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Abstract 

This paper reports the results of a study which has been carried out, with the main aim of 

exploring the views of deaf and hard-ofhearing (DIHH) students (who attend secondary regular 

schools, and use an interpretel~, as well as the perceptions of their teachers, parents and 

teachers on their social and academic inclusion. For the purposes of the study, two 

questionnaires, and interview schedules were designed to be administered to all DIHH students 

attending secondary regular schools (n = 45), as well as their teachers (n =43). Interview 

schedules were conducted to their parents (n =5) and to their interpreters (n =5) with a view to 

investigating their perceptions on inclusion. Moreover, observation sessions were conducted 

within and outside of class to confirm data obtained Fom the questionnaire and interview 

schedules. The data were analyzed statistically and they revealed that the majority of DIHH 

students had been included well socially and had achieved a reasonable academic standard. This 

study also revealed that the DIHH students' communicative skills were positively related to their 

academic and social inclusion. These findings suggest that there are no significance differences 

between male and female DIHH students concerning their academic, communicative skills and 

social adjustments. It was emphasized by almost all participants in this study that attending 

televised instruction delivered through satellite television program was questionable and not 

suitable for DIHH students. 
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CHAPTER ONE 

INTRODUCTION 

Inclusive education is an educational movement, which stresses every child's 

fundamental right to education and in achieving and maintaining an acceptable level of 

learning (Mastropieri and Scruggs, 2000). It abJ<nowledges that every child has unique 

characteristics, interests , abilities and learning needs, and therefore argues that education 

systems should be designed and educational programs implemented, taking into account 

the wide diversity of these characteristics, aspirations and needs. 

Regular schools with inclusive orientation are considered to be the most effective means 

of combating discriminatory attitudes, creating welcoming communities, building an 

inclusive society and achieving education for all; and are able to provide an effective 

education to the majority of children and improve the efficiency and ultimately the cost­

effectiveness, of the entire education system (UNESCO, 1994). 

Deaf or hard-of-hearing (D/HH) students are among special needs student categories 

considered for placement in inclusive classes. For example, in his study of special needs 

students in the United States, Heward (2000) reported that approximately 82 percent of 

schoolchildren who are deaf or have some significant difficulty in hearing do attend 

public schools in United States. Thirty-six percent of these children receive most of their 

education in regular classrooms. 

Power and Hyde (2002) have reported that inclusion of D/HI-I in general school is the 

current tendency in deaf education these days. It has been suggested that the goal of 

inclusion is to promote the social and academic inclusion of DIHH students. In this 

regard, a number of studies have been .carried': out worldwide investigating this issue 

(Stinson and Liu, 1999; Kluwin, 2002; Lukomski, 2007). With all of the research being 

done on the inclusion of D/HH . students in general classroom, there is still much 

controversy on this subject. 

";- ~- . 

Recently, in Ethiopia some govenmlent and non- government schools have become 

interested for the education of D/HH students and they have started to include DIHH 

students by making some needed changes in existing facilities. This study, therefore, was 
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conducted to explore the social skills and academic progress of DIHH students attending 

two secondary genera l schools of Addis Ababa. 

The study is organized into five chapters. The first chapter deals with the research 

problem and its approach, and the second chapter mainly focused reviewing of literatures 

re lated to the study. The third and fourth chapters' deals on the methodology used and the 

findings obtained respectively. The final or fifth chapter deals with the di scussions, 

summery, conclusion and recommendations. 

1.1 Background of the study 

The constitution of the Federal Democratic Republic of Ethiopia (FDRE) under at1icle 90 

declared that "to the extent the country's resources permit, policies shall aim to provide 

all Ethiopians access to public health and education" (FDRE,1995). In addition to what 

has been stated in the constitution, the 1994 Education and Training Policy of the country 

too favor special needs education. In this policy, emphasis is given to the provision of 

education both to the handicapped and to the gifted " in accordance with their potential 

and needs". In order to achieve the objective of the education and training policy the 

government has estab lished special needs education classes attached to general schools, 

but there are still huge targets to achieve. 

In recent times, a munber of steps have been initiated by the goverrunent to promote the 

education of children with special educational needs in general classrooms. To achieve 

thi s goal, the goverrunent has planned the Special Needs Education Program Strategy 

which recommends inclusive education as the preferred placement alternative for the 

Ethiopian special needs children (MOE, 2006). 

As a result, there are a number of schools, which have just targeted on inclusion of 

different groups of disabilities in regu lar classrooms. For instance, in Addis Ababa city 

there are eleven primary schools, which included children with special educational needs 

in their regular classrooms and special classes. In fact, inclusive education in the country 

is a recent phenomenon and as such, it is in its infantile stage. However, with this short 

time period, some successful inclusive education attempts with different groups of 

students with disabilities have been observed in recent years (Etenesh, 2000). 
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With regards to D/I-IH students in Ethiopia, they had their education in boarding special 

schools, day special schools, special units and special classes in regular schools for a long 

time. However, the relative lack of schools for D/HH in different parts of the regions 

resulted in D/HH students being emolled in general education classes, where neither sign 

language and interpretation service, nor lip-reading instruction or any other method of 

education for the D/HH is used. 

The education provided for D/HH students in different part of the country through 

government and non-governmental organizations is also limited in providing instruction 

only at the elementary level, with no access or opportunity to continue into secondary or 

higher education, except for a small group of students. The majority of DIHH students 

who completed primary special schools (special classes) living in different regions of the 

country, had no opportunity to continue their secondary education in their community. 

Recently, DIHH students are enrolled in three secondary schools in the country that 

provided support to D/HH students' education through interpreters or the sole use of sign 

language as a medium of instruction. These include 1) Hossana Mekaneyesus School for 

the Deaf (residential setting), 2) Minilik II preparatory school (regular setting) and 3) 

Tikur Anbessa secondary school (special class, and regular setting). 

Thus, the move towards inclusive education is a new concept and has been practiced in a 

few schools for D/HH students in different regions of Ethiopia. Therefore, it is a good 

initiative to conduct research in the area so that the move towards inclusive education for 

D/HH students will be facilitated and managed in an appropriate and desirable manner. 

1.2 Statements of the problem 

Educating students with special educational needs (SEN) in inclusive classrooms is an 

important objective of Iminy countries. In Ethiopia too, attempts are being made to 

include students with SEN including deaf, in regular classrooms for every educational 

activity. Recent data in Ethiopia show that an increasing proportion of students with SEN 

including D/HH students at present are educated in regular education classrooms (World 

Vision Ethiopia, 2007). 

However, the inclusion of students who are D/HH in general education classrooms with 

hearing peers continue to be a controversial topic. Those who advocate inclusion cite 
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better academic performance and social development for students who are D/HH 

(Mastrpieri and Scruggs, 2000). Opponents of inclusion refer to problems associated with 

language and communication, socialization, and cultural identity (Cohen, 1994). 

International studies have repeatedly shown that most, but not all, studies did not support 

the positive aspects of inclusion mentioned above. That is, some studies have reported 

that D/HH students have encountered negative attitudes held by their hearing peers, have 

experienced isolation, or loneliness, or have failed to establish close relationships with 

their hearing peers (Anti a, 1998; Stinson and Liu,1999; Kreimeyer et aI. , 2000; Gurp, 

200 I). On the other hand, a few studies have reported satisfactory outcomes fo r academic 

progress and social development of D/HH students, including positive attitudes toward 

and acceptance of D/HH students by their hearing peers (Kluwin, Stinson and Colarossi, 

2002; Power and Hyde, 2002). 

Since it is known from the literature with inclusive education that, students who are 

DIHI-I genera ll y experienced difficu lties in their social, academic and language 

development, it is important to study the efficacy of the regular education for D/HH 

students. 

Most of the research carried out on D/HH students in Ethiopia to-date tended to focus 

with those who were educated primarily either in special educational settings or with 

those integrated within the regular education classroom, with little or often without 

support services. Moreover, these studies have been lim ited only on students who were 

educated in primary level curriculums. 

As in many other least developed countries with large youthfu l population, Ethiopia 

evidently has many more DIHH students who are educated in regular secondary schools 

along side with their hearing peers. However, the empirical studies that would investigate 

the social and academ ic outcome of including D/HH students in secondary level regular 

schools have not yet been conducted. 

Resulting from the above, the purpose of this study was to explore the views of D/HH 

students who were attending secondary regular schools (tlu'ough the support service of 

interpreters) , as well as the perceptions of their teachers, interpreters and parents on their 
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communicati ve skills and social inclusion. The further ann of thi s study was to 

investigate the participants' views on the D/HH adolescents' academic abi lity achieved 

because of thei r inclusion. 

Specifically the study attempts to answer the following bas ic research questions: 

I. How D/HH students' perceive their socialization, communicative skill s and 

participation in classroom and social activities in the regular secondary schools? 

2. How do teachers feel about their D/HH students' presence in the regular 

secondary schools with regard to sociali zation, communicative and academic 

competence? 

3. To what extent DIHH students cope with the social and academic demand of 

regular secondary schools as perceived by interpreters and parents? 

4. Are there significant diffe rences between male and female DIHH students in their 

academic , social and communicative skill s? 

5. What potential problems D/HH students experience in adapting the educational 

and social demands of the regular secondary school environments? 

1.3 Objectives of the study 

This study has the following general and specific objectives. 

1.3.1 General objective 

The general objective of the study is to investigate the academic, communicative and 

soc ial skill s of secondary school DIHH students in the regular classroom setting. 

1.3.2 Specific objectives 

The specific obj ectives of the study are: 

I. Identi fy ing the views of stakeholders, namely teachers and interpreters on the 

social skill s and academic progress of D/HH students who attend secondary 

regular schools. 

2. Recognizing the problems and constraints faced by DIHH students that need 

immediate attention. 
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3. Identi fy the attitudes of parents towards inclusion of their children 111 regular 

classroom . 

4. Examining the extent of D/HH students' ability to communicate, sociali ze as well 

as their ability to build friendships with peers as observed by the researcher. 

5. Arriving at some concluding and suggestive remarks and provide some relevant 

recommendations that wi ll facilitate the smooth progress and efficient 

management of inclusive education for DIHH students in Ethiopian regular 

secondary schools. 

1.4 Significance of the study 

The focus of thi s study is to assess the social and academic inclusion of D/HH students in 

general secondary schools in Ethiopia. Doing thi s kind of efficacy study can provide an 

insight into various aspects of their academic, communication and soc ial growth. It can 

also provide valuable information on the roles played by key actors, namely interpreters, 

special educators and the regular teachers and their contribution towards success or 

failure of the move towards inclusive education for D/HH students. This can further 

guide school authorities in responding appropriately to fill in the gaps that contribute 

negatively towards the success of the move into inclusive education for D/HH students. It 

is hoped that this study will shed light on some grey areas in the areas of inclusive 

education in Ethiopia and come up with policy relevant recommendations to improve the 

efficiency and effectiveness of the move towards inclusive education in the country. 

Finally, the study may provide background information and as such serves a stepping 

stone for doing further research in the area. 

1.5 Delimitation of the study 

Studying social and academic inclusion of D/HH students in regular secondary schools 

probably take various dimensions. [n thi s regard, it is very important to define and delimit 

the scope of analysis and study in thi s kind of work. In the present study, a social skill is 

defined as the ability to participate in social activities, achieve good communication and 

to make friends with and be accepted by peers. Moreover, the concept of academic 

progress is used throughout the study to indicate two components, namely academic 

performance and classroom participation. Academic performance can be establi shed 
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through the classroom academic status and normative academic status, where as 

classroom participation refers to the students' abil ity to participate in classroom activities 

and di scuss ions. This study, therefore, investi gates the participants' views on the social 

skill s and academic progress of D/HH students based on the above criteria. As indicated 

earlier, thi s study was also delimited only to two secondary schools, namely Mini lik II 

Preparatory School and Tikur Anbessa Secondary School. In addition, the study is 

delimited to ado lescents who are enro lled in programs that provided support to D/HH 

students in general education through interpreters. 
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1.6 Operational definitions used in the study 

.:. A deaf person- is one who cmmot understand and use speech language as a primary 

means of communication with or without the use of hearing aid . 

• :. A hard- of -hearing person- is one who can understand and use speech 

language, with or without a hearing aid . 

• :. Academic inclusion- has two components, classroom participation (the students' 

ability to participate in classroom activities and discussions) and academic 

performance (classroom academic status and normative academic status) ofDIHH 

students compared to hearing students in the general education classrooms . 

• :. Communication skills DIHH student's language ability 111 spoken 

communication or in sign communication or various combinations of the two, in 

interacting with hearing peers as well as with D/HH students, in different social 

and academic situations . 

• :. Regular teacher - a teacher who is primarily responsible to teach both D/HH 

students and their hearing classmates in the general education classroom with the 

assistance received from the interpreters . 

• :. Inclusive education -is a process of teaching students with vanous needs in 

general education classrooms alongside their peers, under the responsibility of the 

general classroom teacher. The activities in the classroom must be adjusted to 

meet the needs of all learners . 

• :. Interpreler- is an individual a person who use sign language and/or finger spelling 

to translate spoken communication, so that D/HH students can participate and 

communicate in inclusive classrooms . 

• :. Residential schools for the deaf students- are schools, which has academic, 

health, and socialization programs including dormitory living and cafeteria 

services for students who are D/HH . 

• :. Self- reports of social relationships- deaf students perceived report of making and 

keeping friends, emotional security with hearing peers, and pm1icipation in social 

activities . 

• :. Sign language- is a visual gestural language, which has its own grammar and 

vocabulary, involving the use of hands, eyes, mouth, head and body. It is accepted 
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as fully developed first language of the deaf and can be acqu ired naturally through 

exposure to the language and t1u'ough instructions provided in the school settings 

(Alemayehu, 2003) 

.:. Social acceplance- means being acknowledged, respected and preferred by 

classmates as a friend . 

• :. Social inc/us ion- is defined 111 this study as the ability to participate 111 social 

activities, and to make friends with and be accepted by peers . 

• :. Social integration- is the abi li ty to interact with, make fri ends with, and be 

accepted by peers (the need to be ab le to participate in soc ial activities and 

develop close and emotionally secure relationships with peers) . 

• :. Social inleraclion- means dealing with hearing classmates and engagement m 

linguistic and nonlingui stic communication . 

• :. Special classes - are classes located within general schools where DIHH students 

are attending their education with specialist teachers and the students have 

opportuniti es for social contacts with hearing students outside the classroom . 

• :. Special day schools for the deaf sludenls- are schools established in separate for 

DIHH students . Students live at home, they go back and forth to these schools 

daily, and hearing students are not enro lled. 

9 



CHAPTER TWO 

REVIEW OF LITERATURE 

It is indisputable that there has been a phenomenal growth in research and practice in 

inclusive education in special needs education and inclusion in the education of DIHH 

students in the last twenty-five years. This growth and development has been documented 

in several books and publications. Thus, this chapter reviews samples of scholars' claims 

on issues related to inclusion of DIHH students in regular schools along with their 

hearing peers. 

2.1 Definitions and concept of inclusion 

Definitions of inclusion, as we ll as models for how best to implement the agreed upon 

defi nitions may vary from one country to another, reflecting the unique characteristics of 

the society and culture. On the other hand, elements of inclusion may be universal, 

reflecting similar goals, functions, and experiences across countries (Corbett, 2001). 

Here the definition of inclusion is presented from three perspectives : placement, 

philosophy, and pragmatism. 

Placement Perspective- In examining the educational process from the perspective of 

placement, the key issue is the physical setting in which children receive their education 

(Corbett, 2001). From this perspective, inclusion implies that children who are deaf or 

hard of hearing receive most, or all , of their education in the regular classroom (Stinson 

and Antia, 1999: 164). 

Philosophical perspective- From philosophical perspective, inclusion is more complex 

than mere physical placement in regular classroom (McGregor and Vogelsberg 1998 

cited in Stinson and Antia, 1999: 165). According to Stinson and Liu (1999), the 

philosophical perspective on inc lusion derives from the Regular Education Initiative 

(REI), a concept that was much debated in the 1980s and early 1990s but that now 

appears to be included under inclusion. 

Philosophically, inclusion implies Ihal Ihe regular classroom will change 

to accommodale all differenl learners and Ihal it is desirable to offer 
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special services to all children within the regular classroom. One major 

assumption is that, in an inclusive selling, the classroom teacher, rather 

than the special educator, has the primary re~ponsibility for educating all 

children in the classroom (Stinson and Ant ia, 1999: 165). 

In order to make the classroom inclusive for all learners, teachers should work in 

partnership with special educations to make adaptations in the curriculum and to structure 

the classroom in the marmer that will allow for learning by a diverse group of learners 

(Anita and Stinson, 1999). According to these authors, another assumption is that special 

services that have traditionally been offered outside of the classroom setting will be 

offered within the classroom. 

Some of the philosophical premIses for advocating inclusion include preparIng 

individuals for life, learning from typical peers, having normal life experiences, changing 

attitudes of individuals without disabilities, challenging soc ietal rejection, and teaching 

democracy (Mastropieri and Scruggs, 2000). While few would disagree with these 

premises, the gap between philosophy and practice can be cause for concern. Educators 

may wonder whether the regular classroom can accommodate the needs of the deaf and 

hard of hearing learners (Cohen, 1994). 

In summary, inclusion according to phi losophical perspective implies that the regular 

classroom will adapt to the child and the classroom practices are expected to change to 

accommodate individual children. 

Pragmatic perspective- From a pragmatic perspective, the major question to be 

answered is whether accommodations can be made, or are being made, in the regular 

classroom in order to appropriately educate deaf and hard of hearing students (Stinson 

and Anita, 1999 : 165). A pragmatic issue that needs to be resolved according to these 

authors is whether special educators and regular classroom teachers can work in an equal 

partnership to provide an adequate education to DIHH of hearing students with in the 

regular classroom. Central to this issue are concerns as to whether the practices within the 

regular classroom can be changed sufficiently to accommodate the D/HH child's 

communication needs, another major question is whether the D/HH child can receive the 
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appropriate intensity of services within the regular classroom (Taylor, 1987 cited In 

Stinson and Antia, 1999). 

To sum up according to Stinson and Antia (1999) inclusion implies that the D/HH of 

student is a full time member of the regular classroom, where the classroom teacher, in 

partnership with the special educator, accommodates the classroom envirorunent and 

curriculum to the student's needs. The ideal outcome of such an inclusive classroom 

(envirorunent) is a student who is well integrated both academically and socially. 

Because the gap between theory and practice, the ideal and the real is usually quite large, 

we need to examine carefully the processes of inclusion, such as the degree to which 

classroom practices are modified to accommodate the D/HH child, or the kinds of 

classroom practices that optimize the D/HH student's academic and social integration. 

We also need to examine the outcomes of inclusion or the degree to which DIHH 

students are academically and socially integrated. 

2.2 Perspectives on inclusion in the field of special needs education and 

in the education of D/HH students 

2.2.1 Inclusion in special needs education 

Other areas of special education have also seen an increase in placement of students in 

regular classes (Marschark, Young and Lukomiski, 2002: 182). With in both education of 

D/HH students and special needs education in general, this change in enrollment patterns 

has generated extensive discussion. Within the general field of special education, this 

discussion has addressed students with high- incidence disabilities such as learning 

disabilities, emotional disturbance, and speech or language impairments, as well as those 

with severe disabilities such as mental retardation (Ramsey, 1994). Part of the impetus 

for this emphasis stems from the assumption that appropriate placement is that it occurs 

in a setting as close as possible to students without disabilities (Fuchs, Fuchs, and 

Firestonn, 1993 cited in Corbett, 200 I). 

An array of instructional materials and media and teaching strategies has been 

developed with the intent of fostering learning of students with disabilities within the 

regular classroom. These strategies include cooperative learning 'collaborative or co 
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teaching, curriculum-based measurement, and trans-environment planning (Corbett, 

2001). "Some advocates of inclusive approach have called for substantial reduction or 

elimination of the traditional pull-out special education service delivery model " 

(Ramsey, 1994). These advocates have noted that many students with mild disabilities 

have made limited progress in special education classrooms and that the teaching 

strategies for effective education in the regular classroom appear to be similar to those for 

effective instruction in the special classroom. 

Several research studies have focused on the pragmatic aspects of inclusive classrooms 

(Stinson and Anita, 199~). For example, recent studies of students with learning 

disabilities have indicated that many of their teachers make few adjustments in 

assigmnents, teaching routines, expectations, homework, or testing (Vaughn and 

Schumm, 1996 cited in Stinson and Antia, 1999). These authors explain further that 

because of lack of accommodations, as well as the lack of specialized remedial 

instruction, many of these students appear to be falling further behind their classmates. 

A study by Hucutt (1996 cited in Hallahan and Kauffmau, 1994: 46), in an extensive 

review that compared academic and social outcomes of regular classes students with 

various disabilities with those placed in special classes. And concluded that the key factor 

for academic progress was that instruction to be specifically addressed to student needs, 

rather than where the instruction was located. Thus, there is no guarantee that special 

education teachers in resource or self- contained classrooms will provide specialized 

individuals instructions. For example in a study of the instructional methods employed in 

self contained classrooms Farrugia et al. (1981 cited in Leigh, 1994) gave proof that, 

special educators used primarily whole-group instruction similar to that provided in the 

regular classroom and offered little individualized instruction. 

