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Introduction and Summary
Us�ng both quant�tat�ve and qual�tat�ve research approaches, the research enta�led �n th�s report has 
exam�ned the challenges and opportun�t�es concern�ng access to educat�on for ch�ldren w�th d�sab�l�t�es. The 
research part�cularly exam�ned barr�ers that constra�n ch�ldren w�th d�sab�l�t�es to access�ng the educat�onal 
opportunities in the Tanzanian schools. Five major barriers have been identified, namely: 

 �) Inappropr�ate des�gn of school bu�ld�ngs that makes them arch�tecturally �naccess�ble espec�ally to 
ch�ldren w�th v�sual and phys�cal �mpa�rments

 ��) Poor understand�ng and lack of apprec�at�on of d�sab�l�ty �ssues among teachers, school adm�n�strators 
and the public at large. These have had negative implications and consequences on the identification 
and recogn�t�on of the educat�onal needs of ch�ldren w�th d�sab�l�t�es

 ���) Many parents of ch�ldren w�th d�sab�l�t�es are reluctant to enrol the�r ch�ldren �nto schools, ma�nly 
due to cultural and trad�t�onal bel�efs that d�scr�m�nate aga�nst people w�th d�sab�l�t�es. These have 
significantly contributed in the poor school enrolment for children with disabilities

 �v) Due to lack of tra�n�ng regard�ng teach�ng spec�al needs and �nclus�ve educat�on, many teachers are 
opposed to hav�ng ch�ldren w�th d�sab�l�t�es learn w�th other ma�nstream school ch�ldren. Th�s has 
made �t pract�cally �mposs�ble to effect�vely �mplement the Government pol�cy on �nclus�ve educat�on, 
thus open w�der educat�onal opportun�t�es for ch�ldren w�th d�sab�l�t�es

 v) Many schools lack essent�al teach�ng and learn�ng fac�l�t�es and mater�als necessary for fac�l�tat�ng the 
learn�ng of ch�ldren w�th d�sab�l�t�es.

Perhaps the b�ggest barr�er to educat�on for ch�ldren w�th d�sab�l�t�es, wh�ch sums up all the above barr�ers, 
�s the fact that not much efforts are be�ng taken to break these barr�ers. There �s therefore a need for the 
stakeholders and fr�ends of the educat�on sector �n the country to launch concerted efforts and campa�gns 
aimed at raising the profile of the plight of education for children with disabilities. Failure to open the 
educat�onal opportun�t�es for ch�ldren w�th d�sab�l�t�es can and �s already underm�n�ng the PEDP ach�evements 
of “educat�on for all”, goals and targets. 

G�ven that Tanzan�a �s a s�gnatory to several �nternat�onal convent�ons that recogn�se and promote the 
ph�losophy of educat�on for all, �nclud�ng The Salamanca Statement and Framework for Act�on (UNESCO, 
1994), there �s an urgent need to break the barr�ers that thwart the access to educat�on opportun�t�es for 
ch�ldren w�th d�sab�l�t�es. Aga�nst th�s, the report has recommended several pol�cy act�ons to address the 
aforement�oned barr�ers to educat�on for ch�ldren w�th d�sab�l�t�es, �nclud�ng:

	 •	 The need to dev�se short and long term tra�n�ng strateg�es a�med at equ�pp�ng teachers w�th knowledge 
and sk�lls �n teach�ng spec�al and �nclus�ve educat�on programmes

	 •	 The need to mod�fy arch�tectural des�gn of school bu�ld�ngs so as to make them access�ble to ch�ldren 
w�th d�sab�l�t�es. Add�t�onally, there �s a need to put �n place a legal framework that w�ll mandate 
future arch�tectural des�gn of school bu�ld�ngs to be access�ble to all ch�ldren, and part�cularly ch�ldren 
w�th d�sab�l�t�es

	 •	 There �s a need for awareness ra�s�ng campa�gns about the pl�ght and �mportance of educat�on for 
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children with disabilities throughout the country. These campaigns raise the profile of educational 
needs for ch�ldren w�th d�sab�l�t�es by mak�ng �t clear that the PEDP targets of ensur�ng all ch�ldren 
have access to education will not be achieved without confirming that all children with disabilities are 
also enrolled �n schools and rece�ve qual�ty educat�on along w�th other ch�ldren. 

The report is organised in three major parts. The first part covers the research background, objectives and 
methods. The second part presents the research findings, and the third part discusses the implications of the 
findings and draws the conclusions and recommendations emanating from the research findings. 
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1.1 BACkgrounD
One of the key object�ves of educat�on �n Tanzan�a �s to promote and develop the potent�als and personal�t�es 
of all �nd�v�duals so that they can br�ng about the�r personal development and be product�ve members of 
the�r soc�et�es and the country, �n wh�ch they are a part. In order to ach�eve the goals of educat�on for the 
country, the Tanzan�an M�n�stry of Educat�on and Vocat�onal Tra�n�ng (MOEVT), among other object�ves, 
str�ves to promote access and equ�ty to bas�c educat�on by ensur�ng that all ch�ldren have access to educat�on 
(Un�ted Republ�c of Tanzan�a [URT], 2001a). The MOEVT �s part�cularly keen to ensur�ng that all underserved 
groups, �nclud�ng ch�ldren w�th d�sab�l�t�es, have access to qual�ty educat�on (�b�d.). In v�ew of th�s, Tanzan�a 
has set several targets, �nclud�ng, among others, atta�n�ng Un�versal Pr�mary Educat�on by 2010 (�b�d. p.7). 
The prerequ�s�te for ach�ev�ng the goals and targets of Un�versal Pr�mary Educat�on �s that, all ch�ldren w�th 
school age, �nclud�ng those w�th d�sab�l�t�es and other spec�al needs, need to be enrolled �n and complete the 
full cycle of pr�mary educat�on. 

There are three pr�nc�pal approaches to promot�ng the educat�on of ch�ldren w�th d�sab�l�t�es and other 
underserved groups, namely: spec�al schools, �ntegrated schools and �nclus�ve educat�on. Spec�al schools 
specifically cater for children with disabilities, in which these schools are run separately from mainstream 
schools. Integrated schools prov�de educat�on for ch�ldren w�th d�sab�l�t�es w�th�n the ma�nstream schools, 
but there are spec�al classes to cater for ch�ldren w�th spec�al needs, �nclud�ng those w�th d�sab�l�t�es. Inclus�ve 
educat�on promotes the educat�on of all ch�ldren �n the same school and classroom env�ronment, w�thout 
d�scr�m�nat�ng them by d�sab�l�ty or other spec�al needs. 

For many years, Tanzan�a has been promot�ng the educat�on of ch�ldren w�th d�sab�l�t�es through the prov�s�on 
of spec�al needs educat�on. Indeed, spec�al needs educat�on �s one of the h�ghly ranked pr�or�ty educat�onal 
sectors, along w�th early ch�ldhood care and development, pr�mary educat�on, adult educat�on, secondary 
educat�on and teacher educat�on (URT, 2001b). Spec�al needs educat�on �n Tanzan�a refers to educat�on 
prov�ded to ch�ldren w�th d�sab�l�t�es. Accord�ngly, s�x categor�es of d�sab�l�t�es have been recogn�zed, 
namely v�sual �mpa�rment, hear�ng �mpa�rment, �ntellectual �mpa�rment, phys�cal d�sab�l�ty, aut�sm and the 
deaf bl�nd (URT, 2001b, p.11). 

Inclusive education has recently gained more prominence than other strategies in the field of education 
as the most effect�ve strategy for ach�ev�ng the goals and targets of educat�on for all. Indeed, Tanzan�a has 
subscr�bed to several �nternat�onal convent�ons that promote �nclus�ve educat�on, �nclud�ng The Declarat�on 
of Ch�ldren’s R�ghts, 1386/1959, The Declarat�on of D�sabled People’s R�ghts, 3447/1975 and The Salamanca 
Statement and Framework for Act�on (UNESCO, 1994). The Salamanca Statement and Framework for Act�on 
(UNESCO, 1994), for example, reaffirmed the right to education of every individual, as enshrined in the 1948 
Un�versal Declarat�on of Human R�ghts, and renewed the pledge made by the world commun�ty at the 1990 
World Conference on Education for All to ensure that right for all regardless of individual differences (p. 
v��). The gu�d�ng pr�nc�ple for the Salamanca framework �s that schools should accommodate all ch�ldren 
regardless of the�r phys�cal, �ntellectual, soc�al, emot�onal, l�ngu�st�c or other cond�t�ons, �nclud�ng d�sabled 
and g�fted ch�ldren as well as ch�ldren from d�sadvantaged and marg�nal�zed areas or groups (p.6). 

Add�t�onally, Tanzan�a has comm�tted herself to the Educat�on for All (EFA) goals and targets. Bas�c educat�on 
for all requ�res assur�ng access, permanence, qual�ty learn�ng and full part�c�pat�on and �ntegrat�on of all 
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ch�ldren, �nclud�ng those w�th d�sab�l�t�es (UNESCO, 2000). Th�s means that w�thout the development of 
�nclus�ve pol�c�es �n educat�on that w�ll ensure all school age ch�ldren have access to educat�on, regardless of 
the�r �nd�v�dual d�fference, the EFA goals and targets cannot be ach�eved. 

1.2 WHAT is inClusivE EDuCATion?
The concept of �nclus�ve educat�on has been evolv�ng over a per�od of t�me. In�t�ally, �nclus�ve educat�on 
ma�nly focused on ma�nstream�ng learners w�th spec�al needs �nto normal classrooms. In the contemporary 
literature, however, the term inclusive education has been defined in a broader perspective, in which the notion 
of spec�al needs educat�on has been extended to �ncorporate learners who are contextually d�sadvantaged, 
�nterpersonally challenged and �nd�v�dually d�sabled (Beyers & Hay, 2007). 

Thus many writers have defined inclusive education as a type of education that recognises and appropriately 
supports students w�th a w�de range of ab�l�t�es and d�sab�l�t�es �n the general educat�on classroom (Salend, 
2001; 1996; Roach, 1995). Essent�ally, therefore, �nclus�ve educat�on advocates for the type of educat�on that 
�ntegrates ch�ldren w�th spec�al needs, both g�fted and those w�th learn�ng d�sab�l�t�es, w�th the�r peers w�th�n 
the ma�nstream classrooms (Lloyd, 2008). The concept of �nclus�ve educat�on �s based on the ph�losoph�cal 
pos�t�on that all learners, regardless of the level or type of d�sab�l�ty and ab�l�t�es, should be educated �n the 
same general educat�on classrooms as the�r same- age peers (Crawford, 1994).

