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1. Introduction
The South African education amendment that asserts the basic right to education merely 

opens the opportunity for all learners to access basic education [1]. This amendment only guar-
antees every learner’s basic learning needs to be met; however, it does not cater for learners with 
learning disabilities. A study indicated that learners in Africa encounter challenges to learn for 
multiple reasons and in the Southern African context; this has resulted in exclusion from educa-
tion [1]. In realization of this gap in the education system, the South African government imple-
mented policies on inclusive education. The framework explains how important it is to include 
all learners in classrooms and attempts to address the various learning needs of learners through 
different amended policies [2]. For example, one policy states the right to include every learner ir-
respective of their learning disabilities. In 2014 the Department of Basic Education also published 
a framework introducing screening, identification, assessment and support (SIAS) to aid and assist 
learners who need learning support in classroom [2]. Although these policies has been amended 
over several years, implementing inclusive education remains to be one of the challenges teachers 
are faced with in classrooms [3].  The South African policy that follows the Salamanca Statement 
and framework for action on special needs education emphases on the awareness and actions to 
combat discrimination in education through advocating for equal education for all [4]. This implies 
that in attempt to challenge the issues of discrimination against learners with special needs in 
mainstream education, inclusive education policies were established.

 In addition, the policy on inclusive education stated in the South African School Act of 1996 
and the [2] made way for the implementation of inclusive education [1]. This implementation does 
not only imply assisting learners in classrooms, but it also means ensuring that learners succeed 
and contribute to the development of the society [5]. This entails that inclusive education is support-
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The object of research: The purpose of this qualitative phenomenological study was to 
explore and describe teachers’ experiences of in-service training on inclusive education. 
While diverse literature has dealt with teachers’ experiences of in-service training pro-
grammes and the conceptualization of inclusive education, the majority of these studies 
show limited focus on in-service training programmes tailored according to identified 
classroom needs. 
Methods: This study adopted a phenomenological research design. The purposive and 
conveniently selected 8 participants enrolled in the BEd Honours (Learning Support) 
distance education programme participated in the study. Furthermore, the study’s data 
collection process involved telephonic semi-structured interviews. The study used a the-
matic data analysis method. 
The main scientific results: The findings in this study indicated that the themes of learn-
ing barriers and inclusive education training. Moreover, the findings indicated that BEd 
Honours is informative and necessary for professional development; however, some par-
ticipants shared concerns about the limited application material in the training programme. 
The area of practical use of the research results: This is for teachers in the in-service 
training. By identifying and uncovering teachers’ needs to implement inclusive educa-
tion, these findings can be used to improve in-service training programmes.
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ing learners in classroom settings irrespective of their disability to ensure academic, occupational 
and social functioning success. In this study inclusive education was explored holistically through 
the lens of teachers’ experiences. Teachers are required to complete a degree or diploma in edu-
cation, which takes three to four years to complete. At the completion of their academic final year 
of study, the assumption is that they are ready for classroom challenges. In addition, the education 
system has pressurized teachers to effectively teach learners whose learning methods widely vary 
through the implementation of inclusive education [1]. Although the South African government 
has published a framework of inclusive education policies, a study argues that these policies are 
extremely complex to implement in classroom settings due to various factors [3]. These factors 
include overcrowded classrooms, and the lack of skill sets and resources. Therefore it is arguable 
that the problem in inclusive education is not a question of policy formation, but difficulties in im-
plementing the policies. For these reasons, teachers require development training programmes that 
are focused on the integration of an inclusive education model in classrooms. 

1. 1. The object of this research
The present study examined teachers’ experiences of in-service training on inclusive edu-

cation in South Africa.

1. 2. Problem description
It is of great prominence that more in-service trainings are introduced for different teaching 

and learning needs. In efforts to expand and extend more training programmes that enhance pro-
fessional developmental skills of teachers, it is also very significant to ensure that the programmes 
provided are addressing teachers’ classroom challenges. Such in-service training programmes 
specific to teaching perspectives or needs can be achieved through careful planning before the 
in-service training is administered [6]. This requires a need analysis that can be achieved through 
an open dialogue between researchers and teachers. The problem most educators’ encounter is 
supporting learners with disabilities without the skills and training that equips them for classroom 
challenges. In circumstances where educators are provided with professional development train-
ings such as in-service programmes, the concern is the effectiveness of the training to aid teachers’ 
classroom needs to implement inclusive education. The implications of this is a gap in classroom 
inclusivity, hence this study is of importance to literature. 