A key criticism of the more radical approaches to inclusion is that it is impOliant to 

maintain the continuum of special education services, programs, and enviromnents, 

ranging from inclusion in the regular classroom to full- time placement in special schools. 

This diversity of services is necessary because different instructional approaches and 

settings are necessary for effective education of students with different disabilities. 
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Furthermore, within disability classifications, there is a considerable vari ation among 

students, which imply further substantial differences in educational needs (Hallahan and 

Kauffmau, 1994; Stinson and Liu, 1994). 

2.2.2 Inclusion in the education of DIHH students 

A student with hearing impairments is among other special needs schoolchildren 

cons idered for placement in inclusive classes. His or her major disability is the inability 

to perceive or hear speech or sounds through hi s or her sense of hearing (Ademakoya, 

2008:203). Hearing impairments range in severity from mild to profound, with the 

greatest educational distinctions occurring between hard-of-hearing and deaf. Students 

classified as hard-of-hearing can hear speech tones when wearing hearing aids, while 

students who are deaf carmot hear even with hearing aids (Mastropieri and Scruggs). 

Heward (2000) repol1ed that approximate ly, eighty-two percent of the schoolchi ldren 

who are deaf or have some signifi cant difficulty in hearing attend public schools in 

United States. Thirty-six percent of such schoolchildren receive most of their education 

in regular classrooms. 

The inclusion of students who are deaf refers to their being educated within a classroom 

of students with normal hearing. Inclusion may involve grouping of serv ices including 

interpreters, note takers, teacher aides, teachers of students who are deaf, and consultants, 

but these services are provided within the context of the regular classroom (Richard and 

Josef, 1997). 

Expectedly, inclusive education practices are not without some constraints or challenges. 

Those challenges range frorn difficulti es in securing the necessary social fusion between 

non-disabled and special needs learners in inclusion classes to the problems of 

determining the appropriate instructional language acceptable to all learners in an 

inclusive class . For a D/HH schoolchild, his or her hearing classmate and the teacher 

(regu lar or special), choosing the most effective and acceptable communication medium 

is perhaps the greatest obstacle to crack (Ademokoya, 2008). 

As Ademokoya, 2008 and Cohen, 1994 noted, the major problem with the deaf person is 

the fai lure of communication. As far as inclusiveness is concerned, the classroom 
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communication challenge is that of finding an appropriate language of instruction in an 

inclusive class for hearing and non-hearing learners (Leigh, 1994). The most important 

issues, when thinking inclusion for a deaf individual , are related to language and 

communication. At the very least, an individualized education program (IEP) for a child 

who is deaf must consider the following (John and Muir, 2001) 

I) Communication needs and the chi ld's preferred mode of communication 

2) Linguistic needs 

3) Severity of hearing loss and potential for using residual hearing; 

4) Social, emotional, and cultural needs, including opportunity for peer interactions 

and communication. 

In deaf education, inclusion is being promoted, and there are many issues that deaf 

educators and general educators need to be aware of, so they can develop strategies and 

know where to go for additional resources (Richard and Josef, 1997). 

Because deafness is a low incident disability, including the child in the regular classroom 

for all , or almost all , educational activities implies that the child will often be the only 

individual with a hearing loss in a classroom and , frequent ly, one of only a few such 

chi ldren in the neighborhood school (Hallahan and Kauffman, \ 994; Stinson and Lui , 

1999). Several authors have expressed concern regarding the adequacy of learning deaf 

students in such a setting (Stinson and Liu, 1999; Leigh, 1994; Cohen, 1994). Research 

examining the efficacy of special schools or classes, as opposed to regu lar classroom 

placement for students with different disabi li ties, has suggested that frequent placement 

in a special setting may be more desirable for D/HH students than for those with other 

disabilities (Stinson and Antia,1999). The primary reason for the difference appeared to 

be the greater social benefits of special settings for the D/HH students (Cohen, 1994; 

Leigh, 1994). 

In focus ing on students in inclusive settings, thi s ded icated issue call s for devoting 

attention to the students currently in such settings and for development of effective 

strategies to support them. This attention to inclusion is a call neither for inclusion of all 

students who are DIHH nor for a reduction in the continuum of services for DIHH 

students (Stinson and Antia, 1999). According to these authors, if programs are to 
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provide quality education for D/HH students in inclusive settings, they need to provide 

means for these students to achieve academic and social integration. Programs also need 

to adapt the support that they provide in response to individual differences in 

communication skills, proficiency in spoken language, other academic skills, and social 

behaviors (Cohen, 1994; Leigh, 1994; Stinson and Antia, 1999). 

Some of the issues involved with inclusion are unique to D/HH students. As Stinson and 

Antia (1999) states: 

They may have difficulties in communicating with their hearing classmates 

and in learning spoken language; often these difficulties can be best 

addressed in special classes or schools. Even with these considerations, 

inclusive approach can be appropriate for many students. (PP-167) 

2.3 Education of D/HH students 

One of the earliest educational programs for children with special educational needs of 

any kind was a school for the deaf children of noble families that was established in 

Spain around 1578 by Pedro Ponce de Leon (Heward and Orlansky, 1988:123). 

Historically deaf education has been dominated by an ongoing struggle between interest 

groups regarding methods of communication. "An ongoing debate exists over what 

should be considered the best approach for teaching individuals with severe hearing 

impairments" (Moores, 2001: 14). 

Some advocate, "total communication", which involves using speech (lip reading), 

gestures, and sign language, or both oral and manual methods (Alemayehu, 2003). As 

Moores(200 I) states: 

Teachers using total communication rely on the structure of the spoken 

(English) language, and speak while signing during communications with 

students who are DIHH Some advocate the use of only oral approaches, 

eliminating any manual components used in total communication. 

Teachers using only oral approaches rely heavily on auditory, visual, and 

tactile methods of presentation. (PP-22) 
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Finally, others advocate the use of only sign language or manual approaches. These 

individuals advocate the exclusive use of sign language because they maintain that a 

unique "culture of the deaf' exists among those who communicate with sign language 

(Ramsay, 1994). Ramsay further believe that when individuals with hearing impairments 

are taught only to speech read or use oral techniques, they are denied full participation in 

culture of the deaf. Individuals in this position say they are not disabled, but that they are 

part of another cultural group composed of individuals who are deaf. No clear research 

evidence exists to promote one approach over the other in teaching students who are deaf. 

Therefore, it is likely that these debate appropriate approaches will continue into the 

future (Cohen, 1994). 

One theme that will run throughout the development of deaf education is the pervasive 

influence of general education, an influence that has been growing for more than fifty 

years (Moores, 2001). This has been manifested in a variety of ways. "In the past most 

deaf children were educated in residential schools. The curriculum was specifically 

designed to emphasize speech, speech reading, and grammar, with little allention devoted 

to content areas such as math, literacy, and science" (Hallahan and Kauffman, 

1994: 125). According to Hallahan and Kauffman, today most D/HH children attend the 

same schools and sometimes the same classes, as hearing children. To some extent, the 

curriculum is similar. This is also true for DIHH children attending separate day schools 

and residential schools. However, implementing a general education may be difficult for 

the large numbers of DIHH children who may enter the educational system without 

having a mystery of the oral language and a clear functional communication system . 

Educational opportunities for DIHH children in regular public schools have become 

widespread only in recent years (Hallahan and Kauffman, 1994: 125). Although 

increasing attention is given to the needs of D/HH children, the present state of special 

education for DIHH children is not a happy one (Cohen, 1994). Many D/HH students 

leave school unable to read' and write their mother tongue proficiently. "The average deaf 

student completing a secondary education program is still performing at a level similar 

to the average 9 or 10 year old hearing students" (Heward and Oriansky,1988: 266). 

Many deaf students are not able to communicate effectively, perhaps not even with 
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schoolmates or members of their own family. They are faced with the stark choice of 

attending the local school, where they are likely to fail unless efforts are made to include 

them, or go without formal education (Heward and Orlansky, 1988:259). 

Each of these entities affirms that the deaf child's communication needs, linguistic needs, 

and social, personal and cultural needs must be the primary factors in considering the 

provision of appropriate educational services in least restrictive environment. Studies 

fut1her affirm that in order to provide the least restrictive environment, D/HH students 

must have access and inclusion in all placements including neighborhood schools, special 

day classes, or residential schools, etc (Mastropieri and Scrugggs, 200: I 09). 

Although many questions remain unanswered, and many challenges remain to be faced in 

the education of children with hearing impairments, if they receive a good and suitable 

education, they are every bit as capable as hearing people are. There is the same range of 

ability. They can be responsible citizens. However, these things only happen if they are 

given opp0l1unities (UNESCO, 2001). 

In conclusion, it can be said that the education of hearing-impaired students has a long 

history. Most DIHH children were educated in residential schools, today; many of them 

attend classes in regular school settings. This reflects the desirable shift of thinking from 

segregated special schools to an inclusive approach. 

2.4 Factors affecting D/HH students' adjustment in classes with 
hearing students 

In order to achieve academic and social integration of D/HH students in classes with 

hearing students, educators need to adapt support in response to the specific needs of the 

individual student, especially as there is considerable variation in the characteristics of 

students in inclusive settings (Antia and Stinson, 1999:229). The students' adjustment to 

the setting may depend on certain factors. This section describes the factors, which 

generally influence each deaf student's adjustment to the regular school setting. This 

includes communication skills, academic skills and social and emotional development, 

which will be discussed below. 
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I. 

2.4.1 Communication skills 

Students who are relatively skilled in using spoken communication may often experience 

greater academic success and greater social integration in classes with hearing students 

(Ademakoya, 2008:204). Data from the national survey of deaf and hard - of- of hearing 

(D/HH) students in U.S.A. according to Moores (2001), indicate that most of the students 

whose primary placement was in regular classes had sufficient hearing to rely heavily on 

this modality in communicating, although the degree of success varies. According to 

Ademakoya (2008) variation in communication skills is more complex than simply 

classifying students as proficient in spoken communication or in sign communication 

because various combinations of the two have implications in terms of how DIHH 

students will interact with hearing peers as well as with D/HH ones. 

Students who are D/HH communicate differently, depending on the situation. For 

example in communication with hearing peers Antia and Stinson (1999), described as: 

Some students prefer using spoken communication only. Others may use 

both spoken communication and sing, while still others may use sign 

communication only. DIHH students may use a variety of styles and 

strategies for communication, depending on two are doing the 

communicating, with whom, and the setting (pp: 170-171). 

Ademakoya (2008) in his comprehensive review of literature examine variation in 

communication preference among deaf adolescents in local public high schools in 

Nigeria, an example of grouping in terms of how they respond in different 

communication situations. He found that the largest groups of students, were 

those who use both spoken and sign communication and choose whether to speak, 

sign or use both, depending on their communication partner. These students 

seemed to be the most adept at using a variety of modalities in different 

communication situations. The other group of students were those who spoke to 

both deaf and hearing audiences , those who signed to D/HH and hearing 

audiences ,and those who reported only interacting (i.e. signing) with a DIHH 

audience. These groups generally show variation in communication preference, 

which in turn affects their adjustment with people in the setting. 
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Generally, programs which support D/HH students in a variety of ways, including oral, 

cued speech, sign language interpreters, and note takers. These services can enhance 

these students' communication access and opportunities for learning (Antia and Stinson, 

1999:23 1). Researches on the impact of these services are, however, quite limited. 

2.4.2 Academic skills 

Other important variation in adjustment of deaf students in inclusive setting is variation 

in academic ski ll s (Stinson and Antia, 1999). In order fo r the students in the regular 

classroom to learn, there need to be a match between on the sk ill level of students and the 

learning demands of the classroom environment (Conway, 1990 cited in Antia and 

Stinson, 1999 :242). As students progress through higher grades leve ls, it may be 

increasingly difficult to find appropriate matches between the child ' s capabilities and the 

demands of the academic tasks they are required to complete, even though students in 

regular classes tend to have better academic skill s than those in self-contained classrooms 

(Moors, 2001). In particular, more ad vanced classes may require greater use of 

independent reading skills, an area in which most DIHH students do not advance as 

rapidly as their hearing peers. Thus, careful monitoring of students for their academic 

skills and demands of classes is important for supporting learning and motivation 

(Conway, 1990 cited in Antia and Stinson, 1999 :244). 

2.4.3 Social alld emotional development 

Another factor that affects adjustment in the regular class is the extent to which the 

student is socially mature and emotionall y stable (Kulwin, 2002). Meadow- Orlans (1983 

Cited in Kulwin, Stinson, and Colaross i ,2002) research in high school deaf students 

found that students who had greater social maturity were more likely to have been 

mainstreamed in the 9'" grade than students with less social maturity, and that these 

students were likely to continue to have greater social maturity through the 12'" grade. 

Concerning emotional development, Schmidt and Cargan (2008) noted that students with 

emotional di fficulti es are less likely to be placed in classes with hearing peers. 

Because these vari ations have implications regarding how students can function and 

adjust in regular classes with hearing peers, it is important for teachers to pay careful 
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attention to the communication, academic as well as the social and emotional 

characteri stics of deaf students in their classrooms. 

2.5 The concept of social inclusion 

Maximizing the interaction between pupils with and without special needs is generally 

considered an important aspect of inclusion. However, it is frequently questioned whether 

pupils with special educational needs in regular classrooms have interactions and 

friendships with their peers. In order to be able to evaluate these relationships, it is 

necessary to clarify concepts such as social participation, social integration, and social 

interact ions and social acceptance (Koster, 2009). There is much ambiguity regarding 

these concepts. Therefore, this section of the research aims to clarify on these concepts. 

Social integration can be defined as the ability to interact with, make friends with, and be 

accepted by peers. In other words, students need to be able to participate in soc ial 

activities and develop close and emotionally secure relationships with peers (Anita and 

Stinson, 1999). Kulwin, Stinson and Colarossi (2002) give a precise definition of social 

integration. According to the authors, successful social integration in an inclusive 

education classroom means heing vis ihl e to other pupi ls (social impact), being someone 

wi th whom other pupils wish to spend time (social preference) and being a member of a 

group of friends that spend time together (social network affiliation). Lukomski (2007) 

define social integration as being an accepted member of a group, having at least one 

mutual friendship and participating actively and equivalently in-group activities. 

Stinson and Anita (1999), states that inclusive education aims to promote the social and 

academic integration of pupils with di sabilities. These authors emphasize the importance 

of peer acceptance and friendship and consider peer interaction to be important for social 

integration. They define the latter as the ability to interact with peers, make friends with 

peers and be accepted by peers. 

On the other hand, Pavri and Lufting (2000 cited in Koster, 2009) definition emphasizes 

not only the importance of friendships and peer relations, but also stresses the pupil ' s 

self-perception of social acceptance as part of their definition. Guralnick (1999 cited in 

Koster, 2009) evaluated the soc ial integration of preschool-age pupils with mild 
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disabilities in inclusive early childhood settings by focusing on three constructs: the 

connectedness (or extent) of peer interactions, the quality of interpersonal relationships 

and the nature of adjustments that occur during social exchanges. Social integration of 

such pupils is achieved when typically developing pupils COlmect with and maintain the 

same quality of interpersonal relationships with pupils with mild developmental delays as 

they do with other pupils. Guralnick (1999 cited in Koster, 2009) points out that this 

. description departs from the viewpoint of typical peers. Similar analyses can be made 

from the perspective of pupils with special needs. Their ability to connect with their 

peers, with and without special needs, constitutes an important index of social integration 

(Koster, 2009). 

The definition of social integration by Schmidt (2000 cited in Koster, 2009) is less 

specific than those described above. Sclunidt (2000) holds the view that social integration 

refers to the frequency and intensity of social contacts between pupils with and without 

special needs. This view is similar to Biklen's (1985, cited in Higarty, Pocklington and 

Lucas, 1981) that social integration is about developing positive social interactions 

between children with and without special needs. 

Stinson and Antia (1999) describe social integration as pupils ' perceptions of the extent 

to which they participate in and are accepted as members of the school community. 

According to Stinson and Liu (1999), one of the factors that play an important role in 

social integration is 'peer group socialization'. They consider social acceptance to be the 

essence of social integration. These authors did this by assessing the peer acceptance of 

pupils in inclusive classrooms. They consider social integration to be synonymous with 

peer acceptance, which can be measured using a sociometric rating scale. 

Pijl and Hamstra (2005 cited in Stinson and Antia, 1999) also hold the view that social 

integration of pupils with SEN can be assessed by using a sociometric questionnaire. 

Koster (2009) consider social acceptance as important aspect of social integration and 

highlight social relationships. For example, the same authors state that focusing on social 

acceptance provides an incomplete view of social integration and regard the relationships 

(affiliations) between pupils with special needs and their peers as central to social 

integration. 
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2.5.1 Social participation 

According to Kennedy, e/ at. (1997 a cited in Koster, 2009) social participation 

comprises two aspects: social contacts between pupils with special needs and their typical 

classmates and friendship networks. 

Hunt el at. (2003 cited in Koster, 2009) investigated the effectiveness of a 

mainstream/special education collaborative process on the academic and social 

participation of pupils with severe disabilities and pupils academically at risk in 

mainstream classrooms. To assess the social participation of the pupils, the level of their 

engagement and interaction patterns (e.g. initiating and responding to interactions, 

participating In conversations, working collaboratively) with classmates were 

systematically observed (Koster, 2009). The research of Hunt el at. (2003) shows that 

social interaction between pupils with special needs and their classmates seems to be at 

the core of social participation. He also further emphasizes the significance of the quality 

of interaction between pupils with special needs and their typical peers and the 

importance of having familiar and equal relationships between pupils. Generally, social 

participation of pupils with special needs in regular education is characterized by the 

presence of positive social contact/interaction between these children and their 

classmates; acceptance of them by their classmates; social relationships/friendships 

between them and their classmates and the pupils' perception they are accepted by their 

classmates (Stinson and Antia, 1999). 

The analysis of social participation makes clear that interactions compnse the most 

important part of social participation. In addition, researchers as major aspects of social 

participation describe friendships , playing together, involvement in group activities and 

social contacts. 

2.5.2 Socilll acceptal1ce 

One of the indicators of social integration is acceptance of deaf students by their peers. 

Peer perspectives are crucial to identifying the degree to which students who are deaf are 

socially integrated, because peers have an implicit understanding of the behavioral norms 

for their peer group (Gurp, 2001). Koster (2009) consider peer acceptance (as measured 
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by sociometric questionnaires) to be of great importance in inclusive education. Scholtes 

et al. (2002 cited in Koster, 2009) stress the importance of perceived soc ial acceptance. 

They measured thi s together with perceived competence. Nex t to social acceptance, peer 

acceptance, self-perceived social acceptance, self-reports of social relationships are also 

used as important aspects of the social integration of students with special needs (Koster, 

2009). 

Studies of social integration in general include observational studies of peer social 

interaction, socio-metri c stud ies of acceptance, and studies requiring students to complete 

self-reports of their social relationships (Anita and Stinson, 1999). 

Social integration of students with hearing loss in regular schools is a major concern for 

educators. At the same time, educators have been developing interventions to promote 

soc ial and academic integration, and researchers have been conducting studies to identify 

key factors related to integration (Kluwin, 2002). 

SUI11I1101Y of the definitions of social integration. The analys is of literature focusing on 

social integration shows that in examples as, interaction, peer acceptance, friendship and 

rel ationships/affiliations, social behavior/skills, many authors as essential aspects of 

social integration regard pupils' self-perception of acceptance; social contacts social 

status and participation. 

2.6 Communication and social interaction of D/HH students in classes 

with hearing students 

Hearing loss affects many aspects of life, with many psychological consequences and 

various effects on how well a person with such a loss functions in society or the world at 

large. A major portrayal of how deaf people interact among hearing people can be found 

in the inclus ive educational setting, in which the maj ority of deaf people participate 

(Hung and Paul , 2006:63). It is common knowledge that deaf children face much more 

adversity than their hearing peers in term s of their educational and social deve lopment. 

Because of this, their psychopathologies are impacted, sometimes in negative ways . 
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Because of numerous economic, socia l and legal changes, placement of DIHH students in 

deaf institutions has become less widespread, and mainstreaming is now the norm. This 

progression towards inclusion has resulted in much anxiety on the D/HH chi ldren's parts 

(Gjerdingen and MaIming, 199 1 cited in Stinson and Antia 1999). Their worri es are 

because good academic results are generally seen in DIHH children who are 

mainstreamed, but they also show higher degrees of isolation and psychologica l problems 

when compared with students who assoc iate with other deaf peers (Cohen, 1994; I-lung 

and Paul , 2006; Gurp, 2000; Kul win, 2002.) One study that focused on the social status 

of DIHH students compared with hearing students discovered that "a large number of 

deaf students were rejected by !heir hearing peers as compared to only a small number of 

hearing children who, like the deaf students, also became social misji!s " (Hung and Paul, 

2006:64). 

A cri tical part of the development of deaf children is their education, and through that, 

their social foundations are also built. During the primary-school development period, 

friends hips are formed through common interests, school activities and sports. For these 

fr iendships to form , an obvious requirement is communication. For deaf children unable 

to utili ze effective communication methods with the people around them, the difficulty in 

acqui ring new fr iendships typically leads to a decrease in self-esteem (Gurp, 2001; 

Lukomski, 2007). 

