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Abstract 

Provision of quality education and relevant training to all Kenyans is crucial for 

achieving national development agenda. Teacher competence is very crucial in the 

achievement of quality of education. The purpose of this study was to investigate teacher 

competence in integrating emerging issues which include HIV/AIDs education, drug and 

substance abuse, disaster preparedness and peace education, in teaching in secondary 

schools in the North Rift region of Kenya. This study was important since it highlighted 

the areas of weakness in teacher education and gave recommendations on what needs to 

be done to ensure that education will liberate, empower and respond to societal needs. 

The study used descriptive survey design where perceptions from secondary school 

principals, teachers and County Quality Assurance and Standards officers were 

analyzed. The study was a mixed methods research. The sample size was 357 teachers 

from 48 schools, 48 principals and six County Quality Assurance and Standards Officers 

(CQASO). Simple random sampling, purposive and stratified sampling was done to 

select the schools, Principals, CQASOs and teachers respectively. Data was collected 

using structured questionnaires, observation checklist and semi-structured interview 

schedules. Data was analyzed using descriptive statistics. The findings of the study 

revealed that majority of teachers did not integrate emerging issues which include 

HIV/AIDs education, drug and substance abuse, disaster preparedness, and peace 

education. It was concluded that a significant number of teachers were not competent 

enough to integrate emerging issues in the secondary school curriculum. The study 

recommended; revision of teacher education curriculum; teacher education programs to 

be engaged with schools and continuous professional development for teachers to 

facilitate effective integration of emerging issues.  
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Introduction 

Teacher competence needs to change in relation to the constant changes in pedagogy. 

Today’s world is increasingly dynamic due to ever changing technologies, environment 

and society in general. Gupta as cited in Kiymet (2010) defines competencies as 

“knowledge, skills, attitudes, values, motivations and beliefs people need in order to be 
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successful in a job.” Teacher training programs need to prepare teachers to be competent 

in the integration of emerging issues during teaching in secondary schools. According to 

Wafula (2012), no matter how carefully the curriculum materials are planned, if teachers 

are not effectively trained on integration, the program cannot realize its objectives. Thus, 

the competence of teachers on the implementation of the curriculum is very crucial 

component for the realization of the set curriculum goals.  The purpose of this study was 

to investigate teacher competence in the integration of emerging issues in teaching in 

secondary schools in the North Rift Region of Kenya.  

The National Goals of Education include inculcating sound moral and religious 

values; Promote social equality and responsibility; Respect for Kenya’s rich and varied 

cultures and, embrace positive attitudes towards good health and environmental 

protection among others, Mwaka et al. (2013). These goals are supposed to be realized 

through curriculum implementation in the secondary schools. However, the task force 

on the Re-Alignment of the Education Sector to the Constitution of Kenya, 2012, noted 

that the quality of education is not clearly spelt out so that the curriculum delivery can 

focus on development of specific expected competences to be assessed (Kenya Institute 

of Curriculum Development, KICD, 2016). The task force recommended structuring of 

the curriculum within a skills and competences framework that identifies the knowledge, 

skills and competences all learners will acquire, and which will provide both vertical and 

horizontal coherence (KICD, 2016). Further, the task force pointed out too much focus on 

academics and university education, thus looking down upon any other post-secondary 

education. This had impacted negatively on middle level training and consequent 

implication on the primary, secondary and teacher education curricula which did not 

address the dictates of Vision 2030 and the Constitution (KICD, 2016). This therefore 

raises questions on the training of teachers for the secondary school curriculum. 

The roles and expectations of teachers and schools are changing. Teachers are 

asked to teach in increasingly multicultural classrooms, integrate students with special 

needs, use ICT for teaching effectively, engage in evaluation and accountability 
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processes, and involve parents in schools (Organization for Economic Co-operation and 

Development, OECD, 2009). Furthermore, the World Summit on Teaching (OECD, 2011), 

noted that teachers need to help students acquire not only the skills that are easiest to 

teach and easiest to test, but more importantly, ways of thinking, ways of working; tools 

for working and skills around citizenship, life, career and personal and social 

responsibility for success in modern democracies. These are emerging skills needed for 

the 21st century and for the learners to cope with the demands of the world outside school. 

Teaching these concepts will also enable schools to produce graduates who can cope with 

the labor market demands. 