Inclusive education is a complex concept that celebrates diversity [7]. This implies that the 
value of inclusivity is placed on promoting diversity in different learning abilities. A study conducted 
in South Africa argues that there are many learners with learning disabilities in Africa [7]. Similarly, 
a study conducted in Kenya primary school reported that about 95 % of learners experience learning 
disabilities [8]. As a result, many learners are excluded from the curriculum and the education system. 
According to [2], inclusive education is described as learners’ rights to learn and to be supported in a 
classroom environment irrespective of their gender, race, HIV status, culture, language, and disabili-
ty. Inclusive education positions learners at the forefront, where learning challenges are not viewed as 
learners’ disabilities, but instead as an education system that does not cater to all learning needs [3]. 
The value and aim of inclusivity is to ensure that every learner is included in the education system, 
and the focus is moved away from what disabilities learners have. Moreover, [7] describes inclusive 
education according to four principles that can be put into practice: 

a) creating an engaging classroom environment that challenges learners and the curriculum; 
b) embracing diversity irrespective of learners’ strengths and weaknesses; 
c) using reflective strategies and a variety of instructive methods; 
d) expanding external support through collaboration of stakeholders. In this study, the focus 

is centred on learners with learning difficulties being supported in a mainstream education system. 
There are various learning difficulties that learners may experience. For example, [9], de-

scribe learning difficulties as areas of needs (pg, 696). These areas of needs include: communica-
tion and interaction, cognition and learning, behavioral, emotional, and social development, lastly, 
sensory and physical needs [9]. A few decades ago, Special Educational Needs (SEN) were only 
categorized as physiological and psychological causes, however, since then social and environ-
ment factors have been accounted for [7]. Learning barriers discussed in this study encampses of 
cognitive, psychological, sensory, communication and social needs that interfere with academical 
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function. Teachers are the primary caretakers of learning needs in classrooms and this has created 
a gap in professional development for teachers. Some teachers do not have qualifications and train-
ing to implement inclusion [5]. A study conducted in Gauteng, South Africa by [10] indicated that 
most interviewed teachers stressed the need for extensive training in inclusive education to cater for 
diverse leaning needs. This illustrates a profound need to address the gap in professional develop-
ment of educators. In a world that is constantly evolving with various challenges and information, 
teachers are in need of platforms to enhance existing knowledge and develop new skills. This gap 
can be addressed by distance education programmes such as in-service training [8].  

Distance education plays an important role in South African education. The South African 
Government amended policies to expand and implement various in-service training programmes 
in South Africa [11]. However, the major concern in literature is the ineffectiveness of in-ser-
vice training programmes [6]. There are various challenges that exist in establishing in-service 
trainings; such challenges include lack of research-based planning, and lack of careful adminis-
tration [12]. The lack of careful planning in in-service training programmes results in content that 
is unrelated to classroom needs of educators [13]. This gap indicates a profound need to establish 
in-service trainings that are context specific through research-based planning. This study explores 
and describes teachers’ experiences of in-service training on inclusive education. The description 
of teachers’ experiences can provide insight of the challenges teachers experience in implementing 
the content provided in the in-service training. This study can address the gap in literature by ex-
ploring teachers’ needs to cater for inclusive education in classrooms.

1. 3. Theoretical Framework
The Bronfenbrenner’s ecological systems theory was adopted to guide this study. This the-

ory argues that individuals are influenced by a variety of factors that function at different sys-
tems, and in order to understand an individual’s experience, such factors need to be taken into 
account [14]. This framework provides a comprehensive approach to understanding the teachers’ 
experiences of in-service training on inclusive education in a broader context. These systems give 
a broader perspective of an individual and form a network of relationships, which are in continuous 
interaction [15]. The major concern in literature revolves around the lack of in-service training 
specific to teachers’ needs [6]. Bronfenbrenner’s theory explains that schools are at a micro-level of 
the system in education, where the policies of inclusion are practically implemented and if there are 
challenges in implementation, this affect all levels [10]. By incorporating this theory to this study, 
different systems that are in interaction that influence teachers’ experiences of in-service training 
were taken into account in order to gain a broader in-depth understanding of teachers’ experiences 
of in-service training on inclusive education. Teachers do not exist in isolation, and all the systems 
determine whether they will be successful in implementing inclusive education, and this includes 
in-service training programmes specific to their classroom needs effectively planned and imple-
mented in other levels of the system. This theory assisted in understanding teachers’ perspectives 
from a broader lens of all factors that may have contributed to their experiences.

1. 4. Suggested solution to the problem
The implementation of inclusive education require more than policies. Literature on inclu-

sive education indicates that there are several factors that foster the implementation of inclusive 
education in educational settings [8, 9]. Moreover, [4] argue that inclusive education requires a 
culture of diversity promoted through a display of positive attitude towards learning disabilities. 
This highlights the importance and value of teacher attitude towards inclusion. Similarly, [3] argues 
that the success of every educational programme depends on teachers’ attitude towards inclusivity 
in classroom. A study in Tran-Nzoia Kenya showed that some teachers have shown a good attitude 
towards inclusive education by implementing various strategies to promote inclusive education [8]. 
In addition, an average 58.6 % of teachers always apply support strategies in their classrooms, 
which include special attention; extra time to complete a task at hand; and classroom placement 
according to their learning needs [8]. This study has shown how a positive attitude toward learning 
disabilities encourages the implementation of inclusive strategies. Furthermore, teachers who have 
shown positive attitude towards inclusive education have a controlled classroom environment over 
the teachers who show negative attitude towards inclusivity [16]. In addition, a study conducted 
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in Spain argues that teachers’ attitudes are a good predictor of their actions [17]. These studies 
validate the correlation of a positive teacher attitude towards inclusive education and the imple-
mentation of inclusive education. Therefore, it is of prominence to understand attitudes and beliefs 
teachers hold towards inclusion, to fully comprehend implementation of inclusive education.