One major factor that has been identified in deaf children's social interactions is a 

repeated misunderstanding of how deaf children need to communicate with the people 

around them. Frequently hearing chi ldren mistake a request for information to be 

repeated as lack of interest as to what they were saying. The frequent need for physical 

contact as a way to attract attention, or facing the hearing peer when speaking can also go 

against soc ial boundaries tbat hearing children have learned, which increases the chance 

of peer dismissal (Martin and Bat-Chava, 2003 cited in Hung and Paul, 2006). 

Sign language is a visual language; communication usually involves one or more of these 

methods: touching, flickering the lights, and using waving motions, all to get someone's 

attention (Alemayehu, 2003). Therefore, D/HH children 's eyes are easily fatigued 

because they must maintain constant attention to what is being said visually and thi s 
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makes it easier for them to adjust. This is more of a problem for them than their hearing 

peers because simply turning away can cause them to miss information (Harris et a!., 

1997 cited in Hung and Paul , 2006). 

Because of inaccessible communication, deaf students receive incomplete and inaccurate 

language input when communicating in spoken language. They often leave out critical 

language elements needed for comprehension by another individual , usually the teacher. 

As a response, many students who are taught through the primary use of sign language 

would benefit much more greatly by using spoken language as a secondary language 

(Hung and Paul , 2006; Moores, 200 I). Different studies suggests that the low 

achievement levels that are sometimes seen are not results of learning problems related to 

deafness itself but are due to the poor communication between teachers and the deaf 

students (Cohen, 1994). 

The biggest problem and root cause of the increase in isolation and anxiety IS 

communication diffietllties ' fostered by the inclusive setting. A study showed that rather 

than being actively disliked; the hearing students in terms of socialization (John and 

Muir, 2001:96) neglected deaf children. Usually a significant amount of effort must be 

made for a hearing and deaf student to understand one another. The abi lity to hear as well 

as understand spoken speech varies greatly with each deaf person. The tendency toward 

impatience found in hearing children (and any young children in general) combined with 

unclear speech on the deaf children's parts creates a significant barrier to communication 

between the two (Foster 1998 cited in Anita and Stinson, 1999: 192). These authors 

further indicate that when a child has any disability, people around him/her lower their 

expectations for normal social interactions that are suitable for their ages and stage of 

development. "For deaf children with poor language development, this leads to a lower 

level of communication with the people around them, and it jilrther exacerbates their 

language difficulties" (Hung and Paul, 2006:67). 
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2.7 Contribution of staffs to students' participation (social integration) 

Efforts to increase participation may have greater success if professional staffs employ 

specific strategies to foster . positive interaction (Antia, 1998:99). Stinson and Liu (1999) 

point out: 

One strategy for classroom teachers is to explicitly suggest to all the 

students ' specific procedures that will help the DIHH better follow 

communication. For example, the teacher may explain the need to be 

aware of the lag-time when there is an interpreter and the need for a 

pause between speaking turns" (PP-96). 

The mainstreaming classroom teacher can structure small- group as well as whole-class 

activities in ways that promote DIHH and hearing students learning together. Deaf and 

hard-of-hearing students may more easily pm1icipate in small - group than in all-class 

discussions if they are set up appropriately (O'Connor and Jenkins, 1996 cited in Stinson 

and Liu, 1999). 

Studies of cooperative leanling among D/HH and hearing peers working together indicate 

that it can increase frequency and complexity of conversation between D/HH and hearing 

classmates, frequency of interaction, and interpersonal attraction (Antia, 1994 cited in 

Stinson and Liu, 1999). Teachers of the deaf who work with the mainstreamed students 

are increasingly moving in to the regular class room to support these students as opposed 

to pulling these students out of class to work with them individually. This work includes 

teaming with the regular teacher for the entire class. There is a need to know more about 

what these teachers do, including the issue of striking a balance between intervening to 

support interaction and permitting students to contribute (Antia, 1998: 1 0 1). 

The role of the interpreter is complex and crucial for supporting interaction 111 the 

classroom (Antia, 1998: 1 02-1 03). This author identify one practice of interpreters that 

may faci litate participation of students is to indicate the speaker and break the message 

into chunks that correspon.d to these speakers. Moreover, the D/HH students need this 

information to follow group discussions and to know when to participate. Other practices 

to support participation according to Stinson and Liu (1999) are " (I) filling ' gaps ' when 
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the D/HH student lacks certain information regarding the topic under discussion, (2) 

adjusting to the requirement of the specific situations, (3) assisting other members of the 

educational team with plmming of activities in whi"h the D/HH student can participate. 

However, knowledge of specific practices for interpreters to support students in regular 

classes appears limited" (Stinson and Liu 1999: \ 98) 

2.8 Pros and cons to inclusion for D/HH students 

2.B.1 Benefits o/inclusion/or DIHH students 

While the research is mixed on the benefits of inclusion for DIHH students, stud ies by 

Richard and Josef (1997) and John and Muir (200 I) summarizes the potential benefits 

and of educating deaf students in inclusive settings in the following ways: 

I . D/HH students interact with the hearing world- Through daily interaction with the 

hearing world; deaf students are able to develop skills in communicating with those who 

can hear. This exposure can be powerful training for students as they prepare for 

communicating in the hearing world. 

2. 011-11-1 students become socialized with the hearing world- While the deaf community 

has developed a strong culture of its own, it is important that deaf students also learn how 

to operate in the hearing world. By hav ing daily interactions with hi s/her hearing peers, 

the student is able to develop impOltant soc ial skill s that will be useful in the future. 

3. DIHI-I students have access to academic, vocational and extracurricular programs- By 

participating with the hearing world, deaf students gain access to a wide range of 

resources that can help the student deve lop physically, socially, academically, and 

emotionally. 

4 . Deaf students can live close to home- In order to attend a school for the deaf; some 

students must live at the school because it is too far from their home. By attending a local 

school, that student can live at home and receive the important support from his/her 

fa mily and friends. 
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2.B.2 Risks of ill elusion for DIHH studellls 

Expectedly, inclusive education practices are not without some constraints or challenges 

(Adomakoya, 2008: 208). Those challenges range from difficulti es in securing the 

necessary social fusion between non-disabled and D/HH children in mainstream classes 

to the problems of determining the appropriate instructional language acceptable to all 

learners in an inclusive class. Below are the challenges of including deaf students In 

inclusive settings (Richard and Josef, 1997 and John and Muir, 2001) 

I. D/HH students run a high risk of isolation- If the teacher and/or students are not 

( trained in sign language and other methods to engage and interact with deaf students in a 

general education classroom, then the deaf student runs high risk of fee ling isolated in the 

classroom . Not only can this be emotionally detrimental for the deaf student, but thi s 

could also mean that he/she will miss important learning and ski ll development. 

2. D/J-JH students may have limited opportunities for direct instruction-When a deaf 

student is included into a general education class, this usually means that he/she is 

receiving instruction through a translator. 

3. D/HH students may have limited opportunities for direct interaction to build 

relationships- Not only is a student's learning limited by the lack of direct interaction and 

instruction form a teacher, but the student may also be unable to directly communicate 

with other providers at the school. This can limit the amount of support a student receives 

inside and outside the classroom. 

4. School setting may lack quality support staff- Many school districts lack a sufficient 

number of qualified, trained support staff who can serve DIHH students. 

2.9 Overview of education of D/HH students in Ethiopia 

Currently in Ethiopia, there are no reliable data avai lable on inclusion or exclusion of 

di sadvantaged groups in education. Unti l now, planning, data collection and statistics 

have failed to consider a large minority that of children and students with di sabilities or 

learning difficulties (MOE, 2006). However, according to the population and housing 

census conducted in 1998 by Centra l Statistical Authority the number of hearing impaired 
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people in the country was 50,957. This figure in my view represented those who were 

identified and reported having severe and profound hearing problems. From this 

estimation of hearing impaired people, only 6,854 in the elementary and 632 deaf 

students in the secondary schools have access to education services (MOE, 2008). Thus, 

from this general estimate it can be said that the majority of the hearing-impaired children 

in Ethiopia are excluded from education. In spite of the low enro llment rate, the 

education system is unable to provide schooling for all the enrolled chi ldren in general 

and hearing impaired children in particular (Ti lahun, 2002: 4). 

The existing educational provisions for students with disabilities 111 Ethiopia include 

boarding special schools, day special schools, special units or special classes in regular 

schools and preparatory programs in the form of community based rehabilitation. These 

arrangements are all for chi ldren with disabilities, primarily for those who have visual, 

auditory, physical impairments and intellectual disabilities (Mamo, 200 I cited in Tilahun, 

2002:24). 

Although currently there are no reliable statistical data on the number of schools 

providing education for students with hearing impairment in Ethiopia, according to the 

MOE (1999 cited in Tilahun, 2002) report: 

There are 3 boarding special schools, 5 day special schools, and 33 

special classes in regular schools in the country. Out of the total boarding 

and day special schpols, 60% are run by non-governmental organizations. 

All the special classes in regular schools (lOO%) are however in public 

government schools. The number of special schools has remained the 

same or to some extent decreased while the number of special classes in 

regular schools has been increasing (PP-27) 

The existing special units and schools are located in urban areas, and most of them have 

long waiting lists. Consequently, a significant number of children and students are still 

excluded from all education. It is estimated that less than 1 % of children and students 

with special needs get access to education (Tirussew, 2005:83). Very few of them 

continue in vocational, secondary and h.igher education. Therefore, the need to make a 
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shift to inclusive education in Ethiopia is a logica l choice to overcome particular 

problems faced in educating children with di sabilities in general and chi ldren with 

hearing impairment in particular (Tirussew,2005 :86). 

Even though the practice of inclusive education for children with different group of 

disabilities is in its infantile stage, indicators of pos itive beginnings to the move towards 

inclusive education in Ethiopia are observed. Pockets of successful inclusive education 

attempts with chi ldren having visual impairment and intellectual disabi lities in one 

government primary school (Gilnesh and Tibebu, 1999 cited in Etenesh, 2000) and 

German Church primary School (Dagne, 1999 cited in Etenesh, 2000) in Addis Ababa 

were reported. Furthermore, a study conducted on blind students integrated in Mulugeta 

Gedle School at Sebeta showed positive experiences on the part of the teachers, sighed 

students as well as blind students (Etenesh, 2000). However, shortage of adapted 

materials, inconvenient school environment and lack of back- up support were considered 

as obstacles encountered in course of their education. 

In general , the education of the D/HH in Ethiopia has not as such shown any significant 

development in the last four decades, and is characterized by high dropout rate and low 

educational achievement (Berta, 2000 cited in Tirussew, 2005:83-84). 

Inclusive education is a new concept for DIHH students and has been implemented in 

some schools in Ethiopia including Mekanisa School for the deaf, Minilik II preparatory 

school, Tikur Anbessa secondary school, A wassa School for the deaf, and Yekatit 23 

primary school. However, the acute shortage of special ski ll s trained teaching personnel, 

qualified sign language interpreters and shOliage of adapted materials were considered as 

problem encountered in the beginning of the movement towards inclusive education for 

students with hearing impairment in the country (Tilahun, 2007). 
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CHAPTER THREE 

METHODOLOGY AND DATA ANALYSIS 

The purpose of this study is to investigate the soc ial skills and academic progress of 

D/HH students attending two regular secondary schools in Addis Ababa. Hence, the 

study employed descriptive survey research method to gather information concerning the 

views of DIHH students as well as the perceptions of their teachers, interpreters and 

parents on their social sk ill s and academic progress. 

3.1 Participants 

Table 1: DIHH students and teachers selected from two secondary schools 

No Respondents Numbers 

DIHH students Teachers 
Minilik II preparatory school 23 26 
Tikur Anbessa secondary school 22 11 

Total 45 37 

2 Grade level 

10th Grade 22 11 
11 th Graue 18 18 
12'h Grade 5 9 
Total 45 37 

The two regular secondary schools were purposefhlly selected due to the fact that they 

are the only regular schools in the country that provided support services to DIHH 

students' education in the regular classrooms 

The major sources of data for the study were 45 D/HH students in two secondary schools 

(Minilik II and Tikur Anbessa Secondary schools) and 37 teachers for DIHH students. 

Since the pool of D/HH adolescents and teachers in the two secondary schools was 

relatively small , it was possible to include all of the potential participants. Sampling 

procedure for this study therefore was avai lable sampling. The students were from 10th 

grade in TikurAnbesa Secondary school and 11th and 12'h grade in Minilik II Preparatory 

School. 
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In both schools, the D/HH students were taught entirely in the same classroom with their 

hearing peers. The number of students and teachers across grade level comprised of 

twenty- two students and eleven teachers in loth grade, 18 students and 18 teachers in 11 th 

grade, and five students and nine teachers in 12th grade (see table 1). 

The other sources of data were interpreters and parents of D/HH students who 

supplemented the information obtained from the D/HH students and teachers. The 

samples include six interpreters from the two regular schools and parents of five D/HH 

students. These respondents were purposefully selected. The criteria for their selection 

were the reasons that they know much about the D/HH students' activities and they have 

much contact with them. 

3.2 Research Settings 

The schools are located in ,Addis Ababa. In these regular schools setting, D/HH students 

have the opportunity to learn in regular classes for hearing students. Socially, deaf 

students have access to activities for the entire school population. D/HH students were 

attending classes with hearing peers with sign language interpreter in ordinary classrooms 

designed for the hearing students. Class size is comparable across school and comprises 

approximately 40-45 students. 

The schools have simi lar approaches to communication and instruction for both the 

hearing and D/HH students. The teachers mainly employ speech communication and the 

interpreters use sign supported Amharic. In both schools the D/HH students spend much 

of their time attending classes with plasma TV transmission only a ten-minute summary 

after class is taught provided by the general classroom teacher. 

The two schools were well resourced in terms of their physical condition, classroom 

equipments, books, and human resources. Professional development in the form of in­

service training was available for some of the interpreters. Specialist teacher for the deaf 

(special needs education graduate) was available irregularly in the classroom with 

hearing students in one of these schools (Tikur Anbessa Secondary school). 
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3.3 Instruments 

For the purpose of the study, both qualitative and quantitative data gathering instruments 

were employed. The researcher used two forms of questionnaires to co llect information 

from a) D/HH students and b) general classroom teachers. Beyond this, semi structured 

interview schedules with sign language interpreters and parents of D/HH students were 

held. Systematic observation within and outside the classroom about the nature of 

classroom activities, students ' participation in classroom activities and social situations, 

social interaction between students, communication involved between D/HH students and 

their hearing peers. Observations outside the classroom took place during break times. 

3.3.1 Questionnaires 

For the purposes of assessing the social and academic dimension of inclusion of DIHH 

students in regular schools , two questioners one for D/HH students and one for regular 

school teachers were developed with reference to the respective literatures (Howarth, 

1987; Senit, 2005; Hadjikakou, Petridou and Stylianou, 2008), and distributed to D/HH 

students and teacher participants. 

The questionnaires consisted in the main of closed questions (Multiple choice questions 

and/or use of Likert scale) for the convenience of the participants who are to great extent 

had difficulties in understanding written communication, although few open-ended 

questions were included as well. 

i) Questionnaire for D/HH stndents. The questioner for DIHH students consisted 

of three parts and includes 53 questions (See appendix A). The first part was 

entitled "Background information and demographics", the second part "DIHH 

students' view of their social and academic inclusion" and contained questions 

that required participants' perception of their socialization, school achievement, 

participation in class and extra-curricular activities and views on their social and 

academic inclusion, and the third part was entitled "Difficulties and 

suggestions". 
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ii) Teachers' questionnaire. The teachers' questionnaire consisted of 33 

questions spread over three parts (See append ix B).The first part was entitled 

"Demographics and personal experi ences". The second part was entitled 

"information on the D/HH students" and consisted of questions that required 

participants' views on the following issues : student's communication sk ill s, 

student 's academic and social status, and his/her sk ills to communicate with 

D/HH students etc. The third part addressed participants' views of support 

services, attitudes and recommendations. 

3.3.2 Semi-structured interview sclledule 

To supplement the information gathered from the questionnaire, interview was 

administered to sign language interpreters and parents of DIHH students. Interview guide 

questions were prepared by the researcher in reference to literatures in the area. The 

interviews were semi- structured. The participants were interviewed to describe their 

perceptions of the D/HH student 's inclusion experience in regular secondary schools. 

Topics of discuss ion include classroom experiences, relationships with other students and 

teachers, participation in school activities, and the nature of communication with other 

students. The appendix presents the major questions for each group of interviewees and 

the interview questions (see appendix C&D). 

All the interviews were conducted in person; the interviewer travelled to each school to 

meet with each interviewee. Typicall y, parents were interviewed at their homes. Each 

interview required approximately 20 minutes to 25 minutes to complete, although some 

were longer. [n order to make the interview procedure more natural and objective 

information is generated, the process of interviewing was done by taking notes 

(abbreviated notes) during the interview and expanded after the interview was completed. 

Ten interviews were conducted. Five sign language interpreters and parents of five DIHH 

students were interviewed. Parent' s interviewees were selected randomly from those who 

were asked to participate and indicated in their response that they were willing to take 

part in an interview. Two interviewers were with both parents, two were with their 

mother only and one with hi s/her father. All interpreters, three women and two men 
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working as interpreters in the target classrooms during the study were also included fo r 

semi- structured interview schedules. 

3.3.3 Observation. 

In the present study, observation during lesson and free time took place in order to gather 

data concerning the teaching approaches employed in classroom, parti cipation of students 

in classroom activities and di scuss ions, as well as their interactions with classmates and 

teachers. 

Observation check lists of 15 items was prepared by the researcher to assess info rmation 

regarding the nature of inside and outside classroom interaction and participation of 

D/HH students in the regular school settings (see Appendix E) . Totally, twelve - 45 

minutes observations inside the classroom were made by the researcher. Eight of the 

twelve observations occurred during times in which the classroom teacher had a lesson 

with non-plasma academic subj ects (Amharic, phys ical education and IT). The rest four 

observations, in the other hand , were carried out when instruction was delivered through 

satellite television. Detailed fi eld notes were generated after each observation. The notes 

included information from a few brief interviews with the class teacher, interpreter, and 

D/HH and hearing students. 

Summing up two di fferent sorts of questiormaires, semi-structured interview schedules 

and participant observations were used as data gathering instruments in the entire study. 

3.4 Pilot testing 

In consultation with the advisor and all the way through revIew of literature, the 

researcher deve loped the instruments mainly the two questionnaires to be used in the 

study. The following sequences of activities were maintained during the stages of tools 

development and pilot testing; (\ ) the tools prepared by the researcher and given to the 

academic adv isor for comment and approval, (2) each of the instruments that were 

prepared in Engli sh version were translated into Amharic in collaboration with Amharic 

teachers. [n addition, (3) once the questionnaires had been completed, a pilot study was 

carri ed out in Hossana College of Teacher Education 10+2 deaf students and their 
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teachers, the 31m of which was to examIne the structure and efficiency of the 

questionnaires in gathering information. 

Six D/HH students and six teachers pre-tested the final draft by filling out the 

questionnaires. The participants were asked to comment on the design, content and 

direction of the questionnaires, discussing with the researcher any problems they had and 

giving suggestions regarding the wording, meaning, and ordering of the questions. 

Consequently, minor changes were made, mainly in terms of meaning and wording in the 

second and third sections of the questionnaires. The modified questionnaires were 

retyped, duplicated and administered in the main study (see attachments). 

3.5 Data collection procedure 

Official letter of consent was given to schools and penlllSSlon for participation was 

obtained from the school principals, the regular classroom teachers, the interpreters and 

then the students. 

The school principal, told DIHH students that the researcher wanted to ask each of the 

students some questions about themselves and their friends , and introduced the researcher 

to the students. The D/HH students were then asked to fill out the questionnaires 

individually with a group of five to six students at a place. They were informed again the 

aim of the research and asked to willingly cooperate. 

Besides the researcher, two interpreters who were competent to communicate with and to 

use sign language of the deaf students were invited to help the researcher and supervised 

the questiormaire. The two interpreters were oriented about the instruments so that they 

could help the students when they failed to understand the questions. 

Although the questionnaires had detailed written explanation of how to fill, the 

interpreters explained the direction of the questionnaires for all participants. D/HH 

students answer the questionnaire after each question was explained to them with sign 

language. The students were also told that they could sign for the interpreter if they did 

not able to give written explanations for open-ended questions. The interpreters then 

wrote what they signed into the questionnaires. 
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The response rate was quite high. Except one twelve grade student, all D/HH students 

attending the two secondary schools in the same classroom with their hearing peers filled 

out the questiOimaires. 

Regarding the teachers' questionnaires, teachers were contacted on one- to-one basis by 

the researcher. The purpose of the study was explained, and teachers were asked to 

participate in the study. The 43 teachers completed the questionnaire represent those who 

were agreed to participate, approximately two- thirds of the population of teachers with in 

the target classrooms. 

After the questionnaires were administered interview schedules and observations took 

place. Observation of student-to-student, student-teacher interactions, and classroom 

participation took place during the investigation to check the reliabilities of the responses 

participants were provided. This observation took place through regular visits to schools 

to meet, informally, both DIHH and hearing students. As observation continues, contact 

was made with the participants in class and school activity situations. 