Desp�te the Tanzan�an Government comm�tment to the ph�losophy of Educat�on for All, and therefore by 
�mpl�cat�on that of �nclus�ve educat�on, �t �s not clear how the educat�onal needs of d�fferent learners, espec�ally 
those w�th spec�al learn�ng needs and those who are contextually and �nterpersonally d�sadvantaged, are 
be�ng addressed. There �s therefore a need for a systemat�c explorat�on of the pos�t�on and status of �nclus�ve 
educat�on �n Tanzan�a. There �s part�cularly the need to exam�ne the pos�t�on of ch�ldren w�th d�sab�l�t�es �n 
access�ng educat�on opportun�t�es �n Tanzan�a. It �s on th�s background that th�s research was conce�ved. 

1.3 rEsEArCH Aim AnD oBjECTivEs
Th�s research a�med to explore the opportun�t�es and challenges concern�ng the access�b�l�ty to educat�on 
for children with disabilities in Tanzanian schools. More specifically, the research sought to address four 
object�ves, namely to: 

 �) Assess the extent to wh�ch ch�ldren w�th d�sab�l�t�es have access to educat�on opportun�t�es

 ��) Ident�fy barr�ers to, and fac�l�tators for, the access to educat�on for ch�ldren w�th d�sab�l�t�es

 ���) Assess schools’ preparedness, read�ness and resourcefulness to teach�ng students w�th d�sab�l�t�es �n 
general, and to promot�ng �nclus�ve educat�on �n part�cular

 �v) Assess and �dent�fy school needs for teach�ng ch�ldren w�th learn�ng d�sab�l�t�es

1.4 rEsEArCH DEsign AnD mETHoDs
1.4.1 Design

The nature of the object�ves of th�s research were d�verse and mult�faceted, thereby necess�tat�ng the use 
of both quant�tat�ve and qual�tat�ve research strateg�es (m�xed methods approach). Thus, on the one hand, 
quant�tat�ve research was used to explore the v�ews and att�tudes of key stakeholders of the educat�on sector 
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(teachers, students and school pol�cy makers) regard�ng the pract�ce of �nclus�ve educat�on �n general, and 
the challenges concern�ng the educat�on of ch�ldren w�th d�sab�l�t�es �n Tanzan�an schools, �n part�cular. 

On the other hand, qual�tat�ve research was employed �n explor�ng the exper�ences and challenges 
about teach�ng and learn�ng for and among ch�ldren w�th d�sab�l�t�es. Essent�ally, therefore, �n l�ne w�th 
R�chardson’s (2003), Thomas’s (2005) and Bryman’s (2006) recommendat�ons, the qual�tat�ve research was 
used to complement and corroborate the results of quant�tat�ve research. 

1.4.2 Participants and study sites
The research was conducted �n s�x zones, cover�ng seven d�str�cts. In order to ma�nta�n anonym�ty, these 
d�str�cts are named by the follow�ng �n�t�als: D1, D2, D3, D4, D5, D6 and D7. The d�str�cts were selected 
on the bas�s of the prevalence of school ch�ldren w�th d�sab�l�t�es, �n wh�ch d�str�cts w�th the h�ghest and 
lowest proport�on of ch�ldren w�th d�sab�l�t�es enrolled �n schools were �nvolved �n the study. In each d�str�ct, 
two schools were selected, one pr�mary school and one secondary school. Part�c�pants �nvolved selected 
stakeholders of the educat�on sector, �nclud�ng teachers, school ch�ldren, heads of schools and D�str�ct 
Education Officers. 

1.4.3 research instruments
Seven major instruments were used in collecting data for this research. These are briefly described below:

	 i)	 Teachers’	attitude	questionnaire: Teachers completed a two part questionnaire. In the first part, teachers 
were asked to provide basic demographic information, including age, sex, teaching qualification and 
exper�ence and tra�n�ng �n teach�ng �nclus�ve educat�on schools. In the second part, teachers were 
prov�ded w�th a l�st of 20 statements, assess�ng var�ous aspects of teachers’ att�tudes towards �nclus�ve 
education, and asked to indicate the level of agreement or disagreement on a five point response 
opt�on, rang�ng from strongly d�sagree (1) to strongly agree (5).

	 ii)	 Students’	 attitude	 questionnaire: As w�th teachers, students completed a two part quest�onna�re, 
compr�s�ng �tems collect�ng demograph�c �nformat�on and those measur�ng the�r att�tudes towards 
study�ng and l�v�ng w�th the�r peers w�th d�sab�l�t�es. To assess the att�tudes towards students w�th 
d�sab�l�t�es, regular students were prov�ded w�th a l�st of 28 statements, measur�ng var�ous aspects 
of att�tudes towards hand�capped people, and were asked to �nd�cate the level of agreement or 
disagreement on a five response option, ranging from strongly disagree (1) to strongly agree (5).

	 iii)	 Teachers’	focus	group	guides: These were employed to explore further and corroborate �ssues covered �n 
the teachers’ att�tude quest�onna�re

	 iv)	 Interview	guide	with	students	with	disabilities: These were used to exam�ne the v�ews and exper�ences of 
students w�th d�sab�l�t�es regard�ng the�r learn�ng exper�ences. Several �tems were covered, �nclud�ng 
how they thought they were perce�ved by the�r peers and teachers, challenges they faced �n attend�ng 
school w�th other students and the�r assessment of the learn�ng env�ronment of the�r schools.

	 v)	 Head	teachers’	and	District	Education	Officers’	 interview	guides: These fac�l�tated the gather�ng of bas�c 
�nformat�on and stat�st�cs about students w�th d�sab�l�t�es �n schools and d�str�cts, �nclud�ng the 
number of ch�ldren w�th d�sab�l�t�es �n each school and d�str�ct v�s�ted, teach�ng and learn�ng fac�l�t�es 
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for ch�ldren w�th d�sab�l�t�es and the�r v�ews and op�n�ons about teach�ng �n and manag�ng �nclus�ve 
educat�on schools.

	 vi)	 Observation	schedule: Th�s was used to assess the support�veness of the school phys�cal env�ronment, 
as well as the ava�lab�l�ty of the teach�ng and learn�ng resources for the needs of students w�th 
d�sab�l�t�es

	 vii)	 District	quantitative	data	sheet	showing	enrolment	data	of	children	with	disabilities.



6

PARt 2

reSeArCh FIndIngS



7

2.1. ACCEss To EDuCATion For CHilDrEn WiTH DisABiliTiEs
2.1.2 The enrolment of children with disabilities in Tanzanian schools

S�nce 2001, Tanzan�a has been �mplement�ng the Pr�mary Educat�on Programme (PEDP), wh�ch a�ms to 
del�ver susta�nable and good qual�ty bas�c educat�on to all ch�ldren of school age. The PEDP has ach�eved 
remarkable success, espec�ally w�th regard to �ncrease �n pr�mary school enrolment. For example, accord�ng 
to the M�n�stry of Educat�on and Vocat�onal Tra�n�ng (MOEVT) stat�st�cs, the Gross Enrolment Rat�o at the 
pr�mary school level �ncreased from 78 % �n 2000 to 114 % �n 2007. Accord�ngly, the Net Enrolment Rat�o 
�ncreas�ng from 59 % �n 2000 to 97 % �n 2007; the enrolment of pr�mary school ch�ldren has �ncreased from 
7,083,063 �n 2004 to 8,316,925 �n 2007 (URT, 2007). 

There �s a dearth of data on ch�ldren w�th d�sab�l�t�es and other spec�al needs �n Tanzan�a, and therefore qu�te 
difficult to establish their proportion of enrolment in schools. In this research, an attempt was made to get 
these data through documentary analys�s of educat�onal stat�st�cs and �nterv�ews w�th the D�str�ct Educat�on 
Officers in the participating districts and schools, as well analysis of the national educational statistics data. 

Accord�ng to the MOEVT stat�st�cs, by 2007, there were 24,003 students w�th d�sab�l�t�es �n Tanzan�a, wh�ch �s 
less than one % of the total enrolment of pr�mary school ch�ldren (URT, 2007). Indeed, Government stat�st�cs 
show that only one % (1%) of ch�ldren w�th d�sab�l�t�es has access to bas�c educat�on �n Tanzan�a (URT, 
2001b). 

Table 1 and F�gure 1 show the enrolment of ch�ldren w�th d�sab�l�t�es �n pr�mary schools by June 2008. The 
data show that, by June 2008, there were about 34,661 students, 19 ,998 boys and 14 663 g�rls, w�th d�sab�l�t�es 
enrolled �n pr�mary schools �n the country. As F�gure 1 shows, a major�ty of students w�th d�sab�l�t�es 
enrolled �n schools are �n the categor�es of phys�cal �mpa�rment (40%), mental �mpa�rment (21%) and hear�ng 
�mpa�rment (17%). 

