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ABSTRACT 

The study examined the academic performance impediments of students with visual 

impairment in inclusive secondary schools in Tanzania. It specifically examined; 

learning- teaching strategies and methods, teachers’ adaption of learning- teaching 

resources and examination, the status of orientation and mobility, and finally it 

established instructional leaders support to students with visual impairment. The 

study was guided by the social model of disability. 

The study adopted descriptive survey research design. The targeted population 

included instructional leaders, teachers and students where the representative sample 

of 484 participants was used. Data were obtained through questionnaires, interview, 

documentary review, Focus Group Discussion and observation. Qualitative data 

were thematically analysed and the founded sub-themes were embedded with 

descriptive quantitative data analysed from Statistical Package of Social Sciences 

(SPSS) version 21. 

The major findings from the study indicate that, most of the learning- teaching 

strategies and methods employed in inclusive secondary schools were not adapted 

for students with visual impairment. In addition, there was inappropriate or no 

adaptation of learning- teaching resources and examination towards the learning 

style of those students. Furthermore, it was indicated that students with visual 

impairment were receiving orientation and mobility services and instructional 

leaders were not fully supporting those students appropriate learning- teaching 

practices.  

The study therefore, recommends that inclusive education should be incorporated in 

the curriculum of general teachers’ education, collaboration among inclusive 

education stakeholders should be improved. Furthermore, the government should 

provide materials, funds and seminars to students, teachers and instructional leaders. 
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CHAPTER ONE 

THE BACKGROUND AND ITS CONTEXT 

1.1 Introduction 

This chapter presents the information pertaining to the study. It begins with the 

background of the problem, statement of the problem, purpose and specific 

objectives of the study and research questions. The chapter ends with significance of 

the study, limitation, delimitation, operational definitions of key terms and 

organization of the study. 

1.2 Background of the Problem 

There are many considerable changes and movements in education worldwide, most 

of which national and international agreements were made to accommodate. Such 

agreements are Sustainable Development Goals [SGD], Millennium Development 

Goals [MGDs], Education for All [EFA], Convention of Rights of Children [CRC] 

and Universal Declaration of Human Rights [UDHR] (UNESCO, 2017; UNESCO, 

2000; UNESCO, 1994; UN, 1989; UN, 1948). 

The changes made through those agreements were set to increase educational 

opportunities, participation and learning of all children that is important for their 

personal and global development in general. In fact, SDG set equitable quality, 

education being central towards achievement of sustainable development in all 

spheres and that was to be followed by all UN member states (UNESCO, 2017). 

However, it was found that there is an attainment gap among students as most of 

students with VI perform poorly compared to their sighted peers (Stewart, 2014; 

SMDE, 2012). 
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On global population, estimates show that there are about 650 million people with 

disability of which, there are 285 million who are with VI (Cristovao & Retorta, 

2017; The United Republic of Tanzania [URT], 2016; WHO, 2011). For the matter 

of understanding, URT (2016) illustruted the population of people with disability if 

collected together could make a country bigger than the European union. However, 

such a country would be characterised by extreme poverty, illiteracy and 

unemployment.  

Furthermore, in dealing with education for the population of people with disabilities, 

one of the most important events was marked in 1990s. It was the Salamanca 

Agreement of 1994, which came to rescue that population of people with disabilities 

to make them get to the right of education by priotising inclusive education as its 

first agenda (UNESCO, 1994). Since then, the issue of educating people with 

disabilities, particulary students with VI is increasingly being recognized as a 

serious worldwide education concern as declared in several other global policies 

such as Sustainable Development Goals (SDGs) and Millenium Development Goals 

(MDGs). To substantiate this, the SDG-4 by 2030 target 4.5 insists member nations 

to ensure equal access to all levels of education and vocational training for the 

vulnerable, including persons with disabilities (UNESCO, 2017).   

Inclusive education is recognised as the global concern and many countries have 

been striving to improve the quality of their education systems by adapting inclusive 

education strategies in their policies (URT, 2016). In Europe, esspecially North-

Ireland, through the impetus of the Salamanca Agreement, the Special Educational 

Needs and Disability Order (SENDO, 2005) was introduced. In response to SENDO, 

some specific laws were made, such as the disability discrimination law for the 
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whole education system. That law increases the right of children with special needs 

to attend inclusive schools (Stewart, 2014).  

In South America, specifically Brazil, through the Ministry of Education special 

programmes have been launched in order to promote inclusion, such as the Inclusive 

Education Programme the right to diversity and the Continuous Formation 

Programme for Teachers of Special Needs. Other programmes in Brazil include: the 

Implementation Programme of Multifunctional Resource Classrooms, and the 

Regulation for People with Disabilities (Cristovao & Retorta, 2017; Pletsch & 

Mendes, 2015). 

Similarly, in Asia, the government of Malaysia was triggered with the Salamanca 

Agreement to implement inclusive education. It was done through the enactment of 

the Education Act of 1998 that emphasised access, equity and quality education and 

those children with special need to be integrated into regular schools. Moreover, the 

government of Malaysia has been providing ‘Disabled Student Allowance’ to 

special needs children to cater for learning needs since 2006 (UNESCO, 2015). In 

addition, teachers who teach special needs children are provided with a monthly 

allowance as an incentive. Additionally, the government disburses funds to schools 

for purchasing equipment for such students (UNESCO, 2015).  

Likewise, India responded to the trigger of inclusive education by introducing: The 

National Policy for Persons with Disability”, 2006,  the Right of Children for Free 

and Compulsory Education through its constitution amendment number 21A which 

was passed in 2009. The act 21A further reformed the Scheme of Integrated 

Education for Disabled Children (IEDC) and created the Inclusive Education of the 

Disabled at the Secondary Stage (IEDSS). The objective of IEDSS was to enable 
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children with disability who would have completed eight years of elementary 

education to continue with their education at the secondary stage in an inclusive 

environment in regular schools (Aruna, Singh, & Lal, 2016; Nidhi, 2016). 

African countries were also allied to such global movement as stipulated in (Nydal, 

2008) that most of the African governments’ commitments to inclusive education 

began in the 1970s and later was triggered with the Salamanca Agreement. In a 

matter of fact, Pekeberg (2012) asserts that in Ghana, inclusive education was 

introduced in the 1990s, and led by the Education for All (EFA) and Salamanca 

agendas. In addition, the introduction of inclusive education policy of 2013 in Ghana 

reveals other previous strategies as Ghana Shared Growth and Development Agenda 

(GSGDA), Education Strategic Plan (2010-2020) and the Disability Act (Republic 

of Ghana, 2013).  

The Kenyan government has enshrined in the national policy and legal instruments 

through Constitution of Kenya (2010) in Chapter Four (Bill of Rights) Article 43 

Sec.1 (f) & Article 54 Sec.1 (b); Children’s Act, 2001 and Persons with Disability 

Acts Sessional Paper No.1, 2005 (Kenya, 2010). Other strategies were through 

National Special Education Policy Framework, 2009 and Disability Mainstreaming 

Policy, 2012 and Kenyan Vision 2030. All were for recognition of the education of 

the learner with special educational need as claimed by Salamanca Agreement 

(Odoyo & Odeny, 2015). 

Tanzania as an example of developing nation is estimated to have 3,450,986 (9.3%) 

people with disabilities of which 661,071 (1.94%) are people with VI; the largest 

group of those with disabilities in the country. Although, global education has 

shown significant changes over time, people with disability are still excluded from 
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the right to appropriate education (UNESCO, 1994). Previously, only few who 

managed to access education were given education in special schools that were 

designed according to types of disabilities and gender (Tungaraza, 2010). 

Tanzania, like other signatory members of the international agreements, has made 

great efforts towards the attainment of inclusive education goals by formulating 

related policies and enactment of its laws. However, this should not blind some prior 

strategies, which were emphasised on inclusion too. For instance, The Policy of 

Education for Self-Reliance (ESR) (1967), Universal Primary Education (UPE) 

(1977) and The Education Act of 1978, which together stress on equal access of 

education among children without discrimination on gender, race, ethnicity or 

disabilities (Mwakyeja, 2013; Morrison, 1976; Nyerere, 1968).  

Other policies that came after the Salamanca Agreement includes: The Education 

and Training Policy (1995) where the right to education for all school children was 

still emphasized as it was in previous policies (URT, 1995). In this policy, some 

statements on the right to education for children with disabilities were obvious 

although there were little significant practical and enrolment changes in this regard 

(Mwakyeja, 2013; URT, 1995). It also put emphasis on the training of general 

teachers as well as teachers for students with special educational needs (URT, 1995).  

Another policy is the National Disability Policy (2004) which is the first policy 

targeting people with disability in the country. Among other things, the National 

Disability Policy advocated for the provision of conducive environment for inclusive 

education by the Government itself and other educational stakeholders (URT, 2004).  

The other policy is The National Strategy for Inclusive Education (2009-2017) 

which focused on equitable access to quality education in inclusive setting that 
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education support is available to all learners and teaching and learning that responds 

to the needs of learners. It also aimed at education policies and programmes are 

enforced by inclusive values and practices and widened professional capabilities and 

inclusive education (URT, 2007). Despite some improvement, the policy left some 

challenges such as; dropout, repetition rates, underperformance in examinations, 

inequity access and learning outcomes (URT, 2017). 

Further, the Republic of Tanzania passed The Persons with Disability Act of 2010 

which centres on equity and protection of persons with disabilities, provision of 

education and vocational training in inclusive settings (URT, 2010). Similarly, with 

regard to the 1995 Education and Training Policy of 2014, the government launched 

Education and Training Policy (2014) which emphasises on inclusive education 

(URT, 2014). Recently the new policy that is the National Strategy for Inclusive 

Education 2018-2021 was passed. The policy aims at other major four areas, such 

as; strengthening pre-primary education, equitable access quality, enhanced basic 

education, addressing the cause of dropout for successful completion and equity in 

learning outcome for all children in basic and secondary education (URT, 2017). 

With all these efforts, Tanzania as other countries has not been free from challenges 

of inclusive education including underachievement of students with disability. 

Current studies found some success and constraints all around the world in inclusive 

education. Such constraints include: shortage of inclusive education experts, 

negative attitude over inclusive education practices, inadequate budgets, scarcity of 

learning- teaching resources, drop out, high rate of repetition among students with 

disabilities and poor academic performance. Other constraints are; unfriendly school 

environment, inflexibility of curriculum, limited access to appropriate education and 
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stigmatization of   students with disability (Mngo & Mngo, 2018; Brown, 2017; 

GCE, 2017; Aruna, Singh & Lal, 2016; Nidhi, 2016; Muguongo, 2016; Kiagiri, 

2015; Uguti, 2015; Eunice & Orodho, 2014; Mwendwa, 2014; Sinclair, 2014; 

Pekeberg, 2012; Jelas & Sitti, 2012; Fullerton, 2011).  

Similarly, the Government of Tanzania has also been facing some constraints in the 

implementation of inclusive education. Such constraints include: shortage of 

teaching and learning resources, shortage of inclusive education experts, 

overcrowded classes, poor parental involvement,  lack of sensitive policies, rigid 

methods and curriculum, lack of in-service training for professional development, 

negative attitude among practitioners and community at large (Muyungu, 2015; 

Chaula, 2014; Kiomoka, 2014; Mwakyeja, 2013). 

Apart from the challenges of implementing inclusive education, there are several 

challenges that children with VI face in inclusive classes. For instance, 

inaccessibility of education, stigmatization as well as inadequate resources such as 

braille books and inadequate teaching experts. They also lack mobility and 

orientation services, improper teaching methods and language problems (Cristovao 

& Retorta, 201;7 Moshe, 2017; Korir, 2015). It was also shown that there is 

underperformance among students with VI (Cristovao & Retorta, 2017; Donleku, 

2015; Korir, 2015; Uguti, 2015; Curlu, Faucher, Kovarski, Orssaud, & Portalier, 

2015; Nasiforo, 2015; Lydia, 2014; Sinclair, 2014; Fox, 2012 Jelas & Sitti, 2012; 

SMDE, 2012). For justification, Jelas & Sitti (2012) found that teachers of inclusive 

classes blame the students with VI for the drop in the percentage of passes in public 

examinations. 



8 

 Drawing to Tanzania, students with VI are said to face many constraints like their 

fellows in other parts of the world. Specifically, they are facing constraints related to 

inappropriate teaching methods as those are mostly taught by non IE experts, lack of 

learning- teaching resources, unfriend by school environments, stigmatization and 

school dropout. Other constraints they face includes poor parental involvement and 

overcrowded classes (HakiElimu, 2018; URT, 2016; Mayungu, 2015; Chaula, 2014; 

Mwakyeja, 2013; Himid, 2012; Pembe, 2012).   

In addition, the challenge on academic performance of students with VI has been 

reported in some studies (HakiElimu, 2018; URT, 2017; Mwakyeja, 2013). For 

instance, URT (2017) highlighted on the challenge of high repetition rates and 

underperformance of students with disability including students with VI and called 

for equity strategies for learning outcome. Similarly, the preliminary study found 

that majority (76%) of the students with VI in inclusive secondary schools ended 

with division four (4) and zero (0) as illustrated in Table 1.1. 
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Table 1.1 Performance of Students with Visual Impairment in National 

Examinations from 2012-2016 

 Type of 2012 2013 2014 2015 2016 Total 

Name of  

School 

 Students With 

VI 

Division/ Division/ GPA Division Division Division+GPA 

1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 

Tumaini Sec. TB 0 0 0 1 0 - - - - - - - - - - 0 0 0 2 0 - - - - - 0 0 0 3 0 

LV 0 0 0 2 0 - - - - - - - - - - 0 0 0 3 0 - - - - - 0 0 0 5 0 

Lugaro Sec. TB - - - - - 0 0 0 0 1 0 0 0 0 1 0 0 1 5 0 0 0 0 1 2 0 0 1 6 4 

LV - - - - - 0 3 3 2 1 0 0 0 2 1 0 4 2 2 1 0 1 2 0 1 0 8 7 6 4 

Songea Boys’ TB - - - - - 0 0 0 0 1 0 0 0 0 3 0 1 0 1 2 0 0 1 2 1 0 1 1 3 7 

LV - - - - - 0 0 0 1 0 0 0 0 3 0 0 0 1 2 0 0 0 1 1 0 0 0 2 7 0 

Tabora Girls’ TB 0 0 0 2 4 0 0 0 0 1 0 0 0 2 3 0 0 0 2 1 0 0 0 1 0 0 0 0 7 9 

LV 0 0 0 3 1 0 0 0 0 1 0 0 1 1 2 0 0 1 1 0 0 0 2 0 0 0 0 4 5 4 

Korogwe Girls’ TB 0 0 0 2 0 0 0 0 1 3 0 0 0 3 2 0 0 0 1 2 0 0 0 2 1 0 0 0 9 8 

LV 0 0 0 0 0 0 0 1 1 0 0 0 1 1 0 0 0 1 0 0 1 1 1 1 0 1 1 4 3 0 

Kantalamba 

Sec. 

TB 0 0 0 0 2 0 0 0 1 1 0 0 1 3 0 0 0 0 0 2 0 0 0 0 0 0 0 1 4 5 

LV 0 0 0 1 1 0 0 2 2 1 0 1 0 1 1 0 0 0 2 0 0 0 0 1 0 0 1 2 7 3 

 Total in Division 34(30.7%) 65(45.4%) 44(30.7%) 

Source: Compiled field data from the preliminary study, 2017 

Key:  

TB – Total Blind 

LV – Low Vision 

In order to understand the problem of academic performance among students VI, 

some few studies were conducted to establish the reasons behind this in other parts 

of the world. In Rwanda, for instance, Nasiforo (2015) speculated on the academic 

challenges facing students with VI in University College of Rwanda. The study 

found challenges related to failure in curriculum adaptation, inadequate learning 

materials and in adaptation of examinations. In Kenya, Kiagiri (2015) studied on the 

effect of financial constraints on academic performance of students with VI. The 

study managed to establish the relationship between financial constraints and 
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academic performance of students with VI. Apart from policy and laws made to 

address the challenge of academic performance among students with VI, there are 

some studies that were conducted to end such challenges in other parts of the world.  

In Brazil, integration of information technology to facilitate language learning 

among students with VI, was done where the findings promise possibility of 

increasing performance of students with VI. Other studies introduced assessment 

strategies, differentiated instructions, merged secondary and special education 

teacher preparatory programmes and other learning strategies as synthesis of 

conceptual model (Brown, 2017; Donoghue & Hattic, 2016; Sinclair, 2014; SMDE, 

2012 & Fullerton, 2011). In Africa, Ghana tried to inject the Individualised 

Education Programme (IEP) to facilitate learning achievement among students with 

VI. 

In the context of Tanzania, apparently little has been evidenced to either speculate 

the reasons for the underlying poor academic performance or strategies to alleviate 

such challenges, even though it was demanded by the policy. This raised the need to 

conduct a specific study to speculate for the constraints of academic performance 

among students with VI in inclusive secondary schools in Tanzania. 

1.3 Statement of the Problem 

Although available policies, laws and literatures emphasize on the importance of 

inclusive education to students with disabilities, particularly students with VI, yet, 

students with VI are facing a big challenge in case of their learning and academic 

performance (Korir, 2015; UNESCO, 1994). In addition, different studies have been 

conducted in the world and Tanzania in particular at different levels of education. 

Most of those studies (URT, 2017; Muyungu, 2015; Nasiforo, 2015; Chaula, 2014) 
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focused on challenges of Inclusive Education (IE) at primary school level and very 

few at secondary and college levels. In similar trend, some studies focused on 

challenges facing students with VI (HakiElimu, 2018; Kiomoka, 2014; Meena, 

2014; Mwakyeja, 2013; Pembe, 2012; URT, 2007).  

With regard to that, a puzzling situation continues to obscure the academic 

performance of students with VI compared to their sighted peers. Despite the fact 

that there has been immense literature on VI globally and locally, there is dearth of 

studies on reasons for poor academic performance among students with VI in 

inclusive secondary schools in Tanzania. Given this fact, there was a need to address 

this problem through specific research questions like: how do inclusive schools 

manage to accommodate students with VI? How do the inclusive education teachers 

manage to adapt the learning-teaching resources and examinations? How do 

students’ level of mobility and orientation affect access to learning? and how are 

students with VI supported by the administrative staff in place? Therefore, the 

current study examined the academic performance impediment among students with 

VI in inclusive secondary schools in Tanzania.  

1.4 Purpose and Objectives of the Study 

The main purpose of this study was to investigate the academic performance 

impediments among students with VI in inclusive secondary schools in Tanzania. 

Specifically, the study was guided by the following four objectives:- 

1. To examine learning - teaching methods and strategies used in inclusive 

secondary schools to accommodate students with VI. 
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2. To determine the extent to which teachers adapt the learning- teaching 

resources and examination in addressing the needs of students with VI.  

3. To examine how students’ level of orientation and mobility affect access to 

learning among students with VI. 

4. To establish how instructional leaders support students with VI to access 

learning - teaching materials in inclusive secondary schools. 

1.5 Research Questions 

Considering the research problem under investigation and its objectives, this 

research strived to address the following questions: 

1. How do learning - teaching methods and strategies used by teachers in 

inclusive secondary schools accommodate students with VI?  

2. To what extent do teachers adapt the learning- teaching resources and 

examination to address the needs of students with VI in inclusive secondary 

schools?  

3. To what extent do students’ level of orientation and mobility affect access to 

learning among students with VI in secondary schools? 

4. How do administrative staffs support students with VI to access learning - 

teaching materials in inclusive secondary schools? 

1.6 Significance of the Study 

The study provides an exciting opportunity to advance knowledge of academic 

performance impediments facing students with VI in Tanzania inclusive secondary 
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schools. It informs teachers, school administrators and quality assurers on how to 

educate students with VI and engage them to study alongside sighted peers in 

inclusive classroom. The findings also provide the knowledge ground, progress and 

insight of inclusive education policies. Furthermore, the study findings may be of 

importance to the Ministry of Education, science and technology because it may 

assist in determining quality education practices for students with VI in inclusive 

schools. Finally, the results may help to change the attitudes of the administrators, 

teachers, peer students and the community at large towards the achievement and 

acceptance of students with VI in inclusive society.   

1.7 Limitation 

The study was to investigate the academic performance impediments students with 

VI encounter in inclusive secondary schools in Tanzania. During this study, some 

limitations arose. First, though the study tried to have comprehensive sample there 

was no any private school found hence the findings of this study cannot be 

extrapolated to those schools and their administrative system if found later.  Second, 

following collection of data from many respondents and through different media 

such as braille writings, the scarcity of braille machine interfered the process of data 

collection; hence, the process was tiresome and prolonged.  

 

Furthermore, one inclusive secondary school missed SET hence it affected the 

researcher is sampling plan to have 484 respondents instead of 487 who were 

targeted for the study. Finally, respondents’ legacy over past impractical researches 

inhibited participation of some respondents, though the researcher through 

prolonged time, managed to influence such respondents as per study demand. In one 
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way or another, those limitations could affect the study findings invisibly as the 

researcher always tried to control those extraneous factors. 

1.8 Delimitation 

This study delimited itself to identifying the academic performance impediments 

among students with VI in inclusive secondary schools of Tanzania. Secondly, 

although there are several inclusive secondary schools in Tanzania, only three were 

sampled and they determined all respondent for the study. Thirdly, whereas the 

study employed descriptive research design, its findings cannot be fully generalised 

out of the study location. 

1.9 Definition of Key Terms  

This section provides the definitions of key terms to create the common 

understanding for this study. These are inclusive education, visual impairment and 

students with VI. 

1.9.1 Inclusive Education (IE) 

Globally, inclusive education is defined as a process intended to respond to students’ 

diversity by increasing their participation and reducing exclusion within and from 

education (UNESCO, 2008). Within the context of Tanzania it is an approach which 

transforms education system, including its structure, policies, practices and human 

resources, to accommodate all learners in the mainstream education by addressing 

and responding to learners’ diverse needs (URT, 2017). Generally, these accepted 

definitions on IE lack both specificity to students with VI and are not clear-cut 

between inclusive and integration education. Therefore, throughout this dissertation, 

the term IE will refer to the process of enabling students with VI to equally 

participate and successfully learn in either inclusive or integrated secondary school. 
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1.9.2 Students with Visual Impairment (Students with VI) 

The term VI generally refers to abnormality of the eyes, the optic nerve or the visual 

centre for the brain thus resulting in decreased visual acuity or a significant 

functional loss of vision that cannot be corrected by medication, surgical or ordinary 

optical lenses such as spectacles (Mangal, 2012). This term when used in the study 

of IE, were defined to mean persons whose vision loss constitutes a significant 

limitation to perform tasks that require sight (Nasiforo, 2015). Unfortunately, 

students with VI remain poorly defined in terms of the demand of this study. In this 

dissertation, a student with VI is defined in terms of both students who are normally 

inhibited to access learning due to their blindness and low vision. 

1.9.3 Instructional Leaders (IL) 

Manaseh (2016) defines instructional leadership as the one who focuses on the core 

responsibility of a school, namely teaching and learning by defining the school 

vision, mission and goals, managing the instructional programme and the school 

climate. Similarly, Mngo & Mngo (2018) explain that the role of instructional 

leadership lies in the hands of the Ministers of Education, the Regional Delegates, 

the Divisional Delegates (superintendents), School Principals and Vice Principals, 

and Department Heads. Recently, the term instructional leader has been defined to 

refer to situations of school managerial activities to refer school principals who run 

the school activities in line with academic mission, strategies and action (Philip, 

2018). Although differences of opinion still exist, there appears to be some 

agreement that refers to authoritative role to supervise the executions of education 

policies. In this dissertation, the term instructional leader refers to educational 

leaders and supervisors who have an authoritative power on the execution of 
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inclusive education. It includes Heads of school, Special education officers and 

Quality assurers. 

