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ABSTRACT 

The study explored the implemention of inclusive education in primary schools in the 

uMgungundlovu area, in the province of KwaZulu-Natal, South Africa. Locally and globally, 

the notion of inclusive education has presented various difficulties relating to the understanding 

stakeholders have of inclusive education and also in terms of embracing it and implementing 

it in schools. Stakeholders in South Africa have experienced similar challenges regarding a 

clear and common understanding of inclusive education and ensuring effective 

implementation. Despite various reforms adopted by the South African government, learners 

experiencing barriers to learning have persistently suffered inadequate access to quality 

education and equal learning opportunities. The reviewed literature has highlighted numerous 

challenges that have constrained effective implementation of inclusive education in South 

African schools. The reviewed literature also indicated that some teachers had negative 

attitudes towards inclusive education, and that such attitudes were linked to the lack of clear 

understanding of what inclusive education was about. At the core of this study is the fact that 

very little is known in South Africa about the implementation of inclusive education. Therefore, 

this study sought to unravel how chools implement inclusive education and, in that process, 

contribute to a deeper understanding of this phenomenon.  

The study utilised the Theory of Planned Behaviour as a theoretical framework and inclusive 

pedagogy as a conceptual framework to explore the implementation of inclusive education in 

four study schools. A qualitative approach underpinned by an interpretive research paradigm 

was adopted. Purposive sampling techniques were used to select twenty educators, four 

learners experiencing barriers to learning and four parents of learners experiencing barriers to 

learning to participate in this study. Four techniques were used to produce qualitative data, 

namely, semi-structured interviews, observations, documents’ review, and focus group 

discussions. Semi-structured interviews with educators and learners experiencing barriers to 

learning were utilised to generate data in the four selected primary schools. In addition to semi-

structured interviews, learners were also observed during lessons. Relevant documents kept in 

the schools were also reviewed to augment data generated through interviews. Focus group 

discussions were held with four parents of the learners experiencing barriers to learning. Data 

were analysed employing qualitative content analysis to come up with themes.    

The findings revealed that there was no common understanding amongst the teachers about 

what constituted inclusive education. Most educators understood inclusive education as 

referring to accommodating all learners in the classroom to reach their potential. These 
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educators would help all learners, including those with barriers to learning thus contributing to 

the implementation of inclusive education in their schools. However, the findings also revealed 

that some educators understood inclusive education as referring to a situation where all learners 

received quality education, but those with barriers to learning being accommodated in special 

schools or special classrooms separate from their counterparts. The findings indicated that there 

was a lack of knowledge about inclusive education and such a lack contributed to 

misunderstandings about the essence of inclusive education. In addition, teachers lacked skills 

in dealing with learners experiencing barriers to learning, resulting in inefficient and ineffective 

implementation of inclusive education. It was evident from the findings that the curriculum 

was inflexible and the teachers lacked capacity to customise the content to the needs of all the 

learners, especially those experiencing learning barriers. Therefore, for teachers to implement 

inclusive education, it was necessary that content had to be flexible to meet the educational 

needs of all learners. The findings further revealed that using various teaching methods, such 

as visual objects and demonstrations was helpful in adapting the rigid curriculum and making 

it user friendly for learners experiencing barriers to learning. In addition, the research findings 

revealed that group work and peer learning assisted educators to implement inclusive 

education. Research findings also revealed that implementing inclusive education was hindered 

by various systematic factors, such as lack of parental support, overcrowding in classrooms, 

and socioeconomic challenges.  

I concluded that there is a remarkable knowledge deficit that can be addressed by training, 

including pre-service and ongoing professional development activities for teachers. I can also 

conclude that based on the findings educators require training on inclusive education, 

beginning with teachers currently in the system. The training can then be included in the 

curriculum of pre-service educators so that they can obtain a clear understanding of inclusive 

education and thus develop positive attitudes towards inclusive education. Similarly, school 

management teams require training on their own so that they can be able to provide adequate 

and effective support to the teachers in the classrooms.  

Another recommendation is that educators should be capacitated and developed in inclusive 

education to enhance their confidence in delivering the curriculum and to handle learners 

experiencing barriers to learning. Similarly, it is recommended that there be a collaboration 

between schools, homes, and other stakeholders to assist learners experiencing barriers to 

learning on their education journey, thus effectively implementing inclusive education in 

schools. Finally, a model for the improvement of inclusive education is proposed.   
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CHAPTER ONE 

ORIENTATION TO THE STUDY 

 

1.1 Introduction 

This study is about implementing inclusive education (IE) in primary schools in the 

uMgungundlovu area in the province of KwaZulu-Natal, South Africa. The notion of including 

learners experiencing barriers to learning in mainstream schools has been ignored for a number 

of years (Ntombela, 2022). This problem was not experienced in South Africa only; globally, 

many countries have been grappling with this concept for much longer than has been the case 

in this country. Developed countries such as the United Kingdom, Norway and the United 

States of America, have been engaged in the discussion about inclusive education for many 

decades before South Africa became a democracy. However, as time went on, the debates about 

the benefits of integrating all learners in one learning space grew louder to include South Africa 

(Dreyer, 2017; Walton, 2018). Such debates can be in various conventions such as the United 

Nations Declaration of Human Rights in 1948, as well as the World Declaration of Education 

for All (Suleymanov, 2015). In response to the need for all children to receive education of 

good quality irrespective of the condition of their individual circumstance culminated in the 

adoption of the World Declaration on Education for All (EFA) which was adopted in Thailand 

in 1990. This convention brought the issue of inclusive education to the fore.  