Learners’ grade progression and academic participation is highly dependent on teacher sup-
port [8]. This makes teachers prominent because they play a crucial role in promoting participation 
and ensuring academic success [3]. This also entails that teachers hold a prominent academic success 
responsibility for all learners. South African inclusive education laws and policies were established 
and amended to encourage teachers to promote inclusiveness in classrooms, for example [2] advo-
cates for inclusive approaches in classroom settings. For this reasons, teachers are the primary agents 
to ensure inclusive education is implemented in classroom settings. Their role includes identifying 
children with disabilities; referring them to professionals for further examination; placing children 
in classrooms according to academic benefits; preparation of teaching aid to assist children with dis-
abilities; and developing a positive attitude towards all learners [3]. This emphasizes the notion that 
teacher’s roles and responsibilities are not limited to teaching school subjects. 

The importance of implementing inclusive education is not only dependent on teachers’ atti-
tudes, but it is also dependent on teachers’ ability to recognize their roles and responsibilities to cater 
for learners with learning difficulties [18]. Inclusion requires teachers to accept their responsibility to 
ensure that children learn and feel a sense of belonging regardless of their disability [3]. This entails that 
teachers’ understanding of their role in inclusive education is essential and critical for the implemen-
tation of inclusive education in classrooms. An online study focusing on the perspective of educators’ 
needs, roles and barriers of supporting children’s mental health was conducted in America [18]. The 
findings indicated that some educators showed acknowledgement and understanding of their roles and 
responsibilities to support learners with mental health problems [18]. This might be the case with some 
educators, however, some educators struggle to understand their roles and responsibilities of supporting 
learners with special needs because they feel incompetent to do so [5] as a result they do not implement 
support strategies. It is very challenging to assume a role that one lacks skills and abilities for.

Despite the fact that some teachers feel incompetent to support learners with learning disabil-
ities, a study shows that some teachers use co-teaching as a method of promoting inclusive learning 
for learners [19]. Furthermore, this involves support methods where educators co-plan for lessons and 
co-teach in the same classroom environment to cater for different learning abilities [9]. This entails 
that teachers share skills-sets in the best interest of supporting learners with learning difficulties. 
The intention is not only to support learners with special needs, but also to enhance the curriculum 
content availability to all [9]. Although most educators reported the effectiveness of this strategy in 
enhancing support for learners’ needs, this also has limitations, which may include lack of resources 
and skills to implement co-teaching [20]. Inclusion should be seen in proximity to teachers’ abilities 
to influence learners academically and socially positivity [21]. Therefore, it is arguable that teachers 
adapting a positive attitude towards learning disabilities, understanding their responsibilities in in-
clusion, and utilizing strategies such co-teaching, may positively influence learners academically. 
Although the implementation of inclusive education is essential to learners’ academic progression, it 
is also challenging to support learners with little or no assistance. Some teachers argue that strategies 
of inclusion are inadequate to ensure academic participation [9]. In addition, [10] argues on the notion 
that teachers are capable of promoting inclusive education with support from parents, communities 
and the government. 

The present study aimed to address the identified gap in literature, which includes intro-
ducing in-service training programmes that are specific to classroom needs; and adequately ad-
dressing challenges experienced by teachers when implementing inclusive education. Therefore, 
it is arguable that this study can contribute to the body of research and knowledge. The study also 
aimed to uncover teachers’ needs to cater for inclusive education in classrooms. This study aimed 
at exploring teachers’ experiences of in-service training on inclusive education.

The Present Study.
The present study examined teachers’ experiences of in-service training on inclusive education.
Research Question.
The research question of the study was stated as follows: what are teachers’ experiences of 

in-service training on inclusive education?
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2. Materials and Methods
2. 1. Research design
This study adopted the interpretative phenomenological research design. This design is 

used to describe individual’s experiences on a specific phenomenon [22]. In addition, phenomeno-
logical design aims to identify human experiences of research participants and understand these 
experiences objectively from the researcher’s own assumptions [22]. This brings a focus on the 
description of research participants’ experiences with the intention to objectively gain a deeper un-
derstanding of the nature of individual experiences. Interpretative phenomenological design aims 
to uncover meaning underlying experiences [23]. Different individuals may experience the same 
phenomenon; however, the meaning drawn from the experience may differ from one individual 
to another. This design illustrates how shared experiences are mutually understood and how they 
can be various meaning drawn from the same experience [24].  This design was utilized in this 
study because it provides an opportunity for a systematic reflection on fundamental components 
of in-service training. 

