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ABSTRACT

This study aimed to examine the Secondary Schaathtrs self-assessment of
knowledge and skills in teaching students with liigges in Illala Municipality. The
sample comprised of 100 secondary school teach#rs/aried teaching experiences
and experiences of teaching children with disaedifrom llala Municipality in Dar-
es- Salaam Tanzania. One girl's secondary schoel,boy’s secondary school and
one co-education secondary school enrolling childvéh disabilities were involved
in the study. The study was survey descriptiveeassh as surveyed teachers
knowledge and experiences using a questionnaite lvath closed and open ended
questions. The closed and Liker-scale questionse vegralysed using statistical
software (SPSS version 19) and some data were sathlysing content analysis.
The findings indicate that teachers in secondanpais have limited knowledge and
skills in supporting children with disabilities etied in secondary schools. Teachers
lacked skills in sign language, using Braille maesi and in managing classes with
diverse learners. These findings show that teadh@ve less ability in creating an
inclusive classroom. On the basis of the findingsre is a need therefore for the
government and development partners to provide@tuppimproving availability of
teaching and learning materials and in servicenitigi among secondary schools
teachers. On the whole, community need to be mageeaof the importance of
inclusive education while implementing nationabstgies like the National Strategy

in Inclusive Education 2009 — 2017 that alreadp®sxXi
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CHAPTER ONE

1.0 CONTEXT AND BACKGROUND TO THE PROBLEM

This study investigated the Secondary School teadef-assessment of knowledge
and skills in teaching students with disabilitiesTanzania. The study was conducted
in llala Municipality. In this chapter | introdudke study by providing background

to the study, research problem, research aim, ndseajectives and accompanying

research questions, significance of the study,dafithition of key terms.

1.1 Background Information

The government of Tanzania has committed itseladhieving Education for All
(EFA) goals especially through establishment ofcational development plans such
as Primary Education Development Plan (PEDEP) aedorglary Education
Development Plan (SEDEP) in year 2000. It is obsithat education has the power
to transform all students including those with diBaes’ lives; it equips them with
skills and knowledge to develop their talents aatkptials by opening up routes out
of poverty. Enrolment of students with disabilti® secondary schools alone is not
enough as there are abundant challenges and baraking retention, and enhanced

learning outcomes for learners with disabilitieSiclilt to realize.

This study was aimed at examining Secondary scteamhers’ self-assessment of
knowledge and skills in teaching students with loligges in Tanzania. Tanzania
started enrolling secondary school students wihlallities in 1970s when a visually
impaired student from Buigiri was selected to josecondary education

(Bagandanshwa, 1999). The head of school accepdisually impaired child



without knowledge and skills to facilitate learniigom 1970s to date students with
different types of disabilities are joining secondaducation in Tanzania. Between
2011 and 2012 students with different types of llgees increased from 5,008 to

5,494,

The increase of about 9.7% calls attention for Heex who meet their learning
needs. The question is do teachers in secondapolschssess themselves to have
knowledge and skills to support learning of chitldravith different types of
disabilities? If not how do they support them? Awitat do teachers need in order to
improve their support services to children withatbilities. These questions are
answered in this study by exploring teachers ssdeasment of knowledge and skills
in teaching children with disabilities in three sedary schools in Dar es Salaam that
enrols children with disabilities. In exploring tdeers self-assessment Boud (1994)
describes self-assessment as the involvement ofidodls in identifying standards
and criteria to apply to their work and making jedgents about the extent to which

they have met these criteria and standards.

Teachers’ self-assessment involves teachers inssisgeand setting goals and
standards as applied in their work and makes judgrabout the extent to which
they are involving students with disabilities ireithteaching and learning process.
Self-assessment involves drawing criteria of judgimiom others but leaving
decision making on the teacher or the one involuneithe assessment (Boud, 1994).
The current study allowed teachers to collect mfamtion and evidence as they

analyse their terms of work in terms of what is extpd out of them; making



decision about what they need to change and impitmie work; know the existing
gaps between what they do and what is expectedfabem; suggesting on what to

be done in order to change and monitor their aement.

In Tanzania secondary school teachers are traméebcher colleges depending on
two levels, either diploma level for those who graie® from Advanced Secondary
education (form VI) or degree level for teacheimteas who pursue undergraduate /
post graduate education from the Universities. Adicg to the Education and

Training Policy (1995) the minimum qualification afsecondary school teacher is
diploma level while the maximum qualification isetfirst degree and above. ETP
(1995: 45) stipulates that “Secondary Schools atelly staffed by teachers with

either a Diploma in Education or a university degreor with a bias in education”.

However, there is only one government Special Néatiscation (SNE) Teachers’
College at Patandi - Arusha. It produces speci@diathers in both certificate and
diploma levels on SNE and Inclusive Education (IlEhe number of graduates

cannot suffice the country’s demand.

According to the MoEVT office data of (2012), curtly there are about 34
government teacher colleges and 79 private onesngaktiotal number of 113. Most
graduates from teacher colleges are regular seppratdnool teachers with no
knowledge and skills of SNE and (IE). This calls fostudy to examine teacher’s
self- assessment of knowledge and skills in theailydteaching and learning

processes that accommodate effective learningudests with disabilities.



1.2 Statement of the Problem

There was an information gap pertaining Inclusivdudation policy in Tanzania

(Kisanji 2009). This calls for an authentic studyassess the knowledge and skills
that teachers have for the development of IE in d¢bantry. Various studies

conducted both globally and locally focused on heas’ attitudes and self- efficacy

towards inclusion and learners assessment and dbacihers’ self — assessment
which this study see as an important aspect. # fn@m this knowledge gap this

study aimed to examine the extent to which teacheaduate themselves on their
ability and competence to teach students with difab without skills and

knowledge on inclusive education.

Since the need to improve teaching and learningnafusive classes cannot be
undermined because of the introduction of Inclusiducation in Tanzania,

Mnyanyi (2005) argues that inclusion needs to kdrmia practice for the betterment
of education for all children. Mmbaga (2000) aésophasizes the need for inclusive
education on one hand; on the other hand she assémat the majority of teachers
in Tanzania are prepared to teach ordinary studbossless is known in supporting
learning to learners with disabilities. In ordemptat IE in real practice as to allow all
secondary school students with disabilities totgetr right to education, there is a
need to understand what their teachers advocatbein own self assessment in
teaching. This shall direct a base for differemerventions to be planned and
therefore, implementation. In line with this obssign there is a need to examine
secondary school teachers’ self-assessment of kadgwland skills experienced in

teaching students with disabilities.



1.3

Objectives

1.3.1 Research General Objective

The general objective of this study was to examsemndary schools teachers’ self-

assessment of knowledge and skills in teachingestisdvith disabilities.

1.3.2 Research Specific Objectives

Specifically the study aimed to:

(i)

(ii)

(iii)

(iv)

(v)

(vi)
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(ii)

Examine teachers’ self-assessment on knowletigg possess in selecting
teaching contents for learners with disabilitieduded in their classrooms
Determine teachers’ self-assessment on skills plosgess in teaching learners
with disabilities enrolled in classrooms

Evaluate teachers’ self-assessment of knowledgesupportive learning
environments to students with disabilities

Assess teachers’ self-assessment of skills in ingeadupportive learning
environments to students with disabilities.

Examine teachers’ self-assessment of knowledgedulreasing challenges
facing children with disabilities enrolled in sedamy schools.

Assess challenges secondary school teachers fatmsmaching students with

disabilities

Research Questions
Does knowledge that secondary school teachposses, benefice learning
achievement of students with disabilities?
Do skills that secondary school teachers demomestratipport learning

achievement of students with disabilities?



(i)  Which methods secondary school teachers applyaichteg, support learning
to students with disabilities?

(iv) Does assessment of secondary school students’ sadtkarning needs of
students with disabilities?

(v) Which challenges do secondary school teachersifiat@aching students with

disabilities?

15 Significance of the Study

The findings emanating from this empirical studyll wprovide awareness to
educators, particularly planners to enhance estabknt of a policy on inclusive
education. Secondly, there are few studies conduatéhe areas of special needs
and inclusive education in Tanzania that focus ipatty on knowledge and skills
of teachers in supporting learning to students wifabilities. This study therefore,
will contribute to such knowledge gap and form bdsr other researchers to explore
more in this field of special education in genesaamid inclusive education in

particular.

Moreover, the findings of this study will contrileuto increased knowledge, skills,
understanding, and orientation about how secondahpol teachers assess their
knowledge and skills in inclusion of students waisabilities at secondary school
level, hence may develop teacher’s curiosity inattng conducive learning

environment best ways to support students withbdiias achievement in learning.

1.6 Limitations to the Study
Self-assessment of knowledge and skills of secgndanool teachers in teaching

students with disabilities created unnecessary tegrotential respondents to the



questionnaires. It was likely to predict that soofi¢he teachers were not willing to
provide correct information concerning their lewdl knowledge and skills feared
that they haven’t been trained in teaching studetits disabilities. Likewise, many
teachers in Dar es Salaam were reluctant to compaeratudies which were carried
out in their schools because they thought werenbomnd had no positive
implication to them. During data collection modt the respondents were in

holidays, therefore the researcher had to waittfem until the holiday was over.

1.7 Delimitations of the Study

This study was a case study in nature and tooleptaDar es Salaam specifically in
3 schools in llala Municipal. The study involveddd secondary schools, one being
a girl's secondary school, the second one being’lsnhool and the third was a co-
ed secondary school. All schools were owned by gbeernment.  Thus, the
findings from such a small sample may not be gdizatade to all secondary schools
in Tanzania which have students with disabilitiesniclusive setting. Moreover, the
focus of the study was to examine teachers’ salésmment of knowledge and skills
hence students were not involved. Importantly tektsdy creates a state of
understanding situation of teachers in inclusiviirggein secondary schools that can
form a basis for intervention and for conductingnifar studies using different

approaches and find out how they compare.

1.8 Conceptual Framework
This section describes the general focus of thdyst(Punch, 2000), states that

conceptual framework represents the general fotukeostudy. This study was



guided by different concepts about teachers’ selfessment. The concept teachers
self-assessment in this study was meant to dewlamderstanding on how teachers
assess themselves their knowledge and skills ipatipg learners with disabilities
enrolled in secondary schools. Boud (1994) expthitteat the nature of self -
assessment vary according to the scale and theenatueaching for which each
teacher is responsible. It is this view that hadden¢éhis study to concentrate in

secondary school education.

