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ABSTRACT 

This study aimed at investigating the constraints facing implementation of inclusive 

model of education through exploration of how interactive, cooperative, 

participative, supportive and effective it is to learners with disability and their 

attitude against the concept in primary schools in Tanzania particularly in Ikungi 

District and the mitigation strategies in place. It is a qualitative case study with 

phenomenological approach and was guided by bio-ecological systems theory. 

Sampling of this study employed purposive sampling to obtain the respondents 

whereby 97 respondents were selected. This involved district education officials, 

head teachers from inclusive schools, teachers, pupils with and without disability and 

parents. Data were collected through questionnaires, interviews, focus group 

discussions and documentary review and were analyzed through descriptive and 

interpretive approaches. 

The findings revealed that some constraints exist in implementation of Inclusive 

education in selected schools. These are mainly on inadequate teacher training on 

special needs learners, shortage of teaching and learning facilities, poor and 

incomplete infrastructure and insufficient funding. The constraints affect effective 

learning to learners with disability. Also findings revealed that there is inconsistency 

in curriculum modifications and changes which don‘t consider special education.  

The study revealed that no specific strategies in place to mitigate the constraints in 

implementation of inclusive education. Government should make deliberate efforts 

to improve teaching and learning environment of inclusive schools by establishing 

good teachers training, modifying curriculum inclusive in favor of special needs 

learners, allocating sufficient budget and improving community participation in 

supporting inclusion in education for best education development to children with 

disability. 
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CHAPTER ONE 

INTRODUCTION 

1.1 Background to the Problem  

Global efforts to consider children with special needs in education have a long 

standing history. Miles (2000) claims that formal education for children with special 

needs began in India in 1869 when Jane Leupot, with the support of Church 

Missionary Societies (CMS), started a school for blind students in Benares long 

before such attempts were made in Europe. However, the evidence to state precisely 

when and where in the world these attempts were initiated have not been established.   

After two decades of global advocacy of education for children with special needs, 

majority of the estimated 150 million children with special need throughout the 

world remained deprived of education opportunities. Most of these are still 

considered silent and invisible members of many communities (Puri & George, 

2004). With the release of Salamanca Statement in 1994 (UNESCO, 2003), a large 

number of countries in the world started reformulating their policies to promote the 

inclusion of children with special need into mainstream schools. As a result many 

countries have accepted this movement ‗as an effectual means by which biased 

attitudes towards students with disabilities may be reduced‘ (Tungaraza, 2013, 19). 

In this study, the phrase ―inclusive education‖ means that children with special needs 

are served primarily in the general education settings under responsibility of a 

regular classroom teacher (Tungaraza, 2013:23).  

In Norway educational legislations put emphasis on educating the whole child, which 

includes responsibility for learning, safety and individual development (Befring, 

2001). The official declarations mean that each Norwegian school has three main 
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goals for each student: 1) to make a dignified useful reality, 2) to prepare them for 

later life, and 3) to support and uphold cultural and social values (Befring, 2001). All 

students with disability have a right to special needs amendments and adapted 

learning in all school subjects for all the thirteen school years. All teachers in 

Norway have a responsibility to create adapted teaching plans in all subjects in a way 

that the instruction is adapted to the individual students‘ ability with consideration to 

difficulty, amount, tempo and progression (Eriksen, 2012). In agreement with the 

Education Act, 2011 § 5-7 all students have a right to special classes or special 

pedagogical help if it is determined to be necessary after an assessment is conducted 

by a professional from their local community, this is also true for physical activity 

classes (Eriksen, 2012). 

Inclusive education has been practised since 1997 in Tanzania with the purpose of 

ensuring increased access and equality in education by marginalized children, 

including those with intellectual disability, in regular classroom situations (Foreman, 

2005). The major aim of inclusive education is to make sure that all children have 

access to and enjoy equal education opportunities in regular schools. Despite the 

introduction of inclusive education in Tanzania in 1997, majority of children with 

special needs are yet to receive appropriate education. The denial of access to 

education for children with special needs leads to life-long dependency, poverty and 

social exclusion, adding to stigma of intellectual disability (Dawson, Hollins, 

Mukongolwa, & Witchalls, 2003). It is also against Article 26 (1) of UDHR (1948) 

which states that: 

"Everyone has the right to education. Education shall be free, at least 

in the elementary and fundamental stages. Elementary education 

shall be compulsory... Education shall be directed to the full 

development of the human personality and to the strengthening of 

respect for human rights and fundamental freedoms. It shall promote 
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understanding, tolerance and friendship among all nations, racial or 

religious groups, and shall further the activities of the United 

Nations for the maintenance of peace" (p.26).  

Although progress has been made in Tanzania towards achieving Millennium 

Development Goals (MDGs) of Universal Primary Education (UPE) and the goals of 

Education for All (EFA), unfortunately, not many of disabled children receive 

education. According to Tanzania Disability Survey 2008 as cited in Masangwa 

(2010) only four out of ten children with disabilities aged 7 to 13 are attending 

school. UNESCO (2009) indicated that children with disability can attend inclusive 

or regular schools provided the environment is designed to be accessible and the 

institution is willing to accommodate them. This is seen as the best educational 

practice which will increase the accessibility to education to children with special 

needs. 

To achieve Education for All in inclusive educational settings is an enormous 

challenge for a country like Tanzania, as it is for any other country. According to 

MOEC‘s analysis of special needs education in primary schools in Tanzania (URT, 

2005:73) the vast majority of the children with disabilities are excluded from the 

educational system due to the following reasons: Long distances from home to 

special schools and units, poor transport infrastructure particularly in the rural areas, 

lack of trained teachers (both regular and special education teachers), lack of 

specialized equipment and teaching/learning materials suitable for children with 

disabilities, unreliable statistics of the number of children with disabilities, social 

economic constraints to parents of children with disabilities and negative attitudes in 

the community regarding disability. 
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Following the relatively recent advocacy of special needs issues on the international 

development agenda, this situation has also been initiated in Tanzania at the national 

level and at sector level including education (Tungaraza, 2013). A profound change 

has taken place globally in the thinking on special need issues, whereby the right of 

the people with special needs have been acknowledged in the society. This human 

rights and inclusion approach is also the basis of Tanzanian National Policy on 

Disability (2003). In that light, this study intended to investigate the constraints 

facing the implementation of inclusive education in primary schools in Ikungi 

District, Tanzania. 

1.2 Statement of the Problem  

Universal Declaration of Human Rights article No. 26 clarifies that, everyone has the 

right to education, and that education shall be directed to the full development of 

human personality and to the strengthening of respect for human rights and 

fundamental freedoms. Also it shall promote understanding, tolerance and friendship 

among all nations, racial or religious groups and shall further be the activities of all 

United Nations for the maintenance of peace (UNESCO, 1999). The Constitution of 

the United Republic of Tanzania (1998) and its amendment of 2008 under the act No. 

6 states that every person has the right to self education and every citizen shall be 

free to pursue education in a field of his or her choice up to the highest level 

according to their merit and ability. However, this right is not equally provided and 

accessed especially for disabled children (Tungaraza, 2009; 2004; Pembe, 2008).  

On the basis of human rights and constitutional rights, Tanzania governments and the 

community at large have full responsibility to ensure that children with special needs 

are not denied any right including the right to education as stipulated in Universal 
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Declaration of Human Rights and the Constitution of the United Republic of 

Tanzania (UN, 1948; MOEVT 2008). 

In Ikungi District, inclusive education was introduced in 2007; likewise since its 

inception there has not been any study to address on how its implementation has 

been made including learners and teachers perceptions and attitude towards inclusive 

learning, and coordination. The rights of children with special needs cannot be 

achieved without overcoming constraints and challenges facing inclusive education 

in Tanzania. This state of affairs triggered the need to address on the persistence of 

the constraints in implementation of inclusive education in Tanzania and in Ikungi 

District in particular. 

1.3 Objectives of the Study  

The Study aimed to examining implementation of inclusive education in Ikungi 

District. More specifically, the study intended to: 

i. Investigate the constraints of the implementation of inclusive education in 

Ikungi district. 

ii. Investigate which were the trend and patterns of implementation of inclusive 

education in Ikungi district.  

iii. Investigate the strategies in place to overcome the constraints of implementation 

of inclusive education. 

1.4 Research Questions  

This study was guided by the following questions; 

i. What are the constraints of implementation of inclusive education in 

inclusive schools in Ikungi district? 
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ii. What are the trends and patterns of inclusive education implementation in 

Ikungi district?  

iii. What are strategies in place to overcome the constraints facing 

implementation of inclusive education in Ikungi district?  

1.5 Significance of the Study  

The relevance of this study was based on the assumption of existing need of 

overcoming challenges facing implementation of inclusive education as a result of 

constraints on hand. It is expected that this study provides answers to some of the 

questions that stakeholders have, concerning the background and the current situation 

on how inclusive education is implemented, trend and patterns of implementing 

inclusive education and the strategies in place for its improvement in Tanzania, 

particularly in Ikungi District. The main focus of the study was on how accessible the 

inclusive education model of education is at present in relation to national policies 

and their guidelines and parameters on provision of education to all, specifically 

special needs groups (people with disability are among), the practice on the ground 

in policy buoyancy to realism by different stakeholders and society at large on the 

concept of inclusion in education and the knowledge of the actors on implementation 

of inclusive education. The National Education and Training Policy 1995 and 2014 

have not clearly stated on the rights, Mode and trends, who and how children with 

disabilities will access education as equal as normal pupils. Neither a concept of 

inclusive educational operations nor responsible department, special infrastructure, 

financing, special teacher training program and environment are stated in the two 

policies. In the ETP 1995, Chapters 3and 5, highlight the government responsibility 

to disadvantaged groups that; the government shall promote and facilitate access to 

education to disadvantaged social and cultural group. Then admission into courses 
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offered in teacher education institutions shall take in to account the necessity for 

teachers of children with special needs in education. Chapters 7and 10 are about 

curriculum development in all school levels and teacher training and educational 

financing. None of the chapters include inclusion in education or groups of 

disadvantaged as a whole. Not only the national Education and Training policies was 

focused on but also the National Policy on Disability, 2004 and together with 

coverage to most of important security measures and access to various services to 

people with disabilities, it has less elaboration and statements on how education shall 

be provided in equal range and specialties to conducive and effective teaching and 

learning environment. The concept of inclusion in school levels is not stated within.    

Children with disability need special attention on curriculum adaptation by assuring 

proper teaching models and approaches, adequate provision of teaching and learning 

materials, technological assistance, assessment mode and system, reliable funding 

and improved school teaching and learning environment. Teachers are key resource 

in successful implementation of inclusive education while parents of children with 

disability and the government are important pillars for educational inclusion 

achievement as have a big role to play in supporting children. The study was 

intensely engaged in examining stakeholders‘ practice and attitude towards 

implementation of inclusive education. 

The study also demanded to explore the reality on teachers‘ skills and knowledge on 

inclusion to education. The approach to special needs education has changed with the 

recognition that many learners other than learners with disabilities have special 

educational needs or a need for other special support services. Such learners could 

include learners with social and emotional problems, learners with language 
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difficulties, street children, children who have experienced wars, orphans, children 

heading families, children who are suffering from HIV/AIDS and other chronic 

illnesses (Kristensen, 2002). It is from this view that there is a need to prepare 

teachers who are adequate and competent in teaching pupils in inclusive classroom 

settings. The reason is that teachers were trained to teach mainstream schools 

(Mmbaga, 2002) where people with disabilities were excluded. The curriculum used 

to prepare such teachers did not include a special education component, where 

special needs education was included, lacked experts who could handle the 

programme skillfully. 

 It is researcher‘s expectation that the study findings will thoroughly reveal the 

constraints experienced in conducting inclusive education programme in Ikungi 

District. So in place, the findings may induce insight to educational practitioners, 

curriculum developers, policy makers, other stakeholders and the society at large at 

all levels to take actions in surmounting the existing constraints and challenges of 

their area of responsibilities and concern in improving implementation of inclusive 

education in Ikungi District and Tanzania as a whole. 

1.6 Scope and Delimitations  

The Scope of the study refers to parameters under which the study will be operating 

while the delimitations are those characteristics that arise from limitations in the 

scope of the study (Wiersma, 2000). This study is focused and limited to 

investigation on implementation of inclusive education in four primary schools in 

Ikungi District considered to offer education to normal and children with disability 

under less improved teaching and learning environment whereas two of them have at 

least better and supported environment in the District. Interviews, discussions, 
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questionnaire interviews and observations were done in selected schools, sampled 

classes and groups of pupils, teachers and parents as boundary of the study in 

exploring the constraints and challenges facing the implementation of inclusive 

education in Ikungi district.  