1.10 Organization of the Study 

This study is organised into six chapters as follows: chapter one presents the 

background to the study, chapter two is about related literature review and chapter 

three describes methodology. Other chapters include chapter four, which presents 

the research findings while the discussion is presented in chapter five. Finally; 

summary, conclusion as well as recommendations of the study are presented in 

chapter six. 
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CHAPTER TWO 

LITERATURE REVIEW 

2.1 Introduction 

This chapter presents review of literature related to academic performance 

impediments among students with VI in inclusive secondary schools. It is organized 

under the following eight (8) themes including; theoretical framework and the 

inclusive teaching methods and strategies. Other presented themes are; teaching 

resources and examination for students with VI, the status of orientation and 

mobility to students with VI, the role of instructional leaders on inclusive education, 

empirical studies and synthesis of literature review. These themes are elaborated in a 

number of headings and where necessary, sub-headings. Noteworthy, a conceptual 

framework is presented at the end of this section. 

2.2 Theoretical Framework 

Theories have been established to give meaning to different concepts. Each theory 

has its meaning and context in which if applied, produces desired product. Most of 

the social theories are associated with social problems existing in the society, among 

them being those related to education (Schunk, 2012). This study adhered to the 

social model of disability, which was also employed in other related studies 

(Donleku, 2015; Nasiforo, 2015). In this study, the word “model” and “theory” are 

interchangeably used to mean the same. This is because in previous literature, 

authors used both words to mean the same (Donleku, 2015; Nasiforo, 2015; 

Finkelstein, 2007; Shakespeare, 2002; Lang, 2001). 
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The social model of disability arose in response to the critique of the medical model 

of disability. It has generated a caucus of academic writing, predominantly written 

by academicians and activists who themselves have disabilities and is the total 

antithesis to the medical model. Mike Oliver later coined the social model of 

disability in 1983 (Rieser, 2002). Since then the social model of disability has 

shifted away from consideration of the deficits of the functional, physiological and 

cognitive abilities of the impaired individual, to the ability of society to 

systematically oppress and discriminate against people with disabilities and the 

negative social attitudes encountered by people with disabilities throughout their 

everyday lives (Lang, 2011). 

The researcher found the Social Model of Disability relevant to this study. This is 

because, the social model of disability supports inclusion practices in education as it 

prepares the future functional member of the society. The concept of inclusion 

herein is viewed from the basis of human rights and equality rather than focusing on 

what handicaps them (Lang, 2011). On this stance, it is possible to argue that 

UDHR, EFA and the Salamanca agreement were made in accordance with social 

model of disability as they both stress on the importance of inclusive education. 

Those agreements, particularly the Salamanca agreement, establish inclusive 

education, which includes students with VI who are the focus of the current study. 

 

It also enables people with disability as students with VI to look at themselves in a 

more positive way which increases their self-efficacy and independence, which is 

crucial for their schooling (Pooja, 2016). It was through the social model of 

disability where disability is then situated in the wider, external environment, and is 

not explicable because of an individual’s physical and/or cognitive deficiencies 
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(Lang, 2011). Thus, in focusing upon the manner in which disability is socially 

produced, the social model gives precedence to the importance of politics, 

empowerment, citizenship and choice (Rieser, 2012). Furthermore, self- efficacy 

increased as they view disability as the result of society’s failure to provide adequate 

and appropriate services and not their own deficit (Lang, 2011). Enhanced self- 

efficacy promises a habit to achieve the designed goal as it leads to mastery learning 

(Schunk, 2012). Learning achievement among students with VI is also an important 

aspect of this study, that the theory paves way to investigate the academic 

impediments among students with VI. 

 

The theory also views the cure to people with disability, lies in the restructuring of 

the society and not individuals’ impairments (Rieser, 2012). This to say, inclusive 

schools for students with VI have the responsibility to re-adjust themselves to meet 

the needs of students with VI. This view concurs with the agreement made in 

Salamanca Agreement that the school should re-adjust to welcome all students 

(UNESCO, 1994). In practising inclusive education, studies found some challenges 

as rigid curriculum, inaccessible school environment, inadequate resources and 

negative attitudes among others (Mayungu, 2015; Mwakyeja, 2013). 

To this theory, those constraints should not been explained in terms of students’ 

impairment, that students face such a problem but the community fails to 

accommodate such a student. The presented argument reflects on the needs for 

adaptation to meet the needs of individuals with disabilities such as students with 

VI, which is also the concern of this study. 

Moreover, the theory makes a distinction between impairment and disability (Rieser, 

2002). This will have an implication in this study in a way that, students with VI are 
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bound out of education opportunities due to barriers related to school owners, 

teachers, quality assurers and expensive education resources such as embosser and 

thermoform. For inclusion, there is a need to remove those barriers through 

intervention and other strategies that will help to limit disability in presence of 

impairment (Pembe, 2012; Cox & Dykes, 2001). Those interventions may include 

orientation and mobility training, expanded curriculum for VI and adaptation of 

learning and teaching methods and strategies to suit learning style of VI. The 

mentioned criteria from the basis of the objectives of this study hence; the study 

objectives abide with the theory. 

This study therefore, used the social model of disability for its supports in the idea of 

inclusive education and its encouragement on the removal of barriers that hinder the 

students with VI from accessing secondary education. The performance of students 

with VI in Tanzania secondary schools may be highly affected by barriers 

highlighted in this model of disability. The removal of those barriers could have 

positive implication on the achievement of students with VI as promised by the 

social model of disability. 

2.3 Inclusive Learning - Teaching Methods and Strategies 

Students with VI must learn with minimal or distorted visual, tactile and auditory 

information. Limited sight may inhibit natural curiosity and the motivation to learn 

(Gense & Gense, 2004). As a group, students who are with VI are quite diverse and 

may include children with physical, cognitive, or health problems in addition to 

vision losses. Some may feel insecure or frightened when they learn about in an 

inclusive environment that they cannot see clearly. Due to all these, changes in 

instructional strategies and methods are necessary to accommodate students with VI 
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(Pagliano, 2005; Palmer, 2005). An understanding of adaptations and modifications 

to the curriculum is required in order to promote student acceptance and to help 

them successfully complete learning outcomes (Palmer, 2005).  

2.3.1 Inclusive Teaching Methods 

Teaching and learning methods are among highly stressed areas to be adapted for the 

meaningful learning of students with VI. Through studies, it is revealed that, 

participatory teaching methods have a great power to facilitate learning and teaching 

in the inclusive classrooms (Mangal, 2012; Rowe, 2006; Cox & Dykes, 2001). In 

addition, Mangal (2012) asserts, students with VI have a certain limitation, needs 

and problem with regard to their adjustment and education. The deficiency with 

regard to the most important sense organ makes them disabled to learn from nature 

and similar other visual objects and activities unlike their sighted peers. Nasiforo 

(2015) asserts that classroom accommodation in inclusive classes should be quite 

varied and individualised according to the specific needs of the students. 

Mangal (2012) asserts that among other many strategies to teach students with VI, 

participatory learning - teaching methods may successfully welcome them in the 

process of learning - teaching. Zhou and Brown (2014) mentioned brainstorming, 

problem solving, cooperative learning, case method and drama technique as example 

of participatory methods. Furthermore, Msendekwa (2010) identifies some common 

participatory teaching methods used by teachers in Tanzania. These include: 

question and answers, group discussion, role-play and modified lectures. The above 

presented learning - teaching methods for learners with VI are very important if they 

can enhance touch, examine and performance of activities in order for students with 
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VI to acquire accurate information rather than just theory and verbal explanation 

(Lowenfeld, 1974). 

Baraka (2013) demise the preference of using lecture method and other non- 

participatory teaching methods, as it may take longer for students with VI to write 

down notes and they may be unable to see on chalkboards. In addition, diagrams and 

new vocabulary can be problematic unless additional clarification will be given. 

Above all methods of teaching, Lowenfeld (1973), mentioned three principles of 

special methods that should be used for effective teaching for students with VI. 

These methods need concrete experience, unifying experience and learning by 

doing. 

2.3.2 Inclusive Learning - Teaching Strategies 

In the exemplary material of including children with special needs in India, it was 

recommended that in order to understand how to create inclusive classrooms, 

especially where students with VI are, teachers must develop their knowledge, skills 

and an understanding of key strategies critical to achieve success (Sinclair, 2014). 

Similarly GCE, (2017) other objectives, aimed at investigating the importance of 

having qualified teachers for inclusive education. GCE’s study found that teachers 

need to receive the specialised and appropriate training and support to be able to 

deliver child - centred quality inclusive education to children with disability. 

 This is to say, in teaching inclusive classes containing students with VI, teachers 

must have expert skills in addition to those of GT to handle learning style of 

students with VI and SS at once. Unfortunately, GCE study in line with Muyungu 

(2015); Orodho & Eunice (2014) and Mwakyeja (2013) found that most of the 

secondary school teahers were not trained in inclusive pedagogy but few had special 
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education skills and who therefore, could not fully work inclusively for students 

with VI, who need adapted teaching strategies. 

 It was found from different literature that all students, particularly students with VI, 

can successfully learn by the application of appropriate learning-teaching strategies 

(Cristovao & Retorta, 2017; Brown, 2017; Aruna, Singh, & Lal, 2016; Donoghue & 

Hattic, 2016; Eunice & Orodho, 2014; Chen, 2012; Simsek & Balaban, 2010). These 

strategies should be adapted depending on instructional variables such as individual 

differences, types of domain, teaching methods, amount of time, learning 

technology, kind of feedback and way of measurement (Donoghue & Hattic, 2016). 

Simsek and Balaban, (2010) who both investigated on the impact of learning - 

teaching strategies on students’performance, found that, the more adapted learning - 

teaching strategies are employed to or by students, they contribute to students’ 

performance more than unadapted strategies. The evidences provided in this section 

imply that, in order for the successful learning to occur particularly to students with 

VI, adaptation of learning- teaching strategies is important among other factors. 

Furthermore, there is a large volume of published studies describing tremendously 

areas that affect learning among students with VI (Cristovao & Retorta, 2017; Curlu, 

Faucher, Kovarski, Orssaud, & Portalier, 2015; SMDE, 2012). In the analysis of the 

ability of students with VI to perform better than sighted ones Curlu, et al (2015) 

found that students with VI might successfully performed as other students however; 

they were affected in many areas due to such impairment in learning process. In 

their study Curlu, et al. (2015), present five areas that particularly affect students 

with VI. These are concept development, interpersonal communication skills, life 

skills, orientation and mobility skills and academic development.  
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In the same vein, SMDE (2012) in its guideline for specialized assessment of 

students with VI identified three areas of attention that without appropriate 

adaptation of learning - teaching strategies, it is likely that students with VI learning 

will be inhibited. Those areas lead students with VI inability of accidental learning, 

use their other senses differently from their teachers and peers and lastly are 

differences among students with VI. Together, these studies outlined major 

deviations of students with VI that calls for effective adaptation of learning - teching 

strategies. 

Cox and Dykes (2001) found that students with VI require instructions in additional 

ways to free them from the impact of their disability. In line with social model of 

disability which guides this study, Kiomoka (2014) invesstigated on the impact of 

environmental factors on learning - teaching of students with VI. Kiomoka (2012) 

recomends that environment should be adapted in accordance with the specific 

learning needs.  

Similalry Curlu et al., (2015) were more specific on academic performance of 

students with VI assets that students with VI are normal only that what they need is 

extra time because they are slow in handling assignment. In addition the research 

done by Fraser and Maguvhe (2008) shows that, the setting in which the learning 

taking place; inflexible curriculum and inappropriate assessment procedures, are 

some of the reasons leading to unsuccessful learning among students with VI. 

Adaptations and modifications for students with VI include, but are not limited to, 

provision of additional time to complete assignments and tests, reduction of 

assignment length, provision of assignment in proper formats, such as large print or 

braille, screen reader and tactile materials (Palmer, 2005; Pagliano, 2005). Since 
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students with VI learn differently than their sighted peers, if irrelevant and 

inadequate interventions to their learning needs are provided, they will have troubles 

in achieving the ideal learning outcomes, thus resulting in undesirable inclusive 

experience (Griffin & Nes, 2005). In addition, the study found for quality learning of 

students with VI to happen, some features and conditions should be observed to.  

These include: special services from specialized teachers, learning- teaching 

resources, as well as assistive devices like braille and magnifying glasses and the use 

of flexible teaching methods (Simon, Beausaert, Segers, Danique, & Wiltink, 2013; 

Curlu, et al 2015). On the other hand studies stressed that the implementation of 

curricula relies on who perceives the intended curriculum for the implementation, 

and these are teachers (Akker et al, 1993). Together these studies provide important 

insight into the areas, resources and who is responsible for adaptation of learning- 

teaching strategies.  

2.4 Teaching Resources for Students with Visual Impairments 

It is important to highpoint the belief that educational goals for students with VI 

should be essentially the same for all students. To meet those education goals to all, 

students with VI require specific interventions and modification of their educational 

curricula and facilities. Students with VI can learn, but the access of their visual 

senses is impaired (Mangal, 2012). Therefore, they require different ways to interact 

with information which is mostly relies on touch, taste, and hearing. 

Vision is the prime sense upon which most traditional education strategies are 

grounded (Oliva, 2016). The basis for this appears to be of a view that the 

impending barrier that individuals with VI are faced with is the lack of access to 

visual information (Cavanaugh, 2002). This situation may affect the ability of those 
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students to learn in the same way as others, though through some interventions of 

the environment, they could learn and perform just like others (Korir, 2015). 

Nasiforo (2015) asserts that, holistic participation of students with VI in general 

education classes is affected by the need to access print materials using alternative 

methods.  

To facilitate intervention and adaptation in the inclusive school, students with VI 

may employ the use of some technological devices such as: white cane, braille 

machine, A4 frames, stylus, abacus, Jaws, Mowat sensor and magnifiers. They may 

also associate with the use of talking computer, embosser and thermoforms. 

Nasiforo (2015) asserts these devices play an important role as they facilitate 

teachers to deliver information to students with VI while they also lead to 

independent learning among those students with VI. 

Oliva (2016) contends that, braille readers tend to read more slowly than print 

readers do and students with LV who use magnification devices and large print face 

the same constrains. That is to say, some devices for interventions, while removing 

disability, they may still cause some other challenges that teachers have to consider. 

Such challenges may include  time that can be lost while tracing the correct section 

of an audiotape or turning on a computer, interacting with a note taker, opening the 

correct application, and getting ready to take notes or prepare written materials 

(Nasiforo, 2015).  

2.5 Examinations for Students with Visual Impairment  

In many countries, the assessment of and for learning is done through examination. 

These examinations established in hand with students’ ability to employ their 

potentials and other many factors. Students with VI have been explained in most 
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studies to carry some learning and examination constraints, thus it must be adapted 

to specific learning needs and styles of those students (Otube, 2018; Curlu et al., 

2015; Cox & Dykes, 2001). In matter of fact, Otube (2018) in the study that aimed at 

establishing the academic and social inclusion of students with VI in institutions of 

higher learning recommends the need for additional time for tests and examinations 

to enhance access to curricula.  

Nasiforo (2015) justifies the need of extra time that is often needed for students with 

VI because skim reading is very difficult or impossible and it may need to be 

carefully paced to avoid fatigue or eye strain.  The National Examination Council of 

Tanzania (NECTA) Act number 29 section 2, 3 and 4 intervened to such addressed 

problem by giving twenty (20) more minutes to every mathematics examination 

hour and ten (10) minutes more to every hour in other subjects (NECTA, 2015). 

However, NECTA did not justify the reasons for the amount of added time. 

However, literatures from other parts of the world provide nearly similar time 

accordingly as illustrated in appendix 2.1. Together the presented literatures 

establish the need of extra time among students with VI in performing examination. 

Furthermore, the adaptation of examination does not end with additional time, it 

may also be done in its presentation and through content modification.  On 

presentation, it might be done through large front, braille, computer screen or 

assistant reader. To justify this, Douglas, McCaland, Pavey (2009) assert that, in 

terms of non-visual presentations, braille was an available format in all countries 

while speech access (via a computer) was available in all countries except Ireland.  

Furthermore, the use of a reader was reported as an option in Canada and Czech 

Republic.  
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Sweden has tactile graphics while Germany reported the availability of 3D models. 

These were the findings from their report on international system of examination 

access to students with VI. On content, modification of examinations is when the 

examination question content is changed to make it more appropriate for students 

with VI. For instance, text descriptions of picture or graphics, visually simplified 

tables and graphs. Appendix 2.2 demonstrates case examples of content adaptation 

from other part of the world (Douglas, McCal, & Pavey, 2009). 

2.6 Orientation and Mobility for Students with Visual Impairment 

Orientation may be refer to the practice of utilizing the remaining senses in 

establishing one’s position and the association to all other important objects in the 

environment and mobility such as the competency, which enable students with VI to 

achieve safe, efficient and graceful movement through the environment (Lownfeld 

1994). Pagliano (2005) states that, orientation and mobility training allows students 

with VI to be effectively included in the learning by enabling them to know their 

“position in relation to other objects in space (orientation)” and to be “able to move 

safely, independently, and purposefully about (mobility)”.  

Bischof (2008) contends that orientation and mobility is an ongoing process in 

which the individual must not only perceive his/ her present position but must also 

perceive it anew with each step taken. Similarly, the British Columbia Ministry of 

Education (2006) stressed that for optimal benefits, orientation and mobility training 

should not be relegated only to the school environment. Students with VI need to be 

able to safely and independently travel out in the community, giving them the 

opportunity for freedom and independence equal to their sighted peers as well as 

bring about opportunities for friendships and inclusion (Martinez & Moss, 1998).  
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In addition, Gense and Gense (2004) assert that orientation and mobility instruction 

provides students who are blind with a set of foundational skills to use residual 

visual and other sensory information to understand their environment. For the child 

who is blind, movement is an opportunity to gather sensory information, to 

communicate, and to make choices. Orientation and mobility instruction provide 

opportunities and skills that can broaden the student’s awareness of the environment, 

thus resulting in increased motivation, independence and safety (Gense & Gense, 

2004). 

Orientation and mobility training are also recommended as they have long-term 

effects. This is because, they show advantages such as access to employment, 

increased integration into the community, and access to social networks (Nasiforo, 

2015). On the other hand, lack of orientation and mobility skills has been reported to 

relate to the under achievement and unemployment of individuals with VI 

(DeLaGarza & Erin, 1993). Drawing on an extensive range of literatures, the authors 

set out the correlation between achievement of individual with VI and training on 

orientation and mobility. 

Some witters (Nasiforo, 2015; Gense & Gense, 2004; Nimmo, 2008) have attempted 

to address the need of orientation and mobility trainings which depends on 

environment, to students with VI from knowledgeable experts. For instance, Nimmo 

(2008) asserts that an orientation and mobility instructor “should have a solid 

foundation and expertise in the areas of education of students with VI, child growth 

and development. They should also demonstrate skills in human relations and 

communication.  
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In other countries as United States of America, they have a national agenda for 

education of children with VI, which with other issues it, includes the plan for 

orientation and mobility (Bischof, 2008). Some issues set in orientation and mobility 

in such agenda are social interaction skills, independent living skills, compensatory 

skills, recreation and leisure skills, career education, use of assistive/adaptive 

technology, visual efficiency skills, and self-determination.  

In Europe, special in-service programme has always been conducted for the purpose 

of enriching practitioners of inclusive education (ICEVI, 2017). Further, ICEVI 

through a newsletter of September 2017 addressed on In-service training for new-

employed staff at Strazdumuiza Residential High School- Training Centre for Blind 

and Visually Impaired Children. Such in- service training takes place whenever it is 

necessary.  

According to the ICEVI topics such as; VI or blindness, the basics of understanding, 

Orientation and mobility, learning and teaching braille, technical aids and 

technologies, preparing the teaching materials; communication skills of blind 

students are trained for the purpose of increasing efficient and performance in 

inclusive classes. As such, professionals recognize that orientation and mobility 

should be given the same attention as the subject competencies contained in the 

general education curriculum. 

The presented literatures, insist that students with VI need to learn skills that will 

enable them to travel from place to place safely and access learning materials. 

Orientation and mobility promise chance to students with VI increase their academic 

achievement, employment opportunities and other life opportunities. Gense and 

Gense, 2004 and Nimmo (2008) mentioned seven (7) areas for concentration in 
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orientation and mobility. Such areas includes communication skills, motor skills, 

concept development skills and technology. Other skills include social skills, braille, 

independent living skills and finally, recreation and leisure skills.  

2.7 The Role of Instructional Leaders in Inclusive Education 

The literature surveyed indicated that instructional leaders are significant in 

facilitating, improving and promoting teachers’ classroom practices and the 

academic progress of the students (Ndyali, 2013). International empirical studies 

also affirm that, instructional leadership plays a central role in shifting the emphasis 

of school level activities more onto instructional improvements that lead to students 

better learning (Elmore, 2000). This could have implication to the performance of 

students with VI. For the purpose of this study, the following instructional leaders 

were discussed; head of school, special education officer and quality assurers. 

A head of school that is in charge of a school has many responsibilities to 

accomplish. For example, developing strategic vision and direction of the school 

development, management of staff, students and finances, supervision of the 

implementation of school curriculum and developing the relationship with the wider 

community. In addition, Manaseh (2016) asserts that, an effective leader is the one 

available to teachers, staff members, parents, students, and community members.  

Furthermore, Manaseh (2016) identifies five roles of HOS that are curriculum 

coordination, monitoring teachers’ classroom teaching, conducting classroom 

observation and participating in the review of curriculum material. Besides Ndyali 

(2013) identifies four roles of the HOS, which are: the strategic vision of the school 

development, school administration, supervision of the teaching process and the 

relationship between the school and the community.  
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Ndyali (2013) outlines that, it is the role of the school head to make sure that 

educational inputs which are of vital importance to the teaching of any subject in the 

school curriculum are available. One of them are the teaching materials that enable 

the teaching and learning processes to go smoothly. Example of teaching materials 

for the inclusive class of students with VI include; abacus, braille textbooks, 

apparatus, white cane, magnifiers and so other.  

Mwakyeja, (2013) and Ndyali, (2013) insist the use of appropriate teaching 

materials and resources as these would make discovered facts glue firmly to the 

memory of students. On top of that, observation of classroom teaching, lesson plan, 

teachers’ notes and students’ exercise book survey are the other ways of supervising 

the teaching process through which the HOS may employ to see exactly what the 

teacher has done and what students have been able to get. Again, there must be a 

systematic way that regularly channels essential performance reports from subject 

teachers, subject departments to the school head for feedback.  

On inclusive education Qeleni (2013) conducted a study on leadership for inclusion. 

The research found, the extent to which school leaders perceived the importance of 

inclusive education through the promotion of teachers learning and the provision of 

a flexible curriculum. The study encouraged inclusive schooling through appropriate 

leadership; influenced the promotion of competency building strategies such as 

school based collaboration, in service training and mentorship. These findings 

confirm that school leaders influence inclusive school achievement when they 

provide teachers with appropriate support for staff development. Collectively, these 

studies outline a critical role of the HOS in assuring that the school processes are 
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running smoothly with greater achievement that could have impact on students’ 

academic achievement. 

On the other hand, to strengthen the implementation and supervision of inclusive 

education the government of Tanzania has placed Special Education Officer to every 

district authority with seven (7) duties as prescribed in their appointment letters. 

Among those seven duties the special education officer appointed to create a rapport 

between academic offer, quality assurers, parents and community at large to 

facilitate inclusion in education. Further, the special education officer has to collect 

and prepare budget and projects to facilitate inclusion. 

