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ABSTRACT 

This study investigated the organization of learning that led to the scholastic 

achievement of learners with disabilities in inclusive primary schools. The study 

involved seven purposely selected inclusive primary schools situated in Mtwara region. 

A total of  123 respondents were involved which included seven head-teachers, 21 

teachers, 10 parents, six district education officers, 37 learners with disability and 42 

learners without disability. The study employed both quantitative and qualitative 

research approaches. Data were collected through observations, interviews, 

documentary review and Focus Group Discussion (FGD). Numerical data were 

analyzed by using SPSS programme; qualitative data were subjected to content 

analysis.  

Findings revealed that schools with high organizational efficiency of learning 

performed better in scholastic achievement of the learners with disability. It was found 

that schools with qualified teachers, better provision of special services, frequent 

organization of extensional activities with adequate peer and parental cooperation 

realized scholastic achievement of the learners with disabilities.  

Based on the findings, the study recommends a bottom-up approach to the stakeholders 

– teachers, officials, educationists and the government. First and foremost, the head-

teachers should make frequent visits to the classroom and hold consultations with the 

teachers, and the district educational officers should make frequent visits to the schools 

and hold discussions with the head-teacher to ensure proper organization and adoption 

of methods of teaching. Secondly, the educationists and policy-makers should create a 

positive environment for practising the learner-centred approach in teaching. The 

Ministry of Education and Vocational Training should allocate funds on priority basis 

to increase the support services for the learners with disability and make provisions for 

regular in-service training for teachers to use the learner-centered approach effectively 

in the classroom.  
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CHAPTER ONE 

THE PROBLEM AND ITS CONTEXT 

1.0 Introduction 

Basic education is the right of every child including that with disability. A child with a 

disability cannot try harder, pay closer attention, or improve motivation on its own; it 

needs assistance to learn how to do those things (Cutter, 2007). A disability is not only 

a problem of intelligence, but also a problem of differences in the brain that affects how 

information is received, processed, or communicated (Jorsen, 2005). Children with 

disabilities have trouble in information processing during learning, because they sense, 

hear, see and understand things differently. All these factors have implication on the 

effective functioning and adjustment of learners with disabilities in their scholastic 

achievement in inclusive primary schools (Duncan, 2001). 

Scholastic achievement of learners with disabilities depends on provision of specialized 

professional support in curriculum, assessment and learning instructions. Specialized 

teachers will be able to teach learners with disabilities crossing barriers to learning; 

developing support materials; providing clarity and relevance within different contexts; 

managing and organizing inclusive classrooms; as well as using different teaching 

styles accommodating diversity of intelligences and pace of learning among learners 

with disabilities in inclusive schools (Kass, 2009). 

Ideally, access to education is recognized as a fundamental human right, a key to 

sustainable development and poverty reduction among individuals including learners 

with disabilities (UNESCO, 2006). In reality, as a result of lack of education, learners 

with disabilities are found to be disadvantaged in the labour market; they lag behind in 
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terms of personal development and contribution to national development (Milles, 

2002). Majority of learners with disabilities are faced with health problems and poor 

social support. They are not only placed in the edge of educational policy but also are 

adversely affected by policies formulated which do not consider their needs as learners 

with special needs (UNESCO, 2000). 

Introduction of inclusive education as a collective measure to Education for All (EFA) 

goals and the 2000 Millennium Development Goals (MDGs) targeted to assist learners 

with disabilities  have access to and complete free and compulsory basic education by 

the year 2015 (UNESCO, 2000). One of the strategies for achieving these goals was 

that of educating all children irrespective of their abilities or disabilities, in inclusive 

schools. Most stakeholders of education believed that educating all learners in the same 

classrooms reduced the cost of building separate classrooms and providing facilities for 

separate groups of learners (UNESCO, 2000). The major aim of inclusive education is 

to make sure that all learners in primary schools have access to and enjoy equal 

education opportunities in regular schools (Cutter, 2007). But the extent to which their 

learning is organized and how learners with disabilities have been handled to achieve 

learning remains an issue that calls for investigation. The fluidity of such a situation 

motivated the researcher to perform an evaluative study of scholastic achievement of 

learners with disabilities in inclusive primary schools 

1.1 Background to the Problem 

The education of children with disabilities has ever been a challenge. The concept of 

inclusive education is one way to win over this challenge. At the core of inclusive 

education, is the human right to education pronounced in the Universal Declaration of 

Human Rights (UN, 1949) and the international efforts to promote Education for All 
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(EFA), which was articulated in the World Conference on Education for All, held in 

Jomtien, Thailand, in 1990. The Jomtien conference acknowledged that large numbers 

of vulnerable and marginalized groups of learners are excluded from education systems 

worldwide and was fully committed to their education. In this regard, the conference 

was a landmark event in the development of inclusive education (Peters, 2003). 

Since then, global education reforms have focused on education for all and inclusive 

education. Hence, inclusion of learners with disabilities represents a global trend 

(Loreman, 2002). As pointed out by many educators, one of the reasons for inclusion of 

learners with disabilities into the regular classroom was to facilitate positive 

relationships among both disabled and non-disabled learners (Horne, 1985). Thus, if all 

schools became inclusive and learning-friendly, and welcome all the learners from the 

surrounding communities into their schools, learners would compete on a more equal 

footing. Therefore, inclusive education should be seen as an approach to scholastic 

improvement for learners with disabilities and inclusion is about making quality 

education available to all learners (UNESCO, 2004). 

In Indonesia, according to UNESCO (2009), there have been many examples of how 

implementation of inclusive education, the enrolment of learners with disabilities and 

other special educational needs have helped improve the quality of education offered to 

all. An inclusive primary school in the city of Payakumbuh on the island of Sumatra, 

improved its average rate of academic performance after learners with disabilities and 

other special educational needs started enrolling in their school.  

A study conducted in Pakistan has shown that with the right preparation and support, 

everyone benefits from an inclusive approach to education, even though inclusive 

schools offer opportunities in learning with many challenges (Horizon, 2005).  
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Again, in the context of preparation and support, a study by Gilbert (2005) reported that 

in most cases it is accepted that learners with disabilities have specific shortcomings 

and needed support and the services of trained professionals to reach their potentials. 

Emphasizing the need for support, Senkondo (2010) argues it is important for teachers 

to be given lengthy, often multi-layer training, planning time, administrative and 

additional staff support, so as to help them in handling of learners with disabilities to 

reach their full potentials. 

In Africa and other developing countries, in order to achieve the education-for-all goal, 

inclusive schools are required to provide educational services to learners with 

disabilities but without additional financial resources (DFID, 2000). This situation is 

found to be worsened by the economic recovery programme which by its policy of 

reduction in social expenditure exerted a negative impact on programmes and activities 

aimed at promoting opportunities for disabled persons including learners with 

disabilities in inclusive primary schools.  

All these studies imply one thing that without access to a comprehensive support 

system, many learners with disabilities ―will never enroll in school, will drop out, or 

will stagnate in school, yet be prevented from reaching their full potential‖ (Peters, 

2003). Therefore, individual support needs to be given to learners with disabilities by 

the class teachers. These teachers may also need assistance from resource teachers ―to 

ensure that the learners concerned receive quality support that is based on their 

individual learning needs‖ (UNESCO, 2009). 

Furthermore, a study related to employment of learners with disabilities conducted in 

Nigeria, noted that although organization, financing, regulations, teacher training and 

practices of extracurricular activities can play their own part to facilitate inclusive 

education and academic achievement of learners with disabilities, their placement with 
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special needs in regular settings will remain problematic unless the teacher‘s activity 

supports the effect to achieve effective inclusive schools practice (Mesfin, 2006). 

Without more emphasis on the quality of provision, many learners with disabilities will 

remain ―both excluded from school and silently excluded within schools, learning little 

while they are there. Consequently, EFA goals will remain unrealized‖ (Hunt, 2010). 

In Tanzania, a study of learning achievement by Senkondo (2010) showed that lack of 

special teaching and learning materials is among the factors that made regular 

classroom teachers not agreeing with inclusive education classroom practice. Results 

showed that there was shortage of materials such as teaching aids and books which 

directly blocked their teaching processes, for example, Braille text, talking books and 

talking computer for the visually impaired, hearing aids and sign language experts for 

the hearing impaired, pictures and drawings for the mentally retarded, slid, and wheel 

chair for the orthopedically impaired.  

Yosiah (2005) observed that learners with disabilities needed well organized learning 

activities and more supportive materials to achieve their learning needs, Through a 

library with supportive materials both, learners with and without disabilities, can build 

positive attitudes by reading books with different stories and materials which would 

help them to acquire more knowledge and skills for their future academic achievement 

and social life. 

A study conducted by Danda (2009) in Ruangwa District in Tanzania on the difficulties 

facing children with disabilities in primary schools revealed a shortage of trained 

teachers. The study indicated that teachers did not have necessary skills and 

competencies to handle special learners in their classrooms. These teachers realized that 

they were failing to meet the needs of all learners due to their limited skills.  
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A limitation of studies conducted in Tanzania and elsewhere is that none of them have 

studied elaborately the significance of organization of learning processes and practices 

to scholastic achievement of learners with disabilities. There is paucity of research 

evidence that examined the organization of learning processes; qualities and training of 

teachers; extensional activities and practices; and supportive services on improving 

scholastic achievement of learners with disabilities in Tanzanian inclusive primary 

schools, particularly in rural and remote areas. Hence the researcher chose to 

investigate organization of learning in the inclusive primary schools in the rural and 

remote areas of Mtwara. 

1.1.1 Inclusive Education in Tanzania 

In Tanzania, inclusive education movement began in 1998. The Education and Training 

Policy (ETP) which was formed in 1995 pointed out that the aim of primary education 

was to enable every child to acquire basic tools of literacy, communication, numeracy 

and problem-solving (URT, 1995). It also emphasized the significance of integrated 

knowledge, skills and attitudes which are needed for survival and development (URT, 

1995). However, the Education and Training Policy of 1995 did not spell out clearly 

how inclusive education was to be provided to learners with disabilities and regular 

learners in inclusive schools. 

In addition to formulating and adopting the Education and Training Policy in 1995, the 

Ministry of Education and Culture (MoEC), in collaboration with the Tanzania 

Association for the Mentally Handicapped (TAMH), conducted a pilot project on 

inclusive education which involved teachers of the Salvation Army Primary School in 

Temeke Municipality in Dar es salaam City (URT, 2009). This project was known as 

MoEC/TAMH Pilot Project for Inclusive Education in Tanzania. It was carried out 
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between 1998 and early 2007. Later on, it came to be known as the MoEVT/TAMH 

Project. In the subsequent pilot phases, teachers in Temeke Municipality were involved 

and the schools in which these teachers taught became inclusive schools.  In the second 

phase, the project involved some primary school teachers in Kinondoni Munipality in 

Kunduchi, Ukombozi, Upendo, and Kawe (URT, 2009). Later on, inclusive education 

was introduced in more schools located in 24 other district councils. Seminars and 

workshops were conducted in which District Education Officers (DEO), a few district 

school inspectors, Ward Education Officers (WEO), head-teachers and some teachers 

of the selected primary schools were imparted with the knowledge and skills required to 

handle learners in inclusive schools (Rutachwamagyo, 2005; URT, 2009). 

1.1.2 Enrolment of Learners with Disabilities in Inclusive Primary Schools  

Accurate data on the enrolment of learners with varied disabilities in inclusive schools 

could not be obtained. Available figures are based on a survey conducted by 

Rutachwamagyo (2005) which stated that only about 0.2 per cent of the pupils enrolled 

in inclusive primary schools were learners with disabilities. This is almost similar to the 

finding by Research on Poverty Alleviation (URT, 2007) which showed that only about 

0.3 per cent of the pupils enrolled in inclusive primary schools in Tanzania were 

learners with disabilities. Table 1.1 shows the enrolment of learners with disabilities in 

terms of sex and nature of disability for the years 2008-9 and 2009-10 (MoEVT & 

URT, 2010). 
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Table 1.1 

Learners with Disabilities Enrolled in Primary Schools in Tanzania 

During the Years 2008-2010 

 

Category of Impairment 2008-2009 2009-2010 

Boys Girls Total Boys Girls Total 

       

Albino/Visually Impaired 1,713 1,394 3,107 2,606 1,860 4,466 

Multiple-Impaired 435 280 715 3,954 2,404 6,358 

Intellectually Impaired 4,296 2,945 7,241 1,528 1,075 2,603 

Orthopedically Impaired 8,068 5,768 13,836 8,856 5,925 14,781 

Hearing Impaired 2,842 2,268 5,110 2,057 1,569 3,626 

Deaf-Blind 338 264 602 408 263 671 

Children with Autism 296 231 527 1,853 1,359 3,212 

Others 2,010 1,496 3,508 1,875 1,475 3,350 

Grand Total 19,998 14,663 34,661 25,021 17,182 42,203 

Source: MoEVT & URT (2010) 

Note: Others include: Behavioural disorders, Learning difficulties and Speech problems. 

Table 1.1 show that a total of 42,203 learners with various disabilities attended primary 

schools in 2010. Of the total of 42,203, the number of learners with disabilities in 

inclusive is not available. Nevertheless, the data show that orthopedically impaired 
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category is the highest; `followed by multiple-impaired and visually impaired. A study 

by Wilson (2011) estimated the prevalence of disability in Tanzania at 7.8 % of the 

total population which translated to 2.4 million people; out of which visual, orthopedic 

and hearing impaired were seen to be the leading categories.  Hence, the researcher 

restricted her sample to the orthopedic, visual and hearing impairments.   

1.2 Statement of the Problem  

Every child is unique, differing from others intellectually, emotional, socially and 

physically. Most learners are taught in regular classrooms with teachers capable of 

meeting their instructional needs. However, some learners deviate from normal learners 

such that the regular classroom teacher must seek special help in dealing with their 

learning problems (Cecil & Ann, 1989). Accordingly, learners with visual, hearing and 

orthopedic impairments are learners of these deviated groups who require special 

attention and assistance from the teachers and others during the science, mathematics 

and Kiswahili classes in particular and in other subjects in general (Hunt, 2010). 

In Tanzania several studies have been carried out on inclusive education (Mmbaga, 

2002; Apolinari, 2007; Pembe, 2008; Haki Elimu, 2008; Danda, 2009; Nzima, 2010; 

Senkondo, 2010; Mvanda, 2011; Wilson, 2011). The common attention of these studies 

was on the factors, the manner and the extent to which teaching and learning in 

inclusive primary schools facilitated effective learning of learners with disabilities. The 

study areas were generally city and urban locations. These studies largely did not 

address the issue of involvement of inclusive education in improving the scholastic 

achievements of learners with disabilities in primary schools. Therefore, the researcher 

decided to examine the scholastic achievement of learners with disabilities in inclusive 

primary schools. 
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1.3 Purpose of the Study 

The overall purpose of this study was to examine the organization of learning processes 

which contributed to scholastic achievement of learners with disabilities (visual, 

hearing and orthopedic impairment) in inclusive primary schools. 

1.4 Objectives of the Study  

1. To examine the organization of learning processes that contributes to 

scholastic achievement of learners with disabilities in inclusive primary 

schools. 

2. To identify the training and qualifications required of teachers for teaching 

in inclusive primary schools.  

3. To evaluate the extensional activities performed by teachers in handling learners 

with disabilities in inclusive primary schools. 

4. To identify the exclusive services offered to learners with disabilities in 

inclusive primary schools 

5. To suggest recommendations for improving the scholastic achievement of 

learners with disabilities. 

1.5 Research Questions 

Considering the research problem under investigation, objectives and theoretical 

background, the following specific research questions were developed to guide the 

investigation. 

The research questions for accomplishing the first objective are: 

 How are the learning processes organized in inclusive primary schools? 



11 
 

 Do these learning processes contribute to scholastic achievement of learners 

with disabilities? 

The research questions for accomplishing the second objective are:  

 What are the special kinds of training required for teaching in the inclusive 

primary schools?  

 What are the basic qualifications required for teaching in the inclusive 

primary schools?  

The research question for achieving the third objective is: 

 What are the extensional activities performed by teachers in handling the 

learners with disabilities in inclusive primary schools? 

The research question for realizing the fourth objective is: 

 What kinds of exclusive services are offered to learners with disabilities in 

improving their scholastic achievement? 

The research question for realizing the fifth objective is:  

 What are the recommendations to the stakeholders for improving scholastic 

achievement of learners with disabilities?  

1.6 Research Assumptions 

This study was guided by the following assumptions:  

The assumption for the first objective: 

 Effective organization of learning processes improves the scholastic 

achievement of learners with disabilities in inclusive primary schools.  

 



12 
 

The assumptions for the second objective: 

 Teachers in inclusive primary schools would have received the 

prerequisite training for handling learners with disabilities. 

 Teachers in inclusive primary schools would have passed at least Grade III-

A Certificate course. 

The assumption for the third objective: 

 Teachers in inclusive primary schools perform different extensional 

activities in handling learners with disabilities. 

The assumption for the fourth objective: 

 Exclusive services offered to learners with disabilities in inclusive primary 

schools improve their scholastic achievement. 

The assumption for the fifth objective: 

 Peer cooperation, parental and community involvement  lead to scholastic 

achievement of learners with disabilities 

1.7 Significance of the Study 

This study sought to come up with certain implication that would be of significance in 

the teaching-learning of learners with disabilities. Firstly, the study would inform 

various education stakeholders – parents, researchers, teachers, learners and policy 

makers – on the relevance of organization of learning processes, training of teachers 

and their qualifications, extensional activities and services offered in relation to the 

scholastic achievement of learners with disabilities in inclusive primary schools. This 

may enable education stakeholders to come up with strong strategies to renew the status 
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of inclusive education among learners with disabilities in those schools. Secondly, the 

findings of the present study will ensure the provision of equal education for all. 

Thirdly, it would provide substantive knowledge on the importance of inclusive 

education as a strategy towards normalizing individuals with disability in the society. 

Fourthly, the findings will serve as a piece of reference to other researchers who are 

interested to undertake further study in the area and contribute to fill the existing gaps 

in the field. Finally, it would stimulate further research in inclusive education 

concerning scholastic achievement among learners with disabilities. Therefore, the 

researcher conducted this study with a view to present a realistic description of the 

ways inclusive schools shape scholastic achievement of learners with disabilities. 

 

1.8 Delimitation of the Study 

Keeping in view the time and finance constraints, the study was delimited to the 

following: 

 The study was confined to only seven inclusive primary schools in Mtwara and 

Masasi districts of Mtwara region. 

 The study was restricted to six educational officers, seven head teachers, 21 

teachers, 37 learners with disabilities and 42 learners without disabilities and 10 

parents of the learners with disabilities. 

 The study was delimited to the classroom observation of Mathematics, 

Kiswahili and Science subjects only. 
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 The study was delimited to only three categories of learners with disabilities 

namely orthopedic, visual and hearing impairments in inclusive primary 

schools. 

1.9 Limitations of the Study  

The study has some limitations which are explained below.  

 

 It is very hard to generalize the results/findings of the present study for broader 

applications as the sample size is too small, which was deliberately restricted 

because of time constraints. 

 The selection of the schools for the present study was from rural and remote 

areas which may not provide the trends of inclusive primary schools in city or 

urban areas.  

 Communication with the learners with hearing impairments during the 

individual interview sessions was a challenge, due to the researcher‘s limited 

knowledge of the sign language and lack of hearing devices. Therefore, to 

overcome the problem of missing essential data, the researcher conducted 

interview with hearing impairment learners with the assistance of an 

experienced teacher who is competent in sign language.  

1.10 Operational Definitions of Key Terms 

This section provides definitions of key terms which are widely used in the study. 

Scholastic Achievement: In the present study, the term scholastic achievement has 

been conceived as knowledge acquired and skills developed by learners with 

disabilities through curricular subjects in the school. Therefore, in this study, scholastic 

achievement has been measured in terms of learners‘ test scores in Kiswahili, science 
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and mathematics at national examinations.  

Disability: the term disability denotes a restriction or inability to perform an activity in 

the manner or within the range considered normal for a human being; mostly resulting 

from impairment, where impairment is defined as any loss or abnormality of 

psychological, physiological or anatomical functions taken at the organ level. The 

present study includes only three categories of impairment.  