1.7 Definition of key terms  

Inclusion or Inclusive Education: The terms inclusion or inclusive education have 

been used interchangeably to refer to the placing of children with special needs and 

pupils without disabilities in one class or setting and ensuring that their special 

educational needs are being catered for. This definition is adopted from (Beyers & 

Hay 2007). 

Inclusive Classroom: This study adopts the definition of Machi (2007) who define 

'inclusive classroom' as a classroom in which pupils with special needs and pupils 

without disability are being taught together by regular classroom teachers. 

Primary school: In this study Primary school is referred to inclusive school or 

inclusive elementary school in which children with special needs receive elementary 

education between the ages of about five to eleven years. 

Implementation: Refers to the actions that are taken to carter for the demands of 

disabled children.  

Pattern: Refers to particular way in which something is done, organised or happens. 

Trend: This means general development or change in a situation or in the way that 

people are behaving. 
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CHAPTER TWO 

LITERATURE REVIEW 

2.1 Introduction 

In order to provide context for the research, this chapter presents the theoretical 

frame work of the study then reviews literatures from a number of countries 

including the concept of teacher training, the changing discourse on disability, 

education for teachers of pupils with disabilities and special educational needs, aim 

and objective of teachers‘ training in Tanzania and the importance of teacher training 

for special education teachers, syntheses and research gap. 

2.2 Theoretical Framework 

A theoretical framework provides the underlying assumptions, tenets and/or concepts 

of the issue under research (Camp, 2001). This study aimed at finding out the 

challenges facing implementation of inclusive education in Tanzania, particularly, 

Ikungi district basing on models and approaches for children with disability. It was 

therefore imperative to employ a theoretical framework that recognizes the processes 

involved in and the effect of inclusion on human development. The theory of this 

study is thus informed by one theoretical framework of Bronfenbrenner‘s bio-

ecological systems theory of mid-1990s and beyond, which builds on earlier 

theoretical work of Bronfenbrenner (1994) which builds on the input-process-

outcome framework for assessing education quality in the EFA 2002.  

 UNESCO, Monitoring report (2002) has it that, the foundation of the bio-ecological 

systems theory is based on the principle of human development and the processes 

that are involved therein. The theory  maintains that the child‘s learning, emotional 

development, exploration of his/her own world, ability to understand it and identify 
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one‘s place as well as effect changes in it are determined by the interactions and 

engagements with the given environment over a period of time (Bronfenbrenner & 

Morris, 1998, as cited in Tudge, Mokrova, Hatfield & Karnik, 2009).  

Bronfenbrenner (1994) believes that throughout life, human development goes 

through processes of progressively more complex reciprocal interactions between an 

active, evolving bio-psychological human organism with persons, objects and 

symbols in its immediate environment. Bronfenbrenner states that these nested 

structures go beyond the child‘s immediate environment such as home to include 

school, community, social and institutional patterns of culture that impact on the 

child‘s development throughout life.  

The theory postulates that while social and material resources, (i.e. parental care, 

access to education and responding to the needs of an individual) can be of 

tremendous importance, the temperaments, motivation and persistence that 

individuals bring with them into a social situation play a role into social and cultural 

acceptance. 

 The theory posits that an individual plays a role in changing his/her context either by 

doing something or simply by being present in it to that extent that others start 

reacting to him/her according to his/her personal characteristics such as age, abilities, 

physical appearance etc. (Hӓrkӧnen, 2007). The child‘s mental and emotional 

resources based on past experiences, skills and intellectual capacity can influence 

his/her reaction to others‘ reactions. The bio-ecological theory posits that for 

personal development to occur, a person should engage in an activity on a fairly 

regular basis over an extended period of time during which the activity became more 

complex. A child‘s maturing biology, immediate family and community 
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environment, and social settings are among the upper most interactive factors which 

guide and fuel his development. In the study of child development, these factors are 

focused at five important system levels as extracted from bio-ecological theory 

bound from a child‘s immediate environment to the interaction of the larger 

environment. The levels are microsystem, mesosystem, exosystem, macrosystem and 

chronosystem.  

Berk, (2000) defines and explains the five system levels as micro system, which is 

the layer closest to the child and contains the structures with which the child has 

direct contact. It includes the relationships and interactions a child has with her 

immediate surroundings including a family, school, neighborhood, or childcare 

environments with two directions. That is from and toward a child. For example, a 

child‘s parents may affect her beliefs and behavior; however, the child also affects 

the behavior and beliefs of the parents.  

The mesosystem is a level which provides the connection between the structures of 

the child‘s micro system as in the connection between the child‘s teacher and her 

parents or between her church and neighborhood. 

The exosystem defines the larger social system in which the child does not function 

directly. The structures in this level impact the child‘s development by interacting 

with some structure in her micro system. For example parents workplace schedules 

or community-based family resources. Here the child may not be directly involved at 

this level, but she does feel the positive or negative force involved in the interaction 

with her own system. 
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The macrosystem may be considered the outermost layer in the child‘s environment. 

While not being a specific framework, this layer is comprised of cultural values, 

customs, and laws. The effects of larger principles defined by the macro system have 

a cascade influence throughout the interactions of all other layers. For example, if it 

is the belief of the culture that parents should be solely responsible for raising their 

children, that culture is less likely to provide resources to help parents. This, in turn, 

affects the structures in which the parents function. The parents‘ ability or inability to 

carry out that responsibility toward their child within the context of the Child‘s micro 

system is likewise affected.  

The chronosystem represents the changes that occur over a period of time in any one 

of the systems. It encompasses the dimension of time as it relates to a child‘s 

environment. Elements within this system can either be external, such as the timing 

of parent‘s death or internal such as psychological changes that occur with the aging 

of a child. As children get older they may react differently to environmental changes 

and may be more able to determine more how that change will influence them. 

Bronfenbrenner‘s theory and ideas are cemented by Bandura, (1992) who asserts that 

humans have a few innate processes which are either present at birth or develop 

shortly thereafter. The emergence of other behaviors is dependent on a number of 

factors. An individual's state of development is the result of their behavior, internal 

events (such as beliefs, expectations, self-perception, goals, intentions, physical 

structures, sensory and neural systems) and the external environment, including 

social influences, roles in society and the physical environment 

Application of Bronfenbrenner‘s theory in this study had crucial importance as 

facilitates better understanding to Inclusive education on its directly being about the 
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development of systems, development of individuals within these systems and its 

direct interconnectedness to special needs individual leaner‘s development through 

integrated learning with normal physical and mental learners in the same class in 

association to outside classroom social, economical and cultural environment. The 

operating aspect of Inclusive Education are built and limited to operating in different 

systems and examination.   

The weight of proximal processes in this theory presents a crucial point regarding the 

effect of Inclusive Education on the development of the child. The processes of 

education, teaching and learning as well as caring are some of the environmental 

factors which, when interact with a person over a period of time can produce 

personal development (Hӓrkӧnen, 2007). The level of the relations between the 

teacher and learner, learner and peers or any other person around the learner can have 

a stimulating effect on his/her development (Keenan & Evans, 2009). 

Inclusion in education is believed to foster social cohesion in schools (Cline & 

Frederickson, 2009) and empower all learners with relevant skills, values and 

competencies of self-development (MoE, 2008). It also fosters societal attitudes that 

value diversity and advocates for schools to provide stability and an on-going mutual 

relationship of unconditional love among children with disabilities and normal 

children,   teachers and other relatives. Inclusion works to support primary 

relationships and create environments that accept learners with special educational 

needs (UNESCO, 2000).  

At different time, the world advocated equity in education provision. Many countries 

Tanzania being among, have been launching various programs to broaden 

educational opportunities for marginalized groups mainly children with disability. It 
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is under the efforts models and approaches of education for children with disability 

are realized. There are different approaches around the world to provide education 

for people with disabilities. The models adopted include special schools and 

institutions, integrated schools and inclusive schools (WHO, 2011). Special 

education is about specific schools for children with disability while Integrated 

education is about disabled children going to mainstream schools (ie, the focus is on 

attendance rates) and Inclusive education is about disabled children learning 

effectively once they are in mainstream schools (ie, the focus is on quality of 

learning) (Save The Children(2002).  

It was therefore the researcher‘s intention to apply the bio-ecological systems theory 

to assess the reality on implementing inclusive education and let teachers and 

education stakeholders in Tanzania, particularly in Ikungi district to believe that 

inclusion in education is the child‘s best learning approach which helps the child to 

benefit from his/her surrounding environment and increases ability to explore and 

grow from outside activities. 

2.3 Empirical Review 

2.3.1 Literature Review Out of Tanzania 

Education was declared as one of the basic human rights in 1948 when world nations 

endorsed the so called Universal Declaration for Human Rights (Rainer H (ed.), 

(2010). About 42 years later despite of the notable initiatives by world nations to 

bring this into realism, the situation had remained desperate. More than 100 million 

children had no access to primary school (UNESCO (1990). This prompted nations 

world over to meet in Jomtien Thailand in 1990 where they adopted the World 

Declaration on Education for All and Framework for Action to meet Basic Learning 
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Needs. The Jomtien conference was a remarkable milestone in the international 

dialogue on education as it gave a renewed impetus to the world towards provision of 

universal education. The conference also served to stimulate the move to improve the 

quality of basic education and access to people with special needs. 

In June 1994 the world nations met again in Salamanca Spain to further the objective 

of Education for All. The main focus was to enhance inclusive education by enabling 

all children, those with special needs in particular to access schools (World Bank 

(2000).To continually take further the cause of Education for All, world nations met 

again in Dakar Senegal in the year 2000. In this forum nations had the opportunity to 

assess the achievements, lessons and failures encountered. One among the resolution 

in Dakar was to ensure all children with emphasis on the marginalized children like 

those with special needs have access to and complete a primary education of good 

quality by 2015 (UNESCO, 2000) 

2.3.2 Literature Review in Tanzania 

The development of special education in Tanzania is different from other parts of the 

world. While in other parts of the world it was due to the movement aimed at 

normalizing education for the disabled from both civil rights movement and the 

special research community, in Tanzania it was due to church movement (Gage & 

Berliner, 1998). In Tanzania the Anglican Church started the first school for the blind 

in 1950 at Buigiri in Dodoma region (Gage & Berliner, 1998). In 1956 the Roman 

Catholic White Fathers established a school for the deaf known as Tabora Mute 

Institute. After Anglican church in Dodoma started a school for learners with visual 

impairment and blindness, learners from different regions in Tanzania went to the 

school in Dodoma (Buigiri) (Gage & Berliner, 1998).With the experience from 
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Buigiri, and considering the capacity of school and the cost of transport to and from 

Buigiri, other churches started schools to serve children with disabilities within their 

localities. The schools established included Irente (Lutheran Church), Masasi 

(Anglican Church), Buhangija (Roman Catholic Church) (Gage & Berliner, 1998). 

Special education services in Tanzania started with visual impairment, in other areas 

of the world they stared with the deaf (Bagandanshwa, 1999). The church movement 

was followed by sympathizer of people with disabilities (Bagandanshwa, 1999). 

Among the sympathizers were the Tanganyika Society for the Blind (TSB), this 

made the schools for learners with visual impairment and blind to excel than schools 

that catered for other types of disabilities, teachers for learners with visual 

impairment were sent abroad for training (Bagandanshwa, 1999). For example, they 

went to Malawi, the United Kingdom and the Netherlands for training. The 

government had no plan to develop the field of special education but allowed 

sympathizers to continue delivering services to people with disabilities. Due to this, 

the field of special education in Tanzania expanded without a formal plan 

(Bagandanshwa, 1999). 

The efforts of church movements were paralleled by those of NGOs, especially the 

sympathizers of people with disabilities. A good example is the Tanzania Society for 

the Blind (formerly Tanganyika Society for the Blind) (Mmbaga, 2002) which 

started 1954. It was a branch of Royal Commonwealth Society for the Blind (RCSB), 

now the Sight Savers International. The patron for Tanganyika Society for the Blind 

was the Governor. The society actively started developing educational services for 

the visually impaired and blind people in the country (Mmbaga, 2002).  
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In 1961, TSB commissioned a study on how best children with disabilities especially 

those with visual impairment and blindness could learn better. The study report 

recommended integration; where by children with disabilities learn alongside with 

non disabled peers. The report was adopted as an official policy of TSB. Since then, 

integration has remained to be an influencing factor for development in the education 

of people with disabilities in Tanzania. Influenced by this policy, TSB started 

opening up resource rooms in the country under the policy of integration. 