Besides SEO, in many countries around the globe, school quality assurers have been 

used as a mechanism of improving and monitoring the educational standards and 

quality of schools (Mwinyipembe & Orodho, 2014). Klerks (2012) assumes that 

most QAs take inspection as an external process that leads to school improvement, 

they also expect the improvement activities to be related to the inspection 

framework and ultimately lead to an effective teaching and learning in schools 

(Wolf & Janssens , 2007). For example, England considers school QAs as an act to 

monitor school improvement initiatives and offer guidance (Ofstend, 2014) and 

school QAs was an independent, non-ministerial government department.  

The main task was setting up a new school inspection system and maintaining a 

good number of qualified inspectors to fulfil the obligations of each inspection cycle 

(Ferguson, Earley, Fidler, & Ouston, 2000). In Tanzanian school, inspection system 

is based on the educational evaluation of the former colonial master (British system) 

(Mwinyipembe & Orodho, 2014). The role of the school inspectors in Tanzania is to 

control the teachers and their performance in classroom (Grauwe, 2007).  
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Francis (2007) asserts that inclusive Education is believed not to be a reality for all 

children. As stated by the Inspection Bureau Dubai Schools (2014) that in order to 

help all the children with diverse needs, inspectors need to take account of the 

school’s admission procedures for students with special educational needs and the 

quality of inclusive principles being applied. Nkinyangi (2006) asserts that, school 

inspection is conducted to help teachers improve the quality of their teaching by 

setting standards of performance and increase the effectiveness of teachers by 

providing challenges and the impetus for action where the improvement of teaching 

and learning is required and by identifying the strengths and weaknesses and setting 

recommendation for improvement.  

In support of raising teachers’ effectiveness, Nkinyangi (2006) suggests that school 

inspectors need to conduct continuous assessment, monitoring, and reviewing the 

performance and progress of pupils as well as reviewing methods of instruction 

delivery to yield desired impact on school improvement. This therefore suggests that 

school inspectors need to provide continuous professional support to teachers in 

order to ensure that teachers have knowledge, skills and confidence to encourage 

students to be independent and creative. In view of all that has been mentioned so 

far, one may suppose that quality assurers have a greater role to shape students’ 

academic performance as they monitor teachers’ practices. 

2.8 Empirical Studies on Inclusive Education 

This study intended to investigate the academic performance impediments students 

with VI face in inclusive secondary schools in Tanzania. In order to do this, the 

descriptive research design was pinned in this mixed approach study. With the 

acknowledgment of efforts made through some few previous studies, which sought 
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to study issues related to inclusive education in secondary education, there are many 

other uncovered areas to study. Those related previous studies are of high value to 

the current study, thus the empirical studies presented hereunder focus on 

performance and inclusive education of students with VI in secondary level of 

education. 

2.8.1 Empirical Studies on Inclusive Education in a Global Context 

Even though inclusive education is a novel education strategy, its evolution has 

taken place fast in developed than in developing countries, which are still facing 

some serious constraints. However, those constraints differ in types and degree 

depending on the nature of society and levels of economic, social, political and 

technological development. For instance, Stewart (2014) assessed the attainment of 

education among students with VI in UK member countries (England, Wales and 

Scotland). The evidence to suggest that there are attainment gaps between students 

with VI and other students, which emerge in post-primary education, was found. The 

study further recommended that early diagnosis of VIs is vital, given that eye 

problems impedes learning. 

Another study is of Donleku (2015) who aimed to analyse the academic 

performance of secondary school students with VI placed on integrated education 

programme in the Hohoe Municiparity- Ghana. Through evaluative research design 

fifty (50) respondents were puposively selected to present data through semi- 

structured interview and score from teacher made test. The study found that 

intergrated education programme had a positive influence over academic performace 

of students with VI. Further, it recommended that in-service training, monitoring 

and motivation is important in mainstreaming. However, this performance study 
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could be challenged as it employed a smallest purposive sample which may inhibit 

the generalization of its findings to the targeted population (Cohen, Manion, & 

Morrison, 2011). A better study would examine a large, randomly selected sample of 

inclusive education stakeholders. 

Korir (2015) established the effect of integration on academic performance of 

students with VI in Kericho county- Kenya. A total of 200 respondents were chosen 

in this case study to provide data through questionnaire, focus group discussion and 

documentary analysis. It was found that an integrated education programme 

recorded better performance for students with VI than in the specially designed 

schools for the students with VI as perceived by students. On average, it was 

observed that students with VI perform better than their sighted counterparts do 

when the resources made are available. However, the study indicates the 

contribution of resources and integration system on such performance of students 

with VI; the study overlooked other variables that could have impact on academic 

performance.  

Lydia (2014) investigated on challenges facing learners with VI in inclusive 

secondary schools in Trans- Nzoia county in Kenya. This mixed study employed 

desriptive research design with Questionnaire, interview and documentary analysis 

to collect data from teachers and students from selected schools. The study found 

out that most learners with VIs performed poorly in academics due to lack of 

implementation of the visually impaired school, which calls for a differentiated 

curriculum.  

The study further recommended that, due to the nature of varied differences in needs 

of learners with Vis, more teachers in special need education are needed so that at 
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least each regular school has one. In addition, parents of learners with VIs and 

community should also be sensitized on their education. However, Lydia 

acknowledge the significance of other variables, which could alter students with VI 

academic performance, a much more systematic approach would identify how 

students with VI academic performance interact with other variables that are 

believed to be linked to such performance. 

Another study is of Kiagiri (2015) which was conducted in Kenya to investigate the 

influence of financial constraints on academic performance of students with VI in 

inclusive secondary schools. This descriptive study employed clustering sampling 

technique to have a sample which provided data through questionnaire and 

interview. The study found school principals were experiencing a lot of 

administrative problems related to lack of finance which made them unable to 

purchase learning - teaching resources and equipment something which affected 

learning of students with VI.  

In addittion, Kiagiri found that the broad special education curriculum required a 

huge amount of finance which was not available, and this impeded the implemention 

of inclusive education. The study recommended to increase the academic 

performance of students with VI, the government to invest more resources for the 

development of special education as well as free special education.  

2.8.2 Empirical Studies on Inclusive Education in Tanzania Context 

It is fact that inclusive education is a recent notion in most of the third world 

countries like Tanzania, and that little research activities have been conducted in the 

area. There are very few studies about inclusive education, particularly at secondary 



38 

school level in the country. For instance, apparently there are only two studies 

related to students with VI which were conducted at secondary education level that 

is of Mwakyeja (2013) and Hakielimu (2018). Although exclusion of other inclusive 

literature did not reduce the fact that they contribute knowledge in the field of 

inclusive education in Tanzania those kind of studies concentrated much primary 

education level but very little on teachers’ education and other aspects of inclusive 

education.  

The study by Mwakyeja (2013) aimed at investigating the way general teachers 

teach students with VI in inclusive classroom and the challenges facing them. 

Specifically the study wanted to do four things: first explore the knowledge of 

general teachers in inclusive education, second, identify ways that general teachers 

use to assess learning needs of students with VI in inclusive classrooms.  

The study further sought the way general teachers adapt teaching and learning 

methods for students with VI in inclusive classroom and finally it investigated the 

extent to which general teachers collaborate with special need educators and parents 

of students with VI for quality teaching in inclusive classroom. To attain all of these 

the study employed qualitative case study design with semi - structure interview  and 

participant observation as a method to collect data from one secondary school in 

sourthern Tanzania.  

The study found that general teachers had little knowledge about inclusive 

education, and that knowledge was hghly needed by general teachers. Furthermore 

the study found preparation of teaching resources and instructions on the use of 

visual devices said to be the role of speccial education teachers. Finally the study 

found that general teachers were not using the little knowledge of teaching in 
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inclusive secondary school where there was scarcity of both general and special 

education teachers, lack of commitment among them and scarcity of resources and 

rigid curriculum. On recommendation, the author called for other studies on this 

field as there are very few studies conducted in Tanzania is inclusive secondary 

education. 

One question that needs to be asked, however, is whether the findings studied from 

one inclusive secondary school selected by being closer to the researcher’s residence 

could be trusted to explain the scenario in whole Tanzania. As it was explained by 

Creswell (2012) findings from case study design cannot be generalised to another 

similar context thus Mwakyeja’s findings are not only doubtful on their truthfulness 

as the researcher chose to study the school closer to the residence but also lack the 

chance to be generalised. Mwakyeja’s study could be considered to be the most 

important but it does suffer from the fact that its approach blocked the findings to be 

adopted in other inclusive secondary schools apart from which were studied.  

Another study done Hakielimu (2018) which aimed at examining the learning and 

participation of visually impaired students in inclusive schools. Specifically the 

study investigated on how the learning environment and materials affect children 

with VI in inclusive schools. It also examined if learners with VI were learning 

required skills at their level of education. The study also looked into performance of 

visually impaired learners in the national examination and the extent to which 

visually impaired learners socially interacted with peers and their teachers and if 

they participated in the learning - teaching process.  

The study employed mixed approach and collected data through questionnaire, 

interview, focus group discussion, documentary review and observation. A total of 
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497 participants from 9 regions were involved. These were teachers, learners, 

parents, education officer and HOS. The study found that the inclusive learning - 

teaching environment was not very friendly for students with VI. Although there 

were efforts by the government to improve the inclusive education schools, Visually 

Impaired learners had trouble when they moved around the school compound and in 

learning in the classrooms. Hakielimu (2018) recommended that, teachers should 

give more time to students with VI for examination and test; VIs’ parents should 

visit their children at school, the government should train, employ, and provide 

related INSETS to teachers.  

Despite the fact that mixed study studies have above advantages over other 

approaches as recommended in Creswell (2012), this study did not say on the 

particular research design employed. However, this cannot challenge the importance 

of its findings, as there are very few studies of such kind in Tanzania inclusive 

secondary education. The findings of HakiElimu’s study have their advantages on 

the current study as they provided some inclusive education challenges and status of 

academic performance that may precede the current study. In addition to that, the 

generalisability on the status of students with VI performance of much published 

research is problematic 

Based on the reviewed empirical studies, it can be concluded that apparently, there is 

no any study done on academic performance impediments of students with VI in 

Tanzania’s inclusive secondary education. The way it has been seen, the previous 

studies from Tanzania tried to uncover some constraints facing the system of 

inclusive education. However, some few kinds of such studies which were 

conducted from other parts of the world do not only describe challenges of inclusive 
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education in secondary level, they also try to establish students with VI academic 

potentials and the effects of some variables on students with VI academic 

performance. From those few studies, little attention has been given directly which 

affects academic performance of students with VI students in inclusive secondary 

education. Therefore, the present study was mainly intended to examine the 

academic performance impediment of students with VI in inclusive secondary 

education. 

2.9 Synthesis of the Literature Review and Research Gap  

The literature review portrays that students with VI have academic potentials similar 

to their counterparts, though they learn differently. In addition, the previous studies 

revealed the academic performance gap between students with VI and their sighted 

peers, which revealed that students with VI perform much higher in inclusive 

education compared to special designed schools (Donleku, 2015 & Korir, 2015).  

However, there are many constraints raised to inclusive education practices in 

secondary education, social model of disability and many other previous studies 

something that gives much impetus on inclusive education rather than special 

education. The previous research studies exhibit that Tanzania, like many other 

countries in the world, has adopted inclusive education for students with VI but it 

faces a lot of constraints (HakiElimu, 2018; Mwakyeja, 2013).  

The challenges on academic performance among students with VI in inclusive 

secondary school were raised and contradiction following their differences in 

generalisation from some studies. For instance, Hakielimu (2018) did not find any 

academic gap between students with VI and their sighted peers that contradicts the 

findings of the preliminary study of the current study. Unlike the study of Hakielimu 
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(2018) the preliminary study of the current study analysed students with VI through 

national examination performance records specifically on grade and not only the fact 

of being failing or passing as done by HakiElimu (HakiElimu, 2018).  

With the support from many other previous studies the preliminary study found a 

gap in performance among students with VI and their sighted peers as indicated in 

the background of the problem in Table 1.1. The challenge of academic performance 

among students with VI is not only challenging students with VI from Tanzania’s 

inclusive secondary schools, it was also seen in other part of the world as revealed in 

(Curlu, Faucher, Kovarski, Orssaud, & Portalier, 2015; Donleku, 2015; Kiagiri, 

2015 Fox, 2012 & SMDE, 2012). 

The literature reviewed also reveals that, inclusive secondary education faces many 

other challenges related to environment, policies and execution of curriculum 

especially in classes that contain students with VI. For instance, the environmental 

challenges include inaccessible school environment and poor social attitudes over 

learners with disability such as those students with VI (HakiElimu, 2018 & 

Kiomoka, 2014). On the other hand, policy challenges include lack of clear policies 

for inclusive education, lack of related INSET, absence of inclusive educationists, 

limited budgets and poor parental involvement (Mayungu, 2015; Lydia, 2014 & 

Mugumbi, 2011). On curriculum barriers, there are challenges on rigidity of 

curriculum, inadequate time to implement expanded curriculum, inadequate learning 

- teaching resources, limited collaboration between ILs, GTs and SETs, 

maladministration and mistreatment of students with VI from some of the 

educationists and sighted peers (HakiElimu, 2018; Mwakyeja, 2013 & Chaula, 

2014). 
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Despite the evidence from Donleku (2015) and Korir (2015) that students with VI 

academically perform better in inclusive classrooms rather than in special schools, 

such a fact reflected in inclusive secondary schools of Tanzania and some parts of 

the world. In addition, despite the fact that few studies have been conducted in 

Tanzania in the area of inclusive secondary education, most of these studies focused 

on the identification of constraints facing inclusive education practices (HakiElimu, 

2018 & Mwakyeja, 2013).  

A few studies from other parts of the world went further either to speculate on the 

reasons behind such constraints or establishing intervention strategies (Kiagiri, 

2015; Korir, 2015; Nasiforo, 2015; Sinclair, 2014). Therefore, little has been done 

on speculation of specific constraints as raised in many previous studies of inclusive 

secondary education in Tanzania. For that reason, this study set to examine the 

academic performance impediments among students with VI in inclusive secondary 

schools in Tanzania. 

2.10 Conceptual Framework 

To develop the conceptual framework of this study, an attempt was made to 

investigate the forecast and real experience of inclusive education towards the 

academic performance of students with VI in inclusive secondary schools in 

Tanzania. Figure 2.7 exhibits the conceptual framework, which encompasses the 

major variables that is, intended inclusive education and experiential inclusive 

education with the possible patterns that have influence on academic achievement 

for students with VI. 

The researcher’s own adaptation of the conceptual model which adhered to social 

model of disability shown in Figure 2.7 demonstrates the influence of intended and 
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experiential inclusive education practices (independent variable) on academic 

achievement (dependent variable) by the arrows. For instance, intended inclusive 

classroom manifests learning - teaching which responds to the needs of all learners 

through adapted teaching - learning strategies and material which leads to good 

performance or as experiential inclusive education which manifest policy challenges 

to maladministration that could result to low performance. The resultant effect is 

either high academic performance or low as indicated through its indicator such as 

good grades, academic progress or poor grades and academic failure respectively as 

shown by the arrows in Figure 2.7. All variables arranged in this conceptual 

framework are thought to have the great influence on performance of students with 

VI. 
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Figure. 2.7: Conceptual Framework   

Source: Self adopted conceptual framework for the study 
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CHAPTER THREE 

RESEARCH METHODOLOGY 

3.1 Introduction 

This chapter presents a rationale for the choice of research methodology. Therefore, 

the chapter describes research approach, research design and methods for data 

collection. The chapter also describes the location of the study, targeted population, 

sampling procedures and sample size as well as research instruments for data 

collection. Furthermore, issues of validity and reliability of the research instruments, 

data collection procedures, data analysis plan and ethical considerations are 

presented. 

3.2 Research Approach 

Research approach is the blueprint that enables the researcher to come up with a 

solution to the problem (Creswell, 2012 & Yin, 2011).  Creswell (2012) categorises 

research approach into three major groups namely; qualitative, quantitative and 

mixed research approaches. This study employed mixed research approach, in which 

basically the qualitative research approach made the main part of this study.  Mixed 

research approach involves collecting, analysing, and mixing both quantitative and 

qualitative data in a single study for the better understanding of the research problem 

and validation of findings through such triangulation (Korir, 2015; Creswell, 2012). 

Since this study focuses on investigating performance impediments among students 

with VI in inclusive secondary schools through speculation of the perceived needs 

and attitudes from practitioners of inclusive education, qualitative approach seems to 

be appropriate. In a matter of fact, Cohen, Manion and Morrison (2011) put it that 

the choice of qualitative research approach fits when investigating experiences or 
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perceptions of individual people for deep understanding of the phenomenon.  

Besides, through the investigation of the performance impediments among students 

with VI, statistical information from the huge sample was collected, thus 

quantitative research approach were inseparable.  

This is similar to the argument by Creswell (2012) and Leary (2001) that 

quantitative approach gives a room for the researcher to collect numerical data from 

the large sample of the respondents. From that argument, the quantitative research 

approach was used to collect, describe and analyse numerical data. Hence, mixed 

approach seen to be more relevant for the current study as it helped to collect, 

analyse, compare, triangulate and supplement from each quantitative and qualitative 

data. 

3.3 Research Design 

Yin (2011) defines research design as a logical blueprint. It serves as logical plan. It 

provides a layout for gathering information and its analysis (Kombo & Tromp, 

2006). It was explained that the choice of research design depends on the nature of 

the problem (Creswell, 2012). This study adopted a descriptive survey research 

design. This design is a method of collecting information by interviewing and 

administering a questionnaire to a sample of individuals (Korir, 2015; Creswell, 

2012 & Dawson, 2002). However, the experience from previous studies revealed the 

use of other more research instruments such as observation and documentary review 

in collection of research data (Muguongo, 2016; Mwendwa, 2014; Himid, 2012). 

A descriptive survey design was employed in this study because the researcher 

sought to describe academic performance impediments among the students with VI 

in Tanzania is inclusive secondary schools. Themes and descriptive statistics were 
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used to analyse the data which were collected through questionnaires, interviews and 

other additional tools such as; observation, focus group discussion and document 

review. This is because, both qualitative and quantitative methods supplement each 

other in that, qualitative method provide in depth explanations while quantitative 

methods provides the statistical data needed to meet the set objectives and 

triangulation. 

3.4 Location of the Study  

This study was conducted in four regions of Tanzania; Singida, Dodoma, Iringa and 

Ruvuma. Singida and Dodoma are in central zone of Tanzania at coordinate 

5
0
30'00"S and 34º30'00"E and 6º11'0.6"S and 35º44'45.6"E respectively. Iringa and 

Ruvuma are located in southern highland zone of Tanzania at coordinate 7º76'81"S 

and 35º41'42"E and 10º40'48"S and 35º38'60"S respectively. 

The rationale for choosing these regions to be the study location was due to the set 

of factors.  First, the selected regions have inclusive secondary schools basing on 

gender and level of education aimed by the study. There is girls’ secondary school in 

Singida, boys’ secondary school in Ruvuma, co- education secondary school in 

Iringa and Dodoma was added for the sake of zonal quality assurers who include 

Singida in their jurisdiction.  

The second reason for selecting respondents from these four regions was due to the 

fact that, inclusive secondary schools in Tanzania are very few and therefore to get 

sufficient sample it needed a wide coverage of a research area. Therefore, from these 

regions, the researcher managed to have a representative sample in terms of gender 

and level of education. Furthermore, the selected areas were considered be 

Ruvuma 
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appropriate for the study as they were dictated by stratified selection of inclusive 

secondary schools. Further, the researcher conformed the area after finding that, 

there are few studies conducted within those regions in the field of inclusive 

education. 

 

Figure: 3.1: Study Location 

Source: Modified from URT (2016) 
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3.5 Study Population 

Study population is a group of individuals or persons who have one or more 

characteristics in common that are of interest to the researcher from which the 

sample is taken for measurement (Creswell, 2012; Kombo & Tromp, 2006). 

Studying every member of the population is usually impossible; therefore, a 

researcher usually employs the use of a group of individuals with some common 

defining characteristics that represent the entire population (Creswell, 2012). For the 

purpose of this study, the sample comprised of instructional leaders (ILs), who were 

district special education officers, quality assurers (QAs) and heads of school (HOS) 

supervising the execution of inclusive education policies at local level.  

It also included general teachers (GTs), special education teachers (SETs), students 

with visual impairment and sighted students. Teachers formed the population of this 

study, as they are responsible of guiding the learning - teaching process and having 

responsibilities to care for students in schools. Students with and without VIs were 

part of the study population since they were directly involved and/ or affected with 

inclusive education (IE) practices. 

3.6 Sampling Procedures and Sample Size 

The sampling techniques aimed at securing instructional leaders, teachers as well as 

students with and without VI who participated in this study. Despite the fact that 

Tanzania has few inclusive secondary schools and many stakeholders of inclusive 

education from different regions who could have been participants in this studyn 

(Corbin & Strauss, 2008), it was not possible to invite the entire population because 

of time and lack of resources. Therefore, as presented in the selection of participant 

hereunder, this study used purposive and non - purposive sampling techniques to get 
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a small group for data collection that is, convenient and large enough to be a true 

representative of the population from which it has been selected (Creswell, 2012). 

A sample is a finite part of a statistical population whose properties are studied to 

gain information about the whole (Creswell, 2012). Efforts for attaining a sample for 

the present study addressed three sampling issues. Firstly; it involved the selection 

of three sample inclusive secondary schools, containing students with VI with regard 

to sex and they were supposed to be O’level students. Second, it was the selection of 

the sample of participants from the selected inclusive secondary schools in terms of 

their roles. The third issue was on the sample size where the researcher tried to meet 

statistical demands by ensuring that 30% or more participants were obtained from 

the study population. This is to adhere to the suggestion given by Gay (2012) that, it 

is better to obatain more participants; however, for survey, the minimum suggested 

sample is 10%- 20% of the population. Table 3.1 summarises the sample selected for 

this study. Unfortunately, one inclusive secondary schools had no any SETs. 

3.6.1 Selection of Inclusive Secondary Schools  

From fifteen (15) inclusive secondary schools that included students with VI, 

stratified sampling technique was employed to select three schools; each from three 

distinct strata, which were established, based on the nature of schools. The nature of 

school implies that if it is for boys, girls or co - education secondary school, stratum 

one (1), which implied boys’ school, included six (6) inclusive secondary schools. 

Stratum two (2), for girls, contained three (3) inclusive secondary schools.  The last 

stratum, for co - education consisted of six (6) inclusive secondary schools.  
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3.6.2 Selection of Instructional Leaders 

The sample of instructional leaders was obtained purposively through quota 

sampling technique. It should be understood that, through each cluster made by the 

selected inclusive secondary school, purposeful sampling technique was used to 

select all ILs for the study following their instructional duties and or experience. 

From each strata, the study selected one HOS, one SEO and one QA from the zonal 

quality assurers’ office. Hence, the study had three HOSs, three SEOs and two QAs. 

The reason of having only two quality assurers was, QAs jurisdiction in secondary 

education is determined by zones and the selected schools were from only two zones 

(MoEST, 2018). 

3.6.3 Selection of Teachers 

The study involved only teachers who were teaching in inclusive classes from the 

selected inclusive secondary schools. The sample was obtained through quota 

sampling from two strata which were of GT and SET. From those two strata, 

convenient sampling technique was employed to select thirty nine (39) general and 

nine (9) special education teachers with consideration of both sexes. However, the 

researcher managed to obtain only six (6) SETs instead of nine (9) because one of 

the inclusive secondary school did not have any SET. 

3.6.4 Selection of Students 

Again, 431 students were involved in the study of which 370 were SS and the 

remaining 61 were students with VI. The sample was obtained through stratified 

sampling from three strata made from selected inclusive secondary schools. The 

stratum of each school was made in accordance with the kind of students (being 

either SS or students with VI) where after, sub - strata were made in accordance with 
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the level of education and for one co - education secondary school, gender stratum 

was made. Further, with regard to statistical demands, SS were randomly selected, 

where all students with VI were selected for the study through total population 

sampling technique. 