Schools need to respond to the rapid changes in technology and globalization. The 

ability to process and apply knowledge effectively and wisely is now critical to both the 

teacher and the learner. Researchers argue that these technologies shape what it means to 

be literate in the 21st century as it continues to impact on how information is 

communicated and exchanged (Jansen & Merwe, 2015). Across many countries, there is 

increasing recognition of the role of technology in preparing students for the modern 

world. Schleicher (2018) points out that educational success is no longer primarily about 

reproducing content knowledge, but rather about extrapolating from what we know and 

applying that knowledge creatively in novel situations. Additionally, Schleicher argues 

that the learner should be trained to create value by making connections between 

different fields of knowledge and ideas. The teacher has to train the learner to be 

innovative and connect with the outside world for ideas and opportunities. As a result, 

teachers need to prepare students to understand different perspectives in the 

interconnected world outside the school, hence a demand on effective training of 

teachers. 

According to United Nations International Children’s Emergency Fund 

(UNICEF), life skills are a behavior change or behavior development approach designed 

to address balance of three areas:  knowledge, attitude and skills, UNICEF in (Prajapati 

et al., 2016). In life skills education (LSE), learners are able to think critically and make 
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right decisions in situations that occur in their everyday life. Thus, the development of 

life skills-based education in many countries is a response to the need to reform 

traditional education systems which have not been very effective in meeting 

contemporary social and economic needs of their societies. Life Skills education will 

enable a student to learn, avoid negative behavior and develop coping skills. The main 

challenge in the implementation of this plan is the teachers’ competence in teaching these 

life skills. 

Schools need to prepare students for rapid changes – to train for jobs that have not 

yet been created, to tackle societal challenges that have not yet transpired and to use 

technologies that have not yet been invented (Schleicher, 2018). There are many emerging 

issues in today’s world which range from economic, social and political which require a 

student to be prepared to tackle. School preparation enables the learner to interact with 

his/her environment, appreciate different perspectives and world views, and take 

responsible action towards sustainability and collective well-being.  Apart from the 

knowledge gained in school, the learners need to gain skills such as critical thinking, 

decision making, collaboration and communication which will enable the learner fit in 

the society outside school and the world of work. These evolving skills demand adequate 

training of teachers for effective implementation.  

The June 2007 UNESCO conference in Paris, proposed solutions to violence in 

schools as rights-based approaches to education, codes of conduct that define students’ 

rights and responsibilities, and peace education programs (UNESCO, 2008). This led to 

the establishment and implementation of peace education in schools in most regions 

throughout the world. In schools, the young people are socialized into the attitudes, 

perspectives, and values underlying peace education. Peace education needs a setting in 

which it may be delivered and the most natural setting for it, is the school (Johnson & 

Johnson, 2009). The most important player in the integration of this concept in teaching 

is the teacher. Teachers’ competence on peace education and how to train learners on 

embracing peaceful co-existence is therefore crucial for its effective implementation. 
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Teacher education programs will therefore need to include these emerging issues in the 

curriculum to enable teacher trainees to acquire adequate skills for implementation in the 

secondary schools. 

HIV/AIDS is a pandemic that touches on self-control and moral behavior of an 

individual. Many young people have engaged in irresponsible sexual activities at a very 

young age hence there is need for this trend to be stopped. These demand educators who 

are skilled, knowledgeable, experienced, and are capable of becoming effective behavior-

change agents in schools. However, a quantitative research by Madzivanyika (2013) on 

teachers’ knowledge levels and perceptions on HIV/AIDS and their role in prevention in 

schools in Zimbabwe concluded that some teachers have not received any training on 

HIV/AIDS education.  According to Sessional Paper No. 4 of 1997 on AIDS in Kenya, 

some of the key aspects of the policy framework outlined include: schools to provide 

support for activities that reduce the risk of HIV infection through promoting basic 

education on HIV and STIs and encouraging the youth to delay onset of sexual activity 

(Nyarondia, 2014). Since HIV/AIDs education has been infused in all subjects taught in 

schools in Kenya, it demands that teachers are effectively trained for its implementation. 

Teachers need to train learners on values that will enable them develop critical thinking 

and raise their self-esteem which will help them make the right decisions in life. Kafu 

(2011) adds that to achieve these goals, education has to develop moral values in the life 

of the learner hence the program of teacher education has to contribute in this regard. 