Hearing Impairment has been conceived as any type of hearing loss that would 

adversely affect a learner‘s educational performance. 

Orthopedic Impairment has been conceived as any type of motor disability where the 

learner requires specialized services in order to benefit from social and educational 

programme. 

Visual Impairment has been conceived as any type of visual disability (blindness) that 

adversely affects a learner‘s educational performance.  

The above mentioned categories of disability has been measured by observing the 

physical structure of an individual learner; performance in scholastic and co-scholastic 

activities; and the study of documents such as registration-books and  cumulative 

record cards. 

Learners with Disabilities: There is no clear definition of the term ―learners with 

disabilities‖ because there are many different groups of disabilities, and within 

these groups there are vast individual differences. Therefore, attempting to define 

disabilities is complex and often quite controversial. Learners with disabilities, in 

the present study, refer to those learners who are subjected to hearing, orthopedic, 

and visual impairments in inclusive primary schools.  
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Organization of Learning: is the activities followed by the teacher after entering 

the class (Dash, 2007). In the present study, organization of learning can be defined 

as the method or techniques of organizing curricular activities in the class. It 

includes the teacher‘s profile, teacher-learner interaction and teaching learning 

activity followed by the teacher in the class. 

Inclusive Primary Schools: These are primary schools that have been established 

by the Ministry of Education and Vocation Training for enrolling normal learners 

and learners with disabilities (URT, 2009). Inclusive schools have inclusive 

classrooms where all learners learn together in the same classroom regardless of 

their disabilities and learning needs. In the present study, inclusive primary school 

refers to any primary school which enrolls normal learners along with those with 

disabilities. Inclusive primary schools were identified by studying the nature of 

enrolment obtained through documents (log book) and manuals or references from 

district educational officers.  
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CHAPTER TWO 

LITERATURE REVIEW 

2.0 Introduction 

In the foregoing chapter, the background of the study, statement of the problem and 

significance of the study were discussed. This chapter presents the review of literature 

relevant to the study. A literature review is a description that provides insight on what 

has already been said on the topic of research. It discusses theories, hypotheses and 

methodology that is appropriate and useful to the study (Gall et. al., 2005). 

Accordingly, this chapter reviews a variety of literatures which were considered useful 

in dealing with the present research problem and supporting the researcher in gaining 

insights on the knowledge and ideas established with regard to the problem under 

investigation. Further, the theoretical framework employed in the present study is also 

described in this chapter. The chapter is divided into four major sections. The chapter 

opens with the theoretical framework. The second section makes critical review of 

related literature. The third section provides the synthesis of related literature and 

establishes the research gap. The last section provides the conceptual framework which 

guided the enquiry process of the present study.  

2.1 Theoretical Framework of the Study 

Theory provides the road-map to a research problem. This study employed two 

theories, namely the Multiple Intelligences Theory and the Differentiated Instruction 

Theory. The theories are interrelated in the sense that the most effective utilization of 

multiple intelligences theory is through differentiated instruction in the shared settings 

(McCoog, 2007). 
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2.1.1 Multiple Intelligences Theory (MIT) 

Multiple Intelligences Theory was propounded by Gardner (1983) after his long time 

enquiry into whether intelligence is a single or multiple entities. From that point, 

Gardner proposed a new theory and definition of intelligence, in his book entitled 

Frames of Mind, which is termed the Theory of Multiple Intelligences. Gardner viewed 

intelligence as the ―ability to resolve genuine problems or difficulties that are valued 

within certain cultural settings‖ (Gardner, 1983, pp. 60-62).  

Multiple Intelligences Theory claims that we respond in different ways to different 

kinds of content (Gardner, 2000, p.100). It has roots in neurodevelopment and 

recognizes various intelligence profiles that an individual can improve. Silverman 

(2006) noted intelligence improvement depends on three predominant modalities for 

acquiring information: auditory, visual and tactile or kinesthetic. Gardner, as 

profounder of the theory, defined these intelligences as linguistic, logical-mathematical, 

musical-rhythmic, visual-spatial, bodily-kinesthetic, interpersonal, and intrapersonal, 

spiritual and naturalistic. Individuals display various degree of intelligence as 

demonstrated by their cognitive abilities.  

A tenet of Multiple Intelligences Theory is that people learn, represent, and utilize 

knowledge in many different ways such as music, body movement, using language or 

numbers. It emphasizes that learners with disabilities, and the society at large, would be 

better served if disciplines could be presented in a number of ways and learning could 

be assessed through a variety of means (Gardner, 1991). Hearne and Stone (2000) 

remark: ―Our classrooms are becoming increasingly diverse; learners with disabilities 

and those without disabilities are being placed in regular classrooms. This change 
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requires a shift in educational strategies if we are to reach the learners‘ achievement in 

present classrooms.‖  

This theory suggests that grading of intelligences, should regard the context or content 

and the uses to which learners‘ intelligences are put, not the assessment of each 

learner's intelligence (Gardner, 1995). Gardner has observed that educators are in the 

best position to determine the uses to which multiple intelligences theory can be 

employed.  The theory calls for a restructuring of our schools to accommodate modes 

of learning and inquiry with something other than deficit approaches. 

According to Gardner (1995) each learner possesses at least seven kinds of intelligence 

(linguistic, logical-mathematical, musical-rhythmic, visual-spatial, bodily-kinesthetic, 

interpersonal, and intrapersonal), and the degree to which each develops depend upon 

many variables. The most important, however, is freedom to pursue the intelligences. 

Although the notion of a general intelligence measure has been widely replaced by 

verbal and performance composite measures, there is still a fascination with numerical 

representations of individuals' abilities in our schools (Kass, 2009). 

2.1.2 Applicability of the Multiple Intelligences Theory in this Study 

The Multiple Intelligences Theory is used in different areas of research in the field of 

education psychology. Tomlinson (2004) argued that this theory was widely applied to 

explain the existing multiple talents and strengths (artistic, musical, and kinesthetic 

abilities) of learners in the learning context.  This theory can be interpreted to mean that 

teachers are the potential means who can materialize the dream of inclusive schools by 

bringing their own unique talents and intelligence to the classrooms.  



20 
 

Thus, Gardner's theory of multiple intelligences has had utility in education. It has 

helped a significant number of teachers to evaluate their work and to encourage them to 

look beyond the narrow confines of the dominant discourses of skilling, curriculum, 

and testing. For example, Kornhaber (2001) and her colleagues at the Project SUMIT 

(Schools Using Multiple Intelligences Theory) have examined the performance of a 

number of schools and concluded that there have been significant gains in respect of 

aptitude test scores, parental participation, and discipline within the schools attributing 

to Multiple Intelligences Theory. Considering the extent to which Gardner's theory has 

helped teachers to reflect on their practice, and broaden their focus to attend diverse 

classes, then it has to be judged a useful theory in inclusive classrooms. 

This theory has offered a clear picture of how to handle learners with disabilities in 

schools by using different learning styles according to the needs of the learner and 

preventing teaching and assessing solely through verbal or written language only 

(Tomlinson, 2004). The theory also emphasizes on the talent search programmes for the 

learners with disabilities and remedial teaching should seriously question the teaching 

and learning processes in inclusive classrooms (Gardner, 1995). Therefore, teachers 

must begin to offer activities that draw on learners' talents in other intellectual 

activities.  

In this research, the researcher used the provisions of this theory to identify the 

common predominant modality (auditory, visual and tactile or kinesthetic) for acquiring 

information and the common useful intelligences (linguistic, logical-mathematical, 

musical-rhythmic, visual-spatial, and bodily-kinesthetic) in teaching and learning of the 

learners with disabilities in inclusive schools.  
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2.1.3 Differentiated Instructional Theory (DIT) 

Differentiated instruction is a teaching theory based on the premise that instructional 

approaches should vary and maximize learning for each and every learner regardless of 

their skill level, personality, disability, culture, or other unique characteristics 

((Tomlinson, 2001). Gardner, again, is the pioneer of differentiated instruction theory.  

In 1983, Gardner published a book entitled Frames of Mind: The Theory of Multiple 

Intelligences. In this book, he laid the foundation for what we now call differentiated 

instruction theory (Tomlinson & Allan, 2000). The tenet of differentiating instruction is 

to maximize each learner's growth and individual success by evaluating each learner in 

relation to his/her abilities and assisting in the learning process. One of the most 

popular terms when referring to differentiating instruction is that ―one size does not fit 

all‖ (Hammeken, 2007). 

Tomlinson and Jarvis (2006) observe that the theory emphasizes the use of varied 

learning activity such as learner groupings; supplementary materials; assessments and 

the establishment of subject content connections at multiple levels. The model for 

differentiated instruction requires flexible teachers. They must be able to adjust the 

curriculum for learners rather than expect that their learners will be able to modify 

themselves according to the curriculum (Hall, 2002). This requires teachers who 

understand the theory and practice differentiated instruction. Learners‘ readiness, 

interests, and intelligence profiles are necessary for teachers using differentiated 

instruction in teaching.  

From this perspective, in addition to the intelligence, interest and readiness, the theory 

pays attention to differentiated learning opportunities supported by collaboration and 

learners‘ experiences which foster motivation for performance (Kass, 2009). Further, 
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the theory supports learner centred approach and assumes that teachers who use this 

approach must get to know their learners and understand their learning abilities to 

prepare lessons that will support the range of aptitudes and experiences of a given 

classroom. Therefore, it is important to acknowledge each learner‘s unique learning 

style in the classroom. In order to do this, teachers must be trained and should develop 

professional expertise in the area of differentiating instructions. Collaboration between 

the teacher and the learner is essential for utilizing this instructional model as a 

pedagogical instrument (Hall, 2002). 

2.1.4 Applicability of the Differentiated Instructional Theory to this Study 

According to the pioneers of differentiated instruction, its principles and guidelines are 

rooted in years of educational theory and research. For example, differentiated 

instruction adopts the concept of "readiness," that is, the difficulty of skills taught is 

slightly in advance of the learner's current level of mastery. This is grounded in the 

work of Vygotsky (1978) and the zone of proximal development, the range at which 

learning takes place. The classroom research by Tomlinson (2000) strongly supports 

the zone of proximal development concept. Fisher (1980) quoted in Tomilnson (2000), 

found that in classrooms where individuals were performing at a level of about 80% 

accuracy, learners learned more and felt better about themselves and the subject area 

under study. 

Research on social learning (Lave & Wenger, 2001; Harper & DiMillo, 2004 in Kass, 

2009) emphasized that social exchanges in classroom instructions benefit all learners. 

Thus, differentiated instruction provides many opportunities for collective learning that 

supports the learner through a social support system. Inclusive schools which use 

differentiated instruction theory encourage the modification of curriculum and 
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accomplish many goals at a time, such as representing different learning experiences 

for each individual, using different teaching and learning methods (e.g. individuality 

approach, group activities), so as to meet learners‘ needs. Therefore, it is necessary for 

teachers in inclusive schools to pay particular attention to the range of learners‘ levels 

of readiness, interest and intelligence profiles. 

Differentiated instruction presents a challenging task for teachers of inclusive 

classrooms who assume that everyone can learn the same materials in the same way. 

Tomlinson (2004) contended that the use of varied learning activity, learner groupings, 

supplementary materials, assessments and the establishment of content connections 

reinforce concepts at multiple levels. Using learners‘ interests, experience and 

background to develop key ideas provides motivation and confidence as learners feel 

personally involved in their learning (Tomlinson & Jarvis, 2006). By presenting 

learners with key ideas and providing different learning activities, teachers support the 

learning levels of all learners by reinforcing connections between prior knowledge and 

new knowledge across subjects and disciplines, ending in the wider understanding of 

the subject content (Kass, 2009). 

This theory suits the present because the design and development of differentiated 

instruction as a teaching model began in the general education classroom. The initial 

application was on learners who were gifted but not sufficiently challenged by the 

content provided in the general classroom setting. As classrooms have become more 

diverse and more inclusive in nature, differentiated instruction has been applied at all 

levels and for learners of all abilities (Hammeken, 2007). 

The theory is applicable to the present study because it concurs with the Salamanca 

Statement and Framework for Action on Special Education and World Declaration on 
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Education for All (UNESCO, 1990 & 1994) which are committed to a learner centred 

approach where individual differences are accepted as a challenge and not as a 

problem. Obviously, the theory of differentiated instruction is the ideal theory to teach 

an inclusive class with diverse needs. 

2.2 Critical Review of Literature  

The literatures related to this study have been reviewed critically here. They are 

clustered together under five themes matching the five objectives. These are:  

 The conceptual analysis of inclusive education 

 The organization of learning processes versus achievement of learners with 

disabilities in inclusive primary schools  

 Training of teachers for inclusive primary schools 

 Extensional activities performed by teachers in handling learners with 

disabilities  

 Exclusive services offered to learners with disabilities in inclusive primary 

schools 

 

2.2.1 Conceptual analysis of inclusive Education 

This section reviews literatures on the concept of inclusive education and the 

organization of learning processes and daily routines in inclusive settings 

contributing to scholastic achievement of learners with disabilities. 

During the last decade, there have been many changes in the education of learners with 

disabilities. These changes include changes in attitude, methodology, and the use of 

concepts (Peters, 2003). These changes are of benefit not only to learners with 

disabilities, but to the benefit of all the involved children, their families, teachers and 
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head-teachers, their school communities and possibly the community as a whole. The 

most important consequence of these changes is recognition and appreciation of 

diversity. This is resulting in efforts to bring back into the community all those who had 

been excluded by the vast majority because of being different (Skjorten, 2004).  

Educational inclusion relates to all children accessing and meaningfully participating in 

quality education, in ways that are responsive to their individual needs. The terms 

‗inclusion‘ and ‗inclusive education‘ are often used in relation to children with 

disabilities and/or special needs and emerged partly out of debates to reduce their 

segregation from mainstream schooling (Hunt, 2010). The intention of inclusive 

education is to lay the foundation for an inclusive society accepting, respecting and 

celebrating diversity. However, the right to education does not automatically imply 

inclusion. The right to inclusive education was initially clearly stated in the Salamanca 

Statement and Framework for Action which emphasized that schools need to change 

and adopt inclusive settings (UNESCO, 2000). 

Inclusive education means welcoming all children without discrimination into regular 

schools. With the change of attitude against differential treatment of education, 

differences in people will likely to be seen in a positive perspective. It calls for a 

respect of difference and celebration of diversity. Indeed, it is a focus on creating 

environments responsive to the differing developmental capacities, needs and potential 

of all children. Inclusive education means a shift in services from simply trying to fit 

the child into ―normal settings.‖ It is a supplemental support for their disabilities or 

special needs and promotes the child‘s overall development in optimal setting (Tirusew, 

2005). 

 Grider (1995) stated that those who favour inclusion believe that learners with 

disabilities in the regular classroom will be accepted by their peers, have balanced 
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relationships, and gain more academic knowledge through small-group and teacher-

instruction. As a result, parental expectations will increase as their learners become 

more successful. This in turn, will result in continued higher learning achievement. 

Further, as Schattman and Benay (1992) found that special education learners in 

inclusive setting are exposed to talented teachers, form new social relationships with 

the same-age peer group, and experience more quality programmes in a regular 

education classroom. This enables learners with disabilities in inclusive settings to 

attain diverse academic and social achievements. 

 

2.2.1.1The Condition of Learners with Disabilities 

Disability is any restriction or lack of ability to perform an activity in the manner or 

within the range considered normal for a human being (Miron, 1994). Several people 

live with various types of disabilities in the world. In many cultures, people with 

disabilities find that their human dignity is impaired. They risk being hidden away, as 

though they were an inferior kind of human being. They also risk being oppressed, 

abused and exploited. Having a disabled child may even be regarded as shameful and as 

punishment from God. All these things mean that in addition to his/her disability, the 

child with disability is also obliged to fight against people‘s prejudices and ignorance. 

Learners with disabilities are often the most neglected group of all where children are 

concerned (Radda & Barnen, 1999). 

Attitudes about persons with disabilities vary from society to society in accordance 

with the particular socio-cultural, economic, political and religious dimensions. They 

also vary according to the different categories of disabling conditions and in most 

societies it is possible to note a ―hierarchy of disabilities,‖ where disabling conditions 

are ranked in terms of the public‘s degree of acceptance and dislike (Miron, 1994). 
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Regardless of what cultural and traditional attitudes people may have disabilities and 

bodily impairments are naturally a part of human life as birth and death. Disabled 

people have existed at all times and in all cultures throughout the world (Radda & 

Barnen, 1999). 

The way in which we educate our children besides being influenced by the 

socioeconomic and political realms is a reflection of our attitudes and beliefs. 

Segregating learners on the basis of disability conditions reflects the belief that these 

learners are different; different in their needs and aspirations, and incapable of 

benefiting from that which is provided to ―normal‘‘ learners. It is this general system of 

beliefs that affects the diagnosis and treatment of learners with disabilities within a 

country (Miron, 1994).  

Even though there are diverse types of learners with disabilities, this study concentrated 

only on the visual, hearing and orthopedic impairments. 

 

2. 2.1.2 Visual Impairment 

A learner with visual impairment has impairment in vision that, even with correction, 

adversely affects the learner‘s educational development. Visual impairment includes 

both partial sight and blindness (Ysseldyke, 2004; Salend, 1994). Learners with severe 

visual impairments are usually identified before they enter the school, although some 

partially sighted learners may not be identified until they reach school-age, when visual 

demands increase (Ysseldyke, 2004). Heredity is the major cause of visual impairment. 

Other factors include infectious diseases, poisoning, diabetes, tumors and prenatal 

complications. Aging is the primary cause of blindness in the elderly (Salend, 1994). 
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2.2.1.3 Hearing Impairment 

A learner with hearing impairment has impairment in faulty hearing whether due to a 

malfunction of physical apparatus or of perceptual processing.  Both types of problems 

result in inadequate assimilation of auditory information, and hence difficulties result in 

language and speech (Solomon, 2005). Many people are not aware that there are two 

dimensions to the sense of hearing. First, the intensity, or loudness with which sound is 

received, and second, the quality, or clarity with which sound is received. Difficulties 

concerning only the loudness factor are due to conductive losses and can usually be 

overcome with the use of hearing aids. Difficulties with clarity, however, are due to 

sensory neural losses. Such losses are usually caused by damage to nerve fibres in the 

inner ear (Allen, 1989, cited in Solomon, 2005). According to Kirk 1962 in Scholl 

(1986) a hearing impaired person is considered to be deaf if the sense of hearing is not 

functional for the ordinary purposes of life, or hard of hearing when the sense of 

hearing is defective but functional, with or without a hearing aid. 

The cause of hearing impairment can be heredity or environmental factors. Total 

deafness, which is rare, is usually congenital. Trybus (1985) cited in Salend (1994), 

identified the primary causes of hearing impairment as hereditary, material rubulla 

(rubella), prenatal and perinatal complications, meningitis and childhood diseases and 

injuries. 

 

2.2.1.4 Orthopedic Impairment 

As noted in Salend (1994), two types of physical disabilities, orthopedically impaired 

and other health impaired. Orthopedic impairment on which this study is concentrated 

is defined as having the following: a severe orthopedic impairment which adversely 

affects a child‘s educational performance, impairments caused by diseases (e.g., 
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poliomyelitis, bone tuberculosis, etc), and impairments from other causes (e.g., cerebral 

palsy, spinabifidia, amputations, and fractures of bone which cause contracture (USOE, 

1977 in Salend 1994). 

 

2.2.1.5 Advantages of Inclusive Education for Learners with Disabilities 

Inclusive education is an instrument for promoting human rights and promoting and 

reinforcing principles spelled out by International Conventions and other key 

documents such as the 1994 Salamanca Declaration. Through research, it has been 

proved that children develop physically, psychologically, and socially if they learn 

together with other children (Radda & Barnen, 1999). It is believed that educating 

learners with disabilities alongside their non-disabled peers facilitates access to the 

general curriculum for the learners with disabilities. Studies show that learners with 

disabilities who are mainstreamed have higher academic achievement. Mainstreaming 

has shown to be more academically effective than exclusion practices (Paterson, 2000). 

