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ABSTRACT

Quality education remains unattainable for a significant proportion of learners with Specific
Learning Disorders (SLDs) in Homa Bay County, Kenya, due to inadequate resources,
insufficient support, and limited teacher awareness. This study examined the role of psychosocial
interventions in enhancing academic performance among learners with dyslexia (28%, 55
learners), dyscalculia (22%, 43 learners), and dysgraphia (15%, 29 learners) in Karachuonyo
North Sub-County. Grounded in Bronfenbrenner’s Ecological Systems Theory and Montessori’s
learner-centered approach, the research employed a descriptive survey design integrating
quantitative and qualitative methods. The target population comprised 386\ learners and 24
education stakeholders, with a sample size of 219 respondents derived usingpYamane’s formula.
This included 196 Grade 3 learners (89.5%) and 23 stakeholders (10.5%) drawnyfrom teachers,
school counselors, and the county education officer. Data were collectedythrough structured
questionnaires and interviews, with validity and reliability ensured Wia aypilotistudy and expert
review. Findings revealed a high prevalence of SLDs (65%,gl2%7¢learners), with dysgraphia
recording the lowest mean scores (42%) and the highest variation (£k8%), suggesting under-
recognition by teachers. Inferential analysis using Pearsonfcorrelationpsimple linear regression,
and significance testing (p < 0.05) confirmed that ‘dyslexia,,dyscalculia, and dysgraphia
significantly predicted poor academic performances Psychosogial interventions demonstrated
measurable improvements: teacher reassurance (21%o,4 1 learners), behaviour training (18%,
~35 learners), and follow-up support (24%, ~47“leasners). The study underscores the urgent need
for 30% more screening coverage, a 40% improvement in teacher training, and adequate
resources. Integrating ecological perspectives “with Montessori’s individualized learning
principles offers a practical pathway tofin€lusive‘€ducation and improved academic outcomes for
learners with SLDs.
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CHAPTER ONE: INTRODUCTION

1.0. Introduction

This chapter covers the background, statement of the problem, purpose, objectives, research
questions, justification, scope, limitations, and delimitations of the study. It also focuses on

the researcher's assumptions regarding the study and the unique terms used in it.
1.1. Background to the Study

Learning disorders (LDs) are a range of conditions that interfere with the ability to acquire,
organize, retain, understand, or apply verbal and nonverbal information;even when individuals
possess normal or above-average intelligence (National Center for Lcarning Disorders, 2020).
The DSM-5 classifies Specific Learning Disorders (SLIDS) as neurodevelopmental conditions
that impair core academic skills, including reading, (dyslexi@); writing (dysgraphia), and
arithmetic (dyscalculia), each presenting distinct €hallenges to learning (American Psychiatric
Association, 2023). These difficulties are oftefidescribed as “unexpected” because other areas of
development typically remain intact. Early“signshmay appear in preschool, such as trouble
recognizing letters or counting, bug, Speeific Learning Disorders are usually identified more
consistently after the onset of forfnal education (Schiller, 2023). Importantly, these disorders are
not caused by cultural diffésences, ‘emotional disturbances, or socioeconomic disadvantages
(Afzal, 2019). Without apptepriate support, students with Specific Learning Disorders often
struggle academically, which can lead to frustration, low self-esteem, and reduced motivation,

thereby affecting their académic performance.

Specific Learning) Disorders affect about 15% of the global population, but how they are
identified and addressed varies significantly across countries (Scaria et al., 2023). In the U.S.,
roughly 25% of children are diagnosed with a Specific Learning Disorder (National Center for
Learning Disorders, 2020), reflecting stronger awareness, early screening, and well-established
support systems. In contrast, the UK reports prevalence rates between 10-15%, and Canada
shows rates of 5-10% (Department for Education, 2020; Government of Canada, 2020), possibly
indicating stricter diagnostic thresholds or under-identification. Brazil reports a 7.6% lifetime

prevalence among children (Fortes et al., 2016), while in Greece, nearly half of students in
1
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special education are diagnosed with learning disorders, with 80% struggling in reading
(Sofologi et al., 2022). These variations suggest that, despite differences in policy, resources, and
public awareness, learners with Specific Learning Disorders face significant academic barriers,
particularly in reading, writing, and math. Such persistent struggles can erode self-esteem,
motivation, and mental well-being; around 37% of children with Specific Learning Disorders
also experience emotional and behavioral issues, such as anxiety and low self-confidence (Aro et
al., 2022). Altogether, this highlights the urgent need to explore how psychological interventions
can support the academic performance of these learners, a focus that is onlgeffective with proper

identification processes for Specific Learning Disorders.

To effectively support learners with Specific Learning Disordes$, psychological interventions are
crucial in addressing the emotional and behavioral challenges that, often hinder academic
success. Interventions such as cognitive-behavioral thesapyy( CBIL)Scommonly used in the United
States, help students develop self-regulation and coping, stratégies. Mindfulness-based practices,
studied in China (Zhang et al., 2019), enhance focus ‘@nd emotional resilience in learning
environments. Additionally, social skills trainingj which has also been explored in the U.S.,
fosters peer interaction and reduces isolatien among learners with Specific Learning Disorders.
However, the impact of these intéxventionspen academic performance remains debated. Foster et
al. (2023) argue that psychological Support primarily improves emotional well-being and may
not significantly influencey, académic outcomes unless paired with targeted academic
interventions (Grahami et al.,'2018). In Portugal, Rosario et al. (2015) emphasize the importance
of follow-up support, indieating that practices such as oral checking, board checking, and
grading posgitively ‘impaeted student performance in English as a Foreign Language (EFL)
classes, based on a sample of 26 teachers and their students over six weeks. A study by Oduor et
al. (2024) found a positive correlation between parent-teacher collaboration and the academic
performance of learners with learning disorders in public primary schools in Migori County,
Kenya. In contrast, research from China by Huang et al. (2025) and Lee et al. (2020) shows that
combining psychological and academic support leads to meaningful gains in both emotional and
academic outcomes. A case study from India by Shabina and Raj (2020) further demonstrates

how behavioral training helped a 12-year-old boy with a learning disability improve not only his

2
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academic performance but also his social interactions and leadership skills. While individual
outcomes vary, these international findings underscore the need for further exploration of how
psychological interventions can be effectively integrated with academic strategies to better
support learners with Specific Learning Disorders. This approach may lead to more holistic and

impactful educational practices that address both emotional and academic needs.

In many African countries, proper identification of learning disorders remains inadequate,
significantly exacerbating challenges for these learners (Lombardi et al., 2021). Teachers often
lack the necessary training to recognize and support learning difficulties, leading to under-
identification and insufficient interventions. For instance, junior elementary scheol students aged
9 or younger may exhibit signs of learning disorders but oftehrdo not tec€ive formal support
(Margolis et al., 2020). This gap contributes to decreased miotivationand academic performance,
as highlighted by Agbofa (2023), who found that lowacomprehenSion levels significantly affect
academic success. Additionally, Afeti and NyatkoW(2017), demonstrate that students with
Attention-Deficit/Hyperactivity Disorder (ADHD) performpworse academically than their peers,
emphasizing the urgent need for effective mterventions. Research by Cockburn et al. (2017)
further reveals that a shortage of trained, professionals in Cameroon severely hampers the
educational rights of childreng with Specific Learning Disorders, confirming that the
identification of Specific Learning BDisorders in Africa is critically inadequate. Given this
context, teacher reassurancepandybehavioral strategies are essential for effectively supporting
learners with Specifiey, Leatning” Disorders. In South Africa, Dean (2019) evaluated the
effectiveness offthe Virtual Reading Gym (VRG) for Grades 3 to 6 students with reading
difficulties. (While the Study found statistically significant gains only in reading rate within the
prospective group, it highlighted the need for clearer definitions of Specific Learning Disorders

and structured behavioral strategies, which were lacking in the intervention.

In Kenya, due to several issues, including low awareness, insufficient screening methods, and the
stigma attached to learning disorders, there is a shortage of information, especially on the
incidence of students with learning problems. Kenya is in the process of implementing a new
curriculum known as the Competency-based Curriculum (CBC). Coupled with benefits

accumulated from education, like the promotion of distinct welfare and acquisition of skills and
3



St. Paul’s University Repository

competencies to contribute implicitly to the economy and society as a whole, the Kenyan

government continues to finance this system of education profoundly.

Furthermore, in line with the Children’s Act (2022), the Disability Act (2003), and the Kenyan
Constitution of 2010, current national policy frameworks primarily address conventional
categories of impairment such as hearing, visual, physical, and intellectual disabilities (Nthenge,
2017). This narrow focus often overlooks the unique challenges faced by learners with learning
disorders, resulting in limited support and targeted interventions. Learning disorders, particularly
those affecting memory recall, can significantly hinder academic performance. Difficulties with
retention, comprehension, and task execution tend to disrupt the eddeational proegress of learners
diagnosed with such conditions (Sofologi et al., 2022). These policy limitations, combined with
the high incidence of memory-related challenges, undersgore the need for research and policy
adjustments that better respond to the educational needs‘of leamers with learning disorders in

Kenya.

The school system's provision for learnershwithy special’ needs in Homa Bay County, Kenya,
frequently ignores important categoriesfof disability, especially learning disorders, despite their
crucial significance. The quality, equity, and accessibility of education and training for the
county's special needs learners@@e significantly affected by this narrow focus (Odhiambo et al.,
2024). Because of this, gettingythe xight help and interventions can be extremely difficult for
learners with learning “disorders, which can have a detrimental effect on their academic
achievement. The inadequacy of research on how learning disorders affect academic
achievement_in"Homa Bay County exacerbates the challenges experienced by students with

Specific LearfiingiDisorders, despite attempts to enhance education for kids with disabilities.

In light of this, the current study investigates the effects of psychosocial support interventions on
the academic performance of Grade 3 learners with learning disorders in Homa Bay County,

Kenya.
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1.2. Statement of the Problem

Quality education is essential for child development, self-empowerment, and social integration.
In Kenya, policies like the Free Primary Education (FPE) program and inclusive education
guidelines were introduced to improve access and participation for all learners, including those
with disabilities. However, despite progressive frameworks such as the Children’s Act (2022),
the Persons with Disabilities Act (2003), and the Constitution of Kenya (2010), learners with
Specific Learning Disorders, such as dyslexia, dyscalculia, dysgraphia,gand auditory/visual

processing deficits, remain largely overlooked.

Nationally, studies estimate that 10-15% of school-going childrengmpKenya may have some
form of learning disorder, yet less than 2% are formally identified or.supported in school settings
(MOE, 2021). In Homa Bay County, where the Kenya National Examinations Council (KNEC)
recorded an average dropout rate of 7.2% in lower prmagy (2022), the problem is compounded
by a lack of early diagnosis, insufficient teaches, fraining, and minimal parental involvement.
These statistics point to a silent crisis: mangGrade 3, learners may be failing, not due to lack of

effort, but because their learning challenges go undetected and unsupported.

Although there are national incl@sive edu€ation policies in place, their implementation is weak
due to the shortage of train€d specialineeds professionals, inadequate teaching materials, and
limited access to screening omtherapeutic services in most public schools. In Homa Bay, most
regular schools operatewithout even basic tools or personnel to identify or support learners with
Specific Learniig Disorders, meaning that many continue to struggle in silence. Existing
research reveals_impeortant gaps. For instance, Orwa (2019) focused on physical disabilities in
Homa Bay but did not explore learning disorders. Okoth (2014) highlighted the role of parental
involvement in special education, but did not address the psychosocial dimension of support.
Meanwhile, Ongeko et al. (2018) discussed general intervention strategies but overlooked
targeted psychosocial interventions such as teacher reassurance, behavior training, and academic

follow-up, which are crucial in the early stages of learning.

Without such support, learners with undiagnosed Specific Learning Disorders are more likely to

fall behind, experience low self-esteem, and eventually drop out. In a region like Homa Bay,
5
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where fishing is a dominant economic activity and school dropout often pushes youth into
informal labor and risky social behaviors, this educational neglect increases exposure to health
risks such as early pregnancies, drug use, and HIV/AIDS, especially among vulnerable
adolescents. This study seeks to fill these gaps by determining the prevalence of Specific
Learning Disorders among Grade 3 learners in Homa Bay County and assessing the effectiveness
of teacher reassurance, behavioral support, and follow-up strategies in improving their academic
performance. The research will also examine the levels of awareness among teachers and the role
of school and home environments as moderating factors. Findings will anform evidence-based
interventions and influence inclusive education planning and teacher taining, at both the county

and national levels.
1.3.  Research Objective
1.3.1. Main Objective

The main aim of this study was to explore the ¥ole‘of psychological interventions in the academic
performance of learners with Specific Learnihg Disorders in Karachuonyo North Sub-County,

Homa Bay County, Kenya.
1.3.2. Specific Objectives
This study sought to:

1) Assess theyextentito which the prevalence of dyslexia, dyscalculia, and dysgraphia
influéniees the academic performance of learners with Specific Learning Disorders in
Karachuonyo North Sub-County, Homa Bay County.

i1) Examine how teacher reassurance affects the academic performance of learners with
Specific Learning Disorders in Karachuonyo North Sub-County, Homa Bay County.

iii) Evaluate the role of behavior training in enhancing the academic performance of learners

with Specific Learning Disorders in Karachuonyo North Sub-County, Homa Bay County.
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v)

14.

1.5.

Analyze the contribution of teacher follow-up support to the academic progress of
learners with Specific Learning Disorders in Karachuonyo North Sub-County, Homa Bay

County.
Research Questions

To what extent does the prevalence of dyslexia, dyscalculia, and dysgraphia influence the
academic performance of learners with Specific Learning Disorder§)in Karachuonyo
North Sub-County, Homa Bay County?

How does teacher reassurance affect the academic performanceyof leasners with Specific
Learning Disorders in Karachuonyo North Sub-County, HomasBay County?

What is the role of behavior training in enhancing the academiciperformance of learners
with Specific Learning Disorders in Karachuonyoef North, Sub-County, Homa Bay
County?

In what ways does teacher follow-up support ‘contribute to the academic progress of
learners with Specific Learning DisetdersiinKarachuonyo North Sub-County, Homa Bay
County?

Justification of the Study

This study is justified by thepressing'n€ed to understand and address the effects of psychosocial

support interventions on the academic performance of Grade 3 learners with learning disorders in

Homa Bay County, Kenya. Despite valuable insights from broader research, significant gaps

remain in underStanding theyspecific challenges faced by Grade 3 learners in this region, which

necessitate localized'investigation. While studies from affluent nations such as the United States

of America and,the United Kingdom have highlighted the detrimental effects of learning

impairments on academic performance (Afzal, 2019; Arnold et al., 2020; Grigorenko et al.,

2020), similar challenges in Sub- Saharan Africa have resulted in poorer academic outcomes and

higher dropout rates among students with learning disorders (Emami et al., 2019). However,

research focusing specifically on Homa Bay County is scarce, leaving a critical gap in the

literature.
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This research aims to address these gaps by examining several key aspects: the prevalence of
learning disorders among Grade 3 learners in Homa Bay County, teachers' awareness of these
disorders, and the effectiveness of psychosocial support interventions, such as teacher
reassurance and follow-ups. The study aligns with both national and international development
priorities. The Sustainable Development Goals (SDGs), particularly Goal 4: Quality Education
(SDG, 2019; Boeren, 2019), emphasizes the importance of inclusive and equitable education for
all students, including those with learning challenges. Kenya's Vision 2030 also highlights the
need for educational reforms to ensure equitable access to quality educationtAdditionally, the
study addresses the critical issue of insufficient and fragmented data ofylearners with disabilities
and special needs in Kenya. Reliable data is crucial for planning and improying support services.
By providing evidence-based insights into the prevalence “of learning disorders, educators'
awareness levels, and the impact of psychosocial suppert terventions, this research aims to

inform evidence-based policy changes.

In summary, this study focuses on the effeéts “ofipsychesocial support interventions on the
academic performance of Grade 3 learners miHoma Bay County and addresses significant gaps
in existing research. Its findings will ‘effex, valuable information to guide policy and practice,
ultimately enhancing educationalgeutcomesyand fostering a more inclusive learning environment

for all.
1.6.  Significance of the Study

The study on the effects ofipsychosocial support interventions on the academic performance of
Grade 3 learners with, Iearning disorders in Homa Bay County is of significant importance to
various stakeholders. For policymakers, this research will provide crucial data on the prevalence
of learning disorders and assess the effectiveness of psychosocial support interventions, such as
teachers' reassurance and follow-ups. This information will be instrumental in designing targeted
policies and resource allocation strategies to enhance support systems for affected students. By
identifying specific needs and gaps in current educational practices, policymakers can develop

effective policies that address current challenges and benefit learners with learning disorders.
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The County Government of Homa Bay will benefit from the study's insights by gaining a clearer
understanding of the extent of learning disorders in local schools and evaluating the effectiveness
of existing support mechanisms. This knowledge will aid in designing and implementing
localized educational strategies, including allocating resources and organizing training programs
for educators. Enhanced data on psychosocial support interventions will enable the County
Government of Homa Bay to address these challenges more effectively and to develop

community outreach initiatives that support affected learners and their familiess

Parents, teachers, and community members will directly benefit from 4he resear¢h findings by
gaining valuable insights into how psychosocial support intétventionsaffect academic
performance. Parents will better understand the challenges theirlearnersiface and the available
support, empowering them to advocate more effectively and eollaborate with educators.
Teachers will receive guidance on implementing effective psychosocial interventions to improve
their ability to support students in the classroont, Additionally, the broader community will
become more informed and supportive, fosterihg'a more inelusive environment for learners with
learning disorders. Researchers and other scholarswilbifind the study valuable for filling existing
gaps in the literature by providing evidence,on the'tmpact of psychosocial support interventions.
The research will serve as a feundationffor further exploration of effective strategies and
interventions, contributing to, the, bteader body of knowledge on supporting students with
learning disorders. Overall, the study’s focus on psychosocial support interventions will provide
essential insights for pelicymakers, the County Government, educators, parents, the community,
and the academi€ research'eommunity, ultimately supporting the development of more effective

and inclusivé educatienal practices.

The Competency-based Curriculum (CBC) focuses on developing learners' competencies
through a learner-centered approach. It emphasizes critical thinking, problem-solving, and
practical skills (Mwita et al., 2022). For learners with learning disorders, CBC can provide
tailored learning experiences that cater to their individual needs, helping them to better
understand and engage with the material. Psychosocial support interventions aim to address the
emotional and social needs of the learners. For individuals with learning disorders, psychosocial

support interventions can help them cope with the challenges they face, build self-esteem, and
9
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develop resilience. This support can come from teachers, counselors, and peers. When combined,
CBC and psychosocial support interventions can create a more inclusive and supportive learning
environment. The CBC provides the structure and content, while psychosocial support
interventions ensure that learners with learning disorders receive the emotional and social

backing they need to succeed academically (Mwita et al., 2022).
1.7.  Scope of the Study

This study focused on the role of psychological interventions in the academic performance of
learners with Specific Learning Disorders in Karachuonyo North“Sub-Ceunty, Homa Bay
County, Kenya. It aimed to explore various interventions, such as teacher teassurance, behavior
training, and follow-up support, and their impact on these, Iearners"“@ademic outcomes. By
examining these factors, the research seeks to provide aycomiprehensive understanding of how
psychological support can enhance students' educational \experiences when facing learning

challenges.

The target population includes class teachers;isubject teachers, school counselors, and Grade 3
learners from six selected primary sehoelspin, Karachuonyo North Sub-County. A sample of 219
respondents was selected to captire diverséperspectives, enabling a more accurate assessment of
the effectiveness of the interventions'studied. The research was conducted during the academic

year 2024, providing timely msights into the region's educational landscape.

The study adoptéd a deseriptive survey research design, incorporating both quantitative and
qualitative imethods. «Quantitative data were collected through structured questionnaires
administered to learners, teachers, and guidance counselors, yielding statistical insights into the
prevalence of learning disorders and the impact of psychosocial support. Qualitative data were
gathered through semi-structured interviews with county-level educational policymakers and
educational psychologists, offering in-depth perspectives on the effectiveness of interventions
and awareness levels among stakeholders. This approach aims to address the unique challenges

faced by learners with Specific Learning Disorders in Homa Bay County.

10
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1.8. Limitations of the Study

One limitation of this study is its reliance on teacher and school counselor assessments to
evaluate academic performance and learning difficulties, which may introduce biases stemming
from their subjective interpretations. To mitigate this risk, data collection took place in a private,
supportive environment, ensuring that educators felt comfortable providing honest feedback.
Emphasizing the anonymity of responses encouraged candid insights, which is particularly

important when working with young pupils who may feel intimidated in formalsettings.

In addition to potential biases from educators, focusing on Grade 3jlcarnets presents unique
challenges, as children at this age may have limited verbal skills andsmay struggle to articulate
their experiences and feelings about learning disorders or psychesocial'Ssupport. To address this,
the study used age-appropriate methods, such as visual{aids{ simple language, and interactive
activities like drawing or storytelling, to facilitate €ommunication. Prompts were designed to
elicit responses that feel natural and engaging, saeh‘as asking children to describe their favorite

classroom activities or to share their feelingsiabout sehool through relatable scenarios.