The teachers need to inculcate values and raise awareness among the learners on 

HIV/AIDs, how it can be contracted and how to avoid infection. This calls for proper and 

up to date training of teachers so that they can effectively impart these skills to their 

learners. 

A study by Kimani et al. (2012) concluded that teachers are not thoroughly 

prepared to deal with indiscipline in the absence of corporal punishment in secondary 

schools. The study also asserts that it is possible that teacher training institutions are not 

adequately preparing teachers to deal with emerging discipline issues in the absence of 
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corporal punishment. A research by Wambura (2010) emphasized on the need for 

teachers to improve the school moral climate, improve learning, address social behaviors 

and create safer and happier schools for students. Teachers need knowledge and skills 

that will enable them to implement guidance and counseling programs in schools. This 

includes basic knowledge on guidance and counseling that will enable the teacher to 

understand the learners’ emotional and psychological conditions that influence behavior. 

Thus, these specific competencies can be acquired through training of teachers, either in 

teacher education programs, during in-service courses, seminars or workshops. 

A study by Molosiwa (2010) revealed that the level of emerging issues infusion in 

Botswana schools is very low, specifically in the Humanities subjects. In Molosiwa’s 

study, two issues in particular were clear. The teachers felt ill prepared for infusion of 

emerging issues in their course content, although they claimed to have infused such 

material in their courses. Additionally, there was a recommendation for the need for both 

pre-service and in-service training for teachers to infuse emerging issues in course 

content. These will equip teachers on collecting and using relevant teaching materials or 

designing their own which infuses emerging issues in teaching content. There were 

indications that teacher educators needed to reassess existing programs to ensure that 

they do infuse global issues in their courses and guide student teachers on their 

importance (Molosiwa, 2010).  These led to the researcher to question whether teachers 

were well prepared for the integration of emerging issues during teaching in secondary 

schools. 

 

Statement of the Problem 

The world and society are experiencing constant changes in the economy and 

ways of earning a living; ways of communicating especially through the constantly 

evolving digital technology; social interaction and matters of health which include the 

emergence of life threatening diseases like Corona Virus Disease (COVID-19). All these 

issues cause new challenges in society and the world of work. The teachers’ competence 
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on integration of new knowledge, skills and attitudes is crucial in curriculum 

implementation to enable the learner to be industrious and meet societal needs.  This is 

because the teacher has to train the learner, pass on knowledge and instill right attitudes 

for the learner to cope with the world outside school. Currently, there is a call for teachers 

to undertake community schooling of children to keep them busy at home. At the same 

time, they will have to teach learners on ways of maintaining healthy living through 

hygiene. Additionally, HIV/AIDs still remain a threat to life and society at large. 

Therefore, the question arises on the ability of teachers to train these learners on emerging 

issues. This led the researcher to find out whether the teachers were competent in 

implementing emerging issues in secondary schools in Kenya. 

 

Research Approach 

The study was carried out in public secondary schools in the North Rift region of 

Kenya which covers six counties namely; West Pokot, Trans Nzoia, Baringo, Nandi, 

Uasin Gishu, and Elgeyo Marakwet.  The study design was a descriptive survey where 

data was collected at a single point in time. This design enabled the researcher to yield 

maximum information and provided an opportunity for considering many different 

aspects of the problem.  

A Mixed methods approach was used where qualitative and quantitative data was 

collected through a combination of open-ended questionnaire, structured interview 

schedule and observation checklist. The observation checklist was used to capture the 

frequency of integration of emerging issues during teaching.  

The target population was trained secondary school teachers whose number was 

5077 and 581 Secondary School Principals. The number of teachers from each county was 

West Pokot, 186; Trans Nzoia, 1182; Baringo, 896; Nandi, 1132; Uasin Gishu, 1175; and 

Elgeyo Marakwet, 506. The County Quality Assurance Officers (CQASOs) target was 6, 
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one from each county. Table 1 shows the distribution of the respondents across the 

counties and in various categories for easier generalizations of the findings. 

Table 1 

Population Sample of Teachers, Principals, CQASOs and schools included in the study. 