For instance, the National Research Centre on Learning Disabilities found that, 

graduation rates of all learners with disabilities in the United States increased by 14% 

from 1984 to 1997, although this report does not differentiate between students enrolled 

in mainstreaming, inclusive, or segregated programmes (World Vision UK, 2007). 

The inclusive classes provide learners with disabilities and learners without disabilities 

access to curricula and textbooks to which most other learners are exposed; access to 

subject content taught by subject specialists; access to instruction from general 

education teachers whose training and experience are quite different from those of 

special education teachers (Paterson, 2000). Moreover, the classroom provides access 

to all of the stress and strains associated with the preparation for, taking of, and passing 

and/or falling of the countrywide assessments (Tirussew, 2005). 
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In inclusive settings learners with disabilities are provided with the opportunity to get 

exposed and reciprocate to a broad range of social interaction behaviour. These 

beneficial interactions can be characterized as proximal interactions (sensory contact); 

helping interactions (non-disabled students voluntarily providing direct assistance, 

promoting social and effective relationships); and reciprocal interactions (the disabled 

and the non-disabled are both occurring personal benefits from the relationships, like 

playing a game) (Stain Back & Stain Back, 1990). This dynamic transaction contributes 

a great deal to the holistic development of the child, for example, learning to perform 

skills across persons, places, materials, and language cues and establishing social and 

effective relationship. Furthermore, learners with disabilities can profit from learning 

basic educational tasks by observing non-disabled student peer models (Tirusew, 2005). 

Inclusive education at the formative stage of development can do much to sweep away 

the barriers of traditional beliefs and misunderstanding that keep the learners with 

disabilities and the non-disabled learners a part (Booth & Potts, 1987). In general, non-

disabled learners who have had opportunities to interact with learners with severe 

disabilities have more positive and accepting attitudes than those who have not had 

such opportunities. Such interactions can also reduce non-disabled learners‘ fear of 

learners with disabilities and promote understanding and acceptance (Tirussew, 2005). 

2.2.2 The Organization of Learning Processes versus Achievement of Learners 

with Disabilities in Inclusive Primary Schools  

Many studies have found organization of learning processes very crucial for the 

scholastic achievement of learners with disabilities in inclusive primary schools. 

Larrivee (1995) conducted a study in Australia on effective teaching for successful 

mainstreaming. The broad objectives of the study were to determine effective learning 
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to the learners with learning difficulties. A sample of 118 teachers in inclusive 

classrooms of primary schools was used. The data were collected using four methods: 

direct observation of the classroom, scrutiny of the teacher‘s records, self-report from 

the teacher and interview with the teachers and the learners. She found that learners 

with special needs demonstrated a greater level of achievement in the mainstream 

classrooms when the teacher used the time efficiently; his or her relationship with the 

learners was good; gave the learners positive feedback; made a high rate of success for 

learning tasks; and responded to all learners positively.  

Similarly, Miller (2005) conducted a qualitative study the purpose of which was to 

examine the instructional conditions and practices described as successful for teachers 

teaching the Algebra inclusive classroom. The study supported the notion that an 

affective classroom climate coupled with collaborative planning among team teachers, 

the use of time, adaptations and accommodations lead to scholastic achievement among 

learners with disabilities in inclusive schools. Furthermore, the study recommended 

deliberate measures to improve the availability of supportive teaching and learning 

services in inclusive schools so that teachers can organize the teaching and learning 

activities accordingly. 

Pradhan and Misrty (1996) conducted a study on teaching-learning process in schools 

with consistently good or poor results. The findings indicated that teachers of schools 

with good results followed learner-centred methods of teaching and encouraged 

questions and participation from the learners; but the teachers of schools with poor 

results mainly followed teacher-centred methods and discouraged learners‘ 

participation during teaching. Apart from the teachers‘ abilities, infrastructure facilities 
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and learning materials, the factors that differentiate well from poor organization of 

learning, especially the methods of instruction followed by the teachers. 

 

Stringfield and Teddlie (1998) conducted a longitudinal study at a school in Australia, 

with the aim of examining the conditions that influence disabled students‘ achievement. 

The categories targeted were teachers, principals and disabled students. The 

information was collected through questionnaire and classroom observations. The 

researchers found that the conditions relating to the school had a significant effect on 

learners‘ achievement more than the conditions of the teachers. They recommended 

that inclusive schools should consider classroom climate and teaching strategies as 

essential categories which can influence learners‘ achievement. 

 

In a study by Vaughn, Elbaum, Schumm, and Hughes (1998) on the social outcome for 

learners with and without learning disabilities in an inclusive classroom, a positive 

social outcome was obtained. In this study the sample comprised 185 learners from 

third to sixth grades distributed between learning disabilities, average achievement and 

high achievement. The participants were distributed between two different settings (co-

teaching setting and collaborative teaching setting). The findings revealed that the 

learners on the collaborative teaching setting demonstrated a more positive outcome 

than their peers on the co-teaching setting. Further it was demonstrated that there was 

an increase in the number of reciprocal friendships formed  

 

Senkondo (2010) conducted a study on learning achievements of pupils with disabilities 

in inclusive primary schools in Tanzania. The main objective of her study was to 

examine the organization processes in improving learning achievement. The study used 
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interview, questionnaire, documentary review and focus group discussion as tools for 

data collection. The findings revealed that there was poor organization processes in 

inclusive schools due to the fact that learners with disabilities were still discriminated. 

The study recommended that inclusive schools need to have proper organization of 

teaching and learning processes where all learners with and without disabilities are 

included in all streams without bias. 

 

2. 2.3 Training of Teachers for Inclusive Primary Schools 

Education programmes specially to train teachers for inclusive primary schools are vital 

to deal with the different circumstances in inclusive settings. Al- Khateeb (2004) 

conducted a study on teaching learners in inclusive schools in Jordan. The main 

objective was to explore the role of initial and in-service training in inclusive schools. 

The study found that knowledge of learners with disabilities, whether obtained through 

initial or in-service training, played essential role in the academic achievement of 

learners with disabilities in inclusive schools. The study recommended in-school 

training and additional staff support to help the teachers in the handling of learners with 

disabilities to meet their needs in inclusive schools. 

Nzima (2009) conducted a qualitative research on tutors‘ and student teachers‘ 

perception regarding the adequacy of the curricula and training in preparing teachers to 

handle inclusive pre-primary classrooms. The study collected data using interview, 

questionnaire, focus group discussion and documentary review. The findings showed 

that curricula and training do not adequately prepare the teachers to handle inclusive 

classrooms. These related to poor training and irrelevant curriculum. The study 

recommended to the college authorities and the government to provide matching 
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curriculum and in-service training to teachers on inclusive education so that the 

teachers will be properly equipped to handle inclusive classrooms. 

Mkongo (2010) conducted a study to survey the contribution of learner attitude and self 

efficacy to academic performance of learners with disabilities in Tanzanian inclusive 

primary schools. Questionnaire and documentary review were the tools used for data 

collection.  The study revealed that learners with high self-efficacy attained high 

academic performance than those who had low self-efficacy.  

Loreman and Deppeler (2002) conducted a study on effectiveness of inclusive 

education. The main goal was to examine effectiveness in implementation of inclusive 

education in primary schools. The study revealed the need for training of teachers and 

other people to work with learners with disabilities as well as ensuring adequate 

resources. The study suggested that for teachers to teach effectively in inclusive 

schools, it is essential to provide them with skills and techniques on inclusive education 

on a regular basis.  

 

Nziga (2011) conducted a study on attitude and academic achievement of hearing 

impaired learners. The purpose was to examine the relationship between attitude, self-

esteem and academic achievement of learners with hearing impairment in primary 

schools. The results revealed that in most cases learners with hearing impairment did 

not perform well academically due to inadequately trained teachers and lack of standard 

supportive teaching and learning materials. The study recommended that community 

programmes and non-governmental organizations (NGO) could conduct volunteer 

programmes to teach impaired learners which would be an enabling condition to their 

academic achievement. 



35 
 

Al-Khaateeb (2004) argues that changes occurring in education programmes need to be 

complemented by in-service courses so that the existing cadre of teachers can become 

re-skilled for a changing education system. The argument is also supported by Pick-

Bowes (2003) who asserts that re-training of regular education teachers to suit inclusive 

education is essential if inclusion has to be successful. According to the study, 

implementation of inclusive education needs proper orientation for regular classroom 

teachers. 

 

2.2.4 Extensional Activities Performed by Teachers in Handling Learners with 

Disabilities in   Inclusive Primary Schools 

Different studies have reported different extensional activities by teachers in handling 

learners with disabilities in inclusive primary schools. Scholl (1986) conducted a study 

on physical education for learners with disabilities. The overall objective of the study 

was to investigate the existing involvement of students with orthopedic, visual, and 

hearing impairments in physical education regular practical classes. The study revealed 

that extra-curricular activities (sports and games) for learners with disabilities can 

develop the physical fitness and motor skills necessary for activities of daily living, 

orientation and mobility, a more positive self concept and sense of personal worth, and 

sport skills. The study recommended that schools should bear in mind that they need to 

provide every aspect of extra-curricular activities to the diverse group of personalities 

equally with the help of suitable instructional strategies that can address the diverse 

needs of these learners. 

Tirussew (2005) conducted a study on integration of pupils with disabilities in regular 

schools. The main objective was to investigate opportunities and challenges of pupils 

with disabilities in special primary schools. The results show that sports and games are 
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integral part of the total educational processes which enhance and integrate the 

physical, social and psychological aspects of an individual‘s life through direct physical 

activity. The study suggested that integration of pupils with disabilities in integrated 

schools was necessary and sporting activities such as swimming and wrestling should 

be strengthened to involve learners with and without disabilities. Under such conditions 

there would be strong social relations and high achievement among learners with and 

without disabilities. 

Ram et al. (1996) conducted a study on pedagogical challenges and opportunities of 

students with visual and hearing impairments in physical education practical classes in 

secondary schools. The overall objective of the study was to investigate the 

involvement of students with visual and hearing impairments in physical education 

regular practical classes and to identify opportunities provided. The findings revealed 

that students with visual and hearing impairments were found out of the practical 

activities of physical education in the sample schools. The study suggested that in terms 

of learners interest, those co-curricular activities should be encouraged which will give 

the participants an opportunity to develop habits of cooperation, fair play and good 

citizenship. They further recommended that such co-curricular activities should be 

interrelated and integrated with regular academic activities so that constructive attitudes 

of responsibility, initiative and pride in accomplishment carry over from one activity to 

the other. Moreover, it becomes the basis of occupational interest and occupational 

selection. There are many examples of learners with below average academic 

achievement but who successfully participate in sports activities and develop interest in 

health education as their occupation. Thus, interest and encouragement developed 

through co-curricular activities influence the lifestyle of the learners with disabilities. 

Tirussew (2005) observed that performing extensional activities in inclusive settings is 
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required because sports and games enabled learners with disabilities to interact with 

their non-disabled peers and remove the social distance between them.  

2.2.5 Exclusive Services Offered to Learners with Disabilities in Inclusive Primary 

Schools  

Exclusive services, when provided fairly to individuals according to their needs, 

interest and abilities would maximize opportunities to benefit from inclusive schools. 

Nawaz and Saeed (1999) conducted a study of primary school teachers in teaching 

inclusive classes. The study found that teachers were willing to include children who 

had difficulties in hearing in their schools in separate classes if resource teachers were 

available for support. Moreover, teachers were often reluctant to teach inclusive classes 

by pointing at their lack of knowledge and experience in teaching learners with 

disabilities and demanded additional training.  The study suggested that government 

support for training, financial incentives and provisions for inclusion in the educational 

policy are enabling factors for effective teaching of learners with disabilities in 

inclusive schools. 

Wahid and Ishfaq (2000) conducted a study on perceptions of university teachers about 

children with hearing difficulties. The main objective was to explore the academic 

capabilities of children with hearing difficulties at primary level. The study observed 

that teachers believed that children with hearing disabilities, with appropriate training, 

could develop their reading, writing, mathematical, social and vocational skills like 

other children. They suggested that inclusive schools should offer technology devices, 

note takers, interpreters, classroom materials so as to provide the most productive 

learning environment to children with hearing disabilities. 
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Vaughn and Kingner (1998) conducted a study on learners‘ perception of inclusion. 

The objective of the study was to obtain the learners‘ views on better learning. The 

study was conducted on a sample of 442 learners with learning disabilities. The 

findings showed that the learners liked to go to the resources room because they 

thought work in the resources room was easy and fun; and because they received 

special help. They also stated that they liked the inclusive classroom because they were 

able to make friends. 

In another study, Vaughn and Klingner (1998) obtained the opinions of students having 

high-incidence disabilities from preschool to grade 12 on academic performance. They 

found that the students with high-incidence disabilities in inclusive classrooms wanted 

the same books, materials, activities, homework and group teaching as that of their 

peers without disabilities and it was also found that their peers agreed with them on the 

terms that everyone should learn fairly. The entire sample appreciated the services of a 

teacher who slowed down the instruction, made the concepts clear and taught using 

learner-centred strategies. The study recommended that the teachers should change 

their teaching methods while teaching learners with high-incidence disabilities. 

Light (1999) as cited in Said (2010) conducted a study on services for students with 

disabilities. The study noted that learners with disabilities needed different things 

and services to attend inclusive schools. The study pointed out that sign language 

for deaf learners; hearing aids for the hearing impaired learners; Braille reading or 

large print text for pupils with visual impairment; alternative formats of assessment 

such as oral examinations for non-readers; and technology support/virtual 

environment such as computers and educational software were essential for 

scholastic achievement in inclusive classrooms.  



39 
 

2.3 The Synthesis of Literature Review and the Knowledge gap  

The studies in this review have emphasized the involvement of many factors in the 

realization of achievement of learners with disabilities. It is observed that qualification 

of teachers is an important impediment to achievement (Pick-Bowes, 2003; Nzima, 

2009; Nziga, 2011; Loreman & Deppeler, 2002). In addition to this, organization of 

learning processes, provision of support services, and practicing of extensional 

activities and availability of qualified teachers are the other factors affecting 

achievement (Stringfield & Teddlie, 1998; Larrivee, 1995; Miller, 2005; Senkondo, 

2009; Al-Khaateeb, 2004; Mkongo, 2010).  

It is found by the researcher that there is dearth of studies conducted to explore the 

factors influencing scholastic achievement of learners with disabilities in Mtwara 

region in general and rural areas in particular. Moreover, the increasing rate of learners 

with disabilities in developing countries has necessitated the researcher to conduct this 

study. The World Bank (2004) has estimated that approximately 600 million people or 

10% of the world‘s population have disability and that 80% of these people live in 

developing countries and 60% of them in rural areas. Rural areas in Tanzania have a 

higher rate of 8.4 percent of learners with disabilities than urban areas, where the 

average rate is 6.4 percent (Wilson, 2011). Hence, the present study was intended. It 

studies the organization of learning in the inclusive primary schools in the Mtwara and 

Masasi districts of Mtwara region with emphasis on the scholastic achievement of 

learners with disability.  

2.4 Conceptual Framework 

The study required an appropriate and comprehensive conceptual framework. Anfara 

(2008) states that even if it is not a rule, a researcher needs to have a conceptual 
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framework which would guide and focus the study and support in coding, theme 

formation and data analysis. The framework of a study explains the key variables 

involved in the study.  

The framework which guided this study was constructed by the researcher on the model 

of Rieser and Micheline (1990) who assert that learning achievement is the result of 

interaction of four variables which are: nature of inclusive education, enabling 

conditions, learner‘s characteristics and stakeholders‘ recommendations. The 

framework is presented in Fig. 2.1. 

The framework views learners‘ scholastic achievement in inclusive primary schools as 

an outcome of interaction of various aspects such as the nature of inclusive education, 

learning characteristics of the learners and enabling conditions in inclusive schools. 

According to this framework, transaction, interaction and transformation of the above 

aspects would specify the level of learners‘ scholastic achievements.  

Nature of inclusive education involves an understanding of the ways the learning 

processes are planned, organized, and implemented. The study examined the ways 

these aspects influenced scholastic achievements of learners with disabilities.  

Learners‘ characteristics point to self-characteristics which originated from the self 

position of learners as indicated in Fig. 2.1. The study worked to examine how the 

scholastic achievements are influenced by learners‘ characteristics. In this regard, the 

status/ability of these learners‘ characteristics was asserted. 

The framework also discusses issues related to stakeholder‘s recommendations for 

improving scholastic achievement of learners with disabilities. The study assumed the 
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involvement of volunteers, peers and parents within the community can influence 

learners‘ achievement in inclusive primary schools. 

Furthermore, the framework measures the presence of enabling conditions that could 

improve learners‘ scholastic achievements. Effective organization of learning processes 

in inclusive classrooms, trained and qualified teachers, adequate extensional activities 

in handling learners with disabilities and the presence of exclusive services for learners 

with disabilities in inclusive schools were found to be valuable when these actually 

used in practice. The assumptions of this framework due to the presence of the enabling 

conditions could improve scholastic achievements of the learners with disabilities in 

inclusive schools. 

Generally, the conceptual framework guides an overview outlook of how the four 

outlined aspects in inclusive schools shape and improve scholastic achievement of the 

learners as presented in Fig.2.1  
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Figure 2.1 Conceptual Framework 

 

 

                      Source: Adapted from Rieser and Micheline (1990) 
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CHAPTER THREE 

RESEARCH METHODOLOGY 

3.0 Introduction 

This chapter presents the methodology of the study. It narrates the procedures in which 

the objectives of the study were understood and analyzed. This chapter discusses the 

following: research design, research approach, research area and population of the 

study, sampling procedures and sample size, tools used, description and development of 

tools, validity and reliability of instruments, data analysis plan and the ethical issues 

involved.  

 

3.1 Research Design 

This study employed the descriptive survey design to examine the scholastic 

achievement of learners with disabilities in inclusive schools. A descriptive research is 

a method of collecting information by interviewing or administering a questionnaire to 

a sample of individuals (Orodho, 2003).The descriptive survey design facilitated the 

researcher in collecting relevant information on various factors concerned with 

inclusive education from a cross-section of stake-holders. The design was structured as 

follows. 

In the first stage of the design, the study area (Mtwara region), the study sites (inclusive 

schools, education offices) and the appropriate research approach (qualitative approach) 

were determined. Subsequently, District Educational Officers, head-teachers, teachers, 

and parents, learners with disabilities and normal learners were selected as the target 

population. 
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In the second stage, different research instruments (interviews, observations schedule, 

documentary review and focus group discussion) were developed in order to elicit 

responses from the sample population on issues related to the objectives of the research. 

Further, the above mentioned research instruments were checked for precision and 

accuracy. 

In the third stage, the sampling procedures (purposive sampling) and the sample size 

were determined;  letter of permission for data collection from the concerned authority  

was obtained;  data were collected from primary (interviews, observations schedule, 

and focus group discussion guide) and secondary ( documentary review) sources in the 

study-sites. 

Finally, quantitative data were scored and computed by using appropriate statistical 

techniques such as frequencies, percentages and means through Statistical Package for 

Social Sciences (SPSS) so as to describe the responses of the respondents of the study. 

Similarly qualitative data were coded and subjected to content analysis for presenting 

the results of the study. Lastly, the research report was compiled after getting 

suggestions from the supervisor and other sources of expertise available in the 

researcher‘s environment.  

3.2 Research Approaches 

This is the arrangement of conditions for collection and analysis of data. Research 

approach, methodology and design have to be governed by the purpose of the study 

(Cohen et al., 2000; Kothari, 2004). An eclectic methodology was used in this study. 

This comprised both qualitative and quantitative approaches. Creswell (2005) argues 

that eclectic research method is a procedure for collecting, analyzing and mixing both 

quantitative and qualitative data in a single study in order to understand a research 
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problem comprehensively. The qualitative approach concerns with subjective 

assessment of attitudes, opinions and behavior, to generate thick descriptions of the 

particular item being investigated through interview (Kothari, 2009). Best and Kahn 

(2006) observe that the use of qualitative approach allows the researcher to gain a 

deeper and clear understanding of the respondents‘ personal knowledge, experiences 

and feelings. In the present study qualitative research approach has been employed in 

order to generate thick descriptions concerning organization of learning processes 

which contributed to scholastic achievement of learners with disabilities. 