Table 3. 1 Summary of the Study Sample 

School Students 

with VI 

SS GT SET IL 

n ( )100 

(%) 

n ( )100 

(%) 

n ( )100 

(%) 

n ( )100 

(%) 

n ( )100 

(=n %) 

1 17 100 79 35.3 13 54.5 - - 

1 100 

1 100 

1 100 

2 21 100 120 54.3 15 38.8 3 40 

1 100 

1 100 

1 100 

3 23 100 171 72.4 11 55.5 3 33 1 100 

1 100 

 =61 =370 =39 =6 =8 

Source: Field Data (2018) 

KEY:  

GT- General Teacher 

SS – Sighted Student 

SET – Special Education Teacher 

IL – Instructional Leaders 
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Therefore, as shown in Table 3.1 above; a total of 484 participants instead of 487 

were selected and involved in the sample. The deficit of three (3) participants 

emerged in the field because one inclusive secondary school (School one) had no 

any SET.  

3.7 Data Collection Methods 

This study employed multiple methods of data collection. The use of multiple 

methods and participants to collect information improves the quality of data and 

research findings (Creswell, 2012; Patton, 1990). Therefore, information from 

participants was collected through questionnaire, interviews, observation, focus 

group discussion and documentary review. 

3.7.1 Questionnaire 

To allow collection of qualitative and quantitative data from a large sample of 

students and general teachers, questionnaire methods were seen to be convenient. A 

questionnaire is a form used in a survey design that participants in a study complete 

and return to the researcher (Creswell, 2012). The method is a quick, convenient and 

inexpensive method of collecting standardized information (Kumar, 2011). 

This study used both open ended and closed ended questionnaire to collect data from 

GT and all students who were involved in this study with the exception of students 

with VI from form four which is the highest-class level in this study. Due to their 

long experience compared to the rest, these students were involved in focus group 

discussion which is another method used for data collection in this study. Data on 

learning - teaching strategies, the role of instructional leaders, orientation and 

mobility, adaptive learning - teaching resources and examination were traced from 

students, and general teachers from the extracted questionnaires. The questionnaires 



 

55 

(appendix 3.1, 3.2 and 3.3) which were developed from the four sub-questions of 

this study, were used to collect data after being piloted.  

3.7.2 Interview 

The study involved semi-structured interviews, which increased the 

comprehensiveness and made systematic data collection from each respondent 

(Cohen, Manion, & Morrison, 2011). Basing on four research questions, the 

interview questions were made from the researcher’s knowledge gained through 

literature on inclusive education and experiences on Tanzania’s educational system. 

According to Creswell (2012) and Yin (2011) interview is often an efficient and 

valid way of understanding someone’s perspective. In that case, the questions asked 

were inquisitive, exploratory and analytical focusing on the performance 

impediments among students with VI in Tanzania is inclusive secondary schools. 

Therefore, the study allowed explanation of the interviewees’ views about 

constraints that inhibit the performance of students with VI in inclusive secondary 

schools. 

The interviews were administered to all ILs and SETs. Due to their administrative 

duties and expertise skills, respective IL and SET were interviewed to allow the 

researcher to gather more accurate data about IE practices through participants’ own 

voice (Creswell, 2012). During the interview a tape recorder was used with the 

permission from the informants to record the discussion. The interview facilitated 

the researcher to obtain data on administration and inclusive education practices 

from ILs and SETs. 
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3.7.3 Observation 

Non- participant observation was employed in this study to observe the process of 

learning - teaching, adaptation of learning - teaching resources, examination to 

students with VI in an inclusive secondary schools. Yin (2011) holds a view that, 

non - participant observation is the situation of observing without active 

participation. Therefore, this type of observation was chosen because the researcher 

did not want to interfere with the daily school routine when observing. Observation 

checklist (appendix 3.5) was used to guide and maintain the focus of the researcher 

in observing both teachers’ and students’ behaviours. 

The behaviours observed were recorded through filling the observation checklist and 

writing notes immediately as the behaviour was occurring. Gay, Mills, and Airasian, 

(2012) recommend that, it is better to take notes during observation to avoid some 

information being forgotten or being distorted, a state that may occur when data are 

recorded after observation session. In addition, the observer through inferring 

meanings that are not those of the observed person (Ary, Jacobs & Sorensen, 2010) 

may bias observation records.  

As an effort to avoid this, the observer organised a session with teachers and asked 

them if what were recorded from the observation corresponding with their 

intentions. The duration of observing the learning - teaching processes we depended 

on the length of the lesson, the teacher who intended to use in and outside the 

classroom. This is because, the study aimed to observe in detail the whole learning - 

teaching process to students with VI from preparatory stages to final stages of 

teaching.  
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3.7.4 Focus Group Discussion 

A focus group is a small group discussion that focuses on a particular topic and 

facilitated by the researcher (Creswell, 2012). It has a power to explore attitude, 

opinion, meaning and definition on the participants’ own terms (Yin, 2011). Peek 

and Fothergill, (2009) further argue about the size that, the main intention of focus 

group is to gain insight and understanding by hearing from representatives who 

always range from 3-5 participants for small size group and 6- 15 for large group. 

Adhering to those arguments, the study had one session of focus group discussion of 

students with VI in each selected school. The guide for discussion was used to 

gather information basing on students perceived experience on methods, resources 

and examination adapted by their teachers in inclusive classroom. Further, it 

gathered information related to the effectiveness of mobility and orientation in 

accessing learning. 

3.7.5 Documentary Review 

Documentary review is the review of written material such as diaries, public records, 

policy statement, books, journals and mass media (Singh, 2006). This study 

employed documentary review in order to review the records pertaining to 

administrative and curriculum materials as teachers’ lesson plan, past papers, scripts 

of students with VI, performance records, attendance, enrolment records, and school 

budgets. The review focused on teachers’ strategies to adapt teaching in relation to 

the learning style of students with VI and school efforts to accommodate learning 

needs of students with VI. Those documents provided data that verified the 

relationship existing between real practices and the documentation of those 

practices.  
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3.8 Validity and Reliability of Research Instruments 

According to Golafshani (2003) if the issues of reliability and validity are meant to 

differentiate a good from bad research, then testing and increasing them are 

important to the research of any paradigm. Therefore, in this mixed approach study, 

those two criteria were considered to evaluate the stability, adequacy and accuracy 

of the research instruments. 

3.8.1 Validity of the Research Instruments 

Validity of the research instrument refers to the extent to which a tool measures 

what it was supposed to measure (Creswell, 2012; Yin, 2011). Research endeavours, 

whether quantitative or qualitative are always evaluated for their worth and merits 

by peers, experts, reviewers and readers (Brigitte, 2017). Thus, in this study, validity 

was assessed by; research experts and peers who tested the instruments to see if the 

research tools were relevant, clear and unambiguous. Questionnaires, interview 

guide and checklists were submitted to some research peers and experts including 

the supervisor and other instructors from the University of Dodoma. Before 

engaging in the field, all comments for modifications and refinement were made. 

Furthermore, due to the nature of some respondents, translation and transcription of 

the questionnaire were inevitable. Thus the translation and transcription were made 

purposely to Kiswahili and braille format respectively to ensure the validity as some 

of the respondents had less competence in English language rather they were 

competent in Kiswahili and others who were using braille writings (Yogi, 2017; 

Education Development Trust, 2014). Questionnaires were written either in English 

or in Kiswahili and the respondents chose to use any of the area of their competence. 

This increased the chance for the researcher to obtain more information that is 
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possible from the respondents. Furthermore, to abide with Creswell (2012) on 

triangulation, the researcher employed five research tools to collect data from HOS, 

SEO, QA, SS and students with VI. This guaranteed the validity of information 

collected. 

3.8.2 Reliability of the Research Instruments 

Reliability of the instruments for data collection refers to the instrument ability to 

yield the same results when it is re-administered under the same conditions but it is 

difficult to obtain a replication of data when you are dealing with people (Creswell, 

2012; Realy, 2001). As recommended by Cohen et al., (2007) and Realy (2011) 

research reliability could be ensured by fidelity to real life, depth of response and 

meaningfulness to the respondents.  

In order to ensure reliability in this study, the researcher ensured that data were 

collected in the natural setting of the school through employed research tools which 

were piloted. In addition, with clarification of instructions, probing and prolonged 

schedules; respondents were given enough time to express their views in order to get 

the depth of their responses. Furthermore, Cronbach’s Alpha reliability coefficient 

was found 0.85, 0.84 and 0.76 among questionnaires filled by GT, SS and students 

with VI respectively. This indicates high reliability of questionnaire responses. 

On piloting instruments, a pre-test study was carried out in one inclusive secondary 

school that was not part of the selected schools. The pilot study was useful because, 

it provided the researcher with the opportunity to clarify whether there were any 

flaws and ambiguities in the questionnaires and the feasibility of the proposed 

procedures for coding responses. After checking for possible correction, a date was 



 

60 

set with the respondents for the actual date of the collection of questionnaires used 

in the study.  

Finally, the researcher observed the issue of biasness by presenting the findings as 

generated from the respondents without basing on his characteristics and 

preferences. This was attained through being neutral when examining the research 

problem while focusing on the interest of the public in general during the data 

gathering and analysis process to ensure the meaning was reflected in the resultant 

report. 

3.9 Data Analysis 

Data analysis is an important procedure as it is the way of describing and 

interpreting raw data in order to obtain the meaning and pattern of it (Leary, 2001). 

In this study, both qualitative and quantitative data were collected. The analysis of 

quantitative data started during the process of data collection. This is interim data 

analysis which is done after every interview and focus group discussion to check if 

there was any information necessary for the study which is missing (Ying, 2011). 

This was very helpful as it always assured the researcher to quit the station after 

having all important information pertaining to the study. After the process of data 

collection, raw data were transcribed and translated. For the purpose of formality, 

these data were translated from Kiswahili and/or braille format into English 

language and/or non-braille format respectively. 

Afterwards, thematic analysis was used to organize the transcribed data. Thematic 

analysis is the process that identifies, analyses and reports the occurrence of themes 

in the data collected from the field (Ying, 2011). Qualitative responses of each 

participant were presented in relation to research objectives. In reporting the 
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information collected, some direct quotations were used. This is because as Cohen, 

Manion & Morrison (2007) assert reporting direct statement from the research 

participant is important as it maintains the flavour of the original data. 

Furthermore, the quantitative data were collected using the questionnaire and 

observation were analysed by using the descriptive statistics (frequency and 

percentage) through Statistical Package for Social Sciences (SPSS) version 21.0. 

The statistics helped the researcher to identify the magnitude of academic 

performance impediment among students with VI. The data obtained from the 

analysis were presented in graphs and charts to embed qualitative quotation. This 

was done to describe the teaching methods used, availability of learning resources, 

and the extent to which teachers adapt learning - teaching resources and 

examinations to suit the style of students with VI. 

3.10 Ethical Considerations  

According to Creswell (2012), researchers must deal with ethical issues when their 

intended research involves human beings. In this study which involved human 

beings, the researcher strived to his best level to maintain ethics pertaining to the 

study. To begin with the approval letter was requested in writing from the 

Directorate of Postgraduate Studies and Continuing Education of the University of 

Dodoma. The letter was introduced the researcher to all authorities where the study 

was conducted. 

Other main ethical principles that were considered in conducting this research study 

were respect for persons, informed consent and confidentiality. Respect for persons 

as individuals is autonomous and rational beings, they have the right to decide 

whether to get involved or not and to withdraw themselves from this research at any 
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point. This aspect was stated clearly in the questionnaire cover letters’. It was also 

introduced during interview, focus group discussion and observation as suggested by 

Creswell (2012); Singh (2006). Informed consent was sought where the researcher 

gave details of the nature and purpose of the research, the potential subjects, who 

would have access to the data and the proposed outcome of the research.  

Participants were given adequate time to consider their participation. Furthermore, 

Creswell (2012) argued that confidentiality could be ensured using unnumbered 

questionnaires and checklists that could potentially protect the anonymity and 

privacy of the respondents. Similarly, the study ensured that confidentiality was 

truly protected as the questionnaires and checklists were neither numbered nor 

named. A written guarantee was also given to the participants that the data collected 

would remain confidential and that only the researcher and the research supervisor 

would have access to it. 
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CHAPTER FOUR 

PRESENTATION OF STUDY FINDINGS 

4.1 Introduction 

This chapter presents the findings from the study that investigated the academic 

performance impediments among students with VI in inclusive secondary schools in 

Tanzania. The chapter starts with the respondents key characteristics followed by the 

results formulated into themes and sub-themes. The main themes were developed 

from the research objectives while sub- themes were developed from the data 

analysis process. The main and sub- themes are summarised in Table 4.6. 

4.2 Demographic Characteristics of the Respondents 

The demographic characteristics of the respondents in this study imply the 

background information of students, teachers and instructional leaders who provided 

key research information required to accomplish the study purpose. The 

demographic characteristics of students are presented through these elements: sex, 

age, year of study, type of impairment and type of school for students. Whilst for 

teachers, sex, age, subject of specialization, experience on teaching in inclusive 

secondary school is used. 

A total of 412 out of 456 responses to the questionnaire were obtained from 

students. After running the first reliability test into SPSS only 412 questionnaires 

from SS and students with VI were completed. This implies that approximately a 

response rate of 90.35% of SS and students with VI to who the questionnaire were 

administered from different three inclusive secondary schools. Table 4.1 and 4.2 

show the demographic characteristics of the students with respect to frequencies in 

terms of school type, level of education, and sex of SS. Besides, the type of 
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impairment was added to students with VI in Table 4.2. Form one students were 

excluded from this study as they had no any secondary education experience 

because they were reporting to start secondary education during the period of data 

collection for this study. 

Table 4. 1 Demographic Profile of Sighted Students  

 School 1 School 2 School 3  

Total Female Male Female Male 

Form 

two 

30 6 18 60 114 

Form 

three 

26 4 22 51 103 

Form 

four 

23 14 56 60 153 

TOTAL 79 120 171 370 

Source: Field data (2018) 

Table 4. 2 Demographic Profile of Students with VI  

Level 
Impai

rment 

School 1 School 2 
School 

3 
Total 

Female Male Female Male  

Form two 
T.B 0 0 6 2 8 

L.V 6 0 2 4 12 

Form three 
T.B 0 0 8 3 11 

L.V 5 0 1 5 11 

Form four 
T.B 0 0 3 6 9 

L.V 6 0 1 3 10 

TOTAL 17 0 21 23 61 

Source: Field data (2018) 

Key:    
T.T – Total Blind  

L.V – Low Vision 
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The demographic statistics shows that, the study sample comprised of approximately 

equal number of respondents with respect to sex, as there were 195 male SS and 175 

female SS. Furthermore, the number of SS varied from one school to another as it 

was dictated by the number of all students in respective schools and the researcher 

took at least 30% of them. Also Table 4.2, while excluding form four who presented 

data in focus group discussion, the Table presents the number of students with VI 

who filled the questionnaires. The researcher managed to administer questionnaires 

to all available students with VI during the period of data collection. The statistics 

revealed that, there were nearly equal number of low vision and total blind students 

who were distributed in different inclusive secondary schools in all regions of the 

study. The variation of their number depended on their availability as the researcher 

managed to include all students with VI who were present during the process of data 

collection. 

The researcher also administered questionnaires to all GT teaching in inclusive 

classes. Their demographic characteristics show that there were many general 

teachers teaching in inclusive classes across all subjects. In addition, statistics show 

that majority (53%) of GT had below five (5) years of experience in teaching 

inclusive classes and only 16% had such experience of over eleven (11) years of 

teaching experience as presented in Table 4.3. 
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Table 4. 3 Demographic Profile of General Teachers 

Subject 
Experience of teaching inclusive class 

<5 yrs 6-10 yrs 11-15 yrs >15 Total 

Biology 1 1 0 0 2 

English 7 2 0 0 9 

Chemistry 1 1 1 0 3 

Physics 0 2 0 0 2 

Civics 1 0 0 0 1 

History 2 1 2 0 1 

Kiswahili 4 0 1 0 5 

Geography 2 1 2 0 5 

Literature 0 1 0 0 1 

Mathematics 1 2 0 0 3 

Others 0 0 0 0 0 

TOTAL 19 11 6 0 36 

Source: Field data (2018) 

Regarding ILs and SETs, the researcher failed to find any SET from one inclusive 

secondary school which indicates the constraints of professional experts. In addition, 

it was found that some SEOs lacked expertise skills, which could have impact in 

their job performance. To defend the informants’ anonymity, names of the 

respondent were not identified and in its place, letters and numbers were used to 

obscure the respondents’ identity. In addition the age of the respondents were not 

displayed. As it can be observed from Table 4.4 and 4.5, SET stands for special 

education teacher, SEO for special education officer, HOS for head of school, QA 

for quality assurers and GT for general teachers. Wherever the number was added, it 

represented the number of the participants in the study (for instance, QA- 1, QA-

2…stands for the first, second… quality assurer). However, the numbers contain no 

rank values, as they are only been used for identification purposes. 
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Table 4. 4 A Profile of the Special Education Teachers 

Participants Demographic Characteristics 

SET1 Male, head of special unit with 5 years of experience in 

teaching inclusive classes from school 2 

SET2 Male, Teacher with VI and 6 years of experience on teaching 

inclusive classes from school 2 

SET3 Male, Head of special unit with 10 years of experience in 

teaching both primary and secondary education from school 3 

SET4 Female, teacher with VI and 5 years of teaching experience in 

secondary education 

Source: Field data (2018)  

Table 4. 5 A Profile of the Instructional Leaders 

Participants Demographic Characteristics 

QA1 Male, GT, 10 years of experience from zone A  

QA2 Female, GT, 8 years of experience from zone B 

SEO1 Male, SET, 5 years of office experience and 4 of teaching students 

with VI in primary level 

SEO2 Male, GT, 4 years of office experience and 13 of teaching primary 

school 

SEO3 Female, SET, 3 years of office and 1 year of teaching hearing 

impairment students in primary school 

HOS1 Female, GT, 10 years of heading inclusive secondary school and 

33 of teaching secondary education 

HOS2 Male, GT, 5 years of heading inclusive secondary school and 31 of 

teaching 

HOS3 Male, GT, 8 years of supervising inclusive secondary school and 

25 years of teaching. 

Source: Field data (2018) 
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4.3 Presentation of the Findings by Research Objectives 

The independent variables for this study were comprised of intended and 

experiential inclusive education practises. The dependent variables were academic 

results and impact, which could be either high academic performance or low 

academic performance, while positive and negative curriculum attributes act as 

intermediate variables. The study was guided by four specific objectives. The first 

objective was intended to examine learning - teaching methods and strategies used 

in inclusive classes to accommodate students with VI; the second aimed at 

examining two aspects that are adaptation of resources and examination towards the 

learning style of students with VI. The third objective focused on examining the 

status of orientation and mobility services to students with VI and the last objective 

was set to explain how ILs facilitates students with VI to access appropriate learning 

- teaching. 

In order to obtain good interpretation data were coded, followed by the analysis of 

the raw data, with various categories emerging. Thereafter, these categories have 

been grouped into sub-themes and then themes in relation to the research objectives. 

The findings were presented in the context of the specific objectives of the study and 

in addition to the theme that emerged from the field as presented in Table 4.6. 

Besides quantitative data from questionnaires and observation were used to provide 

hard information on what informants had said. 
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Table 4. 6 Themes and Sub- themes Profile 

Themes Sub- themes 

Learning- teaching  

methods and strategies 

used in inclusive 

classrooms 

i. Teaching methods used in the inclusive 

classroom 

ii. Sitting position of students with VI in 

inclusive classroom 

iii. Individualised education strategies 

iv. Adaptation of curriculum materials 

v. SET and GT collaboration 

 

Adaptation of learning 

and teaching resources 

and examination 

i. Availability of learning -  teaching resources 

ii. Adaptation of learning - teaching resources 

iii. Adaptation of examinations 

 

Orientation and mobility i. Trainings on mobility and orientation 

ii. Accommodated school environment 

 

The roles of instruction 

leaders in supporting 

students with VI to 

access learning  

i. Appreciation of inclusive education 

practices 

ii. Problems face IL in facilitation of inclusive 

education 

Source: Field data (2018) 

4.3.1  Learning - Teaching Methods and Strategies Used in Inclusive 

Secondary Schools to Accommodate Students with Visual Impairment 

The findings presented in this part are based on the study objective one which 

collected data on learning - teaching methods and strategies used in inclusive 

secondary schools to accommodate students with VI. Data on this theme were 

obtained through questionnaire, interview, observation, focus group discussion and 
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documentary review. The findings are presented according to the sub - themes as 

presented in Table 4.6. 

Teaching Methods Used in the Inclusive Classroom 

Regarding the importance of participatory teaching methods for the academic 

achievement of students with VI, the study sought the prevalence of teachers on 

participatory or non - participatory teaching methods. With the absence of one 

observation from school “1” which was because of the absence of SET from the 

particular school, It was found that non - participatory teaching methods were the 

dominant methods in teaching students in inclusive classrooms by 60% as shown in 

Table 4.7. Furthermore, in most of the observation made, none of the teachers used 

any modified strategy to accommodate students with VI from learning constraints 

posed by particular method used for teaching. That means, students with VI did not 

fully participate in learning - teaching process. 

Table 4. 7 Learning - teaching Methods Used in Inclusive Classroom 

Name of 

School 

Number of 

Observation 

Participatory Non- 

participatory 

Question 

and answers 

Group 

discussion   

Lecture 

1 1 1 - - 

2 2 - 1 1 

3 2 - - 2 

Total  5 2 (40%) 3 (60%) 

Source: Field data (2018) 

The findings from observation concurred with those explained by QAs during 

interview. QAs were concerned that, most of the teachers were using non-
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participatory methods rather than participatory teaching methods. Through 

interview, one QA had the following to say: 

It is mostly non- participatory teaching methods that are used in 

inclusive secondary schools. Teachers are just lecturing students 

without considering students’ differences and learning styles.  

Only few teachers use participatory teaching methods like group 

discussions (QA2 …30
th

 Jan. 2018).  

Seating Positions of Students with Visual Impairment in Inclusive Classrooms 

Another task on learning - teaching strategies was to find whether the sitting position 

of students with VI in classroom was favourable to their learning style. Through five 

(5) observations made, it was seen (Figure 4.1) that majority of the 16 (55%) 

students with VI were sitting in front, of whom four (4) were at the front-left, eight 

(8) at the front-centre and four (4) at the front-right of the classroom. Students with 

visual impairments said that, the front position enabled them to be closer to teachers, 

where they could see the writings on the chalkboard and get easy access to learning 

and teaching materials. It was also observed that nine (9) (31%) of the students with 

VI sat in the middle of the class, of whom 3 on left, 5 at the centre and one (1) on 

right side. It was also found that, 4 (14%) students with VI sat at the back of the 

classroom in the distribution of two (2) on left, one (1) at the centre and one (1) on 

right side. 
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Figure 4. 1 Sitting Position of Students with VI in Classrooms 

Source: Field data (2018) 

Furthermore, during focus group discussion, students with VI complained on 

teachers’ teaching behaviour that sometimes did not encourage them to sit in front 

seats. However, front seats could favour their learning style. One student with VI 

had these to say: 

I fear to sit in front as some teachers are so harsh; they mostly 

punish us without recognising our challenges. This then makes 

me and my fellows comfortable when we sit behind, although we 

do not easily get access to materials distributed during lessons 

(VI-G3….27th
 Feb. 2018).  

To relate with students’ argument, the observer found that, most of the students with 

VI were generally sitting on back and right hand side, which was far from teacher’s 

entrances and commonly standing position. This situation cemented what the 

students with VI had reported concerning their fear. 
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Individualised Education Strategies 

Another task was to examine whether teachers were employing individualised 

education strategies (IES) to students with VI during or after class session. The 

findings show that little support was available, especially from SET who by then 

were not enough compared to the number of subjects taught in secondary schools. 