 The first resource room was built in 1962 at Uhuru Mchanganyiko. Other resource 

rooms established were Mugeza (1966); Ikungi formerly Singida co-education 

(1967); Mwanhala in Nzega Tabora (1968), now closed; Basuto (1996) as TSB had 

big influence in the development of special education. Of the late, there have 

emerged NGOs specializing in education of other categories of disabilities. For 

example, Tanzanian Society for the Deaf (TSD) was established in the early 1970`s 

to champion the education course of deaf people in the country.  TSD opened 

Buguruni School for deaf in 1974. The society was not strong as the TSB as result; 

its influence has been quite calculated and limited. In the area of mental retardation 

(MR), there emerged the Tanzania society for cerebral pulse and mental retardation 

(now Tanzania association for mental handicap) established by parents of children 

with cerebral pulse and mental retardation in 1981. All units in public schools 

catering for learners with cerebral palsied and mental retardation have been 

established with the efforts of this organization, e.g. unit in Uhuru Mchanganyiko in 

1982 and Sinza Maalum in1983 (Mboya & Possi,1996). 

 NGOs are believed to be centres of knowledge and expertise in educational services 

for people with disabilities. They are frequently being consulted by local 
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communities, local government and the central government on matters related to 

education of people with disabilities in the country (Bagandanshwa, 1999). 

Since 1970s, the government has been an active partner to the efforts by the church 

movements and NGOs to provide education services to people with disabilities in the 

country. It has been accepting and running resource rooms and schools rendering 

services to learners with disabilities.  However, these recommendations did not 

indicate strategies on how to attain them. This situation has led professionals like 

teachers, engineers, human resource offices for treating learners with special needs in 

the same way as the non-disabled (URT, 1984; URT 1998 cap, 11). 

 Guidelines and policies to strengthen the services have been frequently issued. For 

example, Ministry of Education and Culture (now Ministry of Education, Science 

and Technology) in 1995 Education and Training policy, emphasized  the provision 

of special education in inclusive setting as an alternative approach for placements, 

such as special residential, special day schools, itinerant programs and integrated 

residual schools. As a result inclusive education has been given special impetus 

(URT,1995, Mboya & Possi,1996, Mmbaga, 2002). 

There is a shortage of trained teachers for special education, especially at degree 

levels. Little has been documented about the way personnel in special education in 

Tanzania are trained. Currently, the Open University of Tanzania (OUT), Sebastian 

Kolowa University College (SEKUCo), The University of Dodoma (UDOM) 

provides a bachelor degree program with major emphasis on special education. The 

ongoing process of registering ECKENFORDE as another conventional private 

university to train personnel in special needs education at degree level will subsidize 
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the increase of teacher graduates in special education. ((URT, 1984, Mboya and 

Possi, 1996, Mmbaga, 2002, Mwaipopo 2005). 

2.3.3 Policies on Inclusive Education 

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

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

following is the brief discussion of some of these international policies stressing on 

inclusive education. 

The first policy is the Universal Declaration of Human Rights (UDHR) of 1948, 

adopted by United Nation General Assembly is at the center of Inclusive Education. 

The Declaration admits that human beings are different from one another and that 

these differences should be respected and used as catalysts for ensuring provision of 

services to cater the needs of all people without discrimination (UNESCO, 1996).  

The second policy is the United Nations Convention on the Rights of the Child of 

1989. This policy advocates for the rights of all children to get education without any 

kind of segregation or mistreatment. It also points out that children with disabilities 

should be assured of education as much as their fellow children without disabilities 

(MoEVT, 2009). The third policy is the Jomtien World Declaration on Education for 

All of 1990 which took place in Thailand. Among the six goals set under the Jomtien 

World Declaration, one of them (more related to this study) is to ensure access and 

provision of education to all marginalized groups including children with disabilities 

(Eklindh & Van den Brule-Balescut, 2006). 
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The fourth policy is the Standard Rules on the Equalization of Opportunities for 

Persons with Disability of 1993 (Possi, 1996). Rule number six in this policy asserts 

that, all countries should provide equal access to primary, secondary and tertiary 

education for children with disabilities in integrated settings (Possi, 1996). Fifth is 

the Salamanca Statement of 1994. This is a remarkable and fundamental document 

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

discrimination, creating welcoming communities, building an inclusive society and 

reaching education for all (Eklindh & Van den Brule-Balescut, 2006). Sixth is the 

Dakar Framework for Action which adopted a world Declaration on Education for 

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

seen that, Inclusive Education is a good way of achieving EFA goals (Eklindh & Van 

den Brule-Balescut, 2006; Peters, 2003). 

2.3.4 Challenges facing inclusive Schools  

Hayat‘s (1994 cited Rasheed, 2003: 9) study on mainstreaming of children with 

disabilities into the ordinary school system in Pakistani revealed that most children 

with special needs were interested in attending schools as they stated that it was 

amusing studying and playing with other students. They had a conviction that the 

more they interacted with other children the less discrimination and stigma they 

would suffer. 

 A similar study by Noor and Khokhar (2002 cited Rasheed, 2003: 9) in the same 

country found that children with disabilities in an ordinary school were happy with 

the attitudes of the school authorities towards them at an ordinary school. However, 

their biggest constraint was on the school buildings since they were not user friendly 

to them. Rasheed, (2003) tried to develop a model for mainstreaming of children 
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with disabilities in ordinary classes. The results were that education experts in 

Pakistan had no will to accept the idea (mainstreaming children with disabilities). 

Mitchell and Desai (2005) assert that many countries in developing countries have 

legislation and policies in place that deal with issues of special education but without 

having an emphasis on inclusive education. They attribute the formulation of legal 

and policy frameworks on inclusive education in many countries to the international 

conventions that these countries have signed and ratified. They further stated that the 

implementation of legal and policy frameworks is one of the steps that countries are 

taking in incorporating the many children with disabilities that remain out of 

inclusive school systems or out of school completely. However, despite the efforts 

being put in place, there still remains a huge discrepancy in attainments between 

students with and without educational special needs. One example is that of 

Indonesia, where the gap at enrollment is between 30-40 percent but at completion 

the gap increases to 60- 70percent (Mitchell and Desai, 2005). 

2.4 Conceptual Framework 

This study draws its conceptual framework from Wagner (1999) model of inclusive 

education implementation. The mode suggests that the success of inclusive involves 

the implementation of an ‗inter-professional collaboration‘ within schools. The 

model recognizes the complexities of the phenomenon such that it does not depend 

on a single view in its explicit and implicit explanation. Graham and Wright (1999) 

state that ―Collaboration to provide an environment in which inclusive education can 

occur, is dependent on many factors including therapy service, delivery models and 

school ethos, organization and flexibility‖ (1999). Wagner (1999) similarly, agrees 

that collaboration between professionals is imperative and encourages regular 
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meetings between staff to discuss the included child and to support one another as 

well as having meetings between staff and parents. She also advises schools to use 

‗teacher aides‘, stating, ―At least partial support of an aide or teacher is usually 

necessary for optimal academic and social progress‖ (Wagner, 1999) Wagner has 

devised an ‗Inclusion Model‘ which highlights these and additional components 

necessary for successful inclusion, as can be seen in the following diagram: 

Figure 2. 1: Conceptual Frameworks on the Challenges Facing Inclusive 

Education  

 

 

 

 

 

 

Source: Adopted and modified from Wagner (1999:13) 
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making the inclusion successful or whether it is simply allowing inclusion to occur 

because it has to. On the topic of inclusion of children with special needs into 

mainstream, Powell expresses the importance of firstly understanding how children 

with special needs learn. Powell (2000) states: 

―There is a need to address the fundamental issue of how the 

thinking of these children can be made more effective, always 

accepting that teachers need to address this issue at the level at 

which children are able to operate‖ (p.11) 

Therefore, this model is supportive to this study, since will provide variables needed 

for effective implementation of the inclusive education such as administrative staff, 

collaboration between school and home, collaboration between regular and special 

education, teacher training program and classroom support to pupils with disabilities. 

Hence, the model guided the study in assessing whether all the indictors needed for 

effective implementation of inclusive education were present or not.  

2.5 Research Gap  

Literature review indicates the constraints and challenges facing education for 

children with special needs. A critical look at previous studies indicated that 

education for children with special needs have not been given much emphasis as 

compared other children without special needs.  In Tanzania, it has been estimated 

that, out of 3,346,900 people with disabilities, only 66,924 got access to education in 

primary schools (URT, 2003). Similarly, a joint review of the primary education 

development plan (PEDP) (URT, 2004) shows that out of 700,000 school-age 

children with disabilities only 5,365 (0.8%) were enrolled in schools. Furthermore, it 

was reported that only 34,661 children with disabilities were enrolled in primary 

schools in 2008 (URT, 2008) and in the year 2009, some 29,339 children with 

disabilities were in the school system.  
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As said before, the study did find few researches on inclusive education at the 

primary school level in Tanzania. Furthermore, the study did not find any of the 

researches which specifically focused on the constraints and challenges facing 

provision of inclusive education especially in classroom environment and 

instructions. Lack of research on the constraints facing the implementation of 

inclusive education in Tanzania suggests that little is known on this area. 

Considering insufficient knowledge existing on this area, it is important to conduct a 

study on challenges facing provision of inclusive education in Tanzania, specifically 

the constraints facing its implementation. This study was also important considering 

what Mmbaga (2002) proposed. She suggested the importance of conducting studies 

to investigate challenges facing provision in inclusive classrooms because inclusive 

education is the top agenda in education as an endeavor to attain Education for All 

(EFA) goal. 
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CHAPTER THREE 

RESEARCH METHODOLOGY 

3.1 Introduction  

This chapter presents the research methodology and research approach employed in 

collecting data for the study on implementation of inclusive education and the 

constraints facing it in Tanzania, particularly Ikungi District. It covers research 

design, research areas, target population, sample and sampling techniques, 

instrument for data collection, trustworthiness, data analysis, and ethical 

consideration and lastly is the summary of the chapter. 

3.2 Research Design 

Specifically the research design applied in this study was qualitative case study. 

Zaidah, (2007) defines case study as a method which enables a researcher to closely 

examine the data within a specific context. In most cases, a case study method selects 

a small geographical area or a very limited number of individuals as the subjects of 

study.  It was considered qualitative as is narrative, describing the respondents‘ 

attitudes and responses, the real situation of the selected location, study findings, and 

largely with non numeric features.   

Yin (2003) categorizes case study as Explanatory, Exploratory and Descriptive. The 

most suitable type of case study employed in this study is descriptive case study 

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

of this design has been influenced by the purpose of this study as reflected in chapter 

one. This type of case study is used to describe an intervention or phenomenon and 

the real life context in which it occurred (Yin, 2003). A descriptive case study design 

has an advantage of focusing on ―how‖ and ―why‖ questions (Yin, 1994). Thus, case 
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study design enabled the researcher to gather deep information about the actual 

implementation of inclusive education, the constraints facing implementation of 

inclusive education, trends and patterns and the suggested strategies in overcoming 

the outstanding constraints in implementing inclusive education in Singida Region 

and particularly Ikungi district. 

3.3 Location of the Study 

The study was conducted in Ikungi District located in Singida Region which is in 

Central Zone of Tanzania. The study was specifically done in Ikungi as it is the only 

district in Singida Region with more than three inclusive schools but more, has multi 

types of disabilities. Ikungi is a newly established district on March 2013. The 

district lies between 4
0 

to 6
0 

latitude South and 34
0 

45 to 35
0 

45 longitude East. Ikungi 

district borders Uyui (Tabora Region) in South, Singida Municipal and Singida Rural 

in the North, Iramba in North East, Chemba and Kondoa in North East and Manyoni 

in the South. Politically Ikungi has two electoral constituents of Singida East and 

Singida West.  Administratively have 4 divisions, 28 wards, 101 registered villages 

and 491 hamlets.  According to National Population and Housing Census (2012), the 

district is home of about 272,959 people whereby 136,781 are female while 136,178 

are male with annual growth rate of 2.4%. These are accommodated under 48,533 

households with a size of 5 to 6 persons each. In provision of primary education, the 

district has 107 public and 1 private primary schools with a total of about 

45,881pupils (URT, 2015). 

3.4 Target Population  

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

characteristics in common (Fraenkel & Wallen, 2000). Locke, Spirduso and 
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Silverman (2000) and Belli (2008) define the population as the set of all elements or 

the large group to which a researcher wants to generalize his/her research results. 

The population for this study comprised of district education officials, primary 

school head teachers, primary school teachers, parents of children with disability and 

pupils in inclusive classes.  