Moreover, concentrating specificallygoni@rade 3 [earners in public primary schools in Homa Bay
County, Kenya, may limit the generalizability of the findings to other regions or educational
levels. The unique social, e€onomniic, and cultural dynamics of Homa Bay may influence how
learning disorders manifest and “how psychosocial support interventions are implemented. To
address this limitation; the study provided a clear description of its context, methodology, and
findings, offerinig a valuableéreference point for future research. While the results may not offer
universally @pplicable,solutions, they can help inform broader efforts to support learners facing
academic challenges in similar contexts, thereby contributing to a more nuanced understanding

of educational needs in diverse settings.
1.9.  Assumptions of the Study

The study holds the assumption that there is a high prevalence of learning disorders among
Grade 3 learners in regular schools in Homa Bay County. This supposition emphasizes that

learning disorders can significantly affect academic development and that affected individuals

11



St. Paul’s University Repository

may need to retake years of school. The study also assumes that awareness of learning disorders

among teachers and parents in Homa Bay County is quite low.

Additionally, the study is predicated on the idea that psychosocial support systems are in place,
including teachers' reassurance and the requisite follow-up interventions. Teachers’ reassurance
in the academic performance of Grade 3 learners with learning disorders in Homa Bay County
has a positive effect on their academic performance. This assumption highlights the positive
relationship between learning disorders and educational results by implyingythat changes in the
aforementioned independent factors directly affect changes in academic performance. Finally,
the study assumes that follow-ups on the academic performangenof Gradey3 learners with

learning disorders have a positive effect on their academic output.
1.10. Operational Definition of Terms

Dyscalculia is a learning disorder that makes Gt difficult for learners to understand basic
arithmetic operations, such as addition, subtraetion, multiplication, and division (Kelly, 2020).
The study retained its original meaning because the tesearcher sought to determine how this
difficulty in basic arithmetic affects perfermance.

Dysgraphia is a learning disordémthat affé€ts an individual’s writing ability despite receiving
adequate instruction (Chung €tal;2020). The study adopted the same definition as the author.
Dyslexia is a learning_disorder ‘that' mainly affects a child's ability to read, spell, and write
(McBride, 2019). Theistudy: retains the author's original meaning because it examines this
disorder in the game way.

Prevalencelis the degeee of frequency of an illness or health situation of inhabitants of an area at
a definite time (€atroll, 2013). The study adopted the same meaning as defined by the author.
Psychosocial support is a method of enabling resilience within people, families, as well as
groups (Padmanaban & Subudhi, 2019). The study adopted the same meaning as defined by the
author.

Reassurance is a supportive tactic in counseling that inspires clients to have faith in themselves,
in addition to the real likelihood of improvement (Horowitz & Strack, 2010). The same meaning

will be retained because we sought to establish its effect on academic performance.

12
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1.11 Chapter One Summary
Chapter One introduces the study by outlining the background, problem, objectives, and

significance. It highlights that learning disorders such as dyslexia, dysgraphia, and dyscalculia
affect many learners worldwide, yet remain under-identified and unsupported in Kenya,
particularly in Homa Bay County. The problem is compounded by weak policy implementation,
limited teacher training, and a lack of parental involvement, leading to poor academic outcomes
and high dropout rates. The study aims to explore how psychosocial interventions—teacher

reassurance, behavior training, and follow-up support—can improve the ic performance

of Grade 3 learners with learning disorders. It is justified by the nee calized evidence to

inform inclusive education policies and aligns with SDG 4 and Visi

The scope covers six primary schools in Karachuony ounty and uses both
quantitative and qualitative methods. Limitations inclu n teacher assessments and
restricted generalizability. The study assumes a ce of learning disorders and low
awareness among teachers and parents, and s to guide understanding. Overall,
Chapter One sets the foundation for in w psychosocial support can enhance

educational outcomes for learners wit ders in Homa Bay County.

13
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CHAPTER TWO: LITERATURE REVIEW

2.1. Introduction

This chapter reviews the literature relevant to this study. The review is guided by the objectives
of the study, namely, learning disorders and basic arithmetic operations, reading and writing, and
recognizing and spelling words. This chapter also covers the study's conceptual framework,
which reflects the relationships among the study's variables. Also covered here is the theoretical

framework - the theories used in the study.
2.2, Theoretical Review
2.2.1 Bronfenbrenner’s Ecological Systems Theory

The Ecological Systems Theory, developed by Urie Bronfenbrennetin 1979 and later renamed
the Bio-ecological Systems Theory to emphasize theéyintesaction between a child's biology and
their environment, provides a comprehensive framewerk for understanding human development
through the interaction of multiple enyvironmental” layers. The main assumption of
Bronfenbrenner’s theory is that multipleflayerstinfluence human development in environmental
systems, and these systems interactbwith ‘€@ach other and with the individual. The theory
highlights that a child's developmentyis shaped by the relationships and interactions within these
environmental layers, andythatichanges or conflicts in any one layer can have ripple effects

across the others (Bronfenbrenner;, 1979).

At its core is the microsystem, the innermost layer, which includes the immediate environments
such as family,,schoel, and peers. Relationships within this layer are bidirectional, meaning
interactions betsween the child and these immediate environments directly influence and are
influenced by each other (Viola et al., 2021). Surrounding the microsystem is the mesosystem,
which focuses on connections among microsystems, such as the interplay between a child's home
life and their school environment. This interconnectedness is crucial because experiences in one

microsystem, such as home, can affect experiences in another, such as school (Sadownik, 2023).
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The ecosystem encompasses broader social systems that indirectly affect the child, such as
parents' workplaces and community resources. Although the child does not directly interact with
these systems, changes within them, such as economic shifts or community support, can
influence the child’s immediate environment (Yang & Sanborn, 2021). The macrosystem
represents the outermost layer, encompassing cultural values, societal norms, and laws that shape
and influence the conditions and experiences within the other systems (Brenfenbrenner, 1979).
Finally, the chronosystem adds the dimension of time, reflecting how €hanges and continuities
over the child’s life, such as shifts in family structure or educationaljypolicies, impact
development. This temporal perspective underscores how! the“timing and duration of
environmental changes can affect a child's growth and development mivarying ways (Viola et al.,

2021).

However, applying Bronfenbrenner’s Ecologicély,Systems Theory presents several challenges.
The complexity of interactions across varidus envitonmental systems can make it difficult to
isolate specific influences or designgitargetedpinterventions (Elliott & Davis, 2020). This
complexity can obscure the identification ofispecific factors that affect learning disorders and
hinder the development of foCused, strategies. Additionally, while the theory highlights the
importance of cultural and tempotal“Contexts, operationalizing these concepts in empirical
research can be challedging; potentially complicating efforts to measure and address their impact

effectively.

Despite these challenges, the theory offers significant strengths. One of its main advantages is
the emphasis en' the bidirectional nature of relationships within the microsystem. This
perspective acknowledges that learners are not passive recipients of environmental influences but
active participants who shape their surroundings. Furthermore, the theory’s recognition of the
interconnectedness among different environmental layers underscores the necessity of a
supportive, cohesive network of influences. This holistic view highlights the importance of a
comprehensive, integrated approach in fostering positive development and effectively addressing

learning disorders. Bronfenbrenner’s Ecological Systems Theory provides a robust framework
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for understanding the effects of psychosocial support interventions on the academic performance
of Grade 3 learners with learning disorders in Homa Bay County. This study will leverage the
theory to address four specific objectives by examining how various environmental layers

interact to influence learning disorders and academic outcomes.

To assess the prevalence of learning disorders among Grade 3 learners, the microsystem layer
will be critical. This layer includes direct interactions within the classroom and home
environments. By focusing on these immediate settings, the study willpeXplore how daily
experiences and feedback from teachers and parents contribute to identifying andunderstanding
the prevalence of learning disorders among learners. This approachswillthelp uncover how these

interactions affect the recognition and reporting of learning difficulties in‘the’¢ducational setting.

The mesosystem layer, which focuses on connections bétweefi mictosystems such as home and
school, will be used to assess the level of awarenes§,ofilearning disorders among teachers and
parents. Effective communication between thesefenvitonments is essential for managing learning
disorders. The study will investigate howhwell, teéachers and parents collaborate and share
information, and how this interaction ififluencesytheir awareness and understanding of learning

disorders, ultimately affecting their ability'to'support affected students effectively.

To examine the impact of t€achers' reassurance and follow-ups on academic performance, the
exosystem and macrosystemylayers will provide valuable insights. The exosystem, which
encompasses broader s@eial factors such as community resources and educational policies, will
help assess how external ‘supports, such as teacher reassurance and follow-up interventions,
influence a¢ademic ‘performance. The macrosystem, encompassing cultural values and societal
norms, will offeg.context on how cultural attitudes toward education and disabilities shape the
effectiveness of these psychosocial interventions. By integrating these layers, the study will
reveal how both external resources and cultural perceptions affect the success of support

strategies and their effect on learners' academic outcomes.

2.2.2 Montessori Theory

16



St. Paul’s University Repository

Montessori Theory is a child-centered educational philosophy that was developed in 1907 by Dr.
Maria Montessori, an Italian physician and educator. It is based on the idea that children learn
best when they are free to explore and choose activities in a thoughtfully prepared environment.
Montessori emphasizes tailoring education to each child’s developmental needs. This aligns with
psychosocial interventions that prioritize individualized support for learners with Specific
Learning Disorders. Her method fosters independence, self-esteem, and emotional regulation
through structured freedom and responsibility. These are key psychosocial ggoals for learners
with Specific Learning Disorders, who often struggle with confidencegandi peer interaction.
Montessori classrooms are designed to reduce overstimulation and profaote focus through hands-
on, sensory materials. Such environments are beneficial for learners with, attention, perception, or
sensory integration challenges. Encourages social learning and empathys allowing children with
Specific Learning Disorders to learn from and teach peers.yFhis supports psychosocial growth
and reduces stigma or isolation. Montessori’s original“work, was with developmentally delayed
children, making her methods inherently inclusive, Her approach laid the groundwork for

modern inclusive education strategies.

2.3.  Application of the theories to the Study Context

The study applied Bronfenbrenner’s, Ecological Systems Theory to show how different
environmental layers shap@theiacademic outcomes of learners with Specific Learning Disorders
(SLDs). At the microgystent levek, teacher reassurance, behavior training, and follow-up support
directly influenced learnexrs’ daily experiences, while collaboration among teachers, school
counselors, and the coeunty education officer reflected the mesosystem. County education
policies and ‘resource allocation represented the exosystem, and cultural attitudes toward SLDs
formed the macrosystem. This perspective highlighted that learners’ challenges extend beyond

the classroom and are shaped by broader systemic factors.

At the same time, Montessori Theory emphasized individualized, learner-centered approaches.
Its principles of hands-on learning, self-paced progress, and nurturing independence are aligned

with the psychosocial interventions examined in the study. Teacher reassurance built confidence,
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behavior training encouraged self-regulation, and follow-up support mirrored Montessori’s

emphasis on continuous observation and tailored intervention.

Together, the two theories provided a complementary framework: Bronfenbrenner explained the
systemic influences on learners, while Montessori offered practical strategies for individualized
support. Their combined application demonstrated that effective interventions for learners with
SLDs require both system-level changes and personalized practices to achieve inclusive and

equitable education.

2.4. Empirical Review

Sofologi et al. (2022), who emphasize the multidimensional ¢haractergef learning disorders and
their effects on learners’ academic and socio-emotional®y well-being, give a thorough
understanding of learning disorders. They stress thatylearning disorders can be acquired or
inherited, and they frequently cause academic challenges that’are out of proportion to a child's
intellectual capacity. The writers also highlight “the“wvariety of internalized and externalized
concerns that learners with learning disordersiface, such as anxiety and depression disorders,
problems with self-esteem, challen@es Wwithy socialization, and criminal conduct. While their
viewpoint provides insight intogtheydifficulties experienced by kids with learning disorders, it is
important to evaluate it critically to, avoid oversimplification and to acknowledge the range of
skills and talents thesegpeoplenpossess. Because a deficit-focused perspective on learners with
learning disorders may“@bscure their special abilities and untapped potential, it is important to
emphasize. The test of the review covers four main areas, namely: persistent difficulties in
following instmuetionsy low comprehension skills, memory recall challenges, and attention

deficits in académiec performance.
2.4.1. Academic Performance of Learners with Specific Learning Disorders (SLDs)

Empirical studies across various contexts have consistently shown that learners with Specific
Learning Disorders, such as dyslexia, dyscalculia, and dysgraphia, face persistent academic
challenges compared to their typically developing peers. These challenges often cut across

reading, writing, spelling, and arithmetic, with performance gaps becoming more evident as
18
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academic demands increase. For instance, the study by Espafol-Martin et al. (2023) employs a
cross-sectional, population-based sample and uses standardized diagnostic methods, including
DSM criteria, the Strengths and Difficulties Questionnaire, and the Protocol for Detection and
Management of Dyslexia, to assess ADHD and Specific Learning Disorders. Academic
performance was evaluated through school records across multiple domains, revealing that
emotional and behavioral problems, learning difficulties, and neurodevelopmental disorders
(NDs) are more prevalent among children from low-middle-income populations. Both ADHD
and Specific Learning Disorders were linked to poorer educational euteomes, with lower
socioeconomic status (SES) exacerbating these challenges. While thése findings“highlight the
significant impact of ADHD and Specific Learning Disorders on academiéyperformance and the
need for psychological interventions, their applicability to, ‘African ©u rural settings may be
limited due to cultural differences in educational gpractiees hand resource availability.
Furthermore, the study tends to treat learners gwith “Speccific Learning Disorders as a
homogeneous group, overlooking individual différen¢es m severity and coping strategies,
thereby obscuring the diverse needs of thesg,students. The proposed study aims to fill these gaps
by focusing specifically on learners indoma Bay County, Kenya, addressing local educational
contexts and challenges. By incorporatingla diverse range of perspectives and emphasizing
individualized intervention strategies, this study will provide insights that are more relevant to
similar settings and contributeito a deeper understanding of how to effectively support students

with Specific Learningdisordets.

In India, Bali (2019) examined the prevalence of dyslexia among scholastically backward high
school studénts in“Hoskote, using a cross-sectional design across five English-medium high
schools. By screening 240 students with a semi-structured proforma and the NIMHANS Index
for Specific Learning Disabilities - Level II, the study revealed a 14.2% prevalence of dyslexia.
It identified significant associations between dyslexia and factors such as habitat, family type,
and mathematics difficulties, highlighting the disorder's detrimental effects on academic
performance among both male and female students. However, the study's limitations include its
cross-sectional nature, which prevents causal inferences, and a limited sample drawn from only

five schools, potentially affecting the generalizability of the findings. The proposed study used a
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descriptive survey research design to address these gaps, employing a mixed-methods approach
to gather more comprehensive data, expand the sample size, and explore the lived experiences of
students and families. This provided deeper insights into how dyslexia impacts academic

performance and guides effective interventions for affected learners.
2.5. Prevalence of Learners with Learning Disorders

The study conducted by Margolis et al. (2020) aimed to estimate the prevalénce of Nonverbal
Learning Disorder (NVLD) in learners and adolescents across three indépendent samples from
the United States and Canada. The research utilized data from thejHealthy Brain Network
(HBN), the Nathan Kline Institute—Rockland Sample (NKI), and\thepSaguenay Youth Study
(SYS), involving a total of 2596 participants aged 6 to 19 years. The €ifidings revealed that the
prevalence of NVLD ranged from 2.78% to 3.9%, translating to amyestimated 3% to 4% of the
population, or approximately 2.2 to 2.9 million leatnersyand adolescents in the United States.
Despite providing valuable insights into thedpeevalenee of NVLD, the study has several
limitations. The samples were over-selectéd fom, psychtatric disorders and maternal smoking
during pregnancy, which may not reptésent theggeneral population. Additionally, because the
study was conducted in the United States‘and €anada, the findings may not be entirely applicable
to Homa Bay County, Kenya,4due to differing socio-economic and educational contexts. This
highlights the need for loealizeéd research to address the specific challenges and prevalence of

learning disorders amengiGrade8, Icarners in regular schools in Homa Bay County.

The study by Ad=Qadri et ali(2021) focused on developing an effective observation tool to assess
academic learning difficulties among primary school students in Sana'a City, Yemen. The tool,
consisting of 34/items, was validated through Exploratory Factor Analysis (EFA) and
Confirmatory Factor Analysis (CFA). The sample included 714 students aged 6 to 14 years. The
findings demonstrated that the tool effectively categorized learning difficulties into five distinct
groups based on observation scores. However, while the study provided a robust method for
assessing learning difficulties, it did not offer specific, quantifiable data on the prevalence of
learning disorders among the students. Besides, the study does not address the actual prevalence

rates of learning disorders. This limitation is particularly relevant when considering its
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application to other regions, such as Homa Bay County. There is a need for research that not
only develops assessment tools but also provides concrete data on the prevalence of learning
disorders in Homa Bay. Accurate prevalence data is essential for developing targeted

interventions and support strategies tailored to the specific needs of students in that region.

In Kenya, the frequency of learners with learning disorders and disabilities is a noteworthy
concern. According to a national survey, almost 11.4% of learners in Kenya have some form of
disability or special needs in education (Juma, 2018). This comprises several'types of learning
disorders and neurodevelopmental cases. Another study in 2016 showed that about,2.06% of the
population is affected by such neurodevelopmental disorders. Effefts ate, continuing to expand
the value of education and support for such learners. Nevertheless, challenges, for example,
stigma, discrimination, as well as lack of correct data, still persist.JA study by Moya (2017)
aimed to establish the population of individuals with disabilities, their distribution, demographic,
as well as socio-economic characteristics. Thishstudy “€stablished that learners with such
disabilities encounter weighty obstacles to education. Thig is because schools are incapable of
providing services to such learners with disabilities, and therefore making it hard for them to go
to school. Such learners are less likely togregister in school, go to school, and finish primary

school.

2.6. Teachers’ Reassuranee and Academic Performance of Learners with Learning

Disorders

In a study by @2024), whiclrwas a scoping review that ( 2024), which was a scoping review, 96
Canadian studies, on‘learning disabilities published between 2000 and 2023 were synthesized,
providing a broadsverview of the field. The authors found that research has largely concentrated
on literacy and mathematics interventions, reflecting the emphasis of Canadian education policy.
Teacher support and reassurance consistently emerged as crucial factors in improving student
outcomes, with positive expectations and instructional strategies linked to resilience and
achievement. Despite these strengths, the review identified notable gaps: limited attention to
postsecondary learners, culturally diverse populations, and the intersection of learning

disabilities with mental health. Methodologically, quantitative studies dominate, though
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qualitative and mixed-methods approaches are gaining traction and offering deeper insights into

lived experiences.

By mapping these trends, the article contributes a comprehensive picture of Canadian LD
research, highlighting both strengths and weaknesses. It calls for more inclusive, cross-
provincial, and longitudinal studies that integrate cultural diversity and mental health
considerations. Ultimately, the review underscores the importance of teacher reassurance and
supportive practices in fostering academic success among learners with leaming disabilities in

Canada.

Another study by Frohlich et al. (2020) surveyed 151 Canadian, teacheéss to explore how they
attribute the behavior of students with learning disabilitie§ ( ED) ‘and“ADHD, and how these
beliefs shape their teaching self-efficacy. The findings tevealedsthat teachers often explained
challenging behaviors in terms of internal student, fagtorsysuch as effort or ability, rather than
external influences. Importantly, teachers who adepted more positive attributions—believing
students could improve with support—repanted higher confidence in their ability to manage
classrooms and foster learning. The stédy’shows that reassurance and positive expectations from
teachers not only strengthen their own self-efficacy but also enhance student engagement and
achievement. By linking teachemcognition with classroom practice, the article contributes to
understanding how suppofttive beliefs,and reassurance strategies are central to effective inclusion
of learners with LD afid ADHD. It underscores the need for professional development that helps
teachers adopt comstructive, attribution styles, reinforcing the role of teacher encouragement in

improving beth studentfoutcomes and teacher confidence.

A study by Bdno and Yusuf (2023) in Pakistan (Rawalpindi and Islamabad) explored how
learning disabilities influence the academic performance of high school students, with a focus on
demographic variables such as gender, age, socioeconomic background, and school type. The
findings showed that students with learning disabilities generally perform below their peers in
literacy and numeracy, but demographic factors significantly shape these outcomes. For
example, socioeconomic status affected access to resources and support, gender differences
appeared in coping strategies and subject performance, and school type influenced resilience and

22



St. Paul’s University Repository

achievement. The study contributes to understanding that learning disabilities cannot be
considered in isolation; demographic variables interact with disability status to either intensify or
reduce academic challenges. It emphasizes the importance of designing interventions that
account for both disability and demographic context, ensuring equitable support for diverse

learners.

However, gaps remain. The research was limited in scope, often relying on small samples and
lacking longitudinal data to track long-term outcomes. Cultural diversityipand mental health
intersections were underexplored, and there was little attention to<pestsecondary learners.
Additionally, the effectiveness of teacher training and policy! frameworks in addressing

demographic disparities was not fully examined.