Teachers’ Self-assessment in Teaching Students wiisabilities
in Secnndarv Schnnl

I}

« Defining teaching competence

e Setting goals

» Facilitating communication with peers

« Creating opportunities to find gaps needing improgat
« Influencing change in teaching process

l |

Skl_l l_S Knowledae

{ |

» Creating learning environment — - -
« Using instructional strategies *  Determining learning environment
« Teaching SWD in mainstream class * Determining challenges among SWD
« Planning Lesson » Selecting content
» Selecting instructional Strategies

* Managing classes DRI
+ Determining student behaviour * Learners with disabilities
» Assessing student performa

Learning achievement
e Oral Work
»  Written Exercises
e Tests and Examinations
e Behaviour change

Figure 1.1: Conceptual Framework
Source: Field Data



In the study self-assessment of secondary schachées who teach in inclusive
setting focuses on their knowledge and skills. Selassessment is a powerful
technique for improving achievement (Bruce, 2003elf-assessment makes
practitioners aware of themselves and the enviromne which they work and

support in improving their situation and the soeimAronment around them. Figure

1.1, shows the Conceptual Framework designed byeearcher.

Effective learning to all students including thaggh disabilities depend largely on
teachers’ self assessment which is about repoatigdemonstrating their ability to
demonstrate how learning achievement takes plastaised and can be improved
(Bruce, 2003). Important to consider is how teaslassess their teaching methods,
which means the teaching and learning methods &ategies which are effective

depend on the class level and students learnindsnee

This includes planning and organizing a lessonectiein of the content, using
appropriate teaching aids and classroom interacBenondary school teachers’ face
challenges in teaching and learning process irsefagrobably there are differences
to be realized that might influence learning achmaent of students with disabilities

in the same.

According to Chris (2009), evaluating the accestafners is at the heart of self —
assessment, but it is also of very much about sisgpthe challenges, how well the
needs of students and teachers are being met, dinee goromotion of equal

opportunities, health and safety.
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1.8.1 Teacher’ Self- Assessment in Teaching Studemith Disabilities

The conceptual framework comprises mainly of f@wels. The first component was
about teachers’ self-assessment in teaching swaetit disabilities. In this section
teachers assessed themselves in defining teactongpetences, setting goals,
facilitating communication with peers, creating ogpnities to find gaps that need
improvement and influencing change in teaching gsec Self-Assessment was
about self-judgement. According to Cheisal., (2009), assessment can be defined as
collecting information of performance based on easi sources of evidence.
Monitoring of progress towards goal or standard eeftbcting on learning process
and engagement with the learning. In this studghees’ self assessment referred to
how secondary school teachers assessed and ramkegaded their level of

knowledge and skills in teaching students disaéditncluded in their classrooms.

According to Ross and Bruce (2007) teacher seksssaent is a powerful tool for
improving student achievement. Through self-assessneachers are likely to:
develop a definition on excellence in teaching amease ability to realise it; get
opportunities to set their goals and find areas thay feel inadequate and find
options toward improving their teaching practic&silitate in creating an avenue
toward which teachers communicate and share umaelisig of practices; provide
an avenue toward a change. Teachers’ change dfitgapractices is influenced by
teachers understanding of their teaching practi€ths. teachers’ self-assessment in
this study was viewed in terms of two aspects, Kadge and skills teachers possess
in creating conducive learning environment for stug with disabilities included in

regular secondary school classrooms.
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1.8.2 Knowledge

In Tanzania, it is recorded that special schoolBsnpimena is common in secondary
schools. Secondary school is an area where inclustiarted being practiced for a
long period. However to date is not known how seleoy school teachers assess
their knowledge and skills in supporting learnersthwdisabilities. Teacher
knowledge is about the content in selecting costsntthat they impart the required
knowledge to students and the pedagogy, the sieateég impart the knowledge
(Shulman, 2006). Teacher knowledge refers to utalelsng or awareness. In this
study the self assessment of knowledge by teaehitnmainly focus on determining
learning environment and challenges among SWD; c8etg content and
instructional strategies; their awareness or unadeding of students with disabilities;
and how to assess students’ performance. The kdgelef teachers may as well

depend on their teaching experience.

1.8.3 Skill

According to the websitdefinition Skill is proficiency or dexterity thas iacquired
or developed through training or experience. Ssffeasment of skills in this study
was based on how secondary school teachers raimk ahidity, skilfulness and
expertise in teaching students with and withoualdiigy in inclusive setting in the
following areas; creating learning environment, ngsiinstructional strategies,
teaching SWD in mainstream class, planning lessmanaging classes and

determining student behaviour.
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1.8.4 Learning Achievement
Students change of behaviour during the teachingl@arning process determines
their learning achievement. The knowledge, skillsd aattitudes that students

demonstrate, portrays their potentials hence #wirevements.

According to the website dictionary, the term léagns synonymous to knowledge,
education, erudition, scholarship and culture while term achievement means
attainment, accomplishment, success, realizatiaoh getting. The term learning
achievement therefore, in this study was the kndgderealized by students with
disabilities during the teaching and learning psscerhe focus was on oral and
written work and behaviour change. Whatever leangill achieve during the
learning and teaching process will add value inrttaily life. Therefore, learning
achievement of students with disabilities was deteed by teachers’ knowledge

and skills in teaching.

1.9 Definition and Concept of Terms

In this section the concepts of key terminologiagehbeen defined:

1.9.1 Disability

Disability is a physical, sensory, intellectualmental health impairment that has a
significant and long - lasting effect on the indwal’s daily life and activities.
CCBRT in WHO (2009). Disability is an umbrella termoovering impairments,
activity limitations and participation restrictianidence in this document it connotes

all students who require special attention whemnieg in inclusive classes due to
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their special learning needs, such as the Visuglalrment, Hearing Impairment,

Physical Handicap, Intellectual Impairment, Albihow vision and the like.

1.9.2 Inclusive Education

Inclusive education has been defined by many attib®differently. Gallagher and
Anastasiow (2000) define inclusive education asiding students with diverse
needs into a regular classroom setting. Booth7{L9Ainscow, (2000) define
inclusive education as a process of increasingéngcipation of students in a class
and reducing their exclusion from cultures, cufddacand communities of local
centers of learning. Moreover, Miles (2002) defimgclusive education as a process
of increasing the participation of all students sahools, including those with
disabilities. UNESCO (2007) points out that inckesmeans including children with
disabilities in regular classrooms set for childwithout disabilities. It includes
children with disabilities such as children who éalifficulties in seeing or hearing,
who cannot walk, who are slow to learn. Howevetlusive also means including all

children who are left out or excluded from school.

1.9.3 Teaching Experience

Teaching experience according to Avramidis and Ngw(2002) is a length in
duration that a teacher can teach students inrola®s such as in regular, integrated,
special and inclusive classrooms. Teachers who haver taught in an inclusive
class might have no teaching experience of studeititsdisabilities. However, it is
believed that when given an integrated or inclusiass these teachers may facilitate

students with disabilities since they have a resgbrgotential of knowledge and
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skills. Avramidis and Norwich (2002) state that espnce of children with special
needs or persons with disabilities were mentioneddveral studies as an important
variable in shaping teachers’ attitude towardsgragon. They advocate that the
experience hypothesis suggests that as teachetenm@pt inclusive programs and
therefore get closer to the students with significdisabilities; their attitudes might

become more positive.

According to Korub and Liernes (2003) teachers wiithre experience of working
with students with disabilities seem to have sigaiftly more favourable attitudes
than teachers with less experience. They alsocadedhat pre service teachers with
experience of teaching individuals with disabibti@also have significantly more
attitudes (Korub & Prorretta, 1998). They howeseggest that hands on experience
may need to be planned and monitored more carefullyie idea behind their
findings is that teaching experience may depenthemature of environment. It is
not necessarily through training only that teaclygsexperience. They may gain
experience by collaborating with the specialischess of students with disabilities

as well as teaching or contacting persons withbilisas in the inclusive settings.

Teachers need both the skills of their professiot the belief that their skills can
make a difference (Soodak and Podell, 2003). Thexeprofessional development
programs will need a balance of presentation obrimfation and strategies for
reflection on current thinking and practice. Teashwho work together will have
more opportunities to examine and explore theirebgl knowledge and skills and

instructional alternatives (Swafford, 1998). Sdhstaff could then be encouraged to



15

develop, share commitment and vision for futureellggment towards inclusive

schooling and will be more committed to achievingttgoal (Carrington, 1998).

1.9.3 Self-ssessment

Self-assessment is the process of looking at dniesefder to assess aspects that are
important to one's identity. It is one of the meswvthat drive self-evaluation, along
with self-verification and self-enhancement. Sedids (1993) suggests that the self-
assessment motive will prompt people to seek in&dion to confirm their uncertain
self-concept rather than their certain self-concaapd at the same time people use
self-assessment to enhance their certainty of dveir self-knowledge. However, the
self-assessment motive could be seen as quiterattfeo the other two self-
evaluation motives. Unlike the other two motivesotigh self-assessment people are
interested in the accuracy of their current sedfiayi rather than improving their self-
view. This makes self-assessment the only selfuatize motive that may cause a

person's self-esteem to be damaged.

According to Trope (1986) and Sedikides and St(i887) self-assessment is a way
in which self-esteem can be enhanced in the futtoe.example self-assessment
may mean that in the short-term self-assessmentaaase harm to a person's self-
concept through realising that they may not have@eaed as highly as they may
like; however in the long term this may mean thegyt work harder in order to
achieve greater things in the future, and as altrékair self-esteem would be

enhanced further than where it had been beforeasedssment.

According to Shwartz (1992) there are five chanasties of values consistently

reported that include values: (1) are beliefs, rdate to desirable end states of
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behaviour, (3) guide evaluation of behaviours aras, (4) remain stable across time
and context, and (5) are ordered by relative ingmm#. Making career and life

choices that agree with your core values is esslentisatisfaction and happiness. In
this study self-assessment is about assessing uhderstanding and experiences of

including children with disabilities in their clasems.

1.9.3 Supportive Learning Environment

Morganett (1991) suggests that teachers providéiymsonstructive criticism in
creative classrooms when appropriate. This praatiidl foster a comfortable and
safe environment which will enhance the sharingcative ideas and thoughts
(Shaughnessy, 1992). Morganett (1991) states #wthers can recognize effort,
cooperative and helping behavior, which will alsomote a supportive classroom
environment. This nurturing environment encouragiglents to trust their own
judgment, while providing support and guidance (fjessy, 1992). Providing
both verbal and written positive feedback eitheclass or on assignments is also

important

1.10 Organization of the Study

The study comprises five chapters. Chapter oneeptgsntroduction, background of
the study and Conceptual Framework. Chapter twiewes literature related to the
study / theoretical framework of the study. Reseadvtethodology is presented in
chapter three while Chapter four presents the riiggliof the study. Finally, Chapter

five presents the summary, conclusion and recomaten of the study.
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CHAPTER TWO

2.0 LITERATURE REVIEW

2.1 Introduction

This chapter presents the review of literaturandiudes the discussion of the related
concepts of the study compared to what other reBees say. It mainly discusses on
teachers’ self assessment; teaching and learnimyoament of students with
disabilities; teaching experience; Inclusive Ediggtlearners with disabilities; and

planning and management of teaching and learnistuoients with disabilities.