3.5 Sample and Sampling Procedures 

According to Ragin and Amoroso (2011), when a representative set of cases from a 

much larger set is selected for the study, the process is termed sampling while Best 

and Khan (2006) pointed that the technical term for selected participants from the 

target population for the study is called sample and the process of selecting the 

sample from the target population so as to represent the population in the studies is 

referred to as sampling procedure. When conducting a research, relevant data are 

collected through population sample.  In this study, purposive sampling was used to 

select learners with disabilities and normal learners, teachers who teach inclusive and 

non inclusive trained on special education and those with general teaching skills then 

parents of children with disabilities to participate as selected sample from target 

population of the study. Purposive sampling was useful since the goal of this 

research was to describe the problem (Dawson, 2002). The selection of respondents 

from each category based on their importance in capturing information due to 

objectives of the study. The investigator set some criteria of selection in order to 

obtain the most credible target groups of respondents. Respondents age, experience, 

knowledge and skills, gender, responsibilities and economic status were basic criteria 

depending on target group.  
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Selection of pupils regarded the age of between 9 to 17 years with  assumption that 

being in school for more than three years would have made them familiar with the 

challenges facing them in learning and participation due to their experience in the 

inclusive classrooms and were considered somehow mature enough to express 

themselves clearly. Also the selection involved more half normal and half special 

needs learners with balanced gender to avoid gender biases. Selection of teachers 

was considered best because they were ones dealing with learners in classroom 

environment and accommodated teachers with at least three years teaching inclusive 

classes, those teaching inclusive classroom were considered best because they were 

ones dealing with learners in classroom environment as they were considered to have 

rich and live experience with learners with disabilities, so they could provide rich 

data to answer the research objectives. So their participation was deemed very 

important. Additionally, the selection of teachers involved special trained on special 

education and those who had not because they all teach inclusive classes in all 

sampled schools. Parents selected regarding a type of their children‘s‘ disability, 

economic status and gender. The selection involved nearly balanced number of male 

to female parents (11 women and 10 men) rationalized representation due to found 

disabilities, young, middle aged and old aged parents in order to have different 

experiences of taking care and living with school children with disability. The 

parents economy was put in consideration as affect much in service provision of 

special needs childrea at home and contribution of facilities when at school. 

A list of inclusive schools in Ikungi district was obtained from the Special Education 

Unit in the District Education Office. The schools which had enrolled more than one 

category of children with disabilities and had a bigger number of children with 

disabilities than other schools were picked for the study.  
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Head of schools were being purposively selected because they were considered to 

have vital information about the study by virtue of their positions. Primary school 

head teachers are the closest implementers of primary education policies and thus, 

the most informed of the ongoing matters pertaining to how pupils with special needs 

are treated. 

Selection of teachers to this study employed purposive sampling technique to obtain 

30 teachers out of 60 whereas stratified random sampling applied.  Teachers  were 

grouped into two categories:20 teachers who have children with special needs in 

their classroom and 20 without children with special needs in their classrooms. 

Teachers with pupils with special needs in their classroom were directly involved in 

the study because they already have experience of the problems encountered by 

children with special needs. Teachers were also stratified based on their teaching 

experiences.  

On the other hand, teachers without children with special needs in their classrooms 

were sampled through simple random sampling. To obtain teachers without inclusive 

classes, the researcher prepared pieces of papers written ―Yes‖ or ―No‖ and fold 

them. The folded pieces of paper will then be placed in a container.  Paper cuts 

written ―Yes ―were equivalent to the number of teachers needed for the sample. Then 

each teacher will be asked to pick only one piece of paper. Those who picked  pieces 

of paper written ―Yes‖ were directly involved in the study while those who picked 

the pieces of papers written ―No‖ were  not be taken as respondent of the study. 

Also stratified sampling was used to get 40 participants out of 200 standard V-VII 

pupils due to the fact that they are matured enough and possess reasonable 

experience on challenges they face in inclusive education. Furthermore, 
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representatives were drawn from each category of disability (mentally retarded, 

physical disabilities, visually impaired, multi-impaired, hearing impairment and 

albino). Moreover, the respondents were sampled on the basis of gender to ensure 

representation of both genders. The aspect of gender representation was considered 

so as to avoid male and female biased information.  

In order to obtain normal and children with disabilities through simple random 

sampling, pieces of papers written ―Yes‖ and ―No‖ were prepared by the researcher. 

The pieces were folded and placed in the box. Pieces of paper marked ―Yes‖ 

corresponded with number of children needed for the sample. Thereafter, all children 

with disabilities from the three levels and normal ones were assembled in one class 

and asked to pick one piece of paper for each child. Those who will pick ―Yes‖ were 

selected for the study and those who picked‖ No‖ were left out. Consequently, two 

children with disabilities were randomly selected from each of the three levels in 

every school involved in the study. The same was done to normal children. 

The target population of this study involved parents of pupils with disability. This is 

a very important group as considered to initiate the basic information of the study 

due to the fact that they holdup the background and experiences of their children‘s 

disabilities and core needs, and are closer observers of progressive changes and 

improvements after mainstreaming at school. The same sampling used to teachers 

and pupils was applied with a help of teachers to get 21 parents comprised of 11 

women and 10 men, in a group of 7 young, 7 middle aged and 7 old aged parents.   
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Figure 3. 1: The Expected number of participants from each Category 

2 4

30

21

40

0

5

10

15

20

25

30

35

40

45

District 

Primary 

Education 

Officials

Head of 

schools

Teachers Parents Pupils

Expected

 

Source: Researcher, 2015. 

 

3.6 Methods of Data Collection 

Besides literature review, the following qualitative data collection techniques were 

used. These included; interviews, documentary review and observation. 

3.6.1 Interview 

This study employed interviews to collect data. Interview is a purposeful interaction 

in which one person tries to obtain information from another (Gay et al., 2006). In 

qualitative educational research, interview is an appropriate method as aim at 

collecting information comprehensively on respondents‘ thoughts, opinions, 

experiences, and feelings.  

 The major types of qualitative interviews are semi-structured and unstructured. 

Interviews are useful when the topic of inquiry relates to issues that require complex 

questioning and considerable probing as in inclusive education data collection.  
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In this study semi-structured interview was employed. Corbetta (2003) explains 

semi-structured interview as the order in which the various topics are dealt with and 

the wording of the questions are left to the interviewer‘s direction. Within each topic, 

the interviewer is free to conduct the conversation as he thinks fit, to ask questions he 

deems appropriate in the words he considers best, to give explanation and ask for 

clarification  if the answer is not clear to prompt the respondent to elucidate further if 

necessary, and to establish his own style of conversation. In this type of interview, 

additional questions can be asked and some may be questions that have not been 

predictable in the beginning of the interview. The face to face interviews were most 

suitable as a target population of this study communicated through face-to-face 

conversations better than they could do through writing or phone conversations 

especially when a researcher need to collect data from children, elderly, illiterate or 

disabled individuals. In fact, a semi-structured interview allowed much more space 

for interviewees to answer on their own terms than structured interviews. 

In this study, the approach helped to capture information from the district primary 

education officials, primary school head teachers, primary school teachers, parents of 

children with disabilities and pupils with and without disability. Each individual was 

interviewed personally to ensure confidentiality. Interview sessions were conducted 

in the days of appointments. Pupils were interviewed outside their classrooms, 

mostly under tree shadows and school gardens for not more than twelve minutes. 

Departmental office units, gardens, head of schools‘ office and staffrooms were 

mostly used during interviewing teachers. To teachers, fifteen to twenty minutes 

were spent. Some of selected parents were met at home and others accepted 

appointments and met them at school for interview of about twenty to thirty minutes. 

The interview with the district primary education department officials was conducted 
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at the special education unit office on an agreed day and time. The interview focused 

on constraints facing implementation of inclusive education in Ikungi District and the 

currently set strategies to overcome them. The captured information was noted in 

notebooks and voice recording. 

3.6.2 Documentary Review  

Documentary review refers to a process of analyzing and deriving relevant 

information from primary and secondary sources (Denscombe, 1998). Primary 

sources comprise documents containing first-hand information and records of 

original and authentic information. The primary sources included current primary 

education syllabus, classroom teachers‘ scheme of work, lesson plan and lesson 

notes, attendance and admission registers, procurement issues and inventories. 

Secondary sources comprised documents containing second-hand information. The 

secondary documents included in this study were: different school records, school 

inspection reports, district strategic plan on education, schools and district education 

budgets and national education Policy 1995 and 2014. Also some research papers 

and internet sources containing information about inclusive education and 

implementation in Ikungi were reviewed. Denscombe (1998) asserted that 

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

and provides permanent data available in a form that can be checked by others. 

However, Denscombe, (1998) asserted that the method is limited because it relies on 

something that was produced for other purposes, not for the specific aims of an 

investigation. The researcher consulted documents related to the study in specific 

terms and areas. 
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3.6.3 Observation 

Observation is an attempt to interpret the meaning of the events for those involved, 

so that both explicit and implicit actions and events could be noticed and interpreted 

(Patton, 2004). The study employed observation technique to collect data. The 

researcher made observation on interactions and communications among teachers, 

normal and pupils with disabilities, teaching and learning facilities, infrastructures 

and classroom arrangement and lesson presentation and development. The observed 

data were recorded in notebooks, in audio and video devices. 

3.7 Trustworthiness  

In qualitative research, trustworthiness pertinently addresses how qualitative 

researchers establish that the research study‘s findings are credible, transferable, 

confirmable, and dependable as it is for validity and reliability in quantitative 

research. This is because of nature, approaches and process undertaken in qualitative 

research study and data collection. Extracting and analysing qualitative data is not a 

straightforward process due to the nature of the method. Furthermore, unlike the 

analysis of quantitative approach, there is not a clear method to develop the data 

collected (Bryman, 2012). Due to the nature of qualitative research, many doubts 

occur during and after the research process. Often researchers question the credibility 

of collected data and whether enough evidence is gathered to support the claims, or 

even determine if the accumulated results should be published. These doubts may be 

minimized through the aspect of trustworthiness (Marshall and Rossman, 2006). ―A 

thorough reporting of the process and the results of qualitative data collection and 

analysis is the key to justifying and assuring that trustworthiness exists in the study‖ 

(Henderson, 2006 cited Veal, 2011). Trustworthiness consists of four different 

components — credibility: the validity of the findings; transferability: the 
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applicability of the findings in other contexts; dependability: reliability of the 

findings at another time; and conformability: objectivity of the researcher while 

carrying out his/her research. The combination of these four terms constitutes 

towards the trustworthiness criteria, thus forming conventional pillars for qualitative 

methodology (Phillimore and Goodson, 2004). 

In this study, trustworthiness was measured in all four components. Credibility and 

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

the items contained in the instruments measured what they were supposed to measure 

at face value. The dependability and conformability measured in pilot study 

undertake. This was conducted at Ikungi Inclusive Primary schools in Singida. The 

aim of the pilot study was to determine the effectiveness of the instruments in 

tapping the required information. Pilot study allowed the researcher to alter some 

items, including, simplifying them where necessary. In this study, the researcher 

ensured trustworthiness in the following ways. First, Kiswahili language was used 

since it is the appropriate and understood by the participants. The use of Kiswahili 

increased the participants‘ confidence to express them freely. 

Second, during data analysis, the researcher sought more clarification and 

interpretation of ambiguous concepts from the participants to clear any ambiguities. 

Third, the researcher discussed step by step the design of the study and the methods 

that used in collecting and analyzing data. The researcher also presented a 

comprehensive discussion of the findings by including the informants‘ evidence 

using their own language on a given context when deemed appropriate.  
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3.8 Data Analysis 

Data Analysis is the process of systematically applying statistical and/or logical 

techniques to describe and illustrate, condense and recap, and evaluate data. 

Researchers generally analyze for patterns in observations through the entire data 

collection phase (Savenye, Robinson, 2004). Statistical procedures, in research study 

are analytical and many times analysis becomes an ongoing iterative process where 

data is continuously collected and analyzed simultaneously. 

In this qualitative research, data analysis was accurately undertaken through 

descriptive and interpretive approaches under important steps of data analysis.  

Data process underwent six steps as proposed by Creswell (2003). The first step was 

the organization and preparation of data for analysis. This step involved transcription 

of the recorded interviews and grouping of the gathered data into themes. Through 

this step, the researcher grouped the collected information into themes. The second 

step involved reading through all the transcribed data in order to get general sense of 

the information. Through this step, the researcher closely examined the general and 

specific ideas that the respondents had communicated. Specifically, the researcher 

looked on the general impression of the overall depth, credibility and use of the 

information. 

The third step involved coding process. Coding is defined as the process of 

organizing the material into ―chunks‘‘ before bringing meaning to those ―chunks‘‘ 

(Kothari, 2004). The researcher synthesized the transcribed interviews with the aim 

of capturing the actual information delivered through each ‗‘utterance‘‘ made by the 

respondents. 
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The fourth step involved generating description on the key themes to be addressed 

through the guiding questions for analysis. Through this step the researcher grouped 

similar statements that made by the respondents and linked them with the key themes 

of the study. Some quotations were used to substantiate various arguments raised by 

respondents during the analysis of the gathered information. The fifth step dealt with 

how description and themes are represented in the qualitative narrative. In this case, 

the narrative passages used through some relevant quotations were taken care of. 