Further, the data show that there are a h�gher proport�on of male (57.7%) d�sabled students enrolled �n schools 
than female (42.3%) (F�gure 1). Th�s �s somewhat �ncons�stent w�th the pr�mary school enrolment trends, 
�n wh�ch the enrolment of male and female students �s almost equal. For example, accord�ng to MOEVT 
stat�st�cs, the enrolment of female pr�mary school students �n 2008 was 49.6 % (URT, 2008). Th�s therefore 
ra�ses quest�ons about whether the d�fference �n enrolment between d�sabled schoolboys and g�rls �s caused 
by the actual d�fference of male and female ch�ldren w�th d�sab�l�t�es �n the soc�ety, or by the soc�ety’s more 
favourable att�tudes towards male d�sabled ch�ldren than female. It should be noted, however, that the above 
data do not g�ve the overall p�cture of enrolment rat�o of ch�ldren w�th d�sab�l�t�es because they do not show 
the overall number of ch�ldren who are of school age but are probably not enrolled �n schools. 
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Table 1: Enrolment of children with disabilities in primary schools: national data 2008

Type of 
disability

Boys girls Total %girls %Boys

V�sual/Alb�no 1713 1394 3107 44.9 55.1

Hearing 3180 2532 5712 44.3 55.7

Physical 8068 5783 13851 41.8 58.2

Mental 4296 2945 7241 40.7 59.3

Autism 296 231 527 43.8 56.2

Multiple 435 280 715 39.2 60.8

Others 2010 1498 3508 42.7 57.3

Grand Total 19998 14663 34661 42.3 57.7

Source:	URT,	2008,	pp.36-37	(Additional	%age	calculations	by	author)

Visual/Albino, 
9%

Hearing, 17%

Physical, 40%

Mental, 21%

Autism, 2%

Multiple, 2%

Others, 10%

Figure	1:	%age	of	school	children	with	disabilities	enrolled	in	primary	schools	by	type	of	disability:	national	data	2008

Due to lack of nat�onal data regard�ng the rat�o of enrolment for ch�ldren w�th d�sab�l�t�es to that of the 
overall number of ch�ldren w�th d�sab�l�t�es of school age �n the country, the researchers sought to collect 
data from district education offices by a way of documentary analysis of district data and interviews with 
District Education Officers as well as Heads of selected schools in participating districts. Only two districts, 
D1 and D2, had somewhat comprehens�ve data on ch�ldren w�th d�sab�l�t�es �n the�r d�str�cts, d�saggregated 
by those enrolled �n schools v�s-à-v�s the total number of ch�ldren w�th d�sab�l�t�es that are of school age �n 
the d�str�cts. These are reported as case stud�es �n the next sect�on. 

2.1.3 ratio of current school enrolment among children with disabilities to that among regular (non-
disabled) students: A case study of three districts

Of the seven d�str�cts v�s�ted �n th�s research, only two d�str�cts, namely d�str�cts D1 and D2, had data show�ng 
the total number of ch�ldren w�th d�sab�l�t�es �n the d�str�ct and those enrolled �n pr�mary schools, mak�ng 
�t poss�ble to calculate the rat�o of school enrolment among ch�ldren w�th d�sab�l�t�es to that of the overall 
enrolment �n the two d�str�cts. The school enrolment data for ch�ldren w�th d�sab�l�t�es �n the two d�str�cts 
were obta�ned through documentary analys�s of d�str�ct educat�on data. The overall school enrolment for the 
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two d�str�cts was obta�ned through documentary analys�s of Bas�c Educat�on Stat�st�cs �n Tanzan�a (BEST) 
data for 2007 and 2008. The results are presented �n Tables 2 and 3 and F�gures 3, 4 and 5. 

For the D�str�ct D1, as shown �n Table 2, there were 923 school ch�ldren w�th d�sab�l�t�es, w�th 537 boys and 
386 girls. Of these, 615 (66.6%) were enrolled in schools, in the following proportion of specific disabilities: 
V�sual/Alb�no (4.8%), hear�ng �mpa�rment (14.6%), phys�cal �mpa�rment (29.8%) and mental �mpa�rment 
(17.4%). Overall, except�ng v�sually �mpa�red students, where g�rls (63.6%) enrolled �n schools outnumbered 
boys (36.4%), there were more boys (58%) w�th d�sab�l�t�es enrolled �n schools than g�rls (42%). 

Table 2: ratio of children with disabilities who are of school age to those enrolled in schools in District 
D1 by 2008

Type of 
d�sab�l�ty CWD in district CWD in schools

%CWD 
�n 

schools 
(g�rls)

%CWD 
�n schools 

(boys)

%CWD 
�n schools 
(overall)

 Boys G�rls Total Boys G�rls Total

V�sual/ 
Alb�no 46 45 91 16 28 44 63.6 36.4 4.8

Hear�ng 89 85 174 68 67 135 49.6 50.4 14.6

Phys�cal 306 177 483 181 94 275 34.2 65.8 29.8

Mental 96 79 175 92 69 161 42.9 57.1 17.4

Total 537 386 923 357 258 615 42.0 58.0 66.6

Source:	Field	data	and	author	calculations,	Note:	CWD=children	with	disabilities

For D�str�ct 2, as F�gure 3 shows, there were 427 ch�ldren w�th d�sab�l�t�es enrolled �n schools, w�th 31 v�sually 
�mpa�red ch�ldren (7.3%), 76 students w�th hear�ng �mpa�rment (17.8%), 236 phys�cally �mpa�red ch�ldren 
(55.3%) and 84 mentally �mpa�red ch�ldren (19.7%). Aga�n, overall, as w�th D�str�ct D1, there were more boys 
(60%) w�th d�sab�l�t�es enrolled �n schools than g�rls (40%) �n D�str�ct 2. 

Table 3: ratio of children with disabilities in District D1 to those enrolled in schools by 2008

Type of  
disability

CWD in district CWD in schools
%CWD 

in schools 
(girls)

%CWD 
in schools 

(boys)

%CWD 
(overall)

 Boys Girls Total Boys Girls Total    

Visual/ 
Albino

50 37 87 19 12 31 38.7 61.3 1.8

Hearing 259 205 464 44 32 76 42.1 57.9 4.4

Physical 408 240 648 145 91 236 38.6 61.4 13.5

Mental 314 231 545 48 36 84 42.9 57.1 4.8

Total 1031 713 1744 256 171 427 40.0 60.0 24.5

Source:	Field	data	and	author	calculations
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Note: CWD=children with disabilities

Overall, 66.6 % of ch�ldren w�th d�sab�l�t�es who are of school age �n D�str�ct 1, wh�le 24.5 % �n the D�str�ct were 
enrolled �n schools (see F�gure 3). Thus, though the Government has substant�ally �ncreased the enrolment 
of ch�ldren w�th age �n the recent years through the PEDP, these efforts have generally been less favourable 
to ch�ldren w�th d�sab�l�t�es. For example, wh�le the rat�o of enrolment for ch�ldren w�th d�sab�l�t�es �s 66.6 % 
for D�str�ct D1 and 24.5 % for D�str�ct D2, the overall rat�o of enrolment of ch�ldren w�th school age �s 99 % �n 
the Kagera and Mwanza Reg�ons where the two d�str�cts are located (see F�gure 4). 

Nevertheless, though the proport�on of ch�ldren w�th d�sab�l�t�es enrolled �s low compared to the overall rat�o 
of pr�mary school enrolment �n the two d�str�cts, the proport�on of the school enrolment for ch�ldren w�th 
d�sab�l�t�es �s relat�vely h�gher than the nat�onal data as prov�ded �n the BEST stat�st�cs, wh�ch shows that 
the enrolment of school ch�ldren w�th d�sab�l�t�es �n Tanzan�a �s less than one %; th�s clearly ra�ses quest�ons 
about the accuracy of the sources of data between the nat�onal and d�str�ct levels. 
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Figure	2:	 %age	children	with	disabilities	of	school	age	who	are	enrolled	in	primary	schools	in	Districts	D1	and	D2 

 
99% 

25% 

99% 

67% 

0% 
10% 
20% 
30% 
40% 
50% 
60% 
70% 
80% 
90% 

100% 

Regular CWD Regular CWD 

District D2 
(Kagera) 

District D1 
(Mwanza ) 

Figure	3:	 Ratio	of	current	school	enrolment	among	children	with	disabilities	to	overall	school	enrolment	in	Districts	D1	and	D	2	

Note:	CWD=	Children	with	disabilities
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2.2 FinDings on ExPEriEnCEs, viEWs AnD ATTiTuDEs oF TEACHErs 

rEgArDing THE EDuCATion oF CHilDrEn WiTH DisABiliTiEs: 
2.2.1 What problems and barriers schools face in teaching children with disabilities?

The analys�s of the �nterv�ew data revealed four major problems that schools face �n teach�ng ch�ldren w�th 
d�sab�l�t�es: poor phys�cal �nfrastructure, lack of tra�n�ng for teachers regard�ng teach�ng ch�ldren w�th spec�al 
needs and lack of teach�ng and learn�ng fac�l�t�es that meet the needs of ch�ldren w�th d�sab�l�t�es. These are 
briefly highlighted and illustrated below.

2.2.1 (a) Poor physical infrastructure, Many heads of schools v�s�ted dur�ng th�s research observed poor 
school phys�cal �nfrastructure as one of the major problems constra�n�ng the teach�ng of and learn�ng for 
students w�th d�sab�l�t�es. They observed that the construct�on of school bu�ld�ngs, even those constructed 
under PEDP, d�d not take account and cons�derat�on of the needs of students w�th d�sab�l�t�es. As result, 
many students w�th d�sab�l�t�es, espec�ally those w�th v�sual and phys�cal �mpa�rments, struggle �n the�r 
movements from one po�nt to another w�th�n school prem�ses. 

Indeed, the systematic physical observation of the school environment confirmed the observations made 
by the heads of schools. The phys�cal �nfrastructure for many schools v�s�ted �n th�s research was found to 
be unfr�endly and generally unsupport�ve for the needs of ch�ldren w�th d�sab�l�t�es. The entrance to most 
bu�ld�ngs, for example, had long sta�rcases that cannot be accessed by phys�cally �mpa�red students us�ng 
wheel cha�rs.

The �nappropr�ately des�gned school phys�cal �nfrastructure �s partly attr�butable to lack of spec�al funds 
allocated to cater for the needs of ch�ldren w�th d�sab�l�t�es but also partly to lack of understand�ng amongst 
the local community on educational needs for CWD. Some heads of schools observed that, in the absence 
of spec�al grants for ch�ldren w�th d�sab�l�t�es, �t was very expens�ve to ma�nta�n ch�ldren w�th d�sab�l�t�es 
�n schools, espec�ally �n schools that have board�ng fac�l�t�es. In th�s case head teachers of many schools 
observed that ch�ldren w�th d�sab�l�t�es were fac�ng ser�ous problems, �nclud�ng lack of food, clothes and 
transport, espec�ally when they fall �ll. 

Nevertheless, some schools, with the assistance of Non Government Organisations such as World Vision, 
have attempted to mod�fy the�r school env�ronment mak�ng them somewhat support�ve and fr�endly to the 
needs of students w�th d�sab�l�t�es. For example, one pr�mary school has 32 students w�th d�fferent d�sab�l�t�es, 
�nclud�ng v�sual �mpa�rment, hear�ng �mpa�rment and phys�cal �mpa�rment, has attempted to mod�fy the 
sta�r cases to the entrances to the d�n�ng hall, student hostel and some classrooms so that they can be eas�ly 
accessed by students w�th d�sab�l�t�es.