The quantitative approach, on the other hand, involves the generation of data in 

quantitative form which can be subjected to rigorous quantitative analysis in a formal 

and rigid fashion. In this study, descriptive statistics i.e. frequencies and percentage 

calculations have been applied as quantitative approach to facilitate the understanding 

and interpreting of  the respondents‘ views and opinions related with organization of 

learning processes which contributed to scholastic achievement of learners with 

disabilities. 

3.3 Area of the Study 

This study was conducted in Mtwara region. Mtwara region is found in the southern 

part of Tanzania, bordered by Ruvuma region to the west; Lindi region to the north; 

Indian Ocean to the east; Mozambique and the Ruvuma River to the south. According 

to the 2002 National Census, Mtwara region had a total of 1,128,523 people. It 

comprises the districts of Mtwara municipal, Mtwara rural, Masasi, Newala, 

Tandahimba and Nanyumbu (Mtwara Region Database, 2011). All these districts are 

rural areas except the Mtwara municipal. The region is populated with people from 

different ethnic groups, the dominant being makonde, makua and yao. 
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Mtwara was selected because it is one of the regions in Tanzania where there are many 

educational institutions providing education for learners with disabilities and there are 

primary schools which enroll both learners with and without disabilities. Further, no 

study was done here to explore the factors influencing scholastic achievement of 

learners with disabilities.  

 

3.4 Study Site 

In order to get a representative samples for this study, specific study sites were chosen. 

The study involved seven inclusive primary schools located at Mtwara and Masasi 

districts. The schools were selected from rural areas of the region according to 

knowledge gap discerned in the review of literature. Districts Educational Offices were 

also included in the study.   

3.5 Study Population   

The population of this study comprised Districts Educational Officers, head-teachers, 

teachers, parents and learners with and without disabilities in inclusive primary schools 

in Mtwara region. 

3.6 Sample Size and Sampling Procedures  

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

researcher is interested in gaining information and drawing conclusions (Gay, Mills & 

Airasian, 2006). It is a subset of the population or a proportion of the population drawn 

from the sampling frame so as to represent the entire population (Zechmeister, 2000; 

Best & Khan, 2006). In this study, purposive sampling was used to select the sites. The 

―purpose‖ was to get a mixed sample of the different ethnic groups in the area so that 

diverse responses based on the tribes‘ different norms and cultural practices were 
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possible. Mtwara district, mainly accommodating learners from the Makonde tribe, and 

Masasi district, mainly accommodating learners from the makua and the yao tribes, 

were selected. Three norms were used to select the inclusive schools from each of the 

two districts. Firstly, the school should have a special unit for learners with disabilities 

(either orthopedic, visual or hearing). Secondly, the school should have a large number 

of learners with disability. Thirdly, the school should have adequate number of learners 

with disability in standards five, six or seven.  Seven inclusive primary schools 

fulfilling the norms were selected for the study.  

The distribution of learners with disabilities by number, sex and categories of 

impairment varied from one inclusive school to another. Purposive sampling was 

employed to select representative cases of learners with particular disabilities from 

all the three grade levels (standard five, six and seven) in all the seven schools. A 

total of 37 learners with disabilities were selected and involved in the study.  

Again, purposive sampling was employed to select learners without disability from 

each of the seven inclusive schools. Learners who were chosen were those in 

standard five, six and seven and who are enrolled in the school for not less than two 

years. To ensure fair representation of gender, the researcher selected by lot one boy 

and one girl in each of the three grades of each school. Through these procedures, 

six learners (3 girls and 3 boys) from each of the seven inclusive schools were 

selected resulting in a total sample of 42 learners (21 girls and 21 boys) without 

disability. 

Later, four Districts Educational Officers and two school inspectors were selected 

from the study sites. The districts educational officers were sampled by virtue of 

their position to provide information on the qualification of teachers, availability of 
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teaching and learning materials and supportive services to the learners with 

disabilities. They are the main administrators of inclusive education at district level. 

They know much about the organization of learning processes in inclusive schools 

in their districts. 

 Head teachers were involved in the study as administrators of the inclusive primary 

schools. Seven head-teachers representing the seven schools were involved in the 

study. The head-teachers provided information about organization of learning 

processes and scholastic achievement of learners with disabilities in inclusive 

primary schools. 

Teachers in all the three classes in the seven selected schools, totaling 21 teachers, 

one teacher for each class, were also selected to comprise the study population. 

Teachers were included because they were considered to be of custodial care of 

learners in inclusive schools. The other reason for including the teachers into the 

study was that it is the teachers who observed the learners‘ behaviour inside and 

outside the classroom activities. They knew much about the ability, needs and 

interest of their learners. Regular teachers whose classes contained more and 

diverse learners with disabilities participated in the study.  

 Similarly, 10 parents were included as respondents because parents provided support 

and took care of their school going children and are knowledgeable about their 

children‘s learning interests.  

Cumulatively, as presented in Fig.3.1, a total of 123 respondents were involved in 

seven schools, school A, school B, school C, school D, school E, school F and school 

G. The sample included six district educational officials consisting of 4 officers and 2 
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school inspectors; seven  head-teachers (4 males and 3 females); 21 teachers (13 males 

and 8 females); 37 learners with disabilities (16 boys and 21 girls); and 42 learners 

without disabilities (21 boys and 21 girls); and ten parents (3 males and 7 females) of 

learners with disabilities.  
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Figure 3.1 

Distribution of Sample Size in the Study Area 
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3.7 Research Instruments Used for Data Collection 

 

The choice of data collection method depends on the purpose and the objectives of the 

study. Cohen et al. (2000) state that a single instrument throughout can bias or distort 

data. Therefore, a multiplicity of methods needs to be employed to cross-check the 

authenticity of data from a single source. Accordingly, a number of research 

instruments were used in this study to collect data from the selected samples. The tools 

were developed by the researcher herself.  

 Observation Schedule to Study the Organization of Learning was developed 

and used by the researcher to find out the organization of learning practiced by 

the individual teachers in the inclusive classrooms. 

 Interview Guide for Educational Officers was developed and used to seek 

information on how learning processes were organized; the qualification of 

teachers; training attended by teachers in inclusive school;, availability of 

teaching and learning materials; support services available for learners with 

disabilities in improving  their scholastic achievement. 

 Interview Guide for Head-teachers was developed and used also for 

collecting opinions of the head-teachers on how learning processes were 

organized; the qualification of teachers; training attended by teachers in 

inclusive schools; extension activities practiced in handling learners with 

disabilities and unique support services available in inclusive schools for 

improving achievement of the learners with disabilities. 

 Interview Guide for Teachers sought to collect information on the 

organization of teaching and learning processes; their qualification; training 

attended by them; practices of extensional activities in handling learners; unique 
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services provided and their suggestion in improving scholastic achievement of 

the learners with disabilities. 

 Interview Guide for Learners with Disabilities and without Disabilities was 

developed and used to collect learner-opinion on practices of extensional 

activities in their schools; unique services provided; support from peers in and 

outside the classroom; suggestions for improving scholastic achievement of 

learners with disabilities in inclusive schools. 

 Observation checklist was used to collect data on the practices of extensional 

activities by teachers while handling learners with disabilities in inclusive 

schools. 

 Documentary Review included review of standard four national examination 

results; records of extensional activities practiced in schools and exclusive 

services offered to learners with disabilities, lesson plans, learner‘s academic 

progressive reports, daily routine of the school, and details of enrollment of 

learners with disabilities in inclusive schools.  

 Focused group discussion was conducted to gather suggestions on organization 

of learning processes; training of teachers; exclusive services; and extensional 

activities practices in relation to scholastic achievement of learners with 

disabilities.  

Therefore, in the present study, the interview guides, observation schedule and focused 

group discussion were used as primary source of data, while documentary review was 

employed as secondary source of data. 
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3.7.1 Development and Description of Research Instruments 

Development of research instrument is one of the important tasks in conducting any 

kind of research as these assist the researcher in data collection in any study. In the 

present investigation, separate interview guide for educational officers, head teachers, 

teachers and learners with and without disabilities were developed by the researcher. 

Focus group discussion was set for parents and teachers. In addition, observation and 

documentary review were part of the present study, so observation schedule and 

observation checklist for organization of learning were developed. 

3.7.1.1 Observation Schedule for Organization of Learning: Observation of the real 

condition is very important in order to confirm information obtained from other data 

collection instruments. Based on a preview of literature in the field of inclusive 

education, three dimensions related to organization of teaching (teacher‟s profile, 

teacher-learner interaction, and teaching activity) were short-listed for inclusion in the 

observation schedule.  

The dimension of teacher‟s profile included 10 objective-response items relating to 

teacher‘s punctuality, preparation, clarity of the objectives of the teaching topic, 

understanding of communication skills, methods of teaching, preparation of teaching 

aids and the like.  All these items consisted of three options: To a Great Extent (GE), 

To Some Extent (SE) and Not at All (NA).  

The dimension of teacher-learner interaction consisted of 10 items pertaining to 

whether teachers encouraged learner‘s participation in the class and asking questions; 

gestures used by the teacher; maintenance of classroom environment and discipline. 

These items consisted of three options: Always (AL), Sometimes (SO) and Never (NE).  



54 
 

The dimension of teaching activity consisted of 14 items related to teacher‘ s teaching 

in the classroom, such as introduction of the lesson; the use of text books; use of 

chalkboard;  appropriate use of teaching aids; feedback provided; questions by the 

teacher to the learners and also the learners to the teacher. All these items consist of 

three options: Always (AL), Sometimes (SO) and Never (NE). Therefore, an 

appropriate schedule was prepared in order to evaluate the organization of learning 

practiced by the individual teachers in inclusive classrooms. 

3.7.1.2 Interview Guide for Educational Officers: The educational officers‘ 

interview guide comprised of five dimensions, firstly,  qualification of teachers, 

secondly, types of training provided to teachers, thirdly, training attended by teachers, 

fourthly, services provided to learners with disabilities, and lastly, steps to be taken in 

improving achievement of learners with disabilities. Under the dimension of 

qualification of teachers, the items related to the qualification of teachers teaching in 

inclusive schools, such as Grade IIIA certificate, Grade IIIA with special education 

certificate, Diploma in education, Diploma in special education or any other 

qualification. The dimension, training attended by teachers‟ who teach in inclusive 

schools, covered items related to the grade IIIA training, special education training, 

short courses in inclusive education and any orientation program on inclusive education 

or workshops related to inclusive education. The dimension of supportive services 

provided to learners with disabilities related to teaching aids, health, transport and 

financial services. The last dimension, steps to be taken to improve the academic and 

social achievement of learners with disabilities in inclusive schools, intended to get the 

views or suggestions to improve the academic and social achievement of learners with 

disabilities in inclusive schools. 
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3.7.1.3 Interview Guide for Head-teachers: Interview guide for head-teachers 

comprised of six dimensions, firstly, qualification of teachers, secondly, types of 

training attended by teachers, thirdly, extensional activities practiced by teachers in 

handling learners, fourthly, unique services provided to learners with disabilities, 

fifthly, additional services they would like to provide to learners with disabilities, and 

lastly, steps to be taken to improve achievement of learners with disabilities. Under the 

dimension of qualification of teachers, the items related to the qualification of teachers 

in inclusive schools, such as Grade IIIA certificate, Grade IIIA with special education 

certificate, Diploma in education, Diploma in special education or any other 

qualification. The dimension, training attended by teachers‘ who teach in inclusive 

schools, covered items related to the grade IIIA training, special education training, 

short courses in inclusive education any orientation programmes on inclusive education 

or workshops related to inclusive education. The dimension, extensional activities 

practiced by teachers in handling learners with disabilities, included items related to 

general cleanliness, assembling, gardening, teacher-pupil club, sports and games, 

tour/visiting and organizing of special class by local resource persons. The dimension 

of supportive services provided to learners with disabilities, the items related to services 

related to teaching and learning, health, transport and financial services.  The last 

dimension, steps to be taken to improve the academic and social achievement of 

learners with disabilities in inclusive schools, intended to get views or suggestions to 

improve the academic and social achievement of learners with disabilities. 

3.7.1.4 Interview Guide for Teachers: The interview schedule for data collection from 

teachers included five dimensions, firstly, types of training attended by them, secondly, 

extensional activities practiced by them in handling learners, thirdly, services provided 

to learners with disabilities, fourthly, services they would like to be provided to learners 
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with disabilities, and lastly, steps to be taken in improving achievement of learners with 

disabilities. The dimension, types of training attended by teachers, covered items 

related to the grade IIIA training, special education training, short courses in inclusive 

education, orientation programme in inclusive education or workshops related to 

inclusive education. The dimension, extensional activities practiced in handling learners 

with disabilities, the items included related to general cleanliness, assembling, 

gardening, teacher-pupil club, sports and games and tour/visiting. In the dimension of 

supportive services provided to learners with disabilities, the items related to services 

concerned with teaching and learning, health, transport and financial services. The last 

dimension, steps to be taken to improve the academic and social achievement of 

learners with disabilities in inclusive schools, intended to get views or suggestion to 

improve the academic and social achievement of learners with disabilities.  

3.7.1.5 Interview Guide for Learners with Disabilities and without Disabilities: The 

structured interview with learners with disabilities and learners without disabilities 

consisted of five dimensions, firstly, practices of extensional activities in their schools, 

secondly, unique services provided to learners with disabilities, thirdly, supportive 

services provided to learners with disabilities,  fourthly, support provided in and outside 

the class activities to learners with disabilities, and lastly, their suggestions for 

improving scholastic achievement of learners with disabilities in inclusive schools. The 

dimension of extensional activities sought information on activities performed by 

learners outside the class before going to class and after class hours such as general 

cleanliness, assembling, gardening, teacher-pupil club, sports and games, tour/visiting 

or organizing of special class by local resource person. The dimension of supportive 

services provided to learners with disabilities sought information on services related to 

teaching and learning and social support from peers, guidance and counseling, safety 
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water, health, transport and financial services. The last dimension, steps to be taken to 

improve the academic and social achievement of learners with disabilities in inclusive 

schools, intended to get views or suggestions to improve the academic and social 

achievement of learners with disabilities.  

3.7.1.6 Observation Checklist: Observation of the real condition is very important in 

the study in order to confirm information obtained from other data collection 

instruments. Therefore, an appropriate observation checklist was prepared in order to 

observe issues like extensional activities practiced in inclusive schools and interactions 

of the target learners with their teachers and other learners. 

3.7.1.7 Documentary Review  

The document appraisal process included reviewing of standard four national 

examination results; studying in detail the school reports related to the academic 

progress of learners with disabilities, category of disabilities and their enrolment in 

different years; checking of lesson plans in order to determine the extent to which 

the teachers‘ lesson plan considered the needs of learners with disabilities.  

3.7.1.8 Focused Group Discussion (FGD) 

Focused group discussions were conducted by the researcher with the parents and 

teachers after conducting the interviews and observation. Before beginning the 

discussion, rapport was established through self introduction of the researcher and 

the focused group discussion members. The researcher also sought the participants‘ 

consent to allow her to take note during the discussion so as to avoid losing 

important information given by participants. During the discussion, suggestions 

from the parents about organization of learning processes, training of teachers, 



58 
 

unique services, and extensional activities practices in relation to scholastic 

achievement of learners with disabilities were obtained.  

3.8 Validity and Reliability of the Instruments  

While evaluating the research instruments for stability and truthfulness, two criteria, 

namely, reliability and validity need to be checked, as these address issues of quality of 

the data and valid generalization of the results. The fundamental notion in validity is the 

degree the tool measures what was supposed to measure (Sliverman, 2010). The 

fundamental notion in reliability is consistency, the extent to which the measurement 

yield approximately the same results when employed repeatedly under similar 

circumstances (Reber, 1995).  

3.8.1 Validity of Instruments: Lema (2004) and Sliverman (2010) observe that 

validity of data collecting instruments refers to the degree the tool measures what was 

supposed to measure. Bryman (2001) observes that the term validity is used to judge 

whether the findings are accurate from the standpoint of the researcher and the 

participants. To measure validity, the face and content validity procedures were adopted 

in this study. Validation of the observation schedule, checklist, interview guides, and 

focused group discussion were carried out obtaining expert comments. The instruments 

developed were given to experts in the field of educational psychology and sociology 

for modification and comments. Finally the content validity of the tools was judged by 

evaluating item validity and sampling validity. The items which were valid and suited 

to the purpose of the study were selected, a few defective were eliminated and some 

were modified. All the instruments – observation schedule, checklist, interview guides 

and focus group discussion format – were checked carefully by the supervisor who also 

made comments on the nature, wordiness and strength of the questions which were 
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accommodated accordingly in the revised versions of the instruments. In addition, since 

various documents were reviewed for gathering secondary information, to ascertain the 

validity of the review, triangulations of study instruments were applied. 

Further, English-Kiswahili translation and back-translation of instruments was done to 

avoid misunderstanding in communication between the researcher and the respondents 

and to ensure validity of the instruments. Focused group discussion with parents and 

teachers, interview guides for head-teachers, teachers and individual learners with and 

without disabilities were translated and conducted in Kiswahili. English language was 

used only while interviewing the district educational officers. This was done in 

consultation with experts and peers and with the consent of the supervisor. But at the 

time of analysis the transcripts were back-translated. For more validation the 

instruments were finally given to the supervisor for further editing to ensure error-free 

questions.  

3.8.2 Reliability of Instruments: McMillan and Schumacher (1993) said reliability 

refers to the consistency of measurement, the extent to which the results are similar 

over different formats of the same instrument or different occasions of data collecting. 

Reliability implies that if a method of collecting information is reliable, it means that 

anybody else using this method under similar conditions would come up with the same 

results (Omari, 2011). An instrument with reliability measures the data in a consistent 

and accurate manner.  

In the present study, to ensure reliability of instruments, the researcher provided clear 

directions in order to avoid ambiguity in instructions. Moreover, to ensure 

generalization, multiple methods of data collection were employed which were 

observation schedule, checklist, interview guides and focused group discussion. The 
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language used in the instruments was also checked for clarity and readability and 

singleness of meaning. 

3.8.3 Try Out and Revision of Instrument 

Prior to administration of tools for collecting data, the researcher assessed the 

suitability of developed instruments by conducting a pilot study. The pilot study was 

conducted by random selection of two inclusive primary schools. In the pilot study the 

researcher administered interview-guides to one educational officer of Mtwara district, 

two head-teachers, three teachers, two learners with disabilities, two learners without 

disabilities and one parent of learners with disabilities. The pilot study was intended to 

check the certainty of content and exactness of language and to ensure if the items 

measured what they were suppose to measure. The responses of the pilot study 

respondents were discussed with the supervisor, and amendments made until the tools 

became valid and reliable for data collection.  

3.8.4 Triangulation 

To attain optimum reliability and validity of the findings, the researcher used the 

triangulation method by which findings could be generalized for the entire population. 

Methods of triangulation employed include multiple-site study (inclusive schools and 

district  educational offices); multiple source data-collection (primary and secondary 

sources); multiple research instruments (observation schedule, structured interview,  

observation checklist, focused group discussion and documentary review) for data 

collection; multi-modal approaches (qualitative and quantitative approaches); multiple 

theories (multiple intelligences theory and differentiated instruction theory); and 

triangulated data analysis by using various techniques such as percentage and  content 

analysis. 



61 
 

3.9 Ethical Consideration in Research  

Ethics refers to the appropriateness of the researcher‘s behaviour in relation to the 

rights of the respondents (Saunders, Lewis & Thornhill, 2007). In order to adhere to 

research ethics, the researcher obtained a letter of permission for data collection 

from the Director of Postgraduate Studies, University of Dodoma. The letter 

introduced the researcher to the districts education officers; district educational 

officers for special education; and various heads of schools in the target group. 

During data collection the researcher ensured the respondents about confidentiality 

of the information given and fair treatment of the respondents. Further, names of the 

participants of the study were kept anonymous and schools were also named school 

A, school B, school C, school D, school E, school F and school G during 

investigation stages for ethical reasons.  