During the discussion, students with VI’s reacted on this by saying that most of the 

teachers were not supporting them during class sessions and even beyond class 

sessions. On this, one student with VI had these to say: 

Teachers, teach the class as we were all normal, it is very rare to 

find extra support from teachers during or after classroom 

sessions and at all, it is commonly from some SETs as ……… 
who tries to support us individually to make the taught concept 

clear to us (VG-G2……2
nd

 Feb. 2018. 

Also, another student with VI said: 

Sometimes SETs try to do so but there are only three SETs who 

teach us Kiswahili, English and Biology. This is to say we do not 

have any extra support as non - special education teachers teach 

most of subjects (VI- G3…….. 27th
 Feb. 2018). 

Similarly, through five-classroom observation made, it was found that only one 

teacher tried to have IES during the classroom session and another promised to have 

a session for students with VI after the classroom session. In line with students 

argument, such as teachers was a SET. This revealed the existence of challenges 

among teachers to support students with VI during and beyond the classroom 

session, which could alert the existence of constraints among students with VI to 

access education appropriately as per their learning style. 



 

74 

Adaptation to Curriculum for Students with Visual Impairment 

Regarding this aspect, the researcher examined the ability among teachers to adapt 

the curriculum in inclusive classrooms to meet the learning style of students with VI. 

Through questionnaire, majority of GT 34 (94.4%) declared that they did not adapt 

the curriculum for the needs of learning style of students with VI as shown in the 

Table 4.8. It was explained by those teachers that, they failed to adapt the curriculum 

because they were not trained on how to make modification to meet the learning 

style of learners with VI.  

Table 4. 8 Adaptation of Curriculum among GT 

Are you adapted to curriculum to suit the 

needs of students with VI students in 

inclusive classroom 

 Frequency Percent 

YES  2 5.6 

NO  34 94.4 

Total  36 100.0 

Source: Field data (2018) 

In addition, the QAs and SETs complained that, majority of the school teachers had 

a tendency of using non-participatory teaching approaches regardless of the 

demands of competence based curriculum and inclusive education, which 

emphasises on participatory teaching approaches. One QA had this to say: 

It is very difficult for most of the secondary education teachers to 

adapt the curriculum for the learning style of students with 

learning difficulties. They mostly adopt syllabuses, as they are to 

teach those students with VI (QA2…..30th
 Jan. 2018). 

Besides what was said by QAs, SET concurred with the complains given on the 

tendency of teachers to ignore the learning needs of some students especially those 

with VI. One experienced SET had the following views: 
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It could be sometimes due to lack of commitment among teachers 

to accommodate the learning needs of students with VI. Teachers 

just lecture them, write or draw on chalkboard without 

expressing in a way students with VI could understand 

(SET3……….21st
 Feb. 2018). 

The same findings were noted during observation, whereby only one teacher tried to 

involve students with VI during classroom session. Surprising, some teachers who 

were observed failed to include students with VI during observed lesson they 

explained in their lesson plan to incorporate learning styles of students with VI. This 

findings cast doubt on the ability of IL to know the teaching and learning realities 

basing on inspection of teachers’ documents that vary from documentation to their 

real classrooms practices. 

Special and General Teachers’ Collaboration 

When respondents were asked to express the degree of their collaboration between 

SET and GT more than half of GT 69.23% as indicated in figure 4.2 disagreed to 

have been collaborating with SET in either preparation or execution of their lessons.  

 
Figure 4. 2 GTs Responses on the Status of Teachers Collaboration with SETs 

Source: Field data (2018) 
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Likewise, the SETs informed the researcher to had limited collaboration with GT 

due to some reasons, as one of SET had the following to say: 

Our collaboration is limited, as sometimes teachers feel ashamed 

to ask for support and fear to be observed by their peers when 

teaching. This hinders our support to students with VI in 

classroom when taught by GT. Also we fail to cooperate with 

them because we are loaded with activity similar to GT, hence 

this often inhibits us to have extra time to accomplish our duties 

as SET, which includes facilitation of learning- teaching process 

among GT and students with VI (SET3…...21 Feb. 2018).  

Likely, the data obtained through observation technique align to what was reported 

by both SET and GT. It was revealed that out of five (5) observations made there, 

were neither collaboration during lesson preparation nor team teaching observed. 

Every teacher whether SET or GT, prepared and attended his/her class sessions 

alone. 

Students’ View on Appropriateness of Learning and Teaching Strategies 

In investigating the adaptation of learning - teaching strategies and methods, the 

study sough to investigate the view of students with VI on the appropriateness of 

learning- teaching methods and strategies employed by their teachers. As illustrated 

in Table 4.9 below, majority (78.6%) of the students with VI were not satisfied with 

learning - teaching methods and strategies employed by their teachers while the few 

(21.4%) who were mostly LV were satisfied. Students with VI explained several 

factors that were making them dissatisfy with learning - teaching strategies 

employed by their teachers. They mentioned factors related to; Unfriendly teaching 

methods, high teaching speed, inadequate models to explain concepts, isolation 

during teaching process and teachers’ failure to assess them on time as presented in 

Table 4.9 below. 



 

77 

Almost all respondents were unsatisfied with the leaning - teaching strategies 

employed by their teachers. This implies that there is a need of helping these 

learners by improving skills of their teachers through appropriate pedagogical 

techniques and strategies. At best, the performance of students with VI also needs to 

be improved. 

Table 4. 9 Views of Students with VI on the Appropriateness of Learning- 

teaching Strategies 

Are the teaching strategies used by teachers 

appropriate? Yes/ No… Explain… 

Frequency Percent 

YES 

NO 

9 21.4 

33 78.6 

Total 42 100.0 

Explain… 

Unfriendly teaching methods 

Unfriendly teaching speed 

Inadequate models to explain concepts 

Isolation during teaching process 

Teachers’ failure to assess on spot students with VI 

learning 

 

30 

28 

33 

32 

32 

 

 

71.4 

66.6 

78.5 

76.1 

76.1 

Source: Field data (2018) 

Furthermore, during focus group discussion students with VI conformed to 

responses given by their fellows in questionnaires. Students with VI claimed on 

impoverished learning – teaching strategies that inhibited them from using their 

potentials in acquiring knowledge. By presenting others similar views, one student 

with VI had the following to say when responding to the question whether they are 

satisfied with learning- teaching methods and strategies employed by their teachers: 
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No! Most of teachers fail to go with our (students with VI) 

learning style especially during demonstration of some concepts 

where verbally, they explain on drawings and maps but without 

considering our learning difficulties. Furthermore, they just 

prepare notes for sighted students only. This inhibits us from 

accessing notes on time, copying from our peer makes make 

many spelling and grammatical errors (VI- G3…...27
th

 Feb. 

2018). 

The views of the students with VI above could be justified with findings from 

reviewed documents as most of VI notebook and scripts were found with many 

grammatical and spelling errors. These findings concur with those from SETs who 

noted some challenges among teachers in employing appropriate learning - teaching 

strategies. This could be demonstrated with the views given during interview where 

by one SET sadly said the following: 

It is not all teachers who think about students with VI because 

some are just going in inclusive classrooms to teach sighted 

students. They do not bother about students with VI even if we 

tried to remind them and call for assistance (SET2 …1st Feb. 

2018). 

This indicates the mismatch between ideal inclusive education practices and their 

practices. The situation ends the problem to students with VI who were not 

benefiting with learning- teaching strategies adapted by their teachers. 

4.3.2 Teachers Adaptation to the Learning - teaching Resources and 

Examination to Address the Needs of Students with Visual Impairment 

To address this objective, data were collected through questionnaire, interview, 

observation, Focus Group Discussion and documentary review from IL, teachers and 

students. Following data analysis, this theme had three sub- themes for findings as 

presented hereunder. 
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Availability of Learning- Teaching Resources 

The first task on this objective was to know about the availability of learning- 

teaching resources. The findings reveal that, all respondents complained about 

scarcity of learning- teaching resources. To portray it from IL one HOS had this to 

say: 

Under this free fee education programme where budget is so 

limited and fixed, we always fail to purchase the required 

equipment for students with VI, for example; currently students 

with VI do not have braille papers needed for writing notes and 

examination (HOS2……31st
 Jan. 2018). 

Another HOS said: 

We are critically facing shortage of tactile teaching models, text- 

books in braille and or large front. Books supplied in schools 

through free education programme did not consider these 

students. The government provides a fixed budget that we cannot 

encompass their needs as are high expensive (HOS3…. 15 Feb. 

2018). 

Furthermore, through questionnaire as presented in Table 4.10 the majority of 

students with VI 40 (95.2%) agreed that the school did not have enough required 

learning - teaching resources. In addition, it was shown that majority of the students 

with VI were in need of some important resources as magnified or braille books by 

39 (92.9%), tape recorder by (35) 83.3%, braille machines by (33) 78.6% and other 

more as indicated in Table 4.10. On other hand, most of respondents who 

complained on the scarcity of learning- teaching resources connected such a problem 

with their inability to adapt appropriate learning- teaching resources for students 

with VI. 
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Table 4. 10 Availability of Learning Resources 

Are there any learning resources which are not 

available and you feel if provided they can support 

your learning in this inclusive classroom? Yes/ No  

Frequency Percent 

YES 40 95.2 

NO 2 4.8 

Total 42 100.0 

If yes mention them 

Magnifier glasses 

Hand lenses 

Writing stand 

Magnified/ braille books 

Braille paper 

Braille machines 

Talking computer 

Tape recorder 

Tactile models 

Drawing kit 

 

16 

16 

9 

39 

21 

33 

15 

35 

22 

19 

 

38.1 

38.1 

21.4 

92.9 

50.0 

78.6 

35.7 

83.3 

52.4 

45.2 
 

Source: Field data (2018) 

Adaptations of Learning-Teaching Resources 

To examine on adaptation of learning- teaching resources out of 36 general teachers 

who responded to this question, only four (11.1%) reported to adapt their learning-

teaching resources as seen in Table 4.11. This is to say, most of the surveyed GT 

(88.9%) do not adapt their teaching resources to meet leaning needs of the students 

with VI.  Through their explanation, those who failed to adapt learning- teaching 

resources linked their situation to the situations of inadequate resources, lack of 

commitment and lack of skills on how to accommodate those students with VI under 

the limited collaboration they have from SET.  
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Table 4. 11 Adaptation of teaching resources 

Are you adapt teaching resources to suit the needs 

of students with VI students in inclusive 

classroom? 

Frequency Percent 

YES 4 11.1 

NO 32 88.9 

Total 36 100.0 

If not why? 

Lack of required skills 

Inadequate resources 

Lack of collaboration 

Lack of commitment among teachers 

 

28 

23 

31 

13 

 

87.5 

71.8 

96.8 

40.6 

Source: Field data (2018) 

Those findings concurred with complaints of interviewed SET who complained on 

the tendency of teachers not to employ relevant learning - teaching materials in 

inclusive classes. On this, one SET had these to say: 

We tried to prepare some teaching aids and braille notes but 

teachers forget to take them into classrooms. They just teach 

without considering students with VI who face some learning 

difficulties that need some modification for their full learning 

(SET3…..21 Feb. 2018).  

To have concrete findings, the researcher sought the same from students with VI. It 

was found that, students with VI were dissatisfied with learning- teaching resources 

adapted by their teachers and they believed that it was a factor behind their inability 

to learn successfully. On this, one of students with VI had the following to say: 

It is quite different from our peers; teachers do not use learning 

materials that could accommodate our learning style. They 

mostly come with a map, drawings or other non- tactile media 

that cannot be possible for students of our kind to access 

learning from them (VI- G2….2nd
 Feb. 2018). 
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Furthermore, through observation the researcher found only one teacher who 

employed some learning and teaching materials they correlated with the learning 

style of students with VI. This implies that students with VI were obscured to access 

appropriate learning- teaching materials. 

Adaptation to Examinations 

On the adaptation to examinations, the main two aspects, time and test constructions 

were examined through questionnaire, interview and documentary review. On the 

case of time, Table 4.12 revealed that majority of the students with VI (64.3%) 

accepted to have extra time during in- class exercise and examination. It was seen 

that, from those given extra time 66.6% were given 10 extra minutes per hour. The 

findings also revealed few (35.7%) respondent who rejected to have extra time in 

their examination were low vision students who always were sitting in the same 

examination room with SS. 

Table 4. 12 Provision of Extra Time 

Are you given extra time during in-class 

exercise and examinations? 

Frequency Percent 

(%) 

YES 27 64.3 

NO 15 35.7 

Total 42 100.0 

If yes, how many more time per hour? 

10 minutes 

15 minutes 

20 minutes 

 

18 

05 

04 

 

66.6 

18.5 

14.9 

Source: Field data (2018) 

Again, during interview, SET claimed the need for extra time in all in- class 

exercises and examinations. They said in practice, students with VI were mostly 
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given extra time in their terminal and NECTA examinations and not in other 

continuous assessments. One SET said the following: 

There is a need to give these students with VI extra times due to 

their learning style, though in most cases teachers fail to execute 

this. Sometimes when the test indicates the extra time, teachers 

who supervise the particular examination violate it to normal 

time. The practice is somehow seen during terminal and NECTA 

examinations (SET1… 1st
 Feb. 2018). 

Surprisingly on the challenge of violating examination time, SET claimed NECTA 

should use SET to supervise examination and not as it was now where; GT 

supervised such examination. Mostly GT were blamed by students with VI that they 

did not consider the added time. One SET said the following: 

Even during NECTA examination students blamed that they were 

not given appropriate extra time, though it was indicated in their 

examination paper. This could be due to inability of invigilators 

to read braille paper and sometime to the lack of skill and 

exposure about students with VI learning style (SET2…...1st
 Feb. 

2018). 

On setting of examination, SET and QA revealed there were modifications made to 

accommodate the learning style of students with VI. Through interviews, QA and 

SET indicated that practitioners understood the importance of adapting examination 

questions. One of QA had these to say: 

Among many ways of inspection, the case of observing past 

papers and students result is part of the process. It is true that the 

performance of students with VI is poor. On examination papers, 

we observed that some of teachers managed to accommodate 

learning style of students with VI by providing extra time and 

restructure examination questions without changing the question 

themes between SS and students with VI. Also it was seen that 

some teachers failed to accommodate those needs as they totally 

change the question theme, hence this led students with VI to 

have different test from SS (QA1…...23rd
 Jan. 2018). 

Similarly, SET concurred with QA by complaining that teachers failed to show some 

commitment on the learning style of students with VI. It was seen that majority of 
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the teachers in inclusive schools were neither expert of special education nor 

inclusive education hence they failed to set examinations according to the learning 

style of students with VI. One SET had these to say: 

Few of us, we have specified skills for students with VI. Thus, 

most of the subjects taught by GT and when it comes to test 

construction these teachers formulate tests as it is for only SS 

and forget about students with VI. However, sometimes we find 

those tests and make some modifications especially during 

transcription to braille format if is intra school (SET4…...23
rd

 

Feb. 2108). 

Through document review, the researcher managed to observe about 30 intra school 

tests and 10 NECTA past papers. From 30 intra-school tests the researcher found 

that only 16.6% intra-school test accommodated learning needs of students with VI 

by providing between 10 to 15 extra minutes per hour and correctly modified 

questions to suite learning style of students with VI. The majority 83.4 did not 

provide any extra time yet some provided different questions between students with 

VI and SS. On the case of NECTA examination researcher found all ten (10) past 

papers indicated extra 10 minutes to every one hour of regular examination. 

4.3.3 Students’ Level of Orientation and Mobility on Access to Learning  

This objective aimed to examine the status of orientation and mobility as it is very 

essential for students with VI. In order for these students to be successful learners, 

they need training in orientation and mobility. To answer this objective, data were 

collected accordingly through questionnaire, interview, focus group discussion and 

observation from IL, SET and students. Following data analysis, this theme has two 

sub- themes of findings as presented hereunder. 
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Trainings of Orientation and Mobility 

By the end of the survey period, data had been collected from 42 students with VI as 

shown in Table 4.13 below, where 8 (19%) of the students with VI were trained on 

orientation and mobility and 34 (81%) of them did not receive any orientation and 

mobility services. Thus, the majority of students with VI were not trained on 

orientation and mobility.  

Table 4. 13 Training in Orientation and Mobility 

Have you ever been trained in orientation and 

mobility? 

Frequency 

(n) 

Percent 

(%) 

YES 8 19.0 

NO 34 81.0 

Total 42 100.0 

Source: Field data, 2018 

The controversy of having small number of trained respondents who on orientation 

and mobility was cleared during focus group discussion. Students with VI revealed 

that some orientation and mobility trainings were handled through informal 

organization as some teachers and their peers tried it for them. On this, one of 

students with VI during focus group discussion had this to say: 

We do not have such experience of training on how to know and 

move around the school environment or in classroom, though 

some teachers when found us in trouble they use to direct us from 

there to our destine. Moreover, some of our fellow SS tries to 

move with us here and there to master the school environment 

(VI- G1…..21st
 Jan. 2018). 

However, following data collection the researcher found some unexpected minor 

findings that were claimed by students with VI. They said that they sometimes use to 

pay their fellow SS for service of taking them from one place to another. On 
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responding, the challenges emerged due to lack of orientation and mobility one 

students with VI said: 

We sometimes fall in aqueducts, hit obstacles as walls and trees. 

So, to overcome it we ask for help from our fellow SS who 

sometimes demands us to pay them and if not they may let us 

remain in dormitories or elsewhere while classes are going on 

(VI- G2……2nd
 Feb. 2018). 

In addition, a student with VI from another school reported nearly in the same 

that: 

We are also facing challenges with English braille and computer 

that is not common in Primary school, so without orientation and 

mobility it took us so long to get familiar with English braille and 

using other electronic devices as talking computer. Following 

this hardship we depend on the support from our SS peers who 

sometimes demand some payment (VI- G3….27th
 Feb. 2018). 

Furthermore, SET admitted that they mostly failed to prepare formal schedule to 

orient those students concerning the school environment. Some who were seen to 

lack commitments were reported to be double loaded with many activities of GT and 

far as SET. They also claimed on minimal support from administrators who 

neglected them by limiting their budget that they could get some money for painting 

and mark key points for mobility. One SET had these to say: 

It is true that when were are doing this course (special 

education) we informed each other to be paid than GT in terms of 

salaries or allowances. In practice things, turn otherwise where 

we were doing many activities contrary to GT while we are paid 

the same. Therefore, we are fail this particular to perform all 

activities as SET and thus we perform which are very crucial as 

translation of examination to be marked. They may say otherwise 

but that is the truth (SET3…..21st
 Feb. 2018). 

Another SET had this to say on concern: 

We fail to handle such trainings because it sometimes needs some 

money to mark our environment with bright colours and some 

minor modification to fix off some obstacles. The school 

administrators do not see the importance of it; hence, they do not 

provide assistance to handle such maintenance for better 

trainings (SET1…..1st
 Feb. 2018). 
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Accommodated School Environment  

Among many things to consider for inclusive education is adaptation of environment 

to suit the needs of students with VI. To express their views on this, minority of SS 

(23%) saw their school environment to fit the needs of students with VI while the 

majority (75.5) disagreed as indicated in Table 4.14. The findings show that majority 

of the SS disagreed with the condition of their school environment as suitable for the 

needs of students with VI.  

Table 4. 14. School Environment  

Is the environment of your school adapted 

to the needs students with VI? 

Frequency (n) Percent (%) 

YES 86 23.2 

NO 284 76.8 

Total 370 100.0 

Source: Field data (2018) 

Moreover, students with VI revealed to face many challenges as the school 

environment was not adapted to suit their needs. It was noted that students with VI 

failed to move freely from one place to another within their school environment. 

They failed even to be in learning centres on time. On this, one student with VI had 

these to say: 

Ooh! Our school environment is worse for us as you see roads 

have many obstacles, some classes and HOS offices are not in 

ground floors. What do you think on us, can we reach there by 

our own? It is real challenging us (VI- G1…...21 Jan. 2018). 

Furthermore, all HOS through interview called upon the government to adapt school 

environment to let it be friendly to students with VI. On this, one head of school had 

the following to say: 
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Students with VI are always constrained with environment that 

inhibits them to move around the school to access their needs by 

themselves. The government should improve school 

infrastructure to be user friendly, for special need students 

(HOS3….. 15th
 Feb. 2018). 

In addition, the researcher observed schools environment that had full of obstacles to 

learners with VI. These were such as, obscured trees, logs, rough roads, aqueducts, 

hills, terraces and some offices that found on upper floors of school buildings.  

4.3.4 The Role of Instructional Leaders in Supporting Students with VI to 

Access Learning 

This fourth objective was set to explore the role of IL in supporting access to 

learning - teaching of students with VI in inclusive secondary schools. Data were 

collected through interview where, all eight (8) IL interviewed agreed that they had 

students with VI in their jurisdiction.  

Appreciation of Inclusive Education Practices 

Through discussion when the researcher wanted to know whether IL appreciated 

inclusive education practices in their jurisdiction, mixed responses were obtained. 

All SEO and two HOS appreciated it although it was somewhat surprising that all 

QA did not appreciate the practices. On the question, do you appreciate inclusive 

education practices? One QA had these to say; 

No… for effective learning, visually impaired students should 

neither mix with normal students nor be taught by teachers 

without knowledge on how to teach them (QA1…23rd
 Jan. 2018). 

Besides, another QA said:  

No, I think it is better to let them be in their schools and their 

teachers (QA2………….30th
 Jan. 2018). 

Through the discussion another QA also disagreed with inclusive education 

practices when responding on what measure to be put in place to improve the 
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accessibility of learning among students with VI in inclusive secondary school. That 

QA said the following: 

Education provision should not be inclusive so as to allow 

students with VI to be in schools with adequate technical staff 

and in the environment well provided with all of the required 

facilities rather than competing with normal students 

(QA1…..23rd
 Jan. 2018). 

It was moved that, SEO and most of HOS appreciated that inclusive education with 

some doubt. This was justified when they respond to the question; “do you 

appreciate inclusive education practices and your job description as explain in you 

appointment letter?” On this, One of the SEO had said: 

Yes, though it has some challenges in its execution as inclusive 

education is still new in Tanzania ………..hence most of the 

employers have wrong perception as sometimes they refuse to 

work for students with disability because they provide limited 

budget or not provide important facilities to work for them. In 

addition, limited awareness of inclusive education is persists 

among the community members including employers and quality 

assures who are also responsible to run inclusive education 

(SEO1….23rd
 Jan. 2018). 

Problems Faced by Instructional Leaders in Facilitating Inclusive Education 

Under this theme, the study aimed to investigate the problems that oppose IL to 

support students with VI in accessing learning - teaching materials in inclusive 

secondary schools. The study indicates that, IL were facing several constrains. 

Those constraints included; limited budget and resources, lack of INSET, shortage 

of expert, lack of collaboration between instructional leaders and low community 

awareness on IE matters. Table 4.15 summarises the findings: 
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Table 4.15 Problems Facing Instructional Leaders in Executing Inclusive 

Education 

The problem Frequency (n) Percentage (%) 

Inadequate budget and resources 8 100 

Lack of INSET 5 62.5 

Shortage of professional experts 7 85.5 

Lack of collaboration between IL 6 75 

Low parental involvement 6 75 

Source: Field data (2018) 

Inadequate Budget for Executing Inclusive Education 

Table 4.17 indicates that 100% of IL who were interviewed signposted about 

inadequate budget and resources needed for facilitation of students with VI to access 

learning- teaching materials. While associating to its classroom impact one QA had 

these to say: 

Provision of resources related to inclusive education is not 

strategic… and this could have impact to all practitioners. 