2.2.1 (b) lack of teachers’ training in teaching students with special needs,		Tra�n�ng �n spec�al needs educat�on 
and/or �nclus�ve educat�on �s one of the �mportant determ�nants of the success for the �mplementat�on of 
�nclus�ve educat�on programmes �n general, and for fac�l�tat�ng the learn�ng of students w�th d�sab�l�t�es �n 
part�cular. In th�s research, a major�ty of heads teachers �nterv�ewed expressed the lack of tra�n�ng �n spec�al 
needs and/or �nclus�ve educat�on among teachers as one of the major factors constra�n�ng the effect�ve 
teach�ng of ch�ldren w�th d�sab�l�t�es. 

Indeed, head teachers’ observat�on of the lack of teachers’ tra�n�ng �n spec�al/�nclus�ve educat�on was 
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confirmed by documentary analysis of the schools’ data on teachers’ qualifications. Except District D 4, in 
wh�ch of the 21 teachers present at school, 33.3 % of them were somewhat tra�ned �n teach�ng spec�al/�nclus�ve 
educat�on, less than 15 % of teachers �n other d�str�cts covered �n th�s research had tra�n�ng �n the teach�ng 
of spec�al/�nclus�ve educat�on. Indeed, the schools v�s�ted �n three d�str�cts, D2, D5 and D6 had no teacher 
tra�ned for spec�al/�nclus�ve educat�on (see F�gure 5). Th�s �s clearly worr�some, part�cularly for d�str�cts D2 
and D6, g�ven that schools v�s�ted �n these d�str�cts had a substant�al proport�on of students w�th d�sab�l�t�es; 
there were 14 students w�th d�sab�l�t�es �n schools v�s�ted �n D�str�ct D2 and 34 �n D�str�ct D 6. 

Figure	4:		%age	of	teachers	trained	for	special/inclusive	education	in	schools	visited	in	the	participating	districts

2.2.1 (c) lack of teaching and learning facilities for children with disabilities:	Heads of schools also observed 
the lack of teach�ng and learn�ng fac�l�t�es �n spec�al educat�on needs as constra�n�ng the effect�ve teach�ng of 
students w�th d�sab�l�t�es. Head teachers’ v�ews about the ava�lab�l�ty of teach�ng and learn�ng fac�l�t�es for 
ch�ldren w�th d�sab�l�t�es were corroborated by the documentary analys�s of schools’ �nventory data. Of the 
14 schools v�s�ted �n the part�c�pat�ng d�str�cts, only two schools, �n D�str�cts D4 and D7, had some fac�l�t�es 
cater�ng for the needs of ch�ldren w�th d�sab�l�t�es. For example, one school �n D�str�ct D4 had s�x Bra�lle 
mach�nes, 15 sw�vel cha�rs and 6 Bra�lle Type wr�ters. Another school �n D7 had e�ght Bra�lle mach�nes and 
four Bra�lle typewr�ters. 

2.2.1 (d) lack of political will for policy makers: Many educat�onal stakeholders �nterv�ewed put forward 
the absence of pol�t�cal w�ll to help the ch�ldren w�th d�sab�l�t�es. As we have po�nted out, that �t �s very 
unfa�r to bu�ld classrooms wh�ch are not fr�endly for ch�ldren w�th d�sab�l�t�es, many teachers lamented for 
th�s. Also teacher d�d not see the log�c beh�nd say�ng that �t �s too  costly to handle d�sab�l�t�es problem. Th�s 
statement �s unacceptable because ch�ldren w�th d�sab�l�t�es are very few and can be supported fully by the 
government and Charitable organisations as well as CSO. One District education Officer remarked:

“It	is	something	understandable	saying	too	much	words	and	giving	out	many	policy	documents	and	program	about	
education	of	disabilities	while	 there	 is	no	true	commitment	 in	action	to	support	them.	The	government	 if	 it	 is	 fully	
committed	can	help	them	because	their	not	many”.	Said	DEO
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2.2.2 Parents’ and community support in educating children with disabilities

Head teachers of the part�c�pat�ng schools were asked to comment on the support they rece�ve from parents 
of ch�ldren w�th d�sab�l�t�es and commun�ty �n general. In many schools head teachers expla�ned that they 
rece�ved very l�ttle support from parents and the commun�ty �n general  regard�ng teach�ng and learn�ng for 
ch�ldren w�th d�sab�l�t�es. In fact some head teachers went as far as compla�n�ng that some parents of ch�ldren 
were a barr�er to the educat�on of the�r ch�ldren because they abandon the�r ch�ldren once they are enrolled 
�n schools; for example, one head teacher lamented that:

“Parents	do	not	have	any	support.	In	fact	they	are	a	problem;	they	abandon	their	children	once	they	are	in	schools” 
(Head teacher of pr�mary school �n D�str�ct D6).

Another head teacher observed:

The	society	does	not	help	anything	in	the	education	of	children	with	disabilities.	Parents	don’t	give	any	cooperation;	
once	their	children	are	 in	schools	they	abandon	them	completely,	and	they	don’t	want	to	be	contacted	for	anything!	
(Head	teacher	of	primary	school	in	District	D7).	

Add�t�onally, some part�c�pants observed that d�sab�l�ty has not been g�ven pr�or�ty �n some d�str�cts compared 
to other d�sadvantaged groups, such as orphans. For example, a head teacher of pr�mary school �n D�str�ct 5 
observed that:

“In	 our	 district,	 disability	 is	 not	 an	 issue	 compared	 to	 other	 disadvantaged	 groups,	 such	 as	 orphans.	 There	 are	
several	organisations	helping	orphaned	children	in	the	district,	but	there	is	none	committed	to	helping	students	with	
disabilities”.

2.2.3 views of teachers about educating children with disabilities and inclusive education: results of 
focus groups

In each school v�s�ted �n th�s research, focus groups were conducted among teachers to exam�ne the�r 
v�ews about teach�ng ch�ldren w�th d�sab�l�t�es and �nclus�ve educat�on. In each school, one focus group 
was conducted involving between five and nine participants, drawn from both gender, different teaching 
qualifications and experiences and mixed age groups. Overall, nine focus groups were conducted among the 
14 schools v�s�ted.

Four major issues emerged from the analysis of teachers’ focus groups data, reflecting their experiences, views 
and att�tudes towards teach�ng ch�ldren w�th d�sab�l�t�es and the �dea of �ntroduc�ng �nclus�ve educat�on �n 
their schools. These are briefly highlighted and illustrated below.

2.2.4 Teachers’ understanding of inclusive education

Teachers demonstrated var�ous understand�ngs of the concept of �nclus�ve educat�on. Generally, most of 
the teachers who part�c�pated �n the focus group d�scuss�on seemed to understand the concept of �nclus�ve 
educat�on fa�rly well. To them, , �nclus�ve educat�on meant a type of educat�on �n wh�ch ch�ldren w�th 
d�sab�l�t�es and regular ch�ldren learn together and are taught �n the same classrooms. Some of teachers’ 
remarks about the mean�ng of �nclus�ve educat�on are �llustrated below:

“Inclusive	education	is	the	type	of	education	which	mixes	children	with	disabilities	and	regular	students”	(	primary	
school	male	teacher,	District	D7).
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“Inclusive	education	includes	all	categories	of	children,	of	different	genders,	disabled,	non-disabled,	and	poor,	rich;	it	
includes	all	children”	(Primary	school	male	teacher,	District	6).

“[Inclus�ve educat�on] �s a system of educat�on �n wh�ch ch�ldren w�th d�sab�l�t�es learn w�th the�r colleagues 
who are not d�sabled �n the same class” (Secondary school female teacher, D�str�ct D4).

Clearly, teachers’ understand�ng of �nclus�ve educat�on was l�m�ted to �nclud�ng ch�ldren w�th d�sab�l�t�es 
in the mainstream classes, with little consideration of children with other difficulties. Technically, however, 
�nclus�ve educat�on attempts to promote the �nclus�on of all d�sadvantaged and underserved ch�ldren, such 
as, apart from those w�th d�sab�l�t�es, those com�ng from poor fam�l�es and orphaned. 

2.2.5 Teachers’ understanding of the term ‘disability or disabled person’

Teachers were also asked to expla�n what they understand about the term d�sab�l�ty and the strateg�es they 
use �n �dent�fy�ng ch�ldren w�th d�sab�l�t�es �n the�r schools. A major�ty of teachers understood d�sab�l�ty as 
some sort of �ncapac�ty that renders one �nd�v�dual unable to lead a fully and �ndependent l�fe. For example, 
teachers observed that:

[a	disabled	person]	is	“someone	with	special	needs”.	

[a	disabled	person]	“is	someone	with	some	deficiency	in	one	or	more	of	their	organs” 

However, �n many cases teachers were not very sure about the�r understand�ng of d�sab�l�ty. For example, �n 
one focus group d�scuss�on sess�on, teachers spent a cons�derable amount of t�me debat�ng whether a student 
who lost speech due to spinal cord problems could be considered disabled or not, as reflected in the quoted 
remarks below:

“There	is	one	student	who	suffered	from	spinal	cord	problems,	and,	as	a	result,	he	lost	his	speech	and	he	is	now	dumb	
and	I	am	not	sure	if	he	can	hear	well	now.	Now	should	we	consider	this	one	disabled	as	well	because	he	was	not	born	that	
way;	it	just	happened	recently	due	to	a	disease”? 

The above quoted comment shows that, to some teachers, a d�sabled person could only be cons�dered as such 
�f they were born w�th the d�sab�l�ty, but not �f the d�sab�l�ty happened later �n l�fe. Th�s, therefore, shows that 
the mean�ng of d�sab�l�ty �s qu�te l�m�ted to some teachers. 

Add�t�onally, �n some forms that were collected from d�str�cts conta�n�ng data on ch�ldren w�th d�sab�l�t�es, 
chron�c d�seases such asthma, s�ckle cell and HIV/AIDS were �nd�cated as a form of d�sab�l�ty. However, 
techn�cally speak�ng, though ch�ldren w�th these d�seases may be at r�sk of develop�ng some forms of learn�ng 
d�sab�l�t�es, they themselves cannot be cons�dered a form of d�sab�l�ty. Hence, the mean�ng of d�sab�l�ty �s 
obv�ously l�m�ted among teachers, and th�s may have consequences on the accuracy of �dent�fy�ng students 
w�th d�sab�l�t�es �n schools. It �mpl�es that some students who do not have d�sab�l�t�es may be labelled 
‘d�sabled’, and v�ce versa. 

