yes No

If yes, in which one are you the most active? _________________________________________

29. Think back over the past two weeks. What are some of the activities you did with your

friends?

30. During the past two weeks, how many times did you attend or participate in each of the

following?  Please approximate and write a number in each space provided (0, 1, 2, 3…)

___Attend the movies ___Attend a sporting event

___Visit a museum ___Visit a public library

___Attend live theatre ___Attend concerts

___Attend religious activities ___Eat at a restaurant/ take away
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___Extended travel out of town

Distance____ kilometers

___Other public function (specify)________

G. Disability

31.  Please mark (�) the verified disability/disabilities that apply to you.

___Visual impairment or blindness ___Intellectual disabilities

___Deafness/ hard of hearing ___Emotional/behavior disorders

___Orthopedic/mobility disabilities ___Head injuries

___Speech/language disorders ___Chronic illness

___Learning disabilities ___Other (specify)________

32. Have you had a required unit(s) waived because of your disability? Yes No

If yes, which unit(s)? ____________________________________________________________

33. Have you had a unit(s) substituted because of your disability? Yes No

If yes, which unit(s)?  ____________________________________________________________

34. Have you had a class assignment(s) waived because of your disability? Yes No

If yes, which assignment(s)? ______________________________________________________

35. Have you had a substitute class assignment(s) because of your disability? Yes No

If yes, which assignment(s)? ______________________________________________________
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36. Please tick (✔) each area of difficulty that you experience at the university.

___Concentration ___Reading

___Daydreaming ___Remembering

___Distraction ___Seeing things around the room

___Following direction ___Sitting still or in one place very long

___Getting along with others ___Speaking to a crowd

___Getting frustrated ___Speaking to a crowd

___Getting into or around the classroom ___Staying on track

___Hearing the teacher ___Study habits

___Letter/number reversals ___Talking with the teacher and others

___Mathematics ___Test anxiety

___Memory retrieval ___Vocabulary

___Paying attention ___Working independently

___Getting ideas across ___Writing mechanisms

___Getting used to changes in the classroom ___Other___

37. Please write one accommodation (e.g. large print materials, brailed materials, sign language

interpreter, note-taker, reader, enough space for wheelchair, lecture notes etc.) that you currently

use in the classroom/academic setting.

Answer the questions on the following pages in terms of the accommodation you have written

above)



299
Accommodations, Part One

Please circle your agreement with the following statements.

38. I received disability assessment before joining primary school. Yes No

39. I received disability assessment before joining university. Yes No

40. I am satisfied with the manner in which lecturers/professors/staff (e.g. registrar-

academics, DVCs –Academics &Administration, Examinations Officer, Dean of

students’ affairs, Director- accommodation, Director of KUDSO, Administrator-

KUDSO, students counselor e.t.c.) discuss my disability with me.

0 1 2 3 4 5

Not strongly disagree undecided agree strongly

applicable disagree agree

41. I am satisfied that my disability - related information is kept confidential.

0 1 2 3 4 5
Not strongly disagree undecided agree strongly
applicable disagree agree

42. I was satisfied with the process used in selecting an accommodation for me.

0 1 2 3 4 5

Not strongly disagree undecided agree strongly
applicable disagree agree
43. I am satisfied with the accommodation provided for me.

0 1 2 3 4 5

Not strongly disagree undecided agree strongly

applicable disagree agree

44. I am satisfied with the training I received on my accommodation (if applicable).

0 1 2 3 4 5

Not strongly disagree undecided agree strongly
applicable disagree agree
45. I am satisfied with the effectiveness of my accommodation.

0 1 2 3 4 5
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Not strongly disagree undecided agree strongly
applicable disagree agree

46. When choosing/selecting an accommodation, how important to you are the following

factors?  Please circle the degree of importance; 1 being unimportant and 5 being very important.