2.2  Teachers Self-Assessment

Assessment can be defined as collecting informaton student learning or
performance based on various sources of evidencactual fact, though, the term
assessment is frequently used more broadly to pacate not only the collection of
evidence, but also judgments made about the wordedeon this evidence,
monitoring of progress toward a goal or standandg aeflecting on learning
processes and engagement with the learning Boug#(1%elf-assessment, then, is
when the teacher him/herself is involved in samall aspects of the assessment

process.

Like any other assessment, there can be diffenamtoges for self-assessment. Self-
assessment can be summative, for example whendanstmarks their own work

from an answer sheet. In this case, there is nallysan expectation on the student
to use the assessment to further their learningdiadjh some students may choose to

use it in this way, and sometimes teachers mayigeosupport for them to do so).
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However, when self-assessment is referred to iearel literature in the area of
assessment-for-learning the stated purpose is for@avhich is, to move teacher’'s
knowledge and skills’ closer to intended goal ansiard. Boud (1994) describes the
defining characteristic of self-assessment as thelvement of teachers in
identifying standards and/or criteria to apply beit work, and making judgments
about the extent to which they have met theser@itand standards. He adds that, it
normally involves drawing upon the criteria and gotent and leaves decision-

making in the hands of the teacher.

For teachers to learn from assessment they nothang to gather evidence of their
learning, but also analyze their work in terms le¢ goal/standard; make decisions
about what they need to do to improve; know whatdoto close the gap; and
monitor their progress towards achieving this. f-8stessment within this study
includes elements of teacher’s self-evaluation seltmonitoring. Sometimes self-
assessment tasks require teachers to be selftredlewhich may involve thinking
about how they best teach, whether they selectantbst appropriate teaching and
learning strategies, and what attitudes they brbughthe task. Self-assessment
therefore sits within the bigger picture of selffu&ation, which Zimmerman (2001)
describes as teachers being “metacognitively, rattmally, and behaviourally
active participants in their own teaching. Differeaspects of self-assessment

include; self-observatigrself-judgment Self-reaction andelf-perception.

2.3 Teaching and Learning Environment of Studentsvith Disabilities
Teaching and learning environment is among relegadher — variables Avramidis

& Norwich (2002) state that a number of studieseh@axamined environmental
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factors and their influence in the formation ofdieers’ attitudes towards inclusion.
Teaching and learning environment of students wvdikabilities involve basic
classroom management, in terms of theories, metandsechniques, restructuring

of physical environment, creating safe, positivd anpportive environment.

Secondary school teachers teaching students wstbitities in regular classes are
required to have knowledge and skills in managihg teaching and learning

environment of students with disabilities. Howevarthe case of the schools under
the pilot program there is a big challenge faciegchers thus how to facilitate the
inclusive classes. This is because they arenhedhiyet about inclusive education,
they might have got experience through other chansech as short courses,
seminars and workshops about how to handle stuaetiisdisabilities but still the

gap is quite big. Despite these positive outcqQraeonsiderable body of literature
establishes that effective inclusive education dtrdents with disabilities requires
substantive changes in the structure of the classr@lunt, Hirose, Hatae, Doering

& Goetz, 2000).

According to Mnyanyi (2010), the challenges faced teachers include limited
classroom management skills; planning for resouncss, planning for teaching
diverse classes and selection of appropriate tegdmd learning methods. In this
case teachers are require capacity building inrai@equip them with knowledge
and skills to enable them support the teaching Baining of learners with
disabilities to ensure that all students in thesgléearn and achieve the intended

goals.
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2.4  Teachers’ Teaching Experience

Teachers who have no experience of students wsiibdities are those who are not
in touch with students with disabilities in theiagsrooms. However it is believed
that when given an integrated or inclusive classd¢hteachers may facilitate students
with disabilities since they have a reserved paéraf knowledge and skills.
Avramidis and Norwich (2002) state that experieatehildren with special needs
or persons with disabilities were mentioned by sgvetudies as an important
variable in shaping teachers’ attitude towardsgragon. They advocate that the
experience hypothesis suggests that as teachelenm@t inclusive programmes and
therefore get closer to the students with significdisabilities; their attitudes might

become more positive.

According to Korub and Liernes (2003) teachers wiithre experience of working
with students with disabilities seem to have sigaiftly more favourable attitudes
than teachers with less experience. They alsocaedhat pre service teachers with
experience of teaching individuals with disabibti@also have significantly more
attitudes (Korub & Prorretta, 1998). They howeseggest that hands on experience
may need to be planned and monitored more carefullyie idea behind their
findings is that teaching experience may depenthemature of environment. It is
not necessarily through training only that teaclggsexperience. They may gain
experience by collaborating with the specialischess of students with disabilities

as well as teaching or contacting persons withbdiias in the inclusive settings.

Teachers need both the skills of their professiot the belief that their skills can

make a difference (Soodak and Podell, 2003). Thexerofessional development
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programmes will need a balance of presentatiomfafrination and strategies for
reflection on current thinking and practice. Teashwho work together will have
more opportunities to examine and explore theirebgl knowledge and skills and
instructional alternatives (Swafford 1998). Schsiaiff could then be encouraged to
develop share commitment and vision for future tgwaent towards inclusive

schooling and was more committed to achieving goal (Carrington, 1998).

Ordinary secondary school teachers in Tanzaniaegpgired to complete advanced
secondary education (form six) and then attendhegadraining for two years
whereby they are awarded certificate of diplomaeducation if they successfully
complete the course. According to the Educatiah Braining Policy, qualification
of teachers and their ability to perform well inetielassroom is a key factor in
improving the quality of education (MoEC, 1995} hhs been emphasized that to
meet standards of provision of quality educatio@ thinimum qualification for a
secondary school teacher was possession of dipldria a degree and more higher
level of education is an added advantage. The imléaat a successful inclusion of
students with disabilities depends largely on thkailability of both human and

material resources for conducive learning enviromme

The teaching experience of teachers is also detednby the teacher education
curriculum. As stipulated in the Education and ifiireg Policy, the basis for

certificate of teacher trainees was continuoussassent, Block Teaching Practice
and final written examinations (MoEC, 1995). Howewexperience shows that the

majority of secondary school teacher trainees d&quate teaching practice and
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this is due to inadequate allocation of funds ley tésponsible ministry. As MoEC
(1995:92) states that the unit cost for secondducation in Tanzania is low. It is
about half that of other countries in Sub-Sahardnic& Another aspect which
affects the teaching experience of secondary scteamhers is inadequate/lack of
teaching and learning materials. Any teachingfescéed by the teaching aids, when

there is shortage of such aids it means poor ofidpuioth teachers and learners.

2.5 Inclusive Education

Inclusive education is a new approach in Tanzarighvwas introduced in 1998 by
the Ministry of Education and Culture. This wastapsahead in committing the
Salamanca world conference agreement which proethithat every child has a
fundamental right to education, and must be givendpportunity to achieve and
maintain an acceptable level of learning (UNESC@84). In Tanzania the inclusive
community has been there since centuries back, evefamily levels because

persons with disabilities were part and parceheffamily members.

According to Krohn-Nydal (2008) the concept incligsseducation was implemented
through a discourse of normalisation and integnatbdd persons with disabilities.
Booth (2000) also states that inclusion in eduacatiovolves increasing the
participation of learners in and reducing theirlegon from, the cultures, curricula
and communities of local learning centers. Thisineg secondary school teachers to
create awareness towards students with disabikiieshat they can take them on

board in the inclusive settings.

Educator’s attitudes, skills, knowledge and abiligflect their inclusive education

practices (Carrington, 1998). Also they determihe extent to which a learning
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environment responds to diversity created in thesstbom. Whilst there is an
increasing support for inclusive education, theeesdill some differences in opinion,
understanding and perspectives in relation to sieciieducation. In this respect it
creates a big challenge to researchers and eductikeholders to find out the best

ways possible to make inclusive education a success

UNESCO (2002) points out that in many countries neheducation for all children
in ordinary classes is favoured; there is an estadd law which reinforce its
implementation. However in Tanzania inclusive edioca policy is not yet
developed (UNESCO, 1999). Alasuutari and Savolai(2000) observe that in
countries that offer sophisticated segregated edunzd provision, teachers are not
in favour of inclusion. However it might be thaatbers were reflecting their own

experiences as a result of such policies beingnpaifpractice.

Stubs (2002) states that many objections and peddiarriers disappear when the
underlying concepts of inclusive education aredhghly understood. Stubs (2002),
further explains that, many people still assume thelusive education is still just
another version of special education. However sigkieducation enables education
structures, systems and methodologies to meet #exsn of all children. It
acknowledges and respect differences in childrea€, gender, ethnicity language,
HIV/ TB status and disability. The main problemsittininder inclusive education
include the major barriers. According to Morbergl avig’andu (2001) most of the
barriers to inclusive education were based on:tudihal such as societal

discrimination of persons with disabilities; adnsinative such as funding formulas
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which never consider people with disabilities; pgmigical such as examination
oriented curricula, poor quality of training forciosive education and shortage of

teaching and learning materials and equipment.

2.6 Learners with Disabilities
We consider a child to be exceptional when his er differences or disabilities
occur to such a degree that school practices naushddified to serve the child’s

needs (Kirk, Gallagher, and Anastasiow & Colem#&9&).

Disability has been defined as a biological or ptaisimpairment that limits major
life activities like walking, seeing, hearing, skig®, and breathing, learning and
performing manual tasks (Possi, 1999; Mackonnel719Institute of Education
(1984) says that disability is a defect which resil some malfunctioning but which
may not necessarily affect the individuals’ norrfitd. This means students with
disabilities may learn with their peers (the nosattied) if only their learning needs
are identified and addressed. Kisanji (1994) ingisahat disability may be visual,

auditory, physical and mental or combination of ahgll of them.

According to the concept of disability, teachergdéo know that it is a condition
and not a disease; therefore they are requiredgpast students with disabilities in
terms of teaching and learning processes so thdests get their right of education.
The causes of disability are divided into threeugo such as biological factors,
genetic or hereditary factors and accidents. Mdsthe learning disabilities are

caused by the development of the brain beforenduor after birth. It is expected
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that when teachers get training about factorsahase disability and how to handle/
treat different cases of students with disabiliireshe learning process, the concept

of inclusion was in a better position.