The data collection process for the study took six weeks, and then the data was arranged 

and tabulated for fllliher analysis and interpretation 

3.6 Ethical considerations 

The participants were not obliged to fill their names in the questionnaires, in order to 

keep the data confidential. With the permission of the respondents, the researcher made 

detailed notes of the interviews and confidentiality will be assured. In addition, the 

researcher used anonymous names instead of revealing the respondents real identity to 

assure confidentiality. 

3.7 Data analysis and interpretations 

A combination of quantitative and qualitative approaches of data analysis techniques was 

employed. The analysis was generally made through categorizing and describing the 

results based on the basic research questions. Data gathered through questionnaire was 

coded and subject to statistical analysis using the SPSS -14 system. The interpretation 

was made with the help of percentage, mean scores; t-test and Pearson correlation. On the 
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other hand, data obtained using semi-structured interviews and observation checklist was 

made qualitatively. The qualitative data was coded in to tlu'ee categories: I) parents' 

views of the soc ial and academic inclusion of their children; 2) interpreters' views of 

social and academic inclusion of D/HH students; and 3) data obtained through 

observation. All the details were summarized under these three categories. Following the 

recommendations of Bogdan and Biklen (1992), these summaries were created by 

reviewing all comments in a category and generating summary statements about each 

topic that reflected what participants tended to report. These statements were supported 

with quotations from interviews. The analysis of quantitative and qualitative data in this 

study was considered separately in different sections. Nevertheless, in chapter five the 

findings were discussed by integrating both the quantitative and qualitative data at the 

same time. 
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CHAPTER FOUR 

RESULTS OF THE STUDY 

In this section of the study, results of assessments made on the views of DIHH students, 

regular classroom teachers, interpreters and parents associated with the inclusion of 

D/HH students into the regular classroom along with the discussion are presented as 

follows. 

4.1 Analysis 0/ Results Obtained/rom DIHH Students 

4.1.1 D/HH students' .profiles 

Table 2. Age, sex, hearing status and educational background ofDIHH students 

Age Mean SO Sex N (%) Hearing loss N(%) Onset of hearing loss N (%) 

School A 20.04 1.89 Male 26(57.8%) Deaf 24(53.3%) Since birth 12(26.7%) 
School B 19.23 1.54 Female 19(42.2%) Hard-of- Hearing 21(46.7%) birth-3 years 10(22.2%) 

After 3 years 23(51.1%) 

Total 19.64 1.76 45(100%) 45(100%) 45(100%) 

Language llsed at !tome N(%) 
Sign language (home sign) 12(26.7%) 
Speech (verbal) 7(15.6%) 
Non verbal language 20(44.4%) 
Total communication 6(13.5%) 

Total 45(100.0%) 
Previous school pl(/Cel11eJ1l N(%) 

Residential school 6(13.3%) 
Special day school 26(57.8%) 
Special class 6(13.3%) 
Regular classes 7(15.6%) 

Total 45(100%) 

The D/HH students included in this study were between the ages of 16 years to 24 years. 

These students had a mean age of 19.23 years (SD 1.76). Out of the 45 participants, 26 

were males and 19 were females. As indicated from the table above, of the 45 

respondents, 24 labeled themselves as deaf and 21 as hard-of-hearing. Moreover, 12 out 
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of 45 students were deaf since birth, 10 were within 3 years from birth, and 23 indicated 

after 3 years from birth. 

As to the language used at home to communicate with family members 44.4% of students 

responded that they used non verbal language, 26.7% reply that they home signs, the 

other 15.6% of them indicated verbal (speech) language and the remaining 13.3 % used 

total communication to communicate with family members in their home. 

Regarding previous school placement of D/HH students, twenty- six out of the 45 

participants attended special classes integrated in regular schools in their elementary and 

junior school years. Six reported attendance at a residential school for the deaf during 

those years. while six went to special day schools for deaf students. Regarding the seven 

who reported mainstream experiences, teachers used the oral approach to education. 

4.1.2 D/HH students' views of their communication with the hearing 

students and theirteachers 

This study indicated that the majority of the D/HH students attending regular classes had 

achieved good communication as indicated by the D/HH student participants ' answers. 

Table 3. Selected questions used in the se·cond part of the D/HH students' questionnaire 
with numbers (n) and valid percentages (%) of the participants' response to each question 
in the parentheses. 

S.N. DescriptiOlis Not at all. Quite well Very well 

I J call commul1icate with my teachers (n=6, 13.3%) (n=27,60.0%) (n=12, 26.7%) 

2 J can communicate with the hearing children. (n= ll, 24.4 %) (n=19,42.2%) (n=15 , 33.3%) 

3 I can understand the verbal communication (n=8, 17.8%) (11=32,71.1%) (n=5,11.1%) 
used in the classroom? 

4 I can understand the verbal communication (n=8, 17.8%) (11=32,71.1%) (11=5, Il.l %) 
used in the classroom? 

5 How we ll most hearing people ill the school (n= II,24.4%) (11=24,53.3%) (Ii= I 0,22.2%) 
understand your speech? 

6 Does this school experience affect your (n=7, 15.6%) (n=29,64.2%) (11=9,20.0%) 
general communication ski lls with hearing 
people? 
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Table 3 shows that the overwhelming majority of D/HH students reported that they had 

obtained quite good communication ski lls, as indicated by their answers on two separate 

questions referring to their ability to communicate with their teachers (question I), and 

with their hearing peers (question2). Similarly, when the D/HH students were asked if 

they could understand the lessons in the classroom, the majority replied that they could 

do so quite wel l. Only eight students (17.8%) acknowledged that they cannot understand 

at all those lessons in the classroom, whereas thirty-two students (71.1 %) stated that they 

have quite good understanding of the lessons, the rest five students (11.1 %) stated that 

they can fu ll y understand the lesson in the classroom (Table 3, questions 2). 

D/HH students differed on their response to their ability to communicate orall y in 

classroom with their teachers and hearing peers. About 48 .8 % of the students reported 

that it was difficult to understand teachers and hearing classmates in time of oral 

communication, the rest 33.3% and 17.8% of the students indicated they were able to 

understand oral conversation of their teachers and hearing peers "quite well" or "very 

well" respectively (question 4) . The great majority of D/HH students also believed that 

teachers and hearing peers had "quite well" or "very well" understanding of the D/HH 

students' verbal communication (question 5). 

When DIHH students were asked about whether the inclusion experience affects their 

communication skills in general, the great majority of them (84.4%) commented on 

positive influences while 15.6 % of the participants delineated that inclusion did not 

helped them to improve their communication skills with hearing people. 

Finally, the students were asked to exp lain the communication challenges they have 

encoUJitered whi le attending instruction especially through Plasma TV transmission. 

Almost all 43 students (95.44%) said that they always had challenges in understanding 

televised lessons. These students agreed that it was not easy for them to understand 

quickly the subject matter that was thought even by the general teacher let alone to follow 

the plasma instruction. Therefore, they had to work hard before the class to understand 

the summary that could be provided by the classroom teacher and to cope with the 

demands of the curriculum. This was due to the inappropriateness of the media and the 

fact that they were not comfortable to the new method of teaching which often forced 
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them to physica lly leave the classroom to study with other O/HH students until the 

classroom teacher could take part the instruction. Modifying the curricu lum therefore , is 

necessary. 

4. l.3 D/HH students' view of their participation in academic and social 
activities 

In this part, the v iews of all O/HH students ' regarding their classroom participation, 

academic status and their abil ity to participate in soc ial activ ities have been investigated . 

Table 4. Selected questions used in the second part of the D/HH students ' questionnaire 
with numbers (n) a nd valid percentages (%) of the participants' response to each 
questio n in the parentheses 

S.N. Descl"iptions Not a t all Quite well Very well 

1 I can participate in the classroom activities (n- 19,42.2%) (n- 17,3 7.8%) (n- 9,20.0%) 
and di scuss ions 

2 Are hearing students helping you to (n= 13, 28.9%) (n=23 , 5 1.1 %) (n=9, 20.0%) 
participate 111 classroom activities and 
assignments? 

3 You are involved 111 extra-curricular (n=31, 68.9%) (n= 10,22.2%) (n=4,8 .9%) 
acti viti es took place in schoo l? 

4 I have benefited academically fi'om my (n=4,8.9%) (n=27,60.0%) (n= 14,31. 1%) 
inclusion. 

5 To what extent that the in terpreter help ing you to partic ipate in classroom activities? 
a) Help a lot (n=26, 57.8%) b) Help a li tt le (n= 14, 3 1.1 %) c) Do not help (n=5 , 11 .1 %) 

6 I prefer to carry out classroom activities and ass ignments w ith . 
a) O/HH students only (n= 16, 35.5%) c) Both O/HH and heari ng students (n=22, 48.9%) 
b) Hearing students only (n=7, 16.6%) 

7 How is your academ ic performance? 
a) Belowaverage.(n=5, 11 .1 %) c) Above average (n=8, 17.8%) 
b) Average (n=3 0, 66.7%) d) Excellent (n=2, 4.4%) 

OIHH students were asked if they were able to participate in the classroom, and some 

described their difficu lties wh il e participating in the classroom. Thirty one students 

(58.8%) said that they could participate "quite we ll" or "very we ll" in class lesson or 

d iscuss ions, in comparison with fourteen (42.2%) who could not participate in classroom 

activ ities (Table 4, questionl ). This happened when the OIHH students had access to 
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classroom communication through interpreters. Simi larly, when the D/HH students were 

asked about their academic performance, the majority of them described it as "average" 

or "above average" (Table 4, question 7).Only five students (ll.l %) rated themselves as 

below average. 

D/I-lI-l students were asked to state whether they preferred to carry out classroom 

activities with D/HH or hearing students. Table four (question 6) shows that most of them 

preferred to carry out classroom activities with both D/HH and hearing students (n=22, 

48.9%), and sixteen (35.5%) of the students preferred D/I-lI-l students. However, seven 

students (15.6%) preferred to carry out activities in class with hearing students. 

When the DII-lH students were asked whether their hearing classmates were able to help 

them to participate in classroom activities or discussions, the majority (n=36, 80%) 

reported quite well or very well level of peer assistance in cooperative group activities 

(Table 4, question 2). Equally, an attempt was made in this study to investigate 

participants perceptions of the degree to which the interpreter enable the D/I-JH students 

to participate in class room lessons or discussions. Five students (ll.l %) stated that the 

interpreter do not help them at all to participate in the class activities ; fourteen students 

(31.1 %) stated that they help a little; and twenty-six students (57.8%)) stated that they 

help a lot (question 5). 

In terms of participation in social activities students were asked if they were involved in 

extra-curricular activities organized to facilitate interaction between students in the 

school, and only a few reported their participation in clubs and other social situations 

(Table 4, question 3). Most of them (n=27, 60%) agreed that they were less invited by 

their hearing peers for extracurricular activities, and they were too busy getting the 

additional tasks they needed to keep up with their school work. 

Finally, D/I-lH students were asked if they believed that they were benefited academically 

from their inclusion in the general secondary school. Table 4 (question 7) shows that only 

four students (8.9%) stated that they did not benefit academically from their inclusion in 

genera l schools, whereas the great majority (n=41 , 91.1 %) had the opinion that that they 

benefited qu ite a lot from their inclusion 
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4.1.4 D/HH students' view of their social interaction with hearing peers 

Stinson and Antia (1999) suggest that social inclusion can be defined as the ab il ity to 

pa rt icipate in social activities, and to make friends with and be accepted by peers. This 

part of the study investigated the participants' views on social inclusion of D/l'll'l students 

based on the above criteria. 

Table S. Selected questions used in the second part of the OIHH students' ques tionnaire 
with numbers (n) and valid percentages (%) of the participants' response to each question 
in the parentheses 

S.N. Descriptions Not at all Quite well Very well 

I I have good fr iendships with hearing (n-6, 13.3%) (n- 25,55.6%) (n- 14,3 1.1 %) 
classmates 

2 I beli eve that I have the most acceptances (n= IO, 22.2%) (n=28, 62.2%) (n- 7, 15.6%) 
by hearing classmates. 

3 I be li eve that hearing students take (n= 1 0,22.2%) (n=28,62 .2%) (n- 7, 15.6%) 
pos iti ve attitude toward O/HH students. 

4 I face difficult ies 111 socia li z in g with (n- 12,26.7%) (n- 27, 60.0%) (n- 6, 13.3%) 
hearing students 

5 0 0 YOll have benefited soc ia lly fro m YOllr (n- 8, 17.8%) (n-25,55.6%) (n- 12, 26.7%) 
in clusion? 

6 I prefe r to socialize with 
a) O/l'll'l students on ly (n= 13, 28.9%) c) Both O/l'lH and hearing students (n=27, 60.0%) 
b). Hearing students on ly (n=5, I 1.1 %) 

The results of this study showed that the majority of D/HH students, well integrated with 

hearing students. D/HH students were requested to express their views about frie ndship 

with hearing students derived from their inclusion into the general school. Specificall y, 

Table 5 (questionl) shows that the D/Hl'l students were of the opinions that, the majority, 

have developed friendships, with their hearing classmates. Moreover, D/Hl'l students were 

asked to state whether they preferred to soc ial ize with D/HH or hearing students. Table 5 

(question6) shows that the maj ority of them preferred to socialize with both DIHH and 

hearing students (n=27, 60.0%), and five students (I Ll %) preferred to socia li ze with 
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hearing students only, however, sixteen students (28.9%) had preferred to socialize with 

only DIHH students. 

D/HI-I students were also quite pleased with the attitude of hearing students towards 

themselves. Specifically, table five (question 3) shows that the DIHH students were of the 

opinion that, the majority of hearing students developed positive attitude towards the 

D/HH classmates. 

Regarding the social acceptance of D/I-IH students associated with the social contacts 

between hearing and D/HH students. Table 5 (question 2) illustrates that the majority of 

D/HH students believed that they are quite well, or very well , accepted by hearing peers 

during social interactions with hearing students (n=35, 78.8%), and only a few described 

rejection while interacting with hearing students. 

Regarding the difficulties associated with social contacts between the hearing and the 

D/HI-I students, Table5 (question 4) illustrates that the majority (86.7%) of DIHH 

students believed that they faced no or only a little, difficulty (e.g. , communication) 

during their social interaction. 

D/HH students were also asked if they believed that they benetited socially from their 

inclusion in the general schools. Table 5 (question 5) shows that only eight students 

(17.8%) stated that they did not benefit academically from their inclusion in general 

schools, whereas the great majority (n=37, 82.3%) were of the opinion that that they 

benefited quite a lot from their inclusion. 

As part of the questionnaire, students were gIven a list of four educational settings 

(provision) and asked which they would prefer to attend and feel more positive about 

school experiences. Students were also invited to comment why they feel more positive 

about attending each of these listed options. The options included (1) residential school 

for the deaf students; (2) a special day school for the deaf students; (3) special classes 

integrated in general schools; and (4) a general school, with or without support services. 

The majority of the students (n=32, 71.1 %) preferred general schools and special classes 

integrated in genera l schools. Eight students (17.8%) said that they we re comfortable 
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attending special day school for the deaf, and five students (11.1 %) preferred residential 

school for the deaf to any other settings. 

Those who preferred special school for the deaf students showed that while they favored 

this provision, they were mindful of the potential rewards as shown through their 

comments such as these: freedom of communication, building a lasting network of 

friends , sense of belonging, and greater variety of extra-curricular activities including 

deaf clubs, sports and social groups. On the other hand, students' who favored integrated 

or general school settings attributed their preference to these settings to the fact that they 

had always lived or attended the mainstream school; I got along quite well with hearing 

people ... , I was happy with my hearing friends ... , hearing people didn't mind that I am 

deaf. .. , inclusive school better prepare me for living in the future ... etc. 

Finally, D/HH students were asked to respond to two open-ended questions about their 

social relationship with hearing students. "What do you like about your relationships with 

hearing students?" and "What do you not like about them?" Many D/HH students (n=19, 

42.2%) did not respond to this question. Those who responded to the question what do 

you like about your relationships with hearing students forwarded the following points: 

a I-laving assistance from the hearing students in the absence of the interpreter, 

a When the hearing student is interested in listening the DIHH students, 

a Learning more about hearing people and experiences was interesting, 

a Good friends are those who know sign language, 

a Working with test questions and project works, 

a Keep informed one another with teacher and school almouncements, and 

a Watching football on TV in weekends. 

On the other hand, things, which they did not like more about their relationships with the 

hearing students, were as follows: 

a When hearing student have no genume desire for friendships or sustained 

relationships, 

a There is no interpreter and I feel frustrated about, 

a Hearing students sometimes lost interest in communicating with D/HH person, 

a When the pace of oral communication is too fast and I feel discouraged, 

a Hearing students do not want to get involved with the deaf world . 
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4.1.5 D/HH students' views of potential challenges in the move towards 

inclusive education 

Table 6. Data and results of t-Ies l on the degree of seriollsness of the problems 

Behavior Descriptions Respollses 

Respollses lVilh Tesl Value(ll) = J 

Valid percell tages 

(%) 

3 2 J N Mea SD 1-

II vallie 

Participat ion 111 classroom activities or 4.4 37.8 57.8 45 1.44 0.59 5.09 

discussions 

Making friends with and be related with - 4.4 95.6 45 1.08 0.25 1.77 

hearing peers 

Lack of meaningful communication with 6.7 93.3 45 I. I I 0.32 2.35 

teachers and hearing students 

Negative attitude of teachers and students - 6.7 93.3 45 1.07 0.25 1.77 

Insufficient support from teachers and - 22.2 77.8 45 1.22 0.42 3.55 

interpreter. 

Lack of acceptance and respect from - 4.4 95.6 45 1.04 0.21 1.43 

hearing students 

Attending instruction del ivered through 40.0 42.2 17.8 45 2.18 0.75 10.57 

plasma TV. 

Lim ited knowledge of deafness from the 6.7 73.3 20.0 45 1.87 0.51 11.50 

members of the school community 

Lack of opportunities for social development 2.2 26.7 71.1 45 1.31 0.51 4.06 

Feel ing of iso lation and lone ly in c lassroom 6.7 13.3 80.0 45 1.27 0.58 3.08 

Co pping with the demands of the genera l 4.4 28.9 66.7 45 1.38 0.58 4.40 

curriculum. 

• A low Significance value (typically below 0.05) indicates thaI there IS a Significant difference 

belween the test value (J1 = J) and the observed mean. 

48 

p-

vallie 

0.00' 

0.08 

0.02' 

0.08 

0.00' 

0.16 

0.00' 

0.00' 

0.00' 

0.00' 

0.00' 



Note. Levels of agreement were rated as not a problem= I , quite a problem =2 and 

serious problems=3 

An investigation was made into the D/I-II-I students ' views on the significance of potenti al 

problems in rel ation to the ir social and academic inclusion in the regular secondary 

schools. The one sample t-test was used to compare the average degree of seriousness of a 

problem against the test value for one sample, which is the leve l of being "not a 

problem". Therefore, the t-iest results te ll each characteri stic is either "a problem" or "not 

a problem" to the D/HH students' in the inclusive setting. 

According to the test results, item 2, 4 and 6 results in a mean value of 1.07, 1.08 and 

1.04 respectively, thi s is not significantly above the potential problem scale. Therefore, 

problems in relation to making friends, attitude of hearing people, and getting acceptance 

through hearing peers was found to be not a serious problem identified on the side of 

DIHH students. 

The t- test discloses that most of the variables listed were found to be quite a problem for 

the DIHH students. From the computed mean values, attending instruction delivered 

tlu·ough plasma TV is the top most serious problems followed by limited knowledge of 

deafness from the member of the school community (mean=1.87), and participation in 

classroom activities and discussions (mean= 1.44). 

Of all the problems found .to be a seri ous problem, making friends with and be rel ated 

with hearing friends (mean= 1.08) is rated to be the least potential problem according to 

the view of D/HH students. 
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Note. Levels of agreement were rated as not a problem= 1, quite a problem =2 and 

serious problems=3 

An investigation was made into the DIHH students' views on the significance of potential 

problems in relation to their social and academic inclusion in the regular secondary 

schools. The one sample t-test was used to compare the average degree of seriousness of a 

problem against the test value for one sample, which is the level of being "not a 

problem". Therefore, the t-iest results tell each characteristic is either "a problem" or "not 

a problem" to the D/HH students' in the inclusive setting. 

According to the test results, item 2, 4 and 6 results in a mean value of 1.07, 1.08 and 

1.04 respectively, this is not significantly above the potential problem scale. Therefore, 

problems in relation to making friends, attitude of hearing people, and getting acceptance 

tlu'ough hearing peers was found to be not a serious problem identified on the side of 

D/HH students . 

The t- test discloses that most of the variables listed were found to be quite a problem for 

the D/HH students. From the computed mean values, attending instruction delivered 

through plasma TV is the top most serious problems followed by limited knowledge of 

deafness from the member of the school community (mean= 1.87), and participation in 

classroom activities and discussions (mean= 1.44). 