Factors Unimportant Very
Important

______________________________________________________________________________

a) Amount of training required 1 2 3 4 5

b) Appropriateness for different tasks 1 2 3 4 5

c) Availability of accommodation 1 2 3 4 5

d) Cost of accommodation to the university 1 2 3 4 5

e) Ease of use 1 2 3 4 5

f) Effectiveness of accommodation 1 2 3 4 5

g) Increased independence 1 2 3 4 5

h) Currently or previously used by a student 1 2 3 4 5

i) Your own previous use 1 2 3 4 5

of the accommodation

j) Social acceptance 1 2 3 4 5

k) Your disability 1 2 3 4 5

l) Use in various settings or portability 1 2 3 4 5
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Accommodations, Part Two

47. What other accommodation(s) (other than the one previously mentioned) do you currently

use or have you used in the past and are/were they effective for you?  Please list the

accommodation(s) and circle whether or not it was effective

Accommodation Effective for you?

i. yes no

ii. yes no

iii. yes no

iv. yes no

v. yes no

vi. yes no

48.Please list 5 resources that would benefit you or other students with disabilities at the

University_____________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

Thank you very much for your time
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Appendix B: Faculty/Staff Questionnaire

The purpose of this questionnaire is to gather information about what university services are

available for students with disabilities in Kenyan higher education institutions and how they are

implemented. Kindly fill in this questionnaire as honestly as possible. You are guaranteed that

your responses will be treated in confidence and used only for the academic purpose, for the sake

of improving the accommodations for students with disabilities in Kenyan higher education

institutions.

A. Background information

University: _____________________________________________________ Campus _______

School/Faculty/college:___________________________________Department______________

______________

Gender: Please tick the one that that apply.

_________ Female _________ Male

B. Employment Information

What is the name of the university program/department with which you are associated?

______________________________________________________________________________

1. What is your “job title” and what is the focus of your primary role at the university?

Job title: ________________________________________________________________
Job Focus: ______________________________________________________________

2. How many hours per week do you work in this capacity?  _________ hours.

3. What is your highest educational degree?  Please circle one.

(a) B.A  (b) B.Sc.  (c) MA. (d) M.Sc. (e) M.ED. (f) PhD (g) Other __________
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B. Knowledge of Disabilities

1. Who are the students who are the most challenging to assist?  What is needed to meet

these challenges

better?__________________________________________________________________

________________________________________________________________________

2. We want to highlight your university’s strengths and services for students with

disabilities.  Please describe what you believe are particularly strong features of the

university (e.g. particular services, policies, facilities, equipment, accessibility, etc) worth

replicating in other public universities.

________________________________________________________________________
________________________________________________________________________
________________________________________________________________________

3. Describe the most beneficial experiences you have had in learning how to understand

and assist students with

disabilities.______________________________________________________________

________________________________________________________________________

4. What are the greatest obstacles to helping students with disabilities at your university?
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________

5. What are the most important products to develop in order to increase recruitment, retention,
completion, and graduation or transfer of students with disabilities?

________________________________________________________________________
________________________________________________________________________
________________________________________________________________________

6. What do you believe are the most important features of any staff development program that
might even reach those faculty and staff resistant to change?

________________________________________________________________________
________________________________________________________________________
________________________________________________________________________

7. What are the incentives for your university to recruit students with disabilities?
________________________________________________________________________
________________________________________________________________________
Thank you very much for your time.



304
Appendix C: Faculty/Staff Interview Schedule

University Demographics and Budget Information

University Name: ____________________Campus ____________________________________

1. What are the percentage distributions for your university?  Please approximate if
necessary.

Students without disabilities:  Male _____________%    Female _________ %

Students with disabilities: Male ____       Female _____________ %

2. What percentage of support services costs are paid by the students of your program?
_____ %

3. Please indicate(�) the number of students registered for disability support services for
which your program has provided an accommodation within the last year.
Approximations are acceptable.