3.10 Data Collection Procedures  

Creswell (2005) states that no single technique or instrument will be adequate while 

collecting valid and reliable data. The use of multiplicity of methods serves as means to 

cross-check the authenticity of data from a single source. Thus, in the present study, 

information was collected using both primary and secondary sources of data. The main 

data gathering tools for this study were observation schedule, interview guide, focused 

group discussion and documentary review which were developed by the researcher on 

the basis of related literature and leading questions. The data collection was conducted 

in four different phases.  

In the first phase, data were collected by observing classroom activities and extensional 

activities practiced outside the classroom. In this phase, the researcher developed two 

observation schedules. One was participant observation which was developed and used 
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by the researcher to find out the organization of teaching and learning processes 

practiced by the individual teachers in inclusive classrooms. These teachers were from 

standard five, six and seven and taught Kiswahili, Mathematics and Science. The 

sessions were observed in each of the seven inclusive schools, with a total of 21 

observed sessions. The duration for classroom observation ranged from 40 to 60 

minutes for a lesson. The second one was non-participant observation which was 

developed and used for observing and noting extensional activities practiced outside the 

classroom in handling learners with disabilities in inclusive schools.  

In the second phase, the data were collected from district educational officers, head 

teachers, teachers, and learners with and without disabilities through structured 

interview. Interviews were conducted personally to ensure confidentiality. The 

interview with the district educational officers was conducted at their respective offices 

on agreed day and time, whereas interviews with head-teachers, teachers and learners 

with and without disabilities were conducted at their respective schools in the working 

days during break and free time. However, interviews with hearing impaired learners 

were conducted by the researcher with the assistance of an experienced teacher. This 

was necessitated by the fact that the researcher was not conversant with the sign 

language they used.  

The third phase of data collection was documentary review. In this phase, the 

researcher reviewed different documents such as examination results, scheme of work, 

lesson plans, logbook or registration books, school reports on the academic progress of 

learners with disabilities, the attendance registers, and the related materials. The 

researcher reviewed the documents and noted some of the issues related to learners with 

disabilities (category of disability, enrollment and academic progress) in relation to 

their academic achievement. In addition, lesson plans of teachers of the targeted classes 
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were reviewed in order to identify whether teaching strategies and methods suggested 

by teachers in lesson-plans were in line with what was observed during the teaching 

process. 

Lastly, focused group discussion was conducted to enrich the generalization of the 

results. Mainly it was conducted with teachers and parents of learners with disabilities 

in inclusive schools. The focused group discussion involved 20 respondents, 10 were 

parents of learners with disabilities, and other 10 were teachers from all the seven 

schools. The discussion lasted for 45-60 minutes, but before engaging in focused group 

discussion a rapport was established through self introduction of the researcher and 

members of the focused group discussion. The main objective of conducting the 

discussion was to elicit suggestions from parents and teachers regarding organization of 

learning processes, training of teachers, exclusive services provided to learners with 

disabilities, and extensional activities practices in relation to the improvement of 

scholastic achievement of learners with disabilities in inclusive schools.  

3.11 Data Analysis  

In the present study data were collected both through qualitatively as well as 

quantitatively. The data obtained through interviews, documentary review, observation 

and focused group discussion were subjected to content analysis. Content analysis is a 

research technique for making valid inferences (Cohen et al., 2007). The qualitative 

data obtained from instruments mentioned was coded and categorized into themes in 

order to make meaningful sentences for easy analysis. The researcher was aware that 

human experiences and feelings cannot be quantified rather than being interpreted 

qualitatively. Transcripts were read in their entirety over and over to get absolute 

information. The themes were related to study objectives and questions. Related parts 
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were categorized and grouped together for the purpose of creating meaningful 

sentences for easy analysis and easy drawing of conclusions. Moreover, frequencies, 

percentages, means and standard deviations were calculated through SPSS to generalize 

the results quantitatively.   
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CHAPTER FOUR 

DATA PRESENTATION, ANALYSIS AND DISCUSSION OF RESULTS 

  

4.0 Introduction 

This chapter makes an analysis and discussion of the results of the study. Based on the 

objectives and assumptions of the study, this chapter is divided into three sections. The 

first section presents the analysis of results pertaining to the identification of schools 

with highly effective, moderately effective and less effective in organization of learning 

processes as well as the identification of schools with high, moderate and low levels of 

scholastic achievement in relation to training  and qualifications of teachers. This 

section presents the results of analysis concerning the scholastic achievement of 

learners with disabilities in relation to the organization of learning processes. The 

second section is concerned with results pertaining to exclusive services offered to 

learners with disabilities in inclusive primary schools and extensional activities 

performed by teachers in handling learners with disabilities. The third section presents 

the analysis of results concerning the identification of the stakeholders‘ 

recommendations for improving the scholastic achievement of learners with disabilities 

in inclusive primary schools. 
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SECTION ONE 

4.1 Inclusive Schools with Different Levels of Organization of Learning, Trainings 

and Qualifications of its Teachers in Relation to Scholastic Achievement of 

Learners with Disability.     

In this section, the researcher sought to identify the inclusive schools with high, 

moderate and less effective organization of learning and scholastic achievement; 

training and qualifications of its teachers. Moreover, the ways the organization of 

learning and teachers‘ qualification influence scholastic achievement of the learners 

with disabilities have also been analyzed in this section. For this purpose, the schools‘ 

organization of learning and learners‘ scholastic achievement have been categorized 

into three groups. The groups were formed as schools with high effective, moderate 

effective, and less effective in organization of learning by applying the criteria 

Mean±½SD i.e., schools scoring Mean+½SD (75.3 and above) were included in the 

high effective group of organization of learning; those scoring Mean-½SD (60.7 and 

below) were included in the less effective group of organization of learning; and those 

scoring between these two limits (75.3 and 60.7) were included in moderate effective 

group of organization of learning. The same criteria have been used for scholastic 

achievement. The related data are presented, analyzed and interpreted in the following 

sub-sections. 

4.1.1 Identification of Inclusive Schools with Different Levels of Organization of 

Learning  

An attempt is made here to identify the inclusive schools with high effective, moderate 

effective and less effective organization of learning processes and to understand the 

way teachers organized learning processes in the inclusive classes. It was assumed by 
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the researcher that effective organization of learning processes improve the scholastic 

achievement of learners with disabilities in inclusive schools. Therefore, for this 

purpose, the schools were classified into three levels on the basis of their organization 

of learning scores as observed by the researcher in inclusive classes. The details are 

presented in Table 4.1. 
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Table4.1 

Inclusive Schools with High effective, Moderate Effective and Less Effective in 

Organization of Learning 

Levels of 

Organization 

of Learning 

Schools 

 

Dimension 

I 

Teacher’s 

Profile    

Dimension 

II 

Teacher-

Learner 

Interaction 

Dimension 

III 

Teaching 

Activity 

 

Overall 

Mean and 

SD of 

Organization 

of Learning 

    

Mean    SD       

 

Mean     
SD           

 

 

Mean   SD            

 

Mean    SD 

Schools  

with High 

Effectiveness  

      G 36.0      8.4 23.7      1.2 31.2    8.0 90.9    17.6 

      F 31.7     8.0 20.5      4.2 29.7     12.1 81.9     24.3 

 

Schools  

with 

Moderate 

Effectiveness  

 

 

     E 30.3      3.0          

            

18.5      1.2 22.9       2.9 71.7       7.1 

     C 25.5      6.0      19.4      4.8 19.5      7.0 64.1     17.8 

     A 22.6    3.9    18.4      2.4    18.3      1.8 59.3       8.1 

 

Schools  

with Less 

Effectiveness  

      B 19.4      3.6 17.2      4.2       19.5       6.0 56.1     13.8 

      D 19.4      3.6 16.9      4.2     19.2       5.6 55.5     13.4 

Note: High effectiveness organization of learning denotes schools with mean + 

½SD ≥75.3 and above, low effectiveness organization denotes schools with mean - 

½SD ≤ 60.7 and below, and moderate effectiveness organization of learning 

denotes schools between the two limits (i.e., 60.7 and 75.3). 
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Table 4.1 shows the mean scores of seven inclusive schools as obtained by the 

organization of learning observation schedule. It indicates that two schools i.e., G and F 

are the schools with high effective organization of learning with overall mean score of 

90.9 and 81.9 respectively; schools E and C are indicated as schools with moderate 

effective organization of learning with the overall mean score of 71.7 and 64.1 

correspondingly; and schools A, B and D indicated as schools with less effective 

organization of learning, with mean score of 59.3, 56.1 and 55.5 respectively. Further, 

the above table indicates that schools with high effective organization   were better 

when compared to the moderate and less effective organization of learning schools in 

terms of teachers‘ profile, teacher learner-interaction and teaching activity. Similarly, 

schools with less effective organization of learning exhibited low scores when 

compared to the moderate effective organization of learning schools in terms of 

teacher‘s profile, teacher learner-interaction and teaching activity. 

Therefore it can be interpreted that the profile of teachers in schools with high effective 

organization of learning were good in terms of punctuality, classroom preparation, 

knowledge and understanding of the content, appropriate use of methods of teaching 

according to the needs of the learners with disabilities and clarity of the objectives of 

the lesson when compared to the teachers with moderate and less effective organization 

of learning schools. 

Likewise, in the dimension of teacher-learner interaction it was found that teachers 

from schools with high effective organization of learning encouraged learners regularly 

to participate in the class, used variety of teaching and learning methods suiting the 

learners‘ needs, maintained discipline in the class and handed learners wisely when 

they faced difficulties in the class when compared to the teachers from schools with 

moderate and less effective in organization of learning.  
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Similarly in the dimension of teaching activity, teachers from schools with high 

effective organization of learning were found to be more competent in terms of 

introducing the new lesson very interestingly, relating it to the previous knowledge of 

the learners, entering in the class with teaching aids, using other supplementary reading 

materials, giving assignment and homework, evaluating learners continuously and 

providing constructive feedback in comparison to teachers from schools with moderate 

and less effective organization of learning. 

Effective organization of learning is crucial for all kinds of schools. Studies about 

classroom practices, teaching styles, curriculum and assessment at inclusive schools 

have been carried out by various researchers. The findings of all these studies have 

confirmed the importance of such factors as teacher‘s knowledge of the subject, 

challenging learning tasks, friendly teacher-learner interaction, the use of appropriate 

methods of teaching and the use of teaching aids according to the needs of the 

individual learners in the effective organization of learning (Dash, 2007; Senkondo, 

2009; Nzima, 2010; Mvanda, 2011; Wilson, 2011). 

Further, while comparing the obtained findings against other studies conducted on 

similar or related variables, it is found that the present study is supported by Vaughn 

(1998) who found that children with learning disabilities in the collaborative teaching 

setting demonstrated a more positive outcome than their peers in the co-teaching 

setting. Further, Vaughn‘s study demonstrated that teachers in collaborative setting 

used appropriate methods of teaching and exhibited clarity of the subject matter being 

taught.  

Fisher (1992) and Cheng (1994) as cited in Dash (2007) indicated that organization of 

learning depended on learning environment. Learning environment included the 

physical and psychological environment of the school and the classroom. The physical 



71 
 

environment included facilities, spaces, lighting etc. whereas the psychological 

environment included classroom atmosphere, classroom social climate, classroom 

social interactions and classroom social relationship. The present study has revealed 

that schools with high effective organization of learning practiced such characteristics 

and are also recognized as schools with high scholastic achievement of the learners 

with disabilities. A study conducted by Pradhan and Misrty (1996) lends support to the 

findings of the present study that there exists a healthy interaction between learners and 

teachers in good result schools but in poor result schools the interaction between the 

learners and teachers is not very innate. Other than the teachers‘ abilities, infrastructure 

facilities and teaching learning materials, the factor that differentiates a good result 

school from a poor result school is the organization of learning processes, especially 

methods of instruction followed by the teachers. In the present study, the variation in 

the level of organization of learning processes between schools is due to the difference 

in the qualification of teachers and the general climate of inclusive schools studied.  

Dash (2007) found that better organization of learning is associated with effectiveness 

in terms of scholastic achievement. Thus, classroom interactions and teaching activities 

are the foundations of learning. Therefore it is suggested that if effective organization 

of teaching-learning processes and proper academic climate is generated in inclusive 

schools, the scholastic achievement of learner with disabilities will be improved. 

 

4.1.2 Identification of Inclusive Schools with Different Levels of Scholastic 

Achievement of the Learners with Disabilities 

Schools with high, moderate and low levels of scholastic achievement of the learners 

with disabilities are identified. Standard four national examination results and academic 

progress reports of the learners with disabilities were considered for this purpose. 
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Inclusive schools with different levels of scholastic achievement of students with 

disability were categorized by adopting the criteria of Mean ±½SD, for instance schools 

which scored Mean+½SD i.e.,  78.8 and above  were grouped as schools with high level 

of scholastic achievement, schools which scored Mean-½SD i.e., 55.4 and below were 

grouped as the schools with low level of scholastic achievement and those schools 

which scored between these two limits i.e. > 55.4 and < 78.8 were grouped as schools 

with moderate level of scholastic achievement. The results obtained are presented in 

Table 4.2. 
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Table 4.2 

Identification of Inclusive Schools with High, Moderate and Low Levels of 

Scholastic Achievement of the Learners with Disabilities 

Levels  of  

Scholastic 

Achievement 

 

Schools Mean and Standard Deviation 

Kiswahili 

Mean   

SD 

Mathematics 

Mean     SD 

Science 

Mean  

SD 

Overall 

Mean 

and   SD  

Schools with 

High 

Scholastic 

Achievement 

       F 88        2.3 71            3.0 80        1.5 80        6.8 

 

 

 

 

 

Schools with 

Moderate 

Scholastic 

Achievement 

 G 84         1.0 75            3.4   78         2.8 79        7.2 

 

 C 73         1.7 62            4.5 70         7.2 68       16.7 

 A 75          2.4 54           10.0 72          6.2 67       18.6 

 E 73          2.8 62            4.5 56          4.0 64       11.3 

        B 63           3.7 50            4.0 68          3.6 60       11.2 

 

School with 

Low 

Scholastic 

Achievement 

      D 70           3.0 45            6.3 55          4.1 55       13.4 

Note: High scholastic achievement denotes schools with mean + ½SD 

≥78.8, low scholastic achievement denotes schools with mean - ½SD ≤ 

55.4 and moderate scholastic achievement denotes schools between the 

two limits (i.e., 55.4 and 78.8). 

 

Table 4.2 shows the mean scores of scholastic achievement of seven inclusive schools 

as obtained through documentary review. Learners with disabilities from two schools 

namely F and G have shown high level of scholastic achievement with overall mean of 

80 and 79 respectively. Likewise learners with disabilities from schools C, A, E, and B 

have shown moderate level of scholastic achievement with mean scores of 68, 67, 64 

and 60 correspondingly. Similarly, in school D learners with disabilities have shown 

low level of scholastic achievement with a mean score of 55. Further, the above table 

shows that schools with high level of scholastic achievement of the learners with 



74 
 

disabilities performed better in Kiswahili, mathematics and science as compared to 

schools with moderate level and low level of scholastic achievement. Similarly, schools 

with low level of scholastic achievement of the learners with disabilities exhibited low 

scores in Kiswahili, mathematics and science subjects as compared to the schools with 

moderate level of scholastic achievements.  

It is also observed that schools with high scholastic achievement of the learners with 

disabilities used different teaching techniques which enhance the learners‘ 

achievement. Some of the observed teaching techniques were: spending extra time on 

teaching the task, adopting new ways of presenting the content, providing space for 

independent practice, showing positive attitudes towards the learners with disabilities, 

encouraging and reinforcing the learners and providing a helpful environment so that 

learners with disabilities will strive for high scholastic achievement. It means that these 

schools mainly adopt the learner centred approach where learners construct their own 

knowledge with active participation. 

Likewise, classroom practices for the schools with high scholastic achievement of the 

learners with disability were also observed. It was found that classroom practices such 

as regular homework tasks, continuous learner evaluation and feedback, engaging the 

learners in class work with close supervision and providing assistance as per the 

individual learner‘s requirement. These things created better environment for learning 

and led to scholastic achievement of the learners with disabilities. Therefore, it can be 

concluded that schools with moderate and low level of scholastic achievement lack in 

such characteristics and they used traditional method of teaching i.e. teacher centred 

approach due to the shortage of trained teachers, availability of teaching and learning 

materials, lack of awareness, inadequate infrastructure which led to overcrowded 

inclusive classrooms as shown in the pictures below. 
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 Figure 4.1: Overcrowded Inclusive Classrooms in two of the Observed 

Classrooms in School B and D 

            
 School B                                                        School D  

 

The findings of a study conducted by Pradhan and Misrty (1996) supported the present 

findings of this study that teachers of good result schools followed learner centred 

methods of teaching and encouraged learners‘ participation and questioning, but the 

teachers of poor result schools mainly followed teacher centred methods and 

discouraged learners‘ participation during teaching. Healthy interaction between 

learners and teachers was seen in good result schools but in poor result schools the 

interaction was not very innate. Besides, the findings of the present study are also 

supported by a study done by Mputhi and Adeola (1998) which found that learners‘ 

scholastic achievement is associated with school culture and social classroom 

interactions. They observed that overcrowded classrooms, lack of expert teachers, 

inadequate or lack of school building facilities including chairs and desks, playground, 

classroom, toilet facilities and teaching and learning caused poor teaching and learning 

ending in poor academic achievement of the learners in the school.  
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 Nziga (2010) acknowledged that the main influences that would improve scholastic 

achievement of the learners with disabilities in primary schools were physical and 

pedagogical inputs, pedagogical practices, school organization and the school 

environment. Senkondo (2010) found that success and failure of the schools could be 

assessed by the academic achievement of the learners.  Further, a large number of 

studies reported that infrastructure facilities such as buildings, library, toilet, hostel, 

playground, the presence of expert teachers, availability of teaching and learning 

materials and community awareness are of importance in improving the teaching and 

learning environment and the quality of inclusive schools and the scholastic 

achievement of learners (Senkondo, 2009; Nzima, 2010; Nziga, 2010; Yesaya, 2011). 

4.1.3 Teachers’ Opinions on Training and Qualifications Required for Teaching at 

Inclusive Schools  

The researcher obtained the opinions of teachers on the training and qualifications 

required for teachers in the inclusive schools. The opinions gathered at interviews with 

the educational officers, head teachers and teachers are presented in Table 4.3 
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Table 4.3 

Teachers’ Opinions on Training and Qualifications Required for Teaching at 

Inclusive Schools (N=34) 

                                     

Prerequisite 

Training 

Frequency Percentage Necessary 

Qualifications 

for Teachers 

Frequency Percentage 

Grade III A 34 100% Certificate 

Grade III A 

34 100% 

 

Special 

Education 

Training 

 

17 

 

50% 

 

Certificate III 

A- Special 

Education 

 

 

 

 

28 

 

82% 

Short 

Courses 

0 0% Diploma 0 0% 

 

Orientation 

Programmes 

 

20 

 

58.8% 

 

Diploma with  

Special 

Education 

 

10 

 

29.4% 

Workshops 27 79.4%    Any Other 0 0% 

 

It is evident from the above table that all the 34 teachers (100%) suggested that the 

grade IIIA qualification was required for the teachers to teach in inclusive schools, 

while 27 (79.4%) of the teachers viewed that workshops related to inclusive education 

were to be considered as prerequisite training for those teachers. Similarly, 20 (58.8 %) 

of the teachers responded that orientation programmes on handling and teaching 

children with disabilities in inclusive schools were required for those teachers in 

inclusive schools. Likewise, 17 (50%) of the respondent teachers viewed special 

education training as prerequisite for teachers teaching inclusive schools and none of 

the teachers considered short-courses on special education training as suitable 

prerequisite training. 
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Notwithstanding the above, Table 4.3 also indicates that all the 34 teachers (100%) 

viewed Grade IIIA certificate as the necessary qualification for teachers in inclusive 

schools. Further, 28 (82%) of them viewed Grade IIIA certificate with special education 

as necessary qualification. Whereas 10 (29.4%) of the respondents reported that 

diploma with special education as the necessary qualification for teaching in inclusive 

schools and eventually none of the respondents suggested the diploma or any other 

qualifications as necessary in teaching inclusive schools. 

