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 ABSTRACT 

The general objective of this study was to assess teachers‟ preparation for teaching 

pupils with visual impairment in inclusive classrooms in Tanzania. A cross-sectional 

design was employed as well as a qualitative approach with some elements of 

quantitative approach. Data were collected through documentary review, interviews, 

questionnaires and observation which involved 45 respondents. This sample was 

obtained through purposive sampling, simple random sampling and stratified random 

sampling in that order. 

 

The findings show that training offered in college „A‟ aimed at preparing teachers in 

teaching visually impaired learners in inclusive classrooms. On the contrary, College 

„B‟ aimed at training teachers in inclusive setting. It was also showed that studying 

inclusive education in general, caused student-teachers to graduate without enough 

content and competencies. Also, the challenges faced teachers‟ colleges in preparing 

teachers included inadequate teaching and learning materials, lack of financial 

support and inappropriate teaching techniques. Some of the measures to reduce those 

challenges include equipping knowledge and skills as well as provision of material 

support for student-teachers on how to teach pupils with visual impairment. 

 

Therefore, it is recommended to include more content and competencies in 

certificate education with specialization in certificate special education curriculum, 

to ensure availability of special needs materials and to consider teaching as a 

continuum, starting with pre-service to in-service training for certificate special 

education teachers in order to prepare high quality teachers for teaching visually 

impaired learners. 
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CHAPTER ONE 

THE CONTEXT OF THE RESEARCH PROBLEM 

1.0 Introduction 

This chapter presents the context to the research problem on raising teachers‟ 

capacity for teaching students with visual impairment in inclusive classroom. Other 

areas covered in this chapter include statement of the problem, the research 

objectives and questions, significance of the study, delimitation of the study and 

operational definition of key terms. 

 

1.1 Background to the Problem  

Students with visual impairment are increasingly receiving special education 

services in general education classrooms (McGregor and Vogelsberg, 1999). 

Consequently, special and general education teachers are facing the challenge of 

providing services in general education classrooms that were historically provided in 

two different educational settings. Terms like integration, mainstreaming, and 

eventually, inclusion have been used to describe this educational move. Inclusion is 

the contemporary term that refers to “the practice of educating students with 

moderate to severe disabilities alongside their chronological age peers without 

disabilities in general classrooms within their home neighbourhood schools” (Alper, 

2003, p. 15). The inclusion philosophy is based on the principle of equal opportunity 

for all people. Accordingly, in a democratic society, students with disabilities should 

not be denied access to public education based on basis of their disabilities. 

 

The success of inclusion depends on many factors, including training of teachers and 

the quality of instruction they offer to their students (Leyser and Tappendorf, 2001). 
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More specifically, teachers‟ training for teaching inclusive classes has been found to 

be a crucial factor that impacts on the implementation of inclusion for children with 

visual impairment (Bender, Vail and Scott, 1995). For instance, it has been reported 

that teachers with more knowledge on inclusion have more confidence in their 

abilities and commitment to accommodate learners with visual impairment in 

inclusive settings by adapting appropriate classroom materials and related 

procedures (Campbell et al, 2003). The teachers without special education 

knowledge were found to have low expectations for individuals with visual 

impairment (Winter, 2006). Put simply, lack of enough training about children with 

special learning needs such as visual impairment, and schooling are likely to 

interfere with the teachers‟ support for effective participation in inclusive settings 

(Brantlinger, 1996). 

 

The concern for preparation of qualified special education teachers has been a topic 

in the literature since early 1910 when professional discourse considered the “notion 

of a highly-trained public school special education teacher” (Osgood, 1999, p. 87). 

Many of the early researchers in the field of special education (Deridder, 1950) laid 

the groundwork by conducting studies on the development and training programmes 

for teachers of exceptional children. From this time onward, the special education 

teacher preparation field began to grow from sporadic courses to structured and 

accepted programmes of study at colleges and universities. 

 

While there have been no studies that directly assessed the effects of pre‐service 

education or in‐service professional development on a teacher‟s contribution to 



 

 

3 

achievement of students with disabilities such as visual impairment, a number of 

studies investigated the relationship between the training of special education 

teachers and their classroom practice (Mc Leskey and Henry, 1999).  Using 

observations of classroom performance and principle ratings, Smith (2004) found 

that graduates of a traditional special education teacher program had superior 

classroom practices compared to their counterparts from a university‐district 

partnership and from a district “add‐on” program. Nougaret (2005) found similar 

results indicating that traditionally licensed teachers are better than emergency 

licensed teachers on several dimensions such as planning and preparation, classroom 

environment management, and instruction. 

 

In Australia, for example, a study by Kettle and Sellars (1996) showed that teachers‟ 

professional preparation and development have a large impact on defining teacher‟s 

goals for their students with visual impairment and these goals in turn affect the 

teachers‟ behaviour in the classroom and schools. A survey conducted in the United 

States of America, showed that many of these institutions had failed in their attempts 

to prepare regular educators for the challenges of inclusion and collaborative 

teaching environments (Trump and Hange, 1996). 

 

Recognizing the importance of training special education teachers, Tanzanian 

teachers‟ colleges offered various courses. For example, in 1976 the Ministry of 

Education and Culture, introduced special education courses (Certificate) under the 

program of in-service training. Teachers‟ training later introduced diploma in special 

needs education for in-service teachers. Bachelor degrees in special needs education 
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is currently offered by the University of Dodoma and Sebastian Kolowa Memorial 

University (SEKOMU). The University of Dar es Salaam provided some modules of 

special needs education to student-teachers in order to equip them with knowledge, 

skills and competency of facilitating learners with special needs (MoEVT, 2008). 

According to Babyegeya (2002), teachers‟ training in Tanzania teachers‟ colleges 

aim at equipping pre-service and in-service teachers with the knowledge and skills 

that are useful in carrying out the teaching and learning process to all learners 

regardless of their various abilities. 

 

Despite Tanzanian teacher‟ training colleges offering a course on special education, 

Hakielimu (2009) found out that many inclusive education teachers graduate without 

enough knowledge on children with special needs and failed to accommodate 

students with visual impairment in their inclusive classrooms. The study found that, 

many universities and colleges were using different curricula to train student-

teachers. The separation of curricula in preparing teachers hindered the move for 

inclusion for all children in the schools. Thus, most of pre-service teachers were not 

exposed to students with special needs (Kisanji, 1995).  

 

1.2 Statement of the Problem 

While inclusive education has been practiced in Tanzania since 1997, teacher 

development programmes remained unchanged in terms of special education needs, 

content and pedagogy (Flavell, 2001). Consequently, the effectiveness of special 

education teachers‟ training programmes in preparing teachers for teaching students 

with visual impairment in inclusive classrooms is still uncertain.  
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Although studies had been conducted on inclusive education for pupils with 

disabilities in Tanzania as well as elsewhere at various educational levels, very few 

studies evaluated teacher development. At primary school level, most of the studies 

investigated the enrolment of pupils with special needs, and teachers‟ views and 

attitudes towards school pupils with disabilities (Kisanji, 1995). There are few 

studies on the teachers‟ preparation for teaching pupils with visual impairment in 

inclusive classrooms. This was the knowledge gap this study intended to fill.  

 

1.3 General Objective of the Study 

The study aimed at assessing the adequacy of the special education teachers‟ training 

programme in raising teachers‟ capacity for teaching pupils with visual impairment 

in inclusive classrooms in Tanzania. 

 

1.4 Specific Objectives of the Study  

The specific objectives of this study were: 

i. To assess the extent to which the certificate teacher education curriculum 

packages (CTECP) provide special needs education for student-teachers to 

teach pupils with visual impairment in inclusive classrooms.  

ii. To examine the challenges facing special education teachers‟ training 

colleges in preparing student-teachers for teaching pupils with visual 

impairment in inclusive classrooms. 

iii. To find out measures taken at the national and college levels in equipping 

special education student-teachers with the relevant knowledge and skills for 

teaching students with visual impairment. 
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1.5 Research Questions 

The study was guided by the following research questions: 

i. How do certificate teacher education curriculum packages (CTECP) equip 

student-teachers with special needs education to teach pupils with visual 

impairment in inclusive classrooms? 

ii. What are the challenges facing special education teachers‟ training colleges 

in preparing student-teachers for teaching pupils with visual impairment in 

inclusive classrooms?  

iii. What are the measures taken at the national and college levels in equipping 

special education student-teachers with the relevant knowledge and skills for 

teaching students with visual impairment? 

 

1.6 Significance of the Study 

This study was expected to answer some of the questions that educational 

stakeholders have on the ability of special education teachers‟ programme in 

preparing special education teachers who can teach children with visual impairment 

in inclusive classes in Tanzania. The findings are also expected to provide useful 

information that could be used by the MoEVT to ensure that special education 

teachers‟ training curricula produce teachers who can teach children with visual 

impairment in inclusive classes. Finally, the findings are expected to shed light on 

the challenges that face special education teachers‟ training in preparing teachers 

who can meet needs of children with visual impairment in inclusive classrooms. 

Also, it can provide ways of improving teachers training for children with visual 

impairment in inclusive classrooms.    
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1.7 Scope and Delimitation of the Study  

This study focused only on the special education teachers‟ training and raising the 

capacity of teachers for teaching pupils with visual impairment in inclusive 

classrooms. The study confined itself to selected certificate teachers‟ training 

colleges in Tanzania that is, Patandi and Mpwapwa Teachers‟ Colleges. 

 

 1.8 Operational Definition of Key Terms 

 Disability 

In this study, disability refers to the reduced function or loss of a particular body part 

or organ. It limits a person‟s ability to perform certain tasks (for example seeing, 

hearing, and walking) in the same manner in which most non-disabled person do.  

 

Inclusion 

In this study, inclusion refers to a professional belief that students with disabilities 

should be integrated into general education classrooms whether or not they can meet 

traditional curricular standards and should be full members of those classrooms.  

 

Inclusive classroom 

Inclusive classroom refers to the classroom that accommodates all pupils regardless 

of their physical, socio-emotional, and intellectual and other types of conditions. In 

this study, inclusive classroom is used to mean a class that accommodates learners 

with moderate to severe disabilities alongside their chronological age peers without 

disabilities in general classrooms within their home neighbourhood schools (Alper, 

2003). 
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Special education 

In this study, special education refers to a service or supportive part of the 

educational system where the professional either consults with teachers or provides a 

considerable amount of direct instruction and collaborates with others who also teach 

and work with students with disabilities (Smith and Smith, 2000). 

 

Visual impairment 

In this study, visual impairment refers to both blindness and low vision. Visual 

impairment can be defined legally and educationally. This study adopted educational 

definition of visual impairment which considers the ability or degree of a person to 

use visual ability educationally. Educationally, a student with low vision is the one 

who has some vision, and therefore can read enlarged prints. On the other side, an 

educationally blind child is the one with very limited vision and thus relies on 

reading and writing by using the braille system or by using audio tapes (Mastropieri 

and Scruggs, 2010). 
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CHAPTER TWO 

LITERATURE REVIEW 

2.0 Introduction 

In order to provide context for the research, this study reviewed literature from a 

number of countries including the situation of inclusive education, policies on 

inclusive education, concept of teacher training, the changing discourse on disability, 

teacher preparation to teach pupils with disabilities and special educational needs. 

Also, the literature on the aims and objectives of teachers‟ training in Tanzania and 

the importance of teacher training for special education teachers were reviewed. The 

chapter also, provides a theoretical framework, conceptual framework as well as 

synthesis and the research gap. 

 

2.1 Theoretical Framework  

Current teacher education programmes have been influenced by a number of 

theoretical models, for example academic, practical, technological, personal and 

critical/social re-constructionist traditions (Schepens et al, 2009). Britzman (2003) 

describes practices in institutions holding onto the positivist or academic tradition as 

providing knowledge through various, often fragmented courses while schools 

provide the setting where student-teachers are expected to apply those theories and 

integrate knowledge and practice by themselves. 

 

A number of research studies discussed the effectiveness of different theories to the 

preparation of teachers for inclusion. Stayton and McCollun (2002) identified three 

models that existed in programmes that train for inclusion: the Infusion model, the 

Collaborative Training model and the Unification model. In the Infusion model 
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students take one or two courses that cover inclusive education. In the Collaborative 

Training model, many more courses deal with teaching inclusive classes, and 

mainstream teaching students and special education student-teachers do all or part of 

their practical experiences together. In the Unification model, all student-teachers 

study the same curriculum that trains them for teaching mainstream education with a 

focus on pupils with special needs. 

 

Pugach and Blanton (2009) refer to discrete, integrated and merged models and point 

out that these form a continuum from least to most collaborative. Wang and Fitch 

(2010) concluded that all inclusive teacher education programmes should embrace 

the key elements of successful co-teaching to train better collaborative teachers for 

21
st
 century inclusive education. 