Counties Schools Teachers Principals CQASOs 

Uasin Gishu  10  77 10 1 

Nandi  10  74 10 1 

Elgeyo Marakwet  5  40 5 1 

Baringo  10  72 10 1 

Trans Nzoia  11  79 11 1 

West Pokot 2  15 2 1 

Totals 48 357 48 6 

 

A sample size of 357 (7%) out of 5077 secondary school teachers in the North Rift 

region of Kenya was included in the sample. The sample size for schools was 48 (8%) of 

581 schools. The sample size was preferred due to the large population of schools. The 

scheme of determining sample size by Krejcie and Morgan (1970) was adopted to find 

the sample size. In this scheme, no calculations were needed instead a table was given 

where (N) represents the population size and (S) represents the recommended samples.  

Simple random sampling was used to get the secondary schools that were 

included in the study. Ten (20.8%) out of 48 schools were randomly selected for 

observation. A sample of ten was selected to ensure in-depth observation and hence to 

be able to sufficiently describe the phenomenon and address the research questions at 

hand. Stratified sampling was used to select teachers across the various academic 

departments in the schools. From the Humanities department, 149 teachers were 

sampled, Languages 109, Sciences, 69, and Technical, 38. Out of a sample of 365, five 

questionnaires were spoilt while two were not returned, hence a sample of 357. This 

ensured that teachers from different academic departments were adequately represented 

in the sample so as to increase their level of accuracy when eliminating parameters. In 

stratifying teachers, the researcher used the available information of the population to 
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divide it into groups where the elements within each group of teachers were more alike 

than are the elements in the population as a whole. 

Simple random sampling was used to obtain the required sample from the 

secondary school teachers in the selected schools. This was done by the researcher 

assigning numbers to teachers in every department, wrote the numbers on pieces of 

paper, mixed them up and picked randomly the number of respondents needed for the 

study. An average of 7 (1.98%) teachers from every selected school was included in the 

study. Simple random sampling was preferred because each total sampling unit of the 

population had an equal and known non zero probability of being selected. This enabled 

the researcher to generalise the findings to the entire population. This approach was used 

so that the researcher could randomly get the views of the respondents without biasness 

and with a possible chance of meeting them once. 

 

Closed ended and open-ended questionnaires 

Qualitative and quantitative data was collected through a combination of open-

ended and closed-ended questions. The questionnaires consisted of statements in which 

the teachers had to indicate whether they agree or disagree by marking on the likert scale 

for each type of statement given.  A five point scale which included: Strongly Agree (SA), 

Agree (A), Neutral (N), Disagree (D), and Strongly Disagree (SD), was chosen in order to 

obtain information that would enable a more lucid analysis of the data. Open ended 

questions were also used to elucidate teachers’ perception on their ability to implement 

the secondary school curriculum in relation to emerging issues. 

 

Interview Schedule 

A structured interview was carried out for the principals and CQASOs. The 

researcher employed a more personal interactive mode of data collection which involved 

face to face interview and probes. Interview schedules were arranged prior to meeting 

the respondents to ensure they were present. An informal strategy was preferred since it 
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created a more complete and spontaneous response from the interviewee. Interviews 

were used as data gathering methods since the researcher was interested in getting rich 

and detailed description of teacher competence for the secondary school curriculum; 

secondly, the interviewer could control the Principals and CQASOs as they responded 

to the questions, and thirdly, the interviewer collected supplementary information about 

the respondents’ personal characteristics and environment which was of great value in 

interpreting results. 

The interview schedule prepared had two sections; the first collected the bio data 

of the principal/CQASO. Section B asked questions on the Principals and CQASOs 

perception on teachers’ ability to integrate emerging issues which include: HIV/AIDs 

education, drug and substance abuse, peace education, disaster preparedness and 

guidance and counselling.  Finally, the Principals and CQASOs were asked to comment 

on preparation and training of teachers for today’s secondary schools and their 

recommendation on the implementation of the curriculum in line with emerging issues.  

Data collected from the interviews were used by the researcher to triangulate on 

the findings from questionnaires. Triangulation involves seeking convergence and 

corroboration of findings from the interviews because the study was on the same 

phenomenon which is teacher competence for the implementation of the secondary 

school curriculum. Through interview method, information was more accurate and 

reliable because the interviewer could get doubts clear and cross-check the respondents 

(Khan, 2008). 

 

Observation Checklist 

Teachers were observed in the classrooms which were purposively chosen from 

the various academic departments in the school and from those teachers who were 

trained in teacher education. Ten schools were randomly selected from across the 

counties for observation and in each school two teachers were observed. The researcher 

decided in advance the behaviors to be recorded and the observation time frame. To 
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record frequency of an observed technique, the researcher used a rating scale of 1-5. The 

purpose of the observation was to further examine the integration of emerging issues 

during teaching. This enabled the researcher to cross-check the information given 

through the questionnaire on integration of emerging issues in the classroom. 