One benefit of inclusion is increased peer intéoactor both students with and
without disabilities (Olson, 2003; D’Alonzo, Gioma and Vanleeuwen (1997).
They also report a concern by teachers that immusas been the fear that students
without disabilities will tease or torment theirgoe with disabilities. However the
fact remains that it is the teachers’ role to mquieitive acceptance of students with
disabilities and create an accepting environmehag8o, 1999). This justifies that
improving opportunities for students with disallg needs to be a collaborative
efforts. In general we have to admit that the sgbit all children to education will
not be guaranteed unless there are major refornesluication systems with good
plans and effective implementation strategies. B§@000) argues that learners with
impairments are not a homogeneous group with a ammset of concerns. For
example, learners who are deaf and whose firsulageg is sign language, have need
for a sign language community which has to be cédle in plans for increasing their

participation in education.

2.7 Planning and Management of Teaching and Learng Environment

Anderson and Bowman (1967), define planning asccqss of preparing set of
decisions for future actions pertaining specifiechelt is natural for different people
to approach things in different manner. All conssiopeople under normal

circumstances think before taking action. From tinee of being aware of any
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situation, thinking about it, assessing its deficies, visualizing how it should be ,
reacting and then looking back to observe the immdcthat reaction is what
constitute planning (Babyegeya, 2002). This theeefoeans that planning is a very
basic and important aspect to be considered byéesadn the teaching and learning
process. For effective teaching and learning, #aetiers need to be knowledgeable
with adequate skills and creativity so as to cdterthe needs of learners with
disabilities, (Hart, 1986; Bines, 1988). (UNESC[93) states that effective
teacher, should be involved in the identificatidnnalividual child’s difficulties and

plan for proper intervention in order to meet tharhing needs.

Ainscow and Muncey (1990) state that the qualitgdfool level planning seems to
be an important dimension in attempts to developenmclusive policies, the most
vital thing they say is a schools plan and managernmebe linked to its vision for
future. What is needed is to search for what wdwkally rather than what seems to
work elsewhere. In the light of this Teachers’ egular schools should be in a better
position to improvise the teaching and learningamals available in their school

environments in order to suit the learning needbhefstudents.

2.8 Developing Teachers Knowledge and Skills in &ehing

Teacher's knowledge and skills in teaching can beetbped through capacity
building however, the force within oneself i.e.rinsic motivation can also play a
crucial part in a case whereby some teachers atemited in a specific area of
teaching profession. According to TIE (2012), osttiy of Special education before

independence to date, it is observed that despérzdnia’s commitment to
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implement inclusive education, it is not yet cleakv this policy has been translated
into actual practice in schools. It is particulautyclear how children with disabilities
are participating in learning in inclusive educatgettings; the question is, are they
learning effectively or not? However, there arangl for the establishment of
National Strategy on Inclusive Education (NSIE)020- 2017, by MOEVT. This
would have been put into prior preparations be&ivelents’ enrolments for quality
and equity education. In the same juncture thisldvbave considered development

of teachers’ knowledge and skills in teaching istla classes.

Moberg and Ng'wandu (2008) on Inclusive Educati@bated that there were
variations of knowledge about inclusive educatioacpce in the schools. They
indicated that it is possible to teach both leaveith and without disabilities in the
same class under the supervision of one mainstteacher. However, they said that
this could be possible if they were equipped widkitional knowledge and skills on
how to teach and manage learners with diverse ilgarmeeds. From these

experiences.

2.9 Empirical Studies in Teachers’ Self- assessnten

There are several studies which were carried ouliffigrent researchers on teachers’
self- assessment. The study by Boud (1995) invastijhow to enhance learning
through self-assessment. Boud (1995) states thaasakessment including self-
assessment comprises two main elements - makingiales about the standards of
performance expected and then making judgments tabm quality of the
performance in relation to thes¢éandardsWhen self-assessment is introduced, it

should ideally involve students in both of theseesss.
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Andrade and Du (2007) assessed students’ respaosesteria-referenced self-
Assessment it was found that teachers who motisaidents’ assignment were
likely to score high in low classrooms. For thedstt to do assignments that
promote learning a teacher is main factor. Teatlsetbassessment is a process of
formative assessment during which students refdeacand evaluate the quality of
their work and their learning, judge the degregkach they reflect explicitly stated
goals or criteria, identify strengths and weaknesse their work, and revise

accordingly.

Making judgments about the progress of one’s owarnieg is integral to the
learning process. It involves the following: Selfaluation builds on a natural
tendency to check out the progress of one’s owmieg; further learning is only
possible after the recognition of what needs to learned; Self-evaluation
encourages reflection on one’s own learning; Sedkasment can promote learner
responsibility and independence; Self-assessmskd ncourage student ownership
of the learning; Self-assessment emphasizes theaftve aspects of assessment;
Self-assessment encourages a focus on processasSefsment can accommodate
diversity of learners readiness, experience and backgrounds. Self-assets
practices align well with the shift in the highetueation literature from a focus on

teacher performance to an emphasis on studentrigarn

2.10 The Research Gap
Researchers have found importance self-assessmi@gt developing competence to

students (Boud, 1995). On the other hand literabarenclusive education shows that
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there are challenges in implementing it. Accordind@ruce (2003) self-assessment
makes practitioners aware of themselves and theosmeent in which they work
and support in improving their situation and theisenvironment around them.
This advantage is not well featuring in teacherscHjally in teachers teaching

children with disabilities.
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CHAPTER THREE

3.0 RESEARCH METHODOLOGY

3.1 Introduction

This chapter presents the methods of data collegirocess. The section includes
the research design, study area, population, sagptechniques, sampling
procedures, data collection methods, data collegirocedures, instruments used for

data collection, data collection techniques and datlysis and interpretation.

3.2 Research Approach

The study was descriptive in nature as it attemptedhvestigate the secondary
school teachers’ self-assessment of knowledge killd & teaching students with

disabilities in an inclusive classroom. A desckiptiresearch study attempts to
accurately portray the characteristics of an irdimal, group or a situation so that
appropriate actions can be taken to that objedb$Bio, 1993). Quantitative approach
was used in collecting and analysing numerical dasistically and Qualitative

approach was involved in examining data thus giviogtent analysis of the study.

3.3 Research Design

Kothari (2004), states that research design istmeeptual structure within which a
study is conducted. It constitutes a blue print tfeg collection, measurement and
analysis of data. This study used case study desigise study research is a strategy
for doing research which involves an empirical stigation of a particular
contemporary phenomenon within its real life. (Awtret al., 2013 & Robinson

2002). The purpose of case study research is tlmmexp phenomenon about which
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not much is known or to describe something in defsicording to Arthur et al

(2013), case study research includes single andipteukcase studies involving a
small number of cases that are often related inesaay. One of the rationales for
selecting a single case study was the revelatsyg taat was important because it

might be not previously investigated.

Data were collected through closed questionnaitechwwas designed in terms of
Likert scale. This aimed at examining the teachsedf- assessment on knowledge
and skills in managing inclusive classes. The degigs considered appropriate as it
enabled the researcher to use a detailed closedtigu®aire in order to tap

Secondary School teachers’ views.

3.4  Study Area

The study was conducted at llala Municipality inr2a Salaam Tanzania Mainland.
It involved 3 secondary schools which are implenmgninclusive education. Among
these schools; one was boys’ secondary schoolwaseyirls’ secondary school and
the last enrols both boys and girls. Moreover, s@bools were from urban and one
was from rural. The criteria of selection of tlelgols were based on the inclusion
of non- disabled and those students with disadgslitThese schools were purposively
selected because they were the first secondaryolkclm Dar es Salaam to enrol
students with disabilities. Information collectedrh these three secondary schools
provided to the research adequate data on whetlaehérs self - assessment of
knowledge and skills in teaching students with hiigges in inclusive setting had

implications on teaching and learning achievements.
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3.4 Population

Population of this study was 338 Secondary scteaalhers. The composition of the
population involved 42 females and 40 males. Kotf2004), states that target
population refers to a group of units with commdmaracteristics in which a

researcher is interested for study purposes. In dbetext of this study, the

population has been purposefully selected. It mhetl secondary school teachers

who were in IE piloting schools in llala municigsli

3.5 Sampling Techniques

The sample of this study proposed 100 secondargo$dbachers out of 338 who

were randomly selected from three secondary schaddbls schools are piloting IE

thus having both students with and without diséibgi Best and Kahn (1992) noted
that a sample is a small proportion of a populasefected for observation and
analysis. They further comment that by observirggadharacteristics of a sample the
researcher can make certain inferences about thearistics of the population

from which it is drawn. The demographic charactess by gender of the

respondents are shown in the Table 3.1.

Table 3.1:Demographic Characteristics of Respondents

Variable Frequency (N) Percent (%)
Gender
Male 40 48.8
Female 42 51.2
Total 82 100.0

Source: Field Data
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3.6 Sampling Procedure

In order for respondents to be included in thislgtexperience was considered as an
added advantage. Thus the teacher to be includdeistudy, the minimum of one
year and above of teaching in inclusive class vegsired. This criterion was set to
allow those with enough experience to avail praet relevant information needed.
Krishnaswami (1993), comments that sampling isgtaeess of choosing units of
targeted population which are to be included in shely. Through sampling the
researcher can study a relatively small number haf @init in place of target
population in order to obtain relevant data that r@presentative of the whole target
population. In this study a purposive sampling teghe was employed. The
selection of the sample was purposive becausestbhaaed on the secondary school

teachers who were teaching students with disadslita inclusive classes.

3.7 Data Collection Methods

In this study questionnaires were used for datkeciddn which was designed in the
form of closed questions. According to Nsubuga (@0@losed form or structured
guestionnaire usually consists of a prepared fisbacrete questions and a choice of
possible answers. To show one’s reply, a respdrtieks ‘yes’ or ‘no’, circles or
underscores one or more items from a list of timeportance (1, 2, 3). Sometimes a
respondent is asked to insert brief statementshlatok spaces or an empty line. The
guestionnaire was divided into two main parts;lhekground part, which had about
20 items, with closed and some few open ended ignssin which respondents had
to fill. The items inquired information such asnger, level of formal and teacher

education, years of teaching experience, experientte students with disabilities
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and the like. The second part of the questionrzak about 15 items designed in a
“Likert scale” with five columns. Enon (1998) eapis that a Likert scale measures

the degree to which an individual possesses thectaiistic of interest.

3.9 Data Analysis

The data was analysed quantitatively and then SA88ever qualitative data were
employed for further elaboration. The coding afp@nses was employed. Coding is
assigning a symbol or a number to a response étifttation purposes. The code
makes it easier to record responses which couktiethrequire a word, a phrase or a
whole sentence to describe (Kothari, 1985). Theam# in the background
guestionnaire were coded and some elaborations fyeespondents were recorded

for more emphasis.