2.2.6 Teachers’ views about inclusive education 

Teachers were asked to comment about adopt�ng �nclus�ve educat�on as the appropr�ate strategy for promot�ng 
the educat�on of ch�ldren w�th d�sab�l�t�es and other spec�al needs. Generally, teachers were d�v�ded on the 
appropr�ateness and appl�cab�l�ty of �nclus�ve educat�on �n the�r schools. Some teachers were of the v�ew 
that �nclus�ve educat�on would be counterproduct�ve as �t w�ll hold regular students back �n the�r learn�ng 
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endeavours. Others observed that putt�ng students w�th d�sab�l�t�es �n regular classes w�ll cause d�sturbances 
�n teach�ng. Some of the teachers’ cr�t�c�sed the �dea of �nclus�ve educat�on are quoted below:

“Ch�ldren w�th d�sab�l�t�es need very close attent�on and care; m�x�ng them w�th other regular students w�ll 
cause a lot of d�sturbances �n learn�ng for other students, and waste a lot of t�me �n teach�ng” (Pr�mary school 
male teacher, D�str�ct D2).

“I	don’t	prefer	inclusive	education.	Putting	children	with	disabilities	in	regular	classes	will	be	holding	other	students	
back”	(primary	school	female	teacher,	District	D7).	

“It	 [inclusive	 education]	 is	 not	 a	 good	 idea;	 they	 (children	 with	 disabilities)	 will	 be	 discouraged	 with	 other	 able	
students”(Primary	school	male	teacher,	District	D6).	

Inclus�ve educat�on �s only su�table for ch�ldren who don’t have ser�ous �mpa�rments, but �t �s not good for 
ser�ously �mpa�red students. If you put d�sabled students w�th other students they w�ll be embarrassed” 
(Secondary school female teacher, D�str�ct D7). 

Other teachers observed that teach�ng an �nclus�ve educat�on class would be a huge challenge, espec�ally �n 
the absence of appropr�ate teach�ng and learn�ng fac�l�t�es for the ch�ldren w�th d�sab�l�t�es. 

Yet, other teachers �n the focus group overly d�splayed negat�ve att�tudes towards ch�ldren w�th d�sab�l�t�es. 
For example, one teacher was of the op�n�on that ch�ldren w�th d�sab�l�t�es are not capable of learn�ng the 
same as ch�ldren w�thout d�ab�l�t�es, and, as such, they should not be m�xed. The quoted remarks below 
demonstrate the�r op�n�on:

“They	[children	with	disabilities]	are	too	slow	in	learning.	They	can’	do	anything.	Sometimes	when	you	give	them	an	
examination	they	just	copy	a	question	as	it	is	instead	of	answering	it.	They	are	generally	not	capable	of	doing	anything	
serious!”	(Secondary school teacher male teacher �n D�str�ct D6). 

Apart from these v�ews,  other teachers �n the focus group d�scuss�ons were support�ve of the �nclus�ve 
educat�on pract�ce. They observed that �nclus�ve educat�on would be good �n encourag�ng ch�ldren w�th 
d�sab�l�t�es to learn w�th others, as well as reduc�ng st�gmat�sat�on.  In one of the focus group sess�ons one   
teacher observed: 

“Inclusive	education	will	help	in	addressing	the	problem	of	stigmatisation.	If	they	learn	with	other	regular	students,	
children	with	disabilities	will	feel	confident	and	as	able	as	other	students.	In	fact	separating	children	with	disabilities	
from	other	students	is	counterproductive	as	it	makes	them	feel	bad	and	abnormal”		(Secondary school male teacher, 
D�str�ct D4).

Most �mportantly and cruc�ally, some teachers were strongly opposed to the v�ew that ch�ldren w�th d�sab�l�t�es 
are ‘too slow to learn and are not capable’ �n do�ng class act�v�t�es. A teacher �n D�str�ct D7 expla�ned that 
ch�ldren w�th d�sab�l�t�es have great potent�al �f they are g�ven the r�ght fac�l�tat�on. Examples were  c�ted 
show�ng the performance of ch�ldren w�th d�sab�l�t�es �n nat�onal exam�nat�ons, �n wh�ch they performed 
very �mpress�vely. At one school �n D�str�ct D7, there were three v�sually �mpa�red students who sat for 
Primary School Leaving Certificate Examinations (PSLE) and they all passed to proceed with secondary 
educat�on �n 2006. Aga�n, �n the 2007 PSLE, four d�sabled students, two phys�cally �mpa�red and two v�sually 
�mpa�red, sat for PSLE and all passed and jo�ned secondary school educat�on. 
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Clearly, the above quoted comments expressing objection to inclusive education reflect, among other things, 
the feel�ngs of �nadequacy and �ncompetence among teachers �n handl�ng students w�th d�sab�l�t�es. Many 
of those who part�c�pated �n the focus group d�scuss�ons expressed �nab�l�ty to commun�cate w�th students 
w�th hear�ng and v�sual �mpa�rments, as well as handl�ng students w�th problem behav�ours. In one of the 
focus group d�scuss�on sess�ons one head teacher observed that:

“Many teachers are �ll prepared to handle cr�t�cally �mpa�red students, espec�ally those w�th hear�ng and 
visual impairments. We even sometimes refuse admission of critically impaired students. For example, we 
had to return home one student th�s year after learn�ng that he could ne�ther hear nor speak. Now how can 
you teach such a student?” 

Another teacher lamented:

 “I	teach	Geography.	In	my	class	I	have	two	children	who	are	visually	impaired.	When	it	comes	to	teaching	map	reading,	
I	really	struggle	and	I	don’t	know	what	to	do	with	these	students	who	can’t	see!” 

2.2.7 Experiences and views of children with disabilities regarding teaching and learning conditions in 
their schools

The v�ews of ch�ldren w�th d�sab�l�t�es about the teach�ng and learn�ng cond�t�ons �n the�r schools were 
gathered through interviews and focus group discussions. Two major issues emerged, mostly reflecting 
the problems and challenges children with disabilities faced in their learning endeavours. These are briefly 
h�ghl�ghted and �llustrated below. 

2.2.6 Problems children with disabilities face in schools

	 • Transport problems: In the �nterv�ews and focus group d�scuss�ons, ch�ldren w�th d�sab�l�t�es ra�sed 
several �ssues that constra�n them �n the�r learn�ng. For example, several students w�th d�sab�l�t�es who 
took part �n the �nterv�ews and focus group d�scuss�ons observed that they d�d not have rel�able means 
of transport from the�r homes to schools. Because of th�s they observed that they were always late �n 
attend�ng classes as a cons�derable amount of t�me was lost �n travell�ng. They ment�oned that most 
of them rel�ed upon the�r fr�ends who had b�cycles, who helped them w�th l�ft to schools. For example 
one student �n a focus group sess�on �n one school �n D�str�ct D7 observed that:

“Transport	is	the	biggest	problem	we	have	here.	I	am	using	my	friend’s	bicycle,	which	is	not	always	available.	I	am	
always	late	to	school	and	I	waste	a	lot	of	time	and,	as	a	result,	I	miss	several	classes”.

 • Lack of learn�ng mater�als, Students w�th d�sab�l�t�es also ment�oned lack of learn�ng fac�l�t�es as 
another problem constra�n�ng the�r learn�ng. Students w�th v�sual �mpa�red, for example, observed 
that there were no books for them. For �nstance, one v�sually �mpa�red Standard S�x pr�mary school 
student remarked:

“Life	is	very	difficult	here,	from	home	to	school.	Everything	is	not	enough.	There	are	no	books.	For	example,	I	can’t	see	
but	here	at	our	school	there	are	no	books	for	students	who	can’t	see.	Since	I	came	here	I	have	never	seen	a	book”.	

When prompted to explain how they tried solving or coping with the problem of lack of books for visually 
�mpa�red students, one student expla�ned that the�r fr�ends read for them, as th�s student remarked:

“My	friend	who	can	see	normally	reads	for	me.	However,	sometimes	he	can’t	be	with	me	because	he	has	other	things	to	
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do,	he	is	not	obliged	to	be	with	me	all	the	time!”	

 • Feel�ngs of neglect by and d�ssat�sfact�on w�th teachers:  Indeed, many students were cr�t�cal of the 
educat�on they rece�ved at the�r schools. They observed that the type of educat�on they were rece�v�ng 
was of very poor qual�ty, not�ng that they d�d not cons�der themselves as rece�v�ng any educat�on! 
Some students expla�ned that they were not gett�ng any help from the�r teachers, and that they were 
gett�ng help from the�r peers who were not d�sabled rather than from teachers. One student part�c�pant 
�n a focus group d�scuss�on sess�on observed: 

“A	majority	of	us	[disabled	students]	are	receiving	very	poor	education.	In	fact	we	are	not	getting	any	education	from	
our	teachers;	it	is	our	colleagues	who	help	us	most.	For	example,	when	a	Maths	teacher	comes	to	teach	in	our	class	he	
only	cares	for	non-disabled	students.	Maths	for	blind	students	is	zero	because	we	don’t	have	a	teacher	who	can	help	us	
learn”.	

 • stigma: Another problem that students w�th ment�oned as constra�n�ng the�r learn�ng �n the�r schools 
was st�gmat�sat�on and embarrassment perpetrated by other students, portrayed by laugh�ng and 
name call�ng, as one of the students part�c�pants �n a focus group d�scuss�on sess�on remarked:

“Other	students	have	been	laughing	at	me	because	only	of	my	eyes	can	see.	They	call	me	‘babu’,	and	I	really	feel	very	
bad!”

Another student had s�m�lar v�ews, say�ng:

“The	biggest	problem	I	have	is	the	tendency	of	some	students	to	laugh	at	me.	They	tell	me	I	smoke	marijuana	just	because	
my	eyes	are	red.	When	I	put	on	glasses	they	call	me	Mr	Tozi!” 