A study conducted in Ibadan by Lazarus and Adekanmi (2014) critically examined the impact of
psychosocial support interventions on students with“learning, disabilities, highlighting that such
challenges extend beyond academic performance, te “affect social relationships, vocational
outcomes, and transitions to adulthood. The, study“focused on how guidance and counselors
employ research-based interventions, ificliding red@ssurance and continuous support, to bridge the
performance gap between students with learning disabilities and their peers. Findings indicated
that these interventions significantly improve academic performance. However, limitations
include reliance on existifigylitetature, which may not capture recent developments or regional
differences, and potential biases v case studies that may affect the generalizability of the results.
The study recommends®a more tailored approach to counseling, emphasizing consistent
reassurance sgand followsup strategies, while also suggesting further research to address these

limitations and'refine intervention practices.

Supportive environments, particularly the role of teachers, are crucial in influencing academic
performance among learners with learning disorders. Theuri and Mutisya (2021) examined how
various environmental factors impact adolescents, emphasizing that supportive relationships can
significantly affect students' behaviors and outcomes. Their study involving 267 students and 15
principals from public secondary schools underscored the need for strong support systems within

educational settings. While the research highlights the significance of teacher support, it
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primarily focuses on secondary school students and specific regional contexts, which limits its
applicability to younger learners, such as Grade 3 students in Homa Bay County. This is
particularly relevant when considering how teachers' reassurance can enhance the academic
performance of learners with learning disorders. The present study aims to fill these gaps by
investigating the specific contributions of teacher follow-up support, providing insights into how
positive teacher interactions can foster academic success for younger students facing learning

challenges.

A study by Akinyi et al. (2024) explored how teacher—student relationships, affectithe academic
performance of learners with learning disabilities in Nairobi £Ldunty, usihg a descriptive
correlational design informed by Systems Theory and SocialdCognitive\Theory. The research
involved head teachers, classroom teachers, and learners ffom_selectedrprimary schools, aiming
to understand how interpersonal dynamics shape learning “out€omes in inclusive education

settings.

The findings showed that supportive teacher—student relationships were strongly linked to
improved academic performance, moftivation, ‘afid classroom participation, whereas weak or
negative relationships were associated with)disengagement, reduced confidence, and lower
achievement. Teacher reassurance, empathy, and encouragement emerged as critical in helping
learners overcome challefiges ‘associated with their disabilities, reinforcing the importance of
positive classroom interactions fopinclusive education. The study contributes empirical evidence
from Kenya, highllighting'the central role of teacher—student relationships in inclusive education
and calling ot teachefytraining programs that emphasize relationship-building skills. It also
underscores the“meed for policies that support teachers in fostering positive, reassuring

environments.

However, several gaps remain: the study was limited to a small sample of primary schools,
leaving out secondary and postsecondary contexts; it did not fully address cultural and
socioeconomic diversity or the intersection of learning disabilities with mental health; and it
relied on cross-sectional data, meaning long-term effects of teacher reassurance were not
explored. Additionally, the effectiveness of teacher training programs and the integration of
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national policy frameworks were not deeply examined. The current study will fill the gaps left by

this study, especially the effects of teacher reassurance.

2.7. Behavior training and academic performance of learners with Specific Learning

Disorders

Behavioral training holds significant promise in improving academic performance among
learners with Specific Learning Disorders, particularly when interventions target core challenges
such as attention deficits. Garcia-Redondo et al. (2019), in a study condueted in"Spain, tested this
idea by implementing 28 short training sessions using educationalvidee, games based on
Multiple Intelligences theory to enhance attention in children diagnesédywith Specific Learning
Disorders and ADHD. The findings showed notable improveéments in, visual attention, especially
in concentration and accuracy, among learners in th@\experimental group, suggesting that
behaviorally focused game-based interventions  éan “pesitively influence attention, a key
behavioral foundation for academic learning. Howeven, the,study’s limitations include its clinical
rather than classroom setting, lack of directiassessment of academic skills like reading or math,
reliance on parental observation ratherthan teacher-based evaluations, and a small sample size
that restricts broader application. Theproposed study addresses these gaps by applying behavior
training interventions within réalsechool,environments in Kenya, using teacher assessments and
direct academic performasiee measutes to evaluate effectiveness, thereby grounding behavioral

interventions in both ¢ducationalipractice and academic outcomes.

In South Africd, Dean (2019) conducted a study in Cape Town to evaluate the effectiveness of
the Virtual Reading Gym (VRG), an ICT-based intervention targeting learners in Grades 3 to 6
with reading difficulties. The study used both retrospective (in mainstream schools) and
prospective (in a special need school) pre/post-intervention matched-subject designs, involving
40 learners divided into intervention and control groups. Over a 10-week period, learners in the
intervention group engaged in three VRG sessions per week. While the study aimed to improve
reading accuracy, rate, vocabulary, and comprehension, statistically significant gains were only
found in reading rate within the prospective group. Despite its intentions, the study did not

anchor the intervention in behavior training frameworks, nor did it clearly define or diagnose
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Specific Learning Disorders such as dyslexia or dysgraphia. The absence of structured
behavioral strategies, like reinforcement, cueing, or feedback mechanisms, limits its relevance to
research focused on behavior training as a support tool for learners with Specific Learning
Disorders. Additionally, the study lacked a guiding theoretical framework and did not address
teacher involvement in behavior shaping or academic follow-up. In contrast, the present study
directly targets learners with diagnosed Specific Learning Disorders, employs structured
behavior-training strategies grounded in behaviorist theory, and examines how such
interventions influence academic performance. It also integrates a cleaunly ‘defined conceptual
framework and emphasizes the role of teacher reassurance, followsup “support, and school
environment, elements that were not explored in Dean’s work. This allows, the current research
to address critical gaps and contribute more directly to practie and paliey on inclusive learning

for children with Specific Learning Disorders.
2.8. Follow-Ups and Academic Performancedf Learners with Learning Disorders

The link between follow-ups and the acadentic peésfotmance of learners with learning disorders is
critical, as effective teacher supportg€an significantly influence educational outcomes. The
findings by Rosario et al. (2015) indigate“that practices such as oral checking, board checking,
and grading positively impactedystudent, performance in English as a Foreign Language (EFL)
classes in Portugal, basedgon asample of 26 teachers and their students over a six-week period.
These findings informdthépresent,study, which investigates the contribution of teacher follow-up
support to the academic progress of learners with Specific Learning Disorders in Karachuonyo
North Sub-Countyj Homa Bay County. However, while the study employed a cross-sectional
design to assess different homework follow-up practices, its focus on older EFL students limits
the applicability of the findings to younger learners, particularly in diverse educational settings
like rural or African contexts. Moreover, the study overlooks the emotional and social impacts of
learning disorders, focusing primarily on test scores and grades, which diminishes its overall
relevance. By building on Rosario et al.'s insights, this research aims to address the identified
limitations, particularly the need for tailored interventions for younger learners across different
cultural contexts. It will explore the roles of teachers and parents in supporting students with

Specific Learning Disorders, recognizing individual differences in severity and coping strategies.
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By focusing on realistic, context-specific interventions, the current study seeks to fill existing
gaps and provide a comprehensive understanding of how teacher follow-up support can enhance
the academic progress of students facing learning challenges. Guided by Constructivist Theory,
the study by Oduor et al. (2024) found a positive correlation between parent-teacher
collaboration and the academic performance of learners with learning disorders in public primary
schools in Migori County, Kenya. The research found that active collaboration among parents
and teachers significantly improved academic outcomes for these learners. It concluded that such
cooperative efforts play a vital role in elevating academic achievement. Ahe'study emphasized
the importance of leadership, urging head teachers to take the initiati¥e Tn Briefing both parents
and teachers on the profound impact of teamwork on the academicgsuceess of students with
learning disorders. Additionally, it recommended that teachers ‘andyMinistry of Education
administrators allocate time for meetings with parents to raise.awareness about learning disorders
and address the specific needs of these learners. While'@duer et al. highlight the significance of
parent-teacher collaboration, the present studygshifts the foeus to the role of teacher support
specifically, addressing a different but complementary aspect of academic success. However,
Oduor et al.'s study has shortcomings, includingya lack of exploration of how different follow-up
practices might vary in effectiveness‘and an‘absence of consideration of the emotional and social
dimensions of learning disorders:The present study aims to fill these gaps by employing a
descriptive survey research design that includes both qualitative and quantitative methods. This
approach will provide@mmore comprehensive understanding of the specific follow-up practices
that enhance academic{progress, while also considering the individual differences among
learners. By focusing on ‘context-specific interventions in Homa Bay County, the current
research willgeontribute valuable insights into how targeted teacher support can improve

educational outéomes for students with learning disorders.

A study by Wangila et al. (2023) aimed to investigate the effects of psychosocial interventions
on the growth of adolescent students in public secondary schools in Trans-Nzoia County, using
Social Cognitive Theory. This study used Cognitive Theory to understand behavioral acquisition
and maintenance within a social context. The research employed a descriptive design and

targeted 239 secondary schools, sampling 116 using Nassiuma's formula, with data collected
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through structured questionnaires, document analysis, interviews, and observation. Findings
indicated that psychosocial interventions positively influence student growth, addressing issues
such as depression, anxiety, and substance abuse, with a significant correlation ($=0.295,
p=0.000) between these interventions and student development. While the study provides
valuable insights into the role of psychosocial support in addressing various adolescent
challenges and highlights the effectiveness of such interventions, its applicability to Grade 3
learners with learning disorders is limited. The focus on secondary school students and broader
developmental outcomes may not translate directly to younger learnersgywho are at different
developmental stages and may experience distinct learning an@d, “emotional” challenges.
Furthermore, the use of general sampling techniques and the in€lusientof a“diverse array of
psychosocial issues may not specifically address the nuanced, impacts afifollow-ups on academic
performance in younger learners with learning disordersy, Futdte résearch could benefit from a
targeted approach, focusing on younger students andexamiming the specific effects of follow-ups

within the context of learning disorders.
2.9. Conceptual Framework

The conceptual framework guiding this“study investigates the impact of psychosocial support
interventions on the academic performance of Grade 3 learners with learning disorders in Homa
Bay County. The framework“incotporates independent variables such as the prevalence of
learning disorders, awaréncss_ lévels about these disorders, teacher reassurance, and follow-up

practices. This is summarized in Figure 2.1 below.
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rules, cue cards, visual schedules)

-Positive reinforcement (e.g. reward Moderating Variable

systems) i >

. . . School environment
-Rate of disruptive behavior .
— | -Home environment

-Level of task engagement

Follow-up Figure 2 Conceptual Framework

-Frequency of follow ups ™

-Type of follow ups

-Content covered

This study hypaothesized that psychological interventions, specifically the prevalence of Specific

Learning Disorders, teacher reassurance, behavior training, and teacher follow-up, significantly

influence the academic performance of learners with Specific Learning Disorders (dependent

variable) in Karachuonyo North Sub-County, Homa Bay County. The prevalence of Specific

Learning Disorders (independent variable) is measured by the number of learners with diagnoses

and reported learning challenges, forming the basis for identifying learners in need of support.

Once identified, interventions such as teacher reassurance (e.g., praise, encouragement, and

2
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affirming classroom practices), behavior training (e.g., structured routines, cue cards, and reward
systems), and follow-up support (e.g., frequency and type of academic follow-ups) are expected
to improve learner engagement, reduce disruptive behaviors, and support task completion.
Together, these interventions aim to enhance academic outcomes, measured through subject test
scores, literacy/numeracy progress, assignment completion rates, and report card performance

(dependent variable indicators).

It is further hypothesized that the effectiveness of these psychological interyentions is influenced
by moderating variables, namely the school environment and home en¥itonmenthA supportive
school environment, with trained teachers, inclusive practices, andgappropridte resources, can
strengthen the application and impact of interventions. Likewise,ja positive'home environment,
characterized by caregiver support and consistency, can geinforee s¢hool-based strategies and
enhance continuity in learning. Conversely, weak or unsupportivefenvironmental conditions may
undermine the success of these interventions, limitingimptovements in academic performance.
Therefore, for interventions to yield sustained¢impaét, both>school and home contexts must play

a reinforcing role.
2.10. Existing Research Gap

The literature review reveals etitical tesearch gaps in understanding learning disorders,
particularly concerning_geogtaphieal, population, and methodological aspects. Studies such as
Margolis et al. (2020)"and Al-Qadri et al. (2021) provide valuable insights into prevalence and
assessment tool§ in North “America and Yemen but fail to address the specific socio-economic
and educational_contexts of Homa Bay County, Kenya. Margolis et al. (2020) focused on
Nonverbal Leaning Disorder (NVLD) in North America, leaving a gap in prevalence data for
Kenya, while Al-Qadri et al. (2021) developed an assessment tool without providing region-

specific prevalence rates.

Additionally, research by Vinokur (2019), Sawhney, and Bansal (2014) primarily addresses older
or different educational contexts, which limits its applicability to younger populations such as
Grade 3 learners. Methodological limitations, such as small sample sizes and region-specific

focus, further constrain the generalizability of the findings. To address these gaps, the proposed
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study will focus on Grade 3 learners in Homa Bay County, using larger, more diverse samples
and incorporating perspectives from both teachers and parents. This approach aims to provide
localized, actionable data on prevalence, awareness, and effective interventions tailored to the

unique educational and socio-economic context of Homa Bay County.

2.11 Chapter Summary — Literature Review

Chapter Two reviews literature relevant to the study, focusing on learning disorders and
psychosocial interventions. It begins with the theoretical foundations, highlighting
Bronfenbrenner’s Ecological Systems Theory, which explains child” development through
multiple environmental layers (microsystem, mesosystem,|  €xoSystem, macrosystem,
chronosystem), and emphasizes the importance of family, $schoel, gommunity, and cultural
influences. This theory is applied to show how teacher g8assutance, parental involvement, and
community support shape learners’ outcomes. TheWMontessort Theory is also discussed,
emphasizing child-centered, multisensory, and,sclfspaced learning that fosters independence,
confidence, and inclusivity, aligning with psychosecial support goals for learners with Specific

Learning Disorders (SLDs).

The empirical review shows that learnéss with SLDs such as dyslexia, dyscalculia, and
dysgraphia consistently facegacademiesChallenges in reading, writing, spelling, and arithmetic,
often accompanied by emeotienalyand behavioral issues like anxiety, depression, and low self-
esteem. Studies from ‘diffetent contexts (India, Spain, South Africa, Portugal, Kenya) highlight
prevalence rates{ intervention strategies, and gaps in localized research. Findings emphasize that
while teacher”reassurance, behavior training, and follow-up practices improve academic
performance, interventions must be tailored to cultural and contextual realities, especially in rural

African settings.

The chapter also reviews prevalence data, noting global rates between 2—15%, with Kenyan
surveys estimating around 11.4% of learners having disabilities, though data on SLDs remains
limited. Teacher reassurance is shown to boost confidence and performance; behavior training
enhances attention and structured learning; and follow-ups such as oral checks, grading, and

parent-teacher collaboration significantly improve outcomes.
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Finally, the conceptual framework hypothesizes that psychosocial interventions—teacher
reassurance, behavior training, and follow-up—together with awareness and prevalence of SLDs,
directly influence the academic performance of Grade 3 learners in Karachuonyo North, Homa

Bay County.
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CHAPTER THREE: METHODOLOGY

3.1. Introduction

This chapter provides a comprehensive overview of the research methodology, including
research design, target population, sample size and procedure, data collection procedure, validity
and reliability, data analysis, and ethical considerations. It establishes a solid foundation for

conducting the study and ensures the integrity and validity of the research findings.
3.2. Research Design

The study used a descriptive survey research design, which is parti€ularlysuited for providing a
comprehensive overview of the current state of learning diSorders and their impact on the
academic performance of Grade 3 learners in Homa Bay @ounty, Kenya. This design facilitated
the systematic collection of data regarding the frequeney, distribution, and relationships between
specific variables, such as teacher reassurance, behavior ttaining, and follow-up support, and
their effects on academic outcomes (Creswell& Creswell,;2022). By capturing data from a large

sample, this approach effectively aligned withithe'study's aims and specific objectives.

The justification for using a descriptive survey research design was its ability to identify risk
factors and protective variablésythat influence academic success. It allowed for a thorough
assessment of how teachefizeassuranee and behavior training contributed to positive educational
outcomes. Additionally, this design facilitated the exploration of follow-up support mechanisms
that may help mitigate challenges faced by learners with Specific Learning Disorders, as noted

by Fraenkel JWallen, and Hyun (2019).
3.3. Study Atxea
3.3.1. Location of the Study

The study was conducted in Karachuonyo North Sub-County, Homa Bay County, situated in
south-western Kenya along the shores of Lake Victoria, Africa's largest freshwater lake. Homa
Bay County, covering an area of 4,267.1 kmo, is geographically diverse, bordered by Kisumu
and Siaya Counties to the north, Kisii and Nyamira Counties to the east, Migori County to the
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south, and the Republic of Uganda to the west. The County's administrative headquarters are
located at 0.52° South latitude and 34.45° East longitude, at an elevation of 1166 meters above
sea level (Appendix 3). With an estimated population of 963,794 (KNBS, 2019), Homa Bay
County 1s home to a significant portion of Kenya's inhabitants, distributed across its eight sub-
counties: Ndhiwa, Rachuonyo North, Rangwe, Rachuonyo East, Rachuonyo South, Mbita, Suba,
and Homa Bay (Ogweno, 2020).

The region experiences varying levels of precipitation, with southern areas geceiving the highest
amounts, around 1750 mm annually, while northern areas closer to Lak@ Victoriaxeceive 1000-
1250 mm per year (Ongeko, Mugalavai, & Obiri, 2018). The climatégemains €onsistently warm
year-round, with precipitation evenly distributed, though slightly, “higher ‘during the first wet
season (January-June). However, the county faces challenges such ashintense precipitation, heat
stress, and occasional dry spells, posing risks to agricultural activitics, which are a major source

of livelihood for the local population.

Despite the county's economic potential, peWertyiremains pervasive, with a staggering 77.9% of
the population living below the poventypline, significantly higher than the national average of
52% (KNBS, 2019). This high povesty rate, reflects the socioeconomic challenges faced by
residents, including limited acCessito education, healthcare, and basic amenities. For learners
with learning disorders in HomaBay,County, poverty exacerbates the already significant barriers
to academic success. imitedyresources and support services hinder their ability to receive proper
diagnosis, intervention, and “educational accommodations, leading to unmet needs and

compromised,academic,performance.

Major economigyactivities in Homa Bay County include fishing, agriculture, and trade. Fishing
plays a central role in the local economy, given the county's proximity to Lake Victoria, while
agriculture, including subsistence farming and cash crop cultivation, provides livelihoods for a
significant portion of the population. Trade and small-scale businesses also contribute to the
county's economy, albeit to a lesser extent. In light of these economic realities, the study's focus
on the impact of psychosocial support interventions on the academic performance of Grade 3

learners with learning disorders in Homa Bay County, Kenya, is significant. By examining how
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poverty intersects with learning disorders, the study aims to highlight the urgent need for
targeted interventions and support systems to address the unique challenges faced by vulnerable

learners in this context.
3.3.2. Justification of the Study

Karachuonyo North Sub-County has been meticulously chosen as the study area due to its
significance in understanding the impact of learning disorders on the acadeniic performance of
Grade 3 learners in Homa Bay County, Kenya. This selection is drivengby the eritical need to
address the challenges faced by learners with learning disorders withimthe ‘@ounty's educational
landscape. By focusing on Karachuonyo North, the study aims to prewide valuable insights into
the specific factors influencing academic outcomes in thisoregion,¥shedding light on the

prevalence and effects of learning disorders on Grade 3 léarners.

The decision to concentrate on this sub-countyjunderscores the importance of addressing
educational disparities and ensuring equitable, ‘accessyto quality education for all learners,
especially those with learning disorders. Through thistargeted approach, the study sought to not
only identify barriers to academic successsbut also to propose tailored interventions and support
mechanisms to improve educatiénal outcomes for Grade 3 learners with learning disorders in
Homa Bay County. Thus, Karachuonyo North Sub-County serves as a strategic focal point for
examining the effects of psyehosecial support interventions on the academic performance of
Grade 3 learners with“learning disorders, ultimately aiming to inform evidence-based policies

and interventions to enhance@educational equity and inclusivity in the region.
3.4. TargetPopulation

The target population for this study comprised Grade 3 learners, their teachers (both class and
subject teachers), school counselors (counselors who doubled as subject teachers), and key
education stakeholders in Karachuonyo North Sub-County, Homa Bay County, Kenya. This
population was organized into two distinct groups aligned with the study’s mixed-method

design: quantitative survey respondents and qualitative key informants.

35



St. Paul’s University Repository

The primary survey respondents comprised 386 Grade 3 learners (195 boys and 191 girls) and 24
teachers from six purposively selected public primary schools within the sub-county, for a total
of 410 participants. Grade 3 learners are the focus because this stage marks a critical transition in
basic education, during which foundational literacy and numeracy skills are expected to be
consolidated. It is also the period when learning disorders, such as dyslexia, dyscalculia, and
dysgraphia, tend to manifest more clearly, making this grade level ideal for early screening and

intervention (UNESCO, 2021).

Teachers participated as survey respondents rather than key informants decause they are directly
involved in implementing classroom-level psychosocial suppott, mterventions, including
reassurance, follow-up, and behavior training. Their views are grueialfor assessing the presence,
quality, and effectiveness of these interventions in improying leatnets> academic performance.
The inclusion of both class and subject teachers ensuresithat, different dimensions of learner

support are captured comprehensively.