The final stage involved making interpretation. Patton (2004) describes this step as 

the one involving the discussion on the lessons learnt in the course of conducting 

study. These lessons based on the researcher‘s experience during the study or on the 

available theoretical perspectives. These lessons were expected to shape the 

researcher‘s understanding of the problem. Through this step it was possible for the 

researcher to link and discuss the findings.  

3.9 Ethical Consideration 

As far as research ethics is concerned, the researcher of this study obtained a letter 

from the office of the Graduate Studies of the University of Dodoma. This enabled 

him to seek an approval letter from the District Executive Director who later on gave 

him a lee way to conduct this study.  

The researcher clearly explained the purpose of the study to head teachers, teachers, 

parents and pupils. He clarified on the research problem, purpose of the study, the 

short term and long term benefits due to their participation in this study. The 

researcher also asked for the respondents‘ consent to participate in the study. Also, 

the approval on children with special needs participation was obtained from their 

parents or legal guardians. Again, the researcher informed the participants that their 
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participation was free, and had the right to withdraw at any time with no 

repercussions. 

The researcher assured confidentiality by maintaining anonymity of the respondents. 

The respondents‘ names as well as school names were not mentioned in the report. 

Instead pseudo names were used to represent schools, teachers and students. The 

information collected was kept safely so that no any unauthorized individual would 

be able to access it. Furthermore, the researcher clarified to the respondents that the 

information collected was for research purpose and not aimed at victimizing anyone. 
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CHAPTER FOUR 

DATA PRESENTATION AND DISCUSSION 

4.1 Introduction  

This chapter presents, interprets and discusses the primary data obtained from the 

field through observations and interviews which involved pupils with and without 

disabilities, teachers, head teachers and parents of children with disabilities from the 

four sampled schools of this study. Also district educational officers were 

interviewed. Furthermore the chapter carries secondary data obtained from written 

documents relating to the study. Analysis and presentation of data are revolved 

around three specific research objectives which are to investigate the constraints of 

the implementation of inclusive education, to find out the trend and patterns of 

implementation of inclusive education in Ikungi district and to find out the strategies 

in place to overcome the constraints of implementation of inclusive education in 

Ikungi district. All other significant information was collected from other sources 

including, library documentary review and reports. Findings are grouped in to the 

following. 

4.2 Investigation of the Constraints to the Implementation of Inclusive 

Education in Ikungi District 

This section addresses the first objective, in which the researcher explores the 

constraints in implementation of inclusive education in Ikungi district. 

4.2.1 Insufficient Staff Training 

The objective of the study was to identify the constraints heads of school, teachers 

and pupils with special needs face in inclusive schools. In order to capture this, 

interviews and documentary review were conducted. During interviews and 
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documentary review, it was established that there were irregular and insufficient in-

service training for special education teachers. This was evidenced through a small 

number of inclusive education teachers who attended seminars and workshops on 

implementation of inclusive education programme since its introduction in 1997. 

Data in Fig 4.1 illustrates the percentage of inclusive education teachers who 

attended seminars and workshops on implementation of inclusive education in Ikungi 

district from 1997 to 2012. 

Figure 4. 1: Inclusive Education Teachers Attended Seminar Since 1997 to 2012 

in Ikungi District  

 

Source: Field data, 2016 

As data in Figure 4.1 shows out of 30 inclusive education teachers only 7(23.3%) 

attended special education training and the rest 23(76.6%) did not. These findings 

imply that, only few inclusive education teachers in the studied schools had access to 

in-service training on the implementation of inclusive education. It was further found 

that two-thirds of teachers had not attended any in-service training on the 

implementation of inclusive education between the year 1997 and 2012 on the 
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studied inclusive primary schools. This suggests that teachers were implementing 

inclusive education by either relying on the pre-service training or with few skills of 

inclusive education obtained during teacher training. In that case, the quality of 

instruction was put at stake.  

Interview conducted with the head teachers and teachers at the sampled schools 

revealed that most of the special education teachers were trained to teach regular 

classroom and not inclusive classroom. For example, one head teacher indicated that 

special education teachers had the potential to be good teachers, but they had some 

problems with methodological matters on how to teach inclusive class. In this regard, 

the head teacher of school X exposed that: 

Most of our teachers are trained for regular schools. For example my 

school has only 7 teachers specialized in special education out of 33 

current teaching staff and the subjects are given to them all to classes 

with normal and disabled pupils. In fact our National teacher 

education curriculum puts out less emphasis on inclusive 

education…I would say teachers are forced to use regular classroom 

knowledge to teach inclusive classroom, something which is difficult 

to practice (2016). 

And one classroom teacher in school Y had something to say: 

It is difficult to manage inclusive class. In my carrier training at 

college, even in all my teaching practices I never taught a class with 

mixed pupils like I found here. I mean a class with normal and 

special needs pupils together as the syllabus in hand includes no 

techniques and methods to help a teacher in lesson preparation and 

instruction during teaching sessions which assures effectiveness and 

meeting a lesson specific objective to both groups of pupils. A 

syllabus is only for normal pupils. To tell the truth I never heard of 

inclusive teaching until my post at this school three years past 

(2016). 

Some pupils with special need in some of targeted schools proved the satisfaction in 

learning as their teacher are competent enough to handle them all in class with good 
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understanding of the lesson while others did not. When interviewed one pupil with 

special needs of hearing impairment at school Y exposed that: 

Learning in school is very difficult to me. I sometimes think abscond 

a school as my language teacher harasses and mocks at me because I 

cannot follow her instructions. I have a problem in hearing and the 

teacher goes around a classroom giving instructions to my fellow 

pupils and when comes to me, she becomes angry as I always fail to 

follow instructions (2016).                                          

The statements above show that special education teachers were teaching inclusive 

education by using regular classroom knowledge. This is because they lacked 

methodological knowledge and skills for handling inclusive classroom. The regular 

education programme prepared them to teach students without disabilities in regular 

schools and not in inclusive school. 

The research findings provide a clear picture that, while inclusive schools have 

increasingly become part of the Tanzanian education system for some considerable 

time, teacher in-service training for working in inclusive settings is still lacking. In 

the light of this, the findings concur with those of  Connelly (2004) who found that 

most teachers in inclusive primary schools did not have formal training in special 

education and needed to have some or additional professional development to 

support inclusion. According to Osaki (1990), the ability to manage the teaching and 

learning situation is often influenced by the level of training and the availability of 

frequent professional development courses. This shows that there is a need of 

modiffying teacher training curriculum to include special education teaching skills to 

all teacher trainees and organising enough inservice training and workshops for those 

who are currently teaching inclusive classroom for effective teaching. 
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4.2.2 Inadequate Teaching and Learning Facilities  

Availability and the proper use of supportive materials are crucial for facilitating 

the implementation of inclusive education programme. The findings from 

interviews and document search and observations disclosed that there were 

insufficient teaching and learning materials across all the schools surveyed to 

cater for inclusive education needs. Table 4.1 shows availability and deficiency of 

the teaching and learning materials and other infrastructures in the studied 

schools. 

Table 4. 1: Teachers’ Views on the Availability of Teaching Materials  

Types of T/L 

  

Demand Available 

Perkins Braille 70 20 

Stealers 60 2 

Reading standing 13 3 

Magnifying Glass 23 20 

Standing Magnify 13 0 

Embossed Sign 23 0 

Embosser 3 0 

Projector 21 1 

Thermal form 7 0 

Braille sheet 200 50 

Braille Kits 200 12 

Audio Meters 28 0 

Source: Field data, 2016 

The data in the table 4.1 above show that inclusive education teaching and learning 

facilities such as Braille machine, overhead projectors, computers, videotapes, 

compact discs, and audiotapes were largely missing. It was also found that none of 
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all primary school textbooks had large letters for low vision learners. The study also 

explored that all curriculum advancement and changes which is always in parallel 

with text changes, never consider needs for special needs learners and teachers. Only 

normal texts are provided to all normal and inclusive schools at insufficient ratio of 

1:2 book to pupils for lower classes and 1:4 to upper classes (class IV-VII).   

Interview with district education officer revealed that inclusive primary schools 

lacked sufficient teaching and learning materials. He claimed that teaching facilities 

for teaching learners with special needs in inclusive classroom and sports gear are 

very expensive hence the district could only afford to buy a few of them. On this 

matter he had something to say: 

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

learning materials to cater for inclusive classes in most of our 

inclusive education primary schools... due to its high cost….For 

example, there are very few large print text or Braille machines for 

visual impaired pupils and teachers....and no regular provision of 

the materials from either local or central government… we mostly 

await for donor support…. It is in this financial year we are 

allocated a little fund for that and few funds through free education 

policy implantation have been received since its inception early 

this year (2016). 

It was also found that teaching and learning facilities available were not proportional 

to the category of disabilities and were not appropriate to the number of student with 

special needs. The finding concurs with what Kisanji (1995) in Tanzania and 

Kristensen  (1997) in Uganda revealed that special education teaching and learning 

materials were inadequate. Apart from that, special education unit report (MoEC, 

2004) asserts that at both school and teacher education level no consideration has 

been made for special education in the planning process, particularly in terms of the 

requisite requirements for pupils with disabilities. Therefore, ignoring pupils with 

disabilities in the planning process causes a shortage of teaching and learning 
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materials, resulting in difficulties in the teaching and learning of pupils with 

disabilities.  

4.2.3 Poor School Infrastructure to Special Needs and Normal Learners  

Observations and interviews with special needs pupils revealed that all studied 

inclusive primary schools had less modified school infrastructure to accommodate 

pupils with special needs except two which have few good and fenced dormitories 

for children with disabilities, lacking some important infrastructures like pavement 

between buildings,  unreliable access of water whereby in one of the biggest school 

among the sampled,  pupils with disabilities draw water on their own or with 

assistance from normal pupils from shallow wells dug some meters from the 

dormitories. It was found that none of 4 sampled schools had modified its 

infrastructure such as school buildings and classrooms, play ground and indoor 

games cots, wash rooms and no specific plan to provide ease of access so that all 

students, regardless of their abilities, can move independently around the school 

environment without any obstructions. It was difficult for the school environment to 

provide children who have special needs free access into offices, classrooms, toilets, 

playing fields, pathways and other facilities at the schools. One pupil with visual 

impairment had something to say, 

It is very hard to make efficient self hygiene as there is a shortage of 

water…I am blind, I can‘t help to draw water from that well which is 

scrambled by pupils here and a neighbor secondary school. Always 

my fellow pupils with albinism help me to draw water and I carry 

the bucket on my head with my hand hold by a friend as the path is 

corrugated (2016)  

During interview with the head teachers of the targeted schools, the researcher was 

interested to know if the construction of classrooms and other school buildings such 

as toilets, baths, playgrounds, offices, stores and classrooms considered the access 
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for the pupils with disabilities. All four head teachers asserted that the plans and 

construction manual did not consider the infrastructure which would support pupils 

with disabilities to move smoothly in the school compound. The classrooms and their 

furnish to all four targeted schools were found old, rough and congested. Through 

their own initiatives school Y created and constructed ramps to make the pupils walk 

comfortably to some buildings. The head teacher affirmed that,  

My school had no accessible environment to support pupils with 

disabilities… all classrooms are old and need major repair…no new 

construction for a longtime but we have used little funds we earn 

from school projects and stakeholders support to modify 

construction of the classrooms which had many steps to enter by 

constructing ramps (2016).  

The recounting from the teacher above suggests that apart from the hope to receive 

funds from the government, the school heads should be creative in modifying the 

accessible and conducive environment so as to accommodate and support the 

teaching and learning of pupils with disabilities. It is real that construction manual 

used as a guiding tool during the construction did not indicate on how to deal with 

the construction of school buildings which are to accommodate students with and 

without disability. When the researcher interviewed them on the issue of constructing 

special latrines for pupils with disabilities, the responses were as shown in Figure 4.2 
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Figure 4. 2: Percentages of School Heads Who Consider Pwds during 

Construction of Infrastructure 
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Source: Field data, 2016. 

 

The Figure 4.2 displays the percentage of school heads response entailing those who 

considered pupils with disabilities. The figure shows that 71 percent of the 

respondents and 29 percent of school heads consider pupils with disabilities during 

the construction of special latrines and ramps in their respective schools.  