 

Apart from that, the researcher observed that most of the teachers who were teaching in 

inclusive classes were having Grade IIIA certificates. Therefore their teaching was 

mainly based on experience and passion they had towards learners‘ with disabilities, 

their intrinsic motivation towards teaching profession and some had skills on inclusive 

education through orientation programmes. Eventually, there was no in-service training 

to update those skills. Therefore, according to teachers‘ opinions, the prerequisite 

training for teaching in inclusive schools was Grade IIIA, supported with in-service 

trainings such as special education training, orientation programmes and short courses. 

They viewed Grade IIIA certificate and certificate of IIIA with special education as 

necessary qualifications for teaching in inclusive schools. In addition, majority of the 

teachers teaching inclusive classes in the selected schools under investigation had 

Grade IIIA certificate while some of them had Grade IIIA certificate with special 

education as indicated in Table 4.4 below. 
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Table 4.4 

Qualifications of Teachers Teaching in the Sampled Inclusive Schools 

 

Selected 

Schools 

Number   

of 

Teachers 

Certificate  

Grade 

III A 

Diploma in 

Education 

Certificate  

Grade III A 

with Special 

Education 

 No. No. %  No. % No. % 

A 8 7 88%  0 0% 1 12% 

B 9 9 100%  0 0% 0 0% 

C 11 9 82%  0 0% 2 18% 

D 9 8 89%  0 0% 1 11% 

E 15 14 93%  0 0% 1 7% 

F 18 14 78%  0 0% 4 22% 

G 20 14 70%  0 0% 6 30% 

Total 90 75 83%  0 0% 15 17% 

 

Table 4.4 presents the qualifications of teachers teaching in the seven selected inclusive 

schools under the present study.  It is evident from the table that the majority of 

teachers teaching in inclusive schools had grade IIIA certificate (83%), while 15 (17%) 

teachers had grade IIIA certificate with special education. Eventually, there was no 

teacher with diploma in education teaching in the selected inclusive schools under 

investigation.  The table also indicates that school G comprised of six (30%) teachers 

with special education qualifications; while school F consisted of four (22%) teachers 

with special education qualifications. In addition to that, the observed teachers in 

inclusive classes from the schools namely G and F had acquired grade IIIA certificate 

with special education.  Likewise, in school C two teachers (18%) had special 
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education certificate, and schools A, D and E had only one teacher with special 

education qualification representing 12%, 11%, and 7% of the total teachers 

respectively. While in school B, there was no teacher with special education 

qualifications; teachers who were observed in that school were Grade IIIA certificate 

teachers.  

 

Further, the results of this study also revealed that, the qualification of teachers varied 

from one school to another depending on the time the school was established. The 

newly established schools specifically A, B, D and E had smaller number of teachers 

with special education qualifications, as compared to those established earlier such as 

schools F, G and C. Likewise, it was observed that schools with high scholastic 

achievement of the learners had a large number of teachers with grade IIIA with special 

education compared to schools with moderate and low levels of scholastic 

achievements. Teachers were also observed to be effective in teaching inclusive 

classrooms, with characteristics such as efficient use of time; good relationship with 

learners; positive feedback; high learner‘s success rate; and support for the learners 

with and without disabilities. Schools with moderate and low level of scholastic 

achievement of the learners had limited number of teachers with special education 

qualification out of which one school had no teacher with special education 

qualifications. Evidently, schools with moderate and low level of scholastic 

achievement did not have the positive characteristics of schools with high level 

achievement because of the limited number of qualified teachers in special education 

and lack of training in short courses. 
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The obtained results when evaluated against other studies conducted on similar or 

comparable variables, it is revealed that teachers‘ knowledge of learners with 

disabilities, whether obtained through initial or in-service training, plays great role in 

the scholastic achievement of the learners with disabilities in inclusive schools. The 

findings are supported by empirical research by (Loreman & Deppeler, 2002) which 

recommended that there should be in-school training and additional staff support to 

help teachers in handling of learners with disabilities to meet their scholastic and social 

needs in inclusive schools. Likewise, a study under the auspices of UNESCO (2009) 

noted that in-service training for teachers in inclusive schools is necessary in order to 

help teachers to cope with changing system of education and strategies in helping 

learners with disabilities. Similarly, Sunitha (2005) observed that teachers and other 

educators need to be trained and ready to assist learners in their development and 

learning processes on a daily basis. Flexible teaching-learning methodologies 

necessitate shifting away from long theory based teacher training to continuous in-

service development of teachers. Furthermore, Dash (2007) argues that in-service 

training for teachers should be emphasized especially by improving content and 

pedagogical strategies that enable them to engage in inclusive settings.  

 

The findings of the present study are similar to the findings of Nziga (2011) who 

argued that in most cases learners with hearing impairment do not perform well 

academically compared to their peers who are normal due to inadequate trained 

teachers and lack of standard supportive teaching and learning materials. It is explicit 

that training of regular class teachers is essential if inclusion has to be successful. 

Therefore, changes in education programmes need to be complemented by in-service 
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courses so that the existing cadre of teachers becomes re-skilled for a changing 

education system.  

 

It can be interpreted from the findings that to improve scholastic achievement of 

learners with disabilities in inclusive settings, teachers‘ training was essential as it 

enabled teachers to understand the goals, objectives and implementation strategies for 

the various support services available. Therefore, in order to enhance the scholastic 

achievement of learners with disabilities in inclusive schools, the whole school 

community, teachers and the school administration should play an active role.  

4.1.4 Influence of the Organization of Learning on Scholastic Achievement of the 

Learners with Disabilities in Inclusive Schools 

To understand the level of influence of the organization of learning in the scholastic 

achievement of the learners with disabilities in the inclusive schools, the organization 

of learning scores was associated with scholastic achievement scores of the learners 

with disabilities. The organization of learning scores were calculated by adopting the 

same criteria of Mean ±½SD, for instance those schools which scored Mean+½SD i.e., 

76.7 and above were grouped as schools with high effective organization of learning 

and those schools which scored  73.6 and above were grouped as high level of 

scholastic achievement. Schools which scored Mean-½SD i.e. 61.6 and below were 

grouped as the group of schools with less effective organization of learning and schools 

which scored 62.0 and below were grouped as low level of scholastic achievement. The 

group of schools which scored between these two limits i.e., > 61.6, 62.0 and < 76.7, 

73.6 was grouped as the group of schools with moderately effective organization of 
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learning and moderate level of scholastic achievement respectively. The results 

obtained are presented in Table 4.5. 

Table 4.5 

Scholastic Achievement of Schools with High, Moderate and Less Effective in 

Organization of Learning 

Levels of Learning 

Organization 

Overall Group Score on 

Organization of 

Learning 

Overall Group  

Score in Scholastic 

Achievement 

 Schools Mean SD Schools Mean SD 

Schools with Highly 

Effective in Organization 

of Learning 

2 (G, F) 86.4 20.9 2 (F,G) 79.5 7.0 

Schools with Moderately 

Effective in Organization 

of Learning 

3 (E,C,A) 65 11.0 3 (C,A,E) 66.5 15.5 

Schools with Less Effective 

in Organization of 

Learning 

2 (B, D) 56 13.6 2 (B, D) 57.5 12.3 

 

Table 4.5 shows the scholastic achievement of schools with high effective, moderate 

effective and less effective organization of learning. The table identifies two schools 

namely G and F as the high effective group of schools in organization of learning with 

a score of 86.4 and also as the group of schools with high scholastic achievement with a 

mean score of 79.5. Similarly, the table shows that three schools namely E, C and A as 

the group of schools with moderate effective organization of learning as well as 

moderate effective scholastic achievement with mean scores  of 65  and 66.5 

respectively. Finally, schools B and D are indicated as the group of schools with less 
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effective organization of learning and low scholastic achievement with a mean score of 

56 and 57.5 respectively.  

Likewise, it is observed that learners from schools with high effective organization of 

learning have shown high scholastic achievement with a mean score of 79.5 compared 

to learners from schools with moderate and less effective organization of learning with 

a mean score of 66.5 and 57.5 respectively. Likewise, learners from schools with less 

effective organization of learning have shown low scholastic achievement with a mean 

score of 57.5 compared to learners from schools with moderate effective organization 

of learning with a mean score of 66.5.  

It can be inferred from the findings that teachers in schools with high effective 

organization of learning used different and better teaching techniques as compared to 

teachers from schools with moderate effective and less effective organization. For 

example, spending extra time on teaching the task, adopting new ways of presenting the 

content, providing space for independent practice, showing positive attitudes towards 

the learners with disabilities, encouraging and reinforcing the learners frequently and 

providing friendly environment to the learners with disabilities. It means that teachers 

from schools with moderately effective organization of learning and less effective 

organization have no such characteristics. 

 

The head teacher from school F when asked to suggest the steps to be taken to improve 

the scholastic achievement of the learners with disabilities he suggested: 

   “If the teachers prepare their teaching activities considering the learners with 

disabilities, such as using a variety of methods of teaching - activity based 

method, tactile method and so on, preparing teaching aids according to the 

learner‘s needs, for example audio, audio-visual and visual aids when used 

together, all of the learners in the class will understand the lesson taught. 

Claiming on the government to train teachers in inclusive programmes is a long 

process, but we the teachers in inclusive schools should take care of them like 

what we do to normal learners. They are our children; let us respect them as 
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responsible members of the future society. If the situation is like that, then the 

scholastic achievement of the learners with disabilities and social traits will be 

improved‖ (Interview, February 2012). 

 

The above remark implies that organization of learning processes is crucial in 

improving scholastic achievement of the learners with disabilities in inclusive schools.  

The results of the findings reveal that effective organization of learning processes have 

high influence in scholastic achievement of the learners with disabilities. As indicated 

in Table 4.5 the schools with high effective organization of learning have also shown 

high scholastic achievement of the learners. Similarly, in schools with moderate 

effective organization of learning, the scholastic achievement of the learners has also 

been moderate. Eventually, the schools with less effective organization of learning have 

shown low level of scholastic achievement of the learners. Therefore, effective 

organization of learning is associated with improving scholastic achievement of the 

learners with disabilities in inclusive schools.  

These findings are in great harmony with the findings of Nziga (2010) who in her study 

emphasized that in order to improve scholastic achievement of the learners with 

disabilities in primary schools, physical and pedagogical inputs, pedagogical practices, 

school organization of learning and climate variables are the main influences. 

Moreover, studies on inclusive education programmes about classroom practices, 

teaching styles, curriculum and assessment have been carried out by various 

researchers. The findings of all these studies have confirmed the importance of factors 

of effective organization of learning such as teacher subject knowledge, challenging 

learning tasks, friendly teacher-learner interaction, the use of appropriate methods of 

teaching and the use of teaching aids according based on the needs of the individual 

learners (Dash, 2007; Senkondo, 2010; Nzima, 2010; Mvanda, 2011; Wilson, 2011). 
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The above observations suggest that in order to improve scholastic achievement of the 

learners with disabilities in inclusive schools there is need for the effective organization 

of learning processes such as the use of appropriate instructional materials and planning 

the teaching strategies and assessment in such a way that there is integration and 

linkage flowing from the beginning to the end of the lesson. Improvement in 

curriculum, teaching and learning methods, teaching and learning material and teacher 

training have become key concerns. Hence teachers are the key elements of school and 

school climate which influenced learner‘s scholastic achievement. Research evidence 

(Smith 1980; Good 1981 as cited in Dash 2007) indicates that in addition to school and 

classroom environment, the teacher‘s organization of learning also influences learner‘s 

scholastic achievement positively 

SECTION TWO 

4.2 The Exclusive Services Offered and Extensional Activities Performed by 

Teachers in Handling Learners with Disabilities in Inclusive Schools 

This section discusses the analysis and findings pertaining to exclusive services 

offered to learners with disabilities and extensional activities performed by teachers in 

handling learners with disabilities in inclusive schools. The researchers‘ assumption 

was that exclusive services offered to learners and different extensional activities 

performed by teachers in handling learners with disabilities in inclusive schools 

improved scholastic achievement of the learners. The respondents were asked to 

mention exclusive services offered to learners with disabilities and extensional 

activities performed by teachers. The data gathered are presented, analyzed and 

interpreted here in two sub-sections.  

 



87 
 

4.2. Exclusive Services offered to Learners with Disabilities in Inclusive Schools 

An attempt was made in this study to find out whether and to what extent exclusive 

services offered to learners with disabilities reflected on improving their scholastic 

achievement. The methods used to gather information were interview and documentary 

review. The services provided to learners are arranged and discussed in three categories 

here.  

4.2.1.1 Guidance, Counseling and Health Services 

Each learner has an individual profile of characteristics, abilities and challenges that 

result from predisposition, learning and development. This manifests as individual 

differences in intelligence, health, creativity, cognitive style, motivation and the 

capacity to process information and communicate to others. The situation demands that 

learners be advised to understand the concept of mutual respect to each other. 

It was found that guidance and counseling services were the foremost unique services 

provided to learners with disabilities in inclusive schools followed by health services.  

The results of the learners‘ interview indicate that most of the learners with disabilities 

in inclusive schools were provided with regular guidance and counseling services by 

their teachers in the classroom, during outside activities and during the parent–teacher 

meetings which were held quarterly or twice per year in every school. The aspects 

discussed included cleanliness, sports and games. Moreover, teachers talked to the 

learners with disabilities about their disabilities, learning abilities, and importance of 

social interaction with their peers in their learning. Likewise, they educated learners 

about self-consciousness, health hazards like HIV/AIDS and the need to protect 

themselves from mishaps like sexual abuse and child labour. When the researcher 

wanted to know whether the guidance services improved scholastic achievement of the 

http://en.wikipedia.org/wiki/Intelligence_(trait)
http://en.wikipedia.org/wiki/Creativity
http://en.wikipedia.org/wiki/Cognitive_style
http://en.wikipedia.org/wiki/Motivation
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learners with disabilities, one of the learners without disabilities from school A said 

that: 

―Our classroom is inclusive; we work together in pairs, small groups and 

clusters as our teacher advises and instructs. We use a lot of time developing 

activities and interacting together. Now I do not worry about my lessons as 

much as I did before. In my group I have learners with disabilities. I say that 

all children can learn and every one of us is talented‖. (Interview March, 

2012). 

 

This was supported by a learner with disability from school A when she said:- 

 

‗‗……through advice from our teachers and our fellow learners without 

disabilities, we understand our situations but behave as normal learners, as 

well as equal members in the class.  They are able to perform certain tasks 

together with us, for example, they can read assignment to my fellows who 

are visual impaired, support them for toilet attending, entering the class with 

steps and things like that, and for us this is one step forward in the 

improvement of our learning in inclusive classes”. (Interview March, 2012). 

  

 

However, a teacher‘s view was focused on the need for improving the basic 

conditions for the services. One female teacher from School B claimed: 

―….the government neglects these inclusive schools… it does not provide any 

support which will help these pupils especially those with disabilities. Imagine 

they cannot even train one teacher who will guide and counsel our learners 

with disabilities in this school. As you see nowadays the world has changed a 

lot and they need that service to protect themselves so that they can also learn 

effectively‖. (Interview March, 2012). 

 

These observations emphasize that guidance and counseling services and training are 

needed to uphold universal ethical considerations like great acceptance to each other, 

valuing of individual differences, enhanced self-esteem, genuine capacity for 

friendship, the acquisition of new skills and high scholastic achievement. Carlton 

(2003) suggests that in order to overcome the problem of stigmatization, one definite 

solution is ―to make communities aware of the benefit to the child, and to society of 

inclusion, using the school as the community centre.‖ This can be done through 
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targeting awareness campaigns at the school community such as teachers, parents and 

learners. 

Further, it was observed that health services were well maintained in the selected 

inclusive schools under study. The services included the provision of clean and safe 

water, food, medical checkups and treatment when learners fell sick. The researcher 

observed that six schools (86%) namely A, B, D, E, F and G provided clean water to 

the learners by constructing underground tanks which were used to harvest water 

during rainy seasons. However, one of the schools (14%) namely School C was not 

providing pure water to the learners.  It was also noted that the health services provided 

varied from one school to another depending on the nature of the schools. It was 

observed that in boarding schools G and F learners got treatment under supervision of 

matron/patron and those in day schools A, B, C, D and E when learners fell sick they 

were provided with first aid and then sent to their parents for further treatment. 

 

Therefore, as indicated by the findings, guidance, counseling and health services are 

crucial in the provision of assistance to learners with disabilities in their learning and 

adjustment to the environment and school life in general. Thus, volunteer and donor 

support to sponsor guidance and counseling programmes to educate the learners about 

malaria and HIV/AIDS is fundamental for the effective learning in inclusive schools.  

 

4.2.1.2 Services related to Teaching and Learning 

During the interview session it was found that the learners with disabilities received 

inadequate services related to teaching and learning in inclusive schools. Inadequate 

teaching and learning services include non-availability of teaching aids  like Braille 

type writer,  abacus, tailor frame, geo board, talking computers/talking calculators, 
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hearing aids, magnifying glasses, pre-recorded compact disks (CDs) on different 

themes,  instruments for recording everyday classroom teaching and library services. 

The observation and documents showed that the mentioned equipment was just 

mentioned and documented as essential to the learners but they were not provided to 

them. Most of the teachers and learners in inclusive schools argued that their absence 

was barrier to scholastic achievement. Only one of the schools, namely School G was 

in the possession of five old braille type writers, seven abacus and two white canes 

which were used by shift by the learners. These gadgets were available in that school 

because that school was also the unit for visual impaired learners. Two schools namely 

G and F were found to have library service but the books were outdated, and not related 

to the existing curriculum for the primary schools. During the interview, one of the 

learners with disabilities from school D complained: 

―I like to read different books when I am at school so that I can expand my 

knowledge and skills, but I cannot do so because my school has no library like 

other schools. If library could have been built in my school, I think I would 

have enjoyed much because I could have accessed different books rather than 

depending only on instructional books which are used by the teachers in the 

classroom‖. (Interview March, 2012). 

 

From the discussion and the stated opinion it is clear that learners with disabilities need 

more supportive materials so that they could improve their learning, but they suffered 

because of scarcity of library services. Through library services, the learners with and 

without disabilities can build positive attitudes by reading books with different stories 

and materials which would help them to acquire more knowledge and skills for their 

scholastic achievement and social life. Therefore, library services need to be introduced 

and provision of other services related to teaching and learning need to be enhanced for 

the scholastic achievement of the learners with and without disabilities.  
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4.2.1.3 Barrier-free Environment, Transport Services and Financial Services 

The findings with regard to environment, transport and financial services showed that 

the environment in school F, G and B were supportive to learners with disabilities. The 

picture below shows the environmental conducive classroom in School B. The 

researcher observed the schools D, C, E and A of poor environment to the learners with 

disabilities. Ramps, steps, toilets, hazard trees and path ways spoilt their physical 

environment. Teachers and learners without disabilities were observed helping learners 

with disabilities especially visual and orthopedic impaired to move around and use 

essential services. However, the document review showed the schools taking steps to 

provide some of these facilities in the future. 

 

Figure 4.2: Environmental Conducive Classroom in School B 

 

 

A voluntary organization, Save the Children (2002), argues that schools should provide 

ease of access so that all the learners, regardless of their abilities to move independently 

around the school environment without obstructions. The environment should provide 

learners with disabilities barrier-free access into offices, classrooms, library, playing 

fields, pathways and other services at the schools. When the services are barrier-free, it 
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becomes easy for learners with disabilities to interact with others academically and 

socially. 

 

Transport is another service that would improve students‘ scholastic achievement. 

Transport services were categorized in terms of daily transport facilitating the learners 

to commute between the school and their homes; and long-distance transport services 

carrying the learners in boarding schools from their school to their village during 

holidays.  The learners with disabilities were found commuting to school over 10 

kilometres using their own mode of transport especially bicycles. The learners reported 

high dissatisfaction in relation to transport facilities. One of the learners with 

disabilities from School D had this to say: 

            

 “„Transport service affects us, our parents‘ routines and our scholastic 

achievement. For example if my mother gets sick or when there is other 

family commitment I miss school because no one would accompany me to 

school and our village is far away from the school so I cannot come alone‖. 