The six schools were purposively selectedyin‘eonsultation with the Sub-County Director of
Education, using criteria such as schoolfsize (based on Grade 3 enrollment) and the documented
presence of learners with academic“difficulties. According to official records from the Sub-
County Education Office (2024) these schools have a total of 386 Grade 3 learners, providing a

reliable basis for analysis,

Sampling Frame

Category: Number of Source of Selection Rationale
Respondents
Learners 386 Grade 3 classes in six ~ Focus on the
purposively selected consolidation of
schools literacy & numeracy
Teachers and Key 24 Teachers from the Provide an
Informants same six schools and  instructional
education Officers perspective
Total 410 Six purposively Comprehensive
selected public coverage of learners,

primary schools
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3.5. Sampling Techniques and Sample Size
3.5.1. Sampling Techniques

In the first stage, purposive sampling was used to select six public primary schools in
Karachuonyo North Sub-County. Selection was conducted in consultation with the Sub-County
Director of Education, based on criteria including the presence of learners with noticeable
academic difficulties, school size, and the availability of Grade 3 learners. Plirposive sampling
was appropriate here because it allowed the researcher to focus on instifutions that were most
likely to yield relevant data for the study’s objectives (Palinkas et al'5;)2015) This ensured that
the schools selected were directly aligned with the problem “being, studied, psychosocial

interventions and academic performance among learners withySpecific Z€arning Disorders.

In the second stage, the study used stratified samplifig toydivide the participants into specific
subgroups: Grade 3 learners, class and subject teachers, ‘and other school-based actors. This
stratification ensured each category of responident wasyrepresented fairly and proportionately,
reducing variability and improving the accuraey, of eomparisons between groups (Kothari, 2014).
It also helped the study maintaimy, ayelear balance between learner perspectives and the

experiences of those responsible for instruétional and psychosocial interventions.

In the third stage, simpleandom sampling was applied within each stratum to select the actual
learners and teacherséwhonl ‘participated in the survey. For example, names of Grade 3 learners
and teachers werg, randomly drawn from class registers. This method ensured every individual
within each grouphad@n equal chance of selection, which reduced sampling bias and enhanced

the generalizability, of findings across the sub-county, as confirmed by Creswell and Creswell

(2022).

For key informants, such as head teachers, school counselors, and county education officials,
purposive sampling was used exclusively. These individuals were not selected at random but
based on their expert knowledge, direct involvement in school policy or learner support, and
their ability to provide system-level insights. This approach was justified because key informants

were expected to offer depth and contextual interpretation that go beyond what can be gathered
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from structured questionnaires, as hinted at by Etikan et al. (2016). Their input was essential for
interpreting the broader challenges, policy gaps, and institutional practices related to the

psychological support of learners with Specific Learning Disorders.
3.5.2. Sample Size

Sampling is a crucial aspect of research, involving the selection of a subset of subjects from a
larger population. Kothari (2014) views a sample as a portion of the entire population selected
from a target population. It makes it possible for the researcher to get results from a section of
the population and make use of them to take a broad perspective of the whele population. The
sample size of respondents was determined using the Yamane methodsatia 95% confidence level,
with “e” set to 0.05. This involved a deliberate choice of zespendentsi(the teachers) based on
their ability to elaborate more on a specific topic, view,{ortehdency, which was used to obtain
the needed sample from the target population. UsingythepY'amane formula, the sample size was

219 respondents. “Where “n” = Sample Size;

“N” = Population; “e2” = precision level.

To determine the sample size, Yamane’s formula will be used as follows:

N

1 = —
1+n2«  Where:

e n = Sample size
e N = Pgpulation size

e ¢ = Margimof error (precision level)

Given Data:

e Total population of Grade Three Pupils N=386
e Subjective teachers (reading and writing) N1=18
e Counseling and guidance teachers N2=6

® Assuming a margin of error e=0.05¢
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Sample Size Calculation for Grade Three Pupils

Using the formula:

386
n =
1+ 386. (0.05)°

Calculating:

1. Calculate €’

&>=(0.05)>= 0.0025
2. Calculate N- ¢’= 386-0.0025=0.965
3. Add 1 to this value: 1+0.965=1.965

Now calculate n:

A~ 19612

965

Thus, rounding to the nearest whole n

3

e for teachers using the same formula. Assuming a

T, t le size for Grade Three pupils is

approximately 196.

Sample Size Calculation fo

Now, we can calcula

combined population o

a ?N=1 8+6=24

gin of error e=0.05¢ = 0.05¢=0.05:

e and counseling teachers:

Total numb

Using the same

24
ﬂ =
1+ 24. (0.05)°

Calculating:

1. Calculate e?
¢=(0.05)>= 0.0025
2. Calculate 24- 0.0025=0.06
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3. Add 1 to this value: 1+0.06=1.06

4. Now calculate n:
24
= — R 22,64
1.06

Thus, rounding to the nearest whole number, the sample size for teachers is approximately 23.

The study sample includes 196 Grade Three pupils and 23 teachers, a total of 219

respondents. This calculation is summarized in Table 3.1, which outli t

corresponding sample sizes for both groups, providing a clear ic
involved in the research. %

Table 3.1 Sample Size

pulation and

the participants

Respondents i Sample

Teachers and all the key informants 23
Grade three children with SLDs \ 386 196
Total 410 219

3.6. Rese truments

These are the t esearchers use to gather data during research, as Kothari (2014) puts it. The
popular data collection instruments in research are interviews, questionnaires, written focus
groups, and observation. In this study, the researcher used questionnaires as data-collection
instruments. This is because questionnaires have certain advantages owing to the nature of the

data that was collected and the sample involved.

3.6.1. Questionnaire
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The study used structured questionnaires as the primary instruments for quantitative data
collection. Two separate questionnaires were used, one for Grade 3 learners and one for their
teachers, each designed to align with the study’s conceptual framework and research objectives.
Both tools followed the same structure for consistency and comparability. The questionnaires
contained seven sections: Section A (Demographic Information), Section B (Prevalence of
Specific Learning Disorders), Section C (Teacher Reassurance), Section D (Behavior Training),
Section E (Follow-Up Support), Section F (Academic Performance of Learmers with Specific
Learning Disorders), and Section G (Moderating Variables such as schooltpolicies or classroom
environment). This structure allowed for a systematic examination Of the “independent,
dependent, and moderating variables. Questionnaires were chosen_for ‘their efficiency, cost-
effectiveness, and ability to gather data from a relatively ldrge population while maintaining

anonymity and reducing interviewer bias (Creswell & Creswell; 2022).

The questionnaire for learners was not self-admihistered:%Grade 3 pupils are still developing
cognitively and may experience difficulties with reading, comprehension, or attention, especially
those with Specific Learning Disorders suchyas dyslexia or dysgraphia (UNESCO, 2021). To
address this, trained research assistants guided the learners through each question in a one-on-
one setting, using simplified language andyvisual aids where necessary. These assistants were
briefed thoroughly to maintain neutralify and ethical standards, and parental/guardian consent
and child assent were securéd,in-advance, as required in research involving minors (Creswell &

Creswell, 2022).

In contrast, the teacher questionnaires were self-administered. Teachers are professionally
trained, literate, and “Capable of providing accurate data on their interactions with learners,
particularly regarding psychosocial support mechanisms like reassurance, behavior training, and
follow-up strategies. Their insights are crucial because they implement these interventions
directly and observe their effects on learners’ academic outcomes. The revised version of this
section now clarifies that, while both groups used similarly structured tools, only teachers
completed theirs themselves. This adjustment addresses earlier concerns by ensuring that tool
administration matches the cognitive and literacy levels of each respondent group, leading to

more accurate and ethically sound data collection.
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3.6.2. Interview Schedule

To conduct a more thorough investigation of the effects of psychosocial support interventions on
the academic performance of Grade 3 learners with learning disorders in Homa Bay County,
Kenya, interview guidelines were used to guide interviews with key respondents. The use of oral
interviews offers a significant advantage in obtaining perspectives from people who would
not have been included in the sampling procedure, thereby augmenting the comprehensiveness of
the data (Siedlecki, 2020). The experiences and viewpoints of educational pelicymakers and
educational psychologists about learning difficulties and academic perfermance, were better
understood thanks to these interviews. Open-ended discussions allowedythe tesearchers to get
rich qualitative information that enhances and supplements thefquantitative results they acquire
from other data-gathering techniques, such as surveys andéevaluationss Furthermore, interviews
give participants a forum to share their ideas, womies,)\and, s€eommendations, which yield
insightful information that may be used to improveépraetices, policies, and treatments targeted at

helping students with learning disorders succeéd academically.
3.7 Pilot Study

The pilot study was conducted, iipKarachtiényo South Sub-County, adjacent to the main study
area, to ensure the study’s<€entextual appropriateness and avoid contamination effects. The
sample size of 54 respondentsy which' is 10% of the entire population of 219, is highly adequate
in identifying the flawsiin'the'study design, particularly when the subjects are vulnerable learners
in the country with Specific)Learning Disorders. The sample size is justified since it is far above
the required amountywhich is only needed to ensure the study tools are tested for ease of
understanding, usability, and age appropriateness. The pilot study ensured the study tools are

appropriate for learners with dyslexia, dyscalculia, and dysgraphia.

3.7.1. Validity of Research Instruments
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Maintaining the authenticity of research data was crucial to ensuring the trustworthiness and
integrity of this study. As noted by Cooper and Schindler (2019), validity refers to the extent to
which a research instrument measures what it is intended to measure. In this study on
psychological intervention and academic performance among learners with Specific Learning
Disorders in Karachuonyo North Sub-County, the research instruments were developed to
closely align with the study objectives and research questions. This alignment helped to ensure
that each item on the learner and teacher questionnaires accurately captures the intended
variables, such as emotional support strategies and academic performiance indicators. The
instruments were reviewed by the research supervisor and subjectdexperts, to assess content

relevance, clarity, and coverage.

To assess content, the instruments underwent expert reyiew, by professionals in educational
psychology and special needs education. These experts,examinedduhether the questionnaires and
interview guides adequately cover all the critical ateasief psyehological interventions relevant to
learners with Specific Learning Disorders. Their feédback helped eliminate irrelevant or unclear

items, ensuring that the tools are both comprehensive ‘and practical.

In addition to enhancing face validity, “the instruments were piloted among a sample of 54
participants (50 pupils and 4 te@ehets) not involved in the main study, drawn from Karachuonyo
South Sub-County. This gre-testing, allowed the researcher to identify and address potential
issues related to languagey, format, or comprehension, especially considering the needs of young

learners with learning difficulties.

Construct validity was ‘€nsured by grounding the instrument design in existing theories and
frameworks thagexplain the relationship between psychosocial support and learner performance.
Each questionnaire item was designed to reflect well-defined constructs such as reassurance,
follow-up support, teacher engagement, and academic progress. Insights from previous studies
and validated tools guided the structure and phrasing of the questions to ensure that they
accurately measure the underlying concepts. Feedback from the pilot study was incorporated to
refine and finalize the instruments before full-scale deployment, ensuring they are clear, relevant,

and suitable for both learners and teachers.
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3.7.2. Reliability of Research Instruments

Reliability refers to the consistency with which a research instrument measures what it is
intended to measure, even when used under similar conditions at different times or with different
groups. According to Creswell and Creswell (2022), a reliable instrument should produce stable
and repeatable results. To ensure this, the researcher will conduct a pilot study in Karachuonyo
South Sub-County using the same instruments intended for the main study. This preliminary
phase will help detect any inconsistencies in the tool's performance and allow for adjustments

before full-scale deployment.

A test-retest method was used to check the stability of the_instruments. The same set of
questionnaires was administered to the same group of respondents at two different times, under
similar conditions. The researcher then analyzed the degtec of consistency in their responses. In
addition, to assess the internal consistency and reli@bility, of the instruments—especially those
using Likert-scale items such as teacher and@keyainformant questionnaires—the researcher
calculated Cronbach’s alpha coefficient. The reliability“analysis established a Cronbach alpha
value of 0.78, signifying that the tool used for'data collection- the questionnaire was reliable. A
reliability score of 0.7 or higher wasteonsidered acceptable for this study, as recommended by
Fraenkel, Wallen, and Hyun (2015). If.the alpha score was low, items with poor correlation

would be revised or remoyed todmprove reliability.

Finally, the pilot data“were cvaluated alongside the study’s objectives to ensure alignment and
coherence acre$s items. Differences in responses across respondent categories were also
compared tQ assess teliability across groups. Expert input from educational psychologists and
special needs educators was sought to review item clarity, structure, and relevance. These
combined steps enhanced the instruments' dependability and ensured they provided consistent
data suitable for assessing psychological interventions and academic performance among

learners with Specific Learning Disorders.

3.8. Data Collection Procedure
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The data collection process began with the researcher obtaining a research approval letter from
the board of post-graduate of St. Pauls’ University. Then St. Paul’s University ethics review
committee before seeking a research permit from the National Commission for Science,
Technology and Innovation (NACOSTI. This was followed by official visits to the six selected
public primary schools in Karachuonyo North Sub-County. The researcher presented letters of
introduction, authorized by the university and the Sub-County Director of Education, to the
respective head teachers. During these visits, the researcher explained the objectives, scope, and
significance of the study, emphasizing the importance of honest and opemyresponses in helping
improve academic support for learners with Specific Learning DiSerdets, Parental/guardian
consent was sought in advance, followed by child assent for Grade 3, leainers. Teachers were

also briefed on the importance of their participation as survey. fespondents.

Questionnaires for teachers and learners were administeted ‘on-site. Teachers received printed
questionnaires, which they completed independeritly and“teturned to the researcher. Grade 3
learners, due to their age and developmental devel,"wese assisted by trained research assistants
who helped them understand and respond to, theyquestions accurately and ethically. Learner
questionnaires were presented in simplified, child-friendly language and larger print formats
where necessary, ensuring accessibility fer all participants, especially those with potential
learning difficulties. The presencejef@ssistants ensures that learners do not experience confusion,

fear, or pressure during the precesss:

Key informant interviews were' conducted with selected educational psychologists and county-
level education‘policymakers. These individuals were identified and reached through the County
Director of Edueation:’Once contact was made, interviews were scheduled at a convenient time,
either in person orvirtually (via Zoom or Google Meet). A semi-structured interview guide was
used to explore their insights into diagnostic services, policy implementation, and psychosocial
interventions for learners with Specific Learning Disorders. All interviews were conducted by

the lead researcher to ensure consistency and depth of inquiry.

3.9. Data Analysis and Presentations
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Data analysis is a methodical procedure essential for providing the gathered information with
structure, order, and significance, as explained by Sileyew (2019). The researcher entered the
answers on the analysis-recording sheet after carefully going over each completed questionnaire
in this study. The Statistical Package for the Social Sciences (SPSS) version 29 was used to
analyze quantitative data obtained from closed-ended surveys. Tallying, coding, and a
descriptive statistical analysis of this numerical and readily measurable data were undertaken.
Correlation, ANOVA, and Regression were used. The results of this study gvere presented in
various formats, including frequency tables, cross-tabulation tables, and graphieal aids such as
pie charts and graphs, to enhance clarity and interpretation. Using¢Regression Analysis, the
researcher examined the relationships among the variables and drew.ielevant conclusions. The

researcher also conducted an analysis of variance and calculatéd standatd<deviations.

Thematic analysis was used to analyze qualitativeydata frem »interviews and open-ended
questionnaires. The researcher first reviewed thefrespenses and identified patterns across the
objectives. The data were coded into four mdin areas: the’impact of dyslexia, dyscalculia, and
dysgraphia on learners’ performance; the rolejef teacher reassurance in building confidence; the
importance of behavior training ingimproving focus and discipline; and the contribution of
teacher follow-up in sustaining pfegress. These codes were then grouped into themes, including
academic barriers, emotiondly, supports behavioral interventions, and instructional continuity.
Together, they helped clarifythowilearners’ performance is shaped by both the challenges of their
disorders and supportive,teaching practices. The findings were then presented in a narrative form
to complementthe quantitative results. This approach allowed for a better understanding of how
learning disorders affect’students in Homa Bay County and ultimately informs interventions and

policies that canyimprove their academic outcomes.

3.10. Ethical Considerations

Ethical issues were important in research because research deals with and intrudes into people's
lives, as outlined by Suri (2020). The researcher was guided by three ethical considerations
throughout the study: informed consent, anonymity, and reciprocity. Before beginning research,

the researcher sought approval from the Ethics Board of St. Paul University, which ensures that
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the study adheres to ethical guidelines and prioritizes participants' rights and welfare. The
researcher reached out to the St. Paul’s University Ethical Review Board to assess the research
proposal and ensure it meets the established ethical standards. This Board evaluated elements
like informed consent and confidentiality, as well as the possible risks and values of this study.
This will help to protect the rights of the respondents. Additionally, to ensure compliance with
national research regulations, authorization was obtained from the National Commission for

Science, Technology, and Innovation (NACOSTI).

Upon receiving the necessary permits, the researcher requested formal authorization from the
Homa Bay Director of Education. Additionally, the head teachef§yofiithe “ihdividual schools
informed the education administration of Karachuonyo North®Sub-County. This procedural
phase highlights the researcher's commitment to camying “outithc inquiry with proper
authorization at institutional and regional levels, gstressing, tfansparency and unwavering
adherence to ethical standards throughout the réscareh “process. The researcher also sought
consent from the learners' parents/guardias. < Effective communication will be essential
throughout the research process. The researeher explained the study's objectives openly and
clearly to the participants. Additionallys, explicit guarantees were given, emphasizing the
complete confidentiality of participants' responses and the protection of their identities. Building
on the ethical framework laid out BydCooper and Schindler (2019), the research prioritized
ethical conduct, focusing on, the rights of Grade 3 students from selected schools in the
Karachuonyo North sub-county of Homa Bay County, who would be the study's subjects. This
commitment ensured that'the welfare, protection, and respect of the participants were given the
highest prigtity. Tojaddress reciprocity and demonstrate giving back, the researcher plans to
provide the school with a synopsis of the findings and suggestions, distribute the study results,
give the school a copy of the entire dissertation, and participate in any school-related activities

that do not interfere with the research process.

3.11 Chapter Summary: Methodology

47



St. Paul’s University Repository

This chapter outlines the procedures and methods used to conduct the study on the influence of
psychosocial support interventions on the academic performance of Grade 3 learners with
learning disorders in Homa Bay County, Kenya. The study adopted a descriptive survey research
design, enabling the collection of data from a large group to describe relationships among
variables such as teacher reassurance, behavior training, and follow-up support. This design was
chosen because it is practical, cost-effective, and suitable for examining existing conditions

without manipulating variables.

The research was carried out in Karachuonyo North Sub-County, Hofma Bay County, an area
characterized by high poverty levels and limited educational reso@ir€es, factors that may affect
learners with learning disorders. The location was selected tofbetter understand the challenges
these learners face and to propose appropriate interventions, The“target population included
Grade 3 learners, teachers, school counselors, and edueation stak€holders. A total population of
410 participants was identified, from which a saniple size ‘of 219 respondents (196 learners and

23 teachers) was determined using the Yamanéxformula:
A combination of sampling techniquesfwas used:

e® Purposive sampling to seleetischools and key informants
e Stratified sampling.to greup partiCipants

e Simple random@ampling,toselect individual respondents

Data were colléeted usingstructured questionnaires for learners and teachers and interview
schedules for key mformants, such as educational psychologists and policymakers. Learners
were assisted gby trained research assistants, while teachers completed questionnaires
independently. A pilot study was conducted in a neighboring sub-county to test the research
tools. This helped improve the validity and reliability of the instruments. Validity was ensured
through expert review and alignment with study objectives, while reliability was confirmed using

the test-retest method and Cronbach’s alpha coefficient (0.78), indicating acceptable consistency.
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The data collection procedure involved obtaining permissions, administering questionnaires in
schools, and conducting interviews either physically or virtually. Ethical standards such as
informed consent, confidentiality, and voluntary participation were strictly followed. For data
analysis, quantitative data were analyzed using SPSS version 29 through descriptive statistics
and regression analysis, while qualitative data from interviews were analyzed thematically.
Results were presented using tables, charts, and narrative explanations. Finally, the study

adhered to strict ethical considerations, including obtaining approval from relevant authorities,

ensuring participant confidentiality, and securing consent from pare learners. The
researcher is also committed to sharing findings with participating

reciprocity.