 

After the declaration made in Thailand in 1990, the Salamanca Statement, which highlighted 

the issue of IE for learners experiencing barriers to learning was published (United Nations 

Educational, Scientific and Cultural Organisation [UNESCO], 1994). Following from these 

two declarations, member countries were expected to implement this concept of inclusive 

education, and schools form the centre where implementation has to happen. Therefore, it is 

important for schools to embrace the resolutions and their expectations democratically and 

implement them, hence South Africa was no exception to this requirement and expectation. 

The resolutions of Salamanca Statement brought a new democratic culture worldwide. 

However, not all schools understand what exactly it is that they must do and how they should 

do it (Engelbrecht, Nel, Nel, & Tlale, 2015). The difficulties of implementing IE are even more 

pronounced in developing countries like South Africa, which battles numerous challenges like 

poverty, unemployment, underdevelopment and a host of social ills such as the child-headed 

homes phenomenon (Ngarava, Zhou, Ningi, Chari, & Mdiya, 2022; Mkhatshwa, 2017). 
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Inclusive education has increasingly received attention in many countries around the world as 

they grapple with the requirements to meet the demands of inclusion as espoused in their 

localised policies.  

In South Africa (SA) alone, countless studies have been conducted. However, I will highlight 

only a few here. I have highlighted earlier on that South Africa faces enormous challenges in 

terms of the implementation of IE. Global declarations of IE have forced all countries to 

institute policies that address issues of inclusion in all educational institutions including 

universities. Consequently, it became imperative for Higher Education Institutions (HEI) to 

institute disability statements and policies and to provide support. Therefore, inclusive 

education policies have resulted in an increase in the number of students experiencing barriers 

to learning enrolling at various universities in SA. However, under-representation of students 

experiencing barriers to learning persists (McKinney & Swartz, 2022). Because of these 

imperatives, South African institutions such as schools and higher education institutions have 

attempted to respond to the global conventions by promulgating various polices aimed at 

ensuring that IE is implemented. However, there have been challenges even in that regard, and 

these include the lack of implementation of the Screening, Identification, Assessment and 

Support (SIAS) policy (Ramago & Naicker, 2022). As a strategy to address this problem, a 

qualitative, multiple case study of three schools was conducted among School Management 

Teams (SMTs).  

Drawing from its findings, this study proposed intervention strategies in the form of visionary, 

strategic and social justice leadership that would focus on transforming the social school culture 

that would ultimately provide guidelines for translating SIAS policy into practice.  McKinney 

and Swartz (2022) conducted a study on IE in HEI in South Africa to examine the experiences 

of newly acquired disabilities among university students and how their disabilities impacted 

their completion prospects. The study found that South African universities have had 

tremendous pressure to respond to the universal cries to provide all students with equal 

opportunities. The default position for many universities has been to increase the number of 

students experiencing barriers to learning as they were under-represented (McKinney & 

Swartz, 2022; Ntombela, 2020). However, the latter noted that under-representation has 

persisted despite universities’ policy interventions, but more importantly, that the experiences 

of students experiencing barriers to learning have not been positive either. Walton, Carrington, 

Sagger, Edwards and Kimani (2022) conducted a study in Australia and South Africa to explore 

the notion of community of practice as a conceptual framework for developing IE.  
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The latter study found that there is a serious need to emphasise continuous engagement and 

development as a community of practice (Walton, Carrington, Sagger, Edwards & Kimani, 

2022). Therefore, the study findings proposed that a community of practice concept as 

advanced by Wenger and Wenger-Trayner (2020) can, if adopted, provide a helpful framework 

for implementing IE. This view assumes that IE and its implementation is not an event. In short, 

inclusive education is conceptualised as an ongoing process (Walton et al., 2022). As a result, 

it is important that for IE to be embraced and sustained, teachers should be engaged in 

continuous professional development initiatives focusing on various ways of implementing IE 

(Walton et al., 2022). Scanlon, Radeva, Pitsia, Maguire and Nikolaeva (2022) conducted a 

study in Bulgaria among 922 teachers regarding their attitudes towards IE. The study findings 

showed that teachers’ attitudes can be negative or positive, depending on the training they have 

receive on inclusive education. The results accentuate the importance of continuous 

professional development programmes for teachers so that they are conversant about the IE 

and its implementation. The results consistently indicate that training is critical if people, and 

professionals, must remain positive and implement IE (Scanlon, Radeva, Pitsia, Maguire, & 

Nikolaeva, 2022).  