(Interview March, 2012). 

 

There is a regulation that primary school learners should spend 194 days in the 

classroom for effective learning (URT 1995). Therefore, for learners with disabilities to 

stay at home whenever a parent gets sick or has family commitments affects their 

scholastic achievement negatively. A study by Danda (2009) found lack of support 

services, such as transport, led to poor scholastic achievement, poor attendance and 

drop-out among learners with disabilities in primary schools. Thus, transportation is a 

very important service for learners with disabilities in inclusive schools as it ensures 

safety, good attendance and the health of the learners. 
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Further, it was found that lack of financial services to support learners with disabilities 

in inclusive schools negatively affected scholastic achievement of the learners. 

Teachers argued that learners with disabilities were not included in the primary 

education development budget. That meant they could not get financial support through 

development grants as it was earmarked only for normal learners. This contributed to 

the lack of motivation to learn. So, teachers especially head teachers suggested that the 

government should provide additional financial services to inclusive schools to enable 

the learners with disabilities to buy teaching and learning materials and other 

supportive devices for better scholastic achievement.  

This finding is supported by Pick-Bowes (2003) who emphasized the importance of 

financial services and scholastic achievement of the learners with disabilities. He 

suggested that funds were required for assistive devices, modifications to the physical 

structure, and reorganization of classrooms. These changes would practically create a 

positive impact on all learners, including those with disabilities. 

The findings, thus, affirm that effective environment and other necessary services such 

as library, financial, health and other related to teaching and learning can improve 

scholastic achievement for learners with disabilities in inclusive schools.  

 

4.2.2 Extensional activities Performed by Teachers in handling Learners with 

Disabilities in Inclusive Schools 

The researcher also investigated the extensional activities performed by teachers in 

handling of learners with disabilities in inclusive primary schools. The researcher 

obtained this information through observation, documentary review and conducting 

interview to learners, teachers and head teachers. The findings are discussed here. 
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4.2.2.1 Extensional Activities Performed Daily 

During data collection, it was revealed that every day teachers made the learners to 

perform certain environmental activities like cleaning and assembling.  Cleaning was 

done in the morning and assembling was performed twice a day, in the morning and in 

the evening, in all the seven schools under investigation. It was found that learners with 

disabilities were cooperating with learners without disabilities in doing cleanliness, but 

disabled learners with total blindness were exempted from this activity. 

The researcher observed in School G a learner with visual impairment leading the 

school drum band during the assembly in the morning as shown in the picture below. 

This is proof of involvement of learners with disabilities in extensional activities. The 

researcher also found that important announcements related to teaching and learning 

were made at the morning assembly. A teacher from school C said: 

“We involve learners with disabilities in doing cleanliness and assembling so 

as to socialize them and sensitize learners without disabilities to change their 

negative attitude towards learners with disabilities to remove stigmatization. 

Luck enough, learners with hearing impairment are hard working and smart 

and learners with visual impairment are very much interested in singing. 

Therefore, even learners without disabilities have something to learn from 

them‖ (Interview March, 2012). 

 

Figure 4.3: A Learner with Disability Leading the School Band 
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4.2.2.2 Extensional activities performed Occasionally/Periodically  

Gardening, teacher-learner clubs, sports and games, talent search programme and 

remedial classes were documented as extensional activities performed periodically in 

inclusive schools. Gardening was performed during rainy season. The gardens were 

observed to be green with vegetables, maize and cassava.  In the case of teacher-learner 

clubs, it was found that they functioned once a day in every school but with the 

variation of the days according to school time table. However, they were observed to 

function effectively in the schools G, C and D where learners with and without 

disabilities met with their teachers and discussed areas of difficulties in their learning. 

No school was observed to conduct talent search programme and special classes by the 

local resource person. Moreover, teachers in school F, G and C were observed to 

conduct remedial classes once a week to earners with disabilities in English and 

Mathematics subjects. The teachers who performed remedial classes were teachers with 

Grade IIIA certificate (with special education).  

The findings indicate that sports and games were the popular extensional activities 

performed in the inclusive schools. Sports and games were generally performed twice a 

week, but in some schools it was found that boys played football every day after class 

ours. Learners with disabilities were found to be highly involved in sports activities 

except those with total blindness and severe orthopedic complications. Sports and 

games for learners with disabilities were observed to develop the physical fitness and 

motor skills necessary for activities like healthy life, cooperation, a more positive self 

concept and sense of personal worth, and sport skills. A learner with disability from 

school F said:  
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―….sports is friendship, health and cooperation. Through sports the body is 

stimulated and made ready for the next task that means they make us strong 

and active. Sports help us to experience different reactions in the field such as, 

interests, moods, manners, morals, habits, and ideas as well as strength, skill, 

alertness, speed and safety. Therefore, it is a part of learning for us‖. 

(Interview March, 2012). 

 

Corresponding to this observation, Ram et al. (1996) states that games provide release 

from tension after long periods of study; furthermore, achievement in physical activities 

give students a sense of pride which pays dividends in emotional satisfaction and well-

being. Therefore, in terms of learner interest, these extensional activities should be 

encouraged which will give the learners an opportunity to develop habits of 

cooperation, fair play and good citizenship. 

4.2.2.3 Extensional Activities Performed Once or Twice per Year 

Another extensional activity found practiced in inclusive schools under study was study 

tours. Study tours were a learning experience designed to provide to learners with 

disabilities the opportunity to learn a particular subject in different environment. It was 

found that one of the teaching and learning techniques used by teachers in inclusive 

schools was study tours. Teachers told the learners about the positive and challenging 

aspects of tours before starting the journey. It was found that teachers used study tours 

to other inclusive schools, regular schools or other destinations such as airports, harbors 

or radio stations depending on the nature of the study or the subject matter. One of the 

learners with disability from School D said: 

―Last year we travelled to Mtwara airport, our Geography teacher prepared 

study tour on the issues related to communication and weather conditions. We 

were together with our fellows without disabilities. This year our teacher told 

us that we will go to radio station, we Like and enjoy the tours very much‖. 

(Interview March, 2012). 
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Another learner without disabilities from School F observed: 

―We are interested with study tours; our school prepares the tours every year 

for standards five, six and seven who will be financially able to contribute for 

it. We learn many things through exchange of ideas with our fellow learners in 

the other schools we visit. Teachers conduct quiz competition and we sing and 

play together. It is very interesting‖. (Interview February, 2012). 

 

 

The findings and observations indicate that study tours stimulate interest in learners. 

This implies that a majority of learners had little travel experiences. Some had none at 

all. Study tour experiences helped learners to apply theory and fact learned in the 

classroom to daily-life. Theory without experience is sometimes difficult to fully 

comprehend, the most memorable and meaningful experience for many learners comes 

through participation in seeing and cooperative learning.  

The findings are supported by Chesworth (1998) who claimed that there is some 

evidence to support the assertion that study tours educate with entertainment. 

 

SECTION THREE 

4.3 Stakeholders Recommendations for Improving Scholastic Achievement of 

Learners with Disabilities in Inclusive Schools 

During the course of the field work, the researcher got recommendations from the 

stakeholders on the ways to improve scholastic achievement of learners with disabilities 

in inclusive schools. The stakeholders involved were educational officers, head-

teachers, teachers, and learners with and without disabilities. The summary of the 

various stakeholders‘ recommendations on the ways to improve scholastic achievement 

of learners with disabilities in inclusive schools are presented here. 
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4.3.1Teachers’ Motivation and Training 

The findings indicate that learners, teachers, educational officers and parents had 

recommended motivation and training of teachers as indispensable to improve 

scholastic achievement of the learners with disabilities in inclusive schools. 

One of teachers from School C proposed the following:  

“Because of limited number of teachers and large number of learners in the 

classroom, we are forced to teach inclusive classrooms with a lot of learners. 

Normally we fail to help each learner in the specified period of time. We 

suggest that number of trained teachers should be increased. Training 

especially in-service training is also a motivation for teachers‖. (Interview 

February, 2012). 

Similarly, during the focused group discussion with the parents one of the parents from 

School D commented that: 

―My child is not writing always, when I ask him the reason he just says he 

didn‘t understand the lesson the teacher was teaching in a low voice and my 

desk is far away from him.. May be this is due lack of knowledge of the 

teacher or lack of motivation. Therefore, I suggest that the authority 

concerned should increase the number of teachers and motivate teachers 

through in-service training”. (Interview February, 2012). 

 

Likewise, when learners were interviewed, they also suggested that their scholastic 

achievement will be improved when their teachers are provided with in-service 

training and number of teachers with special education qualification is increased in 

their school. Eventually, one of the educational officers when interviewed suggested a 

workable solution:  

―The number of qualified teachers for special education is a national 

challenge; but those teachers in inclusive schools when they fulfill their 

responsibilities effectively using experiences they have had in teaching 

profession, obvious scholastic achievement of the learners with disabilities 

will be improved‖. (Interview March, 2012). 
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This observation indicates that scholastic achievement of the learners with disabilities 

can be improved by increasing the number of qualified teachers and providing teachers 

with in-service training. A similar suggestion was made by Pembe (2008) that teacher 

training helped teachers to be equipped with the necessary knowledge and skills for 

teaching learners with disabilities in inclusive schools. The suggestion is also supported 

by Pick-Bowes (2003) who asserted that training of regular teachers is essential if 

inclusion is to be successful. 

4.3.2. Conducive Environment of Learning 

Learners‘ immediate environment is the classroom. Classroom is the place where 

unique face-to-face interaction takes place. These interpersonal relationships essentially 

include teacher-learner relationship and peer relationship. It was found that all the 

learners who were interviewed suggested that their schools should have small classes to 

allow spacing; should contain relevant teaching and learning materials according to the 

needs of individual learners; sports fields which are free from obstacles; and access of 

food. One of the learners with disabilities from School A said: 

“Lack of teaching and learning materials in our class is a problem. I am 

coming from the next village, which is far away from my school so it is 

difficult for me to go for lunch and come back to school. What happens is I 

just remain at school while others are breaking for lunch, and when I enter the 

noon session with empty stomach I gain nothing. So the school should provide 

at least porridge for us and the government also should try to build hostel for 

better schooling of us the learners from far-to-reach areas, so as to enable us 

learn like our fellows without disabilities‖. (Interview March, 2012). 

 

One of the parents during focus group discussion suggested that when barrier-free 

access into classrooms, toilets, library, playing fields, pathways and other services at 

the schools are provided to learners with disabilities, their academic and social 

interactions with others will be easy, hence improving their scholastic achievement. 
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Further, it was found that ensuring availability of teaching and learning materials was 

another factor that would make inclusive schools favorable place learning. During the 

interview session, the head teacher from School F suggested: 

“You know this inclusive education is operated theoretically. As you see we 

have almost all categories of disabilities but I don‘t have teaching and 

learning resources to meet the needs of any category of the disabilities that 

we have. Therefore for effective learning among the learners with 

disabilities provision of teaching and resources is crucial”. (Interview 

February, 2012).  

The remarks and findings were consistent with other studies which revealed that most 

regular primary schools had inadequate teaching and learning facilities especially for 

learners with disabilities (Kisanji, 1995; Mmbaga, 2002).  

Eventually, the observations made in the sampled schools revealed that in some of the 

schools the environment was not conducive. It is obvious that for effective achievement 

of learners with disabilities the physical environment of the school should be 

convenient. Schools are important socializing locations which shape the future social, 

moral, intellectual, physical and emotional development of the learners. Therefore, the 

schools should be environment conducive to learners with disabilities for high 

scholastic achievement. 

4.3.3 Remedial Classes 

A remedial class refers to re-teaching of a difficult item of learning in order to make 

learning take place. The stakeholders suggested remedial classes as one of the useful 

ways for scholastic achievement. During focus group discussion, one of the parents 

from School B suggested: 

―Teachers help us parents of the learners with disabilities, by preparing to 

teach extra classes for them; they have problems to learn as fast as normal 

learners. It will be helpless if they attend schooling and harvest nothing. I 
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suggest that, learners with disabilities should be provided with extra classes so 

that they could be helped to achieve more”. (Interview February, 2012). 

In addition to that, both head teachers and educational officers recommended the use of 

remedial classes. The head-teacher from School A complained thus: 

“Handling these inclusive classes is not a joke; you have to spend much of 

your time to make those slow learners to understand what you‘re teaching. 

Even though we have a lot of classes to attend, a lot of things to do, let us find 

extra time to help those learners, because we are the ones responsible for their 

schooling. Even twenty minutes per day is helpful for them.  That‘s my 

suggestion on improving achievement of the learners with disabilities in 

inclusive schools‖. (Interview February, 2012). 

Likewise, learners with disabilities have suggested remedial classes as the essential way 

to improve their scholastic achievement. During interview one of the learners with 

disabilities had this to suggest: 

―Extra time for helping us in learning is important, so I suggest it for 

improving our academic achievement. Even formulating some permanent 

group discussions by including us with our fellow learners without disabilities 

can help each other in academic issues and social interaction between us. 

Teachers can act as supervisors, and we can face them when necessary, 

because we know that they have a lot of responsibilities to perform‖. 

(Interview March, 2012). 

These observations reflect a study by Senkondo (2010) who suggested that remedial 

teaching should be provided to motivate and help learners with disabilities to have 

higher expectations, good self-esteem and remove prejudices between them. Apart from 

remedial classes, teachers, together with the school administration, should arrange 

regular parental meetings to discuss on the ways to help these learners. 

4.3.4 Curriculum Integration  

The term curriculum integration refers to merging of inclusive issues in teachers‘ 

training colleges. Training of student-teachers in inclusive education in the teacher 

training colleges can also help to overcome the problem of exclusion of children with 

disabilities. The suggestion was provided by educational officers and head-teachers 
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during the interview sessions. It was recommended that training of teachers in colleges 

of education on issues related to inclusive education and learners with disabilities 

should be intensified like other cross cutting issues, such as diseases, gender issues, 

environment issues and child labour.  

The suggestions are supported by the proceedings of UNESCO (2006) which observed 

that it will be cost-effective to train student-teachers in colleges, rather than organizing 

in-service training after they have graduated. In addition to that Yessaya (2011) argued 

that there were some inclusive education aspects in teacher education syllabi. Some of 

the objectives and sub topics on inclusive education in the current 2009 syllabus reflect 

the policy aspects on inclusive education. However, the content on inclusive education 

in the syllabus is not enough to provide student-teachers with related skills and 

knowledge. Therefore more time should be allocated to courses related to inclusive 

education in the curriculum, and inclusive education should be a crosscutting issue 

mentioned in all courses in teacher training colleges.  

4.3.5 Parents’ involvement and Community Awareness/Support  

Parents‘ involvement, community awareness and teachers‘ co-operation are necessary 

for scholastic achievement of learners with disabilities. Research has revealed 

differences in the perceptions and attitudes of learners, parents, teachers, 

administrators, the media and society at large towards disability. During the focused 

group discussion, parents and teachers suggested that learners with disabilities should 

be respected and trusted by all people including peer groups, teachers, community 

members and local government authorities. No stigmatization should be encouraged.  

Similar suggestions were provided by Said (2010) who proposed that government and 

non- governmental organizations should sensitize the community and parents to drop 
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their negative attitude towards learners with disabilities. The whole community, 

including adults, peer groups and parents, should be taught to respect disabled persons 

as gifted human beings like them. 

A parent from School D had this suggestion: 

―They regard my child with hearing impairment as if he is not a human being. 

Whenever he makes mistakes, some adults, my neighbours, and even his 

hearing peers complain ―look at that deaf child cannot do anything.‖ So, for 

improving their learning, first of all, adults, peers, neighbours and the 

community members in general should regard them as human beings‖. 

(Interview February, 2012). 

 

This observation is similar to a study conducted by Yosia (2005) where parents and 

guardians perceived learners with disabilities as a burden and bad luck to the family 

and society at large. Sometimes they made fun of their appearance and were beaten by 

their peers. Such uncomfortable situations made it difficult for them to concentrate on 

learning. Hence, in order for learners with disabilities to learn happily and comfortably, 

they need support from parents, peers and the community around them. 

Based on the analysis and the observations, it can be concluded that there is positive 

relation between organization of learning processes and scholastic achievement of the 

learners with disabilities in inclusive schools. The findings of the present study affirm 

the assumption that scholastic achievement is a product of various factors namely 

organization of learning processes, qualification of teachers, supportive services, 

practices of different extensional activities and school backgrounds. This is in 

correlation with many studies which reported that organization of learning processes 

(Senkondo, 2010), type of school (Panda, 2003; Dash, 2007), classroom environment 

(Apolinari, 2007), teacher‘s role and teaching experience (Al-Khaateeb, 2004) were 

effective factors in improving scholastic achievement of the learners with disabilities in 
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inclusive schools. This implies that effective organization of learning processes will 

ensure scholastic achievement of the learners with disabilities.  
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CHAPTER FIVE 

SUMMARY, CONCLUSION AND RECOMMENDATIONS 

5.0 Introduction  

This chapter deals with the summary, main findings, conclusions, recommendations, 

suggestions for further studies and implications of this study for the education of 

learners with disabilities and improved performance of inclusive schools.  

 

5.1 Summary of the Study 

The study aimed at studying the organization of learning and its influence on the 

scholastic achievements of learners with disabilities in inclusive schools. This study 

was guided by two theories - Multiple Intelligences Theory (MIT) and Differentiated 

Instructional Theory (DIT). Critical analysis of literature was conducted so as to find 

out the research gap on the issues related to scholastic achievement of the learners with 

disabilities. The reviewed literatures highlighted that there was a dearth of studies 

conducted in Tanzania on the influence of organization of learning on scholastic 

achievement of learners with disabilities.  

Taking into account the above research gap and statement of the problem, the present 

investigation was carried out by employing the descriptive survey research design. Both 

qualitative and quantitative approaches were adopted to reach valid conclusions. This 

study was deliberately conducted in Mtwara region because it is one of the regions in 

Tanzania where there are many educational institutions providing education for learners 

with disabilities. Further, there is dearth of studies conducted in rural areas in general 

and Mtwara region in particular which explore the factors influencing scholastic 

achievement of learners with disabilities.  Subsequently, data pertaining to this study 
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was collected by using purposive sampling procedures. Purposive sampling method 

was used to select the schools, districts education officers, head-teachers, teachers, 

learners without disabilities and learners with disabilities and their parents. 

Furthermore, data were gathered through classroom observation, checklist and 

documentary review, interviews and focused group discussion and finally the obtained 

data were analyzed by conducting content analysis and by using descriptive statistics to 

reach final conclusions. The main findings which emerged from the study in relation to 

the objectives are presented below.  

 

5.2 Main Findings  

1. The first objective in this study was to examine the organization of learning in 

inclusive primary schools which led to the scholastic achievement of learners with 

disabilities. 

 Organization of learning had significant influence on the learners‘ scholastic 

achievement as schools with higher level of organization of learning were 

found to be better in scholastic achievement of the learners with disabilities 

than the schools with lower level of organization of learning. 

 Teachers in schools with higher level of organization of learning used more 

learner centred approach in teaching than the teachers in schools with 

moderate and lesser levels of organization of learning. 

 Teachers in schools with higher level of organization of learning were 

punctual, conducted need-based teaching and had clarity of the usefulness of 

the lessons than the teachers in schools with moderate and lesser levels of 

organization of learning. 
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2. The second objective of this study was to identify the qualifications and training of 

teachers in the inclusive primary schools.  

 The required qualification for teaching in inclusive schools was grade IIIA 

and training, orientation and short courses in special education. Most of the 

teachers who were teaching in inclusive classes had grade IIIA certificates  

Therefore their teaching was mainly based on experience and passion for 

special education to learners‘ with disabilities. 

 Schools with more number of teachers with special education qualifications 

had higher level of effectiveness in teaching learners with and without 

disabilities than schools where limited number of teachers with special 

education qualifications. Higher rate of learners‘ success and adequate 

support for the learners with and without disabilities were perceived in the 

schools with more number of special education qualifications and 

experience. 