»

NG
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CHAPTER FOUR: DATA ANALYSIS, PRESENTATION, AND
INTERPRETATION

4.1. Introduction

This chapter presented the results of the data analysis of the primary data collected using the
study's collection tools. The study’s demographic data, inferential statistics, and descriptive

statistics were all presented in the analysis.
4.2. Pilot Test Results

A pilot test was conducted at a separate school in the same County efsHoma-Bay. This involved
a class of 50 pupils and 4 teachers. The study carried out, a reliability test using Cronbach's

alpha, and the results are summarized in Table 4.1 below¢

Table 4.1: Reliability Test

Variable Cronbach’s Alpha Comment
Prevalence of SLDs 0.713 Reliable
Teacher Reassurance 0-876 Reliable
Behavior Training 0.743 Reliable
Follow-up 0.784 Reliable

Source: Survey Data (2025)

The reliability results for the study variables indicated internal consistency of the scale (the data
collection tool used in the study). This is because a Cronbach’s Alpha value of 0.7 or higher is
the generally accepted threshold, indicating that the scale used in the study is reliable and
consistent. In this study, the results were 0.7 and above. Prevalence of Specific Learning
Disorders was 0.713; teacher reassurance was 0.876, followed by behavior training at 0.743, and
finally, follow-up at 0.784. The study further conducted a validity test to ensure the accuracy of

the measurement tools. The results were summarized in Table 4.2 below.
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Table 4.2: Validity Test

Variable Factor Loading
Prevalence of SLD 0.755
Teacher Reassurance 0.684
Behavior Training 0.821
Follow-up 0.715

Source: Survey Data (2025)

The validity test results, summarized in Figure 4.2, pointed tothesfact,that all the variables in the
study showed positive and adequate factor loadings. For'éxampleg,behavior training, prevalence
of Specific Learning Disorders, and follow-up showed higher factor loadings of 0.821, 0.755,
and 0.715, respectively, while Teacher reassuranhceshad,a‘factor loading of 0.684, which was still
within the acceptable threshold. These results, therefore, point to the fact that the items were
strongly related to the factors. This i§ because’@ach item in a measurement ought to have a
loading of 0.40 or higher on the factor it is_mtended to measure. It is worth noting that validity
tests are intended to establish whether the items in the scale yield appropriate measurements for
the research's intended putpose.hFor that reason, in this study, the factor loadings exceeded the

conventional threshold 0f0.4)andicating valid results.
4.3.  Response Rate

The study had"a target population of 219 respondents, obtained from the 6 primary schools in
Homa-Bay County. The study included 196 Grade 3 learners and 23 teachers from the six
sampled schools. The questionnaires were distributed to all 219 respondents who were allowed
adequate time to give dependable information. Nevertheless, only 205 respondents returned
appropriately completed questionnaires for the analysis. In line with this, the response rate for
this study was 93.6%. This rate was within the acceptable threshold to warrant the data analysis,

as argued by Mugenda and Mugenda (2003). Above all, fourteen of the respondents did not

51



St. Paul’s University Repository

return their questionnaires at all, despite the fact that sixty-four returned partly filled
questionnaires. These were excluded from the data analysis to avoid the appearance of outliers

that could skew the precision of the gathered data.

Table 4.3: Response Rate

Response Rate Frequency Percentage
Response 205 93.6
h
Non-Response 14 .\l
Total 219 10

0
Source: Survey Data (2025) W
4.4. Demographic Results \%
The respondents were asked to give th@, duration of teaching, the level of
eth

education, their teaching subjects, an had received any special training or skills

relating to Specific Learning Disorde‘
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Figure 4.1: Age of the Respondents
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The results in Figure 4.1 above indicate that the majority of the respondents, 89.8%, were aged
between 7 and 10 years. These were mainly the pupils who formed a bigger part of the target
population. The other slightly larger group, 4%, was aged 40 years and above. These were the
teachers in the selected schools who participated in the study. The other categories were 24 to
29(2%), 18 to 23 years (1.4%), 30 to 34 years (1.4%), and 35 to 39 years, also 1.4%

3

Gender of the Respondents

>

= Female = Male

o Nl

ow that 44.4% of the respondents were male, while

Figure 4.2 Genders of the Res

The results summarized i
55.6% were female. ing that the gender distribution in the study was, to some
degree, balanced,, permitting telatively inclusive views or data for the study relating to the

i Ve‘tigated.

variables tha
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Level of Education of the
Respondents

M Secondary
H College

m University

Figure 4.3: Level of Education of the Respondents

£

The results summarized in Figure 4.3 indicate that the of the respondents (the

Teachers) had a college-level education, followed b el at 1(5%). However, none

of the respondents had a university-level education.

R\

Teaching Experience of the Respondents

ml1to4Years =S5to9Years =15andabove Years

Figure 4.4: Teaching Experience of the Respondents

The study results, summarized in Figure 4.4, indicate that the majority, 10(47.6%) of the
respondents (the teachers) had a teaching experience of 5 to 9 years. It is also evident from the

results that 6 (28.6%) of the respondents had 15 years or more of teaching experience, while 5
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(23.8%) had 1 to 4 years of teaching experience. From the results, it is worth noting that the even
distribution of the teaching experience among the schools that participated in the study would

make it possible to support learners with certain learning disorders.

Subjects taught by the Respondents

5( 4)  5(23.85%) ‘
) ) 2(9.5%)
s
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Figure 4.5: Subjects taught by the R n

From the study results summarized in Fi .5 above, it was evident that the majority of the

ematics 5(23.85%), English 5(23.85%), followed by

respondents’ teaching subje
Kiswahili 4(19%). The
Education, 2(9.5%),

ndents indicated their teaching subjects as Religious
al Activities, 2(9.5%), Creative Activities, 2(9.5%), while

e ha y 1(4.8%) respondent.
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Specialized Skills of the Respondents

¥ With Specialized Skills
B Without Specialized Skills

r

O

t %) of the respondents (the

Figure 4.6: Specialized Skills of the Respondents

The study results, summarized in Figure 4.6, indi
Teachers) had specialized skills to handle the ith “Specific Learning Disorders in the
schools that participated in the study. Howewe of the respondents, only 17(81%) had
the normal teaching skills. This, there co an that they were not quite in a position to
handle the learners with disorders. key informants, it was evident that the Kenya
Institute of Special Education trains teachers who end up in private schools. Only a few
are found in public prima therefore answered why there were few teachers with
specialized skills in t articipated in the study. These findings are also in line with
the study by Nthenge 7)which established that Children’s Act (2022), the Disability Act
(2003), and enyan Constitution (2010), national policy frameworks mainly address
conventional y i ts such as hearing, visual, physical, and intellectual disabilities, while
often overlook distinct challenges of learners with learning disorders, limiting support and

targeted interventions.

4.5. Prevalence of learning disorders among Grade 3 learners in regular schools in

Homa-Bay County

The respondents (teachers) were asked to indicate their level of agreement with statements

regarding the prevalence of Specific Learning Disorders among Grade 3 learners. A range of
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responses were gathered from the teachers. The teachers gave their responses relating to the
different statements on the Specific Learning Disorders as reflected in Table 4.4. To get deeper
meaning from the responses gathered, measures such as mean, variance, and Standard deviation

were generated as summarized in Table 4.4 below.

Table 4.4: Prevalence of Specific Learning Disorders (SLDs) among Grade 3 learners

Statement Strongly  Disagree Neutral Agree Strongly
Disagree Agree

I have learners with 1(4.76%)  1(4.76%) 4(19.05% 14(66.67%) .1(4.76%)
dyslexia. )
I have learners with 2(9.52%) 1(4.76%)  4(19.05%  12(57.14%)52(9:52%)
dyscalculia. )
I have learners with 2(9.52%)  3(14.29%) 2(9.52%) HI1(52.38%)" 2(9.52%)
dysgraphia.
Many learners 1(4.76%)  1(4.76%) 3(1429%) “13(61.90%) 3(14.29%)
struggle with basic )
reading, writing, or
math.
I suspect some 0(0.00%)  0(0.00%), “4(19005% 16(76.19%) 1(4.76%)
learners have )

undiagnosed Specific
Learning Disorders.

The overall picture of the results imTable 4.4"is that there’s a clear propensity toward agreement
across all statements, suggesting that'teachers were aware of and observed signs of Specific
Learning Disorders in their'elagstooms. Regarding the statement on dyslexia, 14 (66.67%) of the
respondents agreed with' the“possible cases of this disorder in their classes. Moreover, 13
(61.90%) of the respondents agreed that many learners struggle with basic reading, writing, or
math. As wasgeonfirmed by 3 (14.29%) who strongly agreed that there are learners who have
problems with reading, writing, and basic numeracy, this was evidence enough of the prevalence
of a particular Specific Learning Disorder. The findings are close to those of Margolis et al.
(2020), who investigated NVLD prevalence among 2,596 learners aged 6—-19 in the U.S. and
Canada and reported rates of 2.78-3.9% —about 3—4% of the population, or roughly 2.2-2.9

million U.S. adolescents.
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Finally, most teachers 13(61.9%, confirmed that they observed learners struggling with reading,
which aligns with dyslexia symptoms. There’s strong confidence that it is present in their
classrooms. There was a clear indication from the respondents of the prevalence of Dyscalculia
among the learners, as 12 (57.14%) agreed with the statement on its prevalence in their classes.
This was further confirmed by 2(9.52%) of the respondents who strongly agreed with the
statement. The researcher noted that a majority16 (76.19%) of the respondents also believed they
had learners facing challenges in numerical reasoning. This disorder seemed somewhat less
recognized than dyslexia, but still notably present. These findings are imhlin€ with a study by
Juma (2018), who confirmed that according to a national survey, althost“Bl.4% of learners in

Kenya have some form of disability or special needs in education.

Regarding the statement on dysgraphia, 11(52.38%) of the@espondents,agreed they had learners
with this learning disorder in their classes. This was fusther ednfirmed by 2(9.52%) of the
respondents. Nevertheless, while agreement remainedyhigh; the responses were more varied—
perhaps indicating less familiarity or confidenec intidentifying writing-specific difficulties than
in dyslexia and dyscalculia. It is worth noting, that, géneral struggles in literacy and numeracy,
13(61.90%) agreed, witnessing the same, and 3(14.29%) strongly agreed, reinforces the above—
teachers were seeing important¢functiondlyacademic challenges, which may or may not be
formally diagnosed as Specific Learning Disorders. On the issue of the prevalence of suspected
undiagnosed Specific Learning BDisorders, 16(76.19%) of the respondents agreed about the
existence of such casesy supported by 1(4.76%) who strongly agreed. The strongest consensus
was that teacher§ who partieipated in this study suspected many learners had Specific Learning
Disorders that’had not been professionally assessed or diagnosed. This revealed a need for more

support in identification and intervention, as shown in Table 4.4.
4.6. Prevalence and Identification of Specific Learning Disorders

Globally, the overall prevalence of Specific Learning Disorder is estimated to be 5-15% of
school-aged children across languages and cultures. Reading disorder (dyslexia) is about 4-9%;
Mathematics disorder (dyscalculia) is about 3-7%, while written expression disorder

(dysgraphia) is less frequently reported but included in global Specific Learning Disorder
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estimates. The researcher further established that out of the population of 184 that participated in
the study, 60 of them had dyslexia, 44 had dyscalculia, and 30 had dysgraphia, while 30 others
were slow learners, and the rest had family-related issues. The researcher conducted counseling
for about 75% of the learners identified with Specific Learning Disorders. Further still, the
researcher had brief sessions with the teachers and gave them tips on identifying Specific

Learning Disorders in learners.

It was also evident that the County government of Homa-Bay has physieal facilities for the
schools to host the learners with Specific Learning Disorders. Howevér, there ate no teachers
with these specialized skills, despite KISE training. The researchemwas of thelepinion that TSC
needs to hire more of these teachers to help support thesedearners with™ Specific Learning

Disorders.

These findings have educational Significance in differentyways.< These respondents' perceptions
suggest that Specific Learning Disorders aredpicvalent, and impactful in Grade 3 learning
environments. It is also evident that there's, a“need), for’teacher training, early screening, and
intervention programs. The high ratesgof suspeeted undiagnosed Specific Learning Disorders
bring out a gap between observation ‘and diagnosis, which could affect how learners are

supported.

All statements had mean values“above 4.4, indicating general agreement among teachers that
Specific Learning Disotders are present and impactful. The highest mean (3.90) generated was
for suspected undiagnosed Specific Learning Disorders, suggesting a strong perception that some
learning disorders gopunnhoticed. The results from the teachers were summarized in Table 4.5.
From the results, on the views from the teachers on Specific Learning Disorders, there were
values of both Variance and Standard Deviation generated. The details in Table 4.1 above
indicate that a lower SD (0.69) for undiagnosed Specific Learning Disorders shows high
consensus. It is evident that most teachers agree about the prevalence of Specific Learning
Disorders among the learners in Homa-Bay County, though undiagnosed. On the other hand,
higher SDs (around 1.14) for dysgraphia and dyscalculia suggest diverse experiences or

uncertainty, possibly because of differences in understanding or identification of these
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conditions. More so, a widespread agreement from the teachers that Specific Learning Disorders

exist in classrooms was also evident from the data gathered from the respondents.

Table 4.5: Statistical Results by Statement on the prevalence of Specific Learning

Disorders
Statement Mean Score Variance Std. Deviation
I have learners with dyslexia 3.76 0.91 0.95
I have learners with dyscalculia 3.62 1.11 1705
I have learners with dysgraphia 3.48 1.29 1.14
Learners struggle with reading/writing/math 3.86 0.98 0.99
I suspect some learners have undiagnosed 3.90 0.47 0.69

Specific Learning Disorders

Source: Research Data, 2025

As reflected in the data collected, Dysgraphiathadythe lowest mean and highest variation,
possibly revealing that it is the least re€oghized ormost confusing for the teachers. The teachers’
responses indirectly confirmed this sttuation/status. More so, teachers strongly suspect some
learners had undiagnosed Specifie Learhing Disorders, which might reflect gaps in screening,

resources, or training.
4.7. Teacher Reassurance

The respondents (teaechers) were further asked to indicate their level of agreement with certain
statements related'to the teacher reassurance to learners with Specific Learning Disorders in
Grade 3. The responses were gathered and summarized as reflected in Table 4.6 below. The

counts for the responses relating to every statement were considered and tabulated.

Table 4.6: Reassurance to learners with Specific Learning Disorders (SLDs)
60



St. Paul’s University Repository
Statement Strongly  Disagree Neutral Agree Strongly

Disagree Agree

I regularly encourage learners 1(4.76%) 1(4.76%)  3(14.29%) 10(47.62%  6(28.57%)

with Specific Learning )

Disorders.

I have built trust with these 1(4.76%) 2(9.52%)  2(9.52%)  11(52.38%  5(23.81%)

learners. )

I use praise to boost their 1(4.76%) 1(4.76%)  3(14.29%) 12(57.14%  4(19.05%)

confidence. )

I actively reassure anxious 1(4.76%) 1(4.76%)  2(9.52%) 13(61.90%  4(19.05%)

learners. )

My teaching includes affirming  0(0.00%) 2(9.52%)  2(9.52%)  14(66.67%\ 3(14.29%)

practices. )

I check in with learners 0(0.00%) 0(0.00%)  1(4.76%) “15(71°43%  5(23.81%)

individually to offer emotional

support

I adapt my tone and feedback to  2(9.52%) 3(14.29%) 3(1429%) 9@42!86%) 4(19.05%)

reduce stress in struggling
learners

Source: Research Data, 2025
The results reflected a high agreement overall from the respondents (the teachers). From the

results that, the majority of responses for all five statements fall within “Agree” and “Strongly
Agree,” indicating that most teachers cons€iously and systematically offered reassurance to
learners with Specific Learning Disorders. There was a strongest Affirmation from the
respondents in the form of “my #eaching dncludes affirming practices”. This statement had the
highest “Agree” response at 44(66:07%) of the respondents, showing educators embrace positive
reinforcement in their methods. On trust and praise, over 75% of respondents indicated that they
encouraged, praised, ‘O actively reassured learners—strong evidence of an empathetic and
supportive appréach. Comparatively few chose “Neutral,” “Disagree,” or “Strongly Disagree,”

which reinforees thatireassurance is a recognized and practiced strategy.

The researcher moted from the findings that across all five statements about providing
reassurance to learners with Specific Learning Disorders, the data painted a picture of high levels
of empathy, proactive support, and relationship-building by educators. However, there were
some emerging issues that affirmation is a core teaching approach, as over 80% of respondents
agreed or strongly agreed that they use affirming practices and praise. This was a strong sign that
emotional reinforcement is built into instruction. It was also evident from the findings that trust

and encouragement go hand in hand. The responses indicated that teachers had cultivated
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trusting relationships with their learners and encouraged them regularly, helping build a safe
learning environment. The findings could be slightly aligned with a study by Goegan et al.
(2024) that reviewed 96 Canadian studies on learning disabilities (2000-2023), showing a strong
emphasis on literacy and mathematics interventions. Teacher support and positive expectations
were linked to resilience and achievement, though gaps remain in addressing culturally diverse
populations. This study used a scoping review approach, thereby carrying with it some of the

gaps embedded in the studies reviewed.

It also came out well that anxiety was being addressed actively. This was confirmed by a
combined 80.95% of the respondents who Agreed and also stzonglyhAgreed were actively
reassuring learners who may be anxious, which suggests teachers tecognize the emotional weight
Specific Learning Disorders carry for young learners. Thére was alew level of disagreement
across the board. In this, very few respondents masked)“Disagree” or “Strongly Disagree,”
pointing to a general consistency in supportivedbchayiof: Based on the above insights, the
researcher brought out how schools and eddeatorSycan ‘build on this strong foundation. The
researcher was of the view that there needed'te bexormalized supportive Practices by creating a
framework or handbook of affirming classioom strategies so educators have a toolkit to lean on.
Also, this could be achieved by the use ofémodel lesson plans that integrate reassurance, praise,
and emotional check-ins with “academiic content. As well, there was a need to focus on
professional development thteughyworkshops that focused on emotional intelligence in teaching
and recognizing and“responding to signs of learner distress specific to Specific Learning

Disorders.

Peer Support’ Systems meant to create forums for teachers to share stories, challenges, and
successful techniques for engaging and reassuring learners would also be essential. In addition, it
was important for the researcher to encourage mentorship pairings where more experienced
teachers can support those newer to inclusive practices. More so student voice and reflection
could also be encouraged. The schools could allow learners with Specific Learning Disorders to
express how they feel supported—via journals, drawings, or classroom surveys. The educators
could use this data to tweak classroom climate and identify individual needs more effectively.

Finally, collaboration with Specialists would equally support the learners with Specific Learning
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Disorders. In this, the teachers/educators could work closely with special education
professionals, psychologists, and counselors to ensure emotional reassurance is aligned with each
learner’s personalized learning plan. These findings are partially in line with a study by Frohlich
et al. (2020), which showed that teachers who viewed student challenges as improvable reported
greater confidence and fostered stronger engagement. While their study focused on Canadian
teachers’ beliefs, it did not address broader school supports or direct learner outcomes. The
current study extends this by demonstrating how psychosocial interventiods and supportive
environments directly improve academic performance among learners with“Specific Learning

Disorders.

The researcher generated the mean, variance, and standard devidtion of the, dataset as reflected in
Table 4.7 below. There was strong agreement with mild variationgon whether the teachers
regularly encourage learners with Specific Learning Disorders:, The responses to this statement

had a mean of 3.86, a variance of 1.26, and a standéed‘deviation of approximately 1.03.

Table 4.7: Statistical Results by Statementjon Eeacher Reassurance

Statement Mean  (Vatiance " Std. Interpretation

Dev
I regularly encourage 3.86 1.06 1.03 Strong agreement with mild
learners with Specific variation

Learning Disorders

I have built trust with these =~ 3.76 1.17 1.08 Positive sentiment, but
learners some diversity in response
I use praise to boost their 3.81 0.97 0.99 Consistent praise practices
confidence across teachers

I actively reassure anxious  3.86 0.93 0.97 High consensus and strong
learners practice of reassurance
My teaching includes 3.86 0.70 0.84 Most teachers agree with
affirming practices less variability

I check in with learners 4.19 0.49 0.70 Highest agreement, very
individually to offer consistent responses

emotional support
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I adapt my tone and 3.43 1.51 1.23 More variation — this may
feedback to reduce stress in depend on individual
struggling learners teacher style

It was equally evident that most teachers who participated in the study agreed with less
variability that their teachings include affirming practices. This had a mean of 3.86, a variance of
0.70, and a standard deviation of 0.84. However, the highest agreement was on checking in
individually to offer emotional support (Mean = 4.19). This reflected a steong, commitment to
emotional support of the learners by the teachers. Furthermore, this Jowest vatiation was on
affirming practices and emotional check-ins, indicating that the teachers are, unified in these
approaches, and hence, there is adequate emotional support@fer-the lcarners with Specific

Learning Disorders. However, most variation was in adaptingtong€ andyfeedback.

Under this, the responses gathered were more scattered, suggesting it was a less consistently
applied strategy. The data showed that most teachets mnthis'study were actively and regularly
providing reassurance to learners with SpeeifichLearning Disorders. There was a broad
agreement on emotional support strategies ‘Such)as encouragement, praise, and affirming
practices. However, responses around “tonejadaptation reveal differences, and therefore, this
could be an area for trainingger teflection to enable teachers to offer the essential support

required by the learners inthe'sehools " Homa-Bay County.
4.8. Behaviour Training

The respondents were asked their opinions on behaviour training strategies to support Grade 3
learners withiSpe¢ific Learning Disorders (SLDs). They were given various statements to rate as

summarized in Table 4.8 below.