Of all the problems found . to be a serious problem, making friends with and be related 

with hearing friends (mean= 1.08) is rated to be the least potential problem according to 

the view of D/HH students. 
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4.1.6 The correlations between communicative skills, classroom 
participation and social inclusion of D/HH students 

Table 7. Correl ation between communicative skills, classroom participation and social 

inclusion 

CS CP 

CP Pearson Correlation 0.36(*) 
Sig. (2-ta iled) 0.01 
N 45 45 

AC Pearson Correlation 0.36(*) 0.23 
Sig. (2-tailed) 0.02 0. 13 
N . 45 45 

UL Pearson Corre lation 0.33(*) 0.36(*) 
Sig. (2-tailed) 0.03 0.02 
N 45 45 

FR Pearson Correlation 0.34(*) 0.35(**) 
Sig. (2-tailed) 0.02 0.02 

N 45 45 

* Correlation is signi fi cant at the 0.05 level (2· tai lcd). 
++ Correlalion is signi fi cant at the 0.0 1 level (2-taited). 

AC UL 

45 

0.14 

0.37 

45 45 

0.39(*) 0.32(*) 

0.01 0.03 

45 45 

Note- CS= communication skills, CP= classroom participation, AC= academic 
peliormance, 
UL= understanding of the classroom lesson, and FR= Making ji'iendship with hearing 

students. 

This study indicated that the possession of communicative skill s by the D/HH students is 

related to their classroom participation and academic performance. Pearson 's correlation 

coefficients revealed that the students' communicative skills were positively related to 

their classroom participation (rs=0.36), their understanding of the classroom lessons 

(rs=0.33), and to their academic performance (rs=0.36) at the 0.05 level of signifi cance, 

as evaluated by the students themselves. 

Pearson's correlation coefficients also showed that D/HH students' making friendships 

with hearing students was positively related to their communicative skill s (rs=0.34), and 

to their academic performance (rs=O. 39) at the 0.05 level of significance, as well as to 

their classroom participation (rs=0.35) at the 0.0 I level of significance, as assessed by the 

D/HH students themselves. 
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4.1.7 Comparison of gender in communicative skills, classroom 

participation, and social in tegration 

Table 8. Data and results oft-test on the variable behav ior between the sexes 

Std. Sig. (2- T-va lue 
Characteristics Sex N Mean Deviation ta iled) 
Communication sk ills Male 28.00 15.4 1 2.92 0.08 -1.79 

Female 
17.00 14.04 2.22 

Participation m classroom and soc ial Male 28.00 19.71 3.3 1 0.58 -0.56 
activities Female 

17.00 19.25 2.17 
Social interaction and relationshi ps Ma le 28.00 19.59 1.91 0.24 -1.20 

Female 
17.00 18.61 3.02 

Co m pos i te Ma le 28.00 54.94 5.48 0.07 -1.89 

Female 
17.00 52.00 4.25 

Mean scores, standard deviation and t-test value resul ts of communication skills, 

participation in classroom and social activities as well as their soc ial interaction and 

relationships for male and female students were calculated and used to test whether the 

differences are sign ificant or not between male and female students. 

A t-test resul t based on weighted responses of the Likert- type scale has shown that 

statistically gender based-differences were not observed in their communication skill 

among D/HH students attending genera l secondary school. It turned out that boys 

communication skill was better (M=15.41 , SD=2.92) than girls (M = 13.89, SD=2.22). This 

difference is not significant at t =-1.79, P> 0.07. 

As presented in table 8 boys had the more part icipation In classroom and social 

integrations, compared to girls. However, the d iffere nce between the two groups of D/HH 

students is not signi ficant: t- test revealed no significant group differences between boys 

and girls in terms of participation in classroom activities at t = -0.56, p>0.5 and interaction 

with hearing peers t = -1.20, p>0.2. When the three characteristics are considered together by 

gender, no statistica ll y significant differences were fo und at t =-1. 95 , P >0. 07 
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4.2 Analysis o.lResults Obtained/rom Teachers 

4.2.1 Profile of teacher participants 

Table 9. Age, teaching experience, sex and training of teachers participants 

Dcmogranhic characteristics 

Age 

N Mean Stand.dev. 

Schoo l A 30 31.60 8.83 

SchoolB 13 36.92 15.76 

Total 43 33 .2 1 11.44 

Teaching cxncricncc 
N Mean Stand.dev. 

School A 30 7.43 7.60 
School B 13 11 .54 14.34 
Total 43 8.67 10. 11 

Sex 

N Male Female 

Schoo l A 30 26(86.67%) 4(13.33%) 
Schoo l B 13 10(76.92%) 3(23.08%) 
Total 43 36(83.72%) 6( 16.28%) 

Educationa l gualilieation 

N Certilieate First degree Postgraduate degree 

Schoo l A 30 4(13 .33%) 25(%83.33) 1(3.33%) 
Schoo l B 13 2(15.38%) 10(76.92%) 1(7.70%) 
Total 43 6(13.95%) 35(81.39% 2(6.96%) 

Training in inclusive education 
N Yes No 

School A 30 16(53.33%) 14(46.67%) 
Schoo l B 13 9(69.23%) 4(29.77%) 
Total 43 25(58.14%) 19(41.86%) 

The teacher participants had a mean age of 33.2 years (SD 11.44) and an average of 8.67 

years (SD 10.1 1) teaching experience. Most of the participants (83.72%) were male 

teachers and only n=13 were female teachers. Most of the teachers (8 1. 39%) who 

participated in the study had first degree, and only 6.96% of the participants possessed a 

postgraduate degree. All interpreters (n=6) held certification in sign language 

interpretation. Seventy-five percent of the teachers in regular schools have been teaching 

the hearing-impaired students for less than 2 years. 
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Furthermore, 58. 14% of the teachers reported that they had training In teaching in 

inclusive setting or had attend a seminar on special education but 41.86% of the 

respondents neither attend a seminar nor had train ing in special needs education. 

4.2.2 Teachers views of the communicative skills of their D/HH 
students. 

Teachers views of the level of communication between hearing students, themselves and 

the D/HH students is presented in the table below. 

Table 10. Selected questions used in the second part of the teachers' questionnaire with 
numbers (n) and valid percentages (%) of the participants' response to each question in 
the parentheses 

S. Descriptions Not sure Not at all Quite well Very well 
N. 
I D/HH students 111 my class (n=8, 18.6%) 

CO IllI11UIl icate with their (n=6, 14.0%) (n=25, 58. 1 %) (n=4, 9.3%) 
hearing peers 

2 I can communicate with my (n=6, 14.0%) 
D/HH students (n=25, 58.1 %) (n=9, 20.9%) (n=3, 7.0%) 

3 Can most D/HH students in my (n- I I, 25.6%) 
class understand verbal (n= 12,27.9%) (n= 13, 30.2%) (n=7, 16.3%) 
communication? 

4 D/HH students 111 my class (n- 7, 16.3%) 
understand the lesson 111 the (n=5, 11.6%) (n=21 , 48.8%) (n=1 0,23.3%) 
classroom 

5 On average, do D/HH Students (n=5, 11.6%) 
attending my school Improve (n=5 , 11.6%) (n=22, 51.2%) (n= II , 25.6) 
communication skills from 
their inclusion? 

Thi s study indicated that the majority of the teachers teaching in regular classes had not 

achieved good communicati on with their DIHH pupils as indicated by the patticipants' 

answers. Table 10 shows that the majority of the teachers reported that they could not 

communicate effective ly with their DIHH pupils (question 2) and that according to them, 

the great majority (n=29, 67.4%) of the D/I-IH pupils could communicate with their 

hearing peers (questionl ). The same table I 0 (question 3), illustrates that nearly half 

(n=20, 46.5%) of the teachers believed that their D/HI-I pupils could use verbal language 

53 



S.N. 

1 

2 

3 

4 

, 
5 

quite we ll or very we ll with hearing students and their teachers in their schoo l. In 

contrary, (n= 12, 27.9%) believed that D/HH students in their classroom could not 

communicate at all through the use of verbal language wi th their teachers and hearing 

peers their school. Surprisingly eleven teachers (25.6%) were not sure of whether D/HH 

students were able to use efficiently verbal language to communicate with teachers 

hearing students in their classroom. 

Teachers were asked to rate how inclusive expen ences affected D/HH students' 

communication skills, thirty-tlu'ee out of 43 teachers commented on positive influences 

whil e the other fi ve teachers thought that D/HH pupils did not show any significant 

improvement in their communication sk ills because of the inclusion experience. The rest 

fi ve teachers were not sure of whether D/HH students were improved in their 

communication skills as resul t of inclusion ex periences. 

4.2.3 Teachers views of their D/HH students participation in 

classroom and social activities 

Table 11. Selected questions used in the second part of the teachers' questionnaire with 
numbers (n) and valid percentages (%) of the participants' response to each question in 
the parentheses. 

Descriptions Not sure Not at all Quite well Very well 

Can D/HH students III my class (n=2, 4.7%) 
part icipate in the classroom? (n=22, 51.2%) (n= 15,34.8%) (n=4, 9.3%) 

Are D/HH students participating (n= IO, 23.3%) 
in extra-curricular activities take (n=22, 51.2%) (n=8, 18 .6%) (n=3,7.1%) 
place in the school? 
Are Hearing students supportive (n=2,4.7%) 
and cooperative to D/HH students (n=O,O%) (n=29,67.4%) (n=12,27.9%) 
in the classroom? 
Can D/HH students in my class (n=2,4.7%) 
keep up academ ica lly with the rest (n= 12, 27.9%) (n=9, 44 .2%) (n= 10,23.3%) 
of the class? 
On average, do D/HH students (n=4,9.3%) 
attending my school benefit (n=2, 4.7%) (n= 19,44 .. 2%) (n= 18, 4 1.9% 
academica lly from thei r 
inclusion)? 
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Teachers differed on their response to their DIHH students' classroom participation. 

About twenty- five teachers (44.1 %) sa id that the D/HH students could participate "quite 

well" or "ve ry we ll" in class lesson or discussions, in comparison wi th eighteen teachers 

(5 1.2%) who sa id that D/HH students could not participate in classroom activities (Table 

II , question I). 

Teachers seemed not quite pleased with their D/HH students' participation in extra­

curricular activities. Table II shows that when the teachers were asked if DIHH students 

were invo lved in extra-curricular activities organized to facilitate interaction between 

students in the school. Only few teachers (n= ll , 19.7%) reported their students 

participation in clubs and extracurricular activities, whereas more teachers (n=22, 5 1.6%) 

reported that D/HH students had no or limited involvement in extracurricular activities. 

Ten teachers (23.3%) were not sure whether DIHH students were able to participate in 

different extracurricular activities. 

Teachers were asked if they believed that D/HH and hearing students could support each 

other or cooperate in general schools. Table II (question 3) shows that not a single 

teacher stated that D/HH and hearing students were not cooperative to one another, 

whereas the great majorities were of the opinion that the hearing students assisted quite a 

lot the D/HH classmates. 

Finally, an attempt was made in this study to ascertain whether DIHH students in 

secondary schools were able to keep up academically with the rest of the class with the 

views of the general classroom teachers.Tablell (question 4) shows that, accord ing to 

their teachers D/HH students could usually attain the same academic level as most 

hearing classmates. Finally, when the teachers were asked about the students' overall 

academic inclusion, the overwhelming majority were of the opinion that academic 

inclusion of D/HH students was quite improved (question 5). 

4.2.4 Teachers views of their D/HH students' social inclusion 

This study indicated that teachers were on the whole, quite pleased with the social 

inclusion of the D/HH students into the general school as indicated by the teacher 

participants' answers. 
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Table 12. Main questions used in the second part of the teachers' questionnaire with 
numbers (n) and valid percentages (%) of the participants' response to each question in the 
parentheses. 

Desc riptions Not sure Not at all Quite well Very well 

Can O/HH student in my class 
deve lop fri endshi ps with their (n=6, 14.0%) (n=O, 0%) (n= 17, 39.5%) (n=20,46.5%) 
hearing classmates? 

I believe that hear ing students (n- 4, 9.3%) 
take pos itive att itude toward (n=O, O%) (n=13,3 0.2) (n=26, 60.5 %) 
O/HH students. 

O/HH students in my class face 
difficulties in soc ial izing with (n=3,7.0%) (n=1 4, 32.6%) (n= 17,39.5%) (n=9,20.9%) 
hearing students. 

011-11-1 students' relationship (n=5, 11 .6%) 
with hearing students increased (n= I, 2.3%) (n= 15,34.9%) (n=22,51.2%) 
as they have passed mo re time 
in this school. 
On average, do O/HH students 
attending my school benefit (n=4,9.3%) (n=O, O.O%) (n=24, 55.8%) (n= 15, 34.9%) 
socia lly from their inclus ion? 

As shown from the table an investigation was made into the teachers' perception of their 

D/HH students' abi lity of making or relating with hearing friends in the general schools. 

Table 12 (questionl ) shows that the teachers were of the opinion that, generall y, DIHH 

students developed friendships with their hearing students. Only six teachers (14.0%) 

were unsure whether the D/HH students developed friendship with hearing students. 

Concerning to the atti tude of hearing students, teachers were also quite pleased with the 

attitude of hearing students towards the D/HH classmates. Specificall y, table 12 (question 

4) shows that the teachers were of the op inion that, in the main, hearing students 

developed positive attitude towards the DIHH classmates. 

Regarding the diffic ulties associated with social contacts between the hearing and the 

DIHH students, Tab le 12 (question 3) illustrates that the majority of teachers (n=30, 

72 .1 %) believed that their students did not face , or only little, difficu lty during the social 

interaction with hearing people. 
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Equally, an attempt was made in this study to investigate participants perceptions of the 

degree to which the inclusion experience enable the D/HH students to relate with hearing 

students as they have passed more time in the general school. Only one teacher (2.3%) 

stated that the inclus ion did not help them at all to improve in their relationships with 

hearing pee rs. Fifteen teachers (34.9%) stated that they help quite well ; and twenty- two 

teachers (5 1.2%) stated that they help very well , whereas fi ve teachers (11.6%) were 

unsure of the opinion that D/HJ-I students' soc ial relationsh ips with hearing students 

improved or not (question 4). 

Finally, teachers were requested to express their views about the social benefits deriving 

from the inclusion of the D/HH students into the general secondary school. Apart from a 

few exceptions, the general classroom teachers believed that these children benefited, 

"quite well" or "very well", of their inclusion in the general schools (Table 12, question 

5). 
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4.3 Analysis of Qualitative Data 

4.3.1 Interview reports from parents 

In this study, five parents of the D/HH students were invited in semi structured interview 

schedule with the researcher to di scuss about their attitude towards inclusion and their 

chi ld 's inclusion experience in the general education environments. The summari es of 

statements about these topics that reflected their comments presented as fo llows. 

An undisputed finding, which emerged from interviewing parents, was that parents 

wanted inclusion for their D/HH children. The five parents with whom direct contact was 

made all wanted their ch ildren to continue their education in inclusive envirorunent, 

although they agreed that because of their chi ldren ' s communication difficulties, 

additional support (e.g. , tutorial sess ions) and facility might be necessary on regular 

basis. One parent of a grade ten female student said: "/ am very satisfied that she had the 

opportunity to attend a normal school. / knew she will have to go away to a residential 

school far too 10ngFom us n. 

Not all the parents interviewed were fully aware of whether their children received the 

best education. The majority, four parents, stated they were satisfied with their child's 

progress at schoo l. One parent strongly endorsed the school's effOli as follows: 

The school gave my child the chance to learn with in his neighborhood and together with 

hearing students in preparatolY school, which is amazing for me and unthinkable before. 

Besides the school hired interpreters for deaf students to facilitate their communication 

with the teachers, which isfantastic. 

When parents were asked if they felt overa ll that the inclusive setting was the right kind 

for their child , the following responses represent their vari ous views : 

'Since going to this school, he has made no different things now as when he was 

at special school. ' 

'We are pleased with his motivation and progress since he went to this school. ' 

'She is happy there, and has mel new Fiends and developed habits since she went 

to this school. She is now interested in everything, and wants to work. ' 
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Five parents interviewed agreed without hesitation that their children had clearl y 

benefited soc iall y from placement in a regular school, and had been extremely happy and 

reported their children made many good friends. One parent commented that, "hisjhends 

were only deaf students when he was in special school, within a semester he noticed his 

child developing interest to communicate and relate with hearing people around the 

neighborhoods to which he did not before ". Similarly, one mother fe lt that inclusion 

helped her son to improve in his communication. The mother' s responses depicted that: 

My son was in a residential school f or the deaf for about jive years. He was silent and not 

communicative at home. He preferred to relate only to his deaf peers found around the 

National Association of the Deaf Ajierjoining the inclusive setting and he gradually 

developed interaction with hisfamily and other people too. We used gestures only 10 

communicate with him in his earlier years of schooling, but currently he also uses more 

oral communication approach. The mother,further, stated that such type of progress is 

because of his schooling in the regular school. 

Concerning the parental involvement in the education of their children, with no 

exception, all parents replied that due to lack of knowledge on how to help their children 

and the di stance of the school from home, they did not support their child at home nor 

visited their children school even once. 

Parents were asked about the school that their children do not like and wish that it would 

change. In response to thi s question, four of the parents replied that their children are 

very happy with the school, enjoy going to it and did not know what should in particular 

to be changed. One of the respondent, on hi s side, said, 'DIHH students had difficulty of 

understanding lessons when it is provide tlu'ough plasma TV transmiss ions, therefore, 

there should be a change in thi s aspect. ' 

In response to the suggestions on inclusive setup, two parents felt that inclusive education 

provided an opportunity fo r a hearing impaired child to grow up more socia lly or to 

extend social contacts (made good friends), to develop confidence and better 

communication skills. However, the children had to work hard to succeed academically; 

therefo re, the need of extra support for D/HH students should be provided by teachers 

and hearing students. Three parents expressed the need fo r earl y inclusion while two 

59 



parents fel t that the child. should be totally ready fo r inclusive system before being 

included with hearing students. One parent felt that' more awareness on inclusion should 

be spread through TV so that regular schools accept DIHH children more willingly'. This 

respondent said: It is a great idea. There is a need for positive atti tude to give further 

equal opportunity and quality education to all D/HH students throughout the country. 

4.3.2 Interview reports from interpreters 

To supplement the data obtained through questionnaires, five sign language interpreters 

were invo lved in semi structured interview schedule with the researcher to discuss about 

the academic, communicative, participation, and social relationships ofD/HH students in 

the general education environments. The summaries of their statements confirmed with 

some quotations from the interview are, presented below. 

With respect to the DIHH students' confidence in communicating with hearing people, 

two of the respondents from the school B reported that the D/HH students are confident 

in expressing themselves particularly using both sign and spoken language. The other 

respondent in the same school, however, indicated that only some of the students are 

confident in expressing themselves. This respondent said that, "it is only when the 

teacher or hearing peers approach them friendly and not too fast at talking to them that 

the students feel free and comfortable in expressing themselves n. In this regard all 

respondents in school A indicated that most of the time the DIHH students freely 

expressed/discussed their ideas regarding personal and educational issues more often 

through oral, sign and gestures since they know that their interpreters do not belittle them. 

One of them also ind icated that, "the DIHH students expressed their feelings particularly 

depending up on the approach of the regular teacher and the hearing students n . 

Concerning the general classroom teachers' abi li ty to communicate with D\HH students 

in class room instruction all of the interviewee replied that almost all general classroom 

teachers tried to communicate verball y as well as through gestures and writing notes. One 

of the interpreters indicated that, "almost all teachers did not have sign language skills; 

they primarily rely with interpreters to meaningfully communicate with DIHH students. 

Therefore, they are reluctant to ask questions or to give chance DIHH students to 
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respond for questions rose unless the intelpreter asked so. The reason for these all 

difficulties is lack of sign language abilities n . 

The interpreters in the two schools were asked about the academic performance and 

classroom participation of D/I-lI-l students as compared to hearing students. All of the 

respondents seemed quite pleased with their DII-lH students' academic achievement and 

classroom participation. All of the respondents from school A responded that 

academicall y D/I-lI-l students could usuall y attain an average to exce llent academic level 

as thei r hearing classmates. One of these respondents was in the opinion that ' academic 

inclusion of deaf students was quite improved as they have passed more time in this 

setting. 

Respondents from the school B also explai ned that, though they need extra work to 

succeed academicall y most of the D/I-lI-l students were capable do ing things as other 

students . One of the respondents from thi s school also stated that, "DIHH students study 

together after class hour and worked hard to clear their exams and to keep up with the 

other students n. 

All the interpreters reported that DII-lI-l students experienced obstacles to academic 

success in plasma classes due to their hearing impairment. The obstacle ranged from a 

lack of basic support services (no interpreter in plasma classes) to luu·esponsiveness of 

the media to the needs of deaf learners. Some class activities were especially difficult for 

the D/I-lH students while attending plasma classes. For example, one interpreter described 

D/HI-l students' discomfort with group work and other activities requiring interaction 

between students whi le the plasma teachers asked so. 

With regard to participation in extracurricular activities all of the respondents indicated 

that D/I-lI-l students showed little progress compared to their classroom participation. 

Respondents said that: 

They did not have as much time for extracurricular activities as their hearing peers to 

due to the demands of the schoollVork. However, since so much of social life in high 

school revolves around these kinds of activities, they sometimes partiCipated. Few DIHH 

students joined clubs, which did not consume much time and did not required intensive 
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conversations. Others joined sports activities as a meansfor interacting with hearing 

peers. 