The level of teachers’ knowledge and skills in ngang the instructional content and
practice as related to students with disabilities wlso coded in columns 1-5. The
participant had to indicate their level of knowledand skill in the area of content
and practice according to scale by marking “X\ain the appropriate column of

scores from 1-5 to represent their chdioen the scale.The key presenting the scale

was as follows:

1= No knowledge, no skills. 2 = Limited knowledd@imited skills.3= Undecided
4=Moderate knowledge, moderate skills and 5= Adsguaowledge, adequate
skills. Participant assessed themselves by setgttimappropriate number according

to their knowledge and skills.
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3.10 Reliability and Validity

The terms ‘reliability’ and ‘validity’ are not symymous as one can believe, they
have different meanings in relation to the evabratof measures of concepts.
Reliability is fundamentally concerned with issugfsconsistency of measures or
dependability. Validity refers to the issue of what an indicator, that is devised to
point a concept, really measures that conceptftrilghIn other words, it refers to
the bridge between a construct and the data (Bryr2@04; Neuman, 2007).
Reliability and validity of the instrument usedthis study has been verified by the
researcher after going through various literatur&so the researcher pre-tested the
instrument by allowing the head of schools to goulgh the question items to cross

check if at all they were easy to understand aodige the relevant output.

3.10.1 Reliability

Something are said to be reliable when they aresistamt and dependable. In a
quantitative research, reliability can be takers@wething of a fit between what the
researcher records as data and what exactly happehg natural setting that is
being studied to ensure more accuracy and compsategress of coverage (Bogdan

& Biklen, 1992).

To consider the reliability of the study, the resbar used participant observation;
informal talks with other people outside the sangfléhe respondents were geared
towards enhancing reliability as part of this reskaBy doing so, the researcher
sought to establish whether she had seen somethohgould have interpreted it the

same way had the study been conducted at another ti
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Neuman, (2007), states that reliability refers dbjectivity and intra-judge

subjectivity. Therefore, the move was to ensuresist@ncy in making stability and
reliability of data collected. According to BestdhKhan (2006), and Punch, (2004),
reliability means consistency and stability of ttu®l of data collection such as

questionnaire.

In this study reliability was checked through pigttidy. About four questionnaires
were administered to four respondents. Then eddinfpe questionnaires was made
depending upon comments and responses from therdspts. In addition one

focus group discussion schedule was pilot testegdixorespondents, during the
discussion area that needed improvement were t¢edaa order to a high to the

research objectives and research question. Als, the questionnaires and focus
group discussion schedule translated into Kiswakoi that respondents can

comfortably respond and deliver reliable data.

3.10.2 Validity

According to Best and Khar2006) validity means correctness, accuracy and
appropriateness of the tool of data collection stiwdt it can collect data that
correspond to research objectives. Validity alssfens to the degree to which
evidence and theory support the interpretation cofres detailed by the research
proposal (Best and Khar2006). The questionnaire distributed to three caifie
schools with different characteristics of respongemadequately assisted the

researcher to achieve the objectives of the study.

Researchers in quantitative research are moreestezt in validity that is giving a

fair, honest, and balanced account of social liéenfthe point of view of someone
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who experiences the events everyday (Neuman, 300720). To ensure that the
study obtained construct validity, a multi-meth@tisategy was applied from multi-
sources (Interviews, FGDs, participant observatma documentary review), as
already indicated, in a triangulated fashion. Thihg, findings were compared to
ensure their validity. Brock-Utne’s (1996) suggesiEt triangulation is a traditional

way of treating validity in quantitative study.

The term triangulation with the convergent validityhich it implies that different
techniques used to study the similar construct Ishivanslate into a relatively high
inter-correlation. to measure what it is supposedhéasure. In research reliability is
concerned with the consistency of scientific firgdin while validity is concerned

with the accuracy of scientific findings (Best adahn, 1993).

In this research the preparations of the questioenadhered the respondent’s ethics
thus the use of acceptable terminologies of digasilin our society. The responses
were treated in strict confidence. This alloweeé tespondents to feel free and
secure, since all their answers were termed asrats®&y observing these things the
respondents were confident and under such circutesathey could provide more
realistic information that can answer the problefntlee study more precisely.
Moreover, the selection of the schools adheredofficial permission from the

relevant authority.

3.11 Research Ethical Considerations
The researcher observed all research ethical cenagidns. The study adhered to

humanity, confidentiality, national policies, rulaad regulations during the process
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of preparation and conducting research. Reseamdrasice letters, to allow the
researcher to conduct the study were obtained fhenoffices of the Director of Post
graduate of the Open University of Tanzania, anchioipal authorities in llala

Municipality. Those research clearance lettersasppended. During the study, all the
respondents were informed about the purpose oty and their commitment to
participate in the study was appreciated. The aunsé the respondents was
maintained by persuading them to provide the ne@adfednation on their free will.

The respondents were assured that all the infoomand other identities would be
held confidential and no information would be exgub$o any other sources without

the permission of the respondents.
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CHAPTER FOUR

4.0 THE RESEARCH FINDINGS

4.1 Introduction

This chapter contains a presentation of the resdardings. The presentations are
based on the research questions addressed in chaptePrior to the analyses of the
findings the characteristics of the respondentsxiglained in relation to gender,

Teachers’ Self-Assessment on selecting teachintents) teachers teaching skills,
Knowledge for determining supportive learning eomiments to students with

disabilities, Skills of creating supportive leargienvironments and challenges that

both students and teachers face in secondary school

4.2 Respondents Characteristics

The sample of this study comprised of 100 secondahpol teachers out of the
population of 333 teachers in the three pilot sdeoy schools in llala Municipality,
in Dar es Salaam. The participants who respondeé W2 females and 40 males

making a total number of 82.

The researcher wanted to know the level of teatlsehscation. Chart 4.1 shows
teachers’ education level as elaborated. The fgelshowed that 58 (72.5%) had
first degree, 10 (12.2%) had Masters Degree and1520%) had Diploma in

education. Likewise the researcher wanted to krfothase teachers had attended
training in special education. Table 4.1 illustseateespondents’ level of special

education.
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Diploma First Degree
Education

Level of Teacher

Figure 4.1: Teachers’Level of Education
Source: Field Data

Table 4.1: Teachers Training in Special Education

Level of Education Number Percent (%)
Certificate 1 15
Diploma 2 3.0
Degree 17 25.8
Masters 1 15

Not trained in SNE 45 68.2
Total 66 100.0

Source: Field Data

The findings revealed that majority thus 45 (68.28a)1 not attended any special
education training. 17 (25.8%) had attended a @egoeirse in Special Education. 2
respondents (3%) had attended diploma, 1 perceshtaltanded certificate and 1
percent masters degree in special educationch&eswho have studied degree in
special education might have pursued in privatearsities such Sebastian Kolowa
University (SEKOMU) or Open University of Tanzan@UT) or in some other

places out of the country, because the governmastohnly one institution named
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Patandi Teachers College of Special Education, hwifain teachers in SE at

Certificate and Diploma levels.

Concerning teachers areas of specialization in I8E findings showed that 76
respondents (92.6%) pursued general teaching, W3%6{3specialized in H.l and 3

(3.7) I.I See Figure 4.2.

Percent (%)

M Hearing Impairment
N |ntellectual Impairment
General Teacher

Education

B Total

Figure 4.2: Teacher’s Area of Specialization in SNE

Source: Field Data

The chart above elaborates that many teachers wehe wwvolved in the study, had
attended general teacher education and some fewgeaalized in those two areas
of hearing impairment and intellectual impairmdntreality there are students with
varied learning needs in schools, therefore knogéeahd skills in teaching students
with special needs should be a priority to all selary school teachers. Teachers are
required to have adequate knowledge and skillsanaging all students in inclusive

classes.
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A part from respondents’ area of specializatiosth they also indicated the classes
which they taught. The findings showed that 17 oesients (23.6%) were teaching
Form 3 students and the same number 17 (23.6%)edppd those who were
teaching in more than one class. Those teaching Bowere 12 (16.7%), Form 2
was 9 (12.5%), and Form1 were 8 (11.1%) the leasther of respondents 2 (2.8%)

were teaching form 6. This is indicated in the Feyd.3.

Percent (%)

B Form |
®Form 2
Form 3
B Form 4
®Form5
Form 6

More than one class

Total

Figure 4.3: Classes Teachers Teach
Source: Field Data

The researcher thought that teachers’ knowledge skilts would influence the
teaching and learning in the forms they were teaghThus teachers who taught
more than one class had an advantage of interagtitty more students with
disabilities, hence would have more experienceamtatjuate knowledge and skills in
assisting students with disabilities in the leagniprocess. Some respondents
commented that not all students with disabilitiesrevable to learn effectively in

inclusive classrooms, others needed remedial tegarimore special classes.
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The participants also described their experiendeadthing students with disabilities

in classrooms. The findings are presented in theeT4.2.

Table 4.2: Variations of Teaching Experiences to 8tents with Disabilities

Experience (Years) Frequency Percent (%)
0-1 4 4.9
2-5 16 19.8
6-10 16 19.8
Over 10 45 55.6
Total 81 100.0

Source: Field Data

The study showed that 45 respondents (55.6%) hast ten years teaching
experience; while 16 (9.8%) had a teaching expeearf 2 to 5 years. The same
number of respondents, 16 (9.8) had 6 to 10 yesmshting experience. The study
also indicated that 4 respondents (4.9%) had oa€sy&aching experience. This
means some teachers according to the study whdaogtit for over 10 years in a

class having students with special needs had etperion disabilities.

Other respondents said that they had studentspligkical impairment, albinos and
slow learners in the classrooms. Others said tiey had students with hearing
impairment and learning disabilities. Their expeces might have been gained
through interaction with persons with disabilities those who have not attended
any training on SE or IE. One respondent gave anoemb that some students with

disabilities somehow show positive encouragemert participation during the
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lessons. He added that students with physical ityabnly need access to move
from one place to another, otherwise they can |eatter in inclusive classes. The
researcher also asked the respondents if there ungiee of SE in the schools they

taught Table 4.3 shows the results.