 

Data analysis 

The researcher used descriptive statistics which include frequency distribution and 

measures of central tendency to analyze data. The data was presented in tables wherein 

frequencies and percentages were used. Qualitative data were presented in narrative 

form as discrete data with statements to substantiate teacher competence for the 

secondary school curriculum.  

 

Findings and Discussion 

Data was analysed using descriptive statistics and qualitative data was presented using 

narratives.  The aim was to determine teachers’ competence in integrating emerging 

issues in teaching. The respondents were given constructs on: integrating of HIV/AIDS 

in subject area; integrating knowledge on drugs and substance abuse; disaster 

preparedness; guidance and counselling techniques and peace education.  Teachers were 

to respond using: Well prepared, Not prepared, and Do not know. Table 2 presents the 

findings of the study. 

Table 2 shows that majority of the teachers were well prepared in the training they 

received to integrate the emerging issues. Integration is a skill that requires adequate 

preparation on the part of the teacher. Teachers need to be trained in infusion techniques 

and methodologies that enhance the acquisition of values, skills and attitudes that help 

the learner cope with emerging issues in the school and outside the school. While the 

curriculum emphasizes integration of emerging issues, such class infusion by instructors 

depends largely on teachers’ readiness and commitment to develop strategies and 
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processes of implementing the educational aims (Molosiwa, 2010, & Opata, 2011). The 

benefit of integration approach is that it allows teachers to address many issues, through 

the teaching of the subject area with additional skills borrowed from other disciplines 

and/or critical life skills.  

 

Table 2 

Teachers’ responses on preparedness to Integrate Emerging Issues in Teaching 

Emerging Issues Well 

Prepared 

Not 

Prepared 

Don’t 

know 

 

F % F % F % Total 

HIV/Aids education 248 69.5% 104 29.1% 5 1.4% 357 

Drug and Drug Abuse 262 73.5% 86 24.2% 8 2.3% 357 

Disaster Preparedness  186 52.1% 145 40.5% 26 7.4% 357 

Guidance and Counseling 

Techniques 
279 78.1% 64 17.9% 14 4% 357 

Peace Education 261 73% 85 23.9% 11 3.1% 357 

Total 1236 69.2% 484 27.1% 64 3.6%  

 

Though majority (69.2%) of the teachers agreed that they were well prepared to 

integrate emerging issues in the classroom, the findings from observation showed a 

contrary report. Out of the twenty teachers observed, only three (15%) of them integrated 

emerging issues as seen in Table 3.  Apart from inadequate training, this could also mean 

that teachers have other obstacles that deter them from integrating emerging issues in 

teaching. Madzivanyika (2013) in her study in Zimbabwe concluded that, teachers face 

several challenges including often difficult working environments (overcrowded 

classrooms, lack of resources) and poor or non-existent training. Another study by 

Molosiwa (2010) reported that, Botswana teachers felt badly prepared for infusing 

emerging issues in their course content, although they claimed to be infusing such 

material in their courses. This could mean inadequacy in teacher training which implies 

that these programs should be reassessed to infuse emerging issues.  
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Table 3 

Teachers’ integration of emerging issues in teaching in secondary schools (Principals and CQASO 

responses to interview questions). 

 

Interview questions on integration 

of emerging issues. 

Interview responses 

Principals CQASO 

Yes No Yes No 

Do teachers integrate HIV/AIDs 

education during teaching?  

32(66.6%) 16(33.4%) 4(66.7%) 2(33.3%) 

Do teachers integrate drug and 

substance abuse knowledge during 

teaching? 

28(58.3%) 20(41.7%) 3(50%) 3(50%) 

Do teachers integrate knowledge 

on disaster preparedness during 

teaching? 

13(27.1%) 35(72.9%) 1(17%) 5(83%) 

Do teachers integrate guidance and 

counseling during teaching? 

19(39.6%) 31(60.4%) 3(50%) 3(50%) 

Do teachers integrate knowledge 

on peace education during 

teaching? 

18(37.5%) 32(62.5%) 2(33.3%) 4(66.7%) 

Do you think teachers are 

competent enough to integrate 

emerging issues during teaching? 