Regarding to the attitude of hearing students towards the D/I-II-I students, all of the 

respondents from the two schools indicated that due the frequent contact and socialization 

between the D/HH and hearing students, hearing students were more positive and 

cooperative with DII-IH students. One of the interpreters in school A elaborated this by 

saying that, "the hearing students and those DIHH students are very friendly to each 

other, they study, work, eat together, etc ". All of the respondents also clarified that there 

is not such a thing as teasing and rejection in the two schools. Another interpreter from 

school B for example, reported , "Some students (four in number) had learned to use sign 

language to communicate with DII-IH students and with interpreters, which was a great 

achievement". 

With respect to making friendship, three respondents from school A indicated that the 

students do not fee l lonely. When they join this school they had developed friendsh ip 

based on their class level, after that they studied together, they also made friends easily. 

One of the respondents, on the contrary, said that; they become weak in schooling and 

most of the time becomes related only with D/HH peers, however, 

Makingji-iends is not similarfor all, but when the students join this school we make a 

pair (one deaf student with one hearing student). Therefore, they will become ji-iends. 

Since there are other friends on both sides, the jhendship circle widens. 

One of the interpreters in school B further added that this could be seen in two ways. She 

said: 

There are Ihose who join the school ji-om urban integrated schools and from different 

boarding schools. The first group does not have any problem while the second group 

does have difficulties in adjusting to the setting. They do not wan I to play or be with 

hearing students; they want to segregate themselves or liked to be only with their DIHH 

classmates. However, after afew months they would show changes. They would be mixed 

with the hearing students. This goes to the extent offor making realji-iends. 
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According to the views of all interpreters , when the inclusive classroom began, the DIHH 

students tended to self-segregate. The students communicated little with one another or 

with their hearing peers. This lack of social interaction was the result of unfamiliarity 

between the students. 

On the topic of interaction to each other among the D/HH students, all (five) of the 

respondents from the two school indicated that the D/HH students like and love each 

other and they see each other as brothers and sisters. One of the interpreters in school B 

elaborated this by saying that "the DIHH students are very friendly to each other; they 

help each other; they care, sympathize and defend for each other except the clashes they 

sometimes have. The bond among the member of the DIHH community in the school is so 

strong". 

Interviewees described certain level of discrimination in a range of certain school 

activities. For example, D/HH students experienced social isolation and exclusion from 

extracurricular activities (such as meetings or participation in clubs) in the same way that 

they do outside school. 

All interpreters except one strongly felt that D/HH students did not have any significant 

problems while adjusting, and thereby they were able to adjust themselves to this new 

situation with a few months. One interpreter indicated that, she had to work hard to help 

the D/HH students to adjust in the regular school system, as the D/HH students could not 

adjust easily in the first months. All interpreters agreed that it was not always easy to 

their D/HH students to understand the subject matter taught in the class even with the 

help of the interpreter, and that they had to help their students by reinforcing learning at 

tutorial programs through organizing volunteered teachers. Despite this, this inclusion 

process helped D/HH students to learn more and handle the situation (academic and 

social demands of the setting) with confidence. 

When asked how they observed the type of problems D/HH students face in inclusive 

classes, the majority of the interviewed interpreters said that the difficulties working with 

D/HH students in inclusive classes, and the most recurrent ones include the following: 

63 



• It is not easy to communicate abstract concepts, for e.g., some of the concepts in 

the natural sciences may not have sign languages. 

• Attending plasma lessons for D/HH students (the plasma curriculum) 

• Limited sign language skill of the hearing population in the school 

Finally, all of the interpreters have explained that the inclusive education system IS a 

current approach in educating people with disabilities. Therefore, the necessary 

requirements are to be fulfilled based on the needs and abilities of D/HH students. They 

also believed that educational programming for DIHH students must be designed, 

implemented and taught in a meaningful way and resource room should be adjusted with 

sign language and special needs education teachers. D/HH students do not benefit from 

instruction delivered through satellite television. Therefore, the need for curriculum 

modification is necessary. The interpreters have also suggested refreshment training 

should be provided by the school to the development and the use of sign languages in the 

school. 

4.3.3 Results obtained from observation 

To supplement data obtained through questionnaire observation during lesson and tree 

time took place in the two schools. Major activities and interactions involved D/HH 

students that help the researcher to supplement the quantitative data are presented below. 

In the classrooms,( particularly in school B) DIHH students often sit in the front of the 

classrooms with few hearing students mixed together in order to see the interpreter and 

the instructor. The teaching methods employed appeared largely teacher-centered. Group 

activities or discussions were hardly observed as classroom instruction. Therefore, 

classroom participation for e.g., oral question raised by the general teacher for the whole 

class was limited in general to few students, and it was seen to be limited only to those 

who volunteer to participate. 

The regular teachers knew only a few signs while I was sitting 111 classroom; their 

primary source of instruction was oral communication and the interpreter signed for 
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D\HH students. In the classroom itse lf, direct communication between the teacher and the 

D/HH students was limited to pointing, gesturing and written communication. 

The regular classroom teachers usually used oral and written communication approaches 

during one-to-one conversations with DIHH students outside the classroom. The 

interpreters and hearing peers provided assistance when the regular teacher was unable to 

understand students or they were unable to understand the regular teachers. 

Peer assistance particularl y in the form of studying together out of class hours commonly 

observed. Hearing peers provided specific assistance for D/HH students through note 

taking, studying together in free periods; work ing test papers, etc were frequentl y 

observed. Lunchtime contact between D\HH and hearing students also showed that some 

hearing students in the schools used sign language rarely and their interaction with the 

D/HH students was encouraging. Hearing peers had a positive attitude towards the DIHH 

students and helped them to be ab le to pm1icipate in the school environment. 

Based on the observation, most of D/HH students appeared to interact socially in the 

lunchtime breaks and did show keen interest to be together with hearing students. They 

provided answers for the oral talk presented by the hearing students. They tried to use 

simultaneously the spoken language (as some of their utterances were audible for the 

researcher) and sign language supplemented by finger spelling. Further, out of the 

classroom, some D/HH students particularly boys seemed popular that they revealed 

good phys ical contact (e.g., they hug each other) with their hearing classmates and 

teachers. Indeed, they did also show more contact that is visible with other D/HH 

students with in the schools. 

The school had a wide range of extra-curricular activities (e.g. envirorunental club, 

scout,) designed to develop social ski ll s and help to build relationships in different 

contexts. However, DIHH students' involvement was not significantly observed in these 

extra-curricular activities. They were much focused in their education and getting the 

additional tasks they needed to keep up with their schoolwork. 

Although still in the process of development, data from the two schools, suggest that thi s 

move towards inclusive education offers a promising al ternative educational program for 
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students with hearing losses. Improvements were observed in the knowledge and attitudes 

of teachers and students. DIHH students are attending accord ing to their grade-level 

curriculum , hearing students are learning to use sign language thereby expanding their 

friendship circle and providing D/HH students with hearing partners. 

Genera lly, it was observed that a lot remains to be done to obtain signifi cant and 

sustainable improvements in actual practices of teachers and interpreters. More training 

and support is particularly needed for the teachers and interpreters. On the other hand, 

more effort is expected to establish strong collaboration between the school and the 

community in improving the teaching- learning environment for DIHH students. 

Teachers of the target schools and interpreters need further training on inclusive teaching 

ofD/HH students. 
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CHAPTER FIVE 

DISCUSSION, SUMMERY, CONCLUSION AND 

RECOMMENDA TIONS 

5.1 Discussion 

The primary goal of an inclusive program is to promote full inclusion of D/HH students 

within a regular education classroom that includes both DIHH and hearing classmates. 

The D/HH students in this study were enrolled in programs that provided support to 

D/HH students in regular education tlu-ough interpreters. The fears of many educators 

that the inclusion movement would result in placing students in regular education 

classrooms without suppOIi appear not to be true for this sample. Access to the regular 

education curriculum is not achieved by simply placing a student in a classroom. D/HH 

students need communication access, classroom modifications, and other necessary 

accommodations to be successful (Antia and Stinson, \999). 

Data from almost all participants in thi s study, (D/HH students, teachers, interpreters and 

parents) highlighted that the majority of DIHH students could cope with the demands of 

the general school's curriculum and performing within the average range .. Previous 

studies have also linked inclusion with higher academic achievement for DIHH students 

(Power and Hyde, 2002; Kulwin; 2002; Hadjikakou, Petridou and Stylianou, 2008), 

tak ing into account the fact that the general school's environment is one of higher 

expectations and goals, as well as it fo llows a richer curriculum than that offered in 

special schools (Polat, 2003:326). 

The likely factors affecting' the academic success of D/HH students in this study could be 

the interpreter support by lowering of communication barriers and the DIHH students 

commitment to be successful indicated by the reports of parents, interpreters, as well as 

observation data documented about on D/HH students. For example, they devoted more 

time to schoolwork than their hearing peers devote and spent after school hours with 

hearing and deaf peers for additional out of class study. Successful academic out comes 
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in inclusive educational settings for the D/HI-I students were found to be related to the 

suppOil services (Hadjikakou, Petridou and Stylianou, 2005). Winston (1992) also found 

that inclusion through interpreting is one of the so lutions to improving the education of 

deaf students. Although interpreters did not interpret the entire plasma classes, they carry 

out when the classroom teacher could take part the instruction. The findings also support 

the position that students who are D/HH and who are educated in regular schools have 

higher academic achievement scores than those educated in special schools. Although the 

variance in ach ievement is as likely to be due to student characteri stics such as abilities, 

motivation, wi ll ingness to concentrate intensively on tasks to determine as it is to 

educational placement (Allen, 1986 cited in Antia and Stinson, 1999). 

[n the area of communication, the students in this study had obtained quite good 

communication skill s as reported by the students themselves and the teachers. It was 

encouraging to note (observe) that the majority of DIHH students were comfortable when 

communicating verbally tlu'ough gestures and writing notes and using few signs with the 

hearing peers and their teachers particularly outside the classroom in social situations. As 

can be seen also from the find ings (table 4), the majority D/HH students could understand 

and communicate with spoken language, and the majority could communicate quite well 

both with their hearing classmates and their teachers. The possession of communicative 

skills by D/HH students in the present study was found to act as fundamental factor in 

their academ ic and social inclusion. The findings of other studies suggest that students 

who are relatively skilled in communication (particularly with spoken language) may 

achieve greater academic inclusion (Stinson and Antia, 1999; Powers, 2003 cited in 

Polat, 2003; Hadjikakou, Petridou and Stylianou, 2008). 

These results are, however, not consistent with prior local research done on D/HH 

students educated in regular primary schools by Mesfin (2006) and Tilahun (2007) who 

revealed discouraging results with regard to communication skill s of D/HH students with 

their hearing classmates and teachers. There are several reasons why the data from this 

sample may be different from other reported data on D/HH students' communicative 

skills. The sample in this study includes : 

68 



(1) -a large number of hard-of-hearing adolescents who are often overl ooked in other 

research, 

(2) -they had more exposure to the general education curriculum 111 prImary and 

junior school years, 

(3) - the students in this study were enrolled in programs that provided support to 

D/I-IH students in regular education through interpreters than students educated by 

. the regular education teachers with no or limited signing skills, and 

(4) -the sample in this study includes older adolescents (16-24 years old) who might 

have slowly acquired better communication skills and experience through time 

with hearing people. 

The researcher also suggest that the instruments used to measure communication 

variables in the present study and studies by Mesfin (2006) and Tilahun (2007) although 

related are not identical and should be considered as different approaches to measuring a 

complex variable. This could be thought of as the degree of success in communicating 

within a specific social context and include skills such as using an interpreter to 

communicate with teachers and students, communicative assertiveness, using oral 

communication particularly for functional purposes, not strictly defined in terms of oral 

language proficiency ofDIHH students as compared to hearing students. 

On the other hand, international research findings such as Kluwin and Stinson, 1993; 

Holt, 1994 cited in Stinson and Anita, 1999 have indicated that access to the general 

academic curriculum is associated with higher achievement and adaptation at using 

variety of communication modalities in different situations. 

Data from the classroom observation revealed that all general education teachers in the 

two schools were hearing, and rel y primarily on an interpreter for delivery of information 

and instruction. The teachers appeared to have very little or no knowledge of the sign 

language ski ll s to communicate with DIHH students particularly in classroom instruction. 

The teachers communicated exclusively orally which was usually supplemented by 

gestures and writing notes in face-to-face contact with DIHH students. Many of the 

significant communication between teachers and D/HH students occur outside of class. 

The data obtained from the interpreters interviews also showed that teachers do not 
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encourage DIHH students to ask questions and to respond at questions raised in the 

classroom unless the interpreter involved. The reason for these difficulti es is lack of sign 

language abilities . 

It was observed that even classroom teachers seemed appreciating their students' needs; 

the tendency was to view them as dependents with interpreters support onl y. Classroom 

teachers make little or no efforts to support the students. The danger is that teachers may 

not make efforts to the level they can. They need to be trained further and sUPP0l1ed so 

that they have positive and supportive role for the students and the interpreters. 

As it is noted in Mastropieri and Scruggs (2000) to ensure that, general teachers are well 

prepared for successfull y implementing an inclusive instruction; sufficient opportunities 

for profess ional development must be provided. Training with sign language therefore is 

key factor if teachers are expected to fu lfill thei r roles in effective manner. Barnen (1982) 

cited in Ti lahun (2002), also stressed that, it is unreali stic and unfair to expect that 

general class teacher would be able to include chi ldren with disabilities including the one 

with hearing loss in the general classroom without first receiving adequate training. 

As one can observe from table 5 & 12 regarding classroom participation of D/HH 

students in the classroom activities, more t han half (51.2%) of the teachers and 42.2% of 

student participants reported that D/HH students could participate little or not at all in 

classroom activ ities or discuss ions. Results documented from classroom observation 

sess ions also clearly revealed that the classroom lessons were purely lecture based and 

non-interactive in their structure as well as organi zation. Participants in the study carried 

out by Tilahun (2002) stressed that teacher centered, less interactive, whole class 

questioning and discussions were the teaching approaches dominantly observed in regular 

classrooms integrating children with hearing impairment in three regular schools around 

Debretabour and Bahirdar towns. Therefore, referring to the findings of this study it is 

poss ible to say that some difficu lties, which D/HH students may experience in certain 

activity areas , are not due to deafness itse lf but due to inappropriate instructional 

strategies and procedures that are employed in the course of action (Moores, 200 1: 98). 
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This study support that it is vital for teachers to get all the necessary information on 

deafness through in-service training courses and from experts supporting the attendance 

of D/HH students in regular schools. Among the experts such as special needs 

coordinators and counselors, in order to develop alternative teaching methods and 

curricular modificationsl adaptations to meet the needs of the students in an inclusive 

environment. Additionally, and similarly to the findings of this study, the significant role 

of interpreters of the D/HH in educating and supporting general teachers has been 

documented by a number of researchers (Winston 1992; Stinson and Liu, 1999). Still, 

promoting classroom participation seems an important first step in socially integrating 

students in regu lar classes, and if partici pation is frequent and mutually enjoyable, it 

might provide a basis for true acceptance (Polat, 2003:329). 

Studies confirm that inclusion has positive consequences not only for students with 

disabilities but also for non-disabled students. Growing up and attending school with 

chi ldren with disabilities will affect the attitudes of non-disabled children which may 

have implication for the future (Tirussew, 2005: 123). The findings obtained from 

students, teachers and interpreters of this research also confirm that a higher level of 

assistance and cooperation between D/HH and hearing students in class and outside 

classrooms which is consistent with the literature. For example, when the D/HH students 

were asked whether their hearing classmates were able to help them to participate in 

classroom activities and assignments, the majority (n=36, 80%) reported higher level of 

peer assistance and cooperation in group activities and projects. Observation results also 

documented that hearing peers frequently and consistently assisted D/HH students with 

note taking, assignments and working test papers inside and outs ide the classrooms. As 

indicated from the interpreters interview data some hearing students learned to use sign 

language to communicate with D/HH students and interpreters. Hearing peers helped the 

D/J-TH students to be able to participate in educational activities 

Extra-curricular activities may provide opportunities for D/HH students to develop the 

social ski lls, both with hearing and DIHH students. Tirussew (2005) stress that 

extracurricular activities for all students are often suggested. This is an important 

parameter not only promoting inclusion outside the classroom among students but also 
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for unfolding the diverse potentials and talents of students with and without special 

needs. The findings of the present study and the researcher's observation, confirmed that 

involvement of DIHH students in extracurricular activities such as sport, music, theatre, 

drama and mini media clubs were limited only for a few students in the two schools. The 

reasons for their limited or no participation seemed that D/HH students were less 

encouraged by their hearing peers for extracurricular activities, and they were too busy 

getting the additional tasks they needed to keep up with their schoolwork. 

As reported by teachers, parents and interpreters participating in this study, the D/HH 

students were socially well adjusted. The majority of the D/HH students participating in 

this study also stressed that they developed friendships with hearing students. These 

findings are consistent with previous studies reporting positive attitudes towards, and 

acceptance of D/HH students by their hearing peers (Kluwin and Stinson, 1993; Power 

and Hyde, 2002). SucCeSSfl.l1 social outcomes in this study are due to the fact that most of 

the D/HH students could have more exposure to the general education environment in 

special classes and regular classes. In addition, they were mature in their age (most of 

them were above 16 years old), availability of interpreter support and the presence of 

many other DIHH peers and classmates. Participants in the study carried out by Stinson 

and Liu (1999) stressed that teachers of the D/HH and interpreters in general classroom 

had an important role in providing information about deafness to hearing students, and 

removing communication and relationship difficulties between D/HH and hearing peers. 

Another important finding with regard to social inclusion of D/HH students in general 

secondary schools that emerged from this study is the importance to the majority D/HH 

students of having both DIHH and hearing friends. Most of the students who wanted and 

found relationships with hearing peers also enjoyed relationships with deaf peers. Kluwin 

and Stinson (1993) reported this to be true for mainstreamed high school students that, a 

strong interest in the deaf community did not exclude strong interest in the hearing 

community, and vice versa. 

The possession of communicative skills (using varied techniques of communication) by 

D/HH students in the present study was found to be positively related with their academic 

and social inclusion. The findings of other studies suggest that students who are relatively 
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ski lled in communication may achieve greater academic inclusion (Stinson and Antia, 

1999; Kreimeyer, et aI. , 2000; Hadjikakou, Petridou and Stylianou, 2008). 

Social inclusion was also statisti ca lly related to the D/HH students ' communicative ski ll s 

that enabled acceptance by peers and teachers. Without communication, socialization 

cannot exist (Po lat, 2003). It has been suggested in a number of studies that D/HI-I 

students' lack of communication skill s is a major obstacle to their soc ial inclusion and 

true acceptance by their hearing peers (Stinson, Whitmire and Kluwin, 1996; Hung and 

Paul , 2006). Some studies support that DIHH students who are relatively skilled in using 

spoken communication may experience greater social integration in classes with hearing 

students (Stinson, Whitmire, and Kluwin, 1996; Power and Hyde 2002). 

Similarly, the results of this study show that the perceived academic inclusion of DIHH 

students was positively related to their social inclusion. The findings of other studies also 

indicate that successful socia l inclusion firmly underpins successful academic inclusion 

(Hung and Paul 2006; Stinson, Whitmire, and Kulwin, 1996; Hadj ikakou, Petridou and 

Stylianou,2008). 

Data from this study show that both male and female D/HH students had positive 

evaluation of their communicative ski ll s, academic and social inclusion in general 

secondary schools. The findings in table 9 indicated certain gender gap favoring male 

students was observed in these parameters. Although the difference between male and 

female deaf students was not statist ica lly significant in this study, male students received 

slightl y higher scores on the academic social, communicative, and overall inclusion 

experiences compared with fema le students. Therefore, it may be argued that although 

the results are not significant, they are in accordance with the general research evidence. 

The superiority of boys over girls has been attributed to various factors in the literature, 

such as parental child-rearing attitudes. For example, boys are traditionally more likely to 

be encouraged to be active and permitted to be sociable compared with girls (Polat, 

2003). Other studies also confirmed that women with di sabi lities experience major 

psychosocial problems such as neglect, depression, stress , lower se lf-esteem, and social 

isolation, but these problems remain largely inconclusive (Nosek and Hughes, 2003 cited 

in Ti russew, 2005). Moreover, the Ethiopian culture discriminates against women. 
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Classroom interaction between the teacher and students denies equal attention to boys 

and girls. The teacher gives preferential treatment to boys while girls are rarely visible in 

participating in teaching- learning process (AED, 2003). 

Finally, it was emphasized by almost all of the participants in this study that attending 

televised instruction deli vered through satellite televis ion program was the most serious 

problem that DII-IH students had encountered in relation to their inclusion in the regular 

secondary schoo l. Observation from the two schools showed that communication in 

plasma instruction was one way with the consequence of no interaction between D/HH 

students and the teacher, i.e. , the plasma teachers used speech which students failed to 

understand probably due to sever auditory dysfunction , and the pace of the instruction 

was too fast even the heari ~lg students complained about it. Moreover, the absence of an 

interpreter in tel evised lessons both in the classroom as we ll as in the TV program made 

the communication more boring and inappropriate for DII-IH students. The D/HH 

students and interpreters also suggested that the curricu lum be modified to meet the 

students' special educational needs. This suggestion is also stressed by Tirussew (2005) 

that inclusive education requires a flexible educational system including flexible 

curriculum, facilities , or other aspects of the settings, for a successful inclusive education 

for DII-IH students. Furthermore, the inclusive system should ensure that the special 

needs of students who are DII-IH are well understood by the school administrators, 

teachers and policy makers. 
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5.2 Summery and conclusion 

This study has attempted to explore the views of O/HH students (who attend secondary 

schools, and use an interpreter), as well as the perceptions of their teachers, interpreters 

and parents on their communicative skill s, academic and social inclusion. Two 

questionnaires were administered and completed by a number of OIHH students and their 

teachers. In terv iew schedules were used to collect information from the interpreters and 

parents of O/H I-1 students. Moreover, observation sess ions were conducted with in and outside 

of classroom to confirm data obtained from the questionnaire and interview schedules. The 

findings of this study are crucial for the actual di scussion on inclusive education for 

OIHH students in Ethiopia, and have also shown a great deal of similarity with the studies 

conducted in other parts of the world at different times. The conclusions arrived at are 

presented below. 