 

An approach that incorporates specific activities for inclusive education training in a 

general education subject is described by Golder et al. (2005) and Pearson (2007). 

This was also referred to as the „permeation‟ or „embedded‟ model and requires 

careful planning and monitoring if it is not to appear unplanned and incoherent 

(Avramidis and Kalyva, 2007). This „content infused approach‟ was under-

researched (Loreman, 2010) but was supported by many studies including Voltz 

(2003), Woloshyn and Bennett (2003).   

 

Chickering and Associates (1981) assume that no single approach is adequate for all 

matters, rather attempts to identify the curriculum contents that best meet the needs 

of special education teachers. Eclectic theory emphasizes borrowing what is most 

relevant from other approaches. Since the researcher finds none of the reviewed 
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theories discussed claimed to be adequate in explaining the effectiveness of special 

education programmes in preparing effective special education teachers, the eclectic 

theory has been adopted. Florian and Rouse (2001) argue that modules or units on 

special education in initial teacher education serve to „reinforce the sense of 

separation that characterizes special education and leads to the belief that such 

children were the responsibility only of those who had undertaken specialist courses‟ 

(p. 596). The approach is flexible and views this study as a result of weaknesses of 

the above three models.   

 

2.2 Current Situation of Inclusive Education 

Official implementation of inclusive education by the Tanzanian Government started 

in 1998, after the Salamanca Conference of 1994.The Government, in collaboration 

with the Salvation Army and UNESCO, carried out a pilot project in Temeke 

Municipality in Dar-es-salaam by introducing inclusive education in seven primary 

schools. The project expanded up to 208 primary schools in different regions 

throughout the country by 2008 (URT, 2008). The increase in the number of schools 

resulted in an increase in the enrolment rate for students with disabilities, although a 

lot of them were still out of school. For instance, the enrolment rate for children with 

visual impairment, in inclusive settings, was still low as compared to other students 

without disabilities due to few inclusive schools for students with visual impairment. 

For those who managed to enter the school system, education provision did not 

favour them and their needs were not met (ICC, 2008). 

 

Charema and Peresuh (1996) contended that inadequate relevant resources and 

facilities were obstacles to the implementation of inclusive education in developing 
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countries. A study done by Kisanji (1995) in Tanzania revealed that appropriate 

materials were insufficient for children with disabilities enrolled in regular schools. 

Also, the disability survey conducted in 2008 showed that only 2.5% of children 

with disabilities up to the age of 14 years were using assistive devices (NBS, 2009). 

In Africa and many other developing countries, meaningful inclusive education was 

not realized due to lack of necessary support and resources from the governments 

caused by limited funds (Abosi, 2000 and Zindi, 1997). 

 

However, through Secondary Education Development Programme (SEDP), the 

government works in collaboration with other educational stakeholders to improve 

the quality of inclusive education in secondary schools. This was done through 

provision of general and disability specific learning materials, and assistive devices 

to enhance learning of students with disabilities. It was also done through 

modification of school buildings and infrastructures in order to eliminate barriers 

related to mobility of children with disabilities (URT, 2008). 

 

Furthermore, inclusive education was not clearly understood by non specialist 

teachers. Research done in Temeke Municipality showed schools were trying to 

implement inclusive education, although the concept of inclusive education was not 

very much understood among the non specialist teachers and other education 

stakeholders (Miles, 2003). Another study conducted in Same district in Tanzania, 

on how inclusive education was provided at the classroom level, showed that the 

education system continued with segregating and labelling students into “bright 

students and dull students”. The “bright students” were given more attention than the 

“dull students” (Mmbaga, 2002).  
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Practices of inclusive education in the way these teachers were doing, showed that 

non specialist teachers were far away from the realities of inclusive education 

provisions because the learning environment was not adapted and adjusted enough to 

accommodate and accept the differences among the students (Miles, 2003 and 

Mmbaga, 2002). Furthermore, this form of inclusive practices suggested that general 

teachers saw education provision in inclusive schools in a medical model 

perspective. This demanded students to change so that they fit into the existing 

education system. This means that the education provision in inclusive schools was 

dominated by a rigid curriculum. The principle of inclusion demanded the 

curriculum to be flexible to meet the diverse needs of students in inclusive 

classrooms (social model). The consequences of providing education in an inclusive 

setting in a medical model perspective, meaning that some students with special 

needs and who were not “bright” were left out (Mmbaga, 2002). 

 

The knowledge among non specialist teachers may be lacking because inclusive 

education is a relatively new concept and approach that the country was struggling to 

implement. The fact that inclusive education was not mentioned in educational 

documents, made its implementation, monitoring, and evaluation difficult (Eleweke, 

2002; and Lewis and Little, 2007). Therefore, there was a need to incorporate it in all 

educational policies to enable education stakeholders to become aware of inclusive 

education and how to implement it (MoEVT, 2009). 

 

However, the government was making efforts to gradually change the vision of 

inclusive education among education stakeholders to a new perspective of 

understanding it as a system to support all learners regardless of their differences 
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(URT, 2008). To achieve this, there was a unit of Special Needs Education in the 

Ministry of Education and Vocational Training (MoEVT) that prepared teacher‟s 

guides on inclusive education and teacher‟s resource pack adapted from UNESCO. 

Through these documents, the ministry has the intention of educating and creating 

awareness among teachers on adaptive teaching, and creating an environment that 

responds to individual needs of students in order to meet the goal of Education for 

All (EFA). Moreover, it aimed at encouraging teachers to work in cooperation with 

families, parents and the community at large, to determine the learning needs of 

every student with special educational needs (URT, 2007). 

 

2.3 Policies on Inclusive Education 

Tanzania is a signatory to various international policies on education and is bound to 

adhere to and translate them into workable national policies for implementation. The 

following are the brief presentation of some of these international policies stressing 

on inclusive education. 

 

Universal Declaration of Human Rights (UDHR) of 1948 

This was the first policy adopted by the United Nation General Assembly which was 

the centre of Inclusive Education. The Declaration admitted that human beings were 

different from one another and that these differences should be respected and used as 

catalysts for ensuring provision of services to cater for the needs of all people 

without discrimination (UNESCO, 1996).  
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The United Nations Convention on the Rights of the Child of 1989 

This was the second policy which advocated for the rights of all children to get 

education without any kind of segregation or mistreatment. It also points out that 

children with disabilities should be assured of education as much as their fellow 

children without disabilities (MoEVT, 2009).  

 

The Jomtien World Declaration on Education for All of 1990 

This was the third policy which took place in Thailand. Among the six goals set 

under the Jomtien World Declaration, one of them (more related to this study) was to 

ensure access and provision of education to all marginalized groups including 

children with disabilities (Eklindh and Van den Brule-Balescut, 2006). 

 

The Standard Rules on the Equalization of Opportunities for Persons with 

Disability of 1993 

This was the fourth policy which one of its rules asserted that all countries should 

provide equal access to primary, secondary and tertiary education for children with 

disabilities in integrated settings (Possi, 1996).  

 

The Salamanca Statement of 1994 

This was the fifth policy which provided a remarkable and fundamental document 

giving out a firm standpoint on inclusive education, aiming at eliminating 

discrimination, creating welcoming communities, building an inclusive society and 

reaching education for all (Eklindh and Van den Brule-Balescut, 2006).  

 

 



 

 

16 

The Dakar Framework for Action 

This was the sixth policy which adopted a world Declaration on Education for All 

(EFA) in the year 2000 as a tool to establish Education for All children. It was seen 

that Inclusive Education is a good way of achieving EFA goals (Eklindh and Van 

den Brule-Balescut, 2006; Peters, 2003). On the other hand, the government of 

Tanzania introduced several national policies, some of which were a direct result of 

the international policies mentioned above (TFDPO, 2010). The following were 

policies introduced in the country stressing on inclusion. 

 

The Policy of Education for Self-Reliance (ESR) (1967) 

This was introduced by Mwalimu J.K. Nyerere, the first President of the United 

Republic of Tanzania, in 1967. ESR was introduced to abolish the previous form of 

colonial education which was segregating Africans. Therefore, ESR was introduced 

with the aim of opening doors to all school aged children without any form of 

discrimination. It was also aimed to provide education that was appropriate and 

relevant to Tanzanians, in order to give them knowledge and skills important for 

them to participate in the community production for their own benefits, and for the 

benefits of the nation. ESR was the philosophy that guided and continues to guide 

the education provision and development in the country until now (Mmbaga, 2002). 

 

Universal Primary Education (UPE) (1977) 

This declaration aimed at emphasizing the provision of free education to all children 

for the primary educational level regardless of their socio-economic and ethnic 

differences (Omary et al., 1983). UPE helped to increase the enrolment rate in 

primary schools. However, the issue of quality education was not taken into 
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consideration. Under this policy, overcrowded classes were observed, resulting into 

some classes being conducted under trees (Karakoski and Strom, 2005; Mmbaga, 

2002). 

 

The Education Act of 1978 

This act governed the compulsory Primary Education for all children and that every 

citizen had the right for it as long as he or she could pursue it. Parents and guardians 

were assigned the role of making sure that no child, who deserved to be at school, 

remain at home. This Act, however, did not state how its guidelines should be 

implemented. As a result, the Act did not make any significant impact on the 

education for people with disabilities as many of them were still locked out of the 

education system (Karakoski and Strom, 2005; Mmbaga, 2002). Despite the 

amendments it had gone through, the Act did not include the issues of inclusive 

education. Therefore, inclusive education and special needs education provision 

were still unclear (Karakoski and Strom, 2005). 

 

The Education and Training Policy (1995) 

The right to education for all school children was still emphasized by this policy. 

The policy was introduced to ensure the right to education for every child regardless 

of sex, colour and ethnicity (MOEC, 1995). In this policy some statements about the 

right to education for children with disabilities were obvious although there were 

little significant practical and enrolment changes in this regard. It also put emphasis 

on the training of non specialist teachers as well as teachers for students with special 

educational needs (Karakoski and Strom, 2005 and MoEVT, 2009). 

 



 

 

18 

National Disability Policy (2004) 

Tanzania clearly started to uphold the rights of people with disabilities after the 

introduction of this policy. Before the introduction of this policy, there was no clear 

specific policy to guide the life of people with disabilities. Among other things, the 

National Disability Policy advocated for the provision of a conducive environment 

for inclusive education by the government itself and other educational stakeholders 

(URT, 2004). However, the policy did not state how inclusive education and the 

philosophy behind inclusion, as shown in the Salamanca guidelines, should be 

implemented to effect the proper provision of education to students with special 

needs in inclusive settings (Mmari, Mzee and Frankenberg, 2008). 

 

Primary Education Development Program- (PEDP, 2002-2006) 

PEDP was said to have made a significant impact on the improvement of access and 

quality of primary education in the country. However, PEDP had no effect to the 

education situation of children with disabilities because the issues of education for 

children with disabilities were not put forward in the overall plan (Karakoski and 

Strom, 2005). 

 

Inspite of all these policies, Grol (2000) claimed that effective policies and 

legislations to support implementation, the control and monitoring of inclusive 

education were lacking. This seemed true considering the fact that there were no 

official documents specifically prepared to guide the preparation for teachers for 

people with disabilities, especially in inclusive settings. All the guidelines for 

provision of education were based on the policies and documents for general 

education (Karakoski and Strom, 2005). As a result, many children with disabilities 
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in Tanzania did not receive education in general schools (Eleweke, 2002). Even for 

the few who were included in general classes their educational needs were not met 

because many schools did not have supportive environments for their learning 

(MoEVT, 2009). Karakoski and Strom (2005) suggest that if the government of 

Tanzania wanted to make an improvement on education and to fulfil the international 

educational goals she had committed herself to, she should seek to review 

legislations and policies to establish inclusive settings and address issues of 

disabilities. 

 

2.4 Education of Students with Visual Impairment 

Rwajahura (2008) pointed out that NGO‟s, UNESCO and the Ministry of Labour 

estimated the number of children with disabilities in the country to be 3.5 million. 

The survey conducted in 2008 by National Bureau of Statistics (NBS) revealed that 

people with visual impairment constitute a high percentage of persons among those 

with disabilities (NBS, 2009). It was estimated that there were 1.5 million people 

with visual impairment in the country with an increase of 70,000 people who became 

visually impaired every year due to blood pressure and lack of vitamin A (Daily 

News, 2011). According to research done in Kibaha District in Tanzania to 

determine the magnitude and causes of low vision among primary school children, 

the prevalence of low vision among the students was high and increased with age 

(Kingo and Ndawi, 2009). 

 

Despite the large figures of people and students with visual impairment, both the 

enrolment rate and transition of students with visual impairment to primary school, is 

still low. It is estimated that less than 10% of students with visual impairment have 
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access to education in developing countries (ICEVI, n.d). The number of students 

with visual impairment in primary schools advancing to secondary school is only 

870 out of 4031 students enrolled in primary schools (URT, 2010). Some of the 

reasons for this small number could be few inclusive schools in the country and an 

examination system which is not good enough to enable students with visual 

impairment to proceed to secondary schools (Gronlund, Lim and Larsson, 2010). 