4. What percentage of the university’s budget goes to your support services program?
__________%

5. For questions 1-5, on what year are the data based?  Please circle.
(a) 2008 (b) 2009 (c)2010 (d) 2011 (e) 2012

6. At your university, how do you assess the impact of your recruitment efforts?  (Or in
other words, if your university launched a new plan to recruit students, how would you
know if it was successful)?
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________

7. Retention of students is important to universities.  What do you assess to know the
benefits of your efforts to increase retention?

8. What do you count to know if more students are completing your university?

________________________________________________________________________

________________________________________________________________________

___Visual Impairment or blindness ___Intellectual disabilities

___Deafness / hard of hearing ___Emotional/behavioral disorders

___Orthopedic/mobility disabilities ___Head injuries

___Speech/language disorders ___Chronic illness

___Learning disabilities ___Other (please list)____________
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9. What do you measure to assess the transfer rate of your students to another college,

university, or other postsecondary program?

Thank you for your time
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Appendix D: Support Services Questionnaire

The purpose of this questionnaire is to gain specific information about what university services

are available for students with disabilities and how they are implemented. Kindly fill in this

questionnaire as honestly as possible. You are guaranteed that your responses will be treated in

confidence and used only for the academic purpose, for the sake of improving the policies and

provisions for students with disabilities in Kenyan higher education institutions.

I Background Information

University Name_______________________________________Campus __________________

Name of support services program: _________________________________________________

Phone: ____________________________________________________ Fax _______________

1. How does your institution define disability?

___________________________________________________________________________
___________________________________________________________________________

2. Does your institution’s definition of disability include each of the following categories? Please
put a tick (√) Yes or No

Disability category Yes No
Dyslexia
Deafness
Other Hearing Impairments
Blindness
Other Visual Impairments
Mobility Impairment
Psychological   Difficulties

Chronic Medical Conditions
Multiple Disabilities

Others

3. What is the total number of Students with disabilities?

4. What proportion of the total student population is this?
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5. Please indicate, in the table below how many enrolled students there were in each of the

following categories in your institution and what percentage per category (in the academic year

2011/2012).

Disability category Number enrolled Percentage

Dyslexia

Deafness

Other hearing Impairments

Blindness
Other Visual impairments

Mobility Impairment

Psychological   Difficulties

Chronic Medical conditions

Multiple Disabilities

Others

Total No of Students at your institution

II Personnel

5. Please fill in the appropriate numbers of part time and full time staff and faculty specifically

budgeted under your university’s disability support services.

Table 2.: Disability Support Staff

Full Time Part Time

Lecturers Lecturers

Staff Staff

7. Please give examples of job titles of faculty who work with support services.

8. Please give examples of job titles of staff who work with support services.

______________________________________________________________________________

______________________________________________________________________________
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III Current Policy and Provision for students with disabilities

9. Does your institution have a policy statement on disability?

Yes                             No

10. It would help us with our research if you would send us copies of current policy statement on

disability (if the statement is on the process of being revised we would like the existing one) and

any other policy documents relevant to students with disabilities. These would be used in the

strictest confidence.

Are copies of policy document enclosed? Yes             No

IV Provisions for students with disabilities

The following questions in this section ask about current provision for students with disabilities

in your institution. If you feel the answer to any question is contained in the policy documents

that you are sending us, please simply refer us to the relevant document.

11. What procedures are currently in place for dealing with students with disabilities when they

are applying to the institution?

12. How would you describe the current level of access for students with disabilities (wheelchair

users, visually impaired e.t.c) to the following buildings where more than one building is

involved? Please indicate the proportion that is currently accessible.

a) Teaching accommodations______________________________________________________

b) Library_____________________________________________________________________

c) Toilets______________________________________________________________________

d) Residences__________________________________________________________________

e) Sport/leisure facilities__________________________________________________________
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f) Refectory (Cafeteria/ dining halls/mess)____________________________________________

13. Please describe any staff development on disability that has taken place, mentioning which
groups of staff have been involved.