Students with VI cannot cope with normal students during a 

lesson in a class, while teachers cannot adopt some relevant 

strategies such as demonstration (QA1….23rd
 Jan. 2018).  

In addition to that, another QA said: 

The allocated budget is not enough thus we fail to run our annual 

plans and even to initiate workshops that will equip us with 

required inspection strategies for inclusive schools as we do not 

have any expert in our team (QA2…..30th
 Jan. 2018). 

The same results were found from HOS and SEO who were interviewed. One HOS 

said: 

We have challenges related to budget, resources and sometimes 

technique. Some SET are too theoretical hence fail to practically 

facilitate students learning using their special equipment. In 

addition, some tools are unavailable sometimes due to their high 

cost. For example one ream of paper (Braylon) is about 500, 

000/= while the government in this free-fee education all 

students are paid the same amount. Hence, it is difficult to 
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accommodate even potential learning needs of these students 

with VI (HOS2….31st
 Jan. 2018). 

Shortage of Professional Expert for Executing Inclusive Education 

Interestingly, there were also inadequate human resources among ILs teams 

responsible for monitoring the execution of education policies including inclusive 

education. This was revealed during interview where one QA said: 

Nobody has ever attended a course on how to assist or implement 

curriculum to visually impaired students (QA1…23rd Jan. 2018). 

The same constraints were voiced by HOS in different degree where it was seen that 

some schools did not have any SET, some had few while also there is incompetent 

SET. To respond to this two HOS had the following to say: 

We do not have any SET…………. We have a history of having 
special education teacher who silently quit in 2014…. May be he 
got another job (HOS1….21

st
 Jan. 2018).  

We have inadequate number of SET as some of the subjects do 

not have such teachers……also some of available SET are not 
competent in terms of practical skills, they fail to facilitate 

students with VI in the use of their facilities as perkings that 

students do (HOS2……..31st
 Jan. 2018). 

Lack of In-service Trainings for Inclusive Education Practices 

Regarding on the importance of professional development to the job performance, 

the study sought to understand if practitioners had access to job related in-service 

trainings. The study found unexpected results that even though most of ILs and 

teachers had no expertise skills on inclusive education; they did not get any in- 

service trainings to impart them with technical skills for their job performance. 

When IL asked if they had undergone any INSET related on teaching students with 

VI in inclusive classes, out of eight (8) informants five (5) said NO and they 

admitted to face some difficulties in their practices. On this, one QA had these to 

say: 
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Through the experience I had since 2011 I joined the QA team, 

this zone does not have any member who has undergone the 

course on special education…...also none among us attended any 

INSET related to either inclusive or special education. So we do 

not have inspection skills to handle matters related to students 

with VI (QA2…...30
th

 Jan. 2018). 

Furthermore, the researcher interviewed three HOS of the selected inclusive 

secondary schools. All interviewed HOS agreed that they lacked in - service 

trainings which if they had been provided they would enrich them with important 

skills on running inclusive education. One of the HOS had the following to say: 

I appreciate having students with VI in my school. However, we 

lack skills on accommodating them as administrators as well as 

teachers. There is a serious need for INSET, which is difficult to 

be arranged from the school level as it needs some money. We 

have interest in supporting all types of students despite the fact 

that we are facing many technical and administrative 

impediments (HOS1 …21st Jan. 2018). 

Lack of Collaboration between IL for Execution of Inclusive Education 

On the other hand, the researcher was also interested to find out how IL was 

collaborating on issues related to students with VI in inclusive secondary schools. 

The researcher went far as by looking at the model of such collaboration. The 

findings were somehow surprising as some categories of IL were seen to lack direct 

channel of communication to others. One QA, who had agreed, that sometimes, SEO 

could not have direct contact to inspection feedback, had these to say: 

After making inspections at inclusive secondary schools usually 

before writing the report, the District Executive Director (DED) 

or Municipal Executive Director (MED) who is the owner of the 

school is given oral feedback and thereafter is provided with a 

written report. …though they are sometimes not educationists 

hence it might be difficult for them to understand methodological 

issues rather than managerial issues (QA2…..30th
 Jan. 2018. 

In addition, one HOS totally refused to have any record of support from SEO of the 

particular area, and the particular SEO during interview we often spoke about 

primary schools and not secondary schools. HOS who were also supported by 
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teachers of the particular school had the following to say when reacting on whether 

there was any support from SEO: 

Absolutely no! I have no any record of seeing that man here, as 

you see we do not have any SET although we have students with 

VI in every class. We are just trying ourselves to rescue the 

situation through these non-special education teachers 

(HOS1…21st Jan. 2018). 

However, SEO reported that, they included available secondary schools in their 

working plan, however the finding from the students indicated otherwise. Besides 

the failure of all SEO to show their working plan that includes secondary schools, 

the finding from HOS could also be confirmed with those from students. While 

laughing they had these to say: 

We do not know such a man in our school. We have many 

challenges here as we do not have any SET, how could we say we 

got support from them? We have such experience on SEO only 

when we were in primary school where they took us to school 

and back home for holiday (VI- G1…..21st
 Jan. 2018). 

Parental Involvement in Execution of Inclusive Education 

Responses by SEOs and HOSs who were interviewed on challenges they were 

facing in supporting students with VI to access learning revealed that parental 

involvement was so limited. In fact, during interviews, 75% of IL admitted to work 

without any collaboration from parents. Unlike SS, the government mostly handles 

the needs of students with VI by providing them with some basic needs but they are 

very expensive. One SEO had this to say: 

Parents are not cooperative, since when they brought their 

children here, they left them without any follow-up until when we 

brought their children back for holiday. So those children lack 

parental supervision, which is one of the aspects that could affect 

students learning. This legacy of isolating their children to the 

government could be triggered with the government measures to 

support children with disability (SEO1…….23rd
 Jan. 2018). 
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The findings concurred with the view raised by students with VI during focal group 

discussion who indicated some limitations that could inhibit their parents to get 

involved direct in their schooling. Among many, the issue related to expenses of 

their facilities in relation to family is social economic status, nature of most 

inclusive secondary school, which are boarding was mentioned. One of the students 

with VI had these to say: 

I have no any experience of seeing our parents visiting the 

school, we are coming a little far. It is difficult for them to even 

buy our facilities that we fully depend from the school, so how 

could they afford to come to school…it is difficult for my parents 

to engage in my schooling (VI- G2…..2nd
 Feb. 2018). 

These findings openly revealed that, parents of students with VI isolated their 

children to school by not cooperating with the school for children learning.  
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CHAPTER FIVE 

DISCUSSION OF THE FINDINGS 

5.1 Introduction 

This chapter discusses the findings that were built around the study purpose, the 

conceptual framework, research objectives and findings. The discussion relates to 

the theoretical stance of social model of disability and empirical findings contained 

in the literature review. The researcher’s ideas and comments are also made in 

connection to research findings. 

5.2 Learning - Teaching Methods and Strategies in Inclusive Classes 

The first objective of this study was to examine learning - teaching methods and 

strategies used in inclusive secondary schools to accommodate students with VI in 

order to establish its effect on academic performance of those students. The study 

examined learning - teaching methods and strategies including; sitting positions, 

individualised education strategies, curriculum adaptations and collaboration among 

SETs and GTs. The findings indicated that most of the teachers were teaching 

students with VI in inclusive secondary schools by employing non-participatory 

teaching methods. Furthermore, the study revealed inabilities of teachers to adapt 

important learning- teaching strategies for successful inclusion of students with VI. 

In most of these strategies, teachers failed to have appropriate adaptation that could 

satisfy the learning needs of students with VI as the majority of students with VI 

were dissatisfied with teachers’ strategies to facilitate their learning. 

On teaching methods, the findings of the current study revealed that non- 

participatory teaching methods dominated the learning - teaching practices in 

inclusive secondary school. These findings concur with those found in previous 
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studies (Nasiforo, 2015; Chaula, 2014; Pembe, 2012). Nasiforo (2015) who 

investigated on whether the teaching methods used in the colleges accommodate 

students with VI claims on non - participatory teaching methods that dominate the 

learning - teaching process among lectures in inclusive colleges of Rwanda.  

However, the current study missed the reasons for dominance of non- participatory 

teaching methods which some previous studies established. Weist and Kellie (2018) 

and Himid (2012) among other factors they mentioned; class size, teachers’ 

competences, available resources and nature of the topic determine the selection of 

learning- teaching method. It is possible now to argue that in inclusive classroom, 

the current domination of non - participatory teaching methods is associated with 

many factors such as unavailability of resources and teachers incompetence, which 

were also found in this study. 

Regarding Lowenfeld (1974) and Mangal (2012) who recommends that participatory 

teaching methods are very important to students with VI because they enhance 

touch, examining and performance of activities in order for students with VI to 

acquire accurate information, a hypothesis could be established. The possible 

hypothesis due to the present findings is that students with VI in inclusive classroom 

lack opportunity to access education appropriately because of irrelevant employed 

teaching methods that demoralise them in their performance. 

On learning - teaching strategies, one of the areas for consideration were on the 

sitting position. The study intended to establish the effect of positions students with 

VI sat in relation to what would suite their learning styles. The study reveals that the 

majority of the students with VI sat in front seats, then at the middle and rare in 

backside. However, they claimed front seats were the best but they sometimes they 
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were forced to sit in middle and backside for fear of teachers’ mistreatment. 

However, the argument on fearing teachers’ treatment was not established in 

previous studies, the current study found such a problem is exist in most of inclusive 

secondary schools. On sitting position, these findings are in agreement with some 

previous as Sinclair (2014) and Pembe (2012) who noted that, students with VI 

prefer the front seats as it enables them to be close to teachers during lessons and 

hence it enables learning of them. This was particularly to those with low vision who 

could see the writing on the chalkboard and the teaching aids such as charts, and 

graphs.  

Basing on findings of sitting position, it is easy to hypothesise that, inclusive 

classroom practices are fail to welcome some of the students with VI hence; they sat 

in a position that could affect their learning achievement. A hypothesis made 

concurs with Sinclair (2014), who recommended that students with VI sit in front 

seats as one of the suggested approaches to include students with VI in inclusive 

classroom. However, a precaution should be taken to not undermine strategies made 

as many (55%) of the students with VI were found to sit in appropriate positions. 

On learning- teaching strategies, the study also investigated on individualized 

education strategies (IES) which is important for students with VI in inclusive 

learning context as it may cater for areas affected by VI (Curlu et al. 2015; SMDE, 

2012). The reason to be studied is that, the study wanted to examine if teachers were 

employing them and then to establish its impact on students with VI on academic 

performance. This study found most of the teachers did not bother to deal with IES 

for the betterment of students with VI learning in inclusive secondary education. 

However, these results have not previously been described in the context of this 
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study, Nasiforo (2015) and Jelas and Sitti (2012) found the same findings in other 

levels of inclusive education.  

These findings are against successful practices of inclusive education stated by Fox 

(2012) who explored on factors for successful inclusion of students with VI and 

recommend for an immediate need for Individualised Education Programme (IEP) 

for each year’s high-stakes assessment. This was because that study established 

correlation between students with VI achievement in high-stake assessment and the 

provided individualized education support.  

The established correlation by Fox (2012) relates with some prior and further 

arguments by Nasiforo (2015); Rowe (2006) and American Foundation for the Blind 

(2005) who together see the importance of IES in successful inclusion of students 

with VI at different levels of education. In most situations, studies recommend 

students with VI academic achievement to rely much on IES used to facilitate the 

correct curriculum experiences (British Columbia Ministry of Education, 2006; 

Sinclair, 2014). To explain the current findings this study concurs with Pagliano 

(2005) who argues that students with VI do not fully function in an inclusive 

educational environment as they lack IES. 

Another area of concentration in adaptation of learning - teaching strategies is 

curriculum. This aspect was addressed in this study to establish teachers’ status in 

adapting curriculum material in relation to learning style of students with VI and its 

effect on performance of those students. The result revealed that majority of the 

teachers did not adapt the curriculum materials to meet the learning styles of 

students with VI in inclusive classrooms. In addition, the study explained the 
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reasons behind in-adaptation of the curriculum that; they lacked skills on adaptation, 

absence of learning- teaching resources and sometimes lack of commitment.  

These findings concur with HakiElimu (2018); Nasiforo (2015); Aldaihani (2010) 

and Meena (2014). Whilst, the study found in-adaptation of curriculum Brown 

(2017) asserts curriculum adaptation is one of the important aspect to reduce the 

academic performance gap between low achievers and the higher achievers in 

inclusive setting. Therefore, the possible extrapolation for the current results may be 

that students with VI do not receive education appropriately to their learning style, 

as claimed in the background of this study. In using these findings with a specificity 

of the study to inclusive education, caution must be applied, as the findings might 

not be transferable to general education context. 

Furthermore, another aspect for consideration in adaptation of learning - teaching 

strategies is collaboration between SET and GT. The study investigated this aspect 

to establish the attained level of collaboration to establish its impact on the academic 

performance of students with VI in inclusive secondary schools. This study found 

that, there was limited collaboration between SET and GT as it was at last seen in 

transcription process of braille writings and neither in the process of preparation nor 

in actual teaching process.  

These findings are consistent with those by Natour, Muna, Zboon, and Alkhamra 

(2015) who also found that teachers’ collaboration is at lower level throughway the 

different stages of the student’s special education programme. Like Kiomoka, 

(2014); Natour, Amr, Zboon and Alkhamra, (2015) the study found that teachers’ 

workload, inadequate resources and high number of students in the classroom 

inhibited SET and GT collaboration. Other constraints were lack on awareness the 
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importance of collaboration, lack of pre and in-service training and negative attitude 

of some GT.  

These findings may help us to undestand that there is little reflection of theoretical 

body of knowledge on inclusive education practices. This is because, it was 

reccomended from very early studies (Smith & Leonard, 2005; Cox & Dykes, 2001) 

that, the ultimate goal of collaboration is to increase students’ achievement and 

therefore, GT must collaborate with SET to attain that goal. Through this discussion 

on collaboration, it could hypothesized that there is association between low 

teachers’ collaboration and low students with VI academic performance in inclusive 

secondary schools. 

Finally, in accessing adaptation of learning - teaching methods and strategies for the 

learning of students with VI in inclusive secondary schools, the voice of students 

with VI themselves is important. On this, the study sought to find the satisfaction of 

adapted learning - teaching methods and strategies among students with VI. The 

study found that majority of the students with VI dissatisfied with teaching strategies 

employed by their teachers in inclusive classroom.  

The findings observed in this study partially mirror those of the previous studies that 

examined the appropriateness of teaching methods among students with VI, where 

the majority viewed teaching methods to be inappropriate (Nasiforo, 2015). The 

dissatisfaction of students with VI is associated with failure of those strategies to 

accommodate their learning style, thus failing to understand the concepts taught.  

As a matter of fact, it was portrayed in literatures (Brown, 2017; Sinclair, 2014; 

Pagliano, 2005; Cox & Dykes, 2001) that teaching strategies for students with VI 
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should be concrete and employ the use of multisensory that they could allow 

grasping of knowledge and easy understanding of concept by students with VI. The 

possible explanation for this might be that, students with VI are technically isolated 

from their sighted peers in the learning and teaching process through the 

employnment of inappropriate learning - teaching methods and strategies. This 

findings may help us to understand the lagging behind situation on academic 

performance of the students with VI against their sighted peers. 

The conclusion that can be drawn from the above discussion on learning - teaching 

methods and strategies is that, students with VI were performing poorly due to fact 

that they failed to access appropriate education as their sighted peers. This is 

because methods and strategies employed to facilitate their learning mismatch with 

their learning style, thus they could not access education appropriately. Perhaps 

students with VI could perform even better and SS but their potentials were 

obscured by irrelevant methods employed by their teachers. In matter of fact Curlu, 

et. al. (2015) and Korir (2015) supports these findings by asserting that, students 

with VI may even perform better than their sighted peers if are well accomodated 

according to their specific learning style. Therefore, most students with VI lag 

behind their sighted peers because they lack special treatment to cater for associated 

challenges due to their impairment which limit them in having similar opportunity to 

access education. 

5.3 Adaptation of Learning - Teaching Resources and Examination 

The second objective of this study was to examine the extent to which teachers adapt 

learning - teaching resources and examination in order to establish its effect on 

academic performance of students with VI. The study examined the availability and 
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adaptation of resources and examinations. The findings indicated that there was an 

inadequate learning - teaching resource and rate on teachers’ adaptation of resources 

was low even in the presence of the required resources. However, on examination, it 

was found that, examination were adapted to needs of students with VI though there 

were some remaining challenges about either construction of examination, its 

presentation or during administering it.  

These findings on availability of resources concur with the study conducted by 

HakiElimu, (2018) which revealed the challenge on availability of learning and 

teaching resources in inclusive secondary schools. The responses from stakeholders 

confirmed that they were lacking related learning - teaching resources that could 

also be triggered with budget rigidity especially during this fee free education, which 

is similar (Kiagiri, 2015).  Together with other reasons on its inadequate, the study 

justifies the extent of the problem to be huge as more than 95% of the students with 

VI were affected with such problem in their learning process. These findings are in 

agreement with some previous studies that revealed such challenge of resources in 

other levels of inclusive education (Nasiforo, 2015; Chaula, 2014).  

On the other hand, the findings on the adaptation of learning- teaching resources 

were reported to be problematic among teachers in inclusive secondary school. 

However, there is no any study conducted at the level of the current study to 

investigate adaptations of learning - teaching resources. The findings of this study 

are in agreement with Pembe (2012) who found that few teachers in Tanzania is 

inclusive primary schools employed some learning - teaching resources, though such 

resources were not well adapted to the learning style of students with VI.  
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Similarly, in other parts of the world, Brown (2017); Nasiforo (2015); Fox (2012) 

and Rowe (2006) reported that most of the students with VI in inclusive context 

were taught under impoverished learning environment, as learning - teaching 

resources were not modified to their needs. The current situation, characterised with 

absence of adapted learning- teaching resources, affects academic achievements of 

students with VI. This is true as Pagliano (2005) states that much of the learning that 

occur in regular schools rely on vision thus putting students with VI at a 

disadvantage. 

Furthermre, inclusive educationist found to have problems on adapatation of 

examination which is the greatest tool for students learning assessment. The study 

reveailed teachers’ ability in test construction for VI is average especially when GT 

colllaborate with SET. These findings concur with those by Douglas, McCal and 

Pavey (2009) and Natour, Muna, Zboon and Alkhamr (2015). However in 

administering those examinations it is where the remeining challenges exist. Otube 

(2018) asserts that, accomodated examination characterised by its construction and 

presentation which should reflect the learning style of students with VI. It might 

have addition time, presented on computer screen or braille or large front and even 

through assistant reader. These arguments are some how contary to practice as 

reveailed in the current study.  

The majority (64%) of the students with VI were not seen enjoy their chance to have 

extra time in their exams, especially during intraschool exams and other inclass 

assessment. However, NECTA were doing good in test constraction, others exams 

diverges from principles of examination adaptation by having two different 

questions between students with VI and their sigheted peers. In support of this 
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findings, Otube, (2018) and Brown, (2017) recommended that the adaptation of 

examination questions should not change the theme of the principle question, and 

that was not reflective in context of inclusive secondary schools in Tanzania. 

The conclusion which can be extrapolated from the above discussion is that students 

with VI failed to attain appropriate education like their sighted peers because of the 

system and teachers’ constrains in providing and adapting learning teaching 

resources and examinations. Those constraints cannot nullify the need for relevant 

learning - teaching resources to students with VI in inclusive context. This is 

because of their importance; for example, the present findings on availability of 

learning- teaching resources are significant in at least major four aspects of 

successful inclusion of students with VI.  

Those aspects are; adaptation of learning - teaching strategies, adaptation of 

learning- teaching resources, adaptation of examination and orientation that are all 

recommended for academic achievement of students with VI. In addition, it concurs 

with Rowe (2006); Pagliano (2005) and Palmer (2005) who found an increase of 

students with VI test achievement with the increase in the level of resources 

adptation that extapolation could be confirmed. The recent contextual evidence from 

the second best student in the Advanced Certificate of Secondary Education 

Examination (ACSEE) who is the student with VI reveailed the importance of 

learning - teaching material for his best performance.  

The identified student, informed the newspaper reporter that: 

“At the school, He got the necessary equipment that enabled him 

to study hard, thus the good performance in the national 

examinations. He said despite having several equipment like 

Braille machines and computers for the visually disabled, he said 
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only one, Braille Notes, was instrumental in his studies” 

(Machira, 2018). 

A possible conclusion due to such evidenced extrapolation is that; academic 

achievement among students with VI in inclusive secondary schools is hindered by 

inadequency of relevant adapted learning- teaching resources and examinations.  

5.4 Orientation and Mobility 

The third objective of this study focused on orientation and mobility services in 

order to determine their effect on academic performance of those students. The study 

examined the trainings of orientation and mobility and accommodation of school 

environments towards the needs of students with VI. In this research question, the 

findings indicated that, in inclusive secondary schools there was no any official 

arranged programme of orientation and mobility trainings for students with VI. 

Moreover, the school environment was not friendly enough to welcome all needs of 

students with VI. 

These findings on orientation and mobility concur with the study conducted by 

Nasiforo (2015) and Nimmo (2008) who reveiled the absence of orientation and 

mobility services to students with VI in university colleges. It was indicated by 

students with VI that 81% of them were not experienced on any orientationa and 

mobility training at school and the few who obtained, they accessed it through 

emergence occassion after stucking somewhere. As mentioned in the literature 

review, orientation and mobility services give students with VI an opportunity for 

freedom and independence that further pave way to equal access of learning as their 

sighted peers (Pagliano, 2005).  
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It can be argued that students with VI in inclusive secondary schools lack those 

opportunities thus making them underachieve in their schooling. This argument is 

further supported by findings from an experimental study of Chen (2012) and 

Nimmo (2008) who together, establishes the relationship between orientation and 

mobility services to students’ academic performance. To justify this Nimmo (2008 

found that orienation and mobility contributes to some educational opportunities as 

social skills, technology, braille, independent living skills, recreation and leisure 

skills which precipitate learning successful. These arguments reflect the study 

findings as students with VI claimed that they were unable to move arround the 

school environment, experiencing challenges related to English braille, were unable 

to use available talking computers yet they were paying their sighted peers to 

facilitate their mobility and orientation needs. 

Another aspect studied in orientation and mobility were school environment that 

were claimed in many previous studies to have impact on students with VI learning. 

On the question of school environment, this study found that most of the inclusive 

secondary schools hardly unfriend environment for the learning of students with VI. 

These findings are in agreement with HakiElimu (2018) which found that school 

environment was unfriendly and thus it limmited the movement of students with 

VI’s as there were rough pathways, indecent tiolets and long distance from hostel to 

classrooms.  

These findings have important implication in explaining the academic peformance 

impediments as it correlates with many previous studies, competence based 

education paradigm and learning theories. As mentioned in the social model of 

disability which guided the current study that the cure to people with disability  lies 
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in the restructring of the society and not individuals impairments (Gibbs, 2004). 

Other theories of learning such as behaviourism and constructivism dedicate the 

importance of learning environment to the achievement of learning process (Schunk, 

2012).  

Therefore, the general conclusions that can be drawn from the above explanation on 

orientation and mobility are that, the inability of inclusive secondary schools to 

arrange and provide orientation and mobility services to students with VI will 

continue to hinder them from access to education. This conclusion may supported by 

Chen (2012), who managed to establish the relationship between orientation and 

mobility trainning on the ability of students with VI to perform the desired tasks. On 

other hand, behavioural and social theories of learning put their impetus on learning 

on the environment and through argument related to environment as explained above 

the conclusion can be drawn. The possible conclusion on the environment crisis is 

that, unwelcomed school environment hinders students with VI from achieving their 

education goals.  