 

Talking on the number of schools, for example, there were only seven schools by 

2004 adapted to children with visual impairment, one of them being Patandi 

Practicing School, which has Braille machines and a room adapted for students with 

special needs. These classes were supposed to accommodate 2000 students with 

special needs (Mboya et al., 2008). The Government is now trying to establish new 

special and inclusive schools in order to increase the enrolment rate for students with 

disabilities including students with visual impairment. With the introduction of 

Poverty Reduction Strategy II, it was estimated that the enrolment rate for children 

with disabilities would increase from 0.1% in the year 2000 to 20% by 2010 (URT, 

2008). According to the MoEVT (2009), there is a slight increase in the number of 

inclusive primary schools including for students with visual impairments nowadays. 

There are about 15 schools including for students with visual impairment in the 

country.  

 

2.5. General and Special Teacher Education 

As stated in the previous chapter, there is a shortage of teaching staff in general and 

particularly inclusive primary schools in Tanzania to meet the large number of 

students in these general and inclusive schools (URT, 2011; Seya, 2008). It was 
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observed that current general teachers do not have sufficient knowledge and skills of 

teaching inclusive classrooms and handling students with special educational needs 

(URT, 2008). Karakoski and Strom (2005) showed that only 0.9% of about 118,000 

general teachers, teaching in general and inclusive schools in Tanzania have had 

teacher training on special needs education. This is because there are few colleges 

and universities which offer courses for teaching students with visual impairments 

(Seya, 2008). On top of that, teachers‟ training colleges do not have sufficient 

packages on inclusive education (Mboya et al., 2008; Mmari, Mzee and 

Frankenberg, 2008). For example, the University of Dar-es-salaam has few courses 

on inclusive education (Mboya et al., 2008). 

 

The Government has been making efforts to increase the number of universities to 

improve the expertise among general teachers in this area. Currently, there is a slight 

increase in the number of institutions offering special needs training for general 

teachers in secondary schools. Previously, Tanzania had only one college, Patandi 

teachers‟ college that offered training to teachers at certificate and diploma levels in 

special needs education. This was until 2005, before the university based training 

started by the Open University of Tanzania (OUT) in collaboration with the Abo 

Akademi University in Finland. The bachelor degree in special needs education was 

therefore, offered by this university (Kapinga, 2012). Later in 2007, another private 

university by the name, Sebastian Kolowa University College (SEKUCo), in 

Lushoto district, started to offer a Bachelor degree in various specializations within 

special needs education for both pre-service and in-service teachers (SEKUCo, 

2009). In 2008, a third university started to offer a Bachelor degree in the same area 

for both pre-service and in-service teachers, and this was the University of Dodoma 
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(UDOM). Despite an increase in the number of universities, still there is lack of 

enough training programmes to provide knowledge and skills for specialists needed 

to support inclusive education (Kapinga, 2012). 

 

The Government has also been making efforts to incorporate inclusive education 

components in teachers‟ training programmes to help teachers acquire the necessary 

skills to teach in inclusive classroom (URT, 2008). In addition, the University of 

Dar-es-salaam has been offering courses with packages of inclusive and special 

needs education though they are few and are elective (Mboya et al., 2008). 

Furthermore, in order to respond positively to the emergency of inclusive schools, 

teachers are encouraged by the Government to undertake professional development 

training to equip them with the necessary current knowledge of teaching inclusive 

classrooms (Maswanya, 2007). 

 

 2.6 Aim and Objectives of the Teacher Education in Tanzania 

To ensure that there is an improvement in the quality of education, the Tanzania 

Institute of Education (TIE) in 2000 developed a new teacher education curriculum 

that could cope with global changes in the provision of secondary education. The 

new curriculum placed emphasis on reforming the two-year teacher education 

programme to produce knowledgeable and competent teachers, capable of effective 

teaching in primary schools (Osaki, 2007). This impetus focused on improving 

student-teachers‟ teaching skills, developing the teachers‟ professional attitudes, 

sharpening of knowledge and understanding of the subject matter content, and 

developing teacher effective communication ability or skills in the process of 

guiding learners. This change in curriculum was directed towards meeting the 
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requirements of qualified professional teachers, who should have sound subject 

mastery to teach effectively. Sound knowledge of psychology would enable them to 

gain an understanding of how children learn and recognize the needs of children with 

special needs. 

 

According to Osaki (2007) a teacher should have skills for planning lesson carefully, 

selecting appropriate materials, making goals clear to the students, simplifying 

presentation by using life experiences to make life simple and kindle curiosity. In 

addition, they have to ignite interest and win appreciation of the subject matter, 

check students regularly and teach again material which students have trouble 

learning. Other aspects include making good use of the time they spend on each 

instructional task, having coherent strategies for instruction, thereby becoming 

facilitators of learning and not conveyors of knowledge, who develop  skills criterion 

referenced assessment and norm referenced assessment. 

 

Thus, primary school teachers must be properly trained to become qualified teachers 

who can meet inclusive classes‟ demands. A high qualified teacher, in this case, 

should possess qualities such as competency in subject matter, mastery of the 

teaching methods, resourcefulness and creativity, knowledge and application of the 

evaluation procedure, and the desire to teach as well as a high morale. These 

qualities are in line with teacher education objectives and attributes of a professional 

teacher as stipulated by the 1995 Ministry of Education and Training Policy (URT, 

1995). 
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2.7 Education for Teachers of Pupils with Disabilities and Special Education 

Needs 

Research has found that when they have access to a wide range of support and 

teaching strategies, inclusive schools can also be effective schools as defined by 

current criteria (Florian and Rouse, 2001). Analysis of the Programme for 

International Student Assessment (PISA) results indicated that more inclusive 

schooling systems have both higher levels of performance and fewer disparities 

among students from differing socio-economic backgrounds (OECD, 2004: 197). In 

some countries, for example the UK more specific information about the academic 

achievement of pupils described as having „special educational needs‟ is now 

available, although conceptual and technical issues still require further development 

(Florian et al, 2004). 

 

Many variables contribute to positive educational outcomes for students. The most 

influential are non-school variables, such as family and community background, 

ability and attitude (OECD, 2005). However, of the in-school factors, which affect 

student learning, teachers are the single most significant source of variation and 

students benefit from a well-educated teaching force (OECD, 2005). The importance 

of a highly skilled teaching profession is also noted by the EU in the document 

Education and Training 2010. The recommendations emanating from this document 

will increasingly affect teachers‟ professional lives such as the ten common 

European principles for teacher competencies and qualifications (EU Commission, 

2005). Nationally, the commitment to establishing principles for teachers has been 

initiated by the Teaching Council of Ireland which has adopted a code of practice 
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including standards of teaching, knowledge, skills and competency (Teaching 

Council, 2007). 

 

If we accept that the expertise and proficiency of teachers who teach children with 

special needs is crucial to a child‟s experience of the education system, then the 

development of excellent teacher education programmes in special needs education 

must be the next challenge for supporters of inclusion and policy makers. Teachers‟ 

skills and abilities are developed through effective teacher preparation programmes. 

It is the quality and strength of these programmes that ultimately influence children‟s 

educational experience. The importance of high-quality teacher education 

programmes to ensure optimum quality learning experiences for students with 

special needs cannot be overstated. The content, methodologies and assessment of 

such programmes must be rigorously evaluated and continually improved (Cardona, 

2009) 

 

Internationally, a very high preponderance of research recommendations as well as 

policy and expert reports on the education of persons with disabilities and special 

educational needs has emphasized the importance of teacher education in effecting 

change and moving to more inclusive systems (Florian and Rouse, 2001). Teacher 

education, it is argued, must help teachers develop a coherent professional identity in 

addition to helping them to be competent in subject matter pedagogy (Pearson, 

2007). Teacher identity, of course, is of particular importance in the education of 

persons with special educational needs in mainstream schools as traditionally this 

has been seen as the task of specialists and special schools and not the role of the 

mainstream teacher. In Northern Ireland, for example, where increased inclusion is 
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the policy direction, a study of student-teachers‟ attitudes to inclusion revealed 

evidence of support for the philosophy of inclusion and for inclusive practices 

generally. It also showed that many young teachers still show a strong attachment to, 

and belief in, traditional academic selection as a preferred education model (Lambe 

and Bones, 2006). 

 

International research findings have indicated that teachers feel unprepared for 

inclusion. Research among Northern Ireland practitioners (Winter, 2006) found their 

recommended model of special needs education delivery would be a combination of 

„permeation‟ plus „standalone‟ courses with the focus on student characteristics, 

behaviour management, assessment and evaluation, and disability/SEN legislation. 

Practitioners in this study did not, however, feel their initial teacher education had 

prepared them adequately to teach in these inclusive settings regardless of whether it 

was a one- or a four-year programme. Consequently, a large number of teachers may 

lack the confidence needed to meet the pupils‟ special needs. Further research in 

Northern Ireland (Abbott, 2006) has suggested that a coherent plan at pre-service 

level would diminish teachers‟ fears about different learning difficulties and 

disabilities, while experience with special educational needs on teaching practice 

would minimize the „culture shock‟ beginning-teachers encounter. The principles 

and culture of inclusion are then, the study argues, more likely to permeate their 

early classroom experience. Other parts of the UK are also trying to move to a more 

inclusive system. Therefore, a need to equip teachers to work in more diverse 

classrooms from the start of their teaching careers has been identified (Golder et al, 

2005). 
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Recent research (Anderson and Gumus, 2006) has explored how a course in special 

education has affected secondary general education pre-service teachers‟ attitudes 

towards individuals with disabilities, teaching students with mild disabilities and the 

degree of their preparedness (self-reported) in working with students with 

disabilities. The findings supported the hypothesis that a course in special education 

with necessary components, that is introductory special education knowledge, 

activities designed to enhance students‟ dispositions toward students with 

disabilities, and instructional strategies that will help general education teachers to 

teach students with mild disabilities at the middle and secondary levels more 

effectively, can be effective in preparing secondary education pre-service teachers to 

work in inclusive classrooms (Anderson and Gumus, 2006).  

 

Analysis of the impact of teacher experience in teaching pupils with special 

education needs in Greece has shown the positive impact of such experience and also 

demonstrated the importance of substantive long-term training in the formation of 

positive teacher attitudes towards inclusion (Avramidis and Kalyva, 2007). Thus, it 

has been suggested that teacher educators need to embrace the paradigm shift that 

inclusive education demands and to engage in dialogue across a multiplicity of 

cultures, religions, identities and ways of thinking. This entails making teaching a 

moral, visionary profession in which social and moral questions are truly explicit and 

embedded and which embrace the greater, social and moral questions, rather than 

just teaching techniques and curriculum standards (Moran, 2007). 
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2.8 The Importance of Teacher Training for Special Education Teachers  

Teacher education in Tanzania is designed to respond to key priority areas of the 

primary and secondary education curriculum. After all, there is a relationship 

between the teacher education programme in place and the pupils with special needs 

learning achievements across all levels. Thus, any efforts to expand education 

provision, improve quality, optimise resource utilization and ensure continuous 

professional development at all levels, depend largely on teacher education 

(Mwakyeja, 2013). 

 

On the whole, many factors contribute to quality teaching, such as the professional 

competency of the teacher, which includes subject matter knowledge, pedagogical 

content knowledge, knowledge of teaching and learning, curricular knowledge, 

teaching experience, and certification status (Winter, 2006). The findings by 

Stainback and Stainback, (1992) indicate a consistent and significant positive 

relationship between the proportion of well-qualified teachers and student with needs 

achievement on the National Assessment of Educational Progress (NAEP) reading 

and mathematics assessment. 

 

Moreover, teacher effectiveness depends on how well a teacher performs in the 

classroom which in turn, depends on the quality of the teacher in question. Stainback 

and Stainback (1992) explain that the quality of the teacher is reflected in the 

performance of the pupils. Similarly, the nature of the learning outcomes in Tanzania 

depends on the quality of the teacher whose quality in turn, depends on the teacher 

training curriculum, the level of competency of the trainer and mentor at the school 

at which the teacher works (ibid). 
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According to Komba and Nkumbi (2008) pre-service training is “the single most 

widely employed strategy to improve instructional quality for special education 

teachers. This comes as no surprise. Generally, the most direct and efficient way to 

improve instructional quality is to enhance the content and pedagogical expertise of 

teachers by raising the training levels.  In fact, Shulman (1986) stated that all three 

types of knowledge, content knowledge, pedagogical knowledge and curricular 

knowledge should be included in pre-service teacher training programmes. 