Table 4.8: Behavior training strategies to support Grade 3 learners with Specific Learning

Disorders
Statement Strongly Disagree Neutral Agree Strongly
Disagree Agree
Structured routines 1(4.76%) 1(4.76%)  3(14.29%) 10(47.62%) 6(28.57%)
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Cue cards / visual 2(9.52%) 2(9.52%) 15(71.43%) 2(9.52%) 0(0.00%)
schedules

Positive reinforcement 0(0.00%) 0(0.00%)  15(71.43%) 3(14.29%) 3(14.29%)
Classroom rules 1(4.76%) 1(4.76%)  4(19.05%) 13(61.90%) 2(9.52%)
consistently followed

Disruptive behavior 2(9.52%) 2(9.52%)  9(42.86%) 8(38.10%)  0(0.00%)

reduced over time

Focus and engagement 1(4.76%) 3(14.29%) 17(80.95%) 0(0.00%) 0(0.00%)
maintained

On the issue of the adoption of structured routines as part of the strategies of{behavior training,
the majority of the respondents, 16(76.19%), were in agreement. This pointed to the fact that
there were clear routines that were widely used and highly effective;Jeffering consistency and
predictability for learners with Specific Learning Disorders. Theyuse, of, cue cards / visual
schedules attracted a different response, with 15(71.43%) neutral; andonly 2(9.52%) agreeing.
As most educators remained neutral, this may reflect lowausage, unfamiliarity, or limited access
to such tools. The statement on positive reinforcemefit attracted @ confirmation of 18(85.72%) of
the respondents who were in agreement that this, approach is adopted across the schools that
participated in the study. The researcher neted thatia, stahdout result—praise and rewards were
actively used and valued to encouragesdesirablegbehavior, especially among the learners with

Specific Learning Disorders.

Classroom rules also attractéd, majerity’lS (71.43%) of the respondents who were in agreement
about the adoption of this‘strategys Most teachers confirmed to have effective systems in place
for maintaining discipline, remnforcing the stability that learners with Specific Learning Disorders
often need. Regarding the“statement on reduction in disruptive behavior, 9(42.86%) remained
neutral, while 8(38.10%)Y agreed. On the contrary 4(19.05%) disagreed. The researcher not that
the results wege mixed. Although progress was observed, some behaviors may persist or

fluctuate depending on interventions used.

When the researcher sought the views of the respondents on the adoption of Focus and
Engagement as a strategy for behavior training, the majority, 17(80.95%), were neutral. This
suggests that educators find learner attention challenging to assess or maintain, possibly pointing

to inconsistent engagement across tasks.
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Based on the findings, the researcher developed the following recommendations: It was essential
to boost the use of visual Supports by training teachers in how to design and use cue cards, visual
timetables, and anchor charts to simplify task instructions and integrate these tools in daily
routines and lesson transitions. Equally, to diversify reinforcement, the researcher recommended
that the teachers use both verbal and non-verbal praise, sticker charts, “student of the day”
recognition, and incorporate choice-based rewards, allowing learners some autonomy. The
researcher further recommended that to measure engagement, the teachers ought to use behavior
charts, peer monitoring, or feedback logs to track focus and participationgMete so, the teachers
needed to consider integrating task-based timers, movement breaks@or gamified activities to
sustain attention. The researcher recommended that, to address disruptive behavior holistically, it
was essential to train teachers on early signs and triggers ofibehaviendinked to frustration or
sensory overload. It was also essential to collaborate withaspeci@listsito implement individualized
behavior intervention plans (BIPs). Finally, to gontinue strengthening the structure, the
researcher saw it necessary for the educators to geinforceclassroom procedures with visual cues,
routine reminders, and job charts. It was also“@ssential to ensure transitions between tasks are

predictable and low-stress.

Various views were collected and analyzéddto generate deeper meaning from the raw data. A
correlation analysis was conducted usingythe data collected on behavior training to understand
how closely responses to differcntstatements related to one another. For example, this helped to
understand whether teachers who strongly agree with one strategy also tend to agree with
another. Since the’data wete in ordinal format (scale of 1 to 5), the responses were treated as
numerical s€ores, and ‘Pearson correlation coefficients between the items were computed as
summarized in,Table 4.9. Pearson correlation coefficient values range from +1.0, which
represents perfect positive correlation, to -1.0, representing perfect negative correlation, while 0

represents no correlation.

Table 4.9: behavior training strategies to support Grade 3 learners with Specific Learning

Disorders (Correlation Matrix)

Statement Routine Cue  Reinforcement Rules Reduced Learner
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Cards Disruption ~ Focus
Structured 1.00 0.27 0.65 0.63 0.49 0.30
Routines
Cue Cards / 0.27 1.00 0.13 0.21 0.19 —0.28
Visual Schedules
Positive 0.65 0.13 1.00 0.51 0.45 0.42
Reinforcement
Classroom Rules 0.63 0.21 0.51 1.00 0.59 0.31
Reduced 0.49 0.19 0.45 0.59 1.00 0.49
Disruptive
Behavior
Learners Stay 0.30 —-0.28 0.42 0.31 049 1.00

Focused and
Engaged

It was evident from the correlation .analysishthat structured routines have strong positive
correlations with positive reinforcetent’(0.65), and classroom rules (0.63). This pointed to the
fact that teachers using routines,alse relied on praise and consistent rules. More so, cue cards /
visual schedules were found to,have weak or no correlation, and slightly negative with learner
focus (—0.28). This maymeflectlow usage or inconsistent effectiveness. Further analysis revealed
that disruptive behavioriteduction correlates moderately with rules (0.59), reinforcement (0.45),
and learner efigagement (0.49). This indicates that behavior improves most when positive
structure andyengagement strategies are applied. Finally, it came out fairly clear that learner
focus connects With reinforcement and reduced disruption, though not strongly with structured
routines or cue cards. In conclusion, it came out that the views collected painted a clear picture
that structured environments with positive reinforcement and clear rules are strongly associated
with better behavior and focus on learners with Specific Learning Disorders. However, less
correlation was established for visual aids, which, according to the researcher, might require

further research.
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4.9. Follow-Up Support

The respondents were asked to rate various statements in relation to follow-up support on
learners with Specific Learning Disorders. Diverse views were gathered as summarized in Table

4.10 below.

Table 4.10: Follow-Up Strategies

Statement Strongly  Disagree Neutral Agrée Strongly
Disagree Agree
Regular follow-up for 0(0.00%) 1(4.76%) 2(9.52%) 942.86%) 9(42.86%)
struggling learners
Individual feedback to 0(0.00%) 1(4.76%) 1(4.76%)n, “10(47.62%) 9(42.86%)
learners
Follow-ups align with 0(0.00%) 1(4.76%) 2(9.52%)" 5, 15(71.43%) 3(14.29%)

classroom instruction

Discussing progress with 0(0.00%) 0(0.00%), 3(14:29% 16(76.19%) 2(9.52%)

parents or guardians )

Observed academic 0(0.00%) 000.00%) %2(9:52%)  15(71.43%) 3(14.29%)
improvements due to

follow-ups

The researcher arrived at the interpretation of findings in Table 4.10 as given below regarding
the rating of the different statements on dellow-up strategies. The respondents confirmed the
existence of high engagement, in‘fellowups by the teachers. This was evident from a combined
18(85.72%) of respondents whoeither agree or strongly agree that they regularly follow up with
struggling learners. This pomtedo a strong commitment to individualized support. Regarding
individual feedback, it wasyevident that the teachers took it as a Priority. Matching trends from
follow-up pfactices, edueators also overwhelmingly agreed that personalized feedback played a
key role, as confirmed by 19 (90.48%) of the respondents who either agreed or strongly agreed.
This is in line with Rosario et al. (2015 )'s arguments that follow-ups are quite recommended as
these strategies have a positive impact on the performance of the learners with Specific Learning

Disorders.

Regarding instructional consistency, 15 (71.43%) agreed that follow-up activities aligned with
what was taught, ensuring that learners built on prior knowledge—an important component of

effective remediation. The idea was also supported by 3(14.29%) who strongly agreed. The
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responses on family involvement confirmed that this strategy was highly valued. It was evident
that over 85% of teachers engaged parents or guardians in monitoring progress. This reflects a
holistic support approach involving home-school collaboration. Academic improvements were
observed, as confirmed by more than half of the respondents. There was clear evidence that
educators/ teachers were not just following up but seeing results—over 85% agreed or strongly
agreed that learners improved academically with sustained support. Based on the findings, the

researcher made some recommendations.

It was essential to formalize follow-up structures by creating simple traeking templates or digital
logs to monitor which learners receive follow-ups and how frequentlys More S@3it was important
to use regular “check-in check-out” routines at the end of leSsons“for learners with Specific
Learning Disorders. The researcher saw it necessary to stiéngthen feedback delivery. Following
this, it was important to deliver feedback in formatsgthatimatchéd learners’ strengths, such as
verbal for auditory learners, visual symbols for othérs: It was also recommended that the teachers
should keep feedback positive, specific, andgfocusedronreffort and improvement rather than

correctness alone.

When aligning activities with class ‘eéentent,steachers ought to ensure that all follow-up tasks
review key concepts from regular I€ssons, with reduced complexity or guided scaffolding. Also,
introduce multi-modal suppotts like“images, manipulatives, or word banks to reinforce
understanding. There ghould\be decpened parent collaboration. The educators to set up monthly
mini-reports or beief meetings'to share progress in simple terms. They should also encourage
parents to practicéyhome strategies aligned with classroom goals—such as shared reading or
math games.‘Theleducators/teachers ought to evaluate the effectiveness by using simple pre-and
post-follow-up aetivities to track progress and adjust interventions accordingly. Also, they
should share best practices across classrooms to identify strategies that consistently show

academic gains.

The respondents were asked to rate the statements in Table 4.10 to explore how they supported

Grade 3 learners with Specific Learning Disorders (SLDs) through follow-up activities. Diverse
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opinions were gathered, and correlation analysis was conducted for a better understanding of the

data patterns.
4.9. Academic Performance of Learners with Specific Learning Disorders

The respondents were asked to give their level of agreement with the statements in Table 4.12
regarding the academic performance of Grade 3 learners with Specific Learning Disorders
(SLDs) in Homa-Bay County. Diverse opinions were gathered and their coufits summarized as
reflected in the table above. To make the data collected more meaningfaly statistical measures

such as mean and percentages were generated as presented in Table 4.9 below:
Table 4.12: Academic performance of Grade 3 learners with Specific Learning Disorders

Strongly Disagr Strongly

Statement . Neutral  Agree
Disagree ee Agree

Subject test scores have H4.76. 2(9.52% 14(66.67
imeroved 1(4.76% %(,) )( T, )( 3(14.29%)
;rl;elf;%‘?;ai gumeracy skills 1(4.76%) (}/((31.76 3/5 )14.29 5)(71.43 1(4.76%)
Assignment completion has 20952  4(19.05 14(66.67
increased P 0(0.00%) (yg) 0/(()) 0, )( 1(4.76%)
}j;:gfg;[]ggrd grades have 000.00%) 3/(();1.76 3/(())14.29 (}/f)(76.19 1(4.76%)
Support has positively 0 1(4.76  1(4.76% 18(85.71 o
impacted performance RU070) %) ) %) 1(4.76%)

The findings pointed to"$trong signs of academic progress. Responses to most statements show
over 70% agréement or strong agreement, suggesting that support strategies for learners with
Specific Learnng,Disorders were yielding visible improvements. For test scores and assignment
completion, the‘highest agreement rates were around 66.67%. This reflects direct academic gains
and increased participation. Responses regarding literacy and numeracy skills revealed diverse
trends. Although 71.43% agree, 14.29% are neutral—possibly due to skill variability or
differences in how progress is measured. The responses on report card grades showed positive
trends. With 76.19% agreement, formal grading reflects improvement—support strategies appear

to be influencing mastery of the curriculum. The responses on the overall impact of support
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pointed to highly positive agreement. This had the strongest agreement at 85.71% —clear

evidence that interventions are making a real difference in learner performance.

Recommendations for strengthening academic Support included the following. It is essential to
expand targeted literacy and numeracy interventions by providing leveled reading materials,
adaptive math programs, and peer tutoring. The teachers should monitor individual progress
using mini-assessments tailored to learner needs. On how to reinforce assignment structures
teachers need to use visual aids, reminders, and checklists to make assignments more accessible.
They should break tasks into smaller, achievable steps with frequent{feedbackyThe teachers
should continue to track and reflect on grades. They should usémseport cards and progress
portfolios to review learner growth over time and invite learner§ to, self-assess or reflect on their
learning journey. On how to maintain and scale support gystems, théyresearcher recommended
that the teachers should keep successful strategies actiye and replicate across classrooms. Finally,
the teachers should encourage collaboration betweén ‘gencral and special educators to share best

practices.

The respondents were asked to give th@in levellof agreement with the statements in Table 4.12
regarding the academic performanceyof Grade 3 learners with Specific Learning Disorders
(SLDs) in Homa-Bay County.‘Divesse opinions were gathered and their counts summarized as
reflected the table above. Fo make the'data collected more meaningful, statistical measures such
as mean, variance, and standardidcviation were applied to the same data set, as presented in the

statistical summagy table‘below:

Table 4.12(a) Statistical Summary of Academic performance of Grade 3 learners with

Specific Learning Disorders

Statement Mean  Variance Std. Interpretation
Deviation

Subject test scores 3.86 0.78 0.88  High agreement, slight diversity

improved in responses

Literacy & 3.76 0.64 0.80 Solid agreement with tight

numeracy improving clustering

Assignment 3.76 0.66 0.81 Consistent perception of
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completion positive progress
increased

Report card grades 3.81 0.57 0.76 Majority agree, lower variation
improved

Support positively 4.00 0.45 0.67 Strongest agreement and most
impacted consistent responses
performance

The analysis showed that all mean values were above 3.75. This suggested that teachers
generally agreed that academic progress was happening in key areas. Qnithe\ other hand, the
lowest standard deviation (0.67) was for the statement about support positively impacting
performance. This means nearly everyone agreed which was a greatindicator of consensus. The
Variance of these data sets shows how tightly responses werefelustered around the mean. The
lower it is, the more aligned participants are in their views«{The,data showed that Educators were
broadly optimistic about the effects of support stratggics)fory@Grade 3 learners with Specific
Learning Disorders — particularly regarding overdlhimpact'and improvements in academic areas
such as test scores, assignments, and grades.” The ymost unified sentiment was that the

respondents felt support systems were working

4.10. The school environment and how it supports learners with Specific Learning

Disorders (SLDs)

The respondents werepaskedypvarious questions on how this moderating variable (school
environment) supports learnets, with Specific Learning Disorders. The respondents were first
asked to describe the level”of support for inclusive learning at their respective schools. The

following responses were gathered as summarized in Table 4.13 below.

Table 4.13: How the school environment supports learners with Specific Learning

Disorders
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Statement Frequency (fi)
| Very supportive 2
Somewhat supportive 5
Neutral 11
Slightly supportive 2
Not supportive 1

Variance for the data set was calculated to measure how spread out the responses were from the

mean, as this would help in understanding the influence, of,this ‘moderating variable on
the support of learners with Specific Learning Diserders. Lhérefore, the variance for the

responses provided was = 1.43 with a standard deviation of = 1.20. The mean was 4.0,
which reflects general positivity toward suppert andinclusive learning. The standard deviation of
3.20 indicates some diversity in respofiSes—though most lean towards supportive; there was a
modest spread toward more neutral ‘or unsupportive views. It is worth noting that the school
environment has a slightly poSitivesbearing on the learners with Specific Learning Disorders.
These findings are in ling, with, the), concepts of Bronfenbrenner's theory on interconnections
between environment§ (home %> school, peers «» family), which help shape the child’s
development as neted by:Sadownik (2023) and Viola et al. (2021). According to these authors,
the microsystem highlights direct relationships, while the mesosystem emphasizes the interplay
between themy, showing that development depends not only on individual contexts but also on

how those contexts connect.

Table 4.14: Kind of training received on supporting learners with Specific Learning

Disorders

Formal in- Occasional Peer-to-peer | Personal No training
service training : workshops learning reading at all
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. only
Count  2(9.52%) 6(28.57%) 5(23.81%)  4(19.05%) 4(19.05%)

The respondents were further asked to specify any kind of training they had received. The
responses gathered were summarized in Table 4.14 below, with statistical measures generated to
provide further meaning to the responses in Table 4.14a. A total of 2(9.52) of the respondents
indicated that they had formal in-service training, while 6(28.57%) indicated they attended
occasional workshops. Those who had peer-to-peer learning were 5 (2381%),, followed by 4
(19.05%) who confirmed they had gained knowledge only through4personal reading. Finally,
4(19.05%) confirmed that they had no training at all to support leatness, with Specific Learning
Disorders. It was evident that there are teachers with specializéd traininggfrom KISE, but they are
mainly employed by the private schools because of ¢hejlow reémuneration offered by the

government.

Table 4.14a: Summary Table of Statistical{Measures on the Kind of training received on
supporting learners with Specific Learning, Disorders

Statistic Value Explanation
Mean 4.2 Average count across all training types
Variance 1.76 Awerage squared deviation from the mean

Standard Deviation  1.33  Indicates the spread of values around the mean

The statistical ‘measures show that responses were fairly evenly distributed, with no extreme
highs or lows#ifiptraining types. The small spread (STD = 1.33) suggests a more balanced
experience among the teachers. The researcher was of the opinion that support for learners with
Specific Learning Disabilities is not just about whether training exists, but is also about how
many teachers have access to it. A balanced distribution could imply that the system is less
reliant on a few well-trained individuals, and more teachers can recognize and respond to

Specific Learning Disorder-related needs.
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The researcher further noted that from a planning or policy perspective, this dataset may signal
progress toward more inclusive education practice. A lower standard deviation hints at a more
equitable spread of training among the teachers, which could lead to more consistent support for
learners with Specific Learning Disorders. It equally suggests less disparity as fewer teachers are
left completely untrained, and more are receiving at least some form of preparation. Finally, the
researcher was of the opinion that if training quality is also sufficient, this broader distribution
could mean learners with Specific Learning Disorders are more likely to be understood and

supported regardless of which teacher they work with.

Table 4.15: The school culture regarding inclusion of learners, with Specific Learning

Disorders

School Culture Category Count/
perecntage

Highly inclusive 2(9.52%)

Generally inclusive 10(47.62%)

Neutral 3(14.29%)

Minimally inclusive 4(19.05%)

Not inclusive 2(9.52%)

The respondents wereaskedfor their views on the school culture regarding the inclusion of
learners with Specific ‘Learning Disorders. The diverse opinions gathered were summarized in
Table 4.12 abeVe with key“statistics in Table 4.12a below for further understanding. From the
responses, 2.(9:52%)aconfirmed that the school culture was highly inclusive, followed by 10
(47.62%) who indicated that the culture was generally inclusive. 4(19.05%) confirmed that the

school culture was minimally inclusive, 3(14.29%) were neutral.

Table 4.15a: Key Statistics

Statistic Value Explanation
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Mean 4.2 Average number of responses per category
Variance 8.16 Shows how spread out the responses are from the mean
Standard Deviation ~ Higher spread suggests varied perspectives on school
inclusion
2.86

The statistical measures generated added some meaning to the data. For example, the most
common response, “Generally inclusive,” possibly indicated that many participants felt there was
a positive effort toward inclusion. However, responses also showedgs@frange, from high
inclusiveness to minimal and even no inclusiveness, which was reflegted imythe higher standard
deviation. This variation implies that while inclusion is promoted, it may not be consistently
practiced across the school or among staff. The researcher fufthetnoted that this culture in the
schools that participated in the study might indicate a faixed, school” culture, in which some
teachers strongly embrace inclusion, while others mayalack,they§ame commitment or resources.
Further still, the presence of "Minimally inclusive"jandy!'Not inclusive" responses suggests that
some learners with Specific Learning Disordersstill face,barriers. This, therefore, highlights the
need for targeted awareness initiatives, uniformytraining across all staff, and strong leadership to
reinforce inclusive values.

Bano and Yusuf (2023) showed,that students'with learning disabilities perform below their peers,
but outcomes vary dependingon seeioeconomic status, gender, and school type. This mirrors the
inclusivity findings inthis stady, Where responses ranged from “Generally inclusive” to “Not
inclusive,” reflecting uneven practices across schools and staff. Both highlight that disability
outcomes are shaped by broader contexts—resources, culture, and institutional commitment—
and both call fog,systémic interventions such as uniform training, strong leadership, and context-
sensitive supportytd ensure equity.

4.11 Discussion of Interview Responses

When the respondents were asked to indicate how common diagnosed cases of Specific Learning
Disorders among early primary learners in their area were, they indicated that prevalence of
SLDs diagnosed cases of Specific Learning Disorders were not very widespread, mainly because

formal assessments are limited. However, teachers often observed signs of dyslexia, dyscalculia,
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and dysgraphia informally in Grade 3 learners. This is consistent with MOE (2021), which
estimates that 10-15% of Kenyan school-going children may have learning disorders, yet less
than 2% are formally identified or supported. The study also highlights weak tracking systems,
where documentation is manual and cases are flagged mainly through school records,

inspections, or referrals — exactly as described in the findings.

Regarding county-level tracking systems, respondents indicated that there is no fully developed
digital system. One respondent noted that “documentation is mostly done th#eugh school records
and reports submitted to the Sub-County Education Office”. Cases are flagged during routine

inspections or through referrals.

Respondents noted that teacher training on Specific Leaming Bisorders is minimal, and that
Continuous Professional Development (CPD) only occasionallyscovers psychosocial support.
This is supported by the study’s literature review, Whichyshows that teacher training colleges
emphasize general inclusive education but proyideéittle depth on SLDs (MOE, 2021). Similarly,
professional development programs are linited and inconsistent, often delivered sporadically by
NGOs or county initiatives. The stddy” confirms’ that workshops on empathy, praise, and

confidence-building are not standardized across schools (MOE, 2021).