However, futher research work is required to establish the relationship of inclusive 

learning environment and students with VI is academic performance. These findings 

should however be adapted with precaution that can not be extrapolated to all school 

envionment as the study did not focus on environment outside the school 

compounds. Peterson and Hittie (2010) classifing school environment as including 

three aspects as presented in the literature review but this study considered only two 

of them and ignored the community surrounding the school hence it should not be 

concluded to be worse as the study found in the other two. 
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5.5 The Role of Instructional Leaders 

The fourth objective of this study was to examine the role of instructional leaders in 

monitoring access to proper learning and teaching of students with VI in order to 

establish their effect on academic performance of students with VI in inclusive 

secondary schools. The study examined the attitude of ILs over inclusive education 

practices and challenges they were facing in execution of their duties related to 

inclusive education. In this study, mixed findings were obtained basing on nature of 

the respondents that had either having expertise skills on inclusive education 

practices or not.  

The findings revealed that, half of the ILs (50%) did not accept inclusive education 

practices rather than their suggestion on special education. Unfortunately, all QAs 

who were the only one to check for quality disagreed with inclusive education 

practices and they suggested for special education. On challenges, a number of 

constraints were raised from instructional leaders and were justified by other 

respondents of the study as presented in chapter four.  

The findings on disagreement of ILs on inclusive education practices are in 

agreement with HakiElimu (2018) which found the same and recommended for 

special education rather than the present inclusive education. Their preference on 

special education could have negative implication on the execution of their duties in 

inclusive education.  

On matter of fact Langat (2015) and Eunice and Orodho, (2014) asserted that 

attitudes to the attributes of ability or inability of the inclusive education 

practitioners to use strategies specifically to facilitate the learning of students with 

disabilities as students with VI may have impact in their performance. Even though 
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there is contradiction on the association of attitude and performance as it could be 

exemplified by Rowe (2006) who sees down attitude than professionalism this study 

suggest otherwise by agreeing to Langat (2015) and Eunice and Orodho, (2014).  

This conclusion admits also the view of some non-expert IL who disagree with 

inclusive education practices for students with VI as they see them to be impractical 

practice while it is possible under those experts as supported by UNESCO (1994) 

and Rowe (2006). Furthermore, the failure of favourable attitudes towards the 

inclusion to guarantee academic performance of students with VI could be 

associated with various factors raised as part of challenges in adapting learning- 

teaching methods strategies in inclusive secondary schools. 

On challenges facing ILs, the study revealed inadequate budget, shortage of 

professional eperts, lack of INSET and inadequate colaboraton among instructional 

leaders. The challenge on collaboration among special educationists were discussed 

in 5.1 above. As mentioned in Table 4.15, the issue of budget among was the 

dominant problems found to hinder many ILs in performing their instructional 

duties. In accordance with the present findings, previous studies (Kiagiri, 2015; 

Mwinyipembe & Orodho, 2014) demonstrated the same that HOS experienced many 

administrative problems related to lack of finances. Kiagiri (2015) associates such a 

problem with inability of HOS to purchase learning - teaching resources and 

equipment or even expand school facilities all of which affected learning of the 

visually impaired learners. This association is true because findings of this study 

reflect such revealed challenge where HOS complained on their inability to purchase 

inclusive education equipment which were very expensive compared to government 

fixed budget which was similar to all students.  
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In addition, Mwinyipembe and Orodho (2014)  and Uguti (2015) together mentioned 

financial constraints to affect the effectiveness of QAs. However, there is no any 

previous study that reveals such problem among special education officers (SEO). 

All intervied SEOs in this study said that such problem inhibited their performance 

on prescribled duties. 

Another constraint found in this study is shortage of inclusive education experts. It 

was found that some inclusive secondary schools did not have any SET although 

they had students with VI. In addition, the same problem was seen to ILs where 

there were no any inclusive education experts to either QAs board or HOS. 

Furthermore, some SEO were not expert in either inclusive or special education. 

However, there is no any study from Tanzania context that investigated on ILs in 

relation to inclusive education in secondary education some complains were found 

in other level or context (Muyungu, 2015; Mwinyipembe & Orodho, 2014; 

Fullerton, 2011).  

Muyungu (2015) voiced his concern on inadequacy of special education experts in 

Tanzania. GCE (2017); Mwinyipembe and Orodho (2014) and Fullerton (2011) 

asserted that the role of teachers and QA is pivotal to educational achievement of 

students with students with VI in inclusive education. This is to say, teachers and 

QAs need to get appropriate training and support to be able to deliver and supervise 

child-centred quality inclusive education to students with VI. On the other hand 

Rowe (2006) recommended that professionalism among practicioners is important 

than other factors for the achievement of inclusive education goals. Therefore, the 

study findings could hypothesise that lack of professional  skills among inclusive 

education preacticioners (teachers, QA, HOS and SEO) inhibbits their performance 

in the prescribed duties.  
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Furthermore, the findings of this study indicated that most of the ILs did not receive 

any in-service training to equip them in non-expertise areas of their duties. It is 

somewhat surprising that no any QA among other ILs who had received INSET 

related to inclusive education although they are only one to ensure the quality of 

education to all students particularly students with VI.  

However, this result had not previously been described there were other related 

findings from studies conducted in other levels or context of inclusive education. 

Chaula (2014) and Mwakyeja (2013) found the same setback to teachers who 

teaching in inclusive schools. The current study went further to ILs where there was 

no any literature  established on the status of INSET related to inclusive education 

among ILs. It is difficult to explain this result as it was not studied but it might be 

related to budget constraints, limited collaboration between ILs some of whom were 

experts of inclusive education (such as SEO) as reported by the study respondents. 

The value of the previous studies suggest that a strong link may exist between 

INSET and inclusive education practicioners’ attitudes and work performance.  

Moshe (2017) in the study concerned inclusion assistants in general education 

setting, reveiled that the enduse INSET brought effects on attitudes and performance 

among inclusion assistants. Similar results were found in the study by Lelashvili 

(2014) who established the improvement of pre-service training and re-train of in-

service that have impact on attitude and performance which was the setback found in 

this study that, many practicioners of inclusive education were too young 

inexperienced and non-professional experts.  

A possible explanation of the current fundings is that negative attitudes of some ILs 

and constraints alongside their duties pgenerates again both negative attitudes, and 

maladministration among ILs in their duties. This argument is because prior studies 
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established the relationship between those explained challenges  and the 

performance of practicioners (Moshe, 2017; Mwinyipembe & Orodho, 2014). This 

argument is a little contrary to the suggestion made by HakiElimu (2018) that 

according to stakeholders students with VI may successfully learn learn in special 

schools rather than inclusive schools.  

This controversy may exist because HakiElimu (2018) discussion did not go beyond 

discriptives data on attitude, hence its findings lacked in- depth understanding of the 

particular problem (Creswell, 2012). All in all, the dominance of negative attitude 

and constraints in inclusive education as explained above has effects on learning 

achievement among students with VI in inclusive secondary schools. 
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CHAPTER SIX 

SUMMARY, CONCLUSION AND RECOMMENDATIONS 

6.1 Introduction 

Based on the findings of this study, this chapter presents summary, conclusion, 

recommendation suggested for the improvement on the academic performance 

impediments facing students with VI in inclusive secondary schools and the last part 

presents the recommendations for future actions and research. 

6.2 Summary of the Study 

The purpose of the study was to investigate academic performance impediments 

among students with VI in inclusive secondary schools in Tanzania. Specific 

objectives for this study were to examine teaching - learning strategies used in 

inclusive secondary schools to accommodate students with visual impairment and to 

determine the extent to which teachers adapt the learning-teaching resources and 

examination to address the needs of students with visual impairment. Other specific 

objectives were to examine how students’ level of orientation and mobility affect 

access to learning among students with visual impairment and to establish how 

instructional leaders support students with visual impairment to access learning- 

teaching materials in inclusive secondary schools.  

The social model of disability governed the study. This theory supports and covers 

some important aspects that the study has interest on. For instance, the theory 

emphasises on inclusion rather than exclusion as the aim of education is to prepare 

the future functional members of the society who have to be raised within such a 

community. Further, the theory views the cure to people with disability is on 

restructuring the society and not individual. This concept triggered the need for 
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adapting teaching strategies, resources and examination. It also indicated the need 

for orientation and mobility and special considerations from administrators. Finally, 

the theoretical view on demarcation between impairment and disability may turn 

down negative attitudes of the community towards people with disability. 

The study employed descriptive survey design and was conducted along four regions 

of Tanzania in which three inclusive secondary schools were sampled, with a total of 

four hundred and eighty four (484) participants. Both purposive and non-purposive 

sampling techniques were employed to select participants. Data were obtained 

through questionnaire, interview, observation, focus group discussion and 

documentary review. Hereunder are the major findings of the study: 

The study has shown that most of the learning - teaching methods and strategies 

employed in inclusive secondary schools were not adapted to the learning style of 

students with VI. However, it was seen that some aspects for adaptation of learning- 

teaching strategies were well executed although the majority were dissatisfied by 

students with VI those strategies made. In general, therefore, it seems that most of 

students with VI in inclusive secondary schools were hindered in accessing 

appropriately education due to inappropriate use of learning - teaching methods and 

strategies. 

Also, this study has found that generally, there is inappropriate or no adaptation of 

learning- teaching resources and examination towards the learning style of students 

with VI. The failure of adapting learning - teaching resources and examination were 

linked with some constraints such as lack of relevant skills among teachers and 

absence of some appropriate resources. Again, students with VI dissatisfied with 

learning- teaching resources adapted by their teachers did not meet their learning 
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style. Either further failure of adapting examination during test construction or 

during administering of such examination inhibit their ability to fully use their 

potential in responding to examination questions. This result indicates that, students 

with VI are affected during learning and in the assessment of learning. An 

implication of this is the possibility that underachievement of students with VI is 

associated with unfriendly learning- teaching resources and examinations. 

In addition, the results of this study indicated that students with VI do not receive 

any official scheduled orientation and mobility services. In addition, the school 

environments were not adapted to appropriate accommodation of students with VI. 

Orientation and mobility are one of the necessary skills for students with VI. 

However, unfortunately, these are inapplicable in inclusive secondary schools, 

which have unfriendly environment for students with VI. Lack of orientation and 

mobility trainings is associated with administrative and skill constraints. However, it 

is students with VI who are affected by being hindered to flexible access of learning. 

Furthermore, the evidence from this study indicated that ILs did not fully support the 

appropriate learning- teaching of students with VI. In addition, the study found a 

number of constraints inhibiting them from optimal execution of their 

responsibilities. Budget and skills related constraints dominated their problems; 

however the students with VI were more victimized by those constraints compared 

to their sighted peers. Taken together, these results suggest that ILs were not able to 

attain fully implementation of their duties especially to this delicate, young inclusive 

education. Therefore, this puts students with VI in more danger zone compared to 

their sighted peers in attainment of education goals, particularly in academic 

performance. 
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6.3 Conclusion Drawn From the Study 

Tanzania has made achievement in inclusive education through development of 

several policies. However, the execution of those policies has always not attained its 

ideal goals. This inhibits the rights of education to the minority in the education 

system who happened to be students with VI. The on-going problem of academic 

performance among students with VI is an exemplary aspect that justifies the 

educational constraints which continue to inhibit the right of education to students 

with VI regardless of policies set for. Their performance in comparing equal terms 

with their sighted peers is low due to different barriers they face in their learning- 

teaching process and through maladministration of some key instructional leaders. 

Based on the findings of this study, it can be concluded that inclusive education is 

not yet well established in secondary education in Tanzania. Likewise, students with 

VI and other inclusive education practitioners are still facing many constraints that 

affect the execution of their own and policies ideal goals. The final victims of those 

constraints are students with VI from inclusive secondary schools who often fail to 

access education appropriately something that results to their poor academic 

performance.  

The conclusion has been reached due to the fact that there is still inappropriate use 

of learning methods, lack of adaptation on learning- teaching strategies, 

inappropriate adaptation of learning- teaching resources and inappropriate 

adaptation of examinations to the learning style of students with VI. Other reasons 

includes lack of orientation and mobility trainings to students with VI and 

maladministration of inclusive education due to some explained prevailing 

constraints. 
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6.4 Recommendations 

The findings of this study cannot be generalized to the entire inclusive secondary schools in 

Tanzania, though it gives the current picture of the situation through its huge sample that 

was predetermined randomly. Hence, the recommendation given here should not be 

seen as a critique for the things that are lacking in the three surveyed inclusive 

secondary schools but as support and assistance for them to move forward for 

improvement of inclusive secondary education. 

6.4.1 Recommendations for Action 

i. The Ministry of Education, Science and Technology (MoEST) under either 

National Council for Technical education (NACTE) or Tanzania Commission 

for University (TCU) should incorporate inclusive education in the curriculum 

for general teachers’ education so that at least every graduate teacher has some 

basic skills and knowledge on how to handle inclusive classrooms. 

ii. All stakeholders in inclusive secondary schools should work together as a team. 

Through cooperation, they can organize different seminars and workshops where 

expertise knowledge and skills can be disseminated and developed by few 

experts present in the field. This can help GTs and ILs to be more creative, 

responsible and committed in inclusive education. 

iii. The Ministry of Education, Science and Technology (MoEST) should provide 

appropriate learning materials for students with VI. Further, it should provide 

funds to organize seminars and workshops for teachers and ILs especially QAs 

who are isolated by the administrative structure from President's Office Regional 

Administration and Local Government (PMO-RALG) who monitor day to day 

inclusive education practices to MoEST who deal with education policies.  
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iv. The Ministry of Education, Science and Technology (MoEST) should consider 

special needs of students with VI in schools when allocating capitation fund 

because their facilities are very expensive compared to those of their sighted 

peers. 

6.4.2 Recommendation for Further Research 

i. Due to the new free- fee education policy introduced in education level of the 

current study, there is a need of a study to explain the effect of the particular 

policy on secondary inclusive education, particularly to students with VI. 

ii. Following the disjuncture of teachers strategies to facilitate students with VI 

learning and disapproval of it by students with VI a developmental study on new 

approach of teaching students with VI, in an inclusive classroom is needed. 

iii. Further, correlational or experimental studies are needed to test the effect of 

variables such as adapted learning- teaching strategies, appropriate adaptation of 

resources and examination, orientation and mobility and effective instructional 

leadership on academic performance of students with VI in inclusive secondary 

schools. 
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APPENDICES 

Appendi 1. 1 Secondary Schools Currently Enrolling Children with Visual 

Impairments in Tanzania 

S/n 

Name of the 

secondary school 

Status Region 

1.  Shinyanga  ‘O’level-Boys  Shinyanga 

2.  Mwenge  ‘O’& ‘A’level-Boys Singida. 

3.  Moshi  ‘O’level-Boys Kilimanjaro 

4.  Tumaini  “O” Level – Girls  Singida 

5.  Kilosa  ‘O’level-Boys Morogoro 

6.  Korogwe Girls  ‘O’level-Girls  Tanga 

7.  Tabora Girls  ‘O’& ‘A’level-Girls Tabora 

8.  Kantalamba  ‘O’level-Boys  Rukwa 

9.  Songea Boys  ‘O’ Level Boys  Ruvuma 

10 B.W. Mkapa  ‘O’& ‘A’level-Co-Edu.  Dar es Salaam 

11 Lugalo  O’& ‘A’level-Co-Edu.  Iringa 

12  Longido  “O” Level Co-Edu.  Arusha 

13 Mkolani  “O” Level Co-Edu.  Mwanza 

14 Lugoba  “O’&‘A’level-Co-Edu.  Pwani 

15 Mtwara Technique  O’& ‘A’level-Co-Edu.  Mtwara 

 

Source: Mwakyeja (2013) 
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Appendix 2. 1 Response Options for Examinations 

 Scribe Word 

processing 

Braille Extra time 

Australia Yes Yes Yes Braille: between 10-20 minutes 

per half hour (depending upon 

subject) Low Vision: usually 5 

minutes per half hour 

Canada Yes Yes Yes Maximum time not specified 

(negotiated individually - based 

upon in-class tests) 

Czech 

Republic 

Yes Yes Yes Based upon need (partly linked 

to level of vision). +75% time, 

+100% time 

Denmark Yes Yes Yes Usually +50% 

France Yes Yes Yes Usually +33% 

Germany Yes Yes Yes Negotiated individually (based 

upon in-class tests) 

Ireland Yes Yes Yes Braille 10 minutes per hour 

(max of half hour) 

Netherlands Yes Yes Yes Partially sighted: +50%; braille 

and low vision: +100% 

Scotland Yes Yes Yes Negotiated individually 

Sweden Yes Yes Yes No exact time given in the 

guidelines 

Source: Douglas et al (2009) 
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Appendix 2. 2: Access Arrangements – Modification of Question Content 

 Description of modifications 

Australia Modification only occurs if the question is not accessible or 

unsuitable due to time restraints in an examination setting. Discussion 

with the examiner occurs to determine what is being tested. Pictures 

are always described by the examiner. Minimal change occurs (that is 

bottom-up approach) only if the question is inaccessible or 

unreasonable from a time situation in an examination context. 

Canada Questions are adapted/replaced as required to make them fair and 

equitable to the braille reader.  Some questions eliminated and 

replaced by a similar question of the same level of difficulty 

(complexity) that does not rely on visual information. 

Czech 

Republic 

Text descriptions of images or graphics, visually simplified tables 

and diagrams, substitution of the items which are inaccessible (based 

on visual perception) or items which are emotionally touching for 

people with visual impairment. 

Denmark e.g. replacing pictures with description of pictures. 

France For some exams and subjects (geography, science), e.g.  description 

of images; in sciences, some candidates cannot take some 

experimental tasks, in geography drawing a map is replaced by a one 

page description and maps are presented in a readable way for blind 

readers (with some simplifications). 

Germany 3-dimensional graphs could be presented as models 

Ireland e.g. text descriptions of picture or graphics, visually simplified tables 

and graphs, tactile diagrams. Including 3-D objects but not 

immediately. 

Netherlands text descriptions of pictures or graphics, simplified tables and graphs. 

Scotland e.g. simplification of graphics, replacement of diagrams with text. 

Braille papers may have content modified. 

Sweden This is carried out by Swedish National Agency for Special Needs 

Education and Schools (SPSM) 

Source: Douglas et al (2009) 
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Appendix 3. 1: Questionnaire for Learners with Visual Impairments 

This questionnaire is intended for the academic purpose of 

assessing the academic performance impediments to 

students with visual impairment in inclusive secondary 

schools in Tanzania. The confidentiality of your response 

at this questionnaire will be maintained. I assure that the 

information obtained from you through this questionnaire 

will only be summarized and generalized in my research 

and not presented as your individual response. You are 

encouraged to respond all questions openly and truthfully. 

You are informed to choose a questionnaire of either 

Kiswahili or English. 

Section A: Personal information.  

Please tick OR write a letter of which it is appropriate 

1. Age:  

a. 10yrs- 15yrs [      ]         

b. 16yrs-20yrs [       ]     

c.  21yrs-25yrs [     ]   

d.  26yrs-30yrs [      ] 

2.  Sex:  

a. Male  [   ]   

b.  Female   [     ] 

3. Year of study:  

a. Form 1   [    ]     

b. Form 2   [     ]      

c. Form 3  [     ]      

d. Form 4    [      ] 

4. Severity of your impairment:   

a. Total blind   [     ]    

b. Partial blind 
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Section B:  

Please indicate the correct response by circling it and explain where space 

provided. 

5. Are their any learning resources which are not available and you feel if 

provided they can support your learning in this inclusive classroom? Yes/ No 

If yes, list them……………………………………………………… 

6. Are the teaching strategies used by teachers appropriate? Yes/ No. 

Explain………………………………………………………… 

7. How do you take notes during class session?............................. … 

8. Are you given extra time during exams? Yes/ No If yes, how many more 

minutes per every hour?.................................................................... 

9. Is the curriculum used in your school adapted to suit your learning style? 

Yes/ No Elaborate…………………………………………………… 

10. Have you ever been trained in orientation and mobility? Yes/ No 

If yes, explain ………………………………………………… 

11. Are new learners with visual impairments given the orientation of the school 

before they begin their classes? Yes/ No……… If no what challenges do 

they face when trying to locate for the learning centres where their lessons 

are taking place?…………………………… …………………… 

12. Do all learners who are total blind in your school have white canes? Yes/ No  

If No who assists them in moving around within and outside the 

school?........................................................................... 
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SECTION C 

From the following statement, please indicate the degree to 

which the statement is true of you by writing the number of 

your correct response. Percentage is provided after every 

response to help your rating. 

 

13. You are provided with all learning material in your school 

a. Not true at all <20% 

b. Slight true <40% 

c. Moderate true ≈50% 

d. Very true >60% 

e. Extreme true >90% 

14. The resources provided are enough for all students with visual impairments 

in your school 

a. Not true at all <20% 

b. Slight true <40% 

c. Moderate true ≈50% 

d. Very true >60% 

e. Extreme true >90% 

15. There are other learning resources which are not available 

a. Not true at all <20% 

b. Slight true <40% 

c. Moderate true ≈50% 

d. Very true >60% 

e. Extreme true >90% 

16. Some missed learning resources, if could be provided they can accelerate my 

academic performance 

a. Not true at all <20% 

b. Slight true <40% 
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c. Moderate true ≈50% 

d. Very true >60% 

e. Extreme true >90% 

17. I am feeling comfortable studying in inclusive classroom 

a. Not true at all <20% 

b. Slight true <40% 

c. Moderate true ≈50% 

d. Very true >60% 

e. Extreme true >90% 

18. Teachers employs supportive teaching and learning strategies 

a. Not true at all <20% 

b. Slight true <40% 

c. Moderate true ≈50% 

d. Very true >60% 

e. Extreme true >90% 

19. I am always successfully take notes during class session 

a. Not true at all <20% 

b. Slight true <40% 

c. Moderate true ≈50% 

d. Very true >60% 

e. Extreme true >90% 

20. I always given extra time during exams 

a. Not true at all <20% 

b. Slight true <40% 

c. Moderate true ≈50% 

d. Very true >60% 

e. Extreme true >90% 
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21. I have been fully trained in orientation and mobility 

a. Not true at all <20% 

b. Slight true <40% 

c. Moderate true ≈50% 

d. Very true >60% 

e. Extreme true >90% 

22. Orientation and mobility guarantees my academic performance 

a. Not true at all <20% 

b. Slight true <40% 

c. Moderate true ≈50% 

d. Very true >60% 

e. Extreme true >90% 

 

Thank you for your Time 
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Appendix 3. 2: Questionnaire for Sighted Learners (SS) 

This questionnaire is intended for the academic purpose of assessing the 

academic performance impediments to students with visual impairment in 

inclusive secondary schools in Tanzania. The confidentiality of your 

response at this questionnaire will be maintained. I assure that the 

information obtained from you through this questionnaire will only be 

summarized and generalized in my research and not presented as your 

individual response. You are encouraged to respond all questions openly 

and truthfully. You are informed to choose a questionnaire of either 

Kiswahili or English. 

Section A: Personal Information. 

Please tick which is appropriate 

1. Age: 10yrs- 15yrs [      ]        16yrs-20yrs [       ]     21yrs-25yrs [     ]   26yrs-

30yrs [      ] 

2.  Sex: Male  [   ]   Female   [     ] 

3. Year of study: Form 1   [    ]    Form 2   [   ]    Form 3  [    ]     Form 4   [      ] 

Section B:  

Please indicate the correct response by circling it and explain where space 

provided. 

4. Are the teaching strategies used by teachers appropriate to students with 

visual impairment? Yes/ No. If NO Explain how could it be 

improved……………… 

5. Do you think learners with visual impairments face challenges when they 

go outside the class? Yes/ No. Explain…………………………………… 

6. Do you think that learners with visual impairments are comfortable learning 

together with you in class? Yes/ No. Explain………………………………… 

7. Do learners with visual impairments depend on the sighted students in 

taking notes during the lesson? Yes/ No, Explain how ……………………… 

8. From your observation, do you feel that teachers give attention to learners 

with visual impairments? Yes/ No, explain……………………. 