  

Scholars such as Sander and Horn (1998) and Mosha (2006) confirmed that teachers 

should be in the vanguard in efforts aimed at improving pupils with special needs‟ 

performance. Komba and Nkumbi (2008) recognized the importance of teachers in 

educational reform stating that the quality of learning in schools depends on the 

quality of teachers who are crucial in bringing about meaningful educational change. 

Indeed, the teacher is a key to educational quality. Excellent curricula, materials, 

infrastructure and administration cannot improve the quality of education when the 

quality of teaching is poor (ibid). Quality teaching, on the other hand, can provide 

good results, even with poor curricula, materials or infrastructure. Curriculum plans, 

instructional materials, elegant classrooms and intelligent administrators cannot 

reverse the negative effects of weak teaching. Moreover, the entire formal and 

informal curriculum of the school is filtered through the hearts and minds of 

classroom teachers, thus making the quality of inclusive school learning dependent 

on the quality of teachers.  
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2.9 Challenges Teacher Training Colleges Face in Preparing Qualified Teachers 

for Teaching Special Education  

Teacher preparation programmes face a series of challenges. Students in colleges of 

education may have poor knowledge of the subjects they are expected to teach, 

especially where the status of teaching is low and the educational standards of 

entrants to teacher preparation courses are poor (Gaynor, 1994).  In Tanzania, for 

example, those who join teacher education are those who did not perform well in the 

Form Four National Examinations.  

 

In some cases, subject content takes up to 80 percent of the teacher preparation time 

(Lewin, 2000). International research has shown that there is a positive correlation 

between teachers‟ knowledge of their subject and their impact on classroom learning. 

Researchers in the United States have found that in many cases teachers‟ lack of 

understanding of the principles of their subject may impede good teaching and 

learning. 

 

One of the core tools in developing quality teaching is teacher engagement in 

structured teaching practice and school-based studies (Winter, 2006). Too often, 

unfortunately, teaching experience in teacher education programmes is disconnected 

from the theoretical components of training (ibid). Therefore, the school-based 

studies and student teaching components of teacher education courses should be 

integrated in pre-service preparation course work and not just confined to the last 

few weeks of the student final year, as is the case in Tanzania. According to 

Waldron, McLeskey and Pacciano, (1999) “the student-teachers need to experience 
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the reality of the classroom as soon as, and as frequently as, possible” (Waldron, 

McLeskey and Pacciano, 1999:123). 

 

Teaching materials, especially the textbook, constitute the most helpful instrument in 

presenting organised knowledge, skills and behavioural change among student-

teachers (Adolf and Kondo, 2001). Textbooks facilitate the drill exercises on new 

teaching points for tutors and student-teachers (ibid). Thus, it is difficult to have high 

quality teachers if they are subjected to poor instructional methods. The indices used 

to observe the quality of teachers are resources such as textbooks, desks, chairs, and 

special education facilities. In the Tanzania context, these are insufficiently supplied; 

a situation that raises questions about the quality of the schools‟ output (Welch, 

1996). Unavailability of the required instructional materials has also undermined the 

implementation of new approaches to teaching in Tanzania (National Bureau of 

Statistics, Tanzania, (2008). This problem has affected both tutors and prospective 

teachers. 

 

The pattern of students‟ performance in the educational institution can partly be 

explained by the quality of their entry qualifications (Mosha, 2000). In this regard, 

poor entry qualifications of students in college can translate into poor products. 

Thus, entry qualifications can predict the academic achievements of student-teachers 

during and at the end of this training. Levira and Mahenge (1996) argued that the 

declining quality of education in Tanzanian schools stems from the poor entry 

qualifications of students joining the teaching profession. On the whole, the teaching 

profession has not been attracting the high secondary school achievers that it used to 

in the past. The official entry qualification for the diploma education programme in 
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Tanzania is the Advanced Certificate of Secondary School with at least two principal 

passes of E or D.  

 

2.10 Synthesis and Knowledge Gap  

In this study, various literatures examining the importance of teacher training in 

preparing teachers has been reviewed. Many studies attested that high quality 

teachers make a substantial contribution to improving education quality and 

students‟ academic achievement. Some factors which have been identified are 

manifested towards high quality teacher included professional competency of the 

teacher which include subject matter knowledge, pedagogical content knowledge, 

knowledge of teaching and learning, curricula knowledge, teaching experience, and 

certification (Westera, 2001). 

  

The literature reviewed revealed that few studies have been conducted on teachers‟ 

preparation, specifically in Tanzania. Kileo (2008) for example, studied the quality 

of teacher preparation for primary school teaching. The study found that the 

supervision exercise was hostile and frustrating as the student-teacher was not 

recognized, let alone respected as an adult. All these studies mainly focused on 

preparation of quality teachers in general; very few of these studies have investigated 

training of special education teachers in Tanzania. This was the knowledge gap, the 

current study sought to fill.  

 

2.11 Conceptual Framework 

Although this is not an intervention study, the research undertaking recognizes the 

Brunelle, Droiin, Godbout and Tousignant (1998) model of intervention as a useful 
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tool in understanding and explaining the effectiveness of special education teacher 

training programme in preparing qualified teachers for teaching pupils with visual 

impairment in inclusive schools. The conceptual framework in this study identifies 

useful variables in understanding whether the teachers‟ education programme in 

Tanzania produces qualified teachers to teach pupils with visual impairment in 

inclusive classrooms. In short, the model allows for the identification, understanding 

and organization of thought about the preparation process of special education 

teachers in Tanzania teachers‟ colleges. 

 

On the whole, teacher‟s qualification has been the focus of considerable debate 

worldwide since the conception of inclusive programme. The debate has focused on 

qualification in terms of standards and what teachers need to know and do. In 2007, 

the European Commission stated that improving the quality of teacher education is 

an important goal for the EU‟s education systems because “the motivation, skills and 

competencies of teachers, trainers … are key factors in achieving high quality 

learning outcomes in inclusive classes” (Forlin, 1995). 

 

In this study, the effectiveness of the certificate education programme in preparing 

qualified teachers to teach pupils with visual impairment is assessed by considering 

context, inputs, processes and outcomes. 

 

Context 

Context refers to the environment in which the programme is offered that is in 

certificate teachers‟ training colleges where student-teachers are prepared. 
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Inputs 

For the certificate teachers‟ programme to produce qualified teachers who can teach 

pupils with visual impairment in inclusive classes, certain inputs must be available. 

As such the study assumed that there must be sufficient and effective teaching and 

learning materials, knowledgeable and skilful tutors. According to Osaki (2007), the 

complete interplay of such inputs in the curriculum implementation for teachers‟ 

training, plays a big role in enabling the graduation of student-teachers with required 

knowledge and skills. 

 

Process 

In this phase, the study examined the availability and effective use of the curriculum 

materials such as syllabus, scheme of work, lesson plan, and teaching notes. The key 

factors were the assessment technique, in-service training/workshops and teaching 

and learning materials.   

 

Outcome 

It was expected that student-teachers should acquire basic competency on 

introduction in Braille Skills in all subject, identifying, assessing, and conducting 

Audiometric Test for learners with visual impairment and managing class as for 

visual impairment pupils. 
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Figure 1: Conceptual Framework in Assessing Special Education Teacher 

Education in Preparing   High Qualified Special Education Teachers 

 

Source: Adopted and Modified from Brunelle, et al (1998). 
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CHAPTER THREE 

RESEARCH METHODOLOGY 

3.0 Introduction 

This chapter presents the research design, location of the study, target population, 

sample and sampling techniques, research approach, data collection methods, 

validity and reliability of instruments, data analysis, ethical consideration, and 

limitation of the study.   

 

3.1 Research Design  

Research design is the conceptual structure within which research is conducted. It is 

a logical sequence in which the study is to be carried out; it constitutes the blueprint 

for the collection, measuring and analysis of data (Kothari, 1990:132). The U.S 

General Accounting Office (1990) in Merterns (1998:166) defined cross-sectional 

design as a method of learning about a complex instance, based on a comprehensive 

understanding of that instance The study employed largely the cross-sectional design 

to describe the characteristics of particular individuals or groups. The choice of this 

design in this study was influenced by the purpose of this study as reflected in 

chapter one. The researcher visited the selected colleges at once for data collection. 

 

 3.2 Research Approach 

The research employed mainly qualitative approach with some elements of 

quantitative approach for assessing the development of special education teachers in 

teachers‟ colleges. The study aimed at investigating how special education teachers 

are prepared and the capacity of the colleges in preparing effective special education 

teachers. The concurrent triangulation approach was deemed relevant as it enabled 
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the researcher to use various methods to conform, cross-validate or corroborate 

findings within a single study.  

 

3.3 Location of the Study 

This study was conducted in college „A‟ in Arusha region and college „B‟ in 

Dodoma region. College „A‟ was selected because it was the only teachers college 

that prepares teachers for special needs education at certificate and diploma levels in 

Tanzania. The college started to prepare specialist teachers in 1996, when the 

government decided to move the training from Tabora Teacher‟s College to college 

„A‟. On the other hand, college „B‟ was purposively selected because of its 

experience in preparing certificate teachers for or with visual impairment in 

Tanzania. Also, it was one of the Teachers‟ college which prepares student-teachers 

for inclusive education.  
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Figure 2: A Map of Tanzania Showing the Location of the Study 

 

Source: URT (2013). 

 

3.4 Target Population 

Study population refers to the large group of people that have one or more 

characteristics in common on which a research study is focused (Fraenkel and 

Wallen, 2000). The population for this study comprised of 20 tutors, 20 student-

teachers, two college principals, two special unit coordinators and one officer from 

the Ministry of Education and Vocational Training (MoEVT) which make a total of 

45 respondents. Tutors were included in this study because they were expected to 

provide information on the knowledge and skills which special education student-

teachers were equipped with. Student-teachers also provided valuable information on 
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what they were learning at the colleges. College principals were included because 

they were the general overseer of student-teachers affairs as well as teaching and 

learning activities at the college level. Special unit coordinators were selected 

because they were the coordinators of special education teaching and learning 

activities. The Officer in the MoEVT was included in the study because he was a 

stakeholder regarding to the inputs of the teaching and learning activities in teachers 

colleges and in schools. 

 

3.5 Sample and Sampling Techniques 

In this part the researcher describes sample and sampling techniques as applied in 

this study.  

 

3.5.1 Study Sample 

Sample refers to a representative segment of the study population in which the 

researcher is interested in gaining information and drawing conclusions (Babbie, 

1992 and Gay et al., 2006). Two certificate teachers‟ colleges were purposively 

selected namely college „A‟ and college „B‟.  A total of 45 respondents formed the 

study sample. These included 20 tutors, 20 certificate student-teachers, two college 

principals, two college special unit coordinators and one special education officer 

from MoEVT. This number was determined after saturation was reached.  
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 Table 1: Category of Respondents  

Respondents  Sample 

Tutors  20 

Student-teachers 20 

College Principals 2 

MoEVT officer 1 

College Special Unit Coordinators 2 

Total  45 

Source: Field data, (2014). 

 

3.5.2 Sampling Procedures  

According to Cohen et al (2000) sampling is the procedure used to select some 

elements of a population in such a way that they represent the actual characteristics 

of the total population. This study employed purposive sampling and systematic 

random sampling methods to get the schools and participants. Purposive sampling 

was used to obtain two teacher colleges namely college „A‟ and college „B‟. College 

principals, tutors, college special unit coordinators and MoEVT officer were 

purposively selected by virtue of their positions. Student-teachers were selected 

through stratified random sampling on the basis of their gender and their stay in the 

college including those in the first year and second year. They were selected because 

they had already spent at least one year in the teachers‟ college and it was assumed 

that they had adequate knowledge and involvement in learning special education 

curriculum. Simple random sampling was then employed to select 10 students from 

each level. Therefore, 20 student-teachers were selected from the cohort. The 

researcher wrote on small pieces of paper: ―included‖ and "not included‖ which 

were then mixed up. The student-teachers were each invited to pick one piece of 

paper. Those who picked ―included‖ formed the sample of the study. 
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3.6 Data Collection Methods 

Besides literature review, the following data collection methods were used. These 

included questionnaires, interviews, documentary review and observation.  

 

3.6.1 Questionnaires 

Questionnaires were administered to tutors to collect data on the certificate special 

education curriculum package, ability of special education curriculum package 

towards preparation of effective special education teachers for teaching visually 

impaired pupils in inclusive classroom. Other data included whether teachers‟ 

colleges had the capacity for preparing effective special education teachers for 

teaching pupils with visual impairment.  

 

The questionnaire was selected because it generates a lot of information from a large 

sample at a relatively low cost in terms of time. It also allows the respondents to 

respond to the questions freely since it maintained anonymity (Kothari, 2004). In this 

study self developed questionnaires with both closed and open-ended questions were 

used. Kothari (2004) believes that both open and closed types are cost effective and 

efficient and can elicit a lot of different types of information.  