14. Please describe any advice and support that is available for students with disabilities,
mentioning which members of staff are responsible for providing this.

15. Please describe information that is provided for students with disabilities by your institution
indicating where and when it is made available and what topics it covers.

16. Please describe any assistance offered by your institution to students with disabilities when
they are seeking financial support.

V Future Changes to Provision for Students with Disabilities

17. Please describe any plans for future changes that will affect provision for students with
disabilities.

VI Evaluating provision

18. Please describe any systems that are in place for evaluating what is currently provided by
your institution for students with disabilities.

19. Are there other comments you would like to make on your institutions provisions for students
with disabilities or on the project in general?

20. We are interested in courses/activities specifically designed for groups of persons with

disabilities.  Please mark the courses that you provide.

___University orientation ___Independent living/social skills training

___Assistive computer technology ___Self advocacy training

___Study skills training ___Job seeking skills training

___Test taking strategies ___Career planning
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___Adapted sports/physical education ___Support groups

___Personal skills ___Others ________________

21. Please mark any other of the following support services and accommodations that are

available to meet the needs of students with disabilities.

Accommodations Services Professional Development
- Alternative exam format - Accessible transportation - Disability factsheets
- KSL interpreters - Campus orientation - Staff development
- Braille services - Community outreach -Others _____
- Electronic reading machines - Disability-specific -

scholarships
Equipment adaptation

- FM listening systems - Extra-curricular campus
activities

- Closed circuit television
system

- Magnifiers - Job placement - Specialized keyboards

- Note takers/scribes - LD diagnosis - Computer text

- Provide texts/lectures on CDs - LD screening - Learning centre lab

- Private work areas magnifiers - Part-time status - TDD’s
- Readers - Peer support/counseling Spell checkers

- Course substitution - Referral to local and
national disability agencies

- Computer screen readers

- Course waiver - Registration assistance - Voice input software

- Tuition waiver - Taped texts

- Specialized LD tutoring - Tape recorders
- Transition services - Talking calculators

- Tactile campus maps
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22. Some students served in your program may not have English as their first language.  Please
list the 3 most frequent non-English languages and your percentage estimates (e.g. 15% Kenyan
Sign Language).

English
__________________________________________________ ________%
__________________________________________________ _________%
__________________________________________________ _________%
__________________________________________________ _________%
Other Languages
__________________________________________________ _________%
Total 100%

23. Students’ disabilities may influence their experiences in a number of university functions,
activities, facilities, and services.  As you examine the following list please identify any
particular modifications that your office might make out of consideration for students with
disabilities.  Please feel free to attach pages of additional information if necessary.

VII Academic Activities

a) Academic advising: _______________________________________________________

b) Course assignments: _______________________________________________________

c) Course instruction:________________________________________________________

d) Course testing: ___________________________________________________________

e) Degree requirements: ______________________________________________________

f) Enrolment:_______________________________________________________________

g) Financial Aid: ____________________________________________________________

h) Graduation: _____________________________________________________________

i) Labs and field work experience:______________________________________________

j) Orientation to the university:________________________________________________

k) Placement testing: ________________________________________________________

l) Recruitment: _____________________________________________________________

m) Registration:_____________________________________________________________
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n) Transfer and employment: __________________________________________________

VIII Student Life Activities

a) Campus transportation: ____________________________________________________

b) Community access: _______________________________________________________

c) Housing:________________________________________________________________

d) Recreational activities: _____________________________________________________

e) Social opportunities: ______________________________________________________

IX Accommodation Procedures

1. How are students involved in selecting accommodations? ____________________________

2. Time required for selecting_____________________________________________________

3. What are the basis for deciding accommodations or, in other words, given that several

accommodations are available, what characteristics are used for deciding among the

alternatives? ________________________________________________________________

4. How are students trained in using the accommodations? _____________________________

5. Time required for training: _____________________________________________________

6. How are the accommodations evaluated? _________________________________________

7. Time required for evaluating: __________________________________________________

8. What are the 3 most frequently used resources by your program (off-campus or national)?

(E.g. Kenya Constitution (2010), Persons with Disabilities Act (2003), National Special

Needs Education Policy Framework (2009) etc. ___________________________

9. Please list and explain any other important characteristics or services that benefit studen
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10. ts with disabilities at your University.

______________________________________________________________________________
______________________________________________________________________________

Thank you very much for your time
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Appendix E: Administrator Survey

The purpose of this interview schedule is to guide oral discussion in order to gather information
about what university services are available and how they are implemented.  Please respond to
the questions as honestly as possible. You are guaranteed that your responses will be treated in
confidence and used only for the academic purpose, for the sake of improving the policies and
provisions for students with disabilities in Kenyan higher education institutions.
University:  __________________________________________ Person _________________
School/Faculty/college:_______________________________________Department __________
Date: _________________________________________________________________________

Accessibility issues
1. Accessibility can be considered from many vantage points such as 1) physical, 2)
informational, 3) policy, 4) procedures, and 5) attitudes.  What’s your sense about the campus
faculty and staff attitudes regarding students with
disabilities?____________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
Staff development
2.What are the staff development opportunities for faculty in the areas associated with disability
issues, accommodations for students, and disability student services?  What would be the best
methods for educating lecturers about disabilities and accommodations so they don’t fall into a
discrimination suit?
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
Priorities
3. What are the priority areas for work on the university’s policies regarding disabilities?  What
are the priorities for improving procedures regarding students with
disabilities?____________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
Evaluation
4. How does the university evaluate the quality of the services and accessibility of the campus to
students with disabilities? ________________________________________________________

Budget
5. Most budgets are pretty tight and yet we know that services for students with disabilities can
often be expensive.  How do you balance those needs with the university’s needs?
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
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Documents to review

6. What documents should we be sure to review to understand the university’s policies and
procedures regarding disability issues and services to students? Are copies of Kenya Constitution
(2010); Persons with Disabilities Act; National Council for Persons with Disabilities Guidelines
& Special Needs Education Policy Framework available?
______________________________________________________________________________
______________________________________________________________________________
Assess success of recruitment, retention and completion
6. At your university, how do you assess the impact of your recruitment efforts?  (Or in other

words, if your university launched a new plan to recruit students, how would you know if it
was successful?)
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________

8. Retention of students is important to universities.  What do you assess to know the benefits of
your efforts to increase
retention?______________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
9. What do you count to assess the degree completion rate at your university?
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
11. What do you measure to assess the transfer rate of your students to another college,

university, or other postsecondary program?
___________________________________________________________________________
___________________________________________________________________________
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Appendix F: Questionnaire for Institutional Administrators

This Questionnaire asks about the current policy and provision of learning supports and

accommodations for students with disabilities at your institution with a particular interest in the

management perspective on disability issues. The study will serve as a baseline for further

actions to be taken in relation to accommodating students with disabilities in higher education

effectively. All responses will be treated in confidence and used for research purposes only. No

institution or individuals will be named in the final report without their prior consent. Please

provide answers to each question as honestly as possible.

Policy and Provision for Students with Disabilities in Kenyan Public Universities

I Defining Disability

1. How does your institution define disability?

______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
Does your institution’s definition of disability include each of the following categories? Please

put a tick (√) Yes or No

2. Please indicate, in the table below how many enrolled students there were in each of the
following categories in your institution (in the academic year 2011/2012).