9. Do you feel that learners with visual impairments rely too much on you 

during the lesson  and other extra activities Yes/ No……………If, Yes 

explain…………………………………………..… 
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10. Is the environment of your school adapted to the needs of 

students with visual impairments? Yes/ No……….If No suggest ways 

through which it can be modified……………………… 

 

SECTION C 

From the following statement, please indicate the degree to 

which the statement is true of you by ticking in the box of 

your correct response at the end of the statement. 

Percentage is provided after every response to help your 

rating. 

S/

N Item 

N
o
t tru

e at all 

S
lig

h
tly

 tru
e 

M
o
d

erate tru
e 

V
ery

 tru
e 

E
x
trem

e tru
e 

>
2
0
%

 

>
4
0
%

 

≈50
 

<
6
0
%

 

<
9
0
%

 

11 Teaching strategies employed by teachers are 

appropriate for students with visual impairment 

     

12 The resources provided are enough for all 

students with visual impairments in your 

school? 

     

13 There are other learning resources which are 

not available 

     

14 Students with visual impairment are facing 

challenges during the process of learning 

     

15 You are feeling comfortable studying together 

with students with visual impairment 

     

16 Students with visual impairment face some 

challenges in tracing learning material 

     

17 Students with visual impairment are always 

given extra time during class assignment and 

examination 

     

18. As a student of this inclusive secondary school what is your suggestion to adapt 

for the improvement of academic performance of students with visual impairment in 

these inclusive secondary school? …………………...…………………………….. 

Thank you for your Time 
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Appendix 3. 3: Questionnaire for General Teachers (GT) 

This questionnaire is intended for the academic purpose 

of assessing the academic performance impediments to 

students with visual impairment in inclusive secondary 

schools in Tanzania. The confidentiality of your response 

at this questionnaire will be maintained. I assure that the 

information obtained from you through this questionnaire 

will only be summarized and generalized in my research 

and not presented as your individual response. You are 

encouraged to respond all questions openly and 

truthfully.  

SECTION A: Personal Particulars 

Please tick where appropriate 

1. Are you ……….. Female   [     ]       Male    [      ] 

2. What is your age? 

 <30 years old       [      ] 

 31- 40 years old   [     ] 

 41- 50 years old    [     ] 

 >61   years old      [      ] 

3. How many years of teaching have you completed in inclusive secondary 

schools? 

 <5 years    [      ] 

 6- 10 years    [     ] 

 11- 15 years     [    ] 

 16-20 years   [    ] 

 >21 Years    [     ] 

4. Your subject of specialization ……………….. 

Biology [   ]     English [    ]    Chemistry [     ]      Physics [     ]   Civics [    ]   

History [   ]   Kiswahili [     ]      Geography [      ]   Literature   [      ] 

Mathematics [    ] Other [    ] 

5. Have you undergone any In-service Training (INSET) on teaching students 

with visual impairment in inclusive classes……  YES [     ]      NO   [     ] 
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SECTION B 

Please indicate the correct response by circling it and explain 

where space provided. 

 

6. Briefly explain the problems you encounter when interacting and teaching 

learners with visual impairments? .............................................................. 

7. Is the curriculum used in your school modified to suit the learning style of 

students with visual impairments? Yes/ No If yes, briefly explain……… 

8. Do you adapt learning resources that you use during teaching to suit the 

needs of the learners with visual impairments? Yes/ No If yes, briefly 

explain……………………… ………………………………… 

9. Are learners with visual impairments able to take notes and cope with your 

teaching methods comfortably? Yes/ No If no, where do they get notes for 

revision?.............................................................................. 

10. How do you evaluate and give feedback to students with visual impairments?  

11. Do you have brailed materials including text books? Yes/ No If no, how do 

they do their assignments and other further readings?.................................. 

12. What challenges do you feel that learners with visual impairments encounter 

during these learning and teaching process? ...................... 

13. List problems that you encounter in the process of learning and teaching 

inclusive classes? .............................................................. 

14. Explain how the following, not/ supports students with visual impairment to 

access learning and teaching materials 

I. Head of school……………………………………………… 

II. Special education officer……………………………………...  

III. Quality assures………………………..……………………… 
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15. As a teacher in inclusive secondary school, what recommendations would 

you give to improve academic performance of learners with visual 

impairments? ....................... .....………………… …………… 

SECTION C 

From the following statement, please indicate the degree to 

which the statement is true of you by ticking in the box of your 

correct response at the end of the statement. Percentage is 

provided after every response to help your rating. 

 

S/

N Item 

S
tro

n
g
 d

isag
ree

 

D
isag

ree 

A
g
ree/ d

isag
ree

 

A
g
ree 

S
tro

n
g
 ag

ree
 

>
2
0
%

 

>
4
0
%

 

≈50%
 

<
6
0
%

 

<
9
0
%

 

16 I sometimes use individualised education 

strategies for student with visual impairment  

     

17 I sometimes face assessment challenges for 

students with visual impairment 

     

18 The curriculum used in my school is modified 

to suite the learning needs of students with 

visual impairments?  

     

19 Learning resources that I use during teaching 

and learning are adapted to suit the learning 

style of students with visual impairment? 

     

20 All students with visual impairment are able to 

take notes and cope with my teaching 

comfortably? 

     

21 All students with visual impairment have right 

facilities during teaching and learning process 

     

22 I always collaborate with special educationist 

in preparation and executing the lesson 

     

 

Thank you, for your time 
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Appendix 3. 4: Interview Guide for Special Education Officer 

I. School code………………………………………. 

PREAMBLE 

This interview is intended for the academic purpose of assessing the 

performance impediments to students with visual impairment in 

inclusive secondary schools in Tanzania. The confidentiality of 

your response at this interview will be maintained. I assure that the 

information obtained from you in this interview will only be 

summarized and generalized in my research and not presented as 

your individual response. You are encouraged to present your views 

openly and truthfully by using any language of your choice 

(Swahili/ English). 

1. Have you had previous experience teaching students with visual impairment 

or with other disability ……………… How long …………….Years 

2. Are you the specialist of visual impairment education/ inclusive education/ 

special needs education? …….. 

3. Do you appreciate your job descriptions as prescribed in your appointment 

letter for this position?      YES/   NO                   Explain………………….. 

4. What challenges do you facing in Performing your duties ………………… 

5. Do you include inclusive secondary schools in your strategic plan?   YES/ 

NO   Explain, How ………………………………..could I see it?................. 

6. Do you involve other instructional leaders (Head of inclusive secondary 

schools and Quality assures) when making decisions concerning inclusive 

education for learners with visual impairment?   YES/NO  Explain……….. 

7. Do you have teachers who are trained in the inclusive/ special need 

education? NOT special education        YES/NO            May you give me 

their list including their level of education, subjects of specialization and 

working experience?............................................................................... 

8. Do you have a means to assess teachers’ methodological competences in 

teaching students with visual impairment in inclusive classes? YES/   NO             

Explain on how is it ………………………………….. 

9. Do you have any staff development programmes concerning inclusive 

education of students with visual impairment? YES/NO  Explain………….. 
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10. What are the curriculum barriers for the implementation of inclusive 

education for learners with visual impairment in inclusive classes? 

……………… 

11. What do you think are the measures to be put into consideration to improve 

Teaching and Learning process for students with visual impairment in the 

inclusive classroom? ……………… 

12. Do the district/ Municipal authority allocate enough finance to your special 

education budget       YES/    NO 

13. Is the budget you plan enough for students with visual impairment to help in 

availing the special equipment needed for the teaching and learning process 

………… YES/NO  Explain …………………………………….. 

14. Does the quality insurer’s office, have any expert of inclusive / Special need 

education?       YES/ NO         if NO how do they perform inspection in 

inclusive classroom? ………..and how it can affect students with visual 

impairment…… 

15. Do quality insurers provide to you a feedback on in-class teaching-learning 

activities and resources from inclusive secondary schools?...  

YES/NO           Explain…………… 

16. Explain the policy strategies that could be employed in address the factors 

hindering efficient provision of inclusive education in secondary schools, 

especially to students with visual impairment ………………………….… 

 

Thank you 
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Appendix 3. 5: Interview Guide for Head of Schools 

 

School Code ……………………………… 

PREAMBLE 

This interview is intended for the academic purpose of assessing the 

performance impediments to students with visual impairment in 

inclusive secondary schools in Tanzania. The confidentiality of 

your response at this interview will be maintained. I assure that the 

information obtained from you in this interview will only be 

summarized and generalized in my research and not presented as 

your individual response. You are encouraged to present your views 

openly and truthfully by using any language of your choice 

(Swahili/ English). 

1. How many years of teaching have you completed in inclusive secondary 

schools? …… 

2. How many years of being a head of inclusive secondary school have 

completed? 

3. Have you undergone any INSET on teaching students with visual 

impairment in inclusive classes………………  YES [     ]      NO   [     ] 
4. Do you have the means to assess teachers’ methodological competences in 

teaching students with visual impairment in inclusive classes?....  YES/  NO  

If “YES” Explain them…………………………………………… 

5. Do you have any staff development programmes concerning inclusive 

education? YES/ NO.   Explain……………………………………… 

6. What are the curriculum barriers in the implementation of inclusive 

education for learners with visual impairment in your school? 

……………………  

7. Do appreciate having students with visual impairment in your school? 

Yes/ No Explain………………………………  

8. Have you included inclusive education in your strategic plan? 

Yes/ No Explain……………………………………………  

9. Do you involve special education teachers when making decisions 

concerning 

inclusive education for learners with visual impairments? YES/ NO. Explain 

........................... 
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10. What do you think are the measures to be put in place to improve the 

accessibility to students with visual impairment in classes and environment? 

..............................................………… 

11. Is there enough financial allocation to learners with visual impairments to 

help in availing the special equipment needed for their teaching and learning 

process?. ………………….Yes/ No 

12. Who provides the required equipment and other learning materials for 

learners with visual impairments?.............................. 

13. What type of equipment is available in your school for learners with 

visual impairments in order to facilitate their efficient learning process in the 

inclusive classrooms?................................................  

14. Does every learner with visual impairment have enough learning resources 

to support them in their academic performance?..........YES/ NO, If NO how 

does it affect their academic performance?............................ 

15. Is the library/ resource room equipped with the relevant braille materials for 

the use by learners with visual impairments? ...................... Yes/ No  

If NO, how do make self-studies…………………………. 

16. Suggest policy strategies that could be employed to address the factors 

hindering efficient provision of inclusive education in your 

school………………… 

 

 

Thank you for your time 
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Appendix 3. 6: Interview Guide for Special Education Teachers 

I. School Code………………………………………. 

PREAMBLE 

This interview is intended for the academic purpose of assessing the 

performance impediments to students with visual impairment in 

inclusive secondary schools in Tanzania. The confidentiality of 

your response at this interview will be maintained. I assure that the 

information obtained from you in this interview will only be 

summarized and generalized in my research and not presented as 

your individual response. You are encouraged to present your views 

openly and truthfully by using any language of your choice 

(Swahili/ English). 

1. Are you the specialist of visual impairment education/ inclusive education/ 

special needs education? …….. 

2. Do you appreciate your job, being the special education teacher  

YES/NO                                                     Explain……………… 

3. Do you collaborate with general teachers to facilitate their duties in inclusive 

classes? How …………………………………………. 

4. Do you involved by your instructional leaders (Head of inclusive secondary 

schools and Quality assures) when making decisions concerning inclusive 

education for students with visual impairment? YES/NO Explain…………… 

5. What are the curriculum barriers for the implementation of inclusive education 

for students with visual impairment in inclusive classes? ……………………… 

6. How setting of examination done for students with visual impairment in relation 

to their sighted peers? 

7. Do the head of school allocate enough finance for facilities and equipment of 

students with visual impairment? YES/NO, Explain …………………… 

8. How special education officer co-operate with you for the implementation of 

inclusive education? ………………………..………………………. 

9. What is the status of teaching and learning resources in your school? ………….. 

10. What teaching methods you often use to teach students in inclusive 

classrooms?..... 

11. How do you adapt the mentioned teaching methods to meet the needs of students 

with visual impairments in inclusive classrooms? …………………………. 



 

147 

12. What challenges do you face in using and adapting teaching methods for 

students with visual impairments in an inclusive classroom? ………… 

13.  (a) Do you understand Individualized Education Plan (IEP)? 

(b) (i) If the answer is “Yes”, how do you understand it?........................................ 

     (ii) How do you implement it to meet the needs of students with visual 

impairments in inclusive classrooms? …………………………………… 

14.  

a. Do you understand orientation and mobility  YES/ NO 

b. If YES how do you understand it ………….. 

c. Are your school have a special session of it for students with visual 

impairment? YES/ NO. 

d. If YES how?  If NO why? 

e. What challenges/ benefit students they got from if they are either 

provided or not… 

15. What challenges do you face in the collaborating with general teachers in an 

inclusive classroom? ……………………………………… 

16. What do you think are the measures to be put into consideration to improve 

learning- teaching process for students with visual impairment in the inclusive 

classroom? ……………… 

 

Thank you, for your time 
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Appendix 3. 7: Interview Guide for Quality Assurers 

 

PREAMBLE 

This interview is intended for the academic purpose of assessing the 

performance impediments to students with visual impairment in 

inclusive secondary schools in Tanzania. The confidentiality of 

your response at this interview will be maintained. I assure that the 

information obtained from you in this interview will only be 

summarized and generalized in my research and not presented as 

your individual response. You are encouraged to present your views 

openly and truthfully by using any language of your choice 

(Swahili/ English). 

 

1. How many years of supervising education have you completed in an area 

with inclusive secondary schools? …… 

2. Have you undergone any INSET on supervising inclusive education/ its 

methodological aspects ………………  YES [     ]      NO   [     ] 

3. Do you have the means to assess teachers’ methodological competences in 

teaching students with visual impairment in inclusive classes?....  YES/  NO, 

Explain them……………………………………………….. 

4. From your supervision experience, rank from the most preferable at least five 

(5) common teaching- learning methods used by teachers in your inclusive 

secondary school that includes students with visual impairment …………… 

5. Do you have any established mechanism to provide supervision feedback 

concerning inclusive education practices experienced from classroom 

inspection to special education officer at district/ municipal level YES/ NO.   

Explain…………………… 

6. Do you have an adapted terms of reference for classroom inspection 

specified for inclusive classes YES/ NO. Explain…………………………IF 

YES, could you give me a copy of general and that adapted terms of 

reference for general and inclusive classrooms respectively) 

7. What are the curriculum barriers for the implementation of inclusive 

education for learners with visual impairment in inclusive secondary schools 

of your area? …………………………………………………… 

8. Do you appreciate inclusive education practices? YES/ NO. 

Explain………… 
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9. Have you included inclusive education in your strategic plan? 

YES/ NO. Explain…………………………………………IF YES, could you 

provide me a supporting document for at least 2 past years) 

10. In your quality assurers team of your area, have you any inclusive education 

expert? YES/ NO Explain ...............................…………………… IF YES, 

could you provide me a list of such a team indicating those with either 

special education or inclusive education background) 

11. What do you think are the measures to be put in place to improve the 

accessibility of learning among students with visual impairment in inclusive 

secondary schools? ……………………… 

12. Are there enough resources allocation to learners with visual impairments to 

help in availing the special equipment needed for their teaching and learning 

process?. ………………….Yes/ No, Explain ………… 

13. Does every learner with visual impairment have enough learning resources 

and friend school environment to support them in their academic activity in 

inclusive secondary schools of  your area?..........YES/ NO If NO, how does 

it affect  

a. Independent learning process of students with visual 

impairment………. 

b. Adaptation of appropriate teaching and learning strategies for 

students with visual impairment…………………………………. 

14. Highlight on policy strategies that could be employed to address the 

factors hindering efficient provision of inclusive education in your 

school……………………………………………..………………… 

 

Thank you for your time 
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Appendix 3. 8: Observation Checklist 

For recording classroom discourse and event during learning and 

teaching process in the inclusive classroom. It is aimed at assessing 

classroom implementation of inclusive education for students with 

visual impairment. It shall focus on teaching strategies, adaptive 

resources, orientation, and mobility. 

Number of the school………………………. Class observed…………………….. 

Number of students………Number of students with visual impairment………… 

Subject observed………………. Date………………………. Time…………… 

I. Preparation before in-class session 

S/N EVENT 
C

o
u

ld
 

im
p

ro
v
e 

A
cc

ep
te

d
 

E
x
ce

ll
en

t 

N
o
t 

o
b

se
rv

ed
 

M
o
re

 

in
fo

rm
a
ti

o
n

 

01 Collaboration between special education 

teacher and general teacher to prepare 

the lesson 

     

02 Familiarize with individualized 

education programme (IEP) goals and 

objectives and other services specified 

to be provide 

     

03 Learn about students weakness/ strength 

and academic  needs and develop 

appropriate strategies 

     

04 Prepare and familiarize on braille notes 

and other equipments as tape recorder to 

be used by students with visual 

impairment 

     

05 Students with visual impairment have 

an access to the teaching aid before the 

in-class session 

     

 

 

 

 

 



 

151 

In-class session 

A. Teaching and Learning Resources 

S/N RESOURCES 

C
o
u

ld
 

im
p

ro
v
e 

A
cc

ep
te

d
 

E
x
ce

ll
en

t 

N
o
t 

o
b

se
rv

ed
 

M
o
re

 

in
fo

rm
a
ti

o
n

 

01 Large print reading materials      

02 Braille reading materials      

03 Cassette tape recorder/ player      

04 Magnification devices      

05 Braille writer; slate and stylus      

06 Supplementary light source (eg. Desk 

lamp)  

     

07 Teaching aid      

 

B. Instructional strategies 

S/N 

TEACHING METHODS AND  

STRATEGIES 

C
o
u

ld
 

im
p

ro
v
e 

A
cc

ep
te

d
 

E
x
ce

ll
en

t 

N
o
t 

o
b

se
rv

ed
 

M
o
re

 

in
fo

rm
a
ti

o
n

 

01 Students with visual impairment sit 

closer to see writing board/ Video/ 

demonstration etc 

     

02 Students with visual impairment are 

given large print/ braille copies of the 

teachers notes 

     

03 Teacher reads aloud while writing on 

the board 

     

04 Teacher records the session and provide 

audio tape to students soon after the 

session 

     

05 Provided opportunities for hand-on 

learning 

     

06 The teacher do not use lecture/ non-

participatory teaching methods  

     

07 Mostly the teacher stands around 

students with visual impairment 

     

08 Buddy system is operating during the 

session 

     

09 Teacher help the students with visual 

impairment independently 

     

10 Teachers ability to communicate with      
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students with visual impairment 

11 The use of multisensory approach      

12 Teacher speed of the presentation      

13 Teacher use real-life examples and 

concrete material to assist learning 

     

14 Teacher assist the students to organize 

thoughts and make connection between 

learning experience 

     

15 During assessment students with visual 

impairment are given additional time 

     

16 Regularly the teacher observe spelling, 

grammar and vocabulary development 

     

17 The teacher evaluate in-class 

assignment of students with visual 

impairments as of their peers 

     

18 The teacher speak in monotone       

19 The teacher provide on spot  feedback 

to students with visual impairment 

     

20 Methods of teaching (tick which 

dominate the lesson) 

1-Question and answers 2-Group 

discussion  3- role plays 4- Debate 5- 

any other participatory method 

6- Lecture 7-Observation  8-story 

telling 9- any other non-participatory 

method 

Participatory Non-

participatory 

 

1 2 3 4 5 6 7 8 9 

         

 

C. Orientation and Mobility 

S/N ORIENTATION AND MOBILITY 

C
o
u

ld
 

im
p

ro
v
e 

A
cc

ep
te

d
 

E
x
ce

ll
en

t 

N
o
t 

o
b

se
rv

ed
 

M
o
re

 

in
fo

rm
a

ti
o
n

 

01 Exits and entrance in relation to where 

student with visual impairment is  

     

02 Pathway  are unobstructed      

03 Books, bookbags and other personal 

items are properly stored 

     

04 Areas often used by students (eg. 

Centers of group discussion)are readily 

accessible 

     

05 Familiarization of students with 

configurations of desks  

     

06 Doors and storage areas are completely 

open/ completely closed at all times. 

     

07 Students with visual impairment knows 

several routine for teaching and learning 
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activities 

08 Tell me what you see questions, to find 

out whether the students see specific 

visual material 

     

  

II. After in-class session 

S/N EVENT 

C
o
u

ld
 

im
p

ro
v
e 

A
cc

ep
te

d
 

E
x
ce

ll
en

t 

N
o
t 

o
b

se
rv

ed
 

M
o
re

 

in
fo

rm
a
ti

o
n

 

01 The teacher plan to have additional 

session/ remedial for students with visual 

impairments 

     

02 The classroom session went as planned in 

the lesson plan 

     

03       

04       

 

 

Other Recognized Information  

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 
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Appendix 3. 9: Focus Group Discussion Guide 

 (This discussion will be between a researcher and students with visual impairment 

from highest level of education [form four]) 

This discussion is intended for the academic purpose of assessing 

the academic performance impediments to students with visual 

impairment in inclusive secondary schools in Tanzania. The 

confidentiality of our conversation at this discussion will be 

maintained. I assure that the information obtained from you in this 

discussion will only be summarized and generalized in my research 

and not presented as your individual response. You are encouraged 

to present your views openly and truthfully by using any language 

of your choice (Swahili/ English) and you may ask in whenever you 

need clarification. 

1. Referring to the classroom teaching- learning process, give your views on the 

appropriateness of the strategies employed by teachers to facilitate your 

learning process?  

2. Which were the difficulties do you think teachers are facing to appropriately 

support of your learning? 

3. Are your teachers often use appropriate teaching- learning resources?  

4. What do you think about the teaching- learning resources used by teachers? 

Were they able to make your learn successful? Give reasons. 

5. Are your examination modified to meet your handicap in terms of 

examination content and time? 

6. Are you continuously receive orientations and mobility in and out of the 

classroom? Does it have any impact in your academic performance? 

7. What could be adapted to facilitate your academic performance? 

8. Using your schooling experience, comment on strength and weakness in 

functions of the following in relation to your learning needs …….(a) Head of 

school (b) Special education officer  (c) Quality assurers. 

9. Assume that all constraints we discussed got their solution. What are likely 

to be your academic performance compared to your current status? 
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10. Suggest further strategies that if will be considered can improve your 

academic-performance? 

 

Appendix 3. 10: Documentary Review Checklist 

Document Title: Review Date: 

Section Item Y N  

Lesson 

Plan 

Adapted accordingly to needs of students 

with visual impairment and not as just 

stipulated in syllabus 

   

Indicated chances for individualized 

education 

   

It uses participatory teaching methods    

Appropriate resources for teaching    

Extra time for students with visual 

impairment is indicated to perform in-class 

tasks 

   

Lesson evaluation considers students with 

visual impairment 

   

Books/ 

past 

papers/ 

Other 

teaching 

resources 

Adequate Brailed format books    

Adequate Large front learning materials    

Audio books/ notes    

Test questions were set to meet the limits of 

students with visual impairment with the 

same theme to those of their sighted peers 

   

Added time were indicated (20 minutes 

more) 

   

There were enough teaching resource for 

students with visual impairment reserved 

   

There were enough resources for mobility 

and orientation 

   

Documents 

from 

special 

education 

officer and 

quality 

assurers 

Special education officer have time plan to 

visit inclusive secondary schools 

   

Quality assurers encompasses objectives for 

inclusive secondary school for students with 

visual impairment 
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Appendix 3. 11: Introductory Letters from Responsible Authorities 

 

 



 

157 
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