2.3 suPPorT For inClusivE EDuCATion Among TEACHErs
2.3.1 Introduct�on

In order to assess the extent to wh�ch teachers support the prov�s�on of �nclus�ve educat�on �n schools, a 
quest�onna�re was adm�n�stered to a sample of randomly selected teachers �n the part�c�pat�ng d�str�cts. 
The quest�onna�res compr�sed two major parts, measur�ng key demograph�c character�st�cs such as age, sex 
and teaching qualification and experience, as the first part, and assessing their attitudes towards inclusive 
educat�on, as the second part. 

One hundred and three teachers responded to the quest�onna�re, w�th 53.9 % of the respondents be�ng male. 
The mean age of part�c�pants was 36.9. More than 40 % of the respondents had teach�ng exper�ence of more 
than 10 years, and 51.6 % of respondents had Diploma as their teaching qualification, and the majority of 
respondents were secondary school teachers (see Table 4).
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Table 4: Teaching Experience and Qualification of Teachers who completed the Attitude Questionnaire

M F Overall

N % N % N %

Teaching Experience

Less than 5 years 28 50.9 7 16.7 35 36.1

5-10 years 11 20.0 10 23.8 21 21.6

More than 10 years 16 29.1 25 59.5 41 42.3

Teaching Qualification

Certificate grade A 14 26.9 30 69.8 44 46.3

Certificate grade B 1 1.9 1  2.3 2 2.1

Diploma or above 37 71.2 12 27.9 49 51.6

2.3.2 Teachers’ attitudes towards inclusive education

Table 5 summar�ses teachers’ responses regard�ng the�r v�ews about �nclus�ve educat�on. On average, a 
substant�al major�ty (44%) of teachers who completed the quest�onna�re were not sure whether they agreed or 
disagreed with the provision of inclusive education in schools (Median =3, Mean = 3.34, SD = 0.72), implying 
that a major�ty of teachers were not sure of the �mportance of �nclus�ve educat�on �n fac�l�tat�ng the learn�ng 
of ch�ldren w�th d�sab�l�t�es and other d�sadvantaged groups �n the�r schools. However, on average, 44 % of 
teachers e�ther strongly agreed (2.2%) or agreed w�th the v�ew that �nclus�ve educat�on would be useful �n 
fac�l�tat�ng the effect�ve learn�ng of ch�ldren w�th d�sab�l�t�es and other d�sadvantaged groups (see F�gure 
5).

Figure	5:		 %age	of	teachers	agreeing	and	disagreeing	with	the	view	that	inclusive	education	would	facilitate	the	effective	learning	for	children	with	disabilities	

 Append�x 1 summar�ses the teachers’ responses to var�ous statements about �nclus�ve educat�on. As can be 
seen �n th�s table, the support for �nclus�ve educat�on among teachers was generally poor, w�th an average of 
less than 50 %of respondents who supported the prov�s�on of �nclus�ve educat�on �n schools (see F�gure 5). 
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Indeed, a major�ty (61.2%) of teachers supported the assert�on that �nclus�ve educat�on causes more problems 
�n teach�ng than �t solves and that �t created too much add�t�onal work for teachers, w�th 28.8 % of teachers 
strongly agree�ng and 32.4 % of them agree�ng w�th the statement that “�nclus�on causes more problems �n 
teach�ng than �t solves”. Add�t�onally, 50.5 % of respond�ng teachers e�ther strongly agreed (19.4%) or agreed 
(31.1%) w�th the statement “�nclus�on creates too much add�t�onal work for teachers”. 

Perhaps the lack of support for �nclus�ve educat�on among teachers can partly be attr�buted to the feel�ng of 
�nadequacy and �ncompetence �n teach�ng students of d�fferent ab�l�t�es and needs, and �n handl�ng students 
w�th d�sab�l�t�es �n part�cular. Th�s �s substant�ated by the fact that the major�ty of teachers �nd�cated that 
they needed special training in the teaching of inclusive education schools, reflecting that the training they 
rece�ved �n convent�onal teacher tra�n�ng colleges d�d not equ�p them w�th knowledge and sk�lls to handle 
�nclus�ve educat�on classes. For example, 98.3 % of respond�ng teachers e�ther strongly agreed (77.7%) or 
agreed (20.6%) w�th the v�ew that “teachers need spec�al tra�n�ng �n �nclus�ve educat�on”. Add�t�onally, only 
10.7 % of respond�ng teachers e�ther strongly agreed (2.9%) or agreed (7.8%) w�th the statement “teachers 
and other workers are well prepared for teach�ng �nclus�ve educat�on schools”. 

Two major components emerged from factor analys�s, wh�ch were further �nvest�gated to exam�ne the�r 
theoret�cal or�entat�on. It was revealed that the 19 var�ables could be organ�sed around two major components 
(see Appendix 2); one components reflected teachers’ views about the importance and relevance of inclusive 
educat�on �n fac�l�tat�ng the learn�ng of students w�th d�sab�l�t�es and other d�sadvantaged groups. The 
second component largely reflected teachers’ beliefs about the school preparedness and support for inclusive 
educat�on. These components were analysed further to exam�ne the extent of teachers’ support for each of 
them. 

The analys�s of the two components revealed that the support of teachers for the two aspects of �nclus�ve 
educat�on was almost the same, w�th only about 40 % of teachers �nd�cat�ng that they bel�eved �nclus�ve 
educat�on was �mportant and that there was support for �t from d�fferent stakeholders, �nclud�ng school 
pol�cy makers, school adm�n�strat�on and students (see F�gure 6). 
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Figure	6:		 %age	of	teachers	agreeing	and	disagreeing	with	the	statements	that:	there	is	support	for	inclusive	education	and	inclusive	education	is	important.

Note:		 SA	=	Strongly	Agree

	 A	=	Agree

2.4 sTuDEnTs’ ATTiTuDEs ToWArDs CHilDrEn WiTH DisABiliTiEs 
2.4.1 Introduct�on

The att�tudes of regular students towards the�r peers w�th d�sab�l�t�es are a cruc�al factor �n determ�n�ng the�r 
read�ness to accept and welcome the�r peers to learn w�th them �n the ma�nstream classes, and therefore an 
�mportant measure of the students’ support for �nclus�ve educat�on. Thus, one of the �mportant cons�derat�ons 
to be made �n des�gn�ng �nclus�ve educat�on programmes �s to take stock of regular students’ att�tudes 
towards ch�ldren w�th d�sab�l�t�es. 

In th�s research, 1103 students of pr�mary (19.1%) and secondary (80.1%) schools completed a two part 
questionnaire; the first part consisted of demographic characteristics and the second part consisted of 26 
�tems measur�ng the�r att�tudes towards ch�ldren w�th d�sab�l�t�es. 

Of the 1103 students who completed the quest�onna�re, 51 % were male, and 49 % were female. The respondents’ 
mean age was 16.5. Only 24.5 % of respondents reported hav�ng a member w�th d�sab�l�ty �n the�r fam�ly, and 
only 37.2 % of the respondents reported hav�ng a fr�end w�th d�sab�l�ty, wh�le 41.6 % reported hav�ng met a 
person w�th d�sab�l�ty two weeks pr�or to the complet�on of the quest�onna�re. 

2.4.2 V�ews and att�tudes of students towards learn�ng w�th the�r peers w�th d�sab�l�t�es

Append�x 3 summar�ses the att�tude scores of students regard�ng var�ous statements assess�ng the�r att�tudes 
towards study�ng and soc�al�s�ng w�th the�r peers w�th d�sab�l�t�es. Generally, as Append�x 3 shows, students 
expressed strong pos�t�ve att�tudes towards the�r peers w�th d�sab�l�t�es, w�th an average med�an score of 4.2 
show�ng that a major�ty of students agreed w�th statements assess�ng the�r w�ll�ngness to study and soc�al�se 
w�th the�r peers w�th d�sab�l�t�es.

Regard�ng shar�ng soc�al act�v�t�es, for example, 79.7 % of respond�ng students reported that they would be 
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happy hav�ng a fr�end w�th d�sab�l�ty, w�th 54.5 % strongly agree�ng and 25.2 % agree�ng w�th the statement: 
“I would be happy to have a d�sabled fr�end”. S�m�larly, 91.3 % of respond�ng students reported that they 
would be pleased �f a peer w�th d�sab�l�ty �nv�ted them to the�r home, w�th 60.5 % strongly agree�ng and 
27.7 % agree�ng w�th the statement that: “ I would be pleased �f a d�sabled ch�ld �nv�tes me to the�r home”. 
Further, 90.5 % of respond�ng students reported that they would l�ke to play w�th the�r peers w�th d�sab�l�t�es, 
w�th 58 % of them strongly agree�ng and 32.5 % agree�ng w�th the statement: “	I	would	 like	 to	play	with	a	
disabled	child	at	their	home”.	

The att�tudes of students towards work�ng w�th the�r peers w�th d�sab�l�t�es on academ�c act�v�t�es were also 
pos�t�ve. For example, 83.3 % of respond�ng students reported that they would not worry s�tt�ng next to a 
peer w�th d�sab�l�ty �n a class, w�th 58.3 % of them strongly agree�ng and 25 % agree�ng w�th the statement 
that “I	would	not	worry	if	a	disabled	child	sat	next	to	me	in	a	class”. Aga�n, 86 % of respond�ng students reported 
that they would be happy do�ng an ass�gnment w�th the�r peers w�th d�sab�l�t�es, w�th 60 % of them strongly 
agree�ng and 26 % agree�ng w�th the statement that “I	would	 feel	 good	 doing	 an	 assignment	with	 a	 disabled	
child”.	

However, a major�ty of respond�ng students thought that ch�ldren w�th d�sab�l�t�es were not as happy and 
able academ�cally as other regular ch�ldren. The major�ty of them also reported feel�ng sorry for the�r peers 
w�th d�sab�l�ty. For example, only 21.6 % of respond�ng ch�ldren thought that ch�ldren w�th d�sab�l�t�es had 
fun �n the�r l�ves as other ch�ldren, w�th only 7.7 % of them strongly agree�ng and 5.8 % agree�ng w�th the 
statement that “disabled	 children	 have	 fun	 as	 other	 children”. S�m�larly, only 42.9 % of respond�ng students 
reported that ch�ldren w�th d�sab�l�t�es were as happy as other ch�ldren, w�th 27.2 % strongly agree�ng and 
15.7 % agree�ng w�th the statement that “d�sabled ch�ldren w�th d�sab�l�t�es are as happy as other ch�ldren”. 