I. Oll-li-I students attending general secondary schools in thi s study could cope 

with the demands of the general school's curriculum and performing within the 

average range. 

2. The study revealed that OIHH student achieved good communication ski lls to 

interact effective ly and develop relationships with hearing peers in different 

school environments. It was encouraging to note that the majority of OIHH 

students were comfortable whe n communicating with the hearing peers and 

their teachers using variety of communication modes. 

3. All regular education teachers in the two schools were hearing, and relying 

primarily on an interpreter for delivering information and instructions. The 

teachers appeared to have very little knowledge of sign language skills to 

communicate with O/HH students particularly in classroom instruction. Genera l 

teachers were not sufficiently trained to adapt the curriculum and instruction fo r 

students with hearing impairment. 

4. The design and implementation of teaching in the classrooms are largely less 

individualized, but teacher- centered and one-way. Limited opportunities in the 

classrooms did not allow participation of OIHH students, which seems an 

important first step in socially integrating students in regular classes. 
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5. Hearing peers are generally wi lling to help the D/HH students to be able to 

participate in educational activities. They give support and cooperate with each 

other both within and outside of class activities and situations. Even some 

hearing students learned to use sign language to communicate with D/HH 

students and interpreters. 

6. The findings of the study revealed that there seemed limited opportunities as 

well as challenges for extracurricular activities. The reasons for their limited or 

no participation seemed that D/HH students were hardly encouraged by their 

hearing peers to participate at extra-curricular activities, and they were too busy 

getting the additional tasks they needed to keep up with their schoolwork. 

7. The majority of the D/I-IH students succeeded in achieving the goal of learning 

soc ially included. They had both hearing and D/HH friends, satisfactory social 

life (e.g., have intimate hearing friends) , went to parties, exposure to hearing 

world, and were accepted by hearing peers and well adjusted with the social 

demand of the school envirorunent. 

8. This study revealed that, students who were successful in their academic 

performance were found to be those who adjust socially quite well with hearing 

students and teachers. The findings of other studies also indicate that successful 

social inclusion firmly underpins successful academic inclusion (Hung and Paul 

2006; Stinson, Whitmire, and Kulwin, 1996). 

9. Although the difference between male and female deaf students was not 

statistically significant in this study, male students received slightly higher 

scores on the academic, social, communicative, and overall inclusion 

experiences compared to female students. 

10 . It was emphasized almost by all the participants in this study that attending 

televised instruciion delivered through satellite television program was 

questionable and not suitable for D/HH students. 
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II . Finally, the two schools have the potenti al to sustain an inclusive enviro nment, 

and are even capable of creating it because of the presence of more des irab le 

soc ial interactions between students with and without hearing impairment. 

In winding up, although still in the process of development, data from D/HH students, 

teachers and interpreters of the two schools, suggest that this model offers a promising 

alternative educational program for students with hearing losses. Deaf and hard-of­

hearing students are addressing grade-level curriculum, achieving good communication 

sk ill s, interacting effectively and develop friendships with both hearing and D/HH 

classmates, and hearing students are steadily improving their sign language competency. 

However, the regular education teachers are so lely depending on the interpreters for 

classroom instructions and communications. Therefore, periodic in-service training for 

regular teachers is very necessary for successful inclusion 

It must be noted that the present study has some limitations. Despite of the fact that the 

views of nearly all people invo lved in the inclusion of D/HH students in secondary 

schools have been explored explicitly, it was not possible to emoll hearing peers mainly 

due to the large size of these group involved in the setting. Studies exploring similar 

issues in the future should also involve hearing students. The major data sources for thi s 

study mainly derived from the use of questionnaires administered and completed by a 

number of DIHH students and their teacher participants involved in inclusion in two 

regular secondary schools. However, in the future studies the use of qualitative methods 

and the inclusion of students' achievement data may highlight further aspects of 

inclusion, which were imposs ible to be explored through the sole use of quantitative 

methods. 

Finally, these results derived from a small sample of students in two regular secondary 

schools. Additional longitudinal studies of the progress of D/HH students will contribute 

to the knowledge of the capabilities of these students, the areas in which they need the 

most support from teachers and interpreters, and the expectations that we should hold for 

their social and academic success. 
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5.3 Recommendations 

Based on the findings of this study and ideas extracted from the rel ated literature, the 

following measures are recommended to be taken by those who are responsible for the 

education of D/HH students in the target schools. 

I. First and foremost there is an urgent need for curriculum modificati on particularly 

in relation to plasma instruction, wh ich need to consider communicative 

possibilities of DIHH students. I personally believe that the curriculum should 

intervene in the way that encompasses the learning abilities of the D/HH students. 

2. Social integration should be made practical for DIHH students tlu'ough such 

means as games, social clubs, and plays for both the DIHH and hearing within the 

schools' compound by removing barrier to communication in these situations, and 

using interpreters if possible. 

3. The support of interpreters should also be extended in school meetings, 

conferences as well as school celebrations and holidays to create a sense of being 
\ 

included for DIHH students in the inclusive system . 

4. There is a need for promoting peer assistance and peer tutoring program which 

seems an important means in socially integrating students in regular classes, and it 

might provide a basis for true acceptance 

5. To encourage inclusion and participation, teaching methods and classroom 

environment need to reflect this strategy. Therefore, the DIHH students should be 

benefited in acquiring the necessary social and communication skills within the 

classroom activities. 

6. There should be an in-service training sessIon for general teachers on USll1g 

educational interpreters with D/HH students' educational environments. 

7. The special needs education coordinators in the schools should facilitate a 

continuous deaf awareness program to create consciousness among the teachers, 

hearing students and school community about the nature of deafness and the 

educational and social characteristics ofD/HH students. This would help teachers, 

hearing peers and the school community as a whole to develop positive attitude 

towards D/HH students in general schools. 
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8. Teachers in regular schools need to sensiti ze other class students towards the 

D/HH students. Class teacher could briefly explain to all the children in the class 

about the problems and difficulties faced by the students. That everyone should 

extend a helping hand whenever there is a need. 

9. Strong commitment to and a high degree of co llaboration between administrators, 

teachers, support personnel, parents, and students is very necessary for successfu l 

move towards inclusive education. 

10. Further research focusing on rearranging the classroom and on other interventions 

to improve social participation of students with DIHH students is highly 

recommended. 
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Appendix- A 

Dear students 

APPENDICES 

Addis Ababa University 

School of Graduate studies 

Department of special Needs Education 

I am doing a study for my master' s thesis at Addis Ababa University concerning 

inclusion of students with hearing impairment into the regular classroom. 

Permission has been secured from the principal to request your cooperation. Your 

consent to participate in thi s study is shown by your will to answer questions in 

thi s questionnaire. 

Your response will be confidential and anonymous. 

Thank you in advance for your participation. 

Direction: Please circle or fill in the blanks with appropriate information 

A. Back ground information about a student respondent(Delllographics) 

1. Sex Age Grade level ____ ___ _ 

2. Your hearing status is A. Deaf B. Hard-of-hearing 

3. The hearing status of your parents A. Deaf/hard-of-hearing B. hearing 

4. When did your hearing problem occur? 

A. before birth B. birth to 3 years C. after 3 years 

5. In what type of school you were placed before? Grade 1-8 

A. Special school (Residential) B. Special School (Day school) 

C. Special class in regular school D. Regular school 

6. When did you begin to use sign language? __ _ 

7. How you communisate with your family members? 

A. Sign language (home sign ) B. Speech (verbal) 

C. Non verbal language D. Total communication 



B. Information about DfflH Students Views of their Social Inclusion 
Direction: Please circle or fill in the blanks with appropriate information 

S.N. Descriptions Responses 

I Communication skills NOT at all Quite well Very well 

1 I can communicate with my teachers? 

2 I can communicate with the hearing children? 

3 I can understand the lessons in the classroom. 

4 How well most hearing people In school 
understand your speech? 

5 Does thi s school experi ence affect your genera l 
communication skills wi th hearing people? 

6 I can understand speech communication of 
hearing students and teachers in class? 

Your preferred language for a face- to- face communication with people in classroom and 
schoo l environ ment is 
Sign language B. Spoken Language C. Finger Spelling D. Total Communication 

II participation in classroom and social NOT at all Quite well Very well 
activities 

1 I can participate in the classroom. 

2 I am good at work ing with other students in 
class despite my hearing loss. 

3 Do you prefer to carry out classroom acti vities 
with hearing students than with D/HH students? 

4 Are Hearing students in your class supportive 
(cooperative) to D/HH students both in and 
outside of the classroom? 

5 Do hearing classmates in vited you to participate 
in different school acti vi ti es? 

6 I can figure out different solutions to problems 
related to communication in classroom 
activit ies. 

7 Are you not afraid to request for academic 
ass istance? 

8 Do you involve yourself In extra-curricular 
activities. wh ich took place in the school? 

9 Is the interpreter facilitating your participation 
in class and interac tion with hearino students? 



10 Are teachers facilitating the maxImum 
interaction between O/HH and hearing 
students? 

11 I have benefited academi cally from my 
inclusion. 

12 How is your academic performance? 
A. below ave rage B. Average C. above average D.Excellent 

III Social interactions and relationship NOT at all Quite well Very well 

1 I have developed good friendships with my 
hearing classmates. 

2 Do you have satisfying relationship with 
hearing peers compared with DIHH students? 

3 Outside the classrooms, I have the most of 
contacts/ interactions with hearing classmates. 

4 Are you not feeling inferi or to your friends ? 

5 I face difficulti es in sociali zing with hearing 
students 

5 I believe that hearing students take positi ve 
attitude toward O/HH students. 

6 My relationship with hearing students increased 
compared with D/HH students as I have passed 
more ti me in this school. 

7 Do you have benefited soc ially from your 
inc lusion? 

8 The interpreter service is hel pful (essenti al) for 
your 

9 Are you comfortable with things out when the 
interpreter is unable to attend the class? 

10 I believe that I have the most acceptances by 
hearing classmates. 

11 I prefer to soc ialize with. 
A. D/HH students on ly B. Hearing students on ly C. Both DlHH and hearing students 

12 Where did you feel more posi ti ve about school ex periences? A. Special school (Residential) 

B. Special School (Day school) C. Special class in regular school D. Regular school 



III. Information about D/HH Students Views of their Social and E ducational 
Challenges 

and their Suggestions. 
Direction: Please c ircle to indicate the extent of your agreement with each activities and/or 

si tuations by selecting among the fo ll owing response choices. 

III 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

Social interactions and relationship Not a Quite a 

problem problem 

Partic ipation in classroom acti vities or di scuss ions. 

Making fri ends with and be re lated with hearing peers 

Lack of meaningful communication with teachers and hearing 
students 
Negati ve attitude of teachers and students 

Insufficient support from teachers and interpreter. 

Lack of acceptance and respect from hearing students 

Attending instruction deli vered through plasma TV . 

Limited knowledge of deafness from the members of the school 
community. 
Lack of opportunities for social development. 

Feeling of isolation and lonely in classrooms. 

Copping with the demands of the general curriculum. 

I . What are the challenges you often encountered in attending instructi on through satelli te 
televis ion? 

2. Support services avail able to D/HH students in your school 

3. Wh at do you li ke about your relationshi ps with hearing people? What do you not like 
about them? 

4. What do you li ke about your relationships wi th deaf people? What do you not like about 
th em? 

Serious 

problem 
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5. hll.U 011,:/' ·)·9"UC')·U'}/1'9"UC,).j'i:} i"i'h;r' i'AhOl' h"'l.hrl\·+ Ol'{)'l' 01'+lj'0l' 

'}J'.'d'1'/I1 '}' '/O)' ?1-8 lj' h~A 

V) M,P.t 1'/0,1' 1\) O<~ '} Af( + /11+ rh) OaoY.Olj' 1'/111' Af( h~A 170) OaoY.Olj' 1'/11+ 

6. o~,'H'I": h~A ro'{)'l' aoll"'71' i',,' I')'J'fOl' 'i''''7t'P:l~ 11'11' ll,}+ 'J'fOl·? ___ _ 

8. 1'9"Ah'}' 
IJOJ-? ------



I\) 0011"'1'''' N<'I', 'fOJ''} ''''''It'P'f hlJ.y. O'''II1' '''''IC 1'1'7"1 OJ-tn. '}"} IH·oollh·,. r1''''It'P'f 

M;r 

No. Description of behaviors 

I roo"lIlO-r 1·II·,T'} O1'oollh1'llCl /C oo"lll651.'P'f 

hooll"UC';': ,:JC M,"lIlO' oo"}IlIl·}-<j· u<'I'O ooM'OJ'T' .,,:}:IIIIU·? 

U) 6.'1,'{" M\:r-t.\!l" II) O'T"'!'" ~,"lflllllU' ,h)O'T'<' U·'/,;r ~,"lllllllU' 

2 .0011"'1:/' h"'l.'fll· rh'i:t.\ OJ'II'T' J.y'7j:}:,:JC Oh,,}1l0' 00,,}1l1l0)''1 u<'Ill ooll'POJ'T' "''fllllU'? 

U) 6.'1,'f" ~,t.\:r·A9" II) 0'T'<I!1, "'''lllllllU' ch)O'T'<' u·'!.;r "'''lllllllU' 

3 oo9"U<' 0h'J:t.\ OJ·fl'!' r"'l. flm·:'· ·} ·}·9"UL.y.:t 0~,,,}1l0' "'UFf'PIIU·? 

U) 6. 'l,"'{" ht.\ L.<I 'I' OJ·9" II) O'T'<I!": ~,LY. 'PII U· ,h)O'T'<' u·'/,;r "'L.<Ifl U· 

4 Oh'i:t.\ OJ·{J'T' 1''''1.'''1<' "''''It'P1' rh'H'}/rh'}'f'} r1,,},,}C 10<J:!l",} .rUt.\ i>L.<I.;rA? 

U) U·II·'}9" hi>L'<:'~9" I\) 'T'<I!r.'} i>L.<:.'i't.\ m)r9"'11,PfOJ-'} V·II·'}9" i>L.<III· 
5 nH.U :"/O,'}' ol·II'T' Ooo"'lcu/!i 0011"'/')' h"'l.:T·II· "' '''It'P:-':,:JC .rllu/Ii r<J:'}<J: hmj>1'9"'1 

oo,,}IlIl :" hUfl'+ ooi'ii'it.\ Mi>·f.A? 

U) uoi'ii'i(.\ M<'Ir U' ll" II ) O'/'QJfl'/ Y.lP. ,h) 0.l'.·)·0 ·,·i'j·Ii.rll U· 

6 M,ll'1u",'OJ' 0:/'/0,:" OJNr tIll , fl'l':r ,:JC 6,+ fl6,-j. flooolllll ')' r9"')'m1'll"00)' roo,,}Iln..r 'I .e., 

ro)·'i'OJ· '} '/Ol' ? U) 1'9"(.\h·)· 'In<J: 1'\) r '},,},,}c <J:'}<J: ,h ) I'tr).). 9°(.\h ·)· (finger spelling) 00) 

U' I'\ ' ,}9" r(TO,,}Iln..r 1l.l'.,'I' :r Oh·}.l': II i> (total communication) 

7 Oh'i:('\ OJ·II'T' 1''''1. 0']<. -,."'1 t'l''f'1 (TO ll" Ulr ')'} r ')"l"lC <J:'><J: Oh "1110, "'L.<I '" '1'1'\ U·? 

U) 6.'1,"" ~,(.\L.<I'fOJ·ll" 1'\) 0,!"/!1: ~,,'.Y. 'PI'\ U· ,h )O'T'<' U·'/,;1· "'L.<II'\ U· 

II h'i:('\ OJ-II'T' M"'I.Y.L1· r-r9"Uc-r 1'<'l-rt;:'P'f O1'oollh-r lIClIC oo"lll651.'P1-

Oh<J:(.\ OJ·{J'T' n"'l.IJ'L~I. OJ·,£'.,£'.·H"1 /"'/'.'1'1- 'I ,£'. ·OIl·oJo') 1.11, " '<'I')'G: ;rY.c,:Jl'\u/!i? 

U) M.l'.C"l9" 1'\) h(.\t;: ~,('\G: M ·/'1.1'\ U· ,h) OO 'I! U·'/,;T M '/'1.1'\ U· 

2 Oh<J:(.\ OJNr IJI'\' ·""'/t'l':r· ,:JC '''1l1lC' Ooollt-O)·'fll·;rU!l"'} .rU(.\ 1' n'MA? 

U) (.\M· .,,' f1/,·I'\U· 1'\) O1'mfl~ Y.L~ (h) O'T'<' U·'b;r oollt-,)· "''fIlI'\U' 

3 O,:J/'· I''''l.fl<· 1'0,')' ~,c,' ('h<J:(.\ {J /,.'P:}:'} I'\ooflt- ·)· 0-11'1 ')' r9" ')'oocmOJ' ? 

U) 0011"'] ')' h"'<'I'1;':Ol' rh<J:(.\ J.Y.7;':r'} I'\ )h"'l.floo, ''''''It'l':}:,:JC ch) hU·I'\·9° ,:JC 

4 Oh<J:(.\ Ol·{J'T' .1'1'\. r"'/.floo· 1''''lt'P'·}: 0011"'1+ r1'<'1'1'1'm· '} 1''''lt'P'f 1''''1111'1 1'llllC' oollt-·)· 

Ilut ~,.<I·OL'P('\ ? 

U) M.<I0.;.9" 1'\) n1'OJfl'/ .l'.L~ ,h) O'T'<' U·'!.;r i>flt-I'\' 

5 0')'/0,1: mNr 0"'].11 ;.>)\: " ''''It'l':}:') 1''''1 . .1'<'10)+ (,.,.t'\S'r, 0)·9"UC;1·'P.'1 "'IUO/'·'P. 1',,}Ilt-:" OJ·II'T' 

~, ') Y.+ <'I '" <):/ ~,'} .I': 0). <'I N , OJ..\'. <;"'.}: ,). ,:JO'1I'\ u/!i? 

U) ~,,£'.,:J·011·~9u 1'\) ~,('\<J:h('\<J: ,h) U·(.\ '1.11,9" ~, ,:J O'1I'\U ' 

6 00)'/0,')' OJ·II'T' 11"'1 . .1' ,:J'T'oo·u/!i r<J:'}<J: (oo,,}Iln..r) 'l"}C':-': Nt'l,I'r, oo<j:.·)·'/''P'f'} "'I6.IIII,,} 

hul'\·.y.:-,··'} M'OLUAI M 'OLi'iA? 

U) M.<IOCh·9" 1'\) O'T"~ '" ch) M,"lIlO' 1'9"&.I'\U· 

7 00{J"'I+ 111'\00,:1'\, 1',,·'/11 fl"'l y" L "} 1''''1(,\ :-'··I'\OJ· ') '/1C 0"'1..1' ,:J'T'00'~ 1J\, rh<j:. (,\ 'lY. <;"'1")'1 

r009"UI,··),} ~,C.<I;1· ~,rni>;J'I'\U'? 

U) ~,(.\rn.e ;'·9" I'\ ) ~,('\G: ~,('\G: ,h) U·(.\ '1.11.9" ~,rn_ej> 1'\ U· 

8 O')'ll"UC')' 0. '" m·II ·)· fll'\ ' :'·9"UC;r'P. hOIl+ OJ·II'T' 0'011')' 1"",)·t;: ;rY.C,:Jl'\u/!i ? 



V) ~,bI'H''I':9'' tI ) n"'OII'I'1 .I'. l:~ .,' <,\.).r;: M.c.:Jtlv' (Il) n1'';' V"b;1' M·/'4.tlv· 

9 l'9"blh')' '.1:'1'.1: MI"'C),"'I,OI' 009"UC nh'l':bI OINl' n°'l.l]u,I\. OJ·.e.e·I':·)'-<; f11r'p:r 7,'1.1':')'<'\"''1':1&, 

7,1" .el'lfllt'l.? 

IJ) ~,.r"rll9" I'I ) ~,blr;; ~,blr;; (II ) n.o·n Y'?"bI 

10 oo.l'.n?" oooou<.<; 1'9"blh ')' '.1: '1'.1: ~,f1·'·C).o'/.OI· 009"UC h°'/. 1'1 00· "''''It'N' ;JC 1'<. ,?'n"/} 

1 7'·}.I':(j'CU/7i ,!'I)" :OI' 7,1'1 h·l.l'.} '/nlr'I'OI'? 