Table 4.3: Units for Special Education in the Schds

Responses Frequency Valid Percent (%)
YES 50 65.8
NO 26 34.2
Total 76 100.0

Source: Field Data

The findings indicate that 50 respondents (65.8B6ne&red that there were units of
special education in their schools while 26 (34.2%i)d there were no units of
special education. Respondents who agreed to hatsein their schools might have
thought so, because they had students with digabilin their classes. Those who
responded “NO” might have no students with dist@ibgiin their classes or else wise
had the knowledge that schools were inclusive andgpecial units. Special unit is a
class which is within a regular school having stidewith disabilities, while

inclusive class is the one which accommodates Istuldents with and without

disabilities in the same class. The findings pupleasis that schools which were

involved in the study had students with disab#itie

A part from units for special education discusskedva, the researcher also aimed to

know if teachers had students with special needbeir classrooms. The findings
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indicate that 68 (85.0%) said yes they had, 120%%.said no. For those who said
they had students with disabilities in their classkr (27.4%) had them for 2 - 5
years, 14 (22.6%) was for only one year, 13 (21.8&@) students with special needs
in their classes for more than one year. Many nedeots admitted that their classes
were inclusive as they said they had students diglbilities and those with no

disability in the same classes. Table 4.4 showshera experience to students with

disabilities.

Table 4.4: Teachers Experience on Teaching Studentsth Disabilities

Duration Frequency Valid Percent (%)
Less than one Year 8 12.9
One year 14 22.6
2-5 17 27.4
6—-10 10 16.1
More than 10 years 13 21.0
Total 62 100.0

Source: Field Data

The researcher found it was important to endthie information about teachers
experience on teaching students with disabilitiesesit was one of the basic aspects
to understand in relation to teacher’s knowledge skills in teaching students with
disabilities. The teachers experience in teachtaodents with disabilities improves
teachers’ skills in attending and giving supporthese students. This was supported
by the respondent’'s comments as they said that shpported these students by
giving them individual attention sometimes and dbgoallowing other students to

help them in reading and writing notes.
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The researcher wanted to know teachers percemdlomst students with disabilities.
Respondents were asked by the researcher if theyy ieady to accept students with

disabilities in their classrooms as the resultsavgdrown in Table 4.5.

The findings revealed that 71 (89.9%) teachers walleng to teach students with

disabilities in their classes. Only Eight teach¢l8.1%) were not ready to teach
students with disabilities. These results show thahy teachers are willing to teach
students with disabilities, although a good nundfehem have not been trained on
SNE or IE. They suggested that capacity building wequired to enhance their

capabilities and to develop their interests.

Table 4.5:Teachers’ Readiness to Teach Students with Disaliés

Responses Frequency Valid Percent (%)
Yes 71 89.9
No 8 10.1
Total 79 100.0

Source: Field Data

The study also examined if the classes which teactaight were inclusive. The
findings revealed that 62 teachers (81.6%) agrbat the classes were inclusive

while 14 (18.4) said that the classes were notusice see Table 4.6.

Table 4.6:1s Your Class Inclusive?

Responses Number Percent (%)
Yes 62 81.6
No 14 18.4
Total 76 100.0

Source: Field Data
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The findings revealed that classes were inclusaabse they included both students
with and without disabilities. Some teachers s&idythad students with hearing
impairment and some said they had students witlsipalydisabilities in the same
classes with their peers who had no such divessitthers said they had slow
learners and those who are not slow learners inséime class. This means all
secondary school teachers in these pilot schoots a&are of inclusive education

although they are lacking required skills for immkntation of effective IE.

In other hands the researcher wanted to know ibreery school teachers had
attended in- service training related to inclusedeication. The findings showed that
68 (85.0%) said they had not attended any traingteged to IE and 12 (15.0%) of
teachers said that they had attended the trairetejed to IE. Table 4.7 shows

teachers attended in — service training relateddaosive education.

Table 4.7:Teachers Attended In-Service Training Related to Inlusive

Education
Responses Frequency Valid Percent (%)
Yes 12 15.0
No 68 85.0
Total 80 100.0

Source: Field Data

Chart 4.4 elaborates the Table 4.7 which showittdérigs about teachers who have
been trained on Inclusive Education. As seen froendhart, very few teachers had
attended seminars on inclusive education. The rntyjovho did not have any

training are teaching because they are interestédach students with disabilities.
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Some teachers said they use the knowledge and #hdl have to the best of their
ability. Other teachers said students with distiediperform well if they are given

special attention in the classrooms.

Valid Percent (%)

¥ Yes
B No

Total

Figure 4.4: Attended In-Service Training Related tdnclusive Education

Source: Field Data

None the less teachers who attended in-serviceiritaiwere asked to explain the

content and duration of the training. Some of ttsamd the content which they were
taught was about the concept of IE and managenientlosive classes. However,

the duration of the trainings they mentioned wag fo five days only. This shows

how students with disabilities’ learning performans being affected since teachers
are ill prepared. In order to do justice to thesglants, proper planning of MOEVT

and other stakeholders including the community khqulan for collaborative

implementation of IE in the country.

4.3  Teachers’ Self-Assessment of Knowledge on S#ileg Teaching Contents
Teachers were asked to indicate their level of kedge on instructional content and

practice, as related to students with disabilitiesble 4.8 shows how the teachers
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rate their knowledge in selecting contents thatpsup learning of all students

including those with disabilities in relation torgker.

Table 4.8 shows that 14 (34%) female teachers lbakihowledge as compared to
five (13.5%) males. On the other hand, 11 (26.88@)dle respondents had moderate
knowledge while 14 (37.8%) male had moderate kndgde The study also
indicates that 11 (26.8%) female and eight (21.88&)e had adequate knowledge.
According to the study, it was found that secondsufyool teachers had limited to
moderate knowledge in selecting contents that stiplearning of all students
including those with disabilities. Thus, 24% hadiled knowledge and 32% had
moderate knowledge in that aspect. The knowledgehtrs had might be gained
from different sources such as getting experienaen fteaching in inclusive classes

or through interaction with other specialist teash# students with special needs.

Table 4.8:Level of Knowledge on Instructional Content and Pratice

No Limited Moderate | Adequate

Gender knowledge| knowledge Undecided knowledge| knowledge Total
Number 5 7 3 14 8 37
Male
%age 13.5% 18.9% 8.1% 37.8% 21.6% |100.0%
Femal Number 14 4 1 11 11 41
% age 34.1% 9.8% 2.4% 26.8% 26.8% |100.0%
Number 19 11 4 25 19 78
Total

% age 24.4% 14.1% 5.1% 32.1% 24.4% | 100.0%
Source: Field Data

There were few comments provided by the responddiisy said they involved
teachers who have been trained in special eductati@ssist them whenever they

were stack. Others said, since there is no spé@aling provided for teaching
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inclusive classes, we usually use our experieraddsyugh this makes students with
hearing impairment to be left behind@he findings also revealed that there were very

few teachers who had attended SNE training and skarinars on IE.

On the other hand, in differentiating instructicarsd assessment to students of all
styles and ability levels could experience and tledty were attended, 75 out of 82
respondents said they had limited knowledge. Sceiek they have never attended
any training on how to teach students with spewedds, therefore, they were just
treating them as other students in the class lghieg and assessing them equally.
This could be the major reason as to why teachemsnmented that students with
disabilities were slow learners. Teachers are reduto be knowledgeable with
flexibility of curriculum in other words to adaphéd existing curriculum to suite

students in order to meet their needs.

In a similar vein, teachers were asked about hoey thssess students with
disabilities enrolled in regular schools; the fimgs indicated that 78 respondents out
of 82 had limited knowledge in assessing theseesiisd Many participants said they
assessed students with disabilities just like thegbout disabilities through oral
guestions written exercises, tests and examinatidfeswv were observed to assess
through looking at the student’s development okespe This involved students with
hearing impairments since they had speech and coioation problems. This
indicated that teachers assessed students withildisa regardless of consideration
of their other potentials which could be realizegractical work such as in drawing,

painting or games and non academic lessons.
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4.4  Teachers Teaching Skills

Under this section, the researcher was interestémbk at the results of the question
‘do skills that secondary school teachers dematestsapport learning achievement
of students with disabilities?’ This enabled theearcher to find out teachers’ level
of skills in different aspects on instructional temt and practice. For example the
skills they had in designing learning experiended tall for collaboration and other
interactions among students with and without digads. In this aspect 68 teachers

out of 82 had moderate skKills.

In the case of planning lessons in classes thaidacstudents with disabilities, 78
respondents had limited skills. This is basicaligduse many teachers had not been
trained on how to plan lessons in inclusive clasdd study indicated that teachers
applied participatory teaching methods specificgligup discussions to all learners.
This might had not favoured students with speecblpms like deaf students. In the
case of conducting assessment all students weesseskequally regardless of their
diversities. Students with special needs requidévidual attention when planning a

lesson, since their educational needs and leaappgoaches differ.

In other side, when teachers were asked about $kiis in managing a class that
include children with visual impairment, the resushowed that 79 respondents out
of 82 had limited skills. They also added that thag no skills on how to use Braille
text. This calls for an authentic programme foiséwvice training to teachers who
teach inclusive classes. Otherwise, students bealh schools, but at the end of the

day their objectives of learning will not be met.
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In communicating with deaf students 76 out of 8mndents had no skills. Other
respondents commented that they had no experientsaching hearing impaired.

Other respondents supported the argument thatdéegnd on peer teaching, which
allow non- disabled students to coach their fellovi® had disabilities. In this case
researcher observes the importance of having siggulage interpreters in inclusive
classes for supporting teachers who teach clasgbsdeaf or hearing impaired

students. Otherwise the responsible Ministries hoiervene seriously as soon as
possible to address this problem before the dr@polihis can also be done by

conducting in-service training on sign-languagestchers.

The researcher also intended to know teachersisskil caring students with
disabilities and determining their behaviour. Teashwere asked to provide
information about their skills in caring studentdhaspecial needs. In these aspects,
76 respondents out of 82 had limited skills in m@rstudents with disabilities. Some
respondents said they had no knowledge and sKillsandling and teaching those
children e.g. those with visual or hearing or ilgetual impairment. They supported
their arguments and commented that the governmessd to make prior plans before

enrolling students with special needs in regulabsedary schools.

The findings also indicated that 77 teachers hadiarade skills in determining

students’ behaviour. In their comments about sttisié&ehaviour, many respondents
said students with disabilities tend to beg sympdtbm teachers whenever they
make mistakes. However, teachers are requireddeessl those students’ needs and

problems instead of sympathizing with them. Undermmal circumstances people
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tend to sympathize with persons with disabiliti€his becomes a problem what is
needed is empathy, therefore, teachers are obt@edpacity building to enhance
their knowledge on psychology of various disdied, this shall equip them with

skills of managing behaviour of students with spkceeds.

4.5 Determining Supporting Learning Environments

The findings showed that teacher’'s knowledge iremeining supporting learning
environments to students with disabilities was tedi In this aspect they rated their
knowledge in involving the student in setting tdaghand learning goals and
charting process. The results showed that 77 temcbet of 82 had limited
knowledge. These results are supported by theimoemts as they said the policy
allows students with disabilities to educate togethith normal students in the same
classroom. Others said that the government is sgupdo improve the learning
environment and infrastructure if at all they wahtstudents to be in the classrooms
and learn. Through the findings the researcherragbsdhe facts that teachers need
more trainings and orientations in order to getvdedge and skills for supporting
learning environment to students with disabilitiés.this case teachers feel that
students with disabilities are denied their righteducation because they are not

supported to learn effectively due to insufficierpertise.