2. 2. Context of the study
This study regards the University of Pretoria as the context of the study because the sample 

was drawn from this context. The university consists of seven campuses with the Groenkloof cam-
pus being the specific context of the study. Groenkloof campus is a campus specifically for students 
enrolled within the Faculty of Education, and the participants of this study are enrolled at the Unit 
for distance education for BEd Honours (Learner Support) course.

2. 3. Research participants
The sample size in this research comprised 8 teachers who were involved in distance learn-

ing at the selected university. This sample of participants was considered to be appropriate be-
cause it led to data saturation, when information has reached a point of redundancy [25]. To obtain 
the 8 teachers, non-probability method, the purposive sampling was used to select research par-
ticipants. Purposive sampling method reflects the purpose of the study and directs researcher in 
identifying participants that are information – rich to the phenomenon under investigation [26]. 
Moreover, unique purposive sampling is based on the occurrence of a unique phenomenon of in-
terest; this determines the selection criterion of participants [25]. The purposive sampling method 
was suitable for this study since it guided the study to a selection criterion of relevant research 
participants. In addition, the selection of unique participants enabled the researcher to generate rich 
information that addresses the research questions of this study. 

2. 4. Research Tools
This study used semi-structured telephonic interviews. Semi-structured interviews are in-

terviews with guided questions that permit flexibility [25]. They are suitable for the study be-
cause, they allowed the researcher to explore experiences that could not be observed [24], and they 
also allowed the researcher to obtain more rich and detailed information [22]. Contrary to diaries, 
semi-structured interviews are uncomplicated and this was beneficial because fewer participants 
withdrew from the study. Conducting the interviews telephonically eliminated the possibility of 
geographical constrains [25]. Participants of this study are geographically scattered over Pretoria, 
South Africa. Conducting the interviews allowed the participants to participate in the study at the 
convenience of their space. In consideration of the global COVID-19 pandemic, conducting the in-
terviews telephonically was also a health measure to prevent possible exposure to COVID-19 infec-
tion. Telephonic interviews are critiqued for possibly compromising confidentiality [25]. Although 
this is unlikely to occur, it was considered that confidentiality might be compromised through 
internet tools.

2. 5. Trustworthiness of qualitative data
In this study, the trustworthiness of interview data. The credibility of interview data was 

ensured by prolonged engagement, in which, instead of only relying on the guided questions, par-
ticipants were also asked follow- up questions to gain more clarity [27]. In addition, It is critical 
that readers can transfer the findings of the study to their own context [28]. In this regard, transfer-
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ability of interview data was ensured through thick descriptions of data, which was achieved, by 
ensuring that the methodology and the research process is thoroughly described. 

2. 6. Procedure
Permission to conduct this study was obtained from the Department of Education. Thereaf-

ter, to conduct the semi-structured telephonic interviews in this study, teachers enrolled in the BEd 
Honours programme were contacted by the Unit of Distance Education, University of Pretoria. The 
eight teacher participants indicated their interest to participate in the study and were thus issued 
with consent forms, which they signed and handed back to the researcher. In addition, confidenti-
ality during data collection was maintained by ensuring that information obtained is secured, by 
storing data electronically with a protective password. The smart phone used as a recording device 
has a protective password only available to the researcher. Moreover, anonymity was maintained by 
ensuring that participants’ identity details were not written on the transcripts, instead it was coded 
using numbers such as p1, where this refers to “participant 1”. Thereafter, the telephonic interviews 
were conducted, with each lasting between 45 minutes to one hour. The interview transcripts were 
safely stored in readiness for analysis.   

2. 7. Data analysis 
Data analysis is aimed at providing interpretation and contextual description through a back 

and forth movement with data in attempt to build in-depth understanding [29] .The data analysis 
method used for this study is thematic data analysis. Thematic analysis is defined as a systemic 
process of searching for themes from the data set [30]. This entails that the researcher identifies 
common threads from the information provided by participants, and this can be achieved through 
grouping information into themes. Thematic analysis design allows the researcher to collectively 
make sense of data set [31]. Themes depend on whether the researcher captures something prom-
inent to the research purpose and aim [31]. Thematic analysis (TA) is widely used and there is no 
linear way on utilizing it and it allows for thick and rich descriptive information of a phenomenon 
under investigation [29]. This method also allowed the study to fully explore the teachers’ experi-
ences of the BEd Honours (Learning Support) in-depth. 

3. Results and Discussion
This study examined teachers’ experiences of in-service training on inclusive education 

from a South African perspective. The findings of the study indicate that teachers reported two 
common themes of learning barriers and inclusive education training. The themes are discussed 
as follows.