23(47%) 25(52%) 1(17%) 5(83%) 

 

Among the Principals and CQASOs, an interview was carried out where majority 

of principals and CQASOs said teachers integrated HIV/AIDs education and drugs and 

substance abuse knowledge in the classroom as seen in Table 3.  On disaster preparedness 

and peace education, there was majority of both the Principals and CQASOs who 

disagreed that these issues were being implemented in the classroom. As for guidance 

and counseling, 31(60.4%) of the principals felt it was not being implemented while 

among the CQASOs, an equal number agreed and disagreed on its implementation. 

Though it is expected that the teachers integrate emerging issues such as HIV/AIDS 

education, drug and substance abuse, disaster preparedness, guidance and counseling 

and peace education, this is not effectively done.  
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Further, from the teachers, Principals and CQASOs responses, it can be interpreted 

that the integration of emerging issues has not been successful. This was also reflected in 

a study by Githinji (2011) which stated that although HIV/AIDS education has been 

introduced and integrated in most countries, its delivery has not yet been successful. 

Another study by Kimani et al. (2012) also concluded that teachers are not thoroughly 

prepared to deal with indiscipline through guidance and counseling in the absence of 

corporal punishment in secondary schools. Despite these conclusions, teachers 

responded that they were well equipped. This was contrary to the findings from the 

observation and the interviews which show that emerging issues were not effectively 

integrated in teaching. This contradicting report may imply that there could be other 

underlying issues that prevent integration of emerging issues by teachers in secondary 

schools in Kenya. This calls for further research to find out these issues.  

 

Use of Life Skills to Impart Knowledge on Emerging Issues 

The study sought to determine how often teachers use life skills to impart 

knowledge on emerging issues. Table 4 interrogates life skills techniques used by 

teachers to impart knowledge on emerging issues in the classroom.  

From the study findings in Table 4, minority of the teachers, 47.6% (167) practise 

life skills techniques to impart knowledge on emerging issues often and 34.5% (121) quite 

often. A total of 16.8 % (59) and 1.1% (4) responded with rarely and never respectively. 

A total of 21.1% (74) and 56.4% (198) of teachers used role play and interactive discussions 

to personalize risk among learners quite often and often respectively. Contrary, 20.2% 

(71) rarely used role play technique and 2.3% (8) never. The table also indicates that 54.1% 

(190) of teachers address pressure from peers and society often, 28.5% (100) quite often, 

while 15.4% (54) and 2.0% (7) indicated rarely and never respectively. Further, 52.7% 

(185) face issues that must be discussed in order for peace to be established and 

maintained often, 22.2% (78) quite often and 21.9% (77) and 3.1% (11) rarely and never.  

Lastly, 51.0% (179) established a procedure that all parties agree to use in discussing 
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difficult issues often, 18.2% (64) quite often and 25.9% (91) and 4.9% (17) rarely and never 

respectively. Life skills curricula designed to often emphasize communications and 

practical skills needed for successful independent living.  

 

Table 4 

Frequency use of Life skill techniques to impart knowledge on emerging issues from the 

questionnaires 

Life Skill 

Techniques 

Quite Often Often Rarely Never  

F % F % F % F % Total 

Practising life 

skills aimed at 

reducing risk 

taking behavior  

121 34.5% 167 47.6% 59 16.8% 4 1.1% 357 

Use role play and 

interactive 

discussions to 

personalize risk 

74 21.1% 198 56.4% 71 20.2% 8 2.3% 357 

Address pressure 

from peers and 

society 

100 28.5% 190 54.1% 54 15.4% 7 2.0% 357 

Face issues that 

must be discussed 

in order for peace 

to be established 

and maintained 

78 22.2% 185 52.7% 77 21.9% 11 3.1% 357 

Establish a 

procedure that all 

parties agree to 

use in discussing 

difficult issues 

64 18.2% 179 51.0% 91 25.9% 17 4.9% 357 

Total 437 24.9% 919 52.4% 352 20.1% 47 2.7%  

 

From the observation, the teacher seems to focus often in changes in knowledge 

alone. This is similar to a study by Malosiwa (2010) which revealed that the level of 

emerging issues infusion in Botswana schools is very low, specifically in the Humanities 

subjects. In the study, two issues in particular were clear. The teachers felt badly prepared 

for infusing emerging issues in their course content, although they claimed to have 
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infused such material in their courses (Malosiwa, 2010). Thus, ineffective integration of 

life skills in teaching, leads to a danger of losing focus on behaviour change which makes 

the learner independent after school. 