The researcher wanted to know teachers’ self- agsag of knowledge in teaching
students to use thinking, problem-solving, and otiognitive strategies to meet their
individual needs, 76 respondents out of 82, haddinto moderate knowledge. The

findings stand to be in between because some rdeptsiwere undecided. What
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they thought to be right was to treat all studesgsally, as they commented that
students with disability study together with thosko have no disabilities in all

circumstances.

Others said students with disabilities need moees@and time in the lessons such as
in laboratories. This means many teachers had tenative measures to assist
students with special needs during the learningge®. The findings call for an
intervention to enable secondary school teacheb® tkhowledgeable in identifying
individual learning needs of their students and &bsovercome challenges they face

in teaching and learning processes.

In the same line when teachers were asked about khewledge in building
classroom community that insists on respect anduahigupport for each student’s
learning and provides opportunities for studentbgaoome familiar with each other.
78 out of 82, teachers had moderate knowledge. rlaup to the findings, in this
aspect the researcher believed that through tesideaching experience and through
collaboration with specialist teachers who are ¢ho®ls, also by applying peer

coaching they had that fair knowledge of buildohgssroom community.

The researcher on the other hand wanted to knoehé¢es! self- assessment of
knowledge in getting to know students with disai@d and incorporating their
interests, aspirations, and background in teacfiihg.findings showed that 78 out of
82 teachers had limited knowledge and some few wedecided. This indicates that
collaborative efforts are needed in order to asssichers to become more

professionals in facilitating inclusive classrooms.
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4.6 Creating Supportive Learning Environments

The study sought to find out if respondents hatlssto create a safe, positive, and
supporting environment in which special needs ateed. The findings showed that
75 teachers out of 82 had limited skills. Otheossnmented that in supporting
students with disabilities they use their own krenge therefore is not skilled
enough to assist the students with special needthd same line in designing a
learning environment that encourages participatiynlearners in a variety of
individual and group learning activities, 75 resgents had moderate skills. In
creating/ modifying and using teaching resources stoidents with and without

disabilities, 77 respondents had limited skills.

The study also intended to reveal if teachers hhtls sof establishing and
maintaining good relationship (rapport) with leameThe finding shows that 71
respondents had moderate skills. In this aspechéza found it fare to maintain
relationship with students with disabilities beausome teachers had teaching
experience over ten years. Others also had intergstthese students. The few
teachers who had attended special education cowses of great help to the

majority of teachers who had no skills of handigtgdents with special needs.

The respondents were also asked by the reseacchatettheir knowledge and skills
for teaching students with disabilities. The resuhowed that 80 respondents had
limited skills. Many respondents commented thal theed participatory methods.
This is basically because many teachers have mot tbained on how to plan lessons

in inclusive classes. Students with special needsire individual attention when
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planning a lesson, since their educational needs learning approaches differ.
According to the findings, assessment carried ouhém was mainly focussed in
academic performance; this is not fare to someesiisdwith disabilities. The whole
process of teaching and learning should adherketio learning needs. For instance
assessment should consider all the three domascagnitive, affective and

psychomotor, instead of assessing them in onecdilegzowledge only.

4.7 Challenges Facing Children with Disabilitiesn Secondary Schools

Teachers were asked to explain challenges facimdests with disabilities enrolled
in their classes.75 respondents said that theylimaigd knowledge in determining
challenges facing students with disabilities emobllin their classes. Many
respondents said that students with disabilitiege h@oor performance in learning.
The reasons behind are obvious, for instance ldcfualified teachers who can
address their learning needs properly in term&aching and learning methods and
assessment. Also, inadequate teaching and leareswmurces pose challenges in
implementing inclusive education. Respondents exgththat there was shortage of
textbooks in the schools, and also added thatfeéteis materials from the website as
an alternative measures. Basing on this, in atsiiuavhere teachers have no access
to internet services, the teaching and learninggs® became ineffective thus affect

students’ performance.

The study further observed that unfriendly learnemyironment was among the
crucial challenges facing these students. The cartsrgiven by respondents were

such as students with physical disability need ss&de move from one place to
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another. This means they needed assistive devieewheel chairs and crutches for
ideal movement. In addition they said that somiédimgs had a lot of stairs which
were not friendly to these students with physicedahlilities. Another challenge
related to this was in conducive infrastructure.nylaespondents explained that the
classes, toilets and playgrounds are not learrardiy to this group of learners. All
children are supposed to play games and sportedoeation purposes regardless of
their physical differences. This propose demandhgpropriate play grounds and
equipment for playing games such as ringing batis $tudents with visual
impairment and swimming equipment for hearing imgeistudents, just a few

examples to sight.

Poor communication was mentioned by respondentsetone of the challenges to
students with disabilities. This applies to studemho were hearing impaired, since
they depended more on sign language, they face coication barrier because
many teachers were not conversant with sign largulgrefore depended on oral
speech. This calls for arrangements to be donerdiy the two ministries in charge
of secondary education, MOEVT/PMORALG to train feaxs’ sign-language or to
train and employ sign-language interpreters, whib agisist students with hearing

impairment.

4.8 Challenges Teachers’ Face in Teaching Studentgth Disabilities
The study investigated challenges that secondargaddeachers face in teaching
students with disabilities. Some of the challenggbgch were pointed out included:

Lack of awareness as some respondents said therpoma support to students with
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disabilities, from school management, teachers @thér non- disabled students.
This required sensitization/ awareness programmeéet entire school community,
in order to make learning meaningful to studentshwspecial needs. This is
supported by another researcher Barco (2007), vdieds that Secondary school
teachers are the most instrumental in secondamgoscheform because they are the

ones who have to follow through and implement clearig the classroom.

Another challenge mentioned was communication grokl Teachers who have
hearing impaired students in their classrooms ddilsis concern as they commented
they had communication problems with those studantshad no skills of teaching
them effectively. However, one teacher who wasiadiin SNE commented that she
had knowledge in special education therefore, cteddh students with disabilities
by employing different teaching strategies. Otteaichers added that they failed to
communicate with those students with speech anthiten problems, for these
reason teachers concluded that students were figtavicipating in the classrooms,

and added that some were too much disturbing.

These comments from respondents showed how teadbersl it difficult in
teaching in inclusive classrooms because of imprtgsecher preparation. Since they
lack knowledge and skills for handling studentshwdiverse needs, it becomes a big
problem. There is a communication gap between seaehers and students with
disabilities that is why they think students wiilkabilities are disturbing. In order to
address such a challenge, secondary school teaph#isularly in those schools

which accommodate students with hearing impairnséould be trained in how to
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use sign language. Another alternative is to tagn language interpreters who

interpret what is being taught by the subject teesh

Poor infrastructure or unfriendly environment wasntioned by many respondents
as a big challenge. Teachers said desks and dhding classes are not suitable to
students with physical disabilities. Others alsid slae pathways and toilets were not
friendly to students with disabilities in their sdts. This problem can be solved by
modification and adaptation of physical environmémtsuit the needs of these
students. The ministries responsible and diffetecal and international bodies can

support in this aspect.

Lack of resources, teaching and learning matewal® among the challenges raised
by many respondents. Specifically books were rase@ big issue, also facilities
and assistive devices related to different disadsli This indicates that collaborative
efforts between the government and other educdtista&teholders are needed to

alleviate these challenges.

The study revealed that many teachers needed vicgdraining on IE since they
face challenges of teaching students with disadslidue to lack of training. The
findings showed that teachers had low morale aackttivas no motivation. In order
to address this challenge relevant ministries iargh of secondary education in
collaboration with other education stakeholderse aequired to plan for a
comprehensive in-service training to all secondatyool teachers. This will assist in
teaching all students with special needs who arsegondary schools all over the

country.
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Respondents further explained about shortage & &imone of the challenges they
face. Some respondents commented that time foriogvsyllabus was short, while
there was lack of teaching and learning materidlsey raised comments that
students with disabilities needed more time forraa as compared to the non they
also added that another problem of space was atsmveniencing. There was an
issue of space in both classrooms and in laboestorThis was in light of time used
in teaching students with disabilities, is inaddquas compared to their fellow

students who are non-disabled.

Chapter four has presented the research findingsutabelf- assessment of
knowledge and skills of secondary school teachersteaching students with

disabilities in secondary schools. The findingsehendicated that secondary school
teachers’ knowledge and skills in teaching studemith disabilities was quite

limited. The impact on the effectiveness of theplementation of secondary
education curriculum has been reduced due to ineabggof knowledge and skills of
teachers in teaching these students. Many teactknstted that they needed in-
service training since they were unable to teachamsess students with disabilities
according to their diversities. This calls for théOEVT and PMORALG to

intervene, in order to implement the National Iisohe Education Strategy of 2009 —

2017.

According to the findings many teachers were wgllito teach students with
disabilities in inclusive setting. These resultf@a with another study which was

conducted by (Barco 2007), about the relationshoptveen secondary general
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education teachers’ self- efficacy and attitudedh&y relate to teaching learning
disabled students in inclusive setting. This iatks that when teachers are well
prepared, students with disabilities could benefilearning achievement as their

counterparts.

In other hand, the findings revealed that teachéwsowledge and skills in

determining and creating supportive learning emriments were limited to moderate.
This indicated that few teachers who had traine®ihwere able to manage the
teaching and learning environment to students wigabilities more effectively.

Also for teachers who have gained experience afhieg these students for some
years had an advantage of collaborating with ttefiow teachers who were already
experts in that area. The researcher in this cdgecates for indoor trainings for
secondary school teachers, since this could beobttee best solutions to influence

all teachers to become knowledgeable in teachumesits with disabilities.

The research has revealed that the majority ofédepondents have the opinion that
better achievement of students with disabilitiel depend on the clear and proper
planning on how to eradicate the challenges whu beachers and students face.
These included lack of expertise, inadequate tegctand learning resources/
assistive devices and improvement of school tegcland learning environment

including flexible curriculum.
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CHAPTER FIVE

5.0 SUMMARY, CONCLUSION AND RECOMMENDATIONS

5.1 Introduction

This chapter presents a summary of findings, cammtuand recommendations of the
study, as per research questions: Does knowledgesttondary school teacher’'s
possess, benefice learning achievement of studdttisdisabilities? Do skills that
secondary school teachers demonstrate, supporirigaachievement of students
with disabilities? Which methods secondary scha@chers apply in teaching,
support learning to students with disabilities? assessment of secondary school
students’ address learning needs of students wstbilities? Which challenges do

secondary school teachers face in teaching studathtslisabilities?