The responses confirmed that'behavioral programs are improvised by teachers and not formally
supported by the countys While, disruptive behaviors are managed through peer support and
counseling. By contrast,‘Garcia*Redondo et al. (2019) showed that structured behavioral training
using game-based, interventions significantly improved attention and concentration among
learners withySEBs and ADHD in Spain. This highlights the potential of systematic behavioral
programs to enhafice learning, though Kenya’s context remains constrained by limited resources
and a lack of formal support. Further, the responses indicated that in schools with limited
resources, disruptive behaviors were typically addressed through peer support, teacher-led
counseling, and, at times, disciplinary measures. The absence of trained special needs staff
makes effective management more difficult.

The responses indicated that teachers manage disruptive behaviors through peer support and
counseling, but lack structured county-supported programs. Dean (2019), in Cape Town, tested
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the ICT-based Virtual Reading Gym and found gains in reading rate, yet the intervention lacked
behavioral training frameworks and teacher involvement. Compared to Dean’s study, the Kenyan
findings highlight the reliance on informal strategies and the need for structured, theory-driven

behavioral programs integrated into school practice.

The findings showed that in Karachuonyo North Sub-County, follow-up is mainly teacher-led
through remedial lessons, with little sustained psychological support, and continuity often breaks
down due to a lack of formal systems. This aligns with Roséario et al. (2015), who found that
consistent teacher follow-up practices such as oral checking, boafd ‘cheeking,“and grading
significantly improved student performance in Portugal. While the Kenyan, context shows gaps
in structured continuity, both sets of findings emphasize that“effectivépteacher-led follow-up is
critical for supporting learners with Specific Learning “Disorders, and improving academic
outcomes. While Oduor et al. (2024) found that pagentsteagher collaboration in Migori County
significantly boosted outcomes for learners with “learning “disorders. Together, these studies
highlight that both teacher monitoring and gooperative support are critical, reinforcing the need

for structured follow-up and stronger pasental myolvement in the Kenyan context.

The findings showed that progr€ss amongythese learners was measured through literacy and
numeracy tests, but learners uith"SLDs are not tracked separately, relying instead on classroom
performance and exam_scores. Rosario et al. (2015) showed that consistent teacher follow-up
improved student outcomes, while Oduor et al. (2024) emphasized parent—teacher collaboration
as key to academii€ success. Compared with these studies, the Kenyan context highlights a gap in
individualized" tracking systems, underscoring the need for structured, inclusive progress

indicators for learners with SLDs.

The findings confirm that psychosocial interventions like reassurance improve confidence, but
academic gains remain inconsistent, hindered by poor follow-up, limited infrastructure, and
stigma. Goegan et al. (2024) similarly stressed teacher reassurance as vital for resilience in
Canada, while noting gaps in diversity and mental health. Bano and Yusuf (2023) found that
demographic factors—such as socioeconomic status, gender, and school type—shaped outcomes

for Pakistani learners with disabilities. Together, these studies reinforce that psychosocial
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support matters, but effective interventions must also address structural gaps and demographic

realities.

The key informants made the following recommendations. To strengthen support for learners
with Specific Learning Disorders, several measures are essential. First, scaling up teacher
training will equip educators with the skills to identify and address diverse learning needs.

Second, introducing county-level tracking systems can ensure consistent monitoring of learner

inforced through
structured programs that build confidence and participation. Fi \1 ing an inclusive
school culture is critical to reducing stigma and fosteri ce, thereby creating

environments where all learners can thrive.

targeted interventions and guidance. Fourth, psychosocial support sh

CHAPTER FIVE: SUMMARY OF THE FINDINGS, CONCLUSSION
AND RECOMMENDATIONS

5.1. Introduction
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The main aim of this study was to explore the role of psychological interventions in the academic
performance of learners with Specific Learning Disorders in Karachuonyo North Sub-County,
Homa Bay County, Kenya. The findings of this study, which are discussed in chapter four, are
further summarized in this chapter, and the discussion is done in line with the study objectives.
Also, the conclusions, recommendations, and areas noted for further study are also indicated in

this chapter
5.2.  Summary of the findings

5.2.1. Prevalence of learning disorders among Grade 3learners

The study found strong teacher agreement that SLDs are present among Grade 3 learners in
Homa-Bay County. Dyslexia was most frequently observed,awithy, over two-thirds of teachers
reporting cases, while dyscalculia and dysgraphia were ‘also noted, though with slightly less
certainty, as reflected in Table 4.4 on page 56. Many learners were seen to struggle with basic

reading, writing, and numeracy, reinforcing thejpresencerof functional academic challenges.

Importantly, more than three-quarters _of teachers suspected undiagnosed SLDs in their
classrooms, highlighting a significant gapébetween observation and formal diagnosis, as shown
in Table 4.5 on page 59. Thesefindings align with global prevalence estimates and national
surveys, underscoring the'utgentineed for improved screening, early identification, and targeted

interventions.

5.2.2. Teacher Reassurance

The study foundythat teachers consistently used reassurance strategies to support learners with
Specific Learning Disorders. Most respondents agreed or strongly agreed that they encouraged,
praised, and built trust with learners, actively addressing anxiety and incorporating affirming
practices into their teaching, as summarized in Table 4.6, on page 59, and Table 4.7 on page 62.
The strongest consensus was for individualized emotional check-ins, reflecting a deep
commitment to learner well-being. While encouragement and praise were widely practiced,

variation was noted in adapting tone and feedback, suggesting this area requires further training.
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Overall, the findings highlight high levels of empathy, proactive support, and relationship-
building by teachers, confirming that reassurance is a recognized and effective strategy.
Recommendations included formalizing supportive practices through frameworks or handbooks,
integrating reassurance into lesson plans, enhancing professional development in emotional
intelligence, and fostering peer support systems. Collaboration with specialists and encouraging
student voice were also emphasized to ensure reassurance strategies align with individual needs.
These results reinforce the importance of psychosocial interventionsg and supportive
environments in improving confidence, participation, and academic resilicnée among learners

with SLDs.

5.2.3. Follow-up Support

The study revealed strong teacher commitment to follow-up strategies for struggling learners.
Over 85% of respondents confirmed they regulasly“eonducted follow-ups and provided
individualized feedback, underscoring the importance of,personalized support. Teachers also
emphasized aligning follow-up activities ‘With “€lasstoom instruction to ensure continuity of
learning. Family involvement was highly valueéd, with more than three-quarters of teachers
engaging parents or guardians in,monitoring progress. Importantly, most respondents observed
academic improvements linkedy toy sustained follow-up, highlighting its effectiveness as

summarized in Table 4.10§on page 66.

Despite these strengths; the study noted the absence of formalized structures to guide and
document follow=up practices. Recommendations included developing tracking templates or
digital logs,‘adopting “check-in/check-out” routines, tailoring feedback to learner strengths, and
deepening parefiticollaboration through regular reports and meetings Tables 4.12; 4.13, on pages
69 and 71. Overall, the findings confirm that follow-up support plays a critical role in improving
confidence and academic outcomes for learners with Specific Learning Disorders, but greater

systematization is needed to sustain its impact.

5.2.4. Behavior Training
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The study showed that structured routines, positive reinforcement, and consistent classroom rules
were the most widely adopted and effective strategies for supporting learners with Specific
Learning Disorders. Teachers confirmed that routines provided predictability, while praise and
rewards encouraged desirable behavior. Classroom rules reinforced discipline and stability,
though results on reducing disruptive behavior were mixed, with some learners continuing to
struggle. Cue cards and visual schedules were rarely used, reflecting limited familiarity or
access, and most teachers remained neutral on their effectiveness. Similarly,gnaintaining focus
and engagement was identified as a challenge, with responses showing ungertainty in how best to

sustain attention, as in Table 4.8, page 63.

Correlation analysis revealed strong links between structured goutines, réinforcement, and rules,
confirming that these strategies work best in combination. Medecrate correlations were also
observed among reduced disruption, reinforcement,4and leatnef engagement, suggesting that
positive structure improves classroom behavior, a§,shown“inyTable 4.9 on page 65. However,
weak or negative correlations for visual aids Wighlighted,the need for further exploration of their

role.

Overall, the findings emphasize that structured environments, clear rules, and positive
reinforcement are central to “effeetive, behavior training for learners with SLDs seen.
Recommendations included “beosting teacher training on visual supports, diversifying
reinforcement methods, ‘usig behavior charts and gamified activities to sustain focus, and

collaborating withhspecialists to design individualized behavior intervention plans.

5.3.  Conclusions of-the Study

The study confirmed that Specific Learning Disorders (SLDs) such as dyslexia, dyscalculia, and
dysgraphia are present among Grade 3 learners in Homa-Bay County. Teachers observed
widespread struggles in literacy and numeracy, and more than three-quarters suspected
undiagnosed cases. This highlights a significant gap between classroom observation and formal

diagnosis, underscoring the need for systematic screening and early intervention.
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Teachers consistently applied reassurance strategies, including encouragement, praise, trust-
building, and individualized emotional support. These practices fostered confidence and reduced
anxiety among learners. However, variation in how tone and feedback are adapted suggests that,
while reassurance is widely practiced, it requires further professional development to ensure

consistency.

Teachers demonstrated strong commitment to follow-up, with most providing individualized
feedback, aligning activities with classroom instruction, and involving pdrents. These efforts
were linked to observable academic improvements. Nonetheless, thé absence“of formalized
structures for tracking and documenting follow-ups limits sustaingbility-and €onsistency across

schools.

Structured routines, positive reinforcement, and consistent,classroony rules emerged as the most
effective strategies for managing behavior among,learnets, with"SLDs. These approaches were
strongly correlated with reduced disruption and“improvediengagement. However, limited use of
visual aids and challenges in sustaining learner foeus‘point to gaps in resources and training were

noted.

5.4. Recommendations of the Study

There is an urgent need to establish county-level screening programs, in collaboration with the
Ministry of Education‘and health professionals, to ensure the early identification of learners with
Specific Learnig Disorders)(SLDs). Teachers should be trained to recognize early warning signs
of dyslexia, dyscaleulia; and dysgraphia, and clear referral pathways must be created for
professional assesSment. Standardized diagnostic tools should be introduced across schools to
guarantee consistency in identifying and categorizing learning disorders. In addition,
partnerships with local universities and research institutions should be fostered to develop
longitudinal studies that track prevalence, interventions, and long-term outcomes of SLDs,

thereby informing evidence-based policy and practice.
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Continuous professional development programs must be scaled up to focus on inclusive
pedagogy, emotional intelligence, and differentiated instruction. Specialized modules should be
developed on reassurance strategies, tone adaptation, and psychosocial support tailored to
learners with SLDs. Mentorship programs should be encouraged, where experienced teachers
guide newer colleagues in implementing inclusive practices. Training should also integrate
assistive technologies, visual aids, and adaptive learning materials to broaden instructional
approaches. Collaboration with the Kenya Institute of Special Education (KISE) is essential to
expand training opportunities and ensure that specialists are deployed in publie schools, not just

private institutions.

Follow-up support must be systematized through standardizedftracking templates or digital logs
to monitor the frequency and effectiveness of interventions, Sehodls should institutionalize
“check-in/check-out” routines at the end of lessons togeinforeg,léarning and provide immediate
feedback. Feedback delivery should be tailored to learner strengths—verbal for auditory learners,
visual symbols for visual learners, and simplified formats for those with processing difficulties.
Parent—teacher collaboration should be sttengthened through monthly progress reports,
structured meetings, and home-based, learming strategies that align with classroom goals. School-
level committees should be established tof@versee follow-up practices, ensuring accountability,

consistency, and sustainabilitfacross‘¢lassrooms.

Teacher training should be, expanded to include the effective use of visual supports such as cue
cards, timetables) and ‘anchor charts to simplify instructions and enhance predictability.
Reinforcement, methods, should be diversified by incorporating verbal praise, sticker charts,
recognition programs, and gamified activities to sustain learner motivation. Behavior charts, peer
monitoring systems, and feedback logs should be introduced to track focus and participation.
Teachers should be trained to identify early signs of frustration or sensory overload and
implement individualized Behavior Intervention Plans (BIPs). Collaboration with psychologists
and special education specialists is necessary to design holistic frameworks tailored to learners
with SLDs. Schools should also ensure that classroom transitions are predictable and low-stress

by reinforcing routines with visual cues and structured reminders.
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Inclusive education must be promoted by establishing resource centers within schools, equipped
with trained staff and specialized materials to support learners with SLDs. Awareness campaigns
targeting teachers, parents, and learners should be conducted to reduce stigma and foster
acceptance of diverse learning needs. Student voice should be encouraged by creating platforms
such as journals, surveys, and art projects that allow learners with SLDs to express their
experiences and needs. Peer support systems should be nurtured to enable teachers to share best

practices and learners to collaborate in inclusive classroom activities. Inglusive education

principles must be integrated into school policies to ensure leadership co

diversity. Finally, advocacy for increased government funding critical supporting
infrastructure development, teacher training, and the provisio% urces for inclusive

education. %

Future research should investigate the long-term effe %ce, follow-up, and behavior-
training strategies on both the academic achie a e psychosocial development of
learners with Specific Learning Disorders.

Studies should explore how socioec

ic round, school type, and cultural attitudes
influence the identification, su 0r§an comes of learners with SLDs, to design more

context-sensitive interventio
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APPENDICES

Appendix I: Teacher Consent Form

Title of Study: Effects of Psychosocial Support Interventions on the Academic Performance of
Grade 3 Learners with Learning Disorders in Homa Bay County, Kenya

Principal Investigator: NOVEMBER G

Consent to Participate in Research

You are invited to participate in a research study to understand how psyehosocial support
interventions affect the academic performance of Grade 3 learners with Specific Learning
Disorders (SLDs) in Homa Bay County. Your participation as a jeacheg is very important
because it will help us better support learners who face challenges imweading, writing, or math.
Before you agree to participate, please read the information below carefully.

Purpose of the Study

The study aims to explore the prevalence of Specific LeathingDisorders, the effects of
teacher reassurance, behavior training, and follow-up,practieées ‘on Iearners’ academic outcomes,
and the ways in which the school and home environments moderate these effects.

What Participation Involves
e You will be asked to fill out a questionmairg,that includes multiple-choice and rating-
scale questions about your teachifig practiees, experiences with learners with Specific
Learning Disorders, and yourjebsefVations of their academic performance.
e Completing the questionnaire will take about 30 minutes.
® You may also be contacted for a brief follow-up conversation if clarification is needed
(optional).

Voluntary Participation
® Your participation is completely voluntary.
® You mayfskip any question you are not comfortable answering.
e You may withdgaw from the study at any point without any penalty or consequence.

Confidentiality
e All information you provide will be kept strictly confidential.
® Your name or identity will not appear in any report or publication.
® Responses will be coded and used only for academic and policy purposes.

Benefits and Risks
Benefits:
e Your input will help improve support systems for children with Specific Learning
Disorders.

e [t may inform teacher training and school-based interventions.
Risks:
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e There are no foreseeable risks associated with this study.
Consent Statement
By signing below, you confirm that:

® You have read and understood the information above.

e All your questions have been answered to your satisfaction.
® You voluntarily agree to participate in the study.

Teacher’s Name: Signa
Date:

ggiz?rcher’s Name: &
S
\

»
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Appendix II: Questionnaire for Teachers

Thank you for taking the time to participate in our study on the effects of psychosocial support
interventions on the academic performance of Grade 3 learners with learning disorders in Homa
Bay County, Kenya. Your valuable insights and experiences are crucial to understanding the

challenges faced by students with learning disorders and their impact on academic achievement.

Your participation in this study will help identify key areas for interven and support to

enhance educational outcomes for Grade 3 learners in our community. nses will be

kept confidential, and your honesty is greatly appreciated.

Please check (¥) the appropriate response for multiple-

answers where explanations are needed. You may skip a ou feel uncomfortable with

or choose to withdraw from the study at any time. If. any questions, please don't hesitate
to ask. \

Sincerely,
NOVEMBER G

Section A: Demographi

No. | Question Response Options

a. 18-23 years O b. 24-29 years O
1 c. 3034 years OJ d. 35-39 years
O

e. 40+ years O

) a. Male O b.
2 | What is your gender?
Female O
a. 1-4 years O b. 5-9
3 How many years of teaching years [
experience do you have? c. 1014 years O d. 15+
years UJ
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a. Secondary OJ b.

What i highest level of
at is your highest level o College O

education completed?
c. University O

5 | What subject(s) do you primarily
teach to Grade 3 students?

6 | How many Grade 3 students with
learning disorders are currently in
your class?

SECTION 2: PREVALENCE OF SPECIFIC LEARNING DIS

&

7. Please indicate your level of agreement wit statements related to the
prevalence of Specific Learning Disorders ( a rade 3 learners. Use the scale
below to guide your responses: 1 = Strongl , 2 =Disagree ,3 = Neutral |,

4 = Agree , 5 = Strongly Agree. preferred choice in the appropriate

column. Tick v against your prefe

Statements

I have learners with dyslexia.
I have learners with dyscalcu
I have learners with dy

Many of my learners

I suspect some 1
Disorders.

basic reading, writing, or math.
undiagnosed Specific Learning

SECTION 3: HER REASSURANCE

8. Please indicate your level of agreement with the following statements about how you
provide reassurance to learners with Specific Learning Disorders (Specific Learning
Disorders). Use the scale below to guide your responses:1 = Strongly Disagree ,2=
Disagree , 3 = Neutral , 4 = Agree , 5 = Strongly Agree. Tick (v') your preferred
choice in the appropriate box.

Statements 1 2 3 4 5

I regularly encourage learners with Specific Learning Disorders.

I have built trust with these learners.
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I use praise to boost their confidence.

I actively reassure anxious learners.

My teaching includes affirming practices.

I check in with learners individually to offer emotional support.

I adapt my tone and feedback to reduce stress in struggling
learners.

9. In your own observation, how has teacher reassurance influenced the academic
performance of learners with Specific Learning Disorders (Specific Learning Disorders)?

SECTION 4: BEHAVIOR TRAINING

10. This section focuses on how you apply ing strategies to support Grade 3
learners with Specific Learning Disord ease indicate your level of agreement
with the following statements based, on ching experience. Use this scale to guide
your responses: 1 = Strongly D& , 2 = Disagree , 3 = Neutral , 4=

e. Tick

Agree , 5 = Strongly A he box that best reflects your experience.

Statements 1 2 3| 4| 5

I use structured routine
Disorders
I use tools like ¢

ers with Specific Learning

1 schedules during lessons.

I apply positiv forcement (e.g., praise, rewards) to encourage

es that are consistently followed by learners
Disruptive beh. among learners with Specific Learning
Disorders has reduced over time

Learners with Specific Learning Disorders stay more focused and
engaged during tasks

SECTION 5: FOLLOW-UP SUPPORT

11. The following statements explore how you support Grade 3 learners with Specific
Learning Disorders (SLDs) through follow-up activities. Think about your usual
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classroom practices and indicate how much you agree or disagree with each statement.

Use this scale to guide your responses: 1 = Strongly Disagree 2 = Disagree 3=
Neutral 4 = Agree 5 = Strongly Agree. Tick (V') the box that best reflects your
experience.

Statements 1 2 3 4| 5

I provide regular follow-up for struggling learners.

I give individual feedback to learners.

My follow-ups align with what was taught in class.

I discuss learner progress with parents or guardians

I have observed academic improvements as a result of follow-ups.

SECTION 6: ACADEMIC PERFORMANCE OF LEARNER
Disorders

peeific Learning

12. Please indicate your level of agreement with the fi ents regarding the
academic performance of Grade 3 learners with Sp
the scale below to guide your responses:1 = Stro isagree 2 = Disagree 3 =

Neutral 4 = Agree 5 = Strongly Agre
appropriate column.

your preferred choice in the

Statements 1 2 3| 4| 5

Subject test scores have improved.