It was also observed that eight (80%) of the classes were not arranged in accordance 

with the standards required for facilitating the learning of pupils with disabilities. For 

instance, two (20%) of the observed classes were overcrowded with desks. In the 

classrooms there was no space, even for the teacher to freely move to attend 

individual cases when the pupils were doing exercises, and it was observed that it 

was too difficult to arrange those two classrooms, due to congestion. This hindered 

the free movement of pupils with disabilities, especially pupils with visual 
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impairment and physical impaired using wheelchairs. It was also difficult for pupils 

with disabilities to learn from their peers without disabilities because free movement 

was restricted. According to Heward, (1996) and Save the Children (2002), teachers 

need to modify their classrooms in order to accommodate all the children. The 

classroom environment should enable all students, especially those with physical and 

sensory impairments, to participate fully in the classroom. Proper positioning, seating 

and opportunities for regular movement are very important for many children with 

disabilities in the classroom. The case was also for teachers as one school had 3 

teachers with visual impairment (blind) who had no alternative than using lecture 

method as could not easily move around their classrooms during lesson development. 

When interviewed one of those blind teachers, she exposed that: 

Despite my visual impairment I am able to teach and follow-up 

pupils‘ activities around a classroom but as you can see no 

penetration can be done due to desks compaction caused by 

overcrowded class. I mostly teach by lectures…I rarely use outside 

classroom environment to teach (2016).  

Also, the study observed that trenches and ditches were un-protected; trees were 

haphazardly growing thereby endangering the safety of pupils as they walked 

around. There were no marks for pupils with visual impairment to use in detecting 

the edges or ends of paths. Such environments affected the learning of pupils with 

disabilities since they are not barrier-free. This finding is in line with Yosiah (2005) 

who observed that some of the inclusive school environments were not accessible 

and safe for pupils with disabilities, especially pupils with visual impairment and 

physical disabilities.  
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4.2.4 Inappropriate Teaching Techniques  

Research findings confirmed that there was a problem in connection with the 

teaching techniques used by inclusive education teachers in all 4 studied primary 

schools. All teachers who were interviewed revealed that the use of inappropriate 

teaching techniques was amongst the challenges that faced learning of pupils with 

special needs in inclusive classroom. It was found that the question and answer and 

lecture methods were the dominant methods in conducting lessons in inclusive 

classrooms as shown in Table 4.2. This concurs with previous studies which also 

observed the dominance of the lecture method. Dominance of question and answer 

unlike in other studies could be attributed to the presence of children with disabilities 

which necessitated teachers using it. Table 4.2 shows teaching-learning methods 

used in inclusive classroom. 

Table 4. 2: Teaching-Learning Methods Used in Inclusive Classroom 
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A 

A1 4 2 - 1 1 - 

A2 4 2 - - 2 - 

B 

B1 4 1 1 - 2 - 

B2 4 2 - - 2 - 

C 

C1 4 1 - 1 1 1 

C2 4 3 - - 1  

D 

D1 4 1 1 - 1 1 

D2 4 2 - - 2 - 

Total  32 14 2 3 12 2 

Source: Field data, 2016. 
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The methods used were not accompanied by specific strategies to meet the needs of 

the pupils with disabilities. For instance, the use of the question-and-answer method 

in a class with pupils with hearing impairments was not accompanied by the use of 

sign language which could facilitate pupils with hearing impairments to participate in 

answering and asking questions. In addition, in all the classes observed, none of the 

teachers used total communication in teaching. That means pupils with hearing 

impairments did not fully participate in learning. 

Additionally, in one of the observed lessons there was a pupil with visual impairment 

but the teacher wrote questions on the chalk board and asked pupils to work on the 

questions in their exercise books. The pupil with visual impairment remained idle 

and the teacher did not give help to her. Likewise, out of the seven teachers who 

taught classes with pupils with low vision, only two (28.6%) teachers used large 

letters to write on the blackboard. The other five (71.4%) teachers used small letters 

on the blackboard. This made it difficult for the pupils with low vision to read and 

follow the lessons. Moreover, the small letters used by the teachers on the chalkboard 

was not even visible to pupils without disabilities who sat at the back of the class. 

Moreover, during observation, the study found out that five percent of the lessons 

presented used the lecture method (see Table 4.2) but this was not appropriate for all 

learners. This is in line with Mutarubukwa (1998) who posits that the lecture method 

deprives students of the right to learn for it does not serve the interests of all pupils in 

the class especially those with special needs. In an interview, the district education 

officer and Special Education Unit reported that the use of participatory methods 

while teaching in an inclusive classroom was recommended to ensure teacher-pupil 

interaction, pupil-pupil interaction and pupil-device interaction. But in the observed 
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classes, where teachers were using the lecture method, there was minimal interaction 

between the teacher and the pupils and there were no interaction among pupils during 

the lessons with either non or rare application of teaching/learning materials to both 

normal and impaired pupils.  

It was also found that four (40%) out of the ten observed teachers had poor 

interaction with pupils with disabilities. For instance, one of the teachers addressed 

the mentally retarded pupil by saying ‗wewe‘ meaning ‗you‘ instead of mentioning 

his name. This is a poor and unrecommended approach which may discourage the 

pupils with disabilities to actively participate in the lesson. The findings imply that 

professional and administrative bottlenecks hindered teachers from employing 

teaching-learning strategies for children with disabilities in inclusive classes. 

Attitudes could also be attributed to the inability of the teachers to use strategies 

specifically to facilitate the learning of pupils with disabilities. The study by Olson 

(2003) found that general teachers did not want to include children with special 

needs into their classrooms because of the difficulties and the stress they felt in 

attempting to teach these children.  

4.2.5 Overcrowded Classes 

Most of the teachers complained that they were overloaded due to overcrowded 

classrooms. It was found that 23 (76.6%) out of 30 teachers reported that classes 

were overcrowded. They informed the researcher that there was a big number of 

pupils in the classroom. This led to less treatment of individual cases to children with 

disabilities as result they learned less. Some teachers recommended that teachers 

who teach disability-inclusive classes should have a smaller number of pupils in the 

class. In three classes observed by a researcher at different studied schools the 
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situation was 115 pupils in class V, 55 pupils in class VI and 65 pupils in class VII 

instead of a normal class size of 40 to 45 pupils. A number of pupils with disabilities 

in those classes were 15 in class V, 11 in Class VI and 9 in class VII. A standard 

ratio of teacher to pupils for special need pupils is between 1:3 up to 1:7 depending 

on a type of disability. Under this finding, teachers in studied schools are overloaded 

to normal and special need pupils.  One of the specialized inclusion teachers affirmed 

that:  

A small number of pupils in disability-inclusive class could help the 

teacher to attend to individual pupils. Sometimes they spend more time 

with pupils with disabilities as some of the pupils need special attention 

(2016).    

Interview findings from head teachers also supported teachers‘ views. The head 

teachers in 4 schools of study contended that their inclusive classrooms had a big 

number of pupils such that sometimes teachers tended to forget the presence of 

pupils with special needs in their classrooms. They felt inclusive classrooms were too 

big while pupils with special needs preferred smaller classroom environment, so that 

they could receive more attention and support from a regular/ or special education 

teacher. This implied that the inclusive classrooms were so large that it was not easy 

for regular teachers to involve pupils with intellectual disability in their lessons. This 

finding is in line with that of Nydal (2008) who did a study on the development of 

inclusive education in Tanzanian schools. 

4.2.6 Bullying of Children with Special Needs 

In the interviews held with teachers, it was found that bullying of children with 

special needs in the inclusive schools by other pupils without special needs education 

in the studied 4 schools was rarely encountered. In particular, the cooperation, love, 

assistance and interactions of normal pupils and those with special needs was greatly 
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observed and appreciative. When some parents interviewed on what they have been 

observing or heard from their children with special needs on bullies, they proved of 

having none or few cases to happen. One of the parents explained: 

―It was hard to me to get courage to enroll my mental impaired girl as I 

could not imagine how a school could have changed her….and yet she 

needed a close care and most of family members segregated her so I 

predicted the same to teachers and normal school children at 

school…But contrary to my expectations, teachers and fellow pupils 

show great love to my daughter..‖      

To this matter, inclusion is very important in socialization and had implications for 

pupils with special needs education concentrating in the learning process in the 

special education needs. Most parents of children with special are at marginal 

poverty which lead to less failure to provision of basic needs to their children. 

4.3 Trends and Patterns of Inclusive Education Implementation in Ikungi 

District  

This section addresses the first objective, in which the researcher explored the trends 

and patterns of inclusive education implementation in Ikungi district.   

4.3.1 Trends and Patterns of Children with Special Needs Enrolment in 

Inclusive Education Implementation.  

The first objective of the study was to determine the trends and patterns of children 

with special needs enrolment in inclusive education in Ikungi district. District 

education officer and school heads of sampled inclusive primary schools were asked 

to state the number of children with special needs who have been enrolled in their 

respective district and schools from 2010 to 2014 in Ikungi District. The results were 

obtained through interview with district education officer and documentary review as 

indicated in Table 4.3. 
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Table 4. 3: Trend and Patterns of Children with Disabilities Enrolment in 

Ikungi District from 2011 To 2014  

Types of disability  Years 

2011 2012 2013 2014 Total 

Albino 8 6 9 11 34 

Hearing impairment 9 11 6 12 38 

Deaf/Mute 0 0 0 0 0 

Deaf-Blind  0 1 0 0 1 

Mentally impaired  4 6 4 7 21 

Physical impaired  12 18 20 24 74 

Visually impaired  8 6 11 05 30 

Total  41 48 50 59 198 

 

When the responses from school heads interview on trend and enrolment patterns of 

children with disabilities were analysed as compared to those of district education 

officer, they tended to suggest that enrolment of children with disabilities in their 

respective schools from 2011 to 2014 was not impressive. The study revealed that 

from 2011 to 2014 only 70 children with disabilities were enrolled in four sampled 

inclusive primary schools (see table 4.3). 
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Table 4. 4: The Number and Type of Pupils with Disabilities Enrolment in 

Four Selected Schools from 2010 to 2014 

Type of disability School Total % 

A
 

B
 

C
 

D
  

 

Visually impaired 2 2 2 5  12 14.3 

Mentally retarded 1 0 2 5  9 12.9 

Physical disability 3 2 10 3  24 34.3 

Total 6 4 14 13  45 100.0 

               

4.3.2 Retention and Completion Rate of Pupils with Disability in Inclusive 

Primary Schools in Ikungi District   

Another objective of the study was to explore the extent to which inclusive 

programme implementation improves the retention rate of pupils with special needs 

in inclusive primary schools in Ikungi district. To obtain the information the District 

education officer and heads of the sampled schools were interviewed. Various 

documents were also reviewed. At the district level, the researcher examined 

enrolment and completion rate of pupils with special needs in 2004, 2005, 2006 and 

2007 cohorts. Table 4.4 summarizes the information from district education officer. 

Table 4.4 shows that pupils with visual impairment and mental retardation formed 

the majority (70%) of the pupils enrolled in all four inclusive primary schools from 

2011 to 2014, followed by albino. Data also show that pupils with physical 

disabilities comprised the minority of pupils in enrolled in inclusive primary schools. 

However, it can be generally said that there were very few number of pupils with 

special needs enrolled in inclusive primary schools. This implies that although the 

government has put much emphasis on enrollment of children with special needs, 

still very few numbers of pupils with disabilities are enrolled in inclusive primary 



57 

schools. This finding is in line with Ministry of Education, Science, Technology and 

Vocational Training (2013) annual report that although population data on disability 

is not available, the proportion of primary school enrolment with disabilities is 

0.36%. This proportion is low mainly due to low response of the community in 

sending pupils with disability to school. 

Table 4. 5: Completion Rate of Pupils with Special Needs in Ikungi District   

Year Enrolment in 

standard 

Completion in 

standard seven 

% drop out 

Boys Girls T Boys Girls T Boy  Girl  

2004-2010 39 42 81 21 18 39 18 46.1 24 57.1 

2005-2011 24 28 52 11 13 24 13 54.1 15 53.5 

2006-2012 31 26 57 22 11 33 9 29 15 57.9 

2007-2013 61 43 104 30 28 58 31 50.8 15 34.8 

Source: Field Data, 2014 

The data in Table 4.5 reveal that most of the pupils with special needs did not 

complete seven years of primary school life circle. For example out of 81 pupils with 

special needs enrolled in 2004 cohort only 39(48.1%) completed primary schools in 

2009 the rest did not. Again of 52 pupils who were enrolled in 2005 only 24 (46.1%) 

completed primary school in 2010 and the rest did not. Further findings in Table 4.3 

reveal that in 2006 cohort 57 pupils with special needs were enrolled but only 

33(57.8%) successfully completed primary education. In 2007 cohort 104 pupils with 

special needs were enrolled in primary schools but it was 58(55.7%) who completed 

primary education in 2013 while the rest were not.  