Within the context of developing countries, Siason, Caspillo and Alieto (2022) conducted a 

study in Philippines among 1 561 pre-service teachers, and it indicated that teachers’ attitudes 

play a critical role in the implementation of IE. In addition, the study acknowledged that IE is 

a human right for children with disabilities, and that teachers must be educated about this 

important topic (Saison, Caspillo & Alieto, 2022). The findings accentuated how critical it is 

for teachers to receive training to prepare them for teaching in inclusive classrooms. Another 

study was conducted in Turkey among pre-service teachers (Tuncay & Kizilaslan, 2022). The 

latter indicated that after teachers have been exposed to IE training, they develop positive 

attitudes towards it. But, more importantly, they also develop confidence to teach inclusive 

classes (Tuncay & Kizilaslan, 2022). In the context of developed or industrialised countries, 

Ismailos, Gallagher, Bennett and Li (2022) conducted in Canada among 1572 pre-service 

teachers to explore their beliefs regarding IE. The latter study showed that after pre-service 

teachers were exposed to IE professional discussions and workshops they embraced the notion 

of learner-centred teaching which acknowledges the role of learners in their own learning and 

development (Ismailos, Gallagher, Bennett & Li, 2022).  

In order to understand a wide spectrum of issues related to the implementation of IE, a 

systematic review of all countries has been done to determine if the needs of learners 

experiencing complex disabilities were being attended to. The results paint a bleak picture in 
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this regard (Byrne, 2022). For instance, this study has found that despite commitments from all 

countries to implement IE, there is still no common understanding about what constitutes IE 

(Byrne, 2022). A study conducted in Spain, has again shown that the issue of working on the 

attitudes of teachers is important as they are the implementers of IE, and it is crucial that they 

have a clear understanding of what is expected of them and that they be provided with essential 

tools and expertise (Rojo-Ramos, Gomez-Paniagua, Barrios-Fernandez, Garcia-Gomez, 

Adsuar, Sáez-Padilla & Muñoz-Bermejo, 2022). These findings are similar to those of a study 

conducted in Bulgaria (Scanlon et al., 2022). A detailed discussion about these issues is given 

in section 1.3 of this chapter. Given the background about the literature on the topic, this study 

discusses the implementation of inclusive education in the selected study schools in order to 

find out if inclusive education is implemented the way it supposed to be implemented since its 

inception. In exploring this phemenon of inclusive education would assist in determing the 

gaps that up todate have not been filled. the chapter is then introduced, highlighting various 

sections that constitute it.  

Followed by a brief discussion of key concepts underpinning the study. This is followed by the 

background to the study, followed by the statement of the problem. Thereafter, the rationale 

and motivation for the study is presented. The research questions and the objectives of the study 

follow.  The purpose of the study and the significance of the study is discussed. Towards the 

end of the chapter presents the delimitation or scope of the study, followed by the outline of 

the study. Lastly, the chapter ends with a conclusion.  

 

1.2 Discussion of key concepts and terms 

This section discusses the key concepts underpinning the study. According to du Plooy-Cilliers, 

Davis and Bezuidenhout (2014), concepts are abstract ideas that are associated with other ideas, 

and they are created through language to make meaning. In the same vein, Marsh (2009) posits 

that critical concepts provide the power to explore a variety of situations and events and make 

significant connections. Therefore, key concepts are used to provide meaningful explanations 

and make connections within the context of discussion, thereby, avoiding misinterpretations. 

The following key concepts are clarified conceptually and how they are applied in this study:  

inclusion, inclusive education, inclusive environment, learners experiencing barriers to 

learning, implementation, mainstream and full-service school.  

Inclusion is used by scholars to refer to the way teachers and schools value equal 

accomplishments, attitudes, and well-being of every young person while providing a relevant 
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and meaningful curriculum (Penney, Jeanes, O'Connor & Alfrey, 2018). Inclusion is also 

defined as embracing all learners, including those with barriers to learning, and this is done by 

recognising and respecting differences between all learners and building on the similarities 

(Schuelka & Engsig, 2022). The United Nations Educational, Scientific and Cultural 

Organisation (UNESCO, 2017) gives a more proactive conception of inclusion by defining it 

as a process that helps overcome barriers limiting learners' presence, participation, and 

achievement. The concept inclusion is central to this study as its focus was on the implemention 

of IE in primary schools. For this study, inclusion was conceptualised to refer to the notion of 

accommodating and embracing all learner diversity in mainstream schools. The application of 

inclusion was consistent with that of UNESCO and goes beyond just accepting learners of 

different abilities but to play an active role in mitigating the barriers they encounter.  

Inclusive education is a process that is intended to respond to students’ diversities by 

increasing their participation in and reducing their exclusionary tendencies from education 

(UNESCO, 2009). This definition considers IE beyond disability issues. It includes issues 

relating to quality teaching, attendance, involvement and achievement of all students, 

especially those who, for different reasons, are excluded or are at risk of being marginalised 

(UNESCO, 2009). Therefore, IE acknowledges all learners' rights, respect, and differences, or 

any form of disability or learning barrier they might have and advocates for support of all 

learners in the schooling system (Department of Education [DoE], 2001). In this regard, Slee 

(2019) asserts that IE is a process of increasing student participation in schools, including those 

with barriers to learning. Implied here is that schools must respond to restructuