xiii

READINESS OF SPECIAL EDUCATION TEACHERS TO IMPLEMENT INCLUSIVE EDUCATION: A CASE STUDY OF SELECTED PUBLIC PRIMARY SCHOOLS IN ARUSHA CITY COUNCIL
GOODHOPE CHARLES
A DISSERTATION SUBMITTED IN PARTIAL FULFILMENT OF THE REQUIREMENTS FOR THE DEGREE OF MASTER OF EDUCATION IN ADMINISTRATION, PLANNING AND POLICY STUDIES 
DEPARTMENT OF EDUCATION PLANNING AND ADMINISTRATION 
OF THE OPEN UNIVERSITY OF TANZANIA

2025
CERTIFICATION TC "CERTIFICATION" \f C \l "1" 
The undersigned, certify that he has read, and hereby recommend for acceptance by the Open University of Tanzania, a dissertation titled “Readiness of Special Education Teachers to Implement Inclusive Education: A Case Study of Selected Public Primary Schools in Arusha City Council” in partial fulfilment of the requirements for the degree of Masters of Education in Administration, Planning and Policy Studies (MED-APPS) of the Open University of Tanzania.

………………………………………..
Prof. Cosmas Boniface Mnyanyi
(Supervisor)
………………………………………
Date

COPYRIGHT
 TC "COPYRIGHT" \f C \l "1" 
This dissertation is copyright material protected under the Berne Convention, the Copyright Act of 1999 and other international and national enactments, on that behalf, on intellectual property. It may not be reproduced by any means, in full or in part, except for short extracts in fair dealings, for research or private study, critical scholarly review or discourse with an acknowledgement, without the written permission of the Dean of Post Graduate Studies, on behalf of both the author and the Open University of Tanzania.

DECLARATION TC "DECLARATION" \f C \l "1" 
I, Goodhope Charles, declare that this dissertation is my original work and has not been submitted and will not be presented to any other college, institution or University other than the Open University of Tanzania for a similar or any other degree award. It is hereby presented in partial fulfilment of the requirements for the Degree of Master of Education in Administration, Planning and Policy Studies.
…………………………………






Signature 

……………………………………..

Date
DEDICATION TC "DEDICATION" \f C \l "1" 
This dissertation is dedicated to my family.
ACKNOWLEDGEMENTS TC "ACKNOWLEDGEMENTS" \f C \l "1" 
I deeply thank God the Almighty for providing me with health and energy for undertaking this task. I could never have completed this work on my own. My gratitude for the people whose patience, understanding, and insight helped me through this dissertation cannot adequately be expressed in words. I feel so strongly indebted to them but cannot mention all their names here. However, a few of them deserve a special mentioning as follows.
 I would like to express my honest appreciation to my research supervisor Dr Cosmas Mnyanyi for his kind guidance and support in the production of this dissertation. Secondly, I would like to thank my family especially my parents, beloved wife and children for their encouragement and moral support until this work is finished. I also express my gratitude to the educational officer and school inspectorate division for their support that made me access the sampled schools in their area. I am also thankful to all teachers and parents for the help and cooperation they gave me in their respective schools to get the required data, which eventually contributed to making this dissertation the way it is now.
ABSTRACT TC "ABSTRACT" \f C \l "1" 
This study examined the readiness of teachers trained in special education to implement inclusive education in selected public primary schools in Arusha City Council, Tanzania. Guided by Readiness Theory, which emphasises that successful change requires both individual commitment and systemic support, the study explored three specific objectives: (i) to identify determinants influencing teachers’ implementation of special education training in inclusive classrooms; (ii) to examine factors facilitating or hindering successful inclusion of children with special needs; and (iii) to investigate the contribution of parents of pupils with disabilities to inclusive practices. A descriptive case study design employing a mixed-methods approach was adopted, involving 50 participants including teachers, parents, education officers, and quality assurance officers. Data were collected through questionnaires, semi-structured interviews, focus group discussions, and classroom observations. Findings revealed that while teachers demonstrated attitudinal readiness and foundational knowledge for inclusive education, their functional readiness was constrained by inadequate in-service training, limited teaching resources, and weak systemic support. Parental involvement was found to be significant in enhancing inclusive practices, though hindered by stigma and socio-economic barriers. The study concludes that achieving inclusive education requires strengthening teacher professional development, improving resource allocation, and fostering school–parent collaboration. By applying Readiness Theory, the study highlights the multidimensional nature of readiness, showing that inclusive education can only succeed when individual teacher motivation is matched with supportive organisational structures.
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CHAPTER ONE TC "CHAPTER ONE" \f C \l "1" 
INTRODUCTION and background to the study TC "INTRODUCTION and background to the study" \f C \l "1" 
1.1 Introduction TC "1.1 Introduction" \f C \l "1" 
This study investigates the readiness of teachers who have received training in special education within Arusha City Council, with a particular focus on their knowledge, attitudes, and practical competencies required for inclusive education. In addition to examining individual teacher preparedness, the study evaluates the role of institutional support and availability of resources in shaping effective inclusion practices. This chapter presents the background of the study, statement of the problem, purpose of the study, specific objectives, research questions, significance of the study, delimitations, limitations, and definitions of key concepts.

1.2 Background of the Problem TC "1.2 Background of the Problem" \f C \l "1" 
Globally, inclusive education is increasingly recognised as essential for ensuring equitable access to quality education for all learners, including those with disabilities. International frameworks such as the UNESCO Salamanca Statement (1994), the United Nations Convention on the Rights of Persons with Disabilities (2006), and Sustainable Development Goal 4 (SDG 4) all advocate for inclusive and equitable education systems that embrace diversity. However, recent literature highlights that the achievement of these goals depends heavily on teachers’ readiness, particularly in low- and middle-income countries where limited resources and support structures pose significant challenges (Spier et al., 2019; Evans & Yuan, 2018).

Globally, the ideal of inclusive education is grounded in frameworks such as the Salamanca Statement of 1994 and the UN Convention on the Rights of Persons with Disabilities (UNCRPD), which call for schools that welcome all learners and remove barriers to participation. These commitments envision education systems where children with disabilities learn alongside their peers, supported by trained teachers, adapted curricula, and adequate resources to meet diverse learning needs (UNESCO, 1994; United Republic of Tanzania [URT], 2010). At the national level, Tanzania has expressed this aspiration through the Education and Training Policy of 2014 (Revised Edition 2023) and the National Strategy for Inclusive Education (NSIE). These policy instruments set out expectations for teachers, particularly those trained in special education, to serve as change agents who collaborate with general teachers, apply differentiated instruction, make use of assistive technologies, and actively engage families in the schooling process (MoEST, 2014/2023; Sharma, 2018; McKenzie et al., 2023). However, the situation remains far from this vision. 

In Tanzania, while policy efforts have been made toward inclusion, primary school teachers often lack sufficient training, resources, and institutional support to effectively implement inclusive practices (Kapinga & Mboya, 2022). Studies highlight that many teachers in Tanzania have foundational knowledge of inclusive practices but face gaps in specialized skills, which affects their confidence in creating supportive learning environments for students with disabilities (Mahenge & Kishimba, 2023). 

While many Tanzanian teachers trained in special education express positive attitudes towards inclusion, they often face significant gaps in practical readiness. Studies in low- and middle-income countries, including Tanzania, highlight that teachers frequently lack confidence, specialist skills, and material support to manage classrooms that include learners with a wide range of disabilities (Schuelka & Johnstone, 2021; Forlin & Chambers, 2011). Schools remain poorly resourced, with physical environments that are not fully accessible and curricula that are not adequately adapted for children with disabilities. Even where policies exist, their implementation is often uneven due to financial constraints, lack of continuous professional development, and limited follow-up from educational authorities (Mariga, McConkey, & Myezwa, 2014; Nath, 2020). These challenges contribute to persistent disparities in access, participation, and learning outcomes for pupils with disabilities compared to their peers without disabilities.

Several efforts have been undertaken to bridge this gap. Tanzania has passed enabling legislation such as the Persons with Disabilities Act of 2010 and developed inclusive education strategies to guide schools and local government authorities (URT, 2010; MoEST, 2018–2021; 2021/22–2025/26). Teacher education curricula now increasingly include components of inclusive pedagogy, while in-service training opportunities have been created to strengthen teachers’ competencies. Emerging approaches such as Universal Design for Learning (UDL) are beginning to influence teacher preparation and professional development in low- and middle-income contexts (Ahmed et al., 2021; McKenzie et al., 2023). However, these initiatives have not yet been scaled sufficiently to guarantee consistent practice in classrooms, particularly in resource-constrained urban and rural settings.

The implications of inadequate teacher readiness for inclusive education are profound. When teachers lack the necessary knowledge, skills, or institutional support, inclusive education policies risk remaining rhetorical, resulting in symbolic compliance rather than genuine transformation (Forlin & Chambers, 2011). In such contexts, teachers may be motivated to support learners with disabilities but often encounter stress, frustration, and even burnout when expected to deliver inclusive practices without sufficient training, resources, or professional development opportunities. This situation not only undermines teacher effectiveness but also compromises the learning experiences of students with disabilities.

In Tanzania, studies consistently highlight these challenges. Tungaraza (2014) observed that although inclusive education is integrated into national policies, teachers often feel unprepared to meet the needs of diverse learners due to limited training and lack of teaching resources. Similarly, Mnyanyi (2023) and Vågenes et al. (2023) reported that while teachers show willingness to implement inclusive education, inadequate professional development and weak institutional support hinder the process. More recent research by Samwel, Pembe, and Basela (2025) revealed that teachers in Tanzanian primary schools’ struggle with large class sizes, insufficient teaching aids, and minimal administrative backing, further intensifying the gap between policy and practice.

As a result, learners with disabilities may be physically present in classrooms yet excluded from meaningful participation if their individual needs are not addressed through appropriate pedagogical strategies. This exclusion restricts educational attainment and perpetuates cycles of marginalization, directly contradicting both Tanzania’s Education and Training Policy (2014 R.E. 2023) and global commitments under Sustainable Development Goal 4, which emphasizes inclusive and equitable quality education for all (UNESCO IIEP, 2021). Strengthening teacher readiness is therefore not only essential for effective implementation of inclusive education but also a key driver in achieving national and international educational goals.
Special education teachers tailor general education lessons for students with mild to moderate disabilities, covering subjects like reading, writing, and math, and teach basic skills to those with severe disabilities (Lawrence et al., 2021). Their duties vary based on classroom setting and student needs, often working in resource centres or classrooms dedicated to students with disabilities. They provide individualised instruction in small groups or one-on-one. Special education teachers also implement Assistive Technologies (AT) to address issues like speech disorders, cognitive deficiencies, or behavioural problems. AT includes devices and systems designed to help students overcome specific learning challenges, as defined by the International Classification of Functioning, Disability, and Health (ICF).
In Africa, special education caters to students with disabilities, including those with hearing impairments, blindness, autism, sensory or physical disabilities, and more. Köse and Güner-Yildiz (2021) describe it as a personalised approach using special equipment and methods tailored to individual needs. This form of education adapts standard programmes with specialised teaching and resources (Ayvazo et al., 2021). The field is complex, with students placed in various settings, from resource rooms to separate schools. Teacher preparation is specialised and has evolved since the 1980s, emphasising tailored instruction to ensure access to education for students with disabilities (Lockwood et al., 2021).
In most Sub-Saharan countries like Nigeria and South Africa in the education system, persons with disabilities are the ones facing the most challenge. The term disability implies the loss or limitation of opportunities to take part in the normal life of the community on an equal level with others due to temporary or permanent physical, mental or social barriers. Such a loss or limitation could be aggravated by the community’s perception of disabled people (URT, 2004). The establishment of the Universal Declaration of Human Rights especially the World Declaration on Education for All (Jomtien, Thailand, 1990) also the convention on the right of the child (1989) as well as the Millennium development goals (2000) marked the beginning of the recognition of the importance of every child to inclusive education (Khanam, 2010). 
The effects of these challenges are felt by multiple stakeholders. Pupils with disabilities remain the most affected, as they often attend schools that lack disability-friendly facilities, specialized materials, or teachers with adequate training. Teachers themselves struggle to translate policy directives into daily practice, leading to frustration and diminished professional confidence. Parents are also affected, as their potential contributions to inclusive education, through cooperation with teachers, advocacy, and support for their children’s learning, are constrained by structural and resource barriers. At the system level, schools and local government authorities face difficulties in operationalizing inclusive education within tight budgets, thereby exacerbating inequalities between well-resourced and under-resourced schools.

Against this backdrop, this study seeks to generate evidence on the readiness of teachers trained in special education to implement inclusive education in Arusha City Council’s public primary schools. By focusing on determinants of teacher readiness, identifying factors that enable or hinder the inclusion of children with special needs in regular classrooms, and examining the contribution of parents, the study aims to illuminate the practical realities of implementing inclusion. The findings are expected to inform policymakers, training institutions, and education stakeholders in strengthening teacher preparation, adapting curricula, and ensuring the provision of adequate resources and institutional support. In doing so, the study contributes to bridging the gap between the aspirations articulated in Tanzania’s policy frameworks and the lived experiences of teachers and learners in the classroom.

1.3 Statement of the Problem TC "1.3 Statement of the Problem" \f C \l "1" 
Inclusive education has been promoted globally through frameworks such as the Salamanca Statement (UNESCO, 1994), the UN Convention on the Rights of Persons with Disabilities (United Nations, 2006), and Sustainable Development Goal 4, which calls for inclusive and equitable quality education for all (UNESCO IIEP, 2021). These commitments position teachers—particularly those trained in special education—as central actors in facilitating inclusion by adapting curricula, applying specialized knowledge, and collaborating with colleagues and parents (Florian, 2014). Tanzania has aligned itself with these international commitments through the Education and Training Policy (2014; R.E. 2023), the Persons with Disabilities Act (2010), and the National Strategy for Inclusive Education (2021/22–2025/26), all of which emphasize equitable access to quality education for learners with disabilities.

Despite these commitments, the practical implementation of inclusive education in Tanzanian schools remains limited. Studies reveal that many teachers lack confidence, pedagogical skills, and access to adequate resources to effectively include learners with disabilities in regular classrooms (Bhalalusesa & Mnyanyi, 2022; Tungaraza, 2014; Vågenes et al., 2023) face challenges such as large class sizes, shortages of teaching materials, weak infrastructure, and insufficient policy enforcement further undermine inclusive practices (Samwel, Pembe, & Basela, 2025). Although teachers trained in special education are equipped with specialized skills, little empirical evidence exists regarding their actual readiness to implement inclusive practices, particularly in urban contexts such as Arusha City Council.

Without such evidence, efforts to strengthen inclusive education risk remaining fragmented and ineffective. Understanding the preparedness of special education teachers, the systemic factors influencing their readiness, and the role of collaboration with parents and general educators is critical. This study addresses this gap by assessing the readiness of special education teachers in Arusha City Council, thereby generating insights to inform teacher education, resource allocation, and policy implementation, and to ensure that inclusive education in Tanzania moves beyond policy rhetoric into meaningful classroom practice.
1.4 Purpose of the Study TC "1.4 Purpose of the Study" \f C \l "1" 
The main objective of this study was to assess the readiness of teachers trained in special education on implementing inclusive education: a case study of selected Public primary schools in Arusha City Council.
1.4.1 Specific Objectives TC "1.4.1 Specific Objectives" \f C \l "1" 
To fulfil the main objective of this study, the following specific objectives were utilised.
i. To examine the determinants for teachers trained in special education readiness to the implementation of inclusive education in Arusha City Council.
ii. To investigate factors influencing successful inclusion of children with special needs in the regular education class in Arusha City Council.
iii. To determine the contribution of parents of pupils with disabilities in special education on implementation of inclusive education in Arusha City Council.

1.5 Research Questions TC "1.5 Research Questions" \f C \l "1" 
This study was guided by the following research questions

i. What are the determinants of readiness among teachers trained in special education for the implementation of inclusive education in Arusha City Council?

ii. What factors influence the successful inclusion of children with special needs in regular education classes in Arusha City Council?

iii. How do parents of pupils with disabilities contribute to the implementation of inclusive education in Arusha City Council?

1.6 Significance of the Study TC "1.6 Significance of the Study" \f C \l "1" 
The present study examined the readiness of teachers trained in special education to implement inclusive education in Tanzania, with a specific focus on Arusha City Council. Its findings are intended to inform teachers, educational leaders, parents, and pupils by highlighting approaches for improving teaching and learning processes that enhance learner outcomes in inclusive classrooms. Given that both quality education and inclusive education are pressing concerns at national and international levels, the preparation of teachers becomes central to developing the competencies required for effective teaching in inclusive settings. These competencies enable teachers to fulfill their professional responsibilities and respond to diverse learner needs (Okwaput, 2013).

This study provides insights into the conditions necessary for fostering effective teaching and learning in inclusive environments, thereby contributing to improved educational quality. It also sheds light on teachers’ knowledge and practices in implementing inclusive education, while identifying barriers that hinder implementation and proposing strategies for overcoming them. Such evidence is crucial for strengthening the teaching profession and ensuring that inclusive education is not only a policy commitment but also a classroom reality.

In addition, the study contributes a knowledge base that can guide policymakers and curriculum developers in enforcing and supporting the implementation of inclusive education. The findings are expected to inform policy amendments to ensure that learners with disabilities fully realize their right to education, in line with Tanzania’s legal and policy frameworks. Beyond policy reform, the study aims to influence the perceptions of parents and the wider community, promoting positive attitudes and stronger support for children with disabilities. Such shifts are essential in creating enabling environments where pupils with special educational needs can achieve their potential and actively participate in society.

1.7 Scope of the Study TC "1.7 Scope of the Study" \f C \l "1" 
The study was conducted to assess the readiness of teachers trained in special education to implement inclusive Education in selected Public primary schools within Arusha City Council. The research examined teachers' preparedness in areas such as understanding inclusive education principles, attitudes toward inclusive practices, and the practical application of skills gained from special education training. Furthermore, it explored the availability of resources and the level of administrative and institutional support provided to facilitate inclusion.

Key focus areas include assessing teacher preparedness, such as their skills, knowledge, and attitudes toward inclusive education, and evaluating the availability of necessary resources and support systems. It also explores the school environment’s inclusivity, administrative support, and teachers' perceptions of challenges they face. Additionally, the study investigates ongoing professional development opportunities and the impact of current education policies on inclusive practices. The geographical scope is limited to primary schools within Arusha City Council, focusing on government-supported institutions with special education-trained teachers. By addressing these elements, the study aims to identify both the strengths and challenges in the implementation of inclusive education, providing insights into areas needing improvement to support effective inclusion practices in Arusha’s primary education system.

1.8 Limitation of the Study TC "1.8 Limitation of the Study" \f C \l "1" 
This research is expected to face various limitations both internal and external. Internal limitations are those limitations originated from the researcher like finance on the other side; external limitations were those from outside the researcher like time, poor cooperation from respondents and the like. The researcher in tackling this limitation is expected to make sure that enough preparation is done to avoid the likely hood of the occurrence of those limitations.  
1.9 Organisation of the Study TC "1.9 Organisation of the Study" \f C \l "1" 
This study is organized into five chapters. Chapter One presents the introduction to the study, outlining the background, statement of the problem, research questions, research objectives, scope, significance, and organization of the study. Chapter Two reviews relevant literature, covering both the theoretical and empirical perspectives, and presents the conceptual framework guiding the study. Chapter Three describes the research methodology, including the design, population, sampling procedures, instruments for data collection, and methods of data analysis. Chapter Four presents and analyzes the data collected, highlighting the key findings in relation to the research objectives. Finally, Chapter Five provides a summary of the study, draws conclusions, and offers recommendations based on the findings.

CHAPTER TWO TC "CHAPTER TWO" \f C \l "1" 
LITERATURE REVIEW TC "LITERATURE REVIEW" \f C \l "1" 
2.1 Introduction TC "2.1 Introduction" \f C \l "1" 
This chapter reviews existing literature relevant to the study on the readiness of teachers trained in special education to implement inclusive education in selected public primary schools within Arusha City Council. The aim is to situate the study within broader theoretical, empirical, and policy debates while identifying gaps that this research seeks to address. The chapter begins by outlining the theoretical perspectives that underpin inclusive education and teacher readiness, particularly drawing on readiness theory and change management frameworks. It then examines the concepts of inclusive education and teacher preparedness, highlighting the global, regional, and Tanzanian contexts. The review further discusses the role of teachers in inclusive classrooms, the challenges and opportunities in facilitating learning for pupils with diverse needs, and the contribution of parents and communities in promoting inclusion.

Empirical studies from both developed and developing countries are reviewed to provide insights into determinants of teacher readiness, factors influencing the success of inclusive practices, and the realities of collaboration between stakeholders. Special attention is given to literature from sub-Saharan Africa and Tanzania, where structural, cultural, and resource-related barriers continue to shape inclusive education efforts. Finally, the chapter presents the conceptual framework that guides this study, illustrating the relationship between teacher readiness, contextual factors, and the implementation of inclusive education. The review of literature therefore provides both the foundation and justification for the current study, highlighting the significance of examining teachers’ preparedness and the conditions required to realise inclusive education in Tanzanian primary schools.

2.2 Theoretical Review TC "2.2 Theoretical Review" \f C \l "1" 
This study was guided by the Readiness Theory, articulated in different forms by various scholars. Weiner (2009) introduced the concept of organizational readiness for change, while Walinga (2008) developed the change readiness theory, emphasizing that individuals must demonstrate confidence and adaptability in the face of change, regardless of the intervention being implemented. According to Walinga (2008), achieving successful transformational change requires identifying favourable conditions that support organizational transformation. She further highlighted that understanding the process by which readiness for change is achieved provides insights into how organizations and individuals respond to reform initiatives.

Walinga (2008) stressed the importance of examining the contextual factors—such as social, economic, political, and competitive influences, that drive organizational change and shape individual readiness. Identifying the gap between current performance and strategic goals is also essential for determining the need for change. Applied to education, this perspective raises questions about how schools are organized to achieve inclusive education goals and how teachers are prepared to adopt inclusive practices.

Rafferty et al. (2013) define individual readiness for change as the extent to which individuals are psychologically and behaviourally prepared to implement new practices. This concept is directly relevant to teachers trained in special education, who serve as the primary implementers and change agents of inclusive education in Tanzania. Within the two dimensions of readiness theory, individual readiness and organizational readiness, both perspectives highlight educators as key actors in change processes. Individual readiness underscores the role of teachers’ confidence, attitudes, and competencies, while organizational readiness emphasizes systemic support, leadership, and institutional alignment. Together, these perspectives provide a theoretical lens for analysing the preparedness of special education teachers to implement inclusive education as a transformative reform in Tanzania’s education system.

2.3 Determinants of Teachers’ Practice in Inclusive Classrooms TC "2.3 Determinants of Teachers’ Practice in Inclusive Classrooms" \f C \l "1" 
The aim of this study was to examine how teachers who have undergone special education training enact inclusive classroom practices. Realizing quality inclusive education in Tanzania demands systemic reforms and new instructional approaches. One such approach is the shift from the term “Companion Teacher” to “Shared Teaching”, which better reflects the cooperative roles of mainstream and special education teachers (Friend, 2010). Co-teaching models emphasize joint lesson planning, delivery, and assessment in inclusive classrooms (Gurgur & Uzuner, 2011). While teacher capacity initiatives (e.g., training programmes) exist, evidence suggests that many educators still require more contextually relevant support to develop collaborative and differentiated instructional competencies (Magiera, 2020).

Nevertheless, significant obstacles impede implementation: ambiguity in role definitions, limited access to resources, attitudinal resistance, and insufficient professional development opportunities (Florian, 2014). Structural constraints—such as large class sizes, difficulty managing behavior, lack of teaching materials, and limited familiarity with communication modes like sign language, further complicate inclusive practice (Gurgur & Uzuner, 2011).

Despite efforts to strengthen inclusion in Tanzania, little is known about how a teacher’s readiness, especially among those trained in special education, affects actual implementation. There is a scarcity of studies on the determinants of teachers’ translation of special education training into inclusive practice, the enablers of successful inclusion, and how parents of children with disabilities contribute to inclusion efforts. To address this gap, the present research evaluates the readiness of special education teachers in selected public primary schools of Arusha City Council as they implement inclusive education.

A recurring concern in the literature on inclusive education is that teacher preparation programmes tend to emphasize theory at the expense of practical experience. Research consistently supports this claim. For example, Sharma et al. (2008), in a multi-country study involving participants from post-secondary institutions in Canada, Hong Kong, Australia, and Singapore, found that both single-unit courses and infused approaches—where inclusion training is embedded across coursework—were effective in promoting positive attitudinal changes toward inclusion. Similarly, Kim (2011) demonstrated that both approaches fostered positive teacher attitudes.

Other studies highlight the significance of field experiences in shaping teacher attitudes. Swain et al. (2012) reported that a course on special education, paired with 24 hours of fieldwork, led to substantial positive changes in pre-service teachers’ attitudes. Lambe (2007) also found that completing a postgraduate diploma in education alongside a practicum component significantly improved attitudes toward teaching in inclusive settings. Boling (2007), through an in-depth case study of one pre-service teacher, observed that direct experience with students with diverse needs was a turning point in reducing anxiety and developing positive perceptions of inclusion. Collectively, these studies underscore that attitudes improve when theory is combined with practical engagement.

While positive attitudes are critical, they do not always translate into readiness for inclusive teaching. Avramidis and Norwich (2012) concluded that although many teachers expressed support for inclusion, they often felt unprepared to teach students with severe learning or behavioural difficulties. Fayez et al. (2011) similarly noted that while pre-service teachers viewed inclusion as a right, they considered their training insufficient for developing practical skills. McCray and McHatton (2011) reported that a single-unit course changed perceptions positively, but participants still felt underprepared for implementation. Likewise, Hodkinson (2006) and Moore-Hayes (2008) found that teachers valued the theoretical grounding received during training but emphasized the need for more hands-on preparation to meet the realities of inclusive classrooms. Forlin and Chambers (2011) further revealed that while inclusion-focused units enhanced confidence and knowledge, they also heightened teacher stress levels.

The evidence suggests that current preparation programmes develop awareness and foster positive attitudes but often neglect the practical skills required for effective inclusion. Burton and Pace (2009) warned that positive attitudes alone cannot compensate for inadequate preparation, while Lancaster and Bain (2010) stressed that teacher readiness depends not only on attitudes but also on possessing concrete strategies and competencies for practice.

Overall, these studies indicate clear gaps in teacher preparation. While positive attitudes can create a supportive climate for inclusion, they are insufficient without the confidence and skills that come from authentic, supervised practice. To align teacher preparation with the realities of inclusive classrooms, programmes must integrate practical experiences alongside theoretical instruction. Structured field placements, mentorship, and opportunities to work directly with students with diverse needs are therefore essential for building genuine preparedness among pre-service teachers.
2.4 Factors Influencing Inclusion of Children with Special Needs TC "2.4 Factors Influencing Inclusion of Children with Special Needs" \f C \l "1" 
The Tanzania National Policy on Disability aims at improving the life situation of people with disabilities (Saria, 2013).  According to Linder et al. (2023) in poorer countries, the focus of inclusive education is on creating opportunity for millions of children who lack access to formal education. In wealthier nations, issues include students leaving school without qualifications, being segregated into special provisions, or dropping out due to perceived irrelevance of lessons. Despite growing interest in inclusive education, there is confusion about the necessary actions to advance policies and practices effectively.
Before 1981, Tanzania did not have a comprehensive policy framework to guide service provision for persons with disabilities. Support was largely shaped by broad government pronouncements, such as those articulated in the Arusha Declaration, which offered only general direction for disability-related services (URT, 2004). As outlined in the National Policy on Disability (URT, 2004), since independence in 1961 the Government, through the Department of Social Welfare, provided services to persons with disabilities without the benefit of a clear, unified policy.

Tanzania upholds the principles of equality and human rights, recognizing that all citizens, including those with disabilities, are entitled to participate fully in society and access basic services. Persons with disabilities are considered valuable members of the community, and when their capabilities are identified and developed, they can contribute significantly to both their own well-being and national development. The National Policy on Disability was therefore established to create an enabling environment in which persons with disabilities could access opportunities for skill development, engage in productive work, and benefit from improved services.

The policy provides guiding principles and parameters for service delivery, reflecting Tanzanian cultural values and emphasizing dignity, rights, and development. According to the International Labour Organization (ILO, 2009), Tanzania has also aligned with global commitments by adopting laws, policies, and standards that guarantee persons with disabilities the right to work, vocational training, and access to essential services. Furthermore, the Constitution of 1977 and its amendments prohibit discrimination against persons with disabilities, reinforcing their legal and social rights. Table 1 outlines the key laws, policies, standards, and initiatives that have been adopted and ratified by the Government of Tanzania in line with these commitments (ILO, 2009).
Table 2.1. Laws and Policies Guiding Rights of Persons with Disabilities TC "Table 2.1. Laws and Policies Guiding Rights of Persons with Disabilities" \f T \l "1" 
	Law/ Policy
	Explanation

	Vocational Education and Training Act 1994 (No. 1)
	Provides a legal framework for the implementation of a flexible vocational education and training system that responds to the labour market

	Disabled Persons (Employment) Act 1982 (No. 2)
	Establishes a quota system, which stipulates that 2 per cent of the workforce in companies with over 50 employees must be persons with disabilities. Also establishes the National Advisory Council, which advises the minister responsible for the social welfare of disabled persons.

	Disabled Persons (Employment) Regulations 1985
	Defines the eligibility and registration requirements for disabled persons, under the Disabled Persons (Employment) Act 1982.



	Disabled Persons (Care and Maintenance) Act 1982 (No. 3)
	Provides and designates responsibilities of caring for disabled persons, families, relatives, local government, central government and non-governmental organisations. Also establishes a National Fund for Disabled Persons.

	National Policy on Disability 2004
	Aims at providing a conducive environment for people with disabilities to engage in productive work for their development and the utilization of available resources for improved service delivery.

	National Employment Promotion Service Act 1999 (No. 9)
	Provides or arranges for the registration, employment, counselling, vocational rehabilitation and placement of persons with disabilities

	Employment and Labour Relations Act, 2004 (No. 6),
	Forbids direct and indirect discrimination in any employment policy, including discrimination based on disability.

	National Strategy for Growth and Reduction of Poverty (MKUKUTA), 2005 to 2010
	Recognizes disability as a cause of poverty

	The persons with disabilities Act number 9 of 2010
	Establishes a legal framework for persons with disabilities.


Generally, Tanzania has developed a comprehensive legal and policy framework for persons with disabilities (PWDs), including the Persons with Disabilities Act (2010), the National Policy on Disability (2004), and other earlier acts targeting employment, vocational training, and discrimination (Braun, 2020; Makuu, 2023). While these laws align with international norms and aim to ensure rights to education, employment, and public participation, multiple studies reveal substantial implementation gaps. For instance, whereas the law mandates quotas for PWD employment, employer compliance is low and monitoring weak (Braun, 2020). In education, laws and policies articulate inclusive frameworks—but teacher shortages, lack of adapted resources, inaccessible infrastructure, and limited knowledge around special needs continue to hinder access for learners with disabilities (Bhalalusesa & Mnyanyi, Makuu, 2023; Samwel, Pembe, & Basela, 2025). Furthermore, policy actors acknowledge funding constraints and insufficient capacity within governmental bodies that are responsible for enforcement and support (Braun, 2020). Although Tanzania has ratified the UN Convention on the Rights of Persons with Disabilities and launched national strategies, many affected individuals still find that rights on paper do not translate into improved daily experiences (Makuu, 2023; Bhalalusesa et al., 2023). In sum, literature underscores that the legal frameworks are well-established, but their practical effectiveness remains limited by implementation, resource, and capacity challenges.
2.5 Contribution of Parents on Implementation of Inclusive Education TC "2.5 Contribution of Parents on Implementation of Inclusive Education" \f C \l "1" 
The active contribution of parents is widely acknowledged as a vital factor in the successful implementation of inclusive education. Parents not only provide care but also act as partners in the teaching and learning process, ensuring continuity between home and school. Research demonstrates that when parents are engaged, children with disabilities benefit academically, socially, and emotionally, as parental involvement strengthens communication, reinforces learning practices, and creates a supportive environment for inclusion (Gaspar et al., 2025; Guo, 2024).

International evidence shows that effective inclusive education is closely tied to parental participation in decision-making and monitoring. Shurr et al. (2021) reported that parents of children with intellectual disabilities valued being involved in school decisions, which improved their children’s participation and social development. Similarly, Hyassat et al. (2024) found that teachers considered parental involvement essential for sustaining inclusive practices, particularly when collaboration and communication were systematically supported within schools.

In Tanzania, parental involvement has been identified as a critical yet often underutilized component of inclusive education. A study in Arusha Region by Mnjokava (2024) showed that active parental participation positively influenced the implementation of the special needs curriculum. However, factors such as limited awareness of inclusive education, socio-economic challenges, and cultural perceptions of disability often restrict parental engagement. Broader studies from Sub-Saharan Africa confirm that while barriers persist, strategies that empower families and communities can significantly enhance inclusive practices (Kambona, 2025). Taken together, the evidence suggests that parental contributions go beyond basic caregiving to include advocacy, home–school collaboration, and support for reducing stigma. Strengthening parental involvement through sensitization, training, and structured engagement mechanisms is therefore essential for advancing sustainable and equitable inclusive education.

Family units play a critical role in supporting vulnerable members such as children, the elderly, the sick, and persons with disabilities (Kittay, 2005). The nature of family relationships significantly influences caregiving. For example, when children with disabilities (CWD) are accepted by family members, parental satisfaction improves (Huang, Kellett, & St John, 2011). However, caregiving responsibilities are often unequally distributed. Gray (2002) observed that mothers of CWD experience more stigma compared to fathers, largely because mothers are considered primarily responsible for their children’s behaviour and are typically the main caregivers. Similar findings were reported in Uganda, where Hartley et al. (2005) documented that the burden of care overwhelmingly falls on mothers.

Evidence suggests that stress levels among caregivers are lower when there is spousal and extended family support. Hastings (1997, as cited in Gona et al., 2011) reported that assistance from extended family networks helps reduce caregiver stress. Whyte (1991, as cited in Ingstad & Whyte, 1995) found that in Tanzania, care for individuals with conditions such as epilepsy, intellectual disabilities, or mental illness was generally regarded as a family responsibility rather than a community obligation. She further noted that large family structures could share caregiving roles, thereby reducing the burden. However, Hartley et al. (2005) caution that extended family systems in Africa are weakening, leaving caregiving responsibilities to female family members. Studies in Zimbabwe and Botswana show that able-bodied family members often migrate for work, leaving the elderly, young, or ill to care for PWDs (Ingstad & Whyte, 1995).

In Tanzania, caregiving occurs within a context marked by systemic inequalities. The Tanzania Human Rights Report (2010), drawing on the 2008 Government Disability Survey, revealed that the illiteracy rate among persons with disabilities was 47.6%, nearly double that of persons without disabilities (25.3%). Many PWDs who do access education still struggle to secure employment due to persistent stigma and harmful traditional practices. Although discrimination is gradually decreasing in some areas, largely due to government initiatives and civil society campaigns, harmful social attitudes remain widespread (Kipobota, 2011).

The literature on caregiving underscores both ethical and practical considerations. Brannen, Mooney, and Statham (2009) emphasize that life experiences may shape individuals’ sense of “calling” to become caregivers. Tronto (1993) outlines four principles of ethical care—competence, responsiveness, responsibility, and attentiveness—highlighting the importance of balancing individual capacity with structural contexts. Caregiving experiences, however, are often marked by stress, financial strain, stigma, and relational challenges. Lassetter et al. (2007) identified recurring themes among mothers caring for CWD, including stress, employment disruptions, spiritual growth, and discovering positive aspects of caregiving. Other studies highlight that the severity of disability, socio-economic conditions, available support systems, and marital relationships significantly affect caregiver experiences (Gona et al., 2011). In Uganda, Hartley et al. (2005) further identified poverty, communication difficulties, disability-related impacts, and care burdens as key challenges for families.

Resch et al. (2010) argue that caregiving responsibilities are physically demanding, disrupt social and family relationships, and negatively affect employment prospects, underscoring the importance of considering the person–environment interaction in caregiver well-being. While research has illuminated the stressors associated with caregiving, Kittay (2001) reminds us that caregivers, due to the demanding nature of their role, are themselves vulnerable to exploitation. This highlights the necessity of developing stronger social, policy, and community support systems to safeguard caregivers while ensuring quality care for persons with disabilities.
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2.6.1 Determinants for Teachers’ Implementation of Special-Education Training in Inclusive Classrooms TC "2.6.1 Determinants for Teachers’ Implementation of Special-Education Training in Inclusive Classrooms" \f C \l "1" 
Empirical evidence on the readiness of teachers trained in special education to implement inclusive education has highlighted several important determinants. A meta-analysis by Dignath et al. (2022), covering 102 studies with over 40,898 teachers across 40 countries, demonstrated that teachers’ beliefs and attitudes toward inclusion are strongly shaped by their training background, career stage, and participation in targeted programmes. Most of these studies used validated instruments such as the Sentiments, Attitudes, and Concerns about Inclusive Education (SACIE) scale to capture teacher perspectives. Findings revealed that teachers with exposure to special education coursework and structured field experiences were more likely to feel prepared for inclusive practice. 
Park and Choi (2021), for instance, conducted a quasi-experimental study with 76 preservice teachers in South Korea and found that those who completed a module combined with an 18-hour practicum showed significant gains in attitudes toward inclusion compared to peers who only had coursework. Similarly, in Tanzania, Mlolele et al. (2023) surveyed 120 teachers in Dodoma Region using structured questionnaires and interviews, reporting that determinants of readiness included ongoing professional development, access to teaching and learning materials, and supportive school environments. However, gaps remained in refresher training and infrastructure provision, which limited the practical application of training in inclusive settings.  Complementary evidence from a systematic review by Sider and Hambacher (2025), which analysed 48 studies, also suggested that teachers’ emotional competence, measured through self-reports and classroom observations, played a critical role in fostering inclusive classroom climates.

Adams et al. (2023) study, examined teacher readiness for inclusive education, considering factors like gender, age, qualifications, experience, and training. A survey of 628 teachers from 77 government schools was analysed using SPSS. The findings highlighted the importance of teachers’ knowledge, skills, and attitudes in improving inclusive education. Inferential statistics, including t-tests and ANOVA, reveal how these factors influence teachers' readiness to support students with special needs.

This study Surajudeen et al. (2023), assessed special education teachers' readiness and self-efficacy in using assistive technologies in secondary schools in Oyo State. Using a descriptive survey of 119 teachers, analysed with SPSS, the findings show that teachers are prepared and confident in using assistive technology. The study concludes that effective use of such technology can enhance teaching and recommends encouraging all teachers to utilize assistive technologies for learning.

A qualitative study, Mihajlovic (2020), conducted in three public schools in Finland explored the evolving role of special education professionals following the 2011 legislative reform. The research, involving semi-structured interviews and observations of four special educators in Southern Finland, revealed that their roles now include versatile tasks within a three-tiered support system. While the consultative role is acknowledged, it remains less common. Special educators primarily focus on classroom support for students with diverse learning needs, with significant teaching and background work involved.
A study conducted by Oralbay (2022) investigated the readiness of junior English teachers to implement inclusive education in Kazakhstan. The research examined the challenges faced by these teachers when working with learners with special needs in Kazakhstani secondary schools and explored possible measures to address these challenges. Data were collected through semi-structured interviews with six junior English teachers who had experience teaching in inclusive classrooms in public secondary schools across Almaty.

Oralbay (2022) findings indicated that while teachers generally expressed positive attitudes toward inclusive English language instruction, they lacked the necessary training and resources to effectively meet the needs of students with disabilities. This gap in preparation limited their ability to implement inclusive practices successfully. The study recommended that teacher training institutions and professional development programmes incorporate courses on inclusive education to strengthen teachers’ capacity to deliver inclusive instruction. Such reforms would provide teachers with both the pedagogical tools and the confidence required to support diverse learners in mainstream classrooms.

2.6.2 Factors Influencing Successful Inclusion of Children with Special Needs in Regular Classes TC "2.6.2 Factors Influencing Successful Inclusion of Children with Special Needs in Regular Classes" \f C \l "1" 
Research on the factors influencing successful inclusion of children with special needs in regular classes further shows that both systemic and classroom-level conditions matter. Banks et al. (2022) conducted a large-scale study with 3,141 respondents, including parents, teachers, and policymakers across four sub-Saharan African countries, and found through household surveys and school questionnaires that inadequate infrastructure, inaccessible curricula, and limited assistive devices were major barriers. 
In Kenya, Omanga (2011) investigated 45 primary schools involving 90 teachers and 30 head teachers, using semi-structured interviews and observation checklists. The findings underscored that teacher preparedness, school leadership, and class size significantly influenced the success of inclusive education. In Tanzania, UNESCO IIEP (2021) documented through policy reviews and school case studies that although policies exist, their weak enforcement and limited financing hindered meaningful inclusion. 
Specific interventions demonstrate positive effects where support is comprehensive. For example, Strigel (2019), in a mixed-methods study with 62 mainstream teachers in the United States, found that self-efficacy for inclusion improved when assistive technology was introduced alongside training, as measured by surveys, classroom observations, and interviews. UNICEF and RTI (2017) also piloted assistive technology interventions for 120 blind and visually impaired learners in Ethiopia, combining teacher workshops with monitoring surveys, which improved literacy outcomes and increased teacher confidence. 
Similarly, a field trial summarised by the Campbell Collaboration (2022) in a resource-poor LMIC setting, involving 2,300 children (including girls with disabilities) across 80 schools, employed pre- and post-test assessments of literacy and numeracy together with teacher surveys. The study reported significant learning gains, showing that multi-pronged interventions that combine teacher training, provision of resources, and parental engagement are most effective.

Opoku et al. (2017) examined the perspectives of special educators on the progress of inclusive education in Ghana over a ten-year period. Their case study, conducted in two regions, underscored the role of inclusive education in promoting equity and improving the quality of learning for students with disabilities. However, the study revealed that the implementation process was hindered by uncoordinated efforts, largely due to the involvement of multiple agencies funding and directing the initiative. The authors recommended a comprehensive review of the programme to ensure better integration of inclusive education policies into Ghana’s broader education system, particularly to address challenges of fragmented implementation and to strengthen accountability mechanisms.

In the Philippines, Gonzaga et al. (2024) investigated factors influencing the implementation of inclusive education in Cebu Province. Using a semi-structured survey administered to 104 general education teachers across three special education centres, the study explored teachers’ readiness, experiences, and challenges. Descriptive and correlational analyses revealed that while teachers reported a general sense of preparedness, significant gaps remained in collaborative teaching skills, pointing to the need for specialized training in inclusive pedagogy. Major difficulties included shortages of resources, specialist personnel, and appropriate facilities. Interestingly, the relationship between teacher readiness and perceived challenges was weak, suggesting that addressing inclusion requires multifaceted interventions. The study concluded that strengthening both teacher competencies and systemic support through targeted training, resource allocation, and long-term reforms would be essential for advancing sustainable inclusive education.
4.6.3 Contribution of Parents of Pupils with Disabilities to Implementing TC "4.6.3 Contribution of Parents of Pupils with Disabilities to Implementing" \f C \l "1"  Inclusion
The contribution of parents to the implementation of inclusive education has also been documented empirically. In Tanzania, Mnjokava (2024) surveyed 200 parents of children with disabilities and 50 teachers using structured questionnaires and semi-structured interviews. The study revealed that parental engagement in activities such as monitoring homework, liaising with teachers, and advocating for resources strongly supported inclusive practices. Complementing this, a qualitative study by Mtega and Amos (2024), which engaged 30 parents of children with disabilities in Arusha and Morogoro through focus group discussions and key informant interviews, found that parents considered themselves co-implementers of inclusion, though they were constrained by poverty, stigma, and lack of structured involvement opportunities. 
A study by Reichenberg and Löfgren (2019) explored how self-efficacy for inclusive education predicts Swedish special educators' attitudes towards the community participation of students with intellectual disabilities (ID). By surveying 148 special educators about their self-efficacy and personal variables, the study found that while educators generally supported community integration, higher self-efficacy for educating students with ID was, on average, negatively associated with their attitudes towards increased community involvement. The findings suggest that teacher education programmes in special education may need to address these discrepancies.

Regionally, stakeholder reviews synthesising evidence from 12 LMICs show that when NGOs and community-based organisations facilitated parental training workshops and peer-support groups, parent–teacher collaboration was strengthened and tangible school improvements, such as ramps and disability-friendly toilets, were realised (Stakeholder Perspectives Synthesis, 2022).

Taken together, the empirical evidence demonstrates that while training in special education is a strong determinant of teacher readiness, its impact depends on systemic supports such as resources, ongoing professional development, and policy enforcement. Successful inclusion of children with special needs requires not only motivated and skilled teachers but also supportive school environments, adequate infrastructure, and effective government involvement. Parents, too, play an indispensable role by reinforcing school-based efforts and advocating for resources, yet their contribution is often underutilised due to structural barriers. This synthesis underscores the importance of examining the readiness of teachers trained in special education in the Tanzanian context, where policy commitments are clear but practical implementation remains uneven.

2.7 Research Gap TC "2.7 Research Gap" \f C \l "1" 
The reviewed literature demonstrates that global frameworks and national policies strongly emphasise the importance of inclusive education, and a growing number of studies have examined teacher attitudes, training, and systemic factors influencing inclusion (Dignath et al., 2022; Banks et al., 2022; UNESCO IIEP, 2021). In Tanzania, legal and policy instruments such as the Persons with Disabilities Act (2010), the Education and Training Policy (2014, Revised 2023), and the National Strategy for Inclusive Education (2018–2021; 2021/22–2025/26) provide a clear mandate for the inclusion of children with special educational needs. Empirical research in Dodoma (Mlolele et al., 2023) and parental-involvement studies in Dar es Salaam (Mnjokava, 2024) show that teachers and families are key to translating policy commitments into practice.

However, significant gaps remain in both knowledge and practice. First, while international meta-analyses (e.g., Dignath et al., 2022) and regional studies (Banks et al., 2022; Omanga, 2011) have identified determinants of teacher readiness, there is limited context-specific evidence from Tanzanian urban settings on how teachers trained in special education apply their training in public primary schools. Most Tanzanian studies have focused on broad challenges of inclusion or rural contexts, leaving urban councils such as Arusha underexplored.

Second, much of the existing evidence relies heavily on self-reported attitudes and perceptions measured through questionnaires, with limited triangulation from classroom observations or input from pupils and parents. This creates a gap in understanding the actual classroom practices of teachers trained in special education and how these practices are influenced by systemic and school-level factors.

Third, although studies highlight the importance of parental involvement (Mnjokava, 2024; Mtega & Amos, 2024), few have systematically examined the specific contributions of parents of children with disabilities to the implementation of inclusive education in Tanzanian schools. The literature often treats parents as peripheral actors, whereas in practice they can be pivotal co-implementers. Finally, there is a lack of integrated studies that bring together the three dimensions, teacher readiness, systemic factors, and parental contributions, to provide a holistic understanding of inclusive education implementation. Existing studies tend to isolate one dimension without capturing the interactions between them.

This study therefore addresses these gaps by focusing on the readiness of teachers trained in special education to implement inclusive education in selected public primary schools in Arusha City Council. It provides context-specific empirical evidence on determinants of teacher readiness, identify enabling and hindering factors for inclusion in regular classes, and examine the role of parents in supporting inclusive practices. In doing so, the study contributes to bridging the knowledge gap between national policy aspirations and the lived realities of inclusive education in Tanzanian urban schools.

2.7 Conceptual Framework TC "2.7 Conceptual Framework" \f C \l "1" 
The conceptual framework includes independent and dependent variables where readiness of teachers’ trained in special  stands as independent variable while implementing inclusive education stands as dependent variable examining the determinants for teachers implementation of special education training in inclusive classroom settings, teachers’ knowledge in teaching inclusive classes, supportive learning environment and students’ attendance in schools were the determinants for teachers implementation of special education training in inclusive education (Figure 1). 
Investigating factors influencing successful inclusion of children with special needs in the regular education class, policy of people with disabilities, government support, teachers’ empowerment, disabled enabling facilities were used to investigate the factors influencing successful inclusion of children with special needs. 
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Figure 2.1: The Conceptual Framework TC "Figure 2.1: The Conceptual Framework" \f F \l "1" 
Moreover, in determining the contribution of parents of pupils with disabilities in special education on implementation of inclusive education including parents’ cooperation in learning process, supporting children with disabilities and parent involvement. These independent variables individually or collectively influence implementation of inclusive education with the aid of mediating variables such as education policy, teacher education, inclusive education strategy and Disability Act, which always result to increased teaching quality in inclusive classes as well as increased education quality among children with disabilities (Figure 1).

CHAPTER THREE TC "CHAPTER THREE" \f C \l "1" 
RESEARCH METHODOLOGY TC "RESEARCH METHODOLOGY" \f C \l "1" 
3.1 Introduction TC "3.1 Introduction" \f C \l "1"  

This chapter described how the study was designed and how it was conducted. The main objective of the study is to assess the readiness of primary school teachers in teaching students with disabilities in the mainstreaming classroom in Arusha City Council.
3.2 Research Design TC "3.2 Research Design" \f C \l "1" 
This study employed a descriptive case study design with a mixed-methods approach. The descriptive design was chosen because the research sought to capture the existing realities of teacher readiness, the factors influencing inclusion, and the contributions of parents, without manipulating variables. A case study framework was appropriate as it allowed for an in-depth exploration of inclusive education within its real-life context, public primary schools in Arusha City Council, where policy aspirations and classroom practices intersect (Yin, 2018).

The mixed-methods strategy combined quantitative and qualitative techniques to generate both breadth and depth of understanding. Quantitative data were collected through structured questionnaires administered to teachers trained in special education to capture measurable indicators of readiness, such as attitudes, knowledge, and self-reported skills. This enabled statistical analysis of patterns and relationships. Qualitative data were gathered through semi-structured interviews and focus group discussions with parents, school leaders, and educational officers, supplemented by interview guide from the parents (Appendix IV). These methods enriched the findings by providing nuanced insights into the lived experiences of stakeholders and the contextual factors that either facilitate or hinder inclusion. Using both strands of data strengthened the validity of the findings through triangulation (Creswell & Plano Clark, 2018).

Furthermore, Yin (2018) explains that case study research is suitable for exploring complex issues within real-life contexts, particularly when the researcher has no control over events and seeks a detailed understanding of the subject. This design was suitable as it provided a detailed examination of real-life, contextualised experiences of teachers within a specific setting. The case study approach allowed for in-depth analysis of the variables affecting teacher readiness, including perceptions, resource availability, and institutional support.
3.3 Sample and Sampling Technique TC "3.3 Sample and Sampling Technique" \f C \l "1" 
3.3.1. Study Area TC "3.3.1. Study Area" \f C \l "1" 
The research was conducted in selected public primary schools in Arusha City Council, Tanzania. Arusha was chosen deliberately for several reasons. First, it is one of Tanzania’s largest urban centres and a key educational hub, hosting a relatively higher concentration of teachers trained in special education compared to rural districts. This makes it an ideal location for examining how training translates into practice. Studies have noted that urban contexts often present unique opportunities to assess policy implementation due to better availability of trained personnel, but they also expose gaps between training and practice (McKenzie, 2023).

Second, Arusha is socio-culturally diverse, with learners from varied ethnic, linguistic, and socio-economic backgrounds. Diversity presents both opportunities and challenges for inclusive education, as teachers must accommodate a wide range of needs while promoting equity in learning (Banks et al., 2022). Examining inclusive education in this setting therefore provides insights relevant not only for Tanzania but also for other urban contexts in sub-Saharan Africa.

Third, urban schools such as those in Arusha face resource-related challenges including overcrowded classrooms, limited infrastructure, and disparities in resource allocation. These challenges directly affect the feasibility of implementing inclusive education. UNESCO IIEP (2021) highlights that urbanisation in African countries intensifies these challenges, requiring targeted strategies to ensure that inclusion policies are effectively realised.

Finally, most empirical research on inclusive education in Tanzania has focused on rural districts such as Dodoma and Morogoro (Mlolele et al., 2023; Mnjokava, 2024). By concentrating on Arusha City Council, this study addresses a clear gap in the literature by providing evidence from an underexplored urban perspective. This ensures that national and local education stakeholders gain a more balanced understanding of how inclusive education is unfolding across different contexts.

3.3.2 Population TC "3.3.2 Population" \f C \l "1" 
The target population for this study consisted of primary school pupils, parents, teachers trained in special education, educational officials, and school quality assurance officers.
3.3.3 Sample Size TC "3.3.3 Sample Size" \f C \l "1" 
The researcher expected to use the purposive sampling technique to select the sample. This technique was applied because each item in the population was selected based on obtaining information reach cases.  The sample size of this study included fifty respondents (50) found in Arusha City. These fifty respondents were selected conveniently from the population of people found in Arusha City.  The choice of respondents meant to implement inclusive education was not one-directional, as all participants had a contribution. Therefore, respondents were categorised as pupils, teachers, parents, educational officers and school quality assurance officers (Table 1).

Table 3.1: Respondents (N=50) TC "Table 3.1: Respondents (N=50)" \f T \l "1" 
	Type of respondents
	Population
	
	Frequency

	Primary school pupils
	96
	
	30

	Parents
	96
	
	5

	Teachers trained in special education
	24
	
	10

	Educational Officials
	8
	
	2

	School quality assurance officers
	12
	
	3

	Total
	236
	
	50


3.3.3 Sampling Technique TC "3.3.3 Sampling Technique" \f C \l "1" 
This study was enriched by employing two sampling techniques, namely probability and non-probability sampling methods. Non-probability sampling is that sampling procedure which does not afford any basis for estimating the probability that each item in the population to be included in the sample (Kothari, 2004:60). In this study, purposive sampling was used to select five (5) parents, ten (10) teachers, two (2) educational officers and three (3) respondents from the inspectorate division.  On the other hand, according to Kothari, (2004) probability sampling is also known as ‘random sampling’ or ‘chance sampling’. Under this sampling design, every item of the universe has an equal chance of inclusion in the sample. In this study, simple random sampling was used in the selection of thirty (30) pupils. It is, so to say, a lottery method in which individual units were picked up from the whole group not deliberately but by some mechanical process. Here it was blind chance alone that determined whether one item or the other was selected. The results obtained from probability or random sampling could be assured in terms of probability.. 
3.4 Types of Data TC "3.4 Types of Data" \f C \l "1"  
Various methods were expected to be applied in this study to gather information pertaining readiness of teachers who teaches inclusive classes. It was expected that the obtained data were originated from primary sources and secondary sources. Primary data were collected through self-administered data collection tools like questionnaires and interview guide while secondary data were collected by the researcher in person through literature review. In primary data collection, there were several instruments for data collection: questionnaires, semi-structured interviews (individual and group), as well as observation. 
3.5 Data Collection Methods TC "3.5 Data Collection Methods" \f C \l "1" 
3.5.1 Survey TC "3.5.1  Survey" \f C \l "1"  
Household survey was a method used to collect data where a questionnaire was used as a tool. Structured questionnaires were administered to teachers to gather quantitative data on their knowledge, skills, perceptions, and attitudes toward inclusive practices. The questionnaire included Likert-scale questions to assess various readiness aspects, such as confidence levels, resources, and perceived support. DeVellis (2017) discusses the importance of well-constructed questionnaires in research, emphasizing scale reliability and validity when assessing attitudes and perceptions.
Further, McMillan & Schumacher (2006:195) indicates questionnaire as a set of questions given to a group of individuals targeted to obtain data about the problem studied.  In this study, pupils and teachers were subjected to the questionnaire (Refer to Appendix I).
3.5.2 Interview TC "3.5.2 Interview" \f C \l "1" 
Interview is a systematic way of talking and listening to people and was another way to collect data from individuals through conversations.  According to Bryman (2001), there are two ways of the interview, structured and non-structured. Structured interview entails the administration of an interview schedule by an interviewer whereby the aim is for all interviewees to be given the same context of questioning. In this study each respondent received the same interview stimulus as any other.  
On the other hand, semi-structured interviews are non-standardised and were frequently used in qualitative analysis. According to David and Sutton (2004), the interviewer does not do the research to test a specific hypothesis. This is whereby the researcher has a list of key themes, issues, and questions to be covered. In this type of interview, the order of the questions can be changed depending on the direction of the interview. Kvale and Brinkmann (2015) describe interviews as a flexible method for gathering in-depth information from participants, especially when exploring personal experiences and contextual insights. The interview method was used to get information from educational officers, parents as well as the school quality assurance officers where interview guide was used as a tool (Refer to Appendix III and IV). 
3.6 Data Analysis TC "3.6 Data Analysis" \f C \l "1" 
Data analysis refers to examining what has been collected in a survey or experiment and making deductions and inferences (Kombo and Tromp, 2006). Data analysis was necessary because it enabled the researcher to summarise, categorise and organise the collected data in such a way that it was possible to adequately answer the research questions. Data from interviews were analysed using textual presentation after they were being organised. Qualitative data generated through in-depth semi-structured interviews were subjected to content analysis procedures because they were in form of statements and opinions. The researcher analysed data by using SPSS version 22 and interpret the findings by using the analytical method, which enabled the presentation to be more understood and summarised by using statistical measures and diagrams. 
To examine the determinants for teachers’ implementation of special education training in inclusive classroom settings, to investigate factors influencing successful inclusion of children with special needs in the regular education class and to determine the contribution of parents of pupils with disabilities in special education on implementation of inclusive education, descriptive statistics was used. The collected data using questionnaire were analysed based on respondents’ response concerning the readiness of teachers trained in special education on implementing inclusive education. Descriptive statistics was used to compute data in terms of frequencies and percentages which provided the quantitative data and understanding on the readiness of teachers trained in special education on implementing inclusive education where data were presented in the Tables, Charts and Figures in terms of frequencies and percentages which provided the quantitative data and understanding on the readiness of teachers trained in special education on implementing inclusive education.
Moreover, content analysis was used to analyse the qualitative data that were collected into some form of explanation using interviews, understanding or interpretation of the respondents and situations investigated. Data were analysed and reported based on peoples’ opinions related to the study objectives which provided answers to the questions based on the readiness of teachers trained in special education on implementing inclusive education

3.7 Data Validity and Reliability TC "3.7 Data Validity and Reliability" \f C \l "1" 
Validity was assured by means of a comprehensive literature review concerning the readiness of teachers trained in special education on implementing inclusive education. For the study to be valid it must be constructed to be scientifically acceptable and made up of laws that are statistical. These laws tie observable properties to one another. In other words, the same topics or constructs are grouped together. Hence, the study was carried out in such a way that there is consistency between theory and practice. Validity was important because it determined what survey questions to use and helped to ensure that researcher was using questions that truly measured the readiness of teachers trained in special education on implementing inclusive education. 

To ensure the reliability of this study, Cronbach’s alpha (α) coefficient was used.  The instrument was tested for internal consistency using Cronbach’s alpha (α) coefficient where a Cronbach’s alpha of 0.67 was obtained indicating an acceptable reliability measure for the questionnaire. The data reliability was ensured by employing triangulation method to validate the data using questionnaire and interview provided to respondents in the study area. Documentary review provided data from various documents related to the readiness of teachers trained in special education on implementing inclusive education. Reliability reflected consistency over time. This helped the researcher to make comparisons that are reliable. According to Cohen et al. (2018) Cronbach’s alpha coefficient of 0.67 or above is acceptable for the reliability level of the research tools. Therefore, the instruments employed for the study were reliable. The pilot testing helped the researcher to determine the suitability, appropriateness, clarity and consistency of items in addressing the variables which were supposed to be tested.

3.8 Ethical Consideration TC "3.8 Ethical Consideration" \f C \l "1" 
Consideration of ethical issues was the priority in this research, especially during data collection. Israel and Hay (2006) highlight the importance of ethical considerations, such as informed consent, confidentiality, and data anonymisation, which are essential for safeguarding participants in social research.

Ethical issues formed a central part of this study, given its direct engagement with human participants including teachers, parents, and education officers in Arusha City Council. Before any data collection was undertaken, formal ethical clearance was sought from the Open University of Tanzania Research and Ethics Committee. Additional permissions were obtained from the President’s Office–Regional Administration and Local Government (PO-RALG) and the Arusha City Council Education Department to ensure that the research complied with both institutional and national guidelines for conducting educational research.

Participation in the study was entirely voluntary. All participants were provided with clear information regarding the aims, objectives, and procedures of the research, as well as any potential risks or benefits that might arise from their involvement. Information sheets were prepared in both Kiswahili and English to ensure accessibility and comprehension. Written informed consent was obtained from teachers, school leaders, and parents, while assent was sought for any pupil-related observations. In line with ethical research principles, participants were reminded of their right to withdraw from the study at any stage without suffering any negative consequences (Cohen, Manion, & Morrison, 2018).

The study took great care to ensure confidentiality and anonymity. Schools and participants were assigned pseudonyms, and all data were stored in password-protected devices accessible only to the researcher. The reporting of findings avoided direct identifiers, with results presented in aggregate form to ensure that individuals or institutions could not be singled out. To minimise any possible harm, sensitive issues were handled with discretion during interviews and focus group discussions. Participants were reassured that they could decline to answer any question they found uncomfortable, and their choice would not affect their continued involvement.

Respect and cultural sensitivity were also prioritised throughout the research process. Interviews and discussions were conducted in Kiswahili whenever participants preferred, ensuring inclusivity and clarity. Care was taken when engaging with parents of children with disabilities, to avoid reinforcing stigma or negative stereotypes. This approach was consistent with Creswell and Creswell’s (2018) emphasis on the importance of respecting participants’ cultural contexts in social research.
Finally, the integrity and use of data were carefully safeguarded. All data collected were used solely for academic purposes and treated in accordance with principles of responsible data management. By adhering to these ethical measures, the study maintained the highest standards of research conduct, ensuring that the findings are credible, trustworthy, and respectful of all participants.

CHAPTER FOUR TC "CHAPTER FOUR" \f C \l "1" 
FINDINGS PRESENTATION AND DISCUSSION TC "FINDINGS PRESENTATION AND DISCUSSION" \f C \l "1" 
4.1 Introduction TC "4.1 Introduction" \f C \l "1" 
This chapter presents research findings and discussion based on collected information on the readiness of teachers trained in special education in the implementation of inclusive education in Arusha city Council. The presentation of findings has been guided by the research objectives including examining the determinants for teachers’ implementation of special education training in inclusive classroom settings, investigating factors influencing successful inclusion of children with special needs in the regular education class as well as determining the contribution of parents of pupils with disabilities in special education on implementation of inclusive education. The findings obtained from the questionnaire were analysed and presented using the Likert scale, while those findings obtained through interviewing respondents were used as additional information and presented as per the thematic analysis. 
4.2 Socio-Demographic Characteristics of Respondents TC "4.2 Socio-Demographic Characteristics of Respondents" \f C \l "1" 
4.2.1 Age of Respondents TC "4.2.1 Age of Respondents" \f C \l "1" 
To determine socio-demographic characteristics of respondents, it was important to know the different ages of respondents involved in this study to assess maturity level of the answers of the study under investigation. In this study, logical responses were associated the respondents based on their age as indicated in in Figure 2. 
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Figure 4.1: Age of Respondents TC "Figure 4.1: Age of Respondents" \f F \l "1" 
Source: Researcher (2016)
From the figure above, most respondents who involved in this study were aged more than 14 years, this means that, this age group constitutes respondents who were either parent, teachers, educational officers or school inspectors. On the other hand, respondents aged between 13-14years represents the standard seven pupils who normally have this year. In addition, the last group of respondents were those with the age range from 11-12 years who were pupils from standard six. The reason behind this was that being in the age between 11-12; and 13-14, represent an official age for primary school pupils especially standard six and seven. Therefore, in this study, the three age levels (i.e. 11-12; 13-14 and above 14) represent different age groups involved in this study.

4.2.2 Gender of Respondents TC "4.2.2 Gender of Respondents" \f C \l "1" 
The researcher also investigated gender of respondents which was important to know which category of gender mostly dominated the study by providing their opinions based on the readiness of teachers training in special education on implementing inclusive education (Table 2).

Table 4.1 : Gender of Respondents TC "Table 4.1 : Gender of Respondents" \f T \l "1" 
	Sex
	Frequency
	Percentage

	Male
	32
	64.0

	Female
	18
	36.0

	Total
	50
	100.0


Source: Researcher (2016)
As it can be seen in the table above, this study involved two categories of gender namely female and male. In this study, males were represented by 64% (N=32) while females were represented by 36% (N=18). This implies that both male and female respondents were involved in the current study while males seem to be more affected by the readiness of teachers training in special education on implementing inclusive education. Although females were more compared to males, the study avoided gender bias by including both genders in the study, showing that girls are both benefited and affected by the impact of the readiness of teachers training in special education.

4.2.3 Education Level of Respondents TC "4.2.3 Education Level of Respondents" \f C \l "1" 
The researcher was interested to ask respondents their level of education to know which category of respondents possess a certain level of education. This was undertaken based on the different levels of education from pupils, parents, teacher’s educational officers as well as school inspectors. The level of education of respondents has been presented in the Figure 3 below. 
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Figure 4.2: Level of Education of Respondents TC "Figure 4.2: Level of Education of Respondents" \f F \l "1" 
Source: Researcher (2016)
From Figure 3 above, the level of education was categorised as standard six, standard seven as and more than standard seven. The reason behind this categorisation was because, a pupil who was able to read, writing and expressing their views more confidently were from standard six to standard seven, more than that were people like parents, educational officers and inspectorate division. Therefore, in this study, 34% (N=17) of respondents were standard six levels; 28% (N=14) were standard 7 levels and the last 38% (N=19) were more than standard six and seven. This implies that, education is a key factor which plays a vital role in education institutions that enable respondents to value different matters in social organisations. This means that respondents in the study area possess basic education and they have knowledge on different matters in the community especially on education matter due to the fact that respondents in the study area went to formal school, which may mean that they know to read and write, thus were able to provide information on readiness of teachers training in special education.
4.3 Teachers Implementation of their Special Education Training in Inclusive Classroom TC "4.3 Teachers Implementation of their Special Education Training in Inclusive Classroom" \f C \l "1"  

The researcher was interested to investigate how teachers implement their special education training in inclusive classroom in Arusha city in Tanzania. The question about teachers’ implementation was distributed among all respondents, including the parents, teachers, pupils, educational officials and the school inspectors. To determine the way teachers, implement their special education training, this question was asked in different forms as to see whether teacher had enough knowledge to teach inclusive classes, to see if they had no knowledge to teach inclusive classes as well as to understand whether poor government follow-up resulted into poor knowledge of teachers. Analysis of the questions were arranged in Likert Scale (Agree, Strongly Agree, Neutral, Disagree as well as Strongly Disagree).

4.3.1 Teachers’ Knowledge in Teaching Inclusive Classes TC "4.3.1 Teachers’ Knowledge in Teaching Inclusive Classes" \f C \l "1" 
The purpose was to explore the responses from respondents about the teachers' knowledge and their teaching habits. Preliminary investigation indicated that most of the teachers had no had enough knowledge to teach inclusive classes. In responding to this question, every respondent was obligated to answer this question. The responses of respondents were categorized as agree, strongly agree, neutral, and disagree as well as strongly disagree as indicated in Figure 4. 
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Figure 1.3: Teachers’ Knowledge in Teaching an Inclusive Class TC "Figure 4.3: Teachers’ Knowledge in Teaching an Inclusive Class" \f F \l "1" 
Source: Researcher (2016)
It is only 58% of respondents indicated teachers trained in special education had knowledge in facilitating learning in inclusive classroom. Teachers trained in special needs education in Tanzania, received training as primary or secondary school teachers before they go for training in special education focusing on a special aspect like visual impairment, hearing impairment or intellectual impairment. Teachers trained in special education indicated a need for freedom to separate children with severe disabilities from general classes. As one of the Key Informants said that:
‘‘If we could just have the freedom and possibilities to sit down and try to find out what is best for the child and not everyone goes to the big classrooms. This is too far. Inclusion is too far because there are some students (...) they do not make it in a big class. So we should have that option of small classes as well.’’ [ResT04, 2016]
The Res T04 expresses concern that the current approach to inclusion, placing all students in large classrooms does not meet the needs of every child. They believe that true inclusion is still out of reach because some students struggle in big classes. 
The excerpt from ResT04, reflects a critical perspective on the current approach to inclusive education, emphasizing the need for flexibility in classroom settings to accommodate diverse student needs. The speaker suggests that inclusive education, in its current form, may not fully serve all students, particularly those who struggle in larger classrooms.
This view aligns with recent discussions in inclusive education research, where scholars argue that inclusion must balance individual learning needs with broader classroom integration (Florian & Black-Hawkins, 2011). The emphasis on smaller classes indicates a call for differentiated instructional environments that can adapt to students requiring more tailored attention, a strategy often overlooked in universal inclusion policies (Mitchell, 2014).

Studies on classroom size and student support reveal that small-group settings often provide better opportunities for personalized learning, especially for students with special needs (Farrell, 2021). Small classes have been shown to improve engagement, academic performance, and social integration among students who may otherwise struggle in larger, conventional classrooms (Sailor, 2017). Additionally, researchers argue that inclusive education policies must account for the practical challenges faced by teachers, such as managing diverse learning needs in overcrowded classrooms, which can limit their ability to provide individualized support (Forlin, 2010).

This excerpt, ResT04, underscores the necessity of flexible inclusive models that allow for both large and small-class environments, advocating a more adaptive approach to inclusion—one that prioritizes student well-being over rigid adherence to "one-size-fits-all" educational policies. This approach aligns with calls from educators and researchers for inclusion frameworks that recognize and accommodate the varied learning profiles of students (Ainscow, 2020). The ResT04 advocates for the flexibility to consider what is best for each child, including the option of smaller class settings, where students who need more individualized attention can thrive.

Due to the above responses the majority of respondents agreed and strongly agreed with the statement that, teachers have enough knowledge to teach inclusive classes, it can be discussed that, those teachers have enough knowledge that is why they were prepared to be teachers to teach inclusive classes meaning that, they passed through different teachers colleges and experienced. This statement concurring with the study by Sze, (2009) who conducted an international review of the research in this area and determined that teacher education for inclusion brought an awareness of exceptionalities, which formed positive attitudes in pre-service teachers toward inclusion. 

4.3.2 Supportive Learning Environment TC "4.3.2 Supportive Learning Environment" \f C \l "1" 
Moreover it was important to investigate whether supportive learning environment could determine teachers implementation of their education training on implementing inclusive education. The findings indicated that, there were teachers who were concerned with the need for supportive learning environments for children with special needs in separate groups, as ResT06 commenting: 

‘‘I cannot see how my student would benefit in inclusive classes. I believe that, whatever happens, there will always be the possibility for students like my students, to go to school in a peaceful environment.’’ [ResT06, 2016]

According to ResT06 teachers trained in special education seem to prioritize creating a calm and supportive atmosphere for their students over the specific benefits of inclusive education. Supportive and peaceful environment could influence the teachers’ readiness in implementing inclusive education. As explained by the Readiness Theory that supportive learning environment may be in the form of organisational readiness for change to create good environment in implementing inclusive education. Additionally, the assumptions are in line with the need to determine favourable conditions such as environment for learning to support school transformation in implementation of inclusive education. 
4.3.3 Students’ School Attendance TC "4.3.3 Students’ School Attendance" \f C \l "1" 
The ResT06 doubts the benefits of inclusive classes for their students and believes that, regardless of the approach, it is essential to ensure that students can attend school to motivate teachers’ readiness in implementing inclusive education. This is since respondents had a notion that teachers had enough knowledge to facilitate learning in inclusive classes, but this could be influenced by students’ attendance in schools.
The findings showed that, the respondents’ responses were categorized into different levels as agree, strongly agree, neutral, and disagree as well as strongly disagree as illustrated in Figure 5. The findings indicated only 20% of respondents had a notion that students’ attendance could facilitate learning in inclusive classes (Figure 5).
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Figure 4.2: Students’ Attendance in an Inclusive Class TC "Figure 4.5: Students’ Attendance in an Inclusive Class" \f F \l "1" 
Source: Researcher (2016)
The findings show that, most of the respondents were strongly disagreed (N=17) 34% and disagreed (N=18)36% with the statement that, students’ attendance does not facilitate teaching in an inclusive class, while others (N=5) 10% were neutral and the rest were agreed, (N=6) 12% and strongly agreed (N=6)12% with the statement that, students’ attendance does not facilitate teaching in an inclusive class.  The findings from the above indicate that students’ attendance determines the readiness of teachers in implementing their education training in an inclusive class. 

Overall, the study established that teachers trained in special education within Arusha City Council possessed foundational knowledge and positive attitudes toward inclusive education. However, their readiness to implement training in classrooms was constrained by limited exposure to refresher training, lack of specialised teaching materials, and insufficient professional support. According to Readiness Theory (Weiner, 2009; Walinga, 2008), readiness is not only about willingness but also about the confidence and capacity to enact change. Teachers in this study demonstrated attitudinal readiness, they valued inclusion and recognised its importance but lacked functional readiness due to insufficient systemic and material support.

This echoes findings from Diganth et al. (2022) meta-analysis of 40,898 teachers across 40 countries, which showed that attitudes are strongly shaped by training, yet practical skills often remain underdeveloped. Similarly, Sharma, Forlin, and Loreman (2008) found that although teacher training improves positive attitudes toward inclusion, it does not necessarily equip teachers with strategies for complex classroom realities. In Tanzania, Mlolele et al. (2023) reported similar challenges in Dodoma, where teachers were supportive of inclusive education but struggled with adaptation of curriculum content and lack of resources. These findings confirm that without continuous professional development and institutional support, the readiness of teachers remains partial and uneven.

4.4 Factors Influencing Successful Inclusion of Children with Special Needs TC "4.4 Factors Influencing Successful Inclusion of Children with Special Needs" \f C \l "1" 
The second objective aimed at investigating factors influencing successful inclusion of children with special needs in the regular education class.
4.4.1 Policy of People with Disabilities TC "4.4.1 Policy of People with Disabilities" \f C \l "1" 
It was important to assess whether policy of people with disabilities influences successful inclusion of children with special needs. Based on the findings it was observed that policy of people with disabilities determine successful inclusion of children with special needs as indicated in Figure 7.
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Figure 4.6: Policy of People with Disability TC "Figure 4.6: Policy of People with Disability" \f F \l "1"  
Source: Researcher (2016)
As indicated in Figure 7, most respondents (N=32) which is equivalent to 64% were strongly disagreed and disagreed (N=11) 22% with the statement that, policy of people with disability is well followed. On the other hand, few respondents (N=3) which are equivalent to 6% were strongly agreed and agreed (N=2) 4%, while others were neutral. This means that the policy of people with disabilities is little followed. This argument is well supported by responses from school inspectors who were interviewed and responded that:

“It is quite true that there is something wrong with this policy, there is always the poor implementation of the policy and most of the time, teachers have been struggling and sometimes they tend to use their pocket to make sure that, they implement this policy of people with disability.” [ResQ01, 2016]
The ResQ01 criticizes the policy on inclusive education, noting that it is often poorly implemented. Teachers frequently face difficulties and sometimes use their own resources to try to make the policy work for students with disabilities. This suggests a need for better policy execution and support for educators. As it can be seen in the above responses, it is quite true to say that the policy of people with disabilities is not well followed. Therefore, there is a need for the government to make sure that it makes enough follow-up to make sure that, teachers teach comfortably in their inclusive classes. 
4.4.2 Government Support TC "4.4.2 Government Support" \f C \l "1" 
The role of government on successful inclusion of children with special needs cannot be ignored. The researcher was interested to ask respondents about the role of government in all matters concerning the preparation of teachers. 
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Figure 4.7: Government Support TC "Figure 4.7: Government Support" \f F \l "1"  
Source: Researcher (2016)
The data above represents the responses from respondents on the question that was asked whether government follow-up determine successful inclusion of children with special needs. The findings from the above show that majority of respondents were agreed (N=16) with 32% and strongly agreed (N=12) with 24%. On the other hand, respondents who were strongly disagreed were eight (N=8) 16%, and those who were disagreed were seven (N=7) 14%. It was further identified that other respondents were neutral (N=7) 14%. This indicates that, the responses from respondents who agreed (N=16) and those who strongly agreed (N=12) implies that, government follow-up is very important in influencing successful inclusion of children with special needs. Government support has in one way or another effective influence on the quality of education services offered. 

According to Saria (2013), Tanzania is a signatory of the policy of people with disabilities which dictates the government to improve the life situation of people with disabilities. In the last two decades before 1981 service provision to people with disabilities had no clear policy. Similarly, URT (2004), general government pronouncements e.g. the Arusha Declaration provided the direction for services to disabled persons. As it is spelt out in the National Policy of people with disability (2004) that, since independence (1961) the Government through the Department of Social welfare has been providing services to people with disabilities without a comprehensive policy. Therefore, it is quite true to say that government follow-up is very important for the provision of services to people with disabilities. 

Through an interview with an educational officer, he was once quoted saying that
‘‘The government have been trying to make sure that, people with a disability get the same learning support as those with no disability. The government have been preparing teachers to teach students with disability in an inclusive setting. The problem occurs while trying to fulfil the needs of teachers, and students with various forms of disability due to budgetary constraints.’’ [ResE01, 2016]
This excerpt from ResE01, highlights the government's commitment to inclusive education by supporting equal learning opportunities for students with disabilities and preparing teachers to work effectively in inclusive classrooms. Similarly, Nath  (2020) identified that budgetary constraint is one of major obstacles, limiting the provision of adequate resources to fully meet the diverse needs of students with disabilities and the teachers who serve them. This gap between policy intentions and practical implementation is a common challenge in inclusive education, particularly in low- and middle-income countries where funding for special needs education is often limited.
Additionally, Forlin (2010) found that, budgetary constraints impact not only the physical resources available such as assistive technologies and classroom modifications but also hinder ongoing teacher training and support. Research indicates that while initial teacher training in inclusive education is essential, continuous professional development is equally critical to enable teachers to adapt to evolving inclusive practices and diverse student needs. Limited funding can lead to a reliance on under-resourced teachers who may struggle to effectively accommodate all students, leading to inconsistencies in the quality of inclusion provided (Malak et al., 2018).

Additionally, several studies emphasize the importance of sustainable government funding in maintaining inclusive education efforts, particularly to bridge gaps in accessibility and specialized instructional support (Ainscow, 2020). Effective inclusion demands not only an inclusive philosophy but also the necessary materials, training, and class configurations, all of which require significant investment. Without adequate funding, inclusive policies risk becoming tokenistic, lacking the structural support needed for meaningful, practical application (Mitchell, 2014).

Thus, the excerpt from ResE01, underscores a fundamental tension in inclusive education policy: the challenge of translating ambitious goals into effective practice amid financial limitations. It highlights the need for governments to prioritize budget allocations for inclusive education to ensure that both teachers and students are fully supported in inclusive setting. 
The government aims to ensure that people with disabilities receive equal treatment compared to those without disabilities by preparing teachers to work in inclusive settings. However, challenges arise in meeting the diverse needs of both teachers and students with disabilities due to budgetary constraints. This suggests that while there is a commitment to inclusivity, financial limitations hinder the effective implementation of support and resources necessary for achieving this goal.

4.4.3 Teachers’ Empowerment TC "4.4.3 Teachers’ Empowerment" \f C \l "1" 
Based on teachers’ empowerment through observation by the researcher on this issue, it was observed that, most teachers teach inclusive classes basing on motivational experiences due to consideration paid to pupils with various forms of disability that facilitate teaching environment. On the other hand, education officials had a view that teachers’ empowerment by the government was being implemented though had some challenges both to teachers and the other stakeholders including the parents. One educational officer said:
‘‘I am happy about the progress of inclusive education in our schools although lots of work needs to be done in terms of empowering teachers to understand that inclusion goes beyond physical disability. So far most of our educators in our schools still do not fully understand that inclusive education also incorporates a wide range of issues from academic to socio-economic issues. Educators need to understand all the aspects of inclusiveness from its objective up to its implementation.’’ [ResE02, 2016].
The respondent statement (ResE02) is pleased with the progress in empowering teachers in inclusive education but emphasizes that more work is needed, particularly in educating and motivating teachers. Many educators still view inclusion as primarily addressing physical disabilities, overlooking its broader scope. Teachers’ empowerment in inclusive education also involves addressing academic, social, and economic challenges. Teachers need a deeper understanding of inclusion, from its core objectives to effective implementation, to ensure all students' diverse needs are met.
Similarly, Allam and Martin (2021), Almalki et al. (2021), and Kurniastuti et al. (2023) observed that teaching children with disabilities presents significant challenges for both parents and teachers. While most individuals acquire early skills in processing information and developing strategies for problem-solving, teaching learners with disabilities requires a deeper level of professional empowerment and an understanding of the diverse forms of disability. Kurniastuti et al. (2023) reported that teacher empowerment has a positive relationship with addressing learning disabilities. Commonly identified conditions include dyslexia (difficulties with reading), dyscalculia (difficulties in mathematical reasoning), dysgraphia (challenges with writing and syntax), as well as visual and auditory impairments. These disabilities require teachers not only to have specialized pedagogical strategies but also the motivation and resilience to support learners effectively.

4.4.4 Children’s Level of Understanding in Inclusive Class TC "4.4.4 Children’s Level of Understanding in Inclusive Class" \f C \l "1" 
In examining children’s level of understanding in inclusive classrooms, several challenges become evident. Many learners with special educational needs struggle with self-organization, which affects their ability to complete assignments on time. They often experience difficulties in notetaking and following instructions, leading to gaps in comprehension. Language-related challenges are also common, including frequent spelling errors, grammatical mistakes, and weaknesses in sentence construction and handwriting. Furthermore, when instructional delivery is too rapid, children may find it difficult to process, recall, and apply the information presented.
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Figure 4.3: Children’s Level of Understanding in Inclusive Class TC "Figure 4.8: Children’s Level of Understanding in Inclusive Class" \f F \l "1" 
Source: Researcher (2016)
These difficulties underscore the critical importance of teacher readiness in inclusive education. As Florian (2014) notes, the ability of teachers to adapt pedagogy and create flexible learning environments is central to meeting diverse learner needs. UNESCO (2020) further emphasizes that inclusive education requires teachers to adopt differentiated strategies, manage classroom diversity effectively, and provide individualized support where necessary. Thus, teacher preparedness, encompassing knowledge, skills, attitudes, and access to resources, becomes a crucial factor in ensuring that students with learning challenges can participate meaningfully and achieve positive outcomes. For this reason, teacher readiness emerges as a central concern of this study (Figure 8). 

The Figure 8 shows the responses of respondents on whether children’s level of understanding in inclusive class was due to poor implementation of the policy leads to teaching problems. According to their responses, most respondents (N=24, 48%) were strongly agreed with the statement that, children’s level of understanding was due to poor implementation of the policy. It was further investigated that, other respondents (N=14, 28%) were agreed with the statement, while (N=5, 10%) were neutral, meaning that, were neither agreed nor disagreed. On the other hand, few respondents (N=4, 8%) were strongly disagreed while (N=3, 6%) were disagreed. 
As it can be seen in the responses in Figure 8, most of the respondents were agreed with the statement, this means that the policy of people with disabilities is poorly implemented, the fact is that there is poor implementation of policy regarding people with disabilities that enhances poor learning environment, thus, decreasing level of understanding among children with disabilities. According to Saria (2013) the Tanzania National Policy on Disability aims at improving the life situation of people with disabilities, the fact is that, in the last two decades before 1981 service provision to people with disabilities had no clear policy. 

4.4.5 Disabled Enabling Facilities TC "4.4.5 Disabled Enabling Facilities" \f C \l "1" 
Disabled enabling facilities was observed as among factors influencing successful inclusion of children with special needs. One school quality assurance officer had a view that apart from teacher capability still there are a lot of things to be considered when addressing inclusive education in schools as follows.
‘‘Our schools are not yet fully resourced to address inclusion for example most schools have premises that are not wheelchair friendly. In some schools, even toilets are not accessible. Only very few schools have disability-friendly toilets. Schools still lack even the basic resources to survive or to perform at their basic minimum. The quality assurance office feels the situation delays the progress of realizing the state of total inclusion in our schools. We should applaud our teachers though as they operate under these very unfavourable conditions, but the overall outcomes seem to be improving year after year’’ [ResQ12, 2016].
The statement (ResQ12) highlights the challenges schools face in achieving full inclusion due to a lack of essential resources. Many schools are not wheelchair accessible, and disability-friendly facilities like accessible toilets are rare. This resource scarcity hinders progress toward complete inclusion. Despite these challenges, teachers are commendably doing their best, and there are signs of gradual improvement in educational outcomes. However, the overall lack of support delays the goal of fully inclusive education.
Children when asked to rate some aspects indicated that teachers were implementing disability policy as indicated in Table 4. The five scales were reduced to 3 which is Disagree, Neutral, and Agree.

Table 4.2: Children Views on the Implementation of Disability Policy (N=30) TC "Table 4.2: Children Views on the Implementation of Disability Policy (N=30)" \f T \l "1" 
	Statement
	Disagree
	Neutral
	Agree

	The disability policy is well implemented in inclusive classes
	17%
	57%
	27%

	There is less government support that leads to ineffective teacher development for inclusive education
	27%
	33%
	40%

	Policy on people with disabilities is hindered by teachers
	33%
	43%
	23%

	There is an ineffective implementation of policy that leads to teaching problems
	17%
	23%
	60%

	I have a friend with a disability
	20%
	13%
	67%

	I am afraid of people with disabilities
	83%
	10%
	7%

	I have a family member with a disability
	63%
	3%
	17%


The researcher asked the respondents whether the policy of people with disabilities is hindered by the teachers. The main purpose of asking this question was because most of the teachers were perceived as lazy, they did their business as usual in teaching and sometimes they are not following ethics in teaching. Their responses are analysed in Figure 9. As it can be seen in Figure 9, most of the respondents were strongly disagreed (N=20, 40%) and others were disagreed (N=17, 34%). On the other hand, other respondents (N=5, 10%) were neutral meaning that, they were neither agreed nor disagreed, while other respondents were strongly agreed (N=6, 12%) and others were agreed (N=2, 4%). According to the responses above shows the majority of respondents who were strongly disagreed and disagreed, were against the general statement, which says that, teachers hinder the policy of people with disabilities.
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Figure 4.4: Teachers Hinders the Implementation of Disability Policy TC "Figure 4.9: Teachers Hinders the Implementation of Disability Policy" \f F \l "1"  
Source: Researcher (2016)
The responses of children highlight both progress and persistent challenges in the implementation of Tanzania’s disability policies in schools. A significant proportion (57%) remained neutral on whether the disability policy is well implemented in inclusive classes, with only 27% agreeing and 17% disagreeing. This ambivalence suggests limited awareness among children about how policies translate into practice, reflecting what Braun (2020) described as the “policy–practice gap” in Tanzania, where legal frameworks exist but classroom-level implementation remains inconsistent.

Concerns about government support were also evident, with 40% of children agreeing that inadequate support leads to ineffective teacher development. This perception aligns with studies noting that insufficient in-service training and weak institutional support hinder teachers’ capacity to practice inclusive pedagogy (Mnyanyi, 2014; Mnyanyi & Bhalalusesa, 2022). Similarly, 60% of respondents agreed that ineffective policy implementation contributes to teaching problems, echoing findings by Mitra (2018) that policies often fail when resources, monitoring, and teacher preparedness are lacking.

Interestingly, 67% of children reported having a friend with a disability, suggesting that social inclusion at the peer level is progressing. Yet, only 17% had a family member with a disability, and 7% admitted fear of people with disabilities, highlighting persistent stigma. These findings mirror Stone-MacDonald and Butera (2012), who found that cultural attitudes and lack of disability awareness continue to shape children’s perceptions in East Africa.

Overall, children’s views indicate that while inclusive friendships are developing, they remain sceptical about the effectiveness of disability policy in improving teaching and support. This underlines the need for stronger policy enforcement, teacher development, and disability-awareness programs that target both educators and learners to bridge the gap between policy ideals and classroom realities.

Other respondents were agreed and strongly agreed with the statement. Through an interview with educational officers and school inspectors about this question, the response was as follows:

“The fact is that the policy of people with disability is hindered by the government and not teachers most of the teachers have enough knowledge that is why they were selected to teach in inclusive classes, the main problem comes when the government fail to motivate a special teacher to teach intensively”. [REO02, 2016]
This statement from REO02 suggests that the challenges in implementing policies for people with disabilities stem more from government shortcomings than from teachers. It acknowledges that many teachers are knowledgeable and qualified to teach in inclusive classrooms, which is why they were selected for these roles. However, the core issue arises when the government fails to provide sufficient motivation or support to special education teachers, making it difficult for them to teach effectively. This lack of motivation could be due to inadequate resources, incentives, or recognition, which ultimately hinders the success of inclusive education. 

As highlighted in the preceding discussion (REO02), the findings suggest that teachers were often viewed as contributors to the poor implementation of the curriculum. This was attributed to several factors, including low commitment to work, lack of adapted curricula, and limited government support in motivating teachers to deliver inclusive education effectively. These findings align with prior studies such as Forlin and Chambers (2011), Kudarinova et al. (2023), and Koliqi et al. (2023), which emphasize the critical role of teacher preparation. Their research indicates that teacher training programmes must not only provide objective knowledge about the complexities of inclusion but also create opportunities for pre-service teachers to practice pedagogical strategies that enhance their self-efficacy in inclusive classrooms. Forlin and Chambers (2011) further revealed that units of study on inclusive education increased teacher knowledge and confidence, but also heightened stress levels when addressing the diverse needs of students with disabilities.

Within this study’s context, overcrowded classrooms, limited infrastructure, and shortages of teaching aids emerged as significant barriers to effective inclusive education in Arusha. Teachers expressed frustration at their inability to meet the needs of all learners, particularly in the absence of disability-friendly infrastructure and assistive devices. From the perspective of organizational readiness theory (Weiner, 2009), such systemic constraints undermine collective efficacy and reduce teachers’ confidence in implementing inclusive practices. These findings highlight that strengthening inclusive education requires both teacher-focused interventions and broader systemic reforms to address structural and resource-related challenges.

Empirical literature reinforces this point. Banks et al. (2022), in a study of 3,141 respondents across sub-Saharan Africa, identified inadequate infrastructure, lack of assistive devices, and policy enforcement gaps as major obstacles to inclusion. Similarly, Nath (2020) highlighted the mismatch between policy and practice in low- and middle-income countries, where systemic weaknesses undermine classroom-level inclusion. The findings from Arusha therefore resonate with global evidence, suggesting that teacher readiness cannot be isolated from the broader systemic context. If policies and resources are not aligned with classroom realities, even motivated teachers face burnout and disillusionment.

On the other hand, teachers acknowledged that supportive school leadership and peer collaboration could facilitate inclusion. This aligns with Florian and Black-Hawkins’ (2011) inclusive pedagogy model, which argues that collective professional responsibility and resource sharing can enhance inclusive practice even in resource-constrained environments. Hence, while systemic challenges hinder readiness, collaborative school cultures may serve as enabling factors.

4.5 Contribution of Parents of Pupils with Disabilities on Implementation of Inclusive Education TC "4.5 Contribution of Parents of Pupils with Disabilities on Implementation of Inclusive Education" \f C \l "1" 
Since parents are part of teaching and learning process especially for students with different forms of disabilities, the cooperation between them and teachers parents determine the contribution to the implementation of inclusive eduation. Due to this reason, the researcher was interested to ask respondents whether cooperation of the parents in the whole process of learning have in one way or another influenced teachers’ attitudes towards teaching inclusive classes (Figure 10). 
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Figure 4.5: Parents’ Cooperation in Learning Process TC "Figure 4.10: Parents’ Cooperation in Learning Process" \f F \l "1"  
Source: Researcher (2016)
The figure above, which shows the responses from various respondents involved in this study indicates that many respondents (N=27,54%) were strongly agreed and agreed (N=11,22%) with the statement that, the readiness of teachers is determined by parents’ cooperation. On the other hand, other respondents (N=3, 6%) were neutral meaning that, they were neither agreed nor disagreed with the statement. On the other hand, few respondents (N=4,8%) were strongly disagreed while others (N=5, 10%) disagreed. As it can be seen in the figure above, the majority of respondents were strongly agreed and agreed with the statement that readiness of teachers is determined by parents’ participation in the sense that, when they fully engage in learning process teachers feel more satisfied hence becomes a sense of readiness and fully engaging in providing special education so as to implement inclusive education. Through an interview with an educational officer, he responded that:

“Indeed, most of the family members particularly parents of disabled children show some cooperation with teachers, hence  the learning burden instead of being pressed directly to the teachers, the parents often take some responsibilities to their children to minimize the burden in the learning process.….most of the time the burden is reduced by the parents’ cooperation that enhance teachers’ readiness in providing inclusive education.’’ (Res14, 2016)
This statement from Res14 highlights a concern about the cooperation between parents and teachers, which reduces a heavier burden on educators. It implies that many parents are taking responsibility for their children's education and reduce the majority of the responsibilities to teachers. As a result, teachers become motivated and being ready in the whole process of implementing inclusive education as they do receive adequate support from parents of disabled students. 
The findings of the current study are in line with the findings of the study by Gray (2002) who discovered that mothers of children with disabilities were more cooperative to teaches compared to fathers because mothers are attributed more responsibility for their child’s behaviour than their spouses and are typically the primary career. On top of that, Hartley et al. (2005), however, extended family systems are breaking down in Africa and caregiving tasks are usually the responsibility of a female career. Therefore, there is a truth that most of teachers are motivated in implementing inclusive education due to cooperation from parents as a result, children with disabilities are being fulfilled with their needs, especially education.
Generally, the study found that parents played an important role in supporting inclusive education by providing feedback to teachers, encouraging their children’s learning at home, and advocating for resources. However, their contributions were often constrained by poverty, stigma, and lack of structured parent–school partnerships. Within the framework of Readiness Theory, this reflects the role of stakeholder collaboration in strengthening collective efficacy. When parents are actively engaged, they enhance teachers’ confidence and reinforce inclusive practices at the school level.

Mnjokava (2024) similarly reported that parental involvement in Dar es Salaam schools had a positive effect on inclusive education implementation, particularly when parents collaborated with teachers on homework support and resource mobilisation. The Education Journal (2024) also found that parents in Tanzania viewed themselves as co-implementers but faced barriers including lack of information and cultural stigma. Regionally, Gona et al. (2011) in Kenya showed that parental perceptions significantly shaped school practices for children with disabilities, underscoring the importance of family engagement. The findings from Arusha therefore confirm that parents are crucial actors in inclusive education, though their potential is underutilised without deliberate school-based frameworks for collaboration.

4.6 Implications in Relation to Theory TC "4.6 Implications in Relation to Theory" \f C \l "1" 
Across all three objectives, the findings demonstrate that readiness for inclusive education in Arusha is multi-dimensional but incomplete. Teachers exhibit attitudinal readiness but lack the practical and systemic supports required for functional readiness. Schools face structural barriers that reduce collective capacity, and parents, although supportive, are often marginalised in implementation processes. Readiness Theory provides a useful lens to interpret these results by showing that true readiness requires both individual motivation and systemic enablers. Unless policies are matched with adequate resources, ongoing professional development, and strong school–parent collaboration, inclusive education risks remaining rhetorical rather than practical.
CHAPTER FIVE TC "CHAPTER FIVE" \f C \l "1" 
SUMMARY, CONCLUSION AND RECOMMENDATION
 TC "SUMMARY, CONCLUSION AND RECOMMENDATION" \f C \l "1" 
5.1 Introduction TC "5.1 Introduction" \f C \l "1"  
This chapter presents the concluding part of the study. In this chapter the summary of the findings, the general conclusion of the findings, as well as recommendation basing on the findings are presented.

5.2 Summary of the Study TC "5.2 Summary of the Study" \f C \l "1" 
This study assessed the readiness of the teachers trained in special education in implementing inclusive education taking Arusha City Council as a case study. This study was guided by three objectives namely, examining the determinants for teachers implementation of special education training in inclusive classroom settings, investigating factors influencing successful inclusion of children with special needs in the regular education class as well as determining the contribution of parents of pupils with disabilities in special education on implementation of inclusive education.
Basing on the first objective, it was observed that, majority of respondents agreed and strongly agreed with the statement that, teachers’ knowledge in teaching inclusive classes, supportive learning environment, students’ attendance in schools were the determinants for teachers’ implementation of special education training in inclusive classroom settings. Teachers have enough knowledge to teach inclusive classes. The findings showed that, those teachers have enough knowledge that is why they were prepared to be teachers to teach inclusive classes meaning that, they passed through different teachers’ colleges and have experienced. 
Regarding factors influencing successful inclusion of children with special needs in the regular education it was observed that policy of people with disabilities, government support, teachers’ empowerment, children level of understanding and disabled enabling facilities influenced inclusion of children with special needs in the regular education. The findings indicated that the policy of people with disabilities is not well followed. 

Determining the contribution of parents of pupils with disabilities in special education on implementation of inclusive education, it was observed that, parents’ cooperation in learning process, supporting children with disabilities and parent involvement determined the contribution of parents of pupils with disabilities on implementation of inclusive education. This is since, majority of respondents were strongly agreed and agreed with the statement that, readiness of the teachers is determined by parents.
5.3 Conclusion of the Study TC "5.3 Conclusion of the Study" \f C \l "1" 
Teachers trained in special education have greater readiness in implementing inclusive education as they have the knowledge and have abilities to implement disability policy in the school context. For inclusive education for children with disabilities to succeed parents’ involvement is highly needed. It is a parent who has a decision to enrol a child with a disability in schools. On the other hand, children indicate teachers are implementing inclusive education regardless of the challenges schools are facing.

5.4 Recommendations TC "5.4 Recommendations" \f C \l "1" 
This study assessed the readiness of teachers trained in special education to implement inclusive education in Arusha City Council. It was guided by three objectives: (i) to examine the determinants of teachers’ implementation of special education training in inclusive classroom settings, (ii) to investigate factors influencing the successful inclusion of children with special needs in regular education classes, and (iii) to determine the contribution of parents of pupils with disabilities to the implementation of inclusive education. Based on the findings and conclusions, the following recommendations are made:

5.4.1. For Teachers TC "5.4.1. For Teachers" \f C \l "1" 
Teachers should adopt practices that foster resilience, confidence, and self-worth among children with disabilities. Instead of focusing on “curing” disabilities, they should provide learners with social and emotional tools that enable them to cope with challenges. Continuous professional development should be prioritized to strengthen teachers’ pedagogical competencies in differentiated instruction, classroom management, and the use of assistive technologies to meet diverse learner needs.
5.4.2. For the Government and Policymakers TC "5.4.2. For the Government and Policymakers" \f C \l "1" 
The study revealed that lack of teacher motivation and inadequate provision of adapted teaching and learning materials undermine effective inclusive education. It is 
therefore recommended that the government:

· Ensure the consistent supply of quality and disability-friendly teaching and learning resources.

· Strengthen teacher motivation by improving salaries, working conditions, and recognition of their roles in inclusion.

· Align resource provision and teacher support with the National Strategy on Inclusive Education (2021/22–2025/26), which emphasizes equitable access, teacher capacity building, and provision of assistive technologies.

· Enhance monitoring and evaluation frameworks to ensure accountability in the implementation of inclusive education policy at all levels.
5.4.3. For Parents and Communities TC "5.4.3. For Parents and Communities" \f C \l "1" 
The findings highlighted the interdependence between teacher readiness and parental involvement. Parents should engage actively with schools by conducting regular follow-ups and maintaining close communication with teachers. This would allow them to identify challenges faced by their children as well as constraints experienced by teachers in supporting inclusive classrooms. Strengthening home–school partnerships will foster collaboration, reduce stigma, and improve learning outcomes.

5.4.4. Policy-Level and Global Alignment TC "5.4.4. Policy-Level and Global Alignment" \f C \l "1" 
At a broader level, inclusive education reforms should be aligned with Sustainable Development Goal 4, which calls for “inclusive and equitable quality education and lifelong learning opportunities for all.” Tanzania’s commitment to SDG 4 requires integrating inclusive education priorities into national plans and ensuring coherence between policies, teacher training curricula, and school-level implementation. Strengthening inter-ministerial collaboration, particularly between the Ministry of Education, Science and Technology (MoEST), the President’s Office–Regional Administration and Local Government (PO-RALG), and the Ministry of Community Development, Gender, Women, and Special Groups, will ensure that inclusive education is systematically mainstreamed into the education sector.
5.5 Recommendation for Further Studies TC "5.5 Recommendation for Further Studies" \f C \l "1" 
This study was carried out to find out teachers’ readiness on the 
implementation of inclusive education in primary schools in Arusha City Council. The researcher, therefore, recommends that another study should be carried out in other areas to investigate the factors influencing teacher readiness to implement inclusive education. A comparative study should be carried out in private and government-owned primary schools to see whether findings are of a similar trend. There is a need to also research to find out the teachers’ knowledge on the implementation of inclusive education in basic education in Tanzania and beyond.
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Appendices TC "Appendices" \f C \l "1" 
Appendix I: Questionnaire for Pupils
          Dear Students,

I’m a postgraduate student of Masters of Educational Administration, Planning and Policy studies (APPS) at Open University of Tanzania. I am doing a research regarding: Assessment of the readiness of teachers trained in special education in implementing inclusive education.

I was appreciate your honest opinions in filling in the questionnaire. 

A. Personal Information

1. Age
	13------15Years
	

	15------17 Years
	

	17----19 Years
	

	More than 20 Years
	


2. Gender: Male (    ), Female (   )

B. General Information

Please, indicate whether you agree or disagree with each of the following statements. Kindly circle the number that suits your answers. 

1=Strongly Disagree, 2= Disagree, 3= Neutral, 4= Agree, 5= Strongly Agree.
	S/N
	ITEM
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree

	
	Determinants for teachers implementation of special education training in inclusive classroom settings
	1
	2
	3
	4
	5

	1.
	Each teacher have enough knowledge to support children with disabilities in our  classes
	
	
	
	
	

	2.
	Supportive learning environment helps our fellow with disabilities in our classes
	
	
	
	
	

	3.
	Students’ attendance in schools motivating teachers implementing iclusive education in class
	
	
	
	
	

	4
	I like to come to school because teachers teach me very well
	
	
	
	
	

	5
	Teachers are ready to support me in my learning. I feel I am involved.
	
	
	
	
	

	
	Factors influencing successful inclusion of children with special needs in the regular education class
	1
	2
	3
	4
	5

	1.
	The policy of people of disability is well followed in inclusive classes
	
	
	
	
	

	2.
	There is government support that leads to effective teacher development for inclusive education
	
	
	
	
	

	3.
	Teachers’ empowerments determine their readiness in implementing inclusive education

	
	
	
	
	

	4
	Disabled enabling facilities are enough to contribute to inclusive education


	
	
	
	
	

	5
	I have a friend with a disability
	
	
	
	
	

	6
	I am afraid of people with disabilities
	
	
	
	
	

	7
	I have a family member with a disability
	
	
	
	
	

	
	Contribution of parents of pupils with disabilities in special education on implementation of inclusive education
	1
	2
	3
	4
	5

	1.
	The readiness of teachers is determined by parents’ cooperation
	
	
	
	
	

	2.
	Parental involvement has led to the persistence of the inclusive education to pupils with a disability
	
	
	
	
	

	3.
	My parents support me in my education
	
	
	
	
	


Appendix II: Questionnaire for Teachers
          Dear Teachers,

I’m a postgraduate student of Master of Educational Administration, Planning and Policy Studies (APPS) at the Open University of Tanzania. I am researching regarding the Assessment of the readiness of teachers trained in special education in implementing inclusive education.

I appreciated your honest opinions in filling in the questionnaire. 

A. Personal Information

1. Age
	13------15Years
	

	15------17 Years
	

	17----19 Years
	

	More than 20 Years
	


2. Gender: Male (    ), Female (   )

3. What is Education level:

 B. General Information

Please, indicate whether you agree or disagree with each of the following statements. Kindly circle the number that suits your answers. 1=Strongly Disagree, 2= Disagree, 3= Neutral, 4= Agree, 5= Strongly Agree.
	S/N
	ITEM
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree

	
	Determinants for teachers’ implementation of special education training in inclusive classroom settings
	1
	2
	3
	4
	5

	1.
	Each teacher has enough knowledge to teach inclusive classes
	
	
	
	
	

	2.
	Supportive learning environment helps disabilities in accessing education in classes
	
	
	
	
	

	3.
	Students’ attendance in schools motivating teachers implementing inclusive education in class 
	
	
	
	
	

	
	Factors influencing successful inclusion of children with special needs in the regular education class
	1
	2
	3
	4
	5

	1.
	The policy of people of disability is well implemented in inclusive classes
	
	
	
	
	

	2.
	Teachers’ empowerments determine their readiness in implementing inclusive education
	
	
	
	
	

	3.
	Supportive learning environment helps our fellow with disabilities in our classes
	
	
	
	
	

	
	Contribution of parents of pupils with disabilities in special education on implementation of inclusive education
	1
	2
	3
	4
	5

	1.
	The readiness of teachers is determined by parents
	
	
	
	
	

	2.
	Parental involvement has led to the persistence of the inclusive education to pupils with a disability
	
	
	
	
	


Appendix III: Interview Guide for Inspectorate Division And Education Officer
 Dear Officers

I’m a postgraduate student of Master of Educational Administration, Planning and Policy Studies (APPS) at the Open University of Tanzania. I am researching the Assessment of the readiness of teachers trained in special education in implementing inclusive education.

A. Personal Information

1. Age
	13------15Years
	

	15------17 Years
	

	17----19 Years
	

	More than 20 Years
	


1. Gender: Male (    ), Female (   )

2. What is Education level:

3. What do you feel are the necessary knowledge for each teacher teaching in inclusive classes

4. In your area are all the teachers have the knowledge to teach inclusive classes?
5. To what extend is the disability policy implemented in Tanzania?
6. What is the role of parents in the education of pupils with a disability? How it is implemented in schools? To what extent do parents fulfil their role?
Appendix IV: Interview Guide for Parents
1. How often do you visit the school to meet teachers?

2. How do you contribute to your child success?

3. is it a privilege for a disabled child to be educated or a right – why say so?

4. Are you aware of the policy supporting education of the disabled children?

5. As a parent, what do you understand to be your role in the education of your
child? 

6. As a parent, do you think parents have a role to play in the education of
their children? .... Why do you say so?



Determinants for Teachers’ implemention of special education 


Teachers’ knowledge in teaching inclusive classes


Supportive learning environment


Students’ attendance in schools











Contribution of parents of pupils with disabilities in special education


Parents’ cooperation in learning process


Supporting children with disabilities


Parent involvement














Factors influencing successful inclusion


Policy of people with disabilities


Government support


Teachers’ empowerment


Disabled enabling facilities





Implemention of inclusive education


Increased teaching quality in inclusive classes


Increased education quality among children with disabilities








Independent variables 














Dependent variables





Intervening variables


Education policy


Teacher education


Inclusive education strategy


Disability Act
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