Disability category Yes No
Dyslexia
Deafness
Other hearing Impairments
Blindness
Other Visual impairments
Mobility Impairment
Psychological   Difficulties

Chronic Medical conditions
Multiple Disabilities

Others
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Disability category Number enrolled

Dyslexia

Deafness

Other hearing Impairments

Blindness
Other Visual impairments

Mobility Impairment

Psychological   Difficulties

Chronic Medical conditions

Multiple Disabilities

Others

Total No of Students at your institution

II Disability Adviser/Coordinator /Director

4. Does your institution have a disability advisor/coordinator/director?

Yes                                                 No

If yes, please give a brief description of the role of the coordinator/advisor /director for students

with disabilities.

III Current Policy and Provision for Students with Disabilities

5. Does your institution have a policy statement on disability?

Yes                             No

6. It would help us with our research if you would send us copies of current policy statement on

disability (if the statement is on the process of being revised we would like the existing one) and

any other policy documents relevant to students with disabilities. These would be used in the

strictest confidence.

Copies of policy document enclosed      Yes             No
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IV Current Provision for Students with Disabilities

The following questions in this section ask about current provision for students with disabilities

in your institution. If you feel the answer to any question is contained in the policy documents

that you are sending us, please simply refer us to the relevant document.

7. What procedures are currently in place for dealing with students with disabilities when they
are applying to the institution?
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________

8. How would you describe the current level of access for students with disabilities (wheelchair
users, visually impaired e.t.c) to the following buildings where more than one building is
involved? Please indicate the proportion that is currently accessible.

a) Teaching accommodations
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
b)
Library________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
c)
Toilets________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
d)Residences___________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
e) Sport/leisure facilities__________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
f) Refectory (Cafeteria/ dining halls)________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
g) Please describe any staff development on disability that has taken place, mentioning which
groups of staff have been
involved.______________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
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h) Please describe any advice and support that is available for students with disabilities,
mentioning which members of staff are responsible for providing this.

___________________________________________________________________________
___________________________________________________________________________

i) Please describe information that is provided for students with disabilities by your institution
indicating where and when it is made available and what topics it covers.

______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
j) Please describe any assistance offered by your institution to students with disabilities when
they are seeking financial support.
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
V Future Changes to Provision for Students with Disabilities

K) Please describe any plans for future changes that will affect provision for students with
disabilities.

__________________________________________________________________________
__________________________________________________________________________
__________________________________________________________________________

VI. Evaluating provision
l) Please describe any systems that are in place for evaluating what is currently provided by

your institution for students with disabilities.

___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________

m) Are there other comments you would like to make on your institutions provisions for students
with disabilities or on the project in general?

___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
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Appendix G: Staff Interviews

University ___________________________________School:  __________________________

Department _____________________________________________________ Date __________

Remembering stories of when …..

We are interested in hearing about very specific, factual incidents, which have special

significance to you.  The general aim of hearing about your incidents is to help us improve the

success of students with disabilities to attend public universities, complete their studies, and

graduate or transfer.

Academic activities Course testing

Recruitment Course assignments

Registration Degree requirements

Financial aid Graduation

Academic advising Transfer and employment

Enrollment

Student life activities

Orientation Housing

Placement testing Campus transportation

Course instruction Recreational activities

Labs and field work experiences Social opportunities

A. Looking for Examples of Strengths/Weakness/Priorities

1. Physical environment accessibility:  Curb cuts, tactile maps, visual alarms, Braille

signage

2. Information environment accessibility:  Print materials, oral communications,

information technologies

3. Programmatic/policy environment accessibility: academic load minimums, equal

opportunity policies, designated staff accountable for disability related access.

4. Attitudinal environment accessibility:  stereotypes, perceptions, and treatment

B. How are students involved in setting the university’s policies regarding disabilities?

What would you like to see?
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C. How does the university evaluate the quality of the services and accessibility of the

campus to students with disabilities?  Have you been involved in any of these

evaluations?  What would you like to see?
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Appendix H: Student Focus Group Discussions

University_____________________________________________________________________

Date _________________________________________________________________________

Introductions

Research description

Confidentiality of information

Use of videotape

Discussion Questions

1. How long have you been a student at this university?

2. What interested you in attending this university?

A. Remembering stories of when….

We are interested in hearing about very specific, factual incidents, which have special

significance to you.  The general aim of hearing about your incidents is to help us improve the

success of students with disabilities to attend public universities, complete their studies, and

graduate or transfer.