 

Questionnaires were designed to provide information so as to answer all three 

research questions, “How do certificate education curriculum packages (CECP) 

equip student-teachers with special needs education to teach visual impairment in 

inclusive classroom?, What are the challenges facing special education teachers‘ 

training colleges in preparing student-teachers for teaching students with visual 

impairment inclusive classroom?, and What are the measures taken at the national 
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and college levels in equipping special education student-teachers with the relevant 

knowledge and skills for teaching students with visual impairment? 

 

3.6.2 Interview 

Interview is a purposeful interaction in which one person tries to obtain information 

from another (Gay et al., 2006). In this study, a semi-structured interview was 

conducted with college principals, officer from MoEVT, student-teachers and 

College Special Unit Coordinators to seek information on the preparation of teachers 

for special education. Each individual was interviewed personally to ensure 

confidentiality.  

 

Interviews were also designed to provide in-depth information in order to answer all 

the three research questions, ―How do certificate teacher education curriculum 

packages (CTECP) equip student-teachers with special needs education to teach 

visually impaired pupils in inclusive classrooms?, What are the challenges facing 

special education teachers‘ training colleges in preparing student-teachers for 

teaching pupils with visual impairment in inclusive classrooms?, and What are the 

measures taken at the national and college levels in equipping special education 

student-teachers with the relevant knowledge and skills for teaching pupils with 

visual impairment? 

 

3.6.3 Documentary Review  

Documentary review refers to a process of analyzing and deriving relevant 

information from primary source (Denscombe, 1998). Primary sources comprise 

documents containing first-hand information and records of original and authentic 
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information. The primary sources were certificate teachers‟ training syllabus, scheme 

of work and lesson plan. As Denscombe (1998) asserts, documentary review 

provides vast amounts of information. It is also cost-effective and provides 

permanent data available in a form that can be checked by others. However, 

Denscombe (1998) asserts that the method is limited because it relies on something 

that was produced for other purposes; not for the specific aims of an investigation. 

As a result, the researcher consulted documents which were related to the study in 

specific terms.  

 

Documentary review intended to seek information on curriculum packages and its 

implementation to cater for the needs of the student-teachers for teaching visually 

impaired pupils in inclusive classroom. So, documentary review sought to answer 

the following research question, ―How do certificate teacher education curriculum 

packages (CTECP) equip student-teachers with special needs education to teach 

visually impaired pupils in inclusive classrooms? 

 

3.7 Validity and Reliability of the Research Instruments 

Validity is the process of establishing documented evidence, which provides a high 

degree of accuracy that a specific process consistently produces the same results to 

meet its predetermined specifications and quality attributes (Ratner, 2002). In this 

study, validity was measured at three major levels. The first is face validity which 

depended on the use of experts and the supervisor to check whether the items 

contained in the instruments measured what they were supposed to measure at face 

value.  Second, a pilot study was conducted at Capital Teachers‟ College in Dodoma 

region. The aim of the pilot study was to determine the effectiveness of the 
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instruments in tapping the required information. The pilot study allowed the 

researcher to alter some items, including, simplifying them where necessary.  As 

Omari (2011) observes the credibility of the research enterprise depends on the 

validity of the research instruments confirmed by pilot testing.  

 

On the other hand, the reliability and validity in qualitative research are challenging 

concepts and sometimes used interchangeably. Kirk and Miller, (1986) as cited in 

Kabole (2013), define reliability as the degree to which the findings are independent 

of accidental circumstances of the research. Thus, it is the dependability, 

confirmability, consistency or credibility of the instrument (Lincoln and Guba, 1985 

as cited in Bashir et al, 2008). In this study, triangulation was used to maximize the 

dependability of the instruments whereby various data collection methods such as 

questionnaires, interviews, documentary review and observation were applied. 

 

3.8 Data Analysis 

Data analysis is a process that implies editing, coding, classification and tabulation 

of collected data (Kothari, 2004). Since the study involved both qualitative and some 

elements of quantitative approaches the analysis was done both qualitatively and 

quantitatively. 

 

The data that were collected from interviews, open-ended questionnaires, 

observation and documentary review were subjected to thematic analysis which was 

carried out by designed detail descriptions to put themes into categories.  Thus, the 

data were coded and categorized according to the research objectives and their 

questions. Later on, the data were tabulated and the frequencies and responses were 
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calculated as percentages. Some of the respondents‟ views and opinions were 

presented as quotations. These then was interpreted to reveal the capacity of 

certificate special education teachers‟ curriculum in preparing effective special 

education teachers. On the other hand, the data from documentary review and semi-

structured questionnaires were subjected to quantitative data analysis. The tabulation 

and calculation of number of frequencies, percentages and charts were carried out by 

the help of Microsoft Excel. 

 

3.9 Ethical Consideration 

As far as research ethics is concerned, the researcher obtained an introduction letter 

from the office of the Vice Chancellor of the University of Dodoma. This letter was 

provided to College principals who allowed the researcher to conduct this study. 

Then, the researcher consulted college special unit coordinators, tutors and student-

teachers and explained to them briefly the objectives of the study.  

 

During the data collection process, informed consent of the respondents was sought, 

and respondents were assured before hand of the confidentiality and privacy of the 

information they provided. Anonymity of respondents was adhered to when storing 

and processing data. The researcher accordingly acknowledged all scholarly work 

and data consulted including books, journals, theses, newspapers and field data. 

 

 3:10 Limitations of the Study  

Limitations of the study refer to the factors or elements that are out of the 

researcher‟s control which put restrictions of the study (Kombo and Tromp, 2006). 

In this study, the researcher encountered various limitations. Firstly, the study 
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focused only on two certificate teachers‟ colleges. Thus, the findings obtained from 

this study cannot be generalized to other certificate teachers‟ colleges in Tanzania 

because the selected sample for this study was small (that is two colleges only). 

However, the researcher tried his level best to gather the required information from 

the selected sample of this study. Secondly, some of the respondents faced 

difficulties in understanding the questionnaires which were constructed in English 

language. This caused the researcher to translate some of the questions into Swahili 

language in order to get rich information for the success of this study. Thirdly, the 

researcher faced a short of time to complete his dissertation. This was because the 

allocated time for study was short.  In order to reduce the impact of this limitation 

the researcher did the work over nights and in his private time so as to complete the 

work within the given time. 

 

 

 

 

 

 

 

 

 

 

 



 

 

47 

CHAPTER FOUR 

DATA PRESENTATION AND DISCUSSION OF FINDINGS 

4.0 Introduction  

This chapter in concerned with data presentation, analysis and discussion of the 

research findings. The findings have been presented according to the study 

objectives, research tasks and questions as spelt out in chapter one.  The presentation 

is divided into three sections, which correspond with the three research tasks: 

certificate curriculum package and whether its implementation provided sufficient 

special education knowledge and skills for certificate student-teachers, challenges 

facing teachers‟ colleges in preparing quality special education teachers and 

measures taken at the national and college levels in equipping special education 

student-teachers with the relevant knowledge and skills to teach pupils with visual 

impairment in inclusive classroom. 

 

4.1 The Certificate Education Curriculum Package (CECP) and Its 

Implementation 

The first research objective sought to assess the extent to which the certificate 

education curriculum packages (CECP) and its implementation provided sufficient 

knowledge and skills to certificate special education student-teachers for teaching 

pupils with visual impairment in inclusive classroom. 

 

4.1.1 Objectives of Certificate Special Education Curriculum  

The Ministry of Education and Culture Circular Number 29 of 2009 reviewed the 

2003 special education curriculum for certificate teachers and puts great emphasis on 

pedagogy at the expense of content. In addition, the curriculum also emphasized on 
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skills and competencies to be developed to the student-teachers and use of 

participatory teaching methods as well as use of a variety of assessment procedures. 

It was found that the teaching and learning process of the previous syllabus did not 

meet the needs of the learners with visual impairment and deaf blindness. Therefore, 

the course was reviewed in order to enable student-teachers to acquire and apply the 

necessary competencies required for teaching the said learners. In this regard, the 

researcher examined the objectives of certificate special education curriculum to 

assess whether or not they equipped student-teachers with relevant skills in teaching 

pupils with visual impairment. The analysis revealed several different objectives of 

which inform visual impairment experts for both college „A‟ and college „B‟ 

certificate teacher education syllabi. Table 2 summarizes the findings.  
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Table 2: Objectives of Certificate Special Curriculum Education 

Objectives of certificate special 

curriculum education from college 

„A‟  

Objectives of certificate special 

curriculum education from college 

„B‟ 

To develop understanding of different 

learning theories applicable in the 

teaching and learning process for visual 

impairment and deaf Blindness 

To acquire and apply basic knowledge 

and skills in identification, assessment, 

placement and teaching learners with 

special needs. 

To develop pedagogical skills for 

learners with visual impairment and 

deaf Blindness 

To use pedagogical approaches and 

principles of teaching persons with 

special needs. 

To apply techniques for audiometry for 

assessing hearing sensitivity of learners 

with hearing impairment 

To acquire skills of managing learning 

in Inclusive setting 

To enhance the scope for dealing with 

learners with visual impairment and 

deaf blindness in classroom situation 

 Addressing crosscutting issues to 

persons with special needs. 

To acquire skills of ear mould 

manufacturing and ear mould fitting for 

learners with hearing impairment. 

 

 To enhance the ability of the student- 

teacher in dealing with visual 

impairment and deaf blindness in 

classroom situation 

 

Source: Field data, (2014). 

 

The data in the table 2 shows that the objectives of certificate special curriculum 

education in college „B‟ intended to prepare student-teachers to teach inclusive 

classroom generally and not particularly visually impaired pupils. In college „B‟ 

certificate student-teachers were trained to acquire and apply basic knowledge and 
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skills in identification, assessment, placement and teaching learners by using 

pedagogical approaches and principles of teaching persons with special needs. 

 

On the contrary, college „A‟ certificate curriculum focused on training student-

teachers to teach visually impaired pupils in inclusive classrooms. Student-teachers 

were prepared to develop an understanding of different learning theories applicable 

in the teaching and learning process for visual impairment and deaf Blindness. They 

were also trained to develop pedagogical skills for learners with visual impairment 

and deaf Blindness. This implies that the objectives of certificate special education 

teachers‟ training in college „B‟ focused on preparing general inclusive education 

teachers and not specifically for teaching visually impaired pupils in inclusive 

classrooms. On the other hand, the objective of certificate special education teachers 

in college „A‟ aimed at equipping student-teachers with knowledge and skills for 

teaching visually impaired learners in inclusive classrooms. 

 

4.1.2. Competencies Certificate Special Education Student-Teachers Acquire 

for Teaching Learners with Visual Impairment 

Through documentary review, the researcher was interested in ascertaining the 

competencies certificate special education student-teachers acquired in order to teach 

learners with visual impairment needs in inclusive education in both colleges. Table 

3 summarizes the two college syllabi reviewed.   
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Table 3: Competencies Certificate Special Education Student-Teachers Acquire 

For Teaching Learners with Visual Impairment 

Competencies acquired by 

certificate special education teachers 

in college „A‟ 

 Competencies acquired by 

certificate special education teachers 

in college „B‟ 

Identifying, assessing, and conducting 

Audiometric Test for learners with 

hearing impairment 

Identifying, assessing, and conducting 

intervention for learners with 

special/Inclusive education 

 Manufacturing ear mould and ear 

mould fitting for learners with hearing 

impairment 

 Using pedagogical approaches and 

innovations in responding to diverse 

educational needs 

 Typing, debrailling and computer 

skills for learners with visual 

impairment and 

deaf blindness 

Addressing cross-cutting issues to 

persons with special needs 

 Facilitating typing Braille and 

computer skills to learners with Visual 

Impairment and Deaf blindness. 

 

 Reading and Writing Braille  

Source: Field data, (2014). 

 

The data in the table 3 shows that student-teachers trained in college „B‟ were trained 

to be competent in identifying, assessing and conducting intervention for learners 

with special/inclusive education, using pedagogical approaches and innovations in 

responding to diverse educational needs and in addressing cross-cutting issues to 

persons with special needs in inclusive education and not for visually impaired 

learners. On the other side, student-teachers in  college „A‟ were expected to develop 

competencies in identifying, assessing and conducting Audiometric Test for learners 

with hearing impairment, manufacturing ear mould and ear mould fitting for learners 
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with hearing impairment, and  typing, debrailling and computer skills for learners 

with visual impairment and deaf blindness.  

 

Through questionnaire, special education tutors from college „A‟ were asked to point 

out the basic competencies student-teachers acquire in their teachers‟ college. The 

study revealed that 5(50%) of tutors said student-teachers were prepared to apply 

techniques for identifying, assessing learners with visual impairment, 4(40%) 

managing classes for learners with visual impairment and 3(30%) reading and 

writing Braille.  Table 4 summarizes the findings. 