5.2 Summary

This study aimed to examine secondary school teschself-assessment of
knowledge and skills in teaching students with loiiges in an inclusive settingin
carrying out this study, the research process wated by research objectives which
were accompanied with questions; and the studymaisly quantitative with some
elements of qualitative for description purposdse $ample comprised 82 secondary

school teachers from llala Municipality in Dar-&alaam region.

Data were collected through closed questionnaiteclwwas designed in terms of
Likert scale with some open ended questions inbidekground characteristics of

respondents. Data were analysed by using conteysas and SPSS. The findings
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showed that secondary school teachers had limitesvledge and skills in teaching
students with disabilities, which lead to poor imeit academics. Thus it was
suggested that secondary school teachers shoulith-getvice training in order to

impart knowledge to teachers.

5.3.1 Teachers’ Self-Assessment of Knowledge on&ring Teaching Contents

It was revealed from the findings that secondahpstteachers who teach students
with disabilities had limited knowledge in selegfinontent that support the learning
of students with disabilities. Therefore, as teaghHack knowledge of selecting
content that can enhance teaching of these stydbetswere not motivated in their
career. The responsible body in charge with culuiroudesign and development TIE

should make curriculum adaptation that suit stuslerth disabilities.

5.3.2 Teachers Teaching Skills

The findings revealed that many teachers lackelissif teaching and assessing
students with disabilities. The teaching and assest conducted was just the same
to both students with and without disabilities.this case the outcome of the failure
of teachers to plan and assess well the lessont lemv achievement to students

with disabilities.

5.3.3 Determining Supporting Learning Environments
The findings showed that teachers in the seleatbddads had little knowledge in
determining supporting learning environments talstis with disabilities that may

contribute low quality of education for these stude
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5.3.4 Creating Supportive Learning Environments

Findings indicate that teachers in all schools tirate visited, had no enough skills
to create safe, positive and supportive leareimgronment in which special needs
were valued, because it was revealed that theydamatl use friendly language and

child centered approach when teaching in inclusisesrooms.

5.3.5 Challenges Facing Children with Disabilitiesn Secondary Schools

The findings showed students with disabilities thcgome challenges in their
respective schools that include; poor performanoel anconducive learning
environment. All these were contributed by lacktediching and learning materials

and poor methods of teaching.

5.3.6 Challenges Teachers Face in Teaching Studentth Disabilities

The findings revealed that secondary school teadlaeed challenges among which
were; inadequate teaching and learning materiatk, 6f communication skills with
students with hearing impairment, lack of experirse@ising Braille text, unfriendly
teaching environment; and limited time and spacgetdéaching. These resulted to

poor academic performance of students.

5.4  Conclusion

As a result of teachers having little knowledge sopporting students with
disabilities included in their classes, the chanokgetting quality education is
minimal. Schools are faced with a challenge of enpénting curriculum that is not

responsive to persons with disabilities, because dirriculum is not flexible to
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allow teachers to address differentiation. Theeefteachers in secondary schools
would want to be trained (in-service training) abtww to teach and support
students with disabilities in inclusive classes, arder to improve their

implementation of educating these children.

55 Recommendations

Some recommendations posed by the respondentsaséodows:

() Secondary School teachers should get in-servicairiga on Inclusive
Education. there is a need therefore for the Mipisif Education and
Vocational Training and Prime Minister’s Office Regal Administrative and
Local Government to locate funds to Tanzania laitof Education and
Patandi Teachers College, in order to conductitrgion IE using Inclusive

education Toolkit which is already in place, totaticher colleges in Tanzania.

(i) Teaching and learning environment in secondary @shshould be improved
to accommodate students with disabilities. Therghtnbe a need for TIE to
integrate IE content to education curriculum at kVels (Pre-primary,
Primary, Secondary and Teacher education), dufigcdurriculum review.
This would assure among other things Science stsbjecbe taught to all
secondary school students including those withatisupairment and establish

laboratories suitable for students including thega disabilities.

(i)  The government should make sure that teaching eaching materials are

available and adequate.
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(v)
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The government should establish awareness ortgatisin programmes to
all education stakeholders and the whole commutoitgreate all inclusive
school environment. MOEVT and PMORALG in collabavat with other

development partners, to set aside enough fundgui@hasing teaching and

learning resources and assistive devices for staddth disabilities.

Most schools have shortagres in teaching resouh@swoukld encourage
teachers to perform their duties. The MoEVT and MADG in

collaboration with other development partners atacation stakeholders, be
encouraged to set aside enough funds for trairsigg-language interpreters

in the country.

5.4.1 Recommendations for Further Research

1.

The researcher suggests that other studies sheutdructed into different
regions to see the relevance of identifying différeeachers’ knowledge and
skills in teaching students with disabilities foongparison. This should
consider the rural and urban settings, for the @sgpof improving IE

implementation.

A similar study could be conducted to examine tkierd to which teachers’
knowledge and skills influences teaching and lewmrocess at other levels

such as in primary education.
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APPENDICES

APPENDIX I: QUESTIONNAIRES TO TEACHERS

Dear Teachers

Agnes Maguga is a post graduate student at the Oparsity of Tanzania in Dar
es Salaam doing a research study on the SeconddrgolSTeachers Self —
Assessment of knowledge and skills in teachingesttelwith disabilities. | would
like to involve you in the study and get your viears what you consider to be your
own knowledge and skills in teaching and learnimgcpss to students’ with

disabilities .

Feel free to give your own views and perspectieethé¢ best of your ability. | would
like to assure you that your responses was cortfaleand will not be exposed
elsewhere without your compliance. In this quest@re most of the questions

require you to tick the best option that you feésl your views.

The questionnaire

Please fill in the questionnaire carefully, puick or fill in the blank as appropriate

depending on the question.

1. Gender: a) Male.......... b) Female.......... Age.............. Yeear

2. Level of Education a) Secondary.......... b) Second@y level.......... C)

Secondary A Level..........
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3 Teacher Education: a) Certificate........... b) Diplontavel .......... C)
degree.......... d).Masters..........

2. Special education training: a). Certificate.......b). Diploma.......... C)
degree............ d).Masters...... e).Area of Specialization............ () Have

not attended special Needs Education courses

3. At the school as you teach

() Total number of students in the schooal.......... WHjich form do you teach?
.......... (c) Average number of students in the class yeach........... (d)

Number of students with disabilities enrolled iruyalass..............

4. Your teaching experience in years: (a). 0-1....). 2o— 5.... (c). 6 — 10... (d).

Over 10 years..........

5. Is there a unit; for special education in théost you teach? a). Yes ...

(b)No..........
6. Have you had students with special needs in ytags? a). Yes.......... b)
No.......... If Yes, for how many years? (a). Less thame oyear...(b). 1

7. What kind of disability/disabilities do you hawexperience of in your class?
a).Visual impairment.......... (b).Hearing impairment........c).( Intellectual
impairment.......... (d).Physical impairment.......... e). Qthdisability please

[0 [<YcT o] ] o 1T
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8. Are you ready to accept students with disabdgitin your classroom? a).

Yes...b).No...

9. Overall how would you rate your knowledge antlskor teaching students with

disabilities? a).Excellent.......... b).Good.......... C). Fair.....d).
Insufficient.........cccvvviicice e EXplain .o,
10. Is the class you teach inclusive? Yes () Np @escribe ......ccccceeennnannn,

(@).Yes...(.b). No.......... If yes, please describe shdttly content and length of

L0 TS I (= 11 11 Lo PP

12. How do you support students with disabilitieyour class?

13 Which methods do you wuse in teaching in your ssda

b) Which methods do you propose to be the besthbaéfit effective learning to

students WIith diSabilitiES? ... e e e,

14. How do you assess students with disabilitig®ur class?...........ccceeeeee.
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15. Describe the challenges you meet in teachidgearning process

b) How do you address them? ... ... e e

16. How do you assess yourself in terms of skiissupporting students with
disabilities enrolled in your class? (a) have adggskills... (b) Feel need more

training...... EXPIAIN . .. e

17. Please indicate your level of knowledge otrutsional content and practice; as
related to students with disabilities. Your resmonsas treated in strict
confidence. Rate each item based on the scale b&lmweach given item mark
Xin the appropriate column of scores from 1-5dpresent your choice from the
scale. 1 = No knowledge; 2 = Limited knowledge; Bndecided; 4 = Moderate

knowledge; 5 = Adequate knowledge

ltem 12|34|5

Getting to know students with disabilities and inpmrating

their interests, aspirations, and background irr yeaching

Differentiating instructions and assessment so esttgd of all
styles and ability levels can experience and féelytare

attended

Building classroom community that insists on respand

mutual support for each student’'s learning and ipes/
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opportunities for students to become familiar va#ith other.

Interpreting and using assessment data for teatdamging/

planning.

Determining challenges facing students with distds

enrolled in your class

Selecting contents that support the learning ofiradluding

those with special needs and disabilities

Assessing performance of students with disabiligiesolled in

regular schools

Involving the student in setting teaching/learniggals and

charting process.

Choosing and using appropriate teaching/learningpegent to
accomplish instructional objectives and to integrahem

appropriately into the instructional process.

Teaching students to use thinking, problem-solveng] other

cognitive strategies to meet their individual needs

Applicable rules, regulations and procedural sadeds!
regarding the planning and implementation of mamege of

student behaviours.

Characteristics of Learners with different typesisibilities

Teaching students with disabilities
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18. Please indicate your level of skill on instrocal content and practice; as related
to students with disabilities. Your response waattd in strict confidence. Rate
each item based on the scale below. For each gieem mark X in the
appropriate column of scores from 1-5 to repregent choice from the scale.
1 = No skills; 2 = Limited skills; 3 = Undecided; 4 Moderate skills; 5 =

Adequate skills

ltem 1123 4

Communicating with deaf students

Managing a class that include children with visugbairment

Using Braille text

Designing learning experiences that call for calaion, discussion and

other interactions among students with and witliisebilities

Establishing and maintaining good relationship @&p with learners.

Using verbal and non-verbal communication techrsque

Creating a safe, positive, and supporting envirartniie which specia

needs are valued.

Caring students with disabilities

Planning lessons in classes that include studeitttsiigabilities

Determining students behaviour

Designing a learning environment that encouragedicpgation by

learners in a variety of individual and group leagnactivities.

Creating/ modifying and using teaching resourcesstadents with and

without disabilities

Assessing students behaviour
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19. Comment on your understanding of support sesvior students with disabilities
included in your class and suggest what should doee do improve learning of

students with disabilities in your school.

Thank you very much for answering this questioraair