The information from school heads also supported data obtained from district 

education office. It was found that majority of pupils with special needs who were 
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enrolled in all 4 sampled primary schools failed to complete seven years of primary 

school life circle. Figure 4.3 summarizes the information obtained from documentary 

review. 
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Figure 4. 3: Enrolment and Completion Rate of Pupils with Special Needs in 

Sampled Primary Schools in 2004, 2005, 2006 and 2007 Cohorts   

 

 

The data in Figure 4.3 show that in primary school ‗A‘ of 12 pupils with special 

needs who were enrolled in 2004 only 7 completed seven years of primary school in 

2010. In school ‗B‘ of 11 pupils with special needs enrolled in 2004, only 5 

completed primary education in 2010 and in school ‗C‘ out of 8 pupils who were 

enrolled in 2004 only 5 completed primary education in 2010 whereas at school ‗E‘ 

of 3 pupils with special needs enrolled in cohort 2004 only one completed primary 

education in 2010.  

Further analysis revealed that in 2005 cohort in school ‗A‘ of 8 pupils with special 

needs who were enrolled in 2005 only 3 completed primary education in 2011. In 

school ‗B‘ 4 pupils with special needs completed seven years of primary school out 
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of 6 who were enrolled in 2005. The same trend is also observed in the same cohort 

in school ‗C‘ as only 1 pupil with special needs completed seven years of primary 

education in 2011 life circle out of 4 enrolled. This trend implies that not all pupils 

with special needs completed seven years of primary education life circle. This 

finding is in line with Josiah, (2005) and Possi, (2006) who found that more than 

50% of pupils with special needs did not complete seven years of primary education 

life circle in Tanzania.   

4.4 Ways of Overcoming Constraints Facing Implementation of Inclusive 

Education   

In this section, the researcher sought to explore ways of overcoming constraints 

facing implementation of inclusive education. To have better understanding of the 

interventions, interviews were held with teachers, head teachers and the DEO.  

4.4.1 Teacher Professional Development 

Through interviews respondents indicated that staff development is a vital part of an 

effective inclusive education implementation. In order to overcome constraints 

facing implementation of inclusive education, teachers need to enhance their 

knowledge about different areas of special education: 

Teachers must have additional training within the field of special 

education to provide effective teaching and learning programmes to 

children with special needs…It is true that our government has not 

put much effort on this area…as a result many inclusive education 

teachers are not competent in teaching pupils with special 

needs…some failed to accommodate all pupils needs in their period. 

To confirm the foregoing claims, the researcher interviewed head teachers on the 

way they perceived teachers‘ competencies in their respective integrated schools. 

The heads teachers revealed that some teachers did not want to teach children with 
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special needs. It was found that teachers did not want to teach children with special 

needs education because they did not have the knowledge and skills on special 

education. They felt that they need to have proper training to equip them with skills 

on how to use Braille, sign languages and counseling before teaching children with 

special needs in the regular classrooms: 

…it is important, that teachers who teach integrated classes to be 

trained in the areas of teaching and learning skills, curriculum 

development and modification, and classroom organization in order to 

provide effective service to all children including one with special 

needs…some disabilities are difficult to manage and need teachers to 

have special training in order to accommodate these children in his/her 

classroom. For example, for ordinary teacher to use Braille machines is 

not possible without training…‖ 

Commenting on this, DEO reported lack of teachers‘ knowledge and understanding 

as a barrier to effective implementation of inclusive education in the district. Other 

factors that were reported by the DEO included lack of knowledge and understanding 

of factors specific to the child, such as the specific needs and capabilities of the child. 

This is in line with Mutarubukwa (1998), argument that for effective implementation 

of inclusive education teachers professional development is inevitable. 

4.4.2 Availability of Curriculum Materials that Meet Needs of All Children 

In interviews held with teachers, it was clearly revealed that teachers spend most 

time trying to explain the concept to children with special needs while children 

without special needs had to do the same exercise within a given time. This indicates 

that lessons were not modified to suit the learning needs of children with special 

needs. If lessons were modified, teaching and learning of children with disabilities 

would progress smoothly without much interruption from other normal children. This 

suggests that field teachers still lack the knowledge to modify the curriculum content 

and so strictly require in-service training in this area. 
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To confirm that, teachers indicated that the current primary school curriculum was 

implemented to all children in the class regardless of whom they are. They had views 

that government should change primary school curriculum so as to provide equal 

educational learning for all children. For example, a child with a visual impairment 

has to read books translated into Braille or large text materials while the other 

without that problem can read from normal reading books. As Light (2002) noted 

that pupils with disabilities may need different things so as to participate in inclusive 

schools. For example,  sign language for deaf pupils, hearing aids for the hard of 

hearing pupils, Braille reading or large print text for pupils with visual impairment, 

alternative formats of assessment such as oral examinations for non-readers and 

technology support/virtual environment, such as computers and educational software, 

are essential in supporting teaching and learning in the inclusive classroom. 

Conversely, Bray, Brown and Green (2004) and Lyons (2005) maintain that assistive 

technology, such as computers, enhances the learning of children with special needs.  

4.4.3 Financial Support 

Financial support was mentioned by heads of schools as another intervention needed 

to make a friendly school environment to children with special needs. Teachers 

indicated that, fund was highly needed in order to purchase teaching and learning 

facilities for children with special needs education. These included assistive 

technology, large print books, lotion, hats, sunglasses for albino pupils and mobility 

support to physical impaired learners. When asked if the government currently 

provided any support in terms of fund, one head of school said that: 

―To my best knowledge…frankly speaking, the allocation of 

financial support for children with special needs, has always been an 

issue for our school and many others in this district…because most 

times the Government says, ‗there is a lack of funds to assist‘ 
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children with special needs…on the contrary many schools cannot 

afford to provide adequate teaching and learning resources for each 

child with special needs, because of financial constraints. Only 

insufficient funds are received for meals as majority of pupils with 

disabilities live in dormitories. The District Council assist in ferrying 

the special needs pupils to their families during holidays but not 

when back from home‖ 

The above assertion suggests that if the education programme for children with 

special needs is to progress and operate well in schools, funding should be 

considered. Komba (2003) argues that costs for inclusive education, especially in the 

poor countries, should be shouldered by the government in order to avoid disparities 

that might arise from ‗the haves‘ and ‗the have nots‘. The government ought to incur 

the costs of education, and particularly that of inclusive primary education, which 

yields social benefits from which no one should be excluded under the principles of 

exclusion (Rosen, 1999).  

4.4.4 Sitting Arrangement for Pupils with Special Needs in the Classroom 

During classroom observation, it was discovered that most of the pupils with special 

needs seats were arranged in front of the classroom. Teachers indicated that, first, the 

front seats enabled pupils with disabilities to be close to teachers during lessons. 

Secondly, this position enabled pupils with visual impairment, particularly those who 

had low vision to see the writings on the chalkboard and the teaching aids such as 

charts, and graphs. Also, the front positions facilitated pupils with hearing 

impairment to learn through lip-reading of the teacher‘s lips.  

― In my subject, when I am teaching pupils with hard of hearing and 

with low vision often I try to help them have place to sit at the front 

of the class. This helps the pupils who are hard of hearing to hear 

and lip-read, while a pupil with low vision can easily  see what I 

write on the chalkboard.  
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Although teachers lack special education training, some understood how to arrange 

sitting for pupils with special needs in the classroom. Teachers have an important 

role in developing effective teaching outcomes and good lesson structures, which 

would motivate children to become actively involved with challenges appropriate to 

them (Mentis et al., 2005). Furthermore, Smith et al (2005) add that teachers should 

organize the classrooms to provide enough space for children with special needs to 

move around without difficulty. However, MoEC (2004b) assets that, during PEDP 

review, they found that teachers and school committee members had a very limited 

appreciation of the needs of pupils with disabilities. This shows that pupils with 

disabilities were not considered by the schools, which could lead to poor learning for 

pupils with disability. 

4.4.5 District Strategies for Improvement of Inclusive Schools  

During the interview with the district education officials, they explained about the 

government will to improve services to special needs children in inclusive schools. 

The strategies in place mentioned and seen in the district five years strategic plan 

included, the plan on education states to establish boarding school to all four 

inclusive schools in the district with enough and conducive accommodation for 

children with disability mostly using own sources. Also reliable transport, meal 

provision, in-service training to teachers, parents and community involvement in 

contributing to inclusion program funding and other supports were among the 

strategies.  

 ―the district senses the importance of inclusion to our children as 

proves good effect to learning and value to children with disabilities 

when integrated with normal fellow learners. The strategies are set 

but the barrier is lack of reliable and enough funding to facilitate our 

schools. Some services like meals and ferrying pupils home and 

back to schools during holidays, dormitories and basic services are 

provided…‖ exposed one of the district education officers. 
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CHAPTER FIVE 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

5.1 Introduction 

The study aimed at examining the challenges facing the implementation of inclusive 

education in Ikungi district. The previous chapter dealt with several aspects related to 

the problem. This chapter presents the summary of the study that includes the review 

of the study, conceptual framework, the literature review and the methodology. It 

also provides the summary of the findings, conclusions and recommendations. 

5.2 Summary of the Study 

The purpose of this study was to examine the factors facing implementation of 

inclusive education in Ikungi district.  In particular, it attempted to accomplish three 

research objectives which are to investigate the constraints in implementation of 

inclusive education in Ikungi district, to find out the trend and patterns of 

implementing inclusive education in Ikungi district and to find out strategies in place 

to overcome the constraints of implementation of inclusive education in Ikungi 

district.  

The conceptual framework that guided this study recognized the complexities of the 

phenomenon such that it does not depend on a single view in its explicit and implicit 

explanation. Hence, this study used Wagner 1999 model of implementing inclusive 

education. The conceptual framework identified inclusive policy, qualified teachers, 

curriculum modification, community and parents involvement and supportive 

infrastructures as important factors for inclusive education to be achieved.  

The review of the related literature covered the issues on: inclusive education and 

constraints faced in inclusive schools, trends and patterns of inclusive education 
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implementation in Tanzania, policies on inclusive education, Children with 

disabilities enrolled in the education system. Based on the review of literature, the 

following generalizations about the factors influencing the implementation of 

inclusive education to children with special needs education were made as in right of 

education for the children with special need education is still a problem despite the 

efforts available and lack of direct study which dealt with factors influencing 

implementation of inclusive education in Tanzania and Singida region in particular. 

To accomplish the purpose of the study, a case study design was used. The study was 

mainly qualitative as explores the facts and real practices through narration and 

explanations. It also contains little scientific and arithmetic features and data. There 

were 97 respondents, of whom 40 were pupils with and without special needs, 4 

school heads, 30 inclusive education teachers, 21 parents and 2 special district 

education officers. The relevant information was sought through interviews, 

observation and document search. Qualitative data from interview, document search 

and observation were subjected to content analysis and relevant information involved 

presenting some of the respondents‘ explanations as quotations. 

5.3 Main Findings of the Study 

5.3.1 Constraints that Head Teachers, Teachers and Pupils with Special Needs 

Face in Inclusive Schools 

The findings revealed that only few inclusive education teachers were qualified to 

teach inclusive education and majority were not trained to teach inclusive education. 

It was also found that two-thirds of teachers had not attended any in-service training 

on the implementation of inclusive education between the year 1997 and 2012 to date 

on the studied inclusive primary schools. It was also found that inclusive education 
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teaching and learning facilities such as Braille machine, projector, overhead 

projectors, computers, videotapes, and compact discs, special skin lotion for albino 

pupils and audiotapes were largely missing. It was also found that none of all 

primary school textbooks had big letters for low vision learners especially after 

several curriculum modification and change done by the Ministry of Education. 

The study revealed that all 4 sampled inclusive primary schools did not have 

modified school infrastructure to accommodate pupils with special needs. It was 

found that none of 4 sampled schools had modified its setting to provide ease of 

access so that all students, regardless of their abilities, can move independently 

around the school environment without any obstructions. The environment that 

provides disabled children with barrier-free access into offices, classrooms, toilets, 

playing fields, pathways and other facilities at the school was not friendly. Unreliable 

and adequate funding to the schools is regarded a major cause of mentioned longer 

existing constraints to implementation of inclusive education in Ikungi district.   

5.3.2 Trends and Patterns of Inclusive Education Implementation in Ikungi 

District  

The study revealed that pupils with visual impairment and mental retardation formed 

majority (70%) of the pupils with disabilities enrolled in all four inclusive primary 

schools from 2011 to 2014, followed by those with albinism and physical disabilities 

while pupils with hearing comprised the minority. Findings showed that although, 

only few numbers of pupils with special needs were enrolled in inclusive primary 

schools, some did not complete seven years of primary school life circle. 
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5.3.3 Strategies of Overcoming Constraints Facing Implementation of Inclusive 

Education as Mentioned by Pupils with Special Needs and Teachers 

The study revealed that most of respondents revealed education, seminar and 

allocation of enough funds as the ways to increase implementation of inclusive 

education. They had also the views that government should change primary school 

curriculum so as to provide equal educational learning for all children. For example, 

a child with a visual impairment has to read books translated into Braille. They also 

proposed that the district leadership should improve infrastructure to all inclusive 

schools by establishing boarding units for  children with disability ensuring 

conducive environment and services like building and supportive dormitories, water 

services, meals, good medical services, transport to special needs children from 

school to home and return to schools during holidays. Currently the district provides 

transport to them.  