  

Table 4: College „A‟ Tutors‟ Responses on Competency Certificate Student-

Teachers Acquired (N=10) 

Competencies  Tutors % 

Apply screening techniques for identifying students 

with visual impairment   

5* 50 

Managing classes for learners with visual impairment 4* 40 

Reading and Writing Braille  3* 30 

Typing and computer skills for learners with visual 

impairment  

2* 20 

Classify causes of visual Impairment 1* 10 

Develop typing skills using the key board 1* 10 

* Multiple responses 

Source: Field Data, (2014). 

 

College „B‟ tutors were also asked to indicate competencies student-teachers were 

expected to acquire under special education curriculum. The study revealed that all 

10(100%) said that student-teachers were equipped with competency in identifying 
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pupils with special needs in creating suitable environment for learning, next 8(80%) 

said competencies in guiding and counselling pupils with special needs in their 

learning and 5(50%) said setting proper strategies to help and assist pupils 

successfully. The table 5 summarizes study findings 

    

 Table 5: College „B‟ Tutors‟ Responses on Competency Certificate Student-

Teachers Acquired (N=10) 

Knowledge and skills Tutors % 

Identifying pupils with special needs in creating suitable 

environment for learning 

10* 100 

Guiding and counselling pupils with special needs in 

their learning 

8* 80 

Setting proper strategies to help and assist pupils 

successfully 

5* 50 

* Multiple responses 

Source: Field Data, (2014). 

 

On the other hand, the Special Education Officer from Ministry of Education and 

Vocational Training was asked to explain the knowledge and skills that certificate 

special education student-teachers were provided with in order to have competencies 

necessary for teaching when exposed to their curriculum. He revealed that the 2003 

curriculum was reviewed in 2012 to make sure that certificate student-teachers 

acquired the required competencies to cater for visual impaired pupils‟ learning. He 

highlighted skills special education student-teachers should acquire as follows: 

identifying, assessing, and conducting intervention for learners with visual 

impairment, using pedagogical approaches and innovations in responding to diverse 

educational needs, addressing cross-cutting issues to persons with visual impairment 
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needs and guidance and counselling skills to deal with children with visual 

impairment.    

 

This implies that if the 2012 syllabus is well and properly implemented it can 

provide opportunities for certificate student-teachers to acquire the knowledge and 

skills necessary in teaching/learning activities. It will also enable special education 

student-teachers to acquire knowledge and skills for identifying and teaching 

students with visual impairment in any environment. 

 

During interview, the college principal of college „A‟ said that the 2012 curriculum 

intended to equip certificate special education student-teachers with pedagogical 

knowledge and skills in their teaching subjects. He noted that:  

…We have a new syllabus which aims at equipping all special 

certificate education student-teachers to learn how to teach and 

handle visual impairment learners. They are learning how to 

cater for needs of learners with visual impairment including 

how to improvise teaching and learning materials to cater for 

the needs of students with visual impairment... 

 

Source: Interview (February, 2014). 

 

During interview with the special unit coordinator from college „B‟, it was revealed 

that the competencies developed through this syllabus were the general competency 

and that it was not designed for a specific area of specialization. She stated that: 

…The 2009 syllabus intended to provide the student-teachers 

with knowledge and skills in order to identify pupils with 

special needs. This is because the syllabus contained inclusive 

education as a topic for all student-teachers rather than looking 

on one area of specialty like visual impairment. However, the 

important competencies for helping visually impaired were not 

included such as Reading and Writing Braille Mathematics 

Notation. 

Source: Interview (February, 2014). 
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4.1.3. Availability of Enough Teaching and Learning Materials to Support 

Preparation of Special Education Student-Teachers 

The availability and the proper use of supportive materials were crucial for 

facilitating the training of certificate special education teachers. Interview with the 

principal of college „A‟ revealed that there was a shortage of teaching and learning 

materials to cater for certificate special education student-teachers. Teaching and 

learning facilities like talking computers, textbooks and Braille machines were not 

sufficiently available and some were not user friendly. For example, each subject had 

one copy of textbook in Braille. However, the textbooks lacked drawings. 

 

He claimed that teaching facilities for teaching special education student-teachers 

who could teach learners with visual impairment were very expensive; the college 

could only afford to buy a few of them. He noted that: 

...We do not have a sufficient number of the required teaching 

and learning materials to train student-teachers who can teach 

learners with visual impairment due to high cost. For example, 

last year we managed to buy only one talking computer out of 

10 required. We are also forced to use old facilities like Braille 

machine due to lack of enough budget… 

 

Source: Interview (February, 2014). 

 

 

In this regard, it was noted that the MoEVT was responsible for ensuring that 

teaching and learning materials for all teacher education programmes were available 

in all colleges. However, in college „A‟ there were important facilities which were 

missing for facilitating the training of special education student-teachers. When 

tutors, who were the implementers of the special education curriculum for special 

education were asked to report whether or not they had enough teaching facilities, 
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the study revealed that seven (70%) of 10 tutors said that teaching and learning 

materials for preparing student-teachers who could teach visually impaired learners 

were scarce. In addition, the data showed that three (30%) of the tutors also indicated 

that even the few available teaching and learning materials were rarely utilized 

adequately.  

 

Responding to the same question on the availability of teaching and learning 

materials, the Special Education Officer from MoEVT said that the Ministry 

provided capitation grants to teachers‟ colleges and sometimes, teaching and 

learning materials such as Braille machines, talking computers and teaching aids.  

 

Responding to the same question included in the interview, the student-teachers said 

that they did not have enough textbooks, Braille machines, talking computers and 

computers to support low vision learners and other essential teaching and learning 

materials. They indicated that the teaching and learning materials found in the 

college were only for tutors. 

 

On the other hand, in college „B‟ it was found that teaching and learning materials 

were also crucial for facilitating preparations of student-teachers to teach pupils with 

visual impairment in inclusive classroom. However, it was observed that there was a 

shortage of such facilities. The college „B‟ principal noted:  

...In our college, there is a scarcity of teaching and learning 

materials particularly textbook and modules in braille format. 

For example, certificate course does not have specific reference 

books. He admitted that the availability of sufficient teaching 

and learning materials to support the implementation of the 

certificate special education programme was a challenge... 

Source: Interview (February, 2014). 
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Through the  questionnaire, tutors claimed that special needs student-teachers do not 

have Braille machines, Braille reams and talking computers to support visually 

impaired learners and other teaching and learning facilities. They showed that the 

available teaching and learning materials were old and most of them were out of use. 

Table 6 summarises the availability of teaching and learning materials in college „B‟. 

 

During observation, the researcher found that most of the required certificate special 

education training facilities for visual impaired learners such as talking computer, 

perking Braille and Braille kits were not sufficient. Table 6 summarizes tutors 

responses on the availability of teaching and learning materials for preparing special 

education teachers for teaching pupils with visual impairment.    
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Table 6: The Availability of Teaching and Learning Materials in college „A‟ and 

„B‟ 

 

Types of T/L Materials 

Demand Available Percent 

College 

A 

College 

B 

College 

A 

College 

B 

College 

A 

College 

B 

Perkins Braille 70 30 13 11 18.5 36.6 

Talking computers 60 15 20 - 33.3 0 

Reading standing 13 5 1 - 7.6 0 

Magnifying Glass 23 10 12 2 52.1 20 

Standing Magnify 13 8 2 1 15.3 12.5 

Newsletters Braille 50 15 0 - 0 0 

Bulletins in Braille 50 15 0 - 0 0 

Magazines in Braille 50 15 0 - 0 0 

Blind fold 15 12 0 - 0 0 

Library  2 2 0 1 0 50 

Braille sheet 200 

Reams 

100 

Reams 

60 

Reams 

20 

Reams 

10 20 

Braille Kits 100 30 15 2 15 13.3 

Braille Printer embosser  3 2 1 - 33.3 0 

Source: Field data, (2014). 

 

The data in the table 6 shows that certificate special education teaching and learning 

facilities such as newsletters Braille, bulletins in Braille, Blind fold, magazines in 

Braille and talking computers were largely missing. It was also found that most of 

the textbooks in the library were outdated and lacked visual impairment teaching 

issues and those available were found in two to three copies only.  

 

Table 6 also shows that in college „B‟, certificate special education teaching and 

learning facilities, such as Talking computers, Reading standing, Newsletters Braille, 
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bulletins in Braille, magazines in Braille, Blind fold and Braille Printer embosser 

were completely not available. It was also found that most of the facilities available 

were very few and old. 

 

4.1.4. Strategies Used to Assess Special Education Student-Teachers 

Through visual impairment certificate education syllabi from college „A‟ it was 

revealed that the strategies used in assessing certificate special education student-

teachers‟ academic progress were projects, tests, seminar presentations, portfolios, 

terminal examination and final examination. 

 

Figure 3: Strategies Used to Assess Certificate Special Education Student-

Teachers‟ Academic Progress in College „A‟ 

 

Source: Field data, (2014). 

 

Similarly, questionnaires administered to tutors on the assessment strategies used to 

measure student-teachers‟ academic progress showed that eight (80%) of the tutors 
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indicated that most of them used portfolios, tests, projects and terminal 

examinations. Only 2 (20%) indicated that some tutors used seminar presentations, 

projects and terminal examinations to assess them. They provided that projects, 

terminal examination and tests counted as other marks obtained from the seminar 

presentations and portfolios. Seminar presentations and portfolios were not counted 

in the annual academic progress report.  

 

On the other hand, the college „B‟ ‗Ualimu‘ subject syllabus was reviewed to see 

strategies of assessing special education student-teachers were conducted.  Through 

documentary analysis it was found that the strategies used in assessing certificate 

special education student-teachers‟ academic progress were projects, tests, classroom 

presentations, portfolios, terminal and annual examination and final examination. 

 

Figure 4: Strategies Used to Assess Certificate Special Education Student-

Teachers‟ Academic Progress in College „B‟ 

 

Source: Field data, (2014). 
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Through interview with the college principal from college „B‟ it was revealed that 

only the annual and terminal examinations were considered in assessing the student-

teachers‟ academic progress. The principal noted, 

...We have been encouraging tutors to use all of the proposed 

strategies in assessing student-teachers academic progress. 

However, the challenge is on the shortage of time and facilities 

to run projects and seminars... 

 

Source: Interview (February, 2014). 

 

 

This shows that most of the recommended assessment techniques were not fully used 

by tutors due to problems such as lack of training for tutors, large class size, lack of 

enough resources, lack of incentives and the overloaded syllabus that is the ‗Ualimu‘ 

syllabus.  

 

4.2 Challenges Facing Teachers‟ Training Colleges in Preparing Certificate 

Special Education Teachers 

The study found that there were various challenges that teachers‟ colleges faced in 

preparing certificate special education student-teachers to teach pupils with visual 

impairment. Among the noted challenges were: inadequate teaching and learning 

materials, lack of financial support and inappropriate teaching techniques. 

 

4.2.1 Inadequate Teaching and Learning Materials  

The availability of teaching and learning facilities is deemed necessary to facilitate 

the teaching and learning process. Lack of appropriate teaching aids was another 

frequently identified challenge facing special education in both colleges. For 

example the college „A‟ principal during interview admitted that: 
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...The shortage of teaching aids is a very critical problem facing 

Teachers‟ Training Colleges nowadays. To overcome this 

problem there is a need of a big push from the central 

government. The capitation grants sent to colleges by the 

central government are not enough for all facilities which are 

needed in teaching and learning special education... 

 

Source: Interview (February, 2014). 

 

 

 

It was also found that the facilities available were not proportional to both visually 

impaired student-teachers and non visually impaired student-teachers who were 

prepared to teach visually impaired pupils in inclusive classroom. Thus the facilities 

were in low ratios and differed among modules. For example, teaching and learning 

materials for teaching low vision were in small number in college „A‟. On the other 

hand, in college „B‟ there was no even a single Braille printer embosser to cater for 

the needs of visual impaired student-teachers.  

 

Findings from the interviews in college „A‟ were supported with questionnaire 

findings from both colleges‟ tutors. It was revealed that 18 (90%) agreed with the 

statement that teaching and learning materials for student-teachers with visual 

impairment were inadequate. The findings revealed that student-teachers learned 

only theoretically on how to teach students with visual impairment due to shortage of 

teaching facilities. However, it was noted that the remaining two (10%) said that 

there were adequate facilities for teaching and learning materials to prepare student-

teachers to teach visually impaired pupils. 

 

Similarly, Special Education Officer from the Ministry of Education and Vocation 

Training (MoEVT), when interviewed said that most of teaching and learning 
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materials to cater for visual impairment students were lacking in all teachers‟ 

training colleges in Tanzania.  He noted that:   

...inadequacy of teaching and learning materials to cater for 

visual impairment students needs is the national challenge. 

Currently, we are trying to advice college principals to look for 

support from donors both internal and external; may be in 

future we will have enough teaching and learning materials...  

 

Source: Interview (February, 2014). 