3. 1. Sub-theme 1a: Learning Barriers
The participants in this study indicated that they have encountered learners with learning 

barriers; however, there seems to be a challenge in labelling the learning barriers. This is because 
some teachers do not know the correct diagnosis for the learning barrier. Learning barriers are cog-
nitive, psychological, sensory, communication, and social needs that learners experience interfering 
with academic success [7]. Nonetheless, they seem to agree that learning barriers are a challenge that 
needs to be addressed. The data set shows that most participants have taught learners who experience 
learning difficulties. Participant 1 described various learning difficulties that learners experience in 
her classroom: “Some have Attention-Deficit Hyperactive Disorder, some have Down syndrome and 
some have a slow development” (P1: L75-76). Furthermore, participant 2 described how LDs are not 
only found in mainstream education but also in the context of a special school: “Some of our learners 
already have a disability, either visually impaired or blind. A lot of my children also have Atten-
tion-Deficit Hyperactive Disorder or Attention-Deficit Disorder” (P2: L115-116).

Participant 2 further elaborated on the challenges of teaching learners who are experiencing 
learning barriers alongside physical disabilities:

Obviously, it makes it more difficult because they already have a main disability but they 
also have learning problems. Some of them have dyslexia, and then a lot of them have more mini-
mal learning school problems like fine motor skills (P2: L117-121).
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Even though some participants were aware of some learning barriers, others were not aware 
of the formal terminology and diagnosis for the learning barriers. For instance, participant 3 ex-
pressed that it does not know what the learning problems are called, however, it is aware of the 
signs or symptoms:

Most of the children do not know how to read. When you read for them they understand, but 
when they actually need to read for themselves they can’t pronounce words. When you ask them 
to come speak they can listen and speak to you about the story they have been listening to. Some 
of kids they don’t have confidence, they lack that confidence and also there are learners who only 
recognise only numbers, but not sentences, words and how to use them to form sentences. So I have 
never given the learning problem a name, I could only explain what I have realised so far with the 
learners that am teaching, because am not a doctor. I could say maybe a child has Autism spectrum 
because it includes a lot of things, but it not like that (P3: L90-101).

The data set also shows a common thread on the main challenge contributing to learning 
difficulties. Some teachers brought forth concerns about educational transitions: “All I can say is 
that most of the learners especially those who are transitioning experience learning problems. I am 
teaching grade 4, 5, 6, and 7” (P3: L102-103).

Participant 6 agreed with participant 3’s viewpoint by stating that some children are not 
school ready: “I am in grade one. There are some learners that are not school ready, you know they 
are not ready for school” (P6: L14-15). As vital as it is to take note of school readiness, participant 
8 argued that the areas of difficulty are communication and behaviour:

I have a lot of kids who like... last year I had a child who came from Malawi and this year 
I have a child that came from Nigeria. So they struggle with English a lot; they do not understand 
what I am telling them. A lot of the kids from grade 3, when they come here they cannot read, they 
cannot spell, they can’t sit still only for 10 minutes to do the work. They are very hyperactive, so it 
is difficult (P8: L58-65).

From the interview results above, it is evident that the teacher participants in this study ex-
pressed that some learners experience learning barriers. It is crucial to note that most participants 
in this study teach in mainstream education; therefore, it is arguable that learning barriers exist 
not only in special education but also in mainstream education. A study conducted in primary 
schools in Kenya indicated that 95 % of learners in general education experience LDs [8]. Similar-
ly, [10] also reported that there is about 70 % of children with disabilities in South African schools. 
Although learners with LDs were historically segregated from mainstream education, [32] argue 
that this segregation was criticized for moral concerns. As a result, more scholars advocate for the 
inclusivity of students with disabilities in mainstream education [7, 9, 21].

Participants in this study further expressed that learning barriers may occur in various areas 
of need. This viewpoint is similar to [9] argument that highlights that every learner is unique and 
responds to different learning methods; moreover, learning barriers are broad and unique. The 
following are the areas of need that the participants in this study identified as unique according to 
their classroom context: communication, language, behavioral problems and academic transitions. 
Consistent with the data set, [33] argue that LDs can be characterized according to the following 
general classifications: language barriers; hyperactiveness; limited attention span; motor coordina-
tion problems; social or emotional problems; inadequate spatial organization; auditory challenges; 
and visual perception difficulties. One of the main characteristics that were commonly raised by 
participants was behavioral/emotional issues. According to [18], about 5 % to 9 % of children meet 
the criteria for mental health disorders in schools. 

Moreover, participants in this study highlighted the issue of school readiness. Some partic-
ipants argued that learners are not academically ready for school and as a result; they fail to meet 
academic standards. Some participants associated school readiness with academic transitions. More-
over, [34] contend that learning barriers are highly linked to self-regulation skills that are necessary 
for academic progression. These may include the ability to adapt to new academic requirements or 
a transition from one school to another. For this reason, school readiness may play a significant role 
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in understanding certain learning difficulties. Although participants in this study indicated that they 
have experienced various learning difficulties unique to their classrooms, some indicated challenges 
of labelling learning barriers. This challenge may arguably tie into the issues of conceptualizing LDs. 
For instance, various scholars conflate the term ‘learning disabilities’ with special needs, learning 
barriers, learning impairments and mental disorders [9, 34, 35]. However, the challenge of labelling 
the learning barriers may also show a gap in knowledge, skills and further training. Although [9] 
argues that it is of great importance for teachers to have the ability to identify learning challenges and 
shortcomings of learners in classrooms. This may be easier said than done.