I 
V) h1'1 ~,bI'/nlr'l:ol'9" I'I ) noom~' (Il ) n,,: 7,1'1 '/nlr'I'OI' 

n')'9"U')'U .I' tlu!7i .I'.l:'1 hll.tI·:r- "''''It'l':r- ~,'Il\C 1'I,:r.e 7,'1.1'.')' '/OI'? 

V) 1'1' ·,,'1 ~OI' tI) ooflhl'\'i' (Il ) n"l9" 1'<, '/01' 

II 

12 I nll.u ')'/fl,')' noo"'lcu/7i o·)·?"uc·)· ~,"'(]Obl<; 7,.I'.·1·)·u/ 1i "'m'!!''''I, '/U/7i? 

V) "'m,!!''''I, il .e.l'.I'IV·?" 1'1) O"'Oll'l'l .1'.0'1 (II) 0.0'0 ·"m",O?,tlv· 

I 
III I l''''IUOIr'f '?'fH,.,. ()~1')'''' n-/'ootlh')' l1Cl1C oo"ltlGrij,'I''f 

oofl"'l')' h"'l,:rtl· I'htJ:bI Ol·f11' " ''''It'l':)'' ;JC )..I'.1'd· oooofld· 7,··rl)tI/J·? 

2 

3 

4 

5 

6 

7 

8 

9 

10 

II 

12 

I U) &.'/, '1" ~,bI~"bl9" I'I ) 01"':": ··)'·YtI/J· rll ) 01'';' V·'I, ;1' ooflC;J'tIU' 

oofl"'l')' h"'l.:r-tl· I'h'l':bI Ol·f11' "''''It'l'l ;JC 1'<,<; ~,ooC'I: \'If''1 "'IUOIr'f oo,?(](],)·<; '?'r'H· 

MU/7i ? 

I V) I'tl19" tI ) 00"'011'1'1 .1'.0'1 (Il) 01'';' V"b;1' M'~ 
I hh'l':bI OJ·"1.L "'/UOIr'/? '?T'i·'/,) ,<; )..1'.1'/,)' h·I.l'.·'j'Cu /7i 0'0"') ' 1'9"')'ooCmOl' ? 

IJ ) ooflO?). h ·,'<'\<;'I'OI· " ''''It'p:r-;JC 1'1) h"'l,l'Ioo, "''''It'l'~'';JC (Il) h/J'I'I'?" ;JC 

I' oofl"'l')' ~··,?C MtI·O u/7i h'l.r. :r-u/7i 1'1,1" "1'/,)' f1"'l.} .el'l"'l V bl /7i? 

V) '1111· lib .e1'l"'l",'bI tI ) ~,blG: ~,blG: (Il) ~,.eI'l"'lW"? 

O')'/fl,')'(OhtJ:bI ) Ol·f11' '0" ' 1'/,)' f1"'l.')' MU/7i? 

V) ·0 11· Vb .e1'l"'l",'bI tI ) ~,blG: ~,blG: (Il) ~,.e1'l"'l1?" 

I flll.U .)-;fl..). OJ·f11' 1',11.e:r liM' 7,:.tn,ool l'I,oo~l oofl"'J,),.~.oy),·tI. I'h'l':bI OJNl' .,.o'lt'l':)'·;JC 

"'JUOIr'f "IT'i"/'/; oofl"'l')' h"'<'\<;"'Ol' "''''It'l'~ ' .eObl1' ooi'ii'ibl ~,<'\.e·r·bI? 

/J) M<'\I'?" I'I) O·rOll'l'l .r. l:tl (Il) O.l':}·O ·/'i'i7iYtI U' 

flIl.U }/fl,')' Ooo"'lcu/ 1i O"'lUOIr'f arr1·'d· hUtI··)·u!7i h~1') ' "'m,!!,ooJ, '/u/ Ii? 

V) "'m,!!''''I, il.e .~.tlV·?" 1'1 ) O·'·OII'I'/.I'.l:tl rll) n.l':I·O "'m~''''LtI/J' 

I'?"blh')' '.1:'1'.1: M'rC,1,"'I,OJ' 009"UC 7,'I.l'.+i'ii'ibl .eObl1' J'1I1U OI")· ?"OI· II C'I': I).e '/OJ'? 

I V) O"'lunlr'f "I·r'i·~ ·)· tI) ')'?"UC;1''f Oln' (academically) (II) OV·tI ,,,?" 00) ~,"1 Ir'i?" 

1'9"blh')' '.1:'1'.1: M"·C,1,o'I.OJ· u o9"UC Oh'l':bI OJ·f11' O"'l.£','j'CO} lib 7, ·I.l'.II.I)OJ· Vb 

')'9"UC')'U '1 O?".y.·), ')'h;1""l)tlU? 

V) ~"eoo'/:1?" tI) ·Oll·?" ~,.eh·O.l'.1 (Il) <'\bI'/:1C I1'r<, V·'l.;1' 7,l'Ilrtl/J' 

Oh'l':bI OI·f11' 7,<; 0')'9"UC')' fl..,: OJ·f11' (]I'I' "''''It'l':r In.l'.· "'IuOIr'f """(].e'/'l' MU/7i 

11 ) M1'1v'9" tI ) 0"'011'1'1 .I'.l:tl rll) O.l':}·O ~''?1;J:tI/J' 

"'I UOIr'1? '?T'i"/'l' 0'0'1')' ODr7ofld· 1'9"·hl.bl10J·n,Ol· 

V) oofl"'J')' h·' ·<,\<;'/:OJ· "''''It'l' :)'-;JC I'I) h"'l,l'Iuo' ."o'lt'p··r ;JC rll) hV·tI·9" ;JC 

01'0)-",'01' 0)-9"UCo)- fl..). Mh"t, 1'I000°'IClfI')''''It .eObl1' 1'<, flO'/,) OJ.e?" 9".y.·)· .e1'l°?U/.eI'l"'l'1i I 
'/OC? I 
II) Oil.'lt } /fl.·) · I'I) 0,"'1 M }~~ , II ) Oon.l'.O'1 .)-;fl..). M h'l':bI 0 0 ) 000.~.0'1 .)-;o,.)~~ 



III. uoil"'l'}' I"/'I'\<; 'I' OJ· 1 "''''It.'P'f hlJ·Y. n"'lil.,."'IC .I'll, T9"U;1''l! 'I "'Iun&.'l! 

'f"lC''f 1'1 uofi: .}. 'f,OJ ;r'fOJ"} n 'I'uollh'I' I' uoil "'I T 1'''''''' 'I 'I' OJ· "''''1 t. 'P 'f h f,;1' 

uouot..I'- M,IJ 'I< uDoK "'I{H' '''IC 'LY.+ OJ·ili' 1''''I.h·I'II+ :/'9"UC;J' 'l! 'I "'Iun&.'l! 

·/"',/Il&.:/· M,'Hff 9"1 ,I'U/'\ .I'il'f''lCUI '{j l,·}Y.tf', hl,"'It'(,""'li oJ·ili' uoil"'l"'l'}'U,}/7i1 

1''''I.1/,\OOJ·1l,'''I&''T' 'If, ~,h·n·n;n . 

I nhfi:/,\ (]IN!' n"'l.tl'l.-'I. (]l·f!.f!.·I<··j'-C; P't·'P··}: 'If!. ./ ...... }.r;: "'Iy'.t."l 

U) l,,I'il'/'''lt.19" II ) noJ ' (]lO'/ .\'.t.li ,h ) 0.0'0 ,I'il'f"lt.'l't.I 
2 UDil"'J'/ ' hO'J.Tf'" \'hfi:t.I (]IN!' "''''It'P'·j'- ;JC ;1.Y."i''')' ooooilt.-!· C; "'IUO&''r "l1'1·',:'· uoooill. ·}' 

3 

4 

5 

6 

7 

8 

9 

10 

II 

U) ~,,I'il;/"'lt.W" II) OoJ'(]lil'/ .l'.t.li ,Il ) 0.l':}·0 J' il 'f"lt.'l't.I 

hUD9"UC';,: ~. ·1 ·"'It.'P··)'· ;JC M, ''lIlO' oo''lflll:/'C; U .... ·O ooll'POJi' 
U) l,,I'il;/'''It.19" II) 0 .,. (]lO '/ .l',t.:q rIl ) Onfl,l'il'f"lt.'l't.I 

oo9"U&'1'111,1I":-"· "''''Jt(]l:j: M ,I't.ltf',l,uDlIlJh:" ooj'?1 U· ~,;J''P:f·} 

U) 1..7,'/" ~,'W :f"lC Mi'(]l'9u II) O'I'OJO~ .l',t.li ,h) ~,'}.l'. hfi: ' I''l' :j:"lC l,r'Pl'lu· 

Ooo9"U/.· 'Vi r 9" t.I h'}' ;:1* M1·C;1.'7'l,(]l' oo9"UC O"'l.l'Im+ '}' 9"UC:J''r h1'l1' l,uoC~ 

l,l'Ioolf '} 

U) /,.)1.,''1'' ~,'W :-':"lC ~,l\r(]l'9" 1'1 ) O'/' Olt'l'/ .l',t.li ,h) ~,'}y' hfi:'I'>;' :j'-"lC M'Pl'lu· 

Ottu O'}'/O,'/ ' OJN!' fll'l ' ooil°'l'}' r"'l.1··I'1· rh~t.I OJN!' 1-"'It'f "1.1': "'<j>Ilf!.~T "'I"I"iT1 
U) /,.7.''1'' ~, 'H'. "):"lC MI'OJ'9" 1'1) O'/ ' (]lt'l'/ .1'.01 , Il) h'B'. h~"''l' :-':"lC M"PI'I U· 

OTI\11"'J ·'; I'I, ·lill'} r"'l.t'lm· ·i ·9"UC·n:·} uoh;1'·"t.I . 

U) h,l'il ;':"It.19" 1'1 ) O"'Olt'l'/ .l'.t.li , Il) O.l'.'}·o ,I'il'f"lt.'l't.I 

o'i-!o,:/' Ol·il'l' ,I'MJ' "'lUOt.MI ilt'I uoil"'l '}' r1- .... c;;':(]l· 1' '''It(]l:}: ,I'1'I(]l' "l'}'l(]' ~,'I"" oo1f1. 

U) /,.7."/" ~,'}.e. ··j"-"lC ~,'I1'(]l'9" 1'1) O'/' OJt'I'/ Y.t.li ,Il) h1.l'. h~1-'l' ")"-"lC M'PI'IU' 

"'IUOt·'r hUI'I"'}'1 1'I"'I-'lOC r°'l.,l'il:'ft.l O't U·'l.;J·OJ··}: Moo'."C. 

U) /,.7."/" ~, 'W ··j:"lC hI\I'OJ'9" 1'1) O'/'OJt'I'/ .I'.t.li ,Il) h1Y. h~1-'l' :-':"lC hr'Pl'lu, 

o·}·m,·}' OINt' fll'lOJ' "'IUOt·'r arn·~·}· rM:"i~·i· ?,C; ruo11'1t.1 il"'l,'}' . 

U) l,,I'il;I:"lt. '~9" 1'1) O'/' OJt'I~ Y.t.li rIl ) 0.1'. '}·n .l'il ;f"l I. 'l't.I 

('uo.v.o'l' ,}. om,:,. r"'I.t'lmoJ·'} :/ '9"UC:" ht'\,I'I,,:f ' /·"'It'P··f ;JC ?,h·t.I ooh;J" I't.lC; ooOJ"lT. 

U) ~,,I'il'l:',/t. W" 1'1 ) O'I'OJt'I'/ .l',t.li ,Il) O.l':}fl .l'IW"lt.'l't.I 

1. 01''111'''1 ·/;t'I..filn r"'l.t'lm· :/·9"UC·H ·1 n9"·}·h;1'1't.\n·}'(n9":"h;J"I' f,n ,}·yl.ll, 
n·/'y.,"J,"J"'I . .I' ,"JUDUO'U(ti) :j'·"lC'1·1JI'I· 9"19"'} 'I'FOJ·? 

2. {foil"'':' ' \' ·/· .... ';·;(-OJ· ·/·"'It.'1':n n'}'9"UC ;1';rOJ-'I n"'luntr 'l! 11011" ;1"(-01' uoi"ii'i/'\ 
?,·}.I'.·S'uo(J1o n·'!·;n,·/, \,o7.t'lm· 1'1' II,1'V. 61'i'P'-1'-IJI'I' n.111tJ· 

3. h"'l.t'luo· ('h'l:/'\ OJ·ili' .1.Y.7f';/:u ( ti),"JC Illlu "'Iunt·'l! ''/'}''i·'d· 
r9"·'!·OJ.l'.(/l·/1'9u ·}·(/li.':·(/l·1,C; r"'lf,uo:r' U( {j) ~1C':r· 9"'} 9"'} 'I;(-(/l' ? 

4. uoil"'l ·J· h'/N;'I:(/l' \'hfi:/,\ (/l·ili' ;LY.7f';ru["f1) ,"JC Ilt'lU "'Iun/.,'l! "l1"i·~+ 
\'9":I· (/ly'(/l· /r9"+(/l~· (/l· 1,'1 r"'lf,uo:ru(7i) ~1C'··r 9"1 9" '} <j'l'(/l' ? 



Appendix-B 

Dear teacher 

Addis Ababa University 

School of Graduate studies 

Department of special Needs Education 

I am doing a study for my master's thesis at Add is Ababa University concerning 

inclusion of students with hearing impairment into the regular classroom. 

Permission has been secured from the principal to request your cooperation. Your 

consent to participate in this study is shown by your will to answer questions in 

this questionnaire. 

Your response wi ll be confidential and anonymous. 

Thank you in advance for your participation. 

Direction: Please circle or fill in the blanks with appropriate information 

A. Back grolilld information about a teacher respondent(Demographics) 

1. Sex Age Qualification, _______ _ 

2. Grade level you teach _______ _ 

3. For how many years have you been in this school (regular classes)? ___ _ 

4. How many deaf/ hard-of-hearing students (DIHH) are in your class? What is the 

class size? -----

5. For how many years you have been teaching D/HH students? ___ _ 

6. Do you have any form of training in teaching deaf students in inclusive setting? If 

any specify _ ________ _ 



B. Information about Teachers View of the inclusion of D/HH students 

Note: When answering questions referring to DIH H students, please consider the 

behaviors listed as compared to those of the hearing students in your class. 

S.N. Descriptions Responses 

I Communication skill of DIHH students Not NOT Quite 
sure at all well 

I DIHH students in my class communicate with hi s/her 
hearing peers 

2 Despite the hearing problem D/HH are not afraid to 
communicate with other students. 

3 I can communicate with my D/HH classmates 

4 Can most D/HH students in my class do understand 
speech communication? 

5 DIHH students in my class understand the lesson in the 
classroom 

6 On average, do D/HH Students attending my school 
improve communication skills from their inclusion? 

II Classroom participation of DIHH students 

1 Can D/HH students In my class participate In the 
class room? 

2 Are D/HI-I students are good at working with other students 
in class despi te thei r hearing loss? 

3 Do D/HH students prefer to carry out classroom activities 
with hearing students than with D/HH students? 

4 Are Hearing students supporti ve and cooperati ve to 
D/HH students both in and outside of the classroom? 

5 Are D/HH students invited by hearing peers to 
participate in different school activities? 

6 Can D/HH stude nts figure out different solutions to 
problems related to communication In classroom 
acti vi ti es? 

7 Are DIHH students not afraid to request for academic 
assistance? 

8 Are D/HH students participated In extra-curricular 
activities at the school which faci li tate their inclusion? 

9 DIHH studen ts in my class face difficulties in sociali zing 
with hea ri ng students. 

10 Can D/HH students in my class keep up academically 
with the rest of the class? 

11 On average, do D/HH students attending my school 
benefit academica ll y from their inclusion? 

III Social r ela tionship of DIHH students 

Very 
well 



I 

2 

3 

4 

5 

6 

7 

I 

1 

2 

3 

4 

5 

Can D/HH student in my class develop fri endships with 
his/her hearing classmates? 
Do D/HH students have sati sfying relati onship with 
hearing peers than with D/HH students? 
D/HH students in my class do not feel lonely at school. 

DIHH students in my class don' t fee l inferior to their 
fri ends. 
I beli e ve that hearing students take positi ve attitude 
toward D/HH students. 
DIHH students' relationship with hearing students 
increased as they have passed more time in thi s school 
than with deaf students. 
On average, do D/HH students attending my school 
benefit sociall y from their inclusion? 
Communication skill of DIHH students 

D/HH students in my class communicate with his/her 
heari ng peers 
Despi te the hearing problem D/HH are not afraid to 
communicate with other students. 
I can communicate with my D/HH classmates 

Can most D/HH students in my class do understand 
speech communicati on? 
D/HH students in my class understand the lesson in the 
class room 

C. Information about support services and suggestions 

I. Support services ava il able to D/HH students in your school 

2. What are the potenti al challenges of attending instruction through satellite 

television for D/HH students? 

3. What do yo u suggest to improve the social and academic inclusion of D/HH 

studen ts? 
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Appendix- C 

Semi- structured Interview schedule 
A. Interview Guide Questions for Interpreters 
1. How do you feel about the confidence of deaf students in 

• Social interactions(play ing, dating, etc) 

• Expressing their fee lings/ thoughts to teachers, friends ... 

• To express the ir ideas through spoken language e.g. do they ask help when 

needed? / Do they have the communication capability to express and 

recei ve ideas? 

2. Can you tell us about the social adjustment of deaf students in thi s school due to 

their hearing loss? 

• Do they fee l lonely? 

• Do they show feeling of Inferiority? 

• Are they reluctance in asking help? 

• Do they make fri ends easily? 

• Do they go easil y with hearing students? 

• Do they see themsel ves as different? 

• Are deaf students confident in perfo rming tasks in school with other 

students 
3. Questions regarding the relations deaf students have within themselves, with 

hearing students and the staff? 
3. 1. What can you say about the relation they have with hearing students? 

• Are they rejected, teased, lonely ... more than the other students? 

• Are they liked, respected, popular ...... like hearing students? 

• Do they have he lping relati onshi ps with each other/cooperation? 

• Are they happy with the relati onship they have with hearing 

students? 

3.2. What can you say regarding the relations deaf students have with other 

deaf studen ts? 

• Do they fo rm intimate fri endship? 

• Do they help each other? 
• Are they happy when they see to each other? 

3.3. What kind of relationship deaf students have with their teachers and 

interpreters? 

3.4. Do they have pos itive relati onships? E.g. do they ask help when needed?/ 

Do they have the communication capability to express and receive ideas? /Do 

they have pos iti ve attitude towards interpreters?/ etc 

4. Questions regarding att itudes of hearing students and staffs 



Appendix- E 

Observation Checklist 

This check list were utilized by the researcher to observe participation/interaction of deaf 

students in activities which takes place during the actual classroom teaching-learning 

process and outside classroom activities. 

• Date of Observation ------
• Grade and Section Observed _______ _ 

• Subject _____ _ 

• Period - --
• No of Students wi th hearing impairment in the Classroom ____ _ 

• Total no of Students in the Classroom _______ _ 

N Specific Indicators Nat at all initiated Quite 1Vell Not sure 
Iniliated 

Day 1 Day 2 Day 1 Day 2 Day 1 

A Activities in Side C lassroom Situatio ns 

1 Learning through group work and act iviti es 
in classroom 

2 D/HH students make effort to COllllllllllil;alc 

with variety of ways . 

3 Hearing students make effort to 
communicate usi ng variety of ways 

5 Inte rpreter support the deaf student to 
participate in di scussion 

6 Interprete r frequently monitor the deaf 
students' functioning in disclission 

7 Students offer ass istance to each other when 
it is needed. 

8 Teachers are co ncerned to support the 
learning and partic ipation of a ll students 

9 Evidence of negative reaction from hearing 
students 

= 
10 Deaf stud ents fr eq ue ntly ask questions, 

give commen ts and respond for questions 
asked 

Day 
2 



of 

~~r.:~~:~~:~~~;:~,~,vities ~ classroom 

1 Frequent interaction and 
communication 

2 frequently pass lunch 
time break with ... . 

3 preferred to be a member 
I 

4 prefer to have group 
and 

5. preference to recei ve 
assistance or support 
from 

1I~'1I11 .1!l peers 

Not at all Qllite well Not SlIre Not at all Qllite well Not sure 
initiated II/itiated initiated II/itiated 



Declarative 

I, the undersigned, declare that thi s thesis is my original work and that all resources used 

for the thesis have been duly acknowledged. 

Name: Adem Nurhussen 

Signature: ____ _ 

Date: May 24, 2010 

Place: Department of Special Needs Education, College of Education, Addis Ababa 

U ni versi ty. 

Date of Submiss ion: May 24, 20 I 0 

The thesis has been submitted for examination with my approval. 

., 

Name: Dr.r¥ 

Signaturo/ # U1. 
Date: ay 24, 2010 


	MX-M464N_20170221_141631
	MX-M464N_20170221_141726
	MX-M464N_20170221_141856
	MX-M464N_20170221_142016
	MX-M464N_20170221_142054
	MX-M464N_20170221_142134
	MX-M464N_20170221_142204
	MX-M464N_20170221_142250
	MX-M464N_20170221_142326
	MX-M464N_20170221_142506
	MX-M464N_20170221_142651
	MX-M464N_20170221_142734
	MX-M464N_20170221_142859