5.4 Conclusions  

On the bases of the research findings the following conclusions can be made: 

i) The trends and patterns of enrolment, retention and completion rate of pupils 

with special needs in inclusive education were not consistent and were 

declining. Consequently, very few children with special needs were enrolled 

in the schools and those who are already enrolled were not attending school 

regularly or dropped out of the school except the two schools after 

established boarding schooling. It is important to have boarding and adequate 

services to all inclusive schools in order to attain positive impact on inclusive 

education implementation.   

ii) The implementation of inclusive education is faced with many constraints. 

Teaching an inclusive class requires that teachers have skills and knowledge 



69 

in instructional strategies. However, teachers’ practices and behavior towards 

inclusion were not highly supportive. Pupils, parents, and other education 

officials felt that teachers did not use inclusive practices/strategies as 

expected by all stakeholders. No sufficient accommodation of pupils with 

special needs is being provided and this is exacerbated by the examination-

oriented curriculum. Although teachers claimed that they do practice 

inclusion, they generally felt that there is little or no flexibility and 

responsiveness to pupils‘ needs in daily classroom instruction because of the 

expected amount of material to be covered in one year. From teachers‘ 

perspective, curriculum-pacing guides tied their hands, preventing them from 

differentiating instruction to meet the needs of students with disabilities due 

to lack of training and staff development programs. Therefore, individual 

attention is needed much more than is currently being provided if students 

with disabilities are to achieve their potential like their peers. 

iii) The quality of inclusion is dependent on the ability of the school to provide 

appropriate support and this poses a challenge to teachers and administrators 

because of the pressure of large class sizes, the rush to complete the syllabus 

and teaching to standard four and seven national examinations. Although 

integrated studied primary schools have attempted to implement inclusive 

practices it is clear that its principles and objectives are far to be achieved.    

The study revealed that there were many ways to overcome inclusive education 

constraints as there were many constraints facing its implementation. These include 

among others, teachers training, policy formulation, funds, curriculum modification, 

and supportive infrastructures. 
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5.5 Recommendation  

In the light of the findings from the study, the following recommendations are drawn. 

5.5.1 For Action 

i) The Ministry of Education, Science and Technology  should ensure that all 

primary schools in Tanzania provide inclusive education; in this line 

curriculum materials and teaching and learning materials should be modified 

to accommodate needs of pupils with special needs.  

ii) To overcome the challenges of lack of qualified special education teachers, 

the Ministry of Education, Science and Technology should provide special 

training, study tour and forums on inclusion and education to special needs 

teachers and parents and seminars or workshop for all teachers serving special 

education. 

iii) For the school infrastructure to be able to attract and accommodate many 

children with special needs, it is recommended that the Ministry of Education, 

Science and Technology should ensure equal distribution of capitation grants 

among pupils with and without special needs. The government through the 

Ministry of Education, Science, Technology and Vocational Training should 

also build physical infrastructure that support pupils with special needs 

including toilets, classroom, corridors, access of water and are like. Also the 

government must assure fully funding and material provision to inclusive 

schools instead of dependency to donor support as it is today. 

iv) It is also recommended that parents should be willing to enroll their children 

with special needs to integrated primary schools. Therefore, the schools 

should create conducive learning environment for pupils with special needs 
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like eliminating decimation, bullying, segregations, madding fun off and 

availability of teaching and learning facilities. Possibly all inclusive schools 

be accessed with dormitories for pupils with special needs.  

v) Parents of children with special needs should be encouraged and counseled to 

see that children with disability can still cope in the community and by being 

in schools they can have their potentials developed. 

5.2.2 Policy Implications 

The government should devise mechanisms that ensure that all children with special 

needs are identified, enrolled and supported at school by setting necessary 

infrastructure and special education component with clear statements in education 

policy.   

The government should put in place special funds for schools which practice 

inclusive education. 

5.2.3 Recommendation for Further Research 

There is a need to conduct another study on the reasons for teacher‘s negative 

response to teaching of children with special need education in primary school. This 

is precisely because parents are the most actors in integrated education system. 

Since the study was limited in Singida region there is a need for similar study to be 

done in other areas of Tanzania for setting various contextual generalizations and 

seeking follow up actions. 
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APPENDICES 

Appendix A: Observation Schedule 

For Recording Classroom Discourse and Events during Teaching-Learning 

Process 

Name of school……………………  Class 

observed…………………………….  

Number of pupils…………….…… Number of the pupils with disabilities…… 

Types of disability........................................................................................................ 

Date…………………………                   Time……………………… 

Subject……… …………………… 

I. Classroom Observation 

A. Teaching-Learning Resources 

S/N Resources For pupils with 

disabilities 

For pupils without 

disabilities 

1. Textbook   

2. Teaching aids   

3. Hearing aids   

4. Braille machine    

5. Braille reading   

6. Large print text   

7. Magnifying glass   

8. Swivel chairs   

9. Other supportive 

materials if any. 
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B. Classroom Arrangement and Teaching Strategies 

S/N Arrangement and Strategies Remarks 

1. Note the seating position of the pupils with disabilities 

and without disabilities. 

 

2 Note the arrangement of tables, chairs, desks, seats 

passages and corridors. 

 

3. Note the methods used by the teacher.   

4. Note the position of the teacher during teaching.  

5. Note how the teacher assists the pupils during teaching-

learning. 

 

6. Note if the teacher helps the pupils individually.  

7. Note the communication ability of the teacher to the 

pupils during the teaching-learning process. 

 

8. 

 

 

Note the speed of presentation a) high  

b) low 

c) moderate 

9. Note the voice of the teacher a) low 

b)maximum 

c)  reasonable 

10. Note if the teacher use multi-sensory approach.   

11. Note if the words on the blackboard can be seen by all 

pupils.  

 

12. Note if teacher calls pupils by their names.   
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II. Materials for Pupils with Disabilities  

Facilities of Specific 

Types of Disability 

Primary Schools 

A B C D E 

Physical 

 Walking sticks  

 Wheelchairs 

     

Visual 

 Braille/Typewriter 

 Braille textbook 

 Large print book 

 Magnifying glass 

 Sound computer 

 White cane 

     

Mental 

 Special computer 

 Toys 

     

Hearing 

 Hearing aids 

 Swivel chair 
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Appendix B: An Interview Schedule for the Head Teachers 

Name of the school........................................................ 

Sex: Male (     )          Female ( ) 

Work Experience …………………………………………………………….……..  

_________________________________________________________________ 

1. When did inclusive education start in this school? 

2. Please provide the number and types of pupils with disabilities in this school.  

3. What are your comments on the perfomance of inclusive education in this 

school? 

4. In your school do teachers have training on teaching pupils with disabilities in 

inclusive classes? 

5. How would you describe the availability of teaching-learning materials in the 

school? 

6. What support do you get from: 

a) The government 

b) Other institutions (public or private) 

7. What challanges does this school face in relation to teaching resources in 

inclusive classrooms? 

8. How does the school overcome those challenges? 

9. What do you suggest for the provision of better inclusive education in this 

school?  

10. Do you have any other general advice to give so that the inclusive education in 

Tanzania can be successful? 
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Appendix C: An Interview Schedule for the Teachers Teaching in Inclusive 

Classrooms 

Name of the school.......................................... 

Sex: Male (      )          Female (     ) 

Teacher experience................... 

Date.......................................... 

____________________________________________________________________ 

1. Which classes and subjects do you teach? 

2. How many pupils are in your teaching classroom? 

3. Please provide the number and types of pupils with disabilities in your class. 

4. For how long have you been teaching inclusive classrooms? 

5. a. Have you ever received training on inclusive education? Yes/No. 

b. If yes for how long and of which type. 

c. If no how do you help pupils with disabilities during teaching? 

6. How do you place pupils with disabilities in inclusive classroom? 

7. How does the seating position facilitate and/or hinder teaching-learning  of pupils       

with disabilities? 

8. How does the physical arrangement of the classroom facilitate and/or hinder 

teaching and learning of pupils with disabilities? 

9. What teaching-learning methods do you use during teaching in inclusive 

classroom? 

10. Why do you prefer to use those methods? 

11. What challenges do you face in using methods above? 

12. Which strategies do you use to ensure the understanding of all pupils in the 

classroom? 

13. What teaching-learning materials do you use to help pupils with disabilities in 

inclusive classroom? Please list them in relation to the type of disability. 

14. Do you think those teaching-learning materials are adequate enough to meet the 

needs of individual pupils? 

15. If they are not enough, what do you do to meet  those shortcomings?  

16. Which Problems do you face  in  teaching inclusive classes? 

17. How  do you overcome  those problems? 

18. What do you think should be done so as  to improve teaching-learning  in 

inclusive classes? 
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Appendix D: Hojaji kwa Wanafunzi katika Madarasa Jumuishi 

Jina la shule...................................................................................... 

Jinsi: Me (      )          Ke (     ) 

Mwanafunzi: Mwanafunzi mlemavu ( )  

           Aina ya ulemavu...................................... 

          Mwanafunzi asiye mlemavu (  ) 

Darasa......................................... Tarehe.......................................... 

___________________________________________________________________ 

1. Kwa kawaida huwa unakaa sehemu gani darasani?  

a. mbele  

b. nyuma 

c. katikati 

2. Kwa nini unapendelea kukaa sehemu hiyo?  

3. Katika dawati lako unakaa na nani? 

4. Mwalimu anapofundisha darasani huwa unamuelewa? 

5. Kama huelewi unafikiri ni vitu gani vinavyosababisha usielewe? 

6. Kama hujaelewa mwalimu alichofundisha darasani huwa unamuuliza nani? 

Rafiki yako/mwalimu? 

a) Ni kwa nini unamuuliza rafiki/mwalimu? 

7. Kati ya njia za kufundishia zifuatazo ni njia zipi ambazo mwalimu 

anapofundisha darasani huwa anatumia? 

 Maswali na majibu 

 Majadiliano 

 Maadiliano kwa vikundi 

 Mhadhara 

 Maigizo   

 Majaribio 

8. Ni njia zipi huwa unazipendelea zitumike wakati unafundishwa? 

9. Kwa nini unapendelea njia hizo? 

10. Ni aina gani ya zana ambazo huwa unatumia kuwezesha uifunzaji wako? 

11. Je, unaridhika na zana hizo? Ndio/Hapana. 
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12. Kama jibu ni hapana unafanyaje ili kuhakikisha kwamba ujifunzaji wako 

unafanikiwa? 

13. Ni matatizo yapi unakumbana nayo kwa kujifunza katika darasa umuishi? 

14. Kwa maoni yako, unafikiri nini kifanyike ili kudumisha ujifunzaji katika 

madarasa jumuishi? 
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Appendix E: Hojaji kwa Wazazi wa Wanafunzi Wanaosoma Katika Shule 

Jumuishi 

Jina la shule...................................................................................... 

Jinsi: Me (      )          Ke (     ) 

Mzazi:           Wa Mwanafunzi mlemavu ( )  

           Aina ya ulemavu...................................... 

           

Darasa......................................... Tarehe.......................................... 

 

_________________________________________________________________ 

1. Mtoto wako anasoma darasa la ngapi ?  

2. Anasoma shule ya bweni au kutwa? 

3. Ulipataje kufahamu uwepo wa elimu jumuishi katika shule hii? 

4. Ni nani humpeleka shule? 

5. Ni mahitaji gani muhimu ya shule mzazi hutakiwa kuyatoa kwa mtoto? 

6. Je anapenda kuwepo shuleni? 

7. Kuna watoto wengine wasio na ulemavu katika eneo lako? 

8. Mtoto wako anajumuika na watoto wenzake akiwa nyumbani? 

9. Ni kwa njia gani unapata kufahamu maendeleo yake kimasomo shuleni? 

10. Unamsaidiaje mtoto wako katika kujifunza ujuzi mpya? 

11. Unamsaidiaje mtoto wako kufahamu kuwa anafanya vizuri katika 

masomo? 

12. Ni matatizo gani umeyabaini katika kusoma kwake katika shule jumuishi? 

13. Unafikiri ni njia zipi zinafaa zitumike kutatua matatizo haya? 

14. Nini malengo na matarajio yako ya kumpeleka mtoto huyu katika shule 

jumuishi? 
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