 

 

4.2.2 Lack of Financial Support  

The financial resource base is very important for running the special education 

curriculum and purchase of teaching and learning facilities. Through interview, the 

principals from both teachers‟ colleges claimed that lack of financial support was a 

crucial challenge in preparing special education student-teachers for teaching 

visually impaired learners.   

 

All of 20 (100%) tutors from both colleges responded that the shortage of financial 

supports was a big challenge which discouraged the realization of special education 

goals in their colleges. This was also supported by the Special Education Officer 

from MoEVT who pointed out that college „A‟ and college „B‟, like many other 

teachers‟ colleges in Tanzania were preparing special education teachers for teaching 

visual impaired pupils without having enough funds to carry out the college 

activities. 

 

The special education officer from MoEVT was asked whether the MoEVT had 

special funds for supporting special education teachers training. It was revealed that 

the MoEVT had no independent budget allocated for supporting training of special 
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education teachers in non special education colleges. However, in special college the 

amount allocated was very little and untimely available. He noted that: 

...The amount of capitation grant received from MoEVT for 

supporting the preparation of special education student-teachers 

decreases year after year. We mostly rely on student-teachers 

fees which is not enough even to support the administrative and 

academic activities...   

 

Source: Interview (February, 2014). 

 

 

This argument implies that the amount of money provided every year by MoEVT 

was insufficient to meet all necessary needs for training special education student-

teachers. In the real sense, the amount of money given yearly was very little 

compared to the college „A‟ yearly requirements. Perhaps that is why it is claimed 

that probably the funds which were provided were directed towards other activities 

considered to be of more concern. 

 

The tutors through questionnaire also responded on the shortage of funds to cover 

the needs for visual impairment teaching and learning facilities in college. They 

revealed that the shortage of financial support was the fundamental challenge which 

hindered the successful preparation of qualified teachers for teaching visually 

impaired learners.   

 

4.2.3 Inappropriate Teaching Techniques  

Preparation of certificate special education teachers also needs appropriate teaching 

techniques. The findings confirmed that there was a problem in connection with the 

teaching techniques. Questionnaire findings revealed that most of the teaching 
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techniques appropriate for teaching special education certificate student-teachers 

were not effectively utilized (see table 7).   

 

  Table 7: Types of Teaching and Learning Techniques Mostly Used by Tutors 

(N=20) 

 

Type of T/L Techniques 

Tutors 

N % 

Demonstration 4 20 

Lecture 16 80 

Discussion 8 40 

Guest-speaker 2 10 

Projects 4 20 

Peer teaching 6 30 

Story telling 2 10 

Field visit 4 20 

Simulation  8 40 

Practical  12 60 

Role play 6 30 

Debates  8 40 

       Source: Field data, (2014).  

 

From data in table 7 the following inferences can be drawn. First, the lecture 

technique was frequently used more than other techniques to teach. In special needs 

general syllabus, this technique was not recommended to teach visual impairment 

education programme because it was not practically oriented. Secondly, some 

techniques like simulation, guest-speaker, projects, storytelling and field visits were 

rarely used to teach. 
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In answering the question during the interview, why tutors preferred lecture method, 

the principals said that tutors needed to cover the content of the curriculum within 

the time set by the college timetable and that lecturing was the most efficient method 

to cover it. Similarly, there were too many student-teachers in some classes and that 

works in favour of lecturing as other methods would require a lot of time to attend to 

individual student-teacher‟s needs.  

 

4.3 Measures Taken at National and College Level to Equip Student-Teachers 

with Skills for Teaching Pupils with Visual Impairment 

The study also sought to explore the measures taken at national and college levels to 

equip student-teachers with skills for teaching pupils with visual impairment. During 

formal interview with the college „A‟ principal it was found that the government has 

introduced a general course for special education student-teachers in certificate 

teacher education to cater the needs of the pupils with special needs. He noted that: 

...All certificate teachers nowadays are required to learn a new 

module known as general course. This course is purposefully 

for preparing students teachers to teach students with visual 

impairments and other special needs‟ pupils... 

 

Source: Interview (February, 2014). 

 

 

 In addition to this point, the principal added that: 

 

...“ new curriculums 2012 for special education college and  

2009 for general certificate colleges in Tanzania will provide 

student-teachers with the opportunity to learn different learning 

needs of students with special needs and how to improvise 

teaching and learning materials to cater their needs in inclusive 

setting”...  

Source: Interview (February, 2014). 
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Student-teachers were asked to give their views on the measures taken at the national 

and college levels to equip them with such knowledge and skills. The majority of 

student-teachers (over two-thirds) affirmed that the MoEVT rarely took measures to 

equip student-teachers with the necessary knowledge and skills to teach pupils with 

visual impairments. The tutors also revealed that the colleges only implement the 

curriculum and there was no extra effort done to make student-teachers learn more 

on how to teach pupils with visual impairment as shown in table 8. 

 

 Table 8: Tutors‟ Responses on Measures Taken to Equip Student-Teachers 

with Skills to Teach Pupils with Visual Impairments (N=20) 

Measures taken at both national and 

school level 

Tutors 

Often  Occasionally  Rarely  

MoEVT often takes measures to equip 

student-teachers with knowledge and 

skills necessary for teaching students with 

visual impairment  

 

- 

 

6 (30%) 

 

14 (70%) 

MoEVT provide material support for 

students-teacher   

- 4 (20%) 16 (80%) 

Principal organize workshop and 

seminars to student-teachers on how to 

teach students with visual impairment 

 

- 

 

12 (60% 

 

8 (40% 

Source: Field data, (2014). 

 

The Special Education Officer from MoEVT was also interviewed on measures 

taken at the national and college levels to equip student-teachers with relevant 

knowledge and skills necessary in the effective teaching of students with visual 

impairment. He said: 
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...We make sure that all teachers‟ colleges in Tanzania have 

visual impairment tutors and syllabus for preparing student-

teachers. Also we have several strategies planned to enable tutors 

to have the necessary knowledge and skills for curriculum 

innovations, including a three-month orientation for newly 

employed tutors. However, we have failed to implement plans for 

inclusive education due to budget constraints. One needs enough 

funds, for example, to run seminars or workshops for all tutors in 

the teachers‟ colleges in Tanzania...   

 

Source: Interview (February, 2014). 

He also disclosed during interview that college principals had been advised to run 

and organise in-house seminars and workshops for tutors to readdress the situation. 

He further noted:  

...“We emphasise on in-house seminars and workshops and 

every year, principals are required to submit reports on how 

many in-house seminars they organised, including the 

objectives for holding such seminars”...   

 

Source: Interview (February, 2014). 

 

 

 

4.4 Discussion of the Findings 

This section contains the discussion of the research findings based on the purpose of 

the study, conceptual framework, research questions as well as the research findings. 

The analysis also draws on the theoretical stances and empirical findings presented 

in the literature review in chapter two. Similarly, the researcher‟s point of view and 

comments are given in connection with the research findings. 

 

4.4.1. The Certificate Education Curriculum Package (CECP) and its   

Implementation 

The first research objective sought to assess the extent to which the certificate 

education curriculum packages (CECP) and its implementation provided sufficient 

knowledge and skills to certificate special education student-teachers for teaching 
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pupils with visual impairment in inclusive classrooms. The study revealed that the 

objectives of certificate special curriculum education in college „B‟ intended to 

prepare student-teachers to teach inclusive classroom generally and not particularly 

visually impaired pupils. In College „B‟ certificate student-teachers were trained to 

acquire and apply basic knowledge and skills in identification, assessment, 

placement and teaching learners with special needs. It also enables them in using 

pedagogical approaches and principles of teaching persons with special needs.  

 

On the contrary, college „A‟ certificate curriculum focused on preparing student-

teachers to teach visual impairment pupils in inclusive classroom. Student-teachers 

were prepared to develop an understanding of different learning theories applicable 

in the teaching and learning process for visual impairment and deaf blindness. They 

were also trained to develop pedagogical skills for learners with visual impairment 

and deaf blindness. This implies that the objectives of certificate special education 

teacher in college „B‟ focused on preparing general inclusive education teachers and 

not specifically for teaching visually impaired pupils in inclusive classroom. 

Studying inclusive education in general, caused student-teachers to complete 

certificate education without enough content and competencies for teaching pupils 

with visual impairment. Stainback and Stainback (1992) explain that the quality of 

the teacher is reflected in the objective of teacher preparations. Similarly, student-

teachers‟ competencies in Tanzania depend on the quality of curriculum packages.  

 

The study shows that College „B‟ syllabus lacked enough content and competencies 

to prepare quality teachers for teaching visually impaired learners. The research 

findings provide a clear picture that while learners with visual impairment are 
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studying in inclusive classroom, preparation of qualified teachers to meet their needs 

is still lacking. In the light of this, the findings concur with those of  Connelly (2004) 

who found that most teachers in inclusive primary schools did not have formal 

training in special education and needed to have some or additional professional 

development to support inclusion. According to Osaki (1990), the ability to manage 

the teaching and learning situation is often influenced by the level of training and the 

availability of frequent professional development courses. This shows that there is a 

need for the inclusive education teachers to have enough competencies so that they 

can teach in inclusive classes effectively. 

 

4.4.2. Availability of Enough Teaching and Learning Materials to Support 

Preparation of Special Education Student-Teachers 

Availability and the proper use of supportive materials are crucial for facilitating the 

training of certificate special education teachers. Interview with the principal of 

college „A‟ revealed that there was a shortage of teaching and learning materials to 

cater for certificate special education student-teachers. Teaching and learning 

materials encompass all essential gadgets that are acted upon to facilitate the 

realization of quality outcome in the teaching and learning process (Mosha, 2000). It 

is accepted that there is a relationship between the use of teaching materials/aids and 

learning outcome. Seth (2009) says that the learning materials that are known to 

enhance students‟ achievement are textbooks, teachers guide, reference books and 

materials such as chalkboards, charts and models.  

 

In this regard, it was noted that the MoEVT was responsible for ensuring that 

teaching and learning materials for all teachers training programmes were available 
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in all colleges. However, in college „A‟ there were important facilities which were 

missing for facilitating training of special education student-teachers. Generally, 

textbooks have been listed as one of the main indicators of quality classroom 

improvement (UNESCO, 2006). According to Mosha (2000), textbook provision is 

widely regarded as a single-most cost-effective factor in enhancing educational 

quality. 

4.4.3. Challenges Facing Teachers‟ Training Colleges in Preparing Certificate 

Special Education Teachers 

The study found that there were various challenges that faced teachers‟ training 

colleges in preparing certificate special education student-teachers to teach pupils 

with visual impairment. Interview findings from college „A‟ were supported with 

questionnaire findings from both colleges‟ tutors. It was revealed that 18 (90%) 

shows that teaching and learning materials for student-teachers with visual 

impairment were inadequate. The remaining two (10%) said that there were adequate 

facilities for teaching and learning materials to prepare student-teachers to teach 

visually impaired pupils. 

 

The finding concurs with what Kisanji (1995) in Tanzania and Kristensen and 

Kristensen (1997) in Uganda who found that special education teaching and learning 

materials were inadequate. Apart from that special education unit report (URT, 

2004) asserts that in both primary school and teacher education levels no 

consideration has been made for special education in the planning process, 

particularly in terms of the requisite requirements for pupils with disabilities. 

Therefore, failure to consider pupils with disabilities in the planning process causes a 
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shortage of teaching and learning materials, resulting in difficulties in the teaching 

and learning of pupils with disabilities.   

 

The financial resource base is very important for running a special education 

curriculum and purchase of teaching and learning facilities. Through interview, the 

principals from both teacher colleges claimed that lack of financial support was a 

crucial challenge in preparing special education teachers for teaching visually 

impaired student-teachers.   

 

In addition, all 20 (100%) tutors from both colleges said that the shortage of 

financial supports was the big challenge which discouraged the realization of special 

education goals in their colleges. Perhaps that is why it is claimed that probably the 

funds which were provided were directed towards other activities considered to be of 

much more concern. The finding reveals that funds allocated to teachers‟ colleges 

were not only inadequate. Holding the same view, Dachi (2000) asserts that an 

equitable distribution of fund is lacking in Tanzania education system.  

 

With regard to teaching and learning materials, the study revealed that there was a 

problem in connection with the teaching techniques. The study revealed that most of 

the teaching techniques appropriate for teaching special education certificate student-

teachers were not used. Visual impairment syllabus (URT, 2003) recommends the 

use of participatory methods of teaching. Such methods include debates, role play, 

project work, practical, assignments, demonstrations, field visits and simulation. 

Also, from time to time guest speakers may be invited to address controversial or 
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unfamiliar topics. Training should also encourage finding out knowledge from 

library sources such as journals, periodicals and other materials.  