Academic activities

Recruitment Registration
Financial aid Academic advising
Enrollment Orientation
Placement testing Course instruction
Labs and fieldwork experiences Course testing
Course assignments Graduation
Transfer and employment
Student life activities
Housing Campus transportation
Recreational activities Social opportunities

Looking for Examples of Strengths/Weakness/Priorities

Accessibility in four environments

1. Physical environment:  Curb cuts, tactile maps, visual alarms, Braille signage

2. Information environment: Print materials, oral communications, information technologies

3. Programmatic/policy environment: academic load minimums, equal opportunity policies,

designated staff accountable for disability related access.
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4. Attitudinal environment:  stereotypes, perceptions, and treatment

B. Accommodation Procedures

1. How were you involved in selecting accommodations?

2. Time required for selecting

3. What was the basis for deciding accommodations?

4. How were you trained in using the accommodations?

5. Time required for training?

6. How were the accommodations evaluated?

7. Time spent in evaluation

8. How are students involved in setting the university’s policies regarding disabilities?

What would you like to see?
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Appendix I: eLearning Questionnaire for Faculty

University_______________________Campus _____________________________

School/Faculty/college:________________________________________________

Department_________________________________________________________

Date_______________________________________________________________

The purpose of this questionnaire is to gain specific information about the

accessibility of e-learning and distance education to students with disabilities in

Kenyan higher education institutions. Kindly fill in this questionnaire as honestly as

possible. You are guaranteed that your responses will be treated in confidence and

used only for academic purpose, for the sake of improving learning for students with

disabilities in the Kenyan higher learning institutions.

1. For which disability or disabilities have you provided accommodation in your
distance classes?

Disability type Tick appropriately

Learning Disability

Visual Impairment

Hearing Impairment

Mobility Impairment

Other or Unknown

Speech Impairment

None

2. Please identity the type of distance courses that you teach.
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Disability type Tick appropriately

Blackboard

Audio Conference

University Developed Course Management

System

Web- based with instructor designed Web Page

Hybrid (face-to face and Distance Delivered)

Compressed Video

Moodle (Open Course Management System)

Satellite Delivered

Other (Please Specify)

13. Which of the following tools do you use in your instruction?

Answer Options Never Some
Times

Often Always Combined Some, Often,

Always

Online Discussion

PDF Documents

Illuminate or Web

Meet

Online Tests

CD/VCDs

Instructor Designed

Web Pages
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Real Time Chat

Compressed Video

Breeze Presentations

Podcasts

Weblog

4. Have you received training or professional training on accommodating for disabilities in
distance delivered courses?
Answer Options Tick appropriately

No

Not Sure

It has been discussed in meetings or other
training
I’ve explored this on my own

Yes I have received training

Thank you for your time
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Appendix J: Consent form

Department of Educational Communication and Technology

Department of Educational
Communication and Technology,
Kenyatta University

Consent Form

Title of Project: Policy and Provision of Learning Supports and Accommodations for Students
with Disabilities in Kenyan Public Universities

Name of Researcher: Agnes Wanja Wanjau

1. I confirm that I have read and understood the Plain Language Statement for the above
study and have had the opportunity to ask questions.

2. I understand that my participation is voluntary and that I am free to withdraw at any time,
without giving any reason and without any penalties whatsoever.

4.    I agree / do not agree (delete as applicable) to take part in the above study.

Name of Participant Date Signature

Name of Person giving consent Date Signature
(if different from participant, egHead Teacher, Parent)

Researcher Date Signature
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Appendix K: Research Authorization