When the 26 items measuring attitudes of students towards children with disabilities were subjected to 
pr�nc�pal component analys�s, three major factors emerged, wh�ch were labelled as follows: “bel�ef that can 
share academic with children with disabilities (CWD), belief that can befriend and live with CWD and CWD 
have ability and are normal”. When these factors were analysed to determine the students attitudes towards 
them, �t emerged that the major�ty of students bel�eved that they could share academ�c work and could 
befr�end and l�ve w�th ch�ldren w�th d�sab�l�t�es. The major�ty of them, however, d�d not bel�eve that ch�ldren 
w�th d�sab�l�t�es were able and normal as other ch�ldren. For example, as F�gures 7 and 8 show, only 7 % of 
respond�ng students reported that ch�ldren w�th d�sab�l�t�es were as able and normal as other ch�ldren.
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Figure	7:	 	%age of students agree�ng and d�sagree�ng that they can share academ�c work, can befr�end and l�ve w�th the�r peers w�th d�sab�l�t�es, and 

that ch�ldren w�th d�sab�l�t�es are as able and normal as other ch�ldren

Figure	8:		 %age of students who strongly agreed and agreed that they can share academ�c work, can befr�end and l�ve w�th the�r peers w�th d�sab�l�t�es, 

and that ch�ldren w�th d�sab�l�t�es are as able and normal as other ch�ldren
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PARt 3

DisCussion, ConCLusions AnD 
ReCommenDAtions
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3.1 DisCussion
Th�s research has exam�ned the challenges and opportun�t�es concern�ng the access�b�l�ty to educat�on for 
ch�ldren w�th d�sab�l�t�es �n Tanzan�an schools. Several �ssues have emerged. F�rst, the research has revealed 
that a very small proport�on of ch�ldren w�th d�sab�l�t�es who are of school age are actually enrolled �n 
schools. For example, Government nat�onal stat�st�cs show that only one % of ch�ldren w�th d�sab�l�t�es of 
school age have access to bas�c educat�on. Furthermore, stat�st�cs gathered �n th�s research show that the 
school enrolment of ch�ldren w�th d�sab�l�t�es �s far below the nat�onal average. Th�s clearly contrad�cts 
government’s efforts to ach�eve the educat�on for all goals and targets. Indeed, �f the school under-enrolment 
of ch�ldren w�th d�sab�l�t�es �s not addressed, the PEDP ach�evements on school enrolment, enrolment and 
the educat�on for all object�ves as a whole may be underm�ned. Effect�vely, the over 80 % success of school 
enrolment that has been ach�eved �n the PEDP �s only relevant to ma�nstream ch�ldren but does not wholly 
apply to ch�ldren w�th d�sab�l�t�es. 

Second, though the Government �s keen �n promot�ng the ph�losophy of �nclus�ve educat�on as the most 
rel�able and appropr�ate strategy to promot�ng the educat�on of ch�ldren w�th d�sab�l�t�es, only a few schools 
�n the country are currently hav�ng �nclus�ve educat�on classes. Indeed, a major�ty of ch�ldren w�th d�sab�l�t�es 
enrolled �n schools attend spec�al schools and/or �ntegrated classes rather than �nclus�ve educat�on classes. 
Several factors seem to be constra�n�ng the �mplementat�on of �nclus�ve educat�on. These �nclude, among 
others, the negat�ve att�tudes of teachers towards �nclus�ve educat�on. In th�s research, for �nstance, less than 
50 % of teachers who took part �n the quest�onna�re study supported �nclus�ve educat�on. However, a close 
scrut�ny of teachers’ v�ews and att�tudes about �nclus�ve educat�on suggests that the�r negat�ve att�tudes are 
ma�nly attr�butable to the feel�ngs of �nadequacy and �ncompetence to handle �nclus�ve educat�on classes. 
Th�s s�tuat�on �s further attr�butable to lack of tra�n�ng among teachers regard�ng teach�ng spec�al needs and 
�nclus�ve educat�on �n general and handl�ng ch�ldren w�th d�sab�l�t�es �n part�cular. Generally speak�ng, under 
the current s�tuat�on, whereby only a few teachers are tra�ned �n spec�al educat�on, �t �s more appropr�ate to 
ma�nta�n spec�al schools or �ntegrated classes than to promote �nclus�ve educat�on, wh�ch would only work 
�f, among other factors, almost all teachers are tra�ned. 

Th�rd, th�s research has revealed that of the ch�ldren w�th d�sab�l�t�es enrolled �n schools, a major�ty of them 
are �n the category of phys�cal �mpa�rment, and only a few of them are �n other categor�es such as mental 
impairment, visual impairment and hearing impairment. It is not clear whether this situation is a reflection 
of the actual s�tuat�on of d�sab�l�t�es �n the soc�ety, suggest�ng that there could be more ch�ldren w�th phys�cal 
impairment in the society than other impairments. However, it is also a possibility that schools find it easier 
handl�ng ch�ldren w�th phys�cal �mpa�rments than others, and therefore are more w�ll�ng to accept the�r 
enrolment. Th�s �s an area that needs further �nvest�gat�on �n future stud�es. 

Fourth, the results of th�s research suggest a number of factors that may be constra�n�ng the access to 
educat�on for ch�ldren w�th d�sab�l�t�es. F�rstly, almost all schools that were v�s�ted �n the research were 
arch�tecturally �naccess�ble to ch�ldren w�th d�sab�l�t�es, espec�ally those �n the categor�es of phys�cal and 
v�sual �mpa�rments. Secondly, a major�ty of teachers and heads of schools who took part �n the research 
d�splayed l�ttle or poor understand�ng of d�sab�l�ty �ssues. Th�s has consequences and �mpl�cat�ons on the 
identification and recognition of children with disabilities and other special needs. It implies that some school 
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children with disabilities may go unidentified and therefore their special needs unmet or normal children 
may be labelled d�sabled, wh�ch could have psycholog�cal consequences and learn�ng �mpl�cat�ons. Coupled 
w�th the negat�ve att�tudes towards �nclus�ve educat�on among teachers, these factors clearly po�nt to the fact 
that schools are generally �ll prepared and �nadequately equ�pped to rece�v�ng and educat�ng ch�ldren w�th 
d�sab�l�t�es. 

Perhaps the b�ggest barr�er, wh�ch sums up all the above �mped�ments to educat�on for ch�ldren w�th 
d�sab�l�t�es, �s the fact not much concerted �nst�tut�onal�sed efforts are be�ng made to break these barr�ers. 
There �s l�ttle ment�on or concern about ch�ldren w�th d�sab�l�t�es �n the PEDP and other educat�onal pol�cy 
documents; ne�ther �s �t �n the statutes of most non governmental organ�sat�ons concerned w�th educat�on �n 
Tanzan�a. 

3.2 ConClusions
While the government efforts in improving the access to and the quality of basic education are generally 
�mpress�ve and commendable, the s�tuat�on �s qu�te gloomy when such efforts are exam�ned w�th respect to 
the educat�on of ch�ldren w�th d�sab�l�t�es. The results of th�s research have revealed that the current efforts 
to �mprove the del�very of bas�c educat�on have not taken account of the spec�al needs of ch�ldren w�th 
d�sab�l�t�es. Consequently, ch�ldren w�th d�sab�l�t�es have not enjoyed the ach�evements of the PEDP and 
other ongo�ng educat�onal reforms �n the country. 

Th�s research has uncovered several factors that constra�n the prov�s�on of qual�ty educat�on to ch�ldren w�th 
disabilities in the Tanzanian schools. These include first, the attitudinal and physical barriers to education, in 
wh�ch the school teach�ng and learn�ng �nfrastructure �s generally �naccess�ble to ch�ldren w�th d�sab�l�t�es. 
Second, teachers are generally �ll prepared to teach�ng students w�th d�sab�l�t�es. Th�rd, the major�ty of heads 
of schools and teachers �n the ma�nstream schools have l�ttle understand�ng of d�sab�l�ty �ssues. Th�s has 
had consequences and implications on the identification and recognition of special needs for children with 
d�sab�l�t�es �n schools. Fourth, not many parents of ch�ldren w�th d�sab�l�t�es have been w�ll�ng to send the�r 
ch�ldren to schools for enrolment. As a result many ch�ldren w�th d�sab�l�t�es who are of school age are not 
identified and therefore not enrolled in schools. Fifth, coupled with the parents’ unwillingness to enrol their 
ch�ldren �n schools, there �s also the problem of �nsens�t�v�ty of the d�sab�l�ty �ssues �n the soc�ety; the soc�ety 
�s yet to apprec�ate and recogn�se the �mportance of educat�ng ch�ldren w�th d�sab�l�t�es alongs�de other 
ch�ldren so that they can also acqu�re necessary sk�lls to be able to lead fully and �ndependent l�fe. 

3.3 rECommEnDATions
Two major �ssues have emerged from th�s research that requ�re attent�on by a way of pol�cy act�ons and 
further research. Firstly, the research has identified attitudinal and infrastructural barriers to the access to 
educat�on for ch�ldren w�th d�sab�l�t�es, wh�ch need to be broken �f we are to change the pl�ght of these 
ch�ldren’s educat�on. Secondly, the research has revealed a gap �n knowledge about the teach�ng and learn�ng 
env�ronment for ch�ldren w�th d�sab�l�t�es. There �s part�cularly a lack of nat�onal data on the access to 
educat�on for ch�ldren w�th d�sab�l�t�es, wh�ch calls for the need to conduct a large-scale research that would 
pa�nt a comprehens�ve p�cture of the pl�ght of educat�on for ch�ldren w�th d�sab�l�t�es �n the country. 
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In the v�ew of the above observat�ons, the follow�ng recommendat�ons for pol�cy and further research are 
made. 