The results from the questionnaires as seen in Table 4 indicate that majority of 

teachers employed techniques that impart knowledge on emerging issues. However, 

results in Table 5 shows that many teachers did not integrate emerging issues during 

teaching. This shows that some teachers may have given inaccurate information in the 

questionnaire. Life skills integration is designed to often emphasize communications and 

practical skills needed for successful independent living. A direct result of achieving this 

overall goal is the achievement of positive outcomes in terms of knowledge, attitudes 

and values and intermediate skills. By learning new skills, a learner increases 

understanding of the world around him/her and equip themselves with the tools they 

need to live a more productive and fulfilling life. 

From the observation as seen in Table 5, the teacher seems to focus often in 

changes in knowledge alone since the various skills were rarely integrated. A total of 

3(15%) out of 20 teachers integrated life skills aimed at reducing risk behavior while 

17(85%) did not. The integrated curriculum has been designed to equip learners with 

relevant knowledge, skills, competencies and values to enable them develop their full 

potential. When certain areas in the curriculum are ignored, learners graduate without 

the necessary skills to be productive and morally responsible citizen. 
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Table 5 

Frequency of observed integration of life skills education during teaching.  

Life skills techniques Frequencies of observed 

behavior 

Practice Did not 

practice 

Total 

Practicing life skills aimed at reducing risk 

behavior. 

3(15%) 17(85%) 20 

Use role play and interactive discussions to 

personalise risk 

8(40%) 12(60%) 20 

Address pressure from peers and society 4(20%) 16(60%) 20 

Integration of peace education 6(30%) 14(70%) 20 

Integration of HIV/AIDS education 9(45%) 11(55%) 20 

Integration of disaster preparedness skills 4(20%) 16(80%) 20 

Total 34(28.3%) 

 

86(71.7%)  

 

Across the world, there are political, economic, social and technological pressures 

for schools to be more responsive to students’ needs and be more concerned about how 

well students are prepared to assume future societal roles. According to Rajakumar 

(2006), teaching should awaken positive feelings and foster positive experiences, help in 

arriving at an understanding of the self, encourage openness to inquiry by raising 

questions, exploring, discovering, constructing an understanding of values, and provide 

an opportunity for applying the knowledge of values the student has learnt. Wals (2009) 

argues that Education for Sustainable Development (ESD) is still often carried out by a 

limited number of teacher training institutions at the national level and needs to be 

further mainstreamed. This could be the reason why teachers are not adequately 

integrating emerging issues during teaching in secondary schools.  
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The lack of effective integration of emerging issues implies a possible challenge in 

standardizing education, in order to discover the individual learners’ talents and to 

develop an environment where learners would desire to learn. Although the Ministry of 

Education has gone to great lengths to equip teachers with knowledge and skills 

necessary to manage and cope with emerging issues, there is often, a disconnect between 

policy and practice especially in our examination-orientated school system. 

Conclusion  

The study sought to establish teachers’ competence in integrating emerging issues 

in teaching.  It can be concluded that the integration of emerging issues which includes 

values such as responsibility, respect, excellence, care and compassion, understanding 

and tolerance, honesty and trustworthiness, trust, and being ethical, was not done 

effectively. Other emerging issues such as the use of digital technology in teaching, the 

teaching of life skills education, the use of guidance and counseling in place of corporal 

punishment to enhance discipline and health education for the prevention of HIV/AIDs 

were also not implemented. It was concluded that a significant number of teachers were 

not competent enough to implement the secondary school curriculum in Kenya. Teachers 

seemed to focus often on changes in knowledge alone. Despite the fact that many teachers 

reported they were well trained to implement emerging issues in teaching, lack of 

integration by majority of them could be due to poor training hence lack of competence. 

Integration of emerging issues in teaching creates awareness, stimulate critical thinking 

and hence change in behavior.  

 

Recommendations 

The Ministry of Education should review teacher education curriculum and introduce 

policy reforms to strengthen the integration of emerging issues in schools and Integrate 

ICT in teaching and learning process.  On the other hand, KICD should organize seminars 

and in-service programs to train and orient teachers on integration of emerging issues.  
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