3. 2. Sub-theme 1b: Inclusive education training
The results also reported a common thread in the data set is the need for more IE training. 

Inclusive education training is any form of an in-service training programme aimed at training 
teachers on inclusivity in classroom settings [3]. Participants explained the importance and the 
need for the government to provide IE training programmes. Some participants indicated that the 
benefits of the training would position learners at an advantage. Although some participants be-
lieved that they are already trained for IE, there seems to be a concern for other educators that have 
not yet been trained for IE. In consideration of this viewpoint, participants further argued the need 
for such training to be mandatory for all teaching practices. One participant in the study spoke for 
all professionals by indicating the need for all educators to be trained for IE:

I honestly think it’s vital to let all professionals in education sector to be trained for inclu-
sive education, so that all teachers and all professionals are able to assist all learners, irrespective 
of the barriers that they face (P5: L65-68).

It further indicated a gap in teachers’ knowledge and skills on IE:

I feel teachers are a little bit sceptical, they are not really clued up on the White Paper 6, 
and they not clued up on how inclusion works. So I think there has to be a mass training for teach-
ers (P5: L79-84).

Similar to this viewpoint, another participant indicated the need to make IE compulsory as 
a teaching requirement:

I think it must be a requirement, you know for entry into the education system. If you do not 
know anything about inclusion, actually it is like you don’t know what you are going to do in the 
field. You will just implement everything as it is for every learner in your class (P6: L35-42).

There seems to be a need for more opportunities to be trained for IE; for instance, Partici-
pant 7 argued that the South African government does not provide training for teachers:

We didn’t have the training from the Department of Education to deal with learners who 
experience those problems. We need to be trained and skilled enough to deal with those learners 
to be able to support them and to workshop the parents, to remove the concept that their learners 
have learning difficulties (P7: L76-80).

Participant 7 further highlighted the benefits that come with being trained for IE:

If the departments can train us on how to support those learners, we will accommodate 
them, support and view them as unique, and embrace diversity in the school. This way we will be 
able to create an environment which will accommodate every learner irrespective of their learning 
abilities or physical impairment. I think we need training on this, on how to implement inclusive 
education in our schools (P7: L83-89).

From the qualitative results, it can be argued that teachers reported that with such a sig-
nificant gap in skills and knowledge on inclusive policies and practices, IE training should be 
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compulsory. In addition, some participants further argued that IE training has several benefits 
and the main advantage is creating a better learning environment for all learners. Participants 
in this study showed a general concern for the need for IE training. On the same note, [36] state 
that 7 % of educators in African countries have little knowledge and skills to cater for all learn-
ing needs. Furthermore, [8] argue that educators show inconsistency in implementing inclusive 
strategies due to a significant gap in knowledge and skills. Some participants seemed to concur 
with this viewpoint and the main concern is for teachers that are currently not receiving any 
further training. In addition, [3] argues that there is a profound need for all teachers to be trained 
for IE. Furthermore, the author contends that the lack of knowledge and skills is largely due to a 
lack of training on learning barriers. Arguably, teacher training plays a significant role in teacher 
quality and IE.

The results of the study also showed a common pattern of teachers receiving limited gov-
ernmental training. Some teachers indicated that they did not receive any training from the gov-
ernment excluding the BEd Hons (Learner Support) training. Literature indicates that there are 
very few teacher professional development trainings for specific schooling needs that are imple-
mented [5, 36, 37]. The government plays such a significant role in ensuring teacher readiness and 
teaching quality. For instance, a study in Beaufort District Primary School, South Africa indicated 
that most teachers that participated in the study expressed concerns with regard to support from 
the education government district [5]. Moreover, [37] argue that a trained teacher is an effective 
teacher that takes into account the importance of implementing inclusivity in classroom settings. 
For instance, [38] state that in order to include diverse learning needs, teachers would need to use 
complex and diverse teaching methods. Similarly, [39] assert that professional development not 
only improves teaching quality but also improves the learning outcomes of all learners. Therefore, 
IE training can be viewed not only as a professional development tool but also as a strategy to im-
prove the learning outcomes for all learners. Therefore, IE training is arguably a crucial element in 
creating an inclusive learning environment.

Despite the valuable data collected, this study has three main limitations. The first limita-
tion is the low number of eventual participants due to the COVID-19 pandemic that forced only 
telephonic interviews on the researchers. Secondly, the study could have benefitted from additional 
data gathering methods aligned with this type of study. Lastly, participants were limited to only 
student-teachers. Richer data could have been collected by involving academics, the management 
and administrative staff members of distance education to further enrich the findings. Therefore, 
there are prospects for further research. 