 

On the other hand, classroom observation revealed that teaching had generally 

remained traditional, that is teacher centred. The traditional teaching approach 

referred to the „lecture method‟, which most of the time is „teacher talk – chalk and 

board‟, while students listened and wrote.  In some modules it was observed that 

tutors were putting learners into groups in the name of participatory teaching, even 

when the task does not require group work.  Many students looked bored, and 

confused as to what was the point of the groups. This is in line with Mutarubukwa 

(1998) who posits that the lecture method deprives learners of the right to learn for it 

does not serve the interests of all pupils in the class especially those with special 

needs.  

 

4.4.4. Measures Taken at National and College Level to Equip Student-

Teachers with Skills for Teaching Pupils with Visual Impairment 

The study also sought to explore measures taken at national and college levels to 

equip student-teachers with skills for teaching pupils with visual impairment. These 

measures included introduction of new curriculum, introduction of general course for 

inclusive education and in-house training and seminars. These measures are in line 

with Anangisye (2006) who also observed that for teacher professionals to continue 

functioning efficiently and productively and contribute meaningfully towards quality 

education, they must be given frequent training opportunities to keep them up-to-

date. This would help them to have enough content and competencies on curriculum 
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innovation and be able to face new professional, academic, and global society 

challenges.  

 

Indeed, any educational policy needs well-trained professional cadres, whose 

knowledge and skills are continually updated (Nyerere, 1988). Consequently, the 

government through the ministry of education and vocational training must work 

towards keeping special education teachers at all levels abreast of new professional, 

academic, pedagogical and global developments, in order for them to discharge their 

duties effectively. 
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CHAPTER FIVE 

SUMMARY, CONCLUSION AND RECOMMENDATION 

5.0. Introduction  

The chapter contains the summary of the study, the main findings and conclusions. It 

also provides implications of the study, the recommendations for action and 

suggestions for further studies.  

 

5.1 Summary of the Study 

The study aimed at assessing teachers‟ preparation for teaching pupils with visual 

impairment in inclusive classrooms. The study employed a cross-sectional design 

and qualitative approach with some elements of quantitative approach. Purposive 

sampling, simple random sampling and stratified random sampling were used to 

select 45 respondents. The documentary review, interviews, questionnaires and 

observation provided information on research objectives to reach conclusion. 

 

5.2 Summary of the Main Findings 

The findings were presented according to the sub-themes derived from the research 

tasks and research questions. The summary consists of a brief articulation of the 

research findings, and the conclusions, specifically related to the study objectives, 

research tasks and the research questions. 

 

The first task of the study sought to examine the extent to which the curriculum 

package and its implementation provided sufficient knowledge and skills to 

certificate special education student-teachers for teaching visually impaired learners 

in inclusive classroom. The study findings revealed that the certificate special 
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education student-teachers from college „B‟ intended to prepare student-teachers to 

teach inclusive classroom generally and not particularly for visually impaired 

learners. On the other hand, college „A‟ certificate curriculum focused on training 

student-teachers to teach visually impaired learners in inclusive classroom. Student-

teachers were prepared to develop understanding of different learning theories 

applicable in the teaching and learning process for visual impairment and deaf 

blindness. 

 

Most of tutors and student-teachers also admitted that the curriculum package and its 

mode of implementation did not provide sufficient quality knowledge and skills to 

the certificate special education student-teachers for teaching visually impaired 

learners. It was found that the student-teachers pursuing the certificate special 

education did not learn the methodology which could accommodate teaching of 

visually impaired learners in inclusive classrooms. In other words, certificate special 

education curriculum studied in college „B‟ was not capable of meeting the 

envisaged academic and pedagogical needs of the certificate special education 

student-teachers and contributing to their physical, mental, social and moral growth 

in an enabling environment to meet the visually impaired learners‟ needs in the 

inclusive classes. 

 

On the issue of the teaching and learning materials to support the implementation of 

certificate special education curriculum, most of tutors indicated that there was a 

shortage of instructional materials such as Braille machine, projector, overhead 

projectors, computers, videotapes, compact discs and audiotapes that were largely 

missing. Most of the textbooks in the library were out-dated while textbooks on 
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autism were not found. Thus, despite having a good curriculum package for 

certificate special education for children with special needs, it was impossible to 

prepare quality teachers because most of the tutors were teaching using merely 

previous experiences and shallow modules with a shortage of teaching and learning 

materials.  

 

Concerning the strategies used by tutors to assess student-teachers, the student-

teachers indicated that most of their tutors used quizzes and annual examinations to 

assess their academic competency. Only few student-teachers indicated that some 

tutors‟ use the seminar presentations, projects and portfolios to assess them. On the 

whole, only annual examinations counted in the continuous assessment of the 

student-teachers as other grade marks from the projects, seminar presentations, 

portfolios and quizzes were not included.  

 

The study revealed that both colleges faced various challenges in preparing 

certificate special education teachers such as lack of enough time for completing the 

curriculum and learning materials. It was also found that the lack of financial support 

was a crucial challenge in preparing quality certificate special education teachers.   

 

5.3. Conclusion 

The study concludes that certificate special education programme from college „B‟ 

prepared student-teachers to teach inclusive classrooms and not visually impaired 

learners. Hence, student-teachers were graduating without adequate knowledge 

towards managing visually impaired learners in inclusive classrooms.  
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However, at college „A‟ despite having a good curriculum package it is hard to 

prepare quality teachers because most of the tutors are teaching through previous 

experiences with a shortage of special education teaching and learning materials. 

Consequently, certificate special education curriculum is not capable of meeting the 

academic and pedagogical needs of the certificate special education student-teachers 

and contributing to their physical, mental, social and moral growth in an enabling 

environment to meet the needs of visually impaired learners in inclusive classrooms. 

On the basis of the findings presented and analyzed in this study, there is a need for 

the government and educational stakeholders to develop special education teachers‟ 

programmes which cater for the needs of visually impaired pupils. This will help to 

reduce some of the challenges facing teachers‟ colleges in preparing teachers who 

will teach pupils with visual impairment in inclusive classrooms.  

 

5.4 Implications of the Findings 

In general, the study findings have brought significant contributions on assessing 

teachers‟ preparation for teaching pupils with visual impairment in inclusive 

Classrooms in Tanzania. These findings will assist the government on providing 

answers to some of the questions that educational stakeholders had on the ability of 

special education teachers‟ programme in preparing special education teachers who 

can teach children with visual impairment in inclusive classrooms.  

 

The study also will provide useful information that can be used by the MoEVT to 

ensure that special education teachers training curricula produce teachers who can 

teach children with visual impairment in inclusive classes. It will pave the way to 

researchers and other education stakeholders as well as practitioners interested in 
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assessing capacity development for preparing student-teachers to teach pupils with 

visual impairment in inclusive classrooms. 

 

Lastly, the findings are expected to come up with solution on existing challenges 

facing special education teachers‟ colleges in preparing student-teachers for teaching 

pupils with visual impairment in inclusive classrooms. 

 

5.5 Recommendations  

In the light of the findings, discussion and conclusions, the following 

recommendations are made. The recommendations given are for the attention of the 

MoEVT and other education stakeholders. 

 

5.5.1 Recommendation for Actions 

i. The MoEVT should ensure an effective inclusion of inclusive certificate 

education in certificate special education curriculum in order to prepare high 

quality teachers for certificate special education for teaching visually impaired 

learners in the country.  

 

ii. The MoEVT and TIE should ensure that high quality teaching and learning 

materials are available in the teachers‟ colleges to guarantee effective teaching 

and learning activities.  

 

iii. The MoEVT should also consider teaching as a continuum, starting with initial 

pre-service teacher education and continuing with a strong ongoing in-service 

training for certificate special education teachers, with a professional development 

programme to support and motivate good teaching practice.  
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5.5.2. Recommendation for Further Research  

i. This study was confined to two colleges, one in Arusha Region and the other one 

in Dodoma region. It is suggested that there is a need to conduct a similar study in 

tertiary education institutions which are preparing special education teachers, such 

as School of Education at University of Dar es Salaam, to ascertain the quality of 

teachers prepared at other level of education. 

ii. The current study was confined to assessing the implementation of the certificate 

special education curriculum packages. Other studies may be carried out to test 

student-teachers‟ knowledge, skills, content and competencies produced by using 

the reviewed curricula.  
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APPENDICES 

APPENDIX A: Questionnaires for Tutors 

Dear tutors, this questionnaire seeks information on the role of the certificate teachers 

programme in preparing of quality teachers for teaching special needs pupils in 

inclusive classrooms in Tanzania.  The information obtained will remain confidential 

and will be used for academic purpose only.  

  

Please Note: Your name should not appear anywhere on this document 

PART I:  Background Information 

 

Please circle the appropriate letter for your gender 

1. Gender 

a) Male 

b) Female 

    

2. Teaching experience 

a) Below five years 

b) 5-10 years 

c) More than 10 years 

 

3. Tutors‟ education level 

a) Certificate 

b) Diploma 

c) Degree 

d) Others (Specify) _________________________ 
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PART II. 

Put a tick [v] in the brackets provided where you think it indicate your 

appropriate answer 

  

1. Basing on your teaching subject, to what extent are the following aspects, i.e 

enough knowledge and skills, sufficient to prepare high quality teachers for 

teaching special needs pupils in inclusive classroom?   

(a)Topics ______________________________________________________ 

     ____________________________________________________________ 

     ____________________________________________________________ 

     ____________________________________________________________  

(b) Objectives___________________________________________________ 

      ___________________________________________________________ 

      ___________________________________________________________ 

     ____________________________________________________________    

(c) Competencies_________________________________________________ 

     ____________________________________________________________ 

     ____________________________________________________________ 

     ____________________________________________________________ 

     ____________________________________________________________   

   (d) Learning materials______________________________________________ 

        _____________________________________________________________ 

       ____________________________________________________________ 

2. Based on your teaching subject which area in the curriculum content of the 

certificate programme failed to equip you with ample knowledge and skills 
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which races concerning the preparation of quality teachers for teaching children 

with special needs in inclusive classrooms?   

 

(a) Content   (b)  methodology   (c)  teaching and learning material  (c) all of 

them 

 

3. Basing on your teaching subject, does the curriculum content of the certificate 

contain adequate content for O‟Level academic and professional knowledge and skills 

of  certificate students? If yes justify. If no what can be done? 

______________________________________________ 

______________________________________________________________________

______________________________________________________  

  

4.  What are the assessment methods  used to assess student teachers‟ academic 

performance?    

______________________________________________________________________

______________________________________________________________________

______________________________________________  

5. Does the college have teaching and learning materials to support the preparation 

of quality teachers for teaching special needs pupils? Yes [    ]  No   [   ]   If Yes 

specify which kind of teaching and learning materials 

______________________________________________________________ 

______________________________________________________________________

______________________________________________________  
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6. Basing on your teaching subject (specify your teaching subject), to what extent 

is the available library equipped with teaching and learning materials relevant in 

the preparation of quality teachers for teaching special needs pupils? 

________________________________________________________________

________________________________________________________________

__________________________________________________________  

  

7.  Based on your understanding/experience, what recommendations would you 

give to policy and curriculum makers on the suitability of the certificate 

programme in the preparation of quality teachers for teaching special needs 

pupils in inclusive classes? 

________________________________________________________________

________________________________________________________________

__________________________________________________________ 
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APPENDIX „B‟: Interview guide for Ministry officer/ College Principals/Special 

Unit Coordinators 

1. Based on your experience does certificate programme curriculum has 

enough knowledge and skills to prepare high quality teachers for teaching 

inclusive classrooms…… ……………………………….. 

 

2. Based on your experience, what areas in the certificate programme are 

lacking in preparing high quality teachers for teaching learners with special 

needs?   

 

3. Does the curriculum content of the certificate programme contain adequate 

content for advancing academic and professional knowledge and skills of 

certificate teachers? If yes justify. If not why 

not?______________________________ 

 

4. Do you think teaching and learning materials available in college are 

adequate to support the preparation of high quality teachers for teaching 

special education teachers? Yes [    ]  No   [   ]    If yes 

justify_______________  

                          If not why not?_________________   

                          How can the problem be solved?_________________  

 

5.  Mention any strategies in place for helping inclusive teachers in 

professional development?   
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________________________________________________________________

____________________________________________________________ 

6. Do you think the curriculum content of the certificate teachers‟ programme 

helps one to become a high quality teacher for teaching pupils with special 

needs? Yes [    ] No [    ] if yes justify and if no what can be 

done…………………..  

7. What challenges did ministry faces in providing training for inclusive 

teachers in Tanzania? 

a. _____________________________________________________ 

b. _____________________________________________________ 

c. _____________________________________________________ 

d. _____________________________________________________ 

8. Based on your understanding and experience, what recommendations would 

you give to policy and curriculum makers on the suitability of the diploma 

programme in preparing high quality teachers? 

_____________________________________________________________ 

_____________________________________________________________

_____________________________________________________________

_____________________________________________________________   
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Appendix C: Research Permit from the University of Dodoma 

 

 