3.3.1 For policy action
 • Many teachers who took part �n th�s research expressed feel�ngs of �nadequacy and �ncompetence �n 

teach�ng and address�ng the needs of ch�ldren w�th d�sab�l�t�es, wh�ch are largely attr�butable to the 
lack of training in the fields of special needs and inclusive education. Indeed, a very small proportion 
of teachers in a very few schools have been trained in these fields. There is therefore a great need to 
dev�se short and long term strateg�es a�med at equ�pp�ng teachers w�th the knowledge and sk�lls 
requ�red �n teach�ng spec�al needs and �nclus�ve educat�on. As a short-term strategy, the Government 
and other stakeholders of the educat�on sector could organ�se �n-serv�ce tra�n�ng programmes by a 
way of sem�nars and workshops target�ng teachers �n d�fferent reg�ons and d�str�cts. As a long term 
strategy, however, there �s a need to �ntegrate spec�al needs and �nclus�ve educat�on �n the teachers’ 
tra�n�ng curr�culum so that all teachers are equ�pped w�th the knowledge and sk�lls to teach ch�ldren 
w�th d�sab�l�t�es and other spec�al needs r�ght from the college level. 

 • Almost all schools v�s�ted �n th�s research were found to be arch�tecturally �naccess�ble to ch�ldren 
w�th d�sab�l�t�es, espec�ally to those w�th v�sual and phys�cal �mpa�rments. Th�s �mpl�es that the 
construct�on of school bu�ld�ngs, �nclud�ng those bu�lt under the PEDP, d�d not take �nto cons�derat�on 
the needs and c�rcumstances of ch�ldren w�th d�sab�l�t�es. There �s therefore need, probably �n the 
current the phase the PEDP, to mod�fy the school bu�ld�ngs so as to make them access�ble to ch�ldren 
w�th d�sab�l�t�es. Add�t�onally, there �s a need for the nat�onal legal and pol�cy framework that w�ll 
make �t mandatory for the future construct�on of school bu�ld�ngs to take �nto account the needs of 
ch�ldren w�th d�sab�l�t�es. 

 • Th�s research has observed a w�de spread apathy and a lack of apprec�at�on and recogn�t�on of the 
educat�onal needs for ch�ldren w�th d�sab�l�t�es among key stakeholders of the educat�on sector and 
the publ�c at large. There �s therefore a need for awareness ra�s�ng campa�gns about the pl�ght and 
�mportance of educat�on for ch�ldren w�th d�sab�l�t�es throughout the country. These campa�gns could 
and should raise the profile of educational needs for children with disabilities, making it clear that the 
PEDP targets of ensur�ng all ch�ldren have access to educat�on w�ll not be ach�eved w�thout ensur�ng 
that all ch�ldren w�th d�sab�l�t�es are also enrolled �n schools along w�th other ch�ldren. 

 • Exam�ne the content of the school curr�cular, legal and pol�cy frameworks w�th a v�ew to establ�sh�ng 
the pos�t�on and status of educat�on for ch�ldren w�th d�sab�l�t�es. There �s part�cularly a need to 
establ�sh �f there �s any budget allocat�ons for the spec�al needs of ch�ldren w�th d�sab�l�t�es �n the 
school cap�tat�on grants
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lisT oF APPEnDiCEs
Appendix 1: %age of teachers agreeing and disagreeing about inclusive education statements

% respondents

 Median
Strongly 
Disagree

Disagree Neutral Agree
Strongly 
Agree

Total 
(Strongly 
Agree & 
Agree

1. Inclusion is 
the best way to 
meet children’s 
needs

4 15.5 22.4 9.3 33.6 17.8 51.4

2. Inclusion will 
not cause any 
problem in 
teaching

4 6.9 23.4 9.3 34.6 20.6 55.2

3. I believe 
parents 
support 
inclusion

3 5.0 4.0 28.0 32.0 14.0 46.0

4. The school 
board supports 
inclusion 
efforts

4 5.8 14.6 28.2 36.9 14.6 51.5

5. I believe my 
fellow teachers 
support 
inclusion

4 14.7 18.4 18.4 34.0 17.5 51.5

6. Diversity 
within the 
classroom 
enriches 
learning 
environment

4 10.7 14.6 7.8 42.7 24.3 67.0

7. Leadership 
support is 
necessary

4 5.9 9.8 10.8 47.1 26.5 73.6

8. The ministry 
of  education 
supports 
inclusion

3 7.9 10.9 34.7 29.7 16.8 46.5

9. Inclusion 
causes no 
problem in 
teaching

2 28.8 32.4 5.9 23.5 9.8 33.3
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% respondents

 Median
Strongly 
Disagree

Disagree Neutral Agree
Strongly 
Agree

Total 
(Strongly 
Agree & 
Agree

10. School workers 
support 
inclusion

3 10.9 18.8 23.8 27.7 18.8 46.5

11. Special 
education and 
mainstream 
teachers 
support 
inclusion

3 6.0 20.0 28.0 31.0 15.0 46.0

12. Teachers 
need training 
in inclusive 
education

5 1.0 1.0 0.0 20.6 77.7 98.3

13. Teachers and 
other workers 
are well 
prepared for 
inclusion

2 39.2 37.3 12.7 7.8 2.9 10.7

14. Inclusion of  
students with 
special needs is 
not detrimental

3 22.5 24.5 7.8 30.4 14.7 45.1

15. Non disabled 
students are 
ready to learn 
with disabled 
students

4 3.9 9.7 30.1 36.9 19.4 56.3

16. Inclusion 
doesn’t create 
too much 
additional work

2 19.4 31.1 9.7 32.0 7.8 39.8

17. Parents are 
satisfied with 
inclusive 
education

3 5.9 14.9 42.6 22.8 13.9 36.7

18. Special 
education and 
mainstream 
teachers 
cooperate

3 11.7 25.2 27.2 24.3 11.7 36.0
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% respondents

 Median
Strongly 
Disagree

Disagree Neutral Agree
Strongly 
Agree

Total 
(Strongly 
Agree & 
Agree

19. Head teacher 
facilitates 
inclusive 
education

3 18.4 31.1 25.2 19.4 5.8 25.2

Appendix 2: results of Principal Components Analysis of the 19 items

Importance of  inclusive education School preparedness and support

1. Diversity within the classroom 

enriches learning environment

2. Inclusion is the best way to meet 

children’s needs

3. Inclusion of  students with 

special needs is not detrimental

4. Inclusion will not cause any 

problem in teaching

5. Inclusion causes no problem in 

teaching

6. Inclusion doesn’t create too 

much additional work

7. Head teacher facilitates inclusive education

8. Teachers and other workers are well prepared for inclusion

9. Head teacher of  the school facilitates inclusion

10. Special education and mainstream teachers cooperate

11. Special education and mainstream teachers support 

inclusion

12. I believe parents support inclusion

13. Non disabled students are ready to learn with disabled 

students

14. The school board supports inclusion efforts

15. School workers support inclusion

16. The ministry of  education supports inclusion

17. Leadership support is important

18. I believe my fellow teachers support inclusion
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Appendix 3: %age of responding students Agreeing and Disagreeing with statements about Children 
with Disabilities

% of  respondents

Median
Strongly 
Disagree

Disagree Neutral Agree
Strongly 
Agree

Total 
(Strongly 
Agree & 
Agree

1. I would be happy 
to have a disabled 
friend

5.0 7.8 5.2 7.3 25.2 54.5 79.7

2. I don’t feel sorry 
for disabled 
people

1.0 68.3 24.0 2.2 1.5 4.0 5.5

3. I would be pleased 
if  a disabled child 
invites me to their 
home

5.0 1.9 1.9 5.0 30.7 60.5 91.2

4. I would be happy 
to invite a disabled 
child to my home

5.0 1.7 1.1 2.8 27.7 66.6 94.3

5. I would like 
to play with a 
disabled child at 
their home

5.0 1.6 2.7 5.1 32.5 58.0 90.5

6. I would love to 
invite a disabled 
child to my 
birthday party

5.0 1.5 0.6 3.1 29.3 65.4 94.7

7. I would postpone 
my holiday so as 
to accompany a 
disabled child

4.0 5.8 9.0 20.6 27.2 37.5 64.7

8. I would not 
embarrassed if  
a disabled child 
invited me to their 
birthday party

5.0 14.9 9.0 5.5 15.3 55.3 70.6

9. I would enjoy 
being with 
disabled children

5.0 2.7 1.3 3.6 26.7 65.7 92.4

10. I would like a 
disabled friend 
just like any other 
friend

5.0 10.9 6.6 6.5 16.0 60.0 76.0
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% of  respondents

Median
Strongly 
Disagree

Disagree Neutral Agree
Strongly 
Agree

Total 
(Strongly 
Agree & 
Agree

11. I would not stay 
away from a 
disabled child

5.0 4.9 3.7 3.3 21.3 66.8 88.1

12. I would like 
having a disabled 
child live next to 
my door

5.0 3.6 2.3 5.1 33.2 53.9 87.1

13. I would tell 
my secrets to a 
disabled child

4.0 4.5 4.9 16.3 27.7 46.5 74.2

14. I would not worry 
if  a disabled child 
sat next to me in a 
class

5.0 7.9 3.8 5.1 25.0 58.3 83.3

15. I would feel 
good doing an 
assignment with a 
disabled child

5.0 6.1 3.5 4.4 26.0 60.0 86.0

16. I would stick up 
for a disabled 
child who is teased

5.0 3.0 1.6 1.5 25.6 68.3 93.9

17. I would introduce 
a disabled child to 
my friends

5.0 8.0 6.0 4.9 17.6 63.4 81.0

18. Disabled children 
have fun as other 
children

3.0 25.5 19.7 33.2 10.0 11.6 21.6

19. Disabled children 
feel sorry for 
themselves

2.0 30.7 21.6 34.2 5.8 7.7 13.5

20. Disabled children 
are as happy as 
other children

3.0 15.4 12.6 29.1 15.7 27.2 42.9

21. Disabled children 
do not need a lot 
of  help

1.0 74.2 20.5 2.5 1.3 1.6 2.9

22. Disabled children 
do not need a lot 
of  attention from 
adults

1.0 61.9 24.6 8.1 3.3 2.2 5.5
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% of  respondents

Median
Strongly 
Disagree

Disagree Neutral Agree
Strongly 
Agree

Total 
(Strongly 
Agree & 
Agree

23. I don’t feel sorry 
for disabled 
children

5.0 17.3 12.6 4.1 14.8 51.3 66.1

24. I don’t feel upset 
when I see a 
disabled child

5.0 3.7 3.1 3.7 24.3 65.2 89.5

25. Being near 
someone disabled 
doesn’t scare me

5.0 4.0 3.1 5.9 21.6 65.4 87.0

26. I would know 
what to say to a 
disabled child

5.0 5.2 4.0 14.1 20.7 56.1 76.8