4. Conclusion
The study explored the teachers’ experiences of in-service training on inclusive education. 

The findings indicate that the BEd Honours (Learner Support) training to be very informative. The 
BEd Honours (Learner Support) was described as a good tool that enhances knowledge on inclu-
sive education. The emphasis was on how the training improved classroom teaching practices. Phi-
losophy was one of the modules that were found interesting and insightful. However, the findings 
also reported about the limited application material in the training programme.

The findings imply that by identifying and uncovering teachers’ needs to implement inclu-
sive education, these findings can be used to improve in-service training programmes. The study 
therefore recommends that the Departments of Education should develop continuous training pro-
grams for teachers on inclusive education. This would enhance teachers understanding of inclusive 
practices and techniques which they could use in mainstream schools.

Conflict of interest
The authors declare that there is no conflict of interest in relation to this paper, as well as 

the published research results, including the financial aspects of conducting the research, obtaining 
and using its results, as well as any non-financial personal relationships.

Funding
The study was performed without financial support.



51

Lifelong learning and professional development

Data availability
Data will be made available on reasonable request.

Acknowledgments
We would wish to acknowledge the in-service teachers who participated in this research

References
[1] Dalton, E. M., Mckenzie, J. A., Kahonde, C. (2012). The implementation of inclusive education in South Africa: Reflections 

arising from a workshop for teachers and therapists to introduce Universal Design for Learning. African Journal of Disability, 
1 (1). doi: https://doi.org/10.4102/ajod.v1i1.13

[2] Education White Paper 6: Special Needs Education building on Inclusive Education and Training System (2001). Department 
of Education. Government Printer. Available at: https://www.vvob.org/files/publicaties/rsa_education_white_paper_6.pdf

[3] Tyagi, G. (2016). Role of teacher in inclusive education. Journal of Education and Applied Research, 6 (1), 115–116. Available 
at: http://ijear.org/vol61/TEP2016/34-gunjan-tyagi.pdf

[4] Majoko, T., Phasha, N. (2018). The state of inclusive education in South Africa and the implications for teacher training pro-
grammes. University of South Africa. British Council South Africa.

[5] Adewumi, T. M., Mosito, C. (2019). Experiences of teachers in implementing inclusion of learners with special education 
needs in selected Fort Beaufort District primary schools, South Africa. Cogent Education, 6 (1). doi: https://doi.org/10.1080/ 
2331186x.2019.1703446

[6] Ayvaz-Tuncel, Z., Çobanoğlu, F. (2018). In-service Teacher Training: Problems of the Teachers as Learners. International 
Journal of Instruction, 11 (4), 159–174. doi: https://doi.org/10.12973/iji.2018.11411a

[7] Hornby, G. (2015). Inclusive special education: development of a new theory for the education of children with special educa-
tional needs and disabilities. British Journal of Special Education, 42 (3), 234–256. doi: https://doi.org/10.1111/1467-8578.12101

[8] Garbutt, W. G., Nyabuto, E., Natade, L. J. (2018). Support strategies teachers use to assist learners with learning disabilities 
in public primary schools in Trans-Nzoia Country, Kenya. European Journal of Special Education Research, 3 (4), 33–41. doi: 
https://doi.org/10.5281/zenodo.1408938

[9] Ranjeeta (2018). Teaching strategies for learners with special educational needs. National Journal of Multidisciplinary Re-
search and Development, 3 (1), 696–698. Available at: http://www.nationaljournals.com/archives/2018/vol3/issue1/3-1-235

[10] Mahlo, D. (2017). Teaching Learners With Diverse Needs in the Foundation Phase in Gauteng Province, South Africa. SAGE 
Open, 7 (1). doi: https://doi.org/10.1177/2158244017697162

[11] Policy for the Provision of Distance Education in South Africa Universities in the Context of an Integrated Post-School System 
(2014). Government Gazette No. 37811. Government Printer

[12] Huhtala, A., Vesalainen, M. (2017). Challenges in developing in-service teacher training: Lessons learnt from two projects 
for teachers of Swedish in Finland. Journal of Applied Language Studies, 11 (3), 55–79. doi: https://doi.org/10.17011/apples/
urn.201712104584

[13] Osamwonyi, E. F. (2016). In-service education of teachers: overview, problems and the way forward. Journal of Education and 
Practice, 7 (26), 83–87. Available at: https://eric.ed.gov/?id=EJ1115837

[14] Bronfenbrenner, U. (1979). The ecology of human development: experience by nature and design. Harvard University Press, 330.
[15] Visser, M., Moleko, A.-G. (2012). Community psychology in South Africa. Van Schaik.
[16] Boyle, C., Anderson, J., Allen, K. (2020). The importance of teachers’ attitudes to inclusive education. Inclusive education: 

Global Issues & Controversies, 127–146. doi: https://doi.org/10.1163/9789004431171_008 
[17] Navarro-Mateu, D., Franco-Ochoa, J., Valero-Moreno, S., Prado-Gascó, V. (2020). Attitudes, Sentiments, and Concerns About 

Inclusive Education of Teachers and Teaching Students in Spain. Frontiers in Psychology, 11. doi: https://doi.org/10.3389/
fpsyg.2020.00521