Literacy and numeracy skills are imp

Assignment completion has increased:

Report card grades have impro

Overall, support has positive

SECTION (0))) NG VARIABLE

13. Please edfollowing questions about the school environment and how it supports

ic Learning Disorders (SLDs):

Response Options

a. Very supportive [J

How would you describe the b. Somewhat supportive [J

a | level of support for inclusive ¢. Neutral OJ
learning at hool?
carning at your senoo d. Slightly supportive O

e. Not supportive [

What kind of training have you

. ) a. Formal in-service training OJ
received on supporting learners
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with Specific Learning
Disorders?

b. Occasional workshops [
c. Peer-to-peer learning O
d. Personal reading only O

e. No training at all O

How would you describe the
school culture regarding
inclusion of learners with
Specific Learning Disorders?

a. Highly inclusive O

b. Generally inclusive OJ
c. Neutral O

d. Minimally inclusive O

e. Not inclusive O

14. Please answer the following questions about the sch
learners with Specific Learning Disorders (SLDs):

nt and how it supports

No. | Question
How actively do parents support b. Actively O
a | their children’s learning at d. Rarely. O
home?
\ b. Often
How often do parentsgo )
b | on your academic o behavi c. Sometimes. [ d. Rarely
feedback? 0
e. Never O
‘ a. Very supportive and stable [
How w ou describe the b. Generally stable OJ
c overall family environment of ¢. Mixed or inconsistent [J

learners with Specific Learning
Disorders?

d. Somewhat unstable O

e. Highly unstable O
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Criteria

Phonemic
Awareness

Word Reading

Reading
Comprehension

Parent/Teacher
Observations

University

Dyslexia Screening Rubric

Level 1 (Low)

Struggles  with
basic phoneme

tasks

Struggles to read
age-appropriate
words

Poor
comprehension
of simple
passages
Regular
difficulties
reading tasks

with

Level 2
(Moderate)

Inconsistent
phoneme  task
performance

Reads

simple
words i

with
Errors

Partial
understanding,
frequent errors

Occasional
difficulties

Level 3
(High)
Accurate with

simple
phoneme tasks

Reads most
waords with
SOITE EITors

Understands
most passages.
SOIMe errors

Minor
difficulties

Q™

»

NG
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Appendix III: Scoring Rubric for Dyslexia, Dysgraphia, and Dyscalculia

Level 4 (Very
High)
Excels 1 all

phoneme tasks

Reads
appropriate
words fluently

age-

Excellent
comprehension

No reported
difficulties

Repository
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Criteria

Fine Motor Skills

Handwriting
Legibility

Writing Sample

Analysis

Parent/Teacher

Observations

Criteria

Number Sense

Math Fluency

Math  Problem-
Solving

Parent/Teacher
Observations

University

'sgraphia Screening Rubric
Level 1 (Low) Level 2 Level3
{Moderate) (High)
Sigmificant Some struggles  Mostly
struggles with proficient,

fine motor tasks

Illegible

handwriting

Frequent spelling,
gramimar  errors,
mcoherent
writing
Regular
difficulties  with

writing tasks

Mostly illegible
with some

legible words

Some errors,
inconsistent

coherence

Occasional
difficulties

mMINor errors

Generally
legible,

mINor errors

Generally
correct,

MINOr errors

Minor

dafficulties

Dwscalculia Screening Rubric

Level 1 (Low)

Cannot
understand
basic number
concepts

Frequently slow
and inaccurate

Struggles  with
basic problems

Eegular
difficulties with
math tasks

Level 2
(Moderate)

Inconsistent
understanding

Inconsistent
speed
accuracy

and

Inconsistent
problem-solving
skills
Occasional
difficulties

101

Level 3 (High)

Generallv

understands,
sOMme errors

Level 4 (Very
High)
Highly
proficient in fine
motor tasks
Highly
handwriting

legible

Excellent
spelling,
grammar, and

coherence

No reported
difficulties

Strong

understanding

Repository

Level 4 (Very
High)

of

number concepts

Generally quick Fast and highly
and accurate accurate

Solves most E=xcels in solving
problems wiath problems

SOINE errors

Minor No reported
difficulties difficulties
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Appendix IV: Child Learning Assessment Kit (CLAK)

Section A: Dyslexia Screening

1. Phonemic Awareness Test
o Task: Ask the child to segment and blend phonemes in simple words.

o Sample Item: "Can you tell me the sounds in the word 'cat'?
2. Word Reading Test
o Task: Have the child read a list of age-appropriate words.
o Sample Item: Provide a list of words hike "dog." "play," "school," eic.
3. Reading Comprehension Test
o Task: Provide a short passage and ask questions about it.
o Sample Ttem: "After reading the story about the picnic, what did the family bring with
them?"
4. Parent'Teacher Questionnaire
o Sample Questions: "Does your child struggle with reading aloud?” "How often does your
child read at home?"

Section B: Dyscalculia Screening

1. Number Sense Test
o Task: Assess the child's understanding of number concepts and relationships.

o Sample Item: "What 1s 5 plus 37" "Can you count backwards from 207"
2. Math Fluency Test
o Task: Evaluate the child's speed and accuracy with basic math facts.
o Sample Item: "How many math problems can vou solve in 1 minute?" (e.z.. simple
addition/subtraction)
3. Math Problem-Solving Test
o Task: Present word problems and ask the child to solve them.

o Sample Item: "If you have 10 apples and give 3 to a friend, how many do you have left?"
4. Parent/Teacher Questionnaire

o Sample Questions: "Does your child find math difficult?" "How confident 15 your chald
when dealing with mumbers?"

Appendix V: The Child Consent Form

Title of the Study: Exploring the Role of Psychesecial Support Interventions in Enhancing Academic Performance
of Grade 3 Learners with Specific Learning Disordéfs{((SLDs) in Homa Bay County, Kenya.

Principal Investigator and Affiliation: €athesine’Atieno Okombo, St. Paul’s University
Section C: Dysgraphia Screening

1. Fine Motor Skills Test
o Task: Engage the child in activities like cutting, drawing shapes, and tracing.

o Sample Item: "Can you draw a circle and cut 1t out?"
2. Handwriting Test

o Task: Have the child write a sentence or a short paragraph.
o Sample Item: "Write about what you did during recess.”
3. Witing Sample Analysis
o Task: Analyze a sample of the child's writing for legibility, spacing, and consistency.
o Sample Item: Provide a standard writing prompt and evaluate the output.
4. Parent/Teacher Questionnaire
o Sample Questions: "Does yvour child struggle with writing tasks?" "How legible 15 your
child's handwriting?"

Introduction: Dear Parent/Guardian,

We are inviting your child to participate in a research study conducted by Catherine Atieno Okombo at selected
schools in Homa Bay County, Kenya. The purpose of this study is to explore the role of psychosocial support
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interventions in enhancing the academic performance of Grade 3 learners with Specific Learning Disorders (SLDs)
in Homa Bay County, Kenya.

Informed Consent: Participation in this study is entirely voluntary. You and your child have the right to withdraw
at any time without any consequences. Your child will continue to receive the same educational services regardless
of your decision to participate or withdraw.

What Participation Involves: If you consent to your child's participation, they will be involved in a series of
psychosocial support interventions designed to aid their learning process. These interventions include follow-ups,
Teacher reassurance, etc. Your child may be asked to attend sessions during or after school hours, and their progress
will be monitored and recorded.

Risks and Benefits: There are minimal risks associated with this study. However, your child faay experience minor
discomfort or anxiety during the interventions. The potential benefits include improved academic performance and
better coping strategies for learning disorders.

Confidentiality: All information collected from your child will be kept confidential and used only for research
purposes. Personal identifiers will be removed to protect your child's privacy. Datawillibe stored securely and only
accessible to the research team.

Contact Information: If you have any questions or concerns about this studysplease contact Catherine Atieno
Okombo at St. Paul’s University.

Child Assent: We would also like to ask your child if they are willing to parti€ipate in this study. Please review the
assent form with them.

Child Assent Form

Title of the Study: Exploring the Role of Psychoso€ial Supportnterventions in Enhancing Academic Performance
of Grade 3 Learners with Specific Learning Disorders (SLDs)in Homa Bay County, Kenya.

Introduction: Hi there! My name is [Y our Namejgrand I ami'doing a study to see how we can help students like you
do better in school. We want to know if certaimactivities can make learning easier and more fun for you.

What We Will Do: If you agree tojoin‘the study, you will take part in special activities during or after school.
These activities are meant to help you learn better,' We will check in with you regularly to see how you are doing.

Your Choice: You can decide if you want to be part of this study. If you say yes now, you can still change your
mind later. No one will beapset,with you,if you decide to stop.

Confidentiality: Anything you tell us'will be kept private. We won’t share your answers with anyone who is not
part of our research team.

Your Agreement: Do yon,agree to join this study and try out the activities we have planned? Yes, No
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Appendix VI: Questionnaire for Grade 3 Learners with Learning Disorders

Title: Understanding How Support Helps Us Learn Better
Instructions (to be read aloud to the learner):

Appendix |

Repository

No. | Question Response Options

1 | Are you a boy or a girl? a. boy O b. girl O

. 8 years

ears or older O

a. 7 years O
2 | How old are you? 0
c. 9 years O
. a. Parent (J
3 Who helps you most with
homework at home? class O

c. Teacher after

SECTION B: LEARNING CHALLENGES

of Specific Learning Disorders)

4. “Please tick (v') the box that best s wha lly happens to you when learning. “It’s

short, clear, and easy for Grade 3 understand.

Statement Never Sometimes

A lot

I find it hard to read big word

Numbers and counting co

I try to write neatly bu ard to read.

I need more time to fin1

I get mixed up readin writing.

SECTION %UR TEACHER HELPS YOU (Teacher Reassurance)

5. Tell us what teacher does in class.

Statement Never Sometimes

A lot

My teacher says I’'m doing well.

My teacher helps me when I feel stuck.

My teacher says kind words that make me feel good.

I feel safe to ask questions in class.

SECTION D: HOW YOUR CLASS IS ORGANIZED (Behavior Training)
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6. Choose what happens most in your class

Statement No Sometimes | Yes

We use pictures or cards to know what to do.

We have class rules that we follow.

I get stars, stickers, or rewards when I do well.

I like to do my work and stay busy.

I talk or disturb others during lessons. (reverse scored)

SECTION E: FOLLOW-UP SUPPORT

7. Choose what happens most in your class

Statement No Yes

My teacher checks how I’'m doing after a lesson.

I get extra help when I don’t understand something.

My teacher talks to me about how I can improve.

SECTION F: YOUR LEARNING (Academic

8. In your learning, what happens most ofte ?(Tick v the answer that best describes
your usual experience with schoolw, nd ctivities.)

Statement \ Not true | A little true | Very true
I do better in tests now.

I read better than before.

I finish more of my home

I get better marks in m

SECTION G: OME SUPPORT (Moderating Variables)

9. In your t happens most often in class or at home that helps you do well in

schoolwor ck v the answer that best describes your usual experience.)
Statement Never | Sometimes | Often | Always

My teacher helps me when I don’t understand.

I get encouragement from my teacher when I do
good work.

My family helps me with my schoolwork at
home.

I have a quiet place at home where I can do
homework or study.

My teacher talks with my parent/guardian about
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| how I am doing in school. | |

Appendix VII: Interview Guides for Key Respondents

Intro Statement (To be read before beginning):
Thank you for your time. This interview explores how policies, programs, and professional

interventions support learners with Specific Learning Disorders (SLDs) in Grade 3 across
Karachuonyo North Sub-County. Your expertise is key to understanding the current landscape,
challenges, and opportunities for improving academic outcomes for these learners.

10.

11.

12.

How widespread are diagnosed cases of Specific Learning Disorders, (e.g., dyslexia,
dyscalculia, and dysgraphia) among early primary learners in youf jurisdiction?

What systems are in place at the county level to track ortdocument learners with
suspected or confirmed Specific Learning Disorders?

To what extent are teachers trained to offer psychosoeial, reassurance and support to
learners with Specific Learning Disorders? PromptZAre thereimodules in teacher training
colleges or CPD courses that cover this?

What professional development programs exdst toybuildteacher capacity in areas such as
empathy, praise, and confidence-building forleatnerswith Specific Learning Disorders?
Are there county-supported behavioraldprograms, (e'g., use of structured routines, reward
systems, visual schedules) targeting 1€arnets with learning difficulties?

How are disruptive behaviors sy, learness’' with Specific Learning Disorders managed,
especially in under-resourcedischiools?

What follow-up mechanisms are ifyplace to ensure struggling learners, especially those
with Specific Learning Disordersgireceive sustained academic or psychological support?
How is continuity of support ensured when learners transition between grades or schools?
What indicatorspdoes ‘Voeur-office use to assess the academic progress of learners with
Specific Learning' Disorders? Prompt: Are literacy, numeracy, and test scores tracked
separately for theselearners?

In yeur Viewg are psychosocial interventions (like reassurance and follow-up)
contributing t® measurable academic gains among learners with Specific Learning
Disordegs? Why or why not?

What are the gaps in infrastructure, staffing, or school culture that limit inclusion and
learning support?

Based on your expertise, what key strategies should be scaled up or introduced to
improve outcomes for Grade 3 learners with Specific Learning Disorders?
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Appendix VIII: List of Schools in North Karachuonyo Locations

10.
11.
12,
13.
14.
15,
16.
17.
13.

19.

Avub Qkokeo Primary School (Public) (60)— 25 boys; 35 gurls for Grade Three

Bware Primary School (Public)- (77) - 42 boys; 35 girls for Grade Three
Gendia Primary School (Public) (537) — 36 boys; 21 girls for Grade Three
Kanvadhiang Primary School (Public)

Eanvadhiang Special Unit Pnimary School (Public)

Kendu Muslim Primary School (Public)

EKideswa Primary School (Public)

EKotieno Gumba Primary School (Public)- (63) — 26 boys; 37 girls for Grade Three

Liera Primary School (Public)
Maguts Primary School (Public)

Makaka Primary School (Public)

Nggche Primary School (Public)

Nyabun Integrated Primary School (Public) — (68) — 37 bovs; 31 girls for Grade Three
Nwvangajo Primary School (Public)

Qgangg Primary School (Public)

QOneno Nam Primary School (Public) - (39) - 27 boys; 32 girls for Grade Three
Seka Dok Primary School (Public)

Soko Kagwa Primary School (Public)

Wangadom Primary School (Public)

@V
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Appendix IX: Map of the Study Area
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Appendix X: Postgraduate Approval Letter

W 2

; 'y ]
ST. PAUL'S UNIVERSITY
Private Bae 00217 LIMULRL, KENYA Tel Offies: =254 (11 20-2020503710
Brevail: ol e e o e e Mubiler =234 (0 728 - 6AO000
kit W s, ac. ke (1F) 726 - 424440

BOARD OF POSTGRADUATE STUDIES

Gl dyna, 2025

Hatlonal Commissian for 3clence and Technology,
PO, BOX 30682300100,

Mairehi.

Dizar Sirfacdam

RE: RECOMMENDATION FOR CATHERIME ATIENO OKOMEO — MACPNRE449822 TO CONDUCT
RESEARCH

Thiz Isttar £a7irms the above-named person is 2 sludent in te Master of Arts in Counsslling Psychalagy
{MACP) Program at St Paul's University,

Aller completion of the cowss work, be sledent is engaged in major rasearch work leading to
ThesisDissartation wiiting. Tha stedent's selecled topic is;

"Exploring the role of psyehosestal suppart inferventions In enhancing zcademic performancs of
Grade 3 learmars with specific learning disorders (SLO) in Homa Bay County, Kenva.”

Kinelly grant this student the requied pemi,

Youis Fadhfully, ===

uhoho o
Director Board of Pastgradusto Studies: -
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Appendix XI: Research License

NATTONAL COMMISSION FOR
SCIENCE. TECHNOLOGY & INNOVATION

FefMo: 401334 Dare of Issue- 30/ Tames 225
RESEARCH LICENSE

This is te Cerhify that Mz Catherine Atiens Okombo of 5t Panl's University, has been licensed fo condmnet research as per the
provizion of the Science, Technology and Innovation Act, 2003 (Rev.2014) in Hemabay on the topic: EXPLORING THE ROLE
OF FSYCHOSOCIAL SUFPORT INTERVENTIONS IN ENHANCING ACADEMIC PERFORMANCE OF GRADE 3
LEARNERS WITH SFECIFIC LEARNING DISORDERS (SLD) IN HOMA BAY COUNTY, EENYA for fhe period ending -
30 Fune M6,

LicepseI¥o: NACOSTIF/IN A1 TSESD

401335 b= WP

Applbicant Idenfifcation INumbes Deputy Daecior
MATIOWAL COMMISSION FOR
SCIENCE.TECHNOLOGY &
INNOVATION

‘Venfication QF. Code

IOTE: This is a compuber gensrated License. To wvenfy the authenticity of this decument,

See overleaf for conditons
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THE SCIENCE, TECHNOLOGY AND INNOVATION ACT, 2013 (Rey. 2014)
Lapal Matice INo. IQ&TESLmehgymiImyﬂm(ﬂﬁmhhmgﬂm 4

The Natiomal Commissien for Science, Techmolozy and Innovation, hereafter referred to as the Commizsion was the stablizhed under fhe
Science, Techoology and Innovakon Act 2003 (Revised 2014) heremn afier pefemed to as the Act The objective of the Commissicn shall be fo
Tepulate and assure quality m the sceence. feckmolopy and moovabon secior and advise the Government 0 matiers related thersio.

CONDITIONS OF THE RESEARCH LICENSE

1. The License iz granted subjert to provisions of the Constitarion of Eenya, the Science, Technology and Isnovarion Act, and ather
Televant laws, palicies and regulations. Accordingly, the licensee shall adhere o such proceduses, standards, code of ethics and
aidelmes a5 may be prescnbed by regulaions made vmder the Act, or prescnbed by provisions of Interpational treaties of whech Eemya
1s 2 signatery to.

2 The reszarch and irs related activities as well as ootcomes shall be beneficial w the comntry and shall not in amy way;

L Endanper national secuniy
i Adversely affect the lives of Eenyans
il Be o confrarention of Kegya's intemational obligations inchdics Brolezical Weapens Coovention (BWE), Comprehensive
Waclear-Test-Ban Treaty Orpamization (CTETO), Chemical, Binlosical, Radiological and Wuclear (CBRIT).
w. Result m exploiation of miellectual property mghts of commnmnsbes m Kenya
. Adversely affect the epviromment
v Adverssly affact the rizhts of compLmiti=s
vili Plagiarzs someone else’s wark

3. The License is valid for fhe proposed ressarch, location and specified penod,

4 Meither tha license nor any ights therennder are ransferable.

5. The Commicsion resemes the ight to cancel the Tesearch at any tims durng the ressarch pariod if o the opimion of the Commission fhe
research 15 oot implemented m conformity with the provisions of the Act or any other witien law.

4. The Licenses shall ixform the relevant Coumey Dirsctor of Educaton, County CommuissioneT and County Gowemar befors
commencement of the ressarch.

7. Excaradon, fiming. movement, and collection of specimens are sabjerct to firther necessary clearanee from relevant Governmant

Agencies.

8. The Lirense doas mot piwe authority to transfer research materials.

9. The Colmmission mey manitar and svaloane the Heensed reieanch project for the purpose of assessing and swaluaning compliance with
the conditions of fve License.

1. The Licensee shall subont one hard copy, and upload a sofi copy of ther final report (fhesis) onie a plathorm desizoaied by the
Commezsion within one year of completon of the rmsearch.

11, The Commizzion reserves the rizht to madify the conditions of the Licenss inchnding cancellation without prior notice

12 Besearch, findings and mformatien regarding research systems shall be stored or disseminated, wiilized or applied in such a manner as
may be prescibed by the Commission from tdme o time

13. The Licensee shall disclose to the Conmission, the relevant Instthatzonal Scienfific and Ethical Review Commatiee, and the relevant
matiomal agencies any fnventions and discoveries that are of National stratepic imporance.

14 The Commizzion shall haves powers 1o acquire from amy parson the right in, o to_ ey scientific mnovation, fovention or patent of
strategic mpartance fo fhe country.

15. Belevamt Institotional Sciemtrfic and Exhecal Reviewr Commortes: shall mendtor and evaluats the rassarch periodically, and make a repo
of its Endings va the Coprerission for necessary acton.

Natomal Commission for Science, Tethmology and
IonovatenWACOSTI).
Off Waiyaki Way, Upper Eabetz,
P. 0. Box 30623 - 00100 Mamobi, EENYA
Telaphona: 020 4007000, 0T13TRETET, 0735404245
E-mail- i
Wabsite: www macest. go ke
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ST. PAUL'S UNIVERSITY

Tel Office: +234 (0) 20-

Private Bag 00217 Limnm, 202050510
E }'l: officeg@epn ac ke Mokale: +254(l;?;;31;3_;161690ﬂﬂ
Website: wanw spu acke

REF: SPU/402/2025 Date: ¥ June 2025

TO:  Catherine Okombo
5t. Paul's Universily

Dear Catherine,

REF: Exploring the Role of Psychosocial Support Inferventions in Enhancing
Academic Performance of Grade 3 Leamers with Specific Learning
Disorders ($LD) in Homa Bay County, Kenya

Greefings,

This is to inform you that SPU- Institutional Scientific Ethics Review Commities
has reviewed the above-named research proposal.  Your ERE approval
number is 412, for the period between ¥ June 2025 — % June 2024 (1 year).

This appraval is subject to complance with the following reguirements;

i. Only approved documents including ([informed consents, study
instruments| will be used.

i. Al changss including l[omendmends, deviations, and violations) are
submitted for review and approval by 3PU- Institutional Scientific
Ethics Review Committee.

imn. Death and life-threatening problems and senous adverse events or
unexpected adverse events whether related or unrelated to the
study must be reported to SPU- Institutional Scientific Ethics Rewiew
Committes within 72 hours of notification

iv. Any changes, anficipated or otherwize that may increase the risks or
affected safety or welfare of study participants and others or affect

L <

112



St. Paul’s

vi.

Vil

will.

University
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JScientific Ethics Review Committee within 72 hours

Clearance for export of biclogical specimens must be obtained from
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Submission of a reguest for renewal of approval at least 80 days pnor
to expiry of the approval period. Attach a comprehensive progress
report o support the renewal.

Submission of an executive surmmary report within 0 days upon
completion of the study to SPU- Institutional Scientific Ethics Review
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Should there be any publications from your research, note that you
are supposed to anonymize the parficulars of the respondents, the
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research and to do random visits to the site. All research is subject to
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research.
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Dr. Daniel Nzengya. PhD

Chairperson
SPU- Institvlional Scientific & Ethics Review Commiltee
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