 Schools with greater number of teachers with special education 

qualifications performed better in organization of learning and scholastic 

achievement of the learners and schools with lesser number of teachers with 

special education qualifications performed poor in organization of learning 

and scholastic achievement of learners. Obviously, training and 

qualifications of teachers influenced the organization of learning and levels 

of scholastic achievement of the learners with disabilities. 

3. The third objective was to identify the unique services offered to the learners 

with disabilities in inclusive primary schools. 

 Regular guidance and counseling services were the foremost unique services 

provided for the learners with disabilities in inclusive schools. Guidance and 
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counseling services provided included developing learners‘ self 

consciousness; protecting themselves from mishaps/risks like sexual abuse 

and child labour; knowledge of first aid and the importance of clean water; 

and helping each other in various situations. These support services 

improved the learners‘ learning processes. 

 Learners with disabilities were provided with inadequate teaching-learning 

support services. Absence of these services was reported to be an 

obstruction to scholastic achievement of the learners. 

 Learners were inadequately provided with environment-friendly learning 

atmosphere. Ramps, unhygienic toilets, hazard trees and risky path ways 

were barriers to learning.  

 Lack of transport facilities and financial services to support learners with 

disabilities in inclusive schools adversely affected to the scholastic 

achievement of the learners. 

4.  The fourth objective was to assess the extensional activities conducted by teachers  

in  handling learners with disabilities in inclusive schools. 

 Majority of teachers organized extensional activities to handle the learners 

with disabilities some of which were performed daily and others were 

performed occasionally or periodically. 

 Teachers with special education training were conducting remedial classes, 

once in a week, for the learners with disabilities in English and Mathematics 

subjects as learners had performed poorly in these subjects. 

 Sports and games were the popular extensional activities performed in 

inclusive schools in which boys were more involved than the girls.  
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 Excursions and study tours stimulated interest as majority of the learners 

had travelled little and some had not travelled at all. Study tour experiences 

helped learners to incorporate theory and fact learned in the classroom in the 

daily living. 

5. The fifth objective was to identify the stakeholders‘ recommendations for improving 

the scholastic achievement of learners with disabilities. 

 A major recommendation of the stakeholders was that in-service training to 

teachers will improve the scholastic achievement of the learners with 

disabilities.  

 From the learners‘ point of view, adequate number of teachers with special 

education qualifications, large classes allowing spacing and ventilation, 

availability of relevant teaching and learning materials, provision of barrier-

free sports fields and access to food, at least porridge, will improve the 

scholastic achievement of the learners with disabilities.   

 From the parents‘ point of view, remedial classes will constructively 

improve the scholastic achievement of the learners with disabilities. 

 Above all, attitudinal changes, changing the attitudes of peer groups, 

teachers, parents, community members and local government authorities 

towards the impaired and the mentally-retarded, respecting and treating 

them like other human beings, will improve the scholastic achievement of 

the learners with disabilities. 
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 5.3 Conclusion  

 

From the findings, it is concluded that effective organization of learning in inclusive 

greatly influenced the scholastic achievement of the learners with disabilities in 

inclusive primary schools. However, schools with moderate and lesser levels of 

organization of learning do not influence the scholastic achievement of learners with 

disabilities remarkably. The reasons for the average performance of these schools are 

inadequate number of qualified teachers in inclusive schools; insufficient provision of 

unique services and conducive environment to the learners with disabilities. Therefore, 

it is recommended that educational administrators identify such schools and take 

remedial measures for effective organization of learning in these schools through 

additional staff support, provision of in-service training to the teachers and creating a 

favourable conducive learning environment for improving the scholastic achievement 

of learners with disabilities in inclusive schools.  

5.4 Recommendations  

The study makes the following recommendations to the stakeholders of inclusive 

primary education: 

 Policy Makers: The policy-makers should design the curriculum in such a way 

that it would support and encourage the development of multiple intelligences 

and different talents of learners with disabilities. Apart from excellence in 

cognitive abilities, these learners should be given opportunities to show their 

competence in other non-cognitive and affective areas such as music, sports, 

painting and carving. 

 Ministry: The Ministry of Education and Vocation Training should encourage 

establishment of special education courses in the universities and colleges of 
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education. It should support and fund in-service training to the existing teachers 

by organizing short-term courses, workshops, seminars and orientation 

programmes in inclusive and special education. 

 School: Since the involvement of learners with disabilities in teaching and 

learning processes is low, efforts need to be taken to restructure the organization 

of learning processes in the inclusive schools. Head-teachers and teachers 

should prioritize in the learning processes the learners with disabilities. More 

space needs to be given to them in the classroom lesson plans. At the same time, 

the school infrastructure should also be improved taking into consideration the 

differential nature of the learners with visual and orthopedic impairments.  

 Parents: Parents, instead of pampering their children who are impaired, should 

consider them as normal children.  They provide them with support-services in 

learning related matters such as books, transport, and medical checkups. 

5.4.1The Implication of the Findings to the Current Education System in Tanzania  

It is obvious from the findings of the study that better teachers‘ profile, healthy teacher-

learner interaction and effective teaching activity result in high scholastic achievement 

of learners with disabilities. Schools with moderate or lower level of learner 

achievement need attention of the educational authorities. They should make periodic 

visits to such schools and inspect the classroom-teaching and interact with the head-

teacher on ways to improve the performance of the teachers. Head teachers should 

persuade the teachers to adopt the learner-centred methods of teaching, impress upon 

the teachers to assign regular homework and classroom assignment to the learners and 

provide feedback for improving their scholastic achievement.  
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Moreover, educational authorities should identify the learning materials/aids not 

available in the schools and provisions for their availability and allocate funds to 

sustain supportive teaching and unique services. At the same time, pre-service and in-

service training of teachers, teacher educators and experts should lay emphasis on the 

development of teachers‘ profile, improvement of teacher-learner interactions and 

teaching activities. 

5.5 Recommendation for Further Research 

 

 Studies similar to the present study can be conducted in other parts of the 

country in different socio-cultural contexts so that the results that emerge would 

contribute to further knowledge in the area of the study. 

 This study was concerned with the scholastic achievement of the learners with 

disabilities in inclusive primary schools. There is scope for the extension of this 

study to wider geographical areas and to secondary and tertiary levels. 

 The present study is delimited to rural inclusive schools only. Efforts can be 

made to conduct comparative study of rural and urban inclusive schools. 
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APPENDINCES 

Appendix 1.0 Observation Schedule for Organization of Learning 

General Information  

1. Name of the school   : 

2. Teaching Experience   : 

3. Class being observed   : 

4. Period     :   

5. Duration of the class observed (time) : 

6. Subject being taught   : 

7. Topic being taught   : 

 

Note: GE implies ‗To a Great Extent‘; SE implies ‗To a Some Extent‘; NA implies ‗Not at All‘ 

           AL implies ‗Always‘; SO implies ‗Sometimes‘; NE implies ‗Never‘ 

I Teacher’s Profile GE SE NA 

1 Teacher observed punctuality in taking the class    

2 Teacher was well prepared for teaching the class    

3 Teacher showed clarity in the objectives of the 

lesson being taught 

   

4 Teacher observed and changed the learners‘ seat 

position in the class (when necessary) 

   

5 (i) Communication skills of the teacher was 

satisfactory 

   

 (ii) Teacher was comfortable using the chalkboard    

 (iii) The methods of teaching adopted by the 

teacher was appropriate  

   

6 Teaching aids prepared by the teacher were 

appropriate for learners with disabilities. 

   

7 Teacher was comfortable in using the teaching 

aids 

   

8 At the time of teaching the teacher was     

 (i) Confident    

 (ii) Democratic    

 (iii) Friendly, sympathetic and avoid harsh 

comments 
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 (iv) Enjoyed his/her work    

9 Teachers observed the arrangement of tables, 

chairs, desks, seats passages and corridors 

   

10 Teacher encouraged learners participation    

II Teacher- Learner Interaction  AL   

 

SO 

 

NE 

 

1 Teacher called the learners in their macro names     

2 Teacher asked the questions to the learners by 

their macro names 

   

3 Teacher used body language (gestures) in the 

class to encourage the learners for better 

participation 

   

4 

 

During the teaching –learning process the 

personal biases of the teacher got reflected           

   

5 Teacher used variety of teaching –learning 

methods to meet the learners‘ needs  

   

 

 

6 Teacher maintained cordial classroom 

environment in the class  

   

7 Teacher maintained discipline in the class     

8 Teacher handled the learners accordingly when 

faced some difficulties in the class  

   

   

9 Learners participated in  class activities    

10 Teacher assisted the learners during teaching and 

learning process  

   

III Teaching Activity AL SO NE 

1 Teacher introduced the lesson satisfactory    

2 The text books was used appropriately by the 

teacher  

   

3 The teacher was observed the text books use of    



125 
 

the learners while teaching  

4 Teacher entered in the class with the teaching aids    

5 Teacher was encouraged by the learners for their 

chalkboard presentation 

   

6 Teacher used supplementary reading materials    

7 Teaching aids were used appropriately for the 

category of learners 

   

8 Teacher encouraged the learners to ask questions 

during the lesson 

 

 

     

9 Teacher taught skills that applicable in their daily 

life situations   

   

10 Teacher helped the learners: 

-Individually 

-By paying much attention on individualized 

teaching approach 

-By thinking ways of accommodating learners 

who are different from the majority  

   

11 Teacher maintained speed of presentation in the 

class as per the learners needs 

   

12 Teacher adopted flexibility in its approach to 

teach learners with disabilities 

   

13 Immediate feedback was given to the learners on 

their activities in the class 

   

14 Teacher provided group activities to meet 

common goals of each learner 
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Appendix 1.1 Observation Checklist for Recording Events Concerning Extensional 

Activities in Inclusive Schools 

Name of school……………Ward……………….District……………… Date………  

Extensional activities/Programmes Performed at School 

S/N Extensional Activities Identification Remarks for their  

Effectiveness 

1 Practicing  the morning run in the 

 school 

  

2 Conducting general cleanliness    

3 Assembling   

4 Gardening   

5 Teacher-Pupil Club   

6 Note how Sports and games 

 operated 

  

7 Tour/visiting   

8 Organizing special class by local  

resource Person 

  

9 Organizing talent search programme   

10 Note if there other programmes  

running 
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Appendix 2.0 Interview Guide for the Educational Officers (DEOs, WEOs and School 

Inspectors) 

Name of the Interviewee………………………….. 

Designation of Interviewee……………………….. 

Work Experience………………………. 

Date …………………………………… 

1. What are the basic qualifications for being a teacher in inclusive primary schools? 

     - Grade IIIA certificate   

     - Grade IIIA with special education certificate 

     - Diploma in education 

     - Diploma in special education 

     - Any other  

2. Which types of training mostly attended by the teachers who are teaching in inclusive primary  

      schools? 

     -Grade IIIA training 

     -Special education training 

     -Any short courses in inclusive education 

     -Any orientation program on inclusive education 

     -Workshops related to inclusive education 
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3. What are the trainings, workshops and seminars conducted by your office for teachers who 

are teaching in inclusive primary schools? 

(a)Trainings, workshops and seminars of using different types of teaching and learning 

equipment such  

       as; 

    -Type writer/Braille                                       

    -Calculation through Abacus 

    -Use of Geo Board                                                          

    -Audiometers 

(b)Trainings, workshops and seminars on preparation of teaching and learning materials for learners      

       with special needs 

(c)Trainings, workshops and seminars on daily living skills 

4. What are the services provided by your office to the inclusive primary schools for improving  

    scholastic achievements of learners with disabilities? 

   (a) Services related to teaching and learning 

    - Type writer/ Braille, 

    - Abacus 

    - Tailor Frame 

    - Geo Board  

    - Talking computers/ talking calculators 

    - Hearing aids 

    - Magnifying Glass 

    - Movie CDs on different thematic areas 

    - Instrument for recording day to day class room teaching 

    - Library services                
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(b) Health services 

(c) Transport service  

(d) Guidance and counseling services 

(e) Financial services     

(f) Other services 

      - Barrier free environment 

      - Other assistive devices to learners with particular disabilities 

5. What are the major steps to be taken to improve the academic and social achievement of 

learners with disabilities in inclusive schools? 

............................................................................................................................................... 

……………………………………………………………………………………………… 

…………………………………………………………………………………………… 
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Appendix 2.1 Interview Guide for the Head Teachers in Inclusive Schools 

Name of school …………………………………………. 

Sex: Male (      )                 Female (      ) 

Work Experience…………… 

Date ………………………… 

1. What are the basic qualifications of teachers who are teaching in inclusive classes in your 

schools? 

     - Grade IIIA certificate 

     - Grade IIIA with special education certificate 

     - Diploma in education 

     - Diploma in special education 

     - Any other  

2. Which types of training mostly attended by the teachers who are teaching in inclusive classes 

in your   school? 

           -Grade IIIA training 

     -Special education training 

     -Any short courses in inclusive education 

     -Any orientation program on inclusive education 

     -Workshops related to inclusive education 

3. What are the extensional activities performed by teachers in handling learners with 

disabilities in your   school? 

       -Morning run (mchakamchaka) 

        -General cleanliness 

        -Assembling 

        -Gardening 

        -Teacher-Pupil Club 

        -Sports and games 

        -Tour/visiting 

        -Organizing special class by local resource person 
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        -Organizing talent search program 

- Any other 

4. What are the services offered to learners with disabilities in order to improve their learning in 

your  

      school?     

 (a) Services related to teaching and learning 

    - Type writer/ Braille 

    - Abacus 

    - Tailor Frame 

    - Geo Board  

    - Talking computers/ talking calculators, 

    - Hearing aids 

    - Magnifying Glass 

    - Movie CDs on different thematic areas 

    - Instrument for recording day to day class room teaching 

    - Library services                

(b) Health services 

(c) Transport service  

(d) Guidance and counseling services 

(e) Financial services     

(f) Other services 

      - Barrier free environment 

      - Other assistive devices to learners with particular disabilities 

5. What kind of services would you like to be provided in your school which is not currently 

offered? ...............................................................................................................................…… 

6. What efforts can be taken for improving academic achievement of learners with disabilities in 

your school?............................................................................................................................. 
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 Appendix 2.2 Interview Schedule for Teachers Teaching in Inclusive Classrooms 

Name of the school …………………………………………………. 

Sex: Male (        )                       Female (        ) 

Teacher‘s Experience ………………………. 

Date………………………………………… 

1. Which types of training have you attended so as to teach in inclusive classrooms? 

     -Grade IIIA training  

     -Special education training 

     -Any short courses in inclusive education 

     -Any orientation program on inclusive education 

     -Workshops related to inclusive education 

2. What are the extensional activities performed by teachers in handling learners with 

disabilities in your school?         

        -General cleanliness 

        -Assembling 

        -Gardening 

        -Teacher-Pupil Club 

        -Sports and games 

        -Tour/visiting 

        -Organizing special class by local resource person 

        -Organizing talent search programme 

        - Any other 

         

3. What are the roles of the learners with disabilities in the extensional activities session? 

……………………………………………………………………………………………………

……………………………………………………………………………………………………

……………………………………………………………………………………………….…… 
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4. What are the unique services offered to learners with disabilities in your school? 

  (a) Services related to teaching and learning 

    - Type writer/ Braille, 

    - Abacus 

    - Tailor Frame 

    - Geo Board  

    - Talking computers/ talking calculators 

    - Hearing aids 

    - Magnifying Glass 

    - Movie CDs on different thematic areas 

    - Instrument for recording day to day class room teaching 

    - Library services                

(b) Health services 

(c) Transport service  

(d) Guidance and counseling services 

(e) Financial services     

(f) Other services 

      - Barrier free environment 

      - Other assistive devices to learners with particular disabilities 

 

 

 5. What efforts do you think can be taken in order to improve level of achievement among 

learners with disabilities in this school?............................................................................... 

……………………………………………………………………………………………………

……………………………………………………………..………………………. 
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Appendix 2.3 Interview Guide for the Learners with Disabilities in Inclusive Primary 

schools 

Name of School………………….Ward……………………District………………………….. 

Type of Disabilities: Visual impairment (    ) 

                                   Orthopedic impairment (    ) 

                                   Hearing impairment (    ) 

Male………………. (     )               Female………………… (      ) 

 Date of Interview………………………… 

1. What are the extensional activities performed by your teachers in your school?         

        -General cleanliness 

        -Assembling 

        -Gardening 

        -Teacher-Pupil Club 

        -Sports and games 

        -Tour/visiting 

        -Organizing special class by local resource person 

        -Organizing talent search programme 

        - Any other 

  2. What are the services offered to learners with disabilities in order to improve their learning 

in your school?     

  a) Services related to teaching and learning 

    - Type writer/ Braille 

    - Abacus 

    - Tailor Frame 

    - Geo Board  

    - Talking computers/ talking calculators 

    - Hearing aids 

    - Magnifying Glass 

    - Movie CDs on different thematic areas 
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    - Instrument for recording day to day class room teaching 

    - Library services                

(b) Health services 

 (c) Safe and clean water services 

(d) Transport services  

(e) Guidance and counseling services 

(f) Financial services     

(g) Other services 

      - Barrier free environment 

      - Other assistive devices of learning according to your particular disabilities 

3. What kind of services would you like to be provided so as to improve your scholastic 

achievement?.....…………………………………………………………………………………

……………………………………………………………………………………………………

……………………………………………………………………………………………………

……… 

4. What kind of supports do you get from your fellow learners those without disabilities during 

the class room activities and the activities outside the classrooms? 

……………………………………………………………………………………………………

………………………………………………….……………………………………………… 

5. What do you recommend for the sake of improving your scholastic and non scholastic 

achievement?....................................................................................................................................

..........................................................................................................................................................

.......................................................................................................................................................... 
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Appendix 2.4 Interview Guide for Learners without Disabilities in Inclusive Primary   

Schools 

Name of school………………………….Ward………………….District…………………….. 

Sex:       Female        (      )                    Male           (        ) 

Date of Interview…………….. 

1 What are the extensional activities performed by your teachers in handling your disabled 

friends? 

        -General cleanliness 

        -Assembling 

        -Gardening 

        -Teacher-Pupil Club 

        -Sports and games 

        -Tour/visiting 

        -Organizing special class by local resource person 

        -Organizing talent search programme 

        - Any other 

  2. What are the services offered to learners with disabilities in order to improve their learning 

in your school?     

         a) Services related to teaching and learning 

    - Type writer/ Braille 

    - Abacus 

    - Tailor Frame 

    - Geo Board  

    - Talking computers/ talking calculators 

    - Hearing aids 

    - Magnifying Glass 

    - Movie CDs on different thematic areas 

    - Instrument for recording day to day class room teaching 

    - Library services                

(b) Health services 
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 (c) Safe and clean water services 

(d) Transport services 

(e) Guidance and counseling services 

(f) Financial services     

(g) Other services 

      - Barrier free environment 

      - Other assistive devices of learning according to their particular disabilities 

3. What kind of services would you like to be provided to the learners with disabilities in order to  

       improve their scholastic achievement? 

…………………………………………………………………………………………………… 

…………………………………………………………………………………………………… 

4. What support do you give to your fellow learners with disabilities during the class room 

activities and   activities outside the classroom? 

…………………………………………………………………………………………………… 

…………………………………………………………………………………………………… 

5. What do you recommend for the sake of improving scholastic and non scholastic achievement of 

friends with disabilities? 

..................................................…………………………………………………………… 

…………………………………………………………………………………………………… 
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Appendix 3.0 Focus group Discussion guide for teachers and parents  

Name of the group……………….          Place………………………… 

Time of discussion………………          Participants…….Males (     )     Females…… (      ) 

Date……………………………… 

 Introduction 

 Brief purpose of the  study 

 Permission for note taking 

 

1. How organization of learning in inclusive primary schools could be developed? 

2. What kind of training should be given to teachers who are teaching in IPS in order to handle 

learners with disabilities?                             

 3. What are the important extensional activities to be performed by teachers in handling 

learners with disabilities for improving their scholastic achievement in inclusive primary 

school?    

4. What kind of services would you like to be provided to learners with disabilities in improving 

their scholastic achievement? 

5. What are the major steps to be taken for improving the scholastic achievement of learners 

with disabilities in inclusive primary schools? 

 

 

 

 

 

 

 