[18] Reinke, W. M., Stormont, M., Herman, K. C., Puri, R., Goel, N. (2011). Supporting children’s mental health in schools: Teacher 
perceptions of needs, roles, and barriers. School Psychology Quarterly, 26 (1), 1–13. doi: https://doi.org/10.1037/a0022714 

[19] Brendle, J. (2017). A study of co-teaching identifying effective implementation strategies. International Journal of Special 
Education, 32 (3), 538–550. Available at: Available at: https://eric.ed.gov/?id=EJ1184155

[20] Chitiyo, J. (2017). Challenges to the use of coteaching by teachers. International Journal of Whole Schooling, 13 (3), 55–66. 
Available at: https://files.eric.ed.gov/fulltext/EJ1163186.pdf

[21] Molbaek, M. (2017). Inclusive teaching strategies – dimensions and agendas. International Journal of Inclusive Education, 
22 (10), 1048–1061. doi: https://doi.org/10.1080/13603116.2017.1414578

[22] Creswell, J. W. (2014). Research design: qualitative, quantitative, and mixed methods approaches. Sage.
[23] Vagle, M. D. (2018). Crafting phenomenological research. Routledge, 198. Available at: https://lccn.loc.gov/2017052827



52

No. 5 (82), 2022ScienceRise  ISSN 2313-8416

[24] Patton, M. Q. (2014). Qualitative research & evaluation methods. Sage. doi: https://doi.org/10.4324/9781315173474 
[25] Merriam, S. B., Tisdell, E. J. (2016). Qualitative research: a guide to design and implementation. Jossey-Bass.
[26] Palinkas, L. A., Horwitz, S. M., Green, C. A., Wisdom, J. P., Duan, N., Hoagwood, K. (2013). Purposeful Sampling for Qual-

itative Data Collection and Analysis in Mixed Method Implementation Research. Administration and Policy in Mental Health 
and Mental Health Services Research, 42 (5), 533–544. doi: https://doi.org/10.1007/s10488-013-0528-y

[27] Korstjens, I., Moser, A. (2017). Series: Practical guidance to qualitative research. Part 4: Trustworthiness and publishing. Eu-
ropean Journal of General Practice, 24 (1), 120–124. doi: https://doi.org/10.1080/13814788.2017.1375092

[28] Tracy, S. J. (2013). Qualitative research methods: collecting, evidence, crafting, analysis, communicating impact. Wiley-Blackwell.
[29] Vaismoradi, M., Snelgrove, S. (2019). Themes in qualitative content analysis and thematic analysis. Forum: Qualitative Social 

Research, 20 (3). doi: https://doi.org/10.17169/fqs-20.3.3376
[30] Willig, C. (2013). Introducing qualitative research in psychology. Open University Press.
[31] Braun, V., Clarke, V. (2013). Successful qualitative research: A practical guide for beginners. Sage, 382.
[32] Mpu, Y., Adu, E. O. (2021). The challenges of inclusive education and its implementation in schools: the South African per-

spective. Perspectives in Education, 39 (2), 225–238. doi: https://doi.org/10.18820/2519593x/pie.v39.i2.16 
[33] Ali, S., Rafi, M. (2016). Learning disabilities: Characteristics and instructional approaches. International Journal of Human-

ities Social Sciences and Education, 3 (4), 111–115. doi: https://doi.org/10.20431/2349-0381.0304013 
[34] Grünke, M., Cavendish, W. (2016). Learning disabilities around the globe. Learning Disabilities: A Contemporary Journal, 

14 (1), 1–8.
[35] Agrawal, J., Barrio, B. L., Kressler, B., Hsiao, Y-J., Shankland, R. K. (2019). Learning Disabilities: A Contemporary Journal, 

17 (1), 95–113. Available at: https://eric.ed.gov/?id=EJ1218057
[36] Popova, A., Evans, D. K., Breeding, M. E., Arancibia, V. (2019). Teacher professional development around the world: the gap 

between evidence and practice. Center for Global Development. doi: https://doi.org/10.1596/1813-9450-8572 
[37] Junejo, M. I., Sarwor, S., & Ahmed, R. R. (2017). Impact of in-service training on performance of teachers: a case of STEV-

TA Karachi region. International Journal of Experiential & Case Studies, 2 (2), 50–60. Available at: https://www.academia.
edu/35793736/Impact_of_In_Service_Training_on_Performance_of_Teachers_A_Case_of_STEVTA_Karachi_Region

[38] Darling-Hammond, L., Hyler, M. E., Gardner, M., Espinoza, D. (2017). Effective teacher professional development. Learning 
Policy Institute. doi: https://doi.org/10.54300/122.311 

[39] Bautisla, A., Ortega-Ruiz, R. (2015). Teacher professional development: international perspectives and approaches. Psycholo-
gy, Society, & Education, 7 (3), 240–251. doi: http://doi.org/10.25115/psye.v7i3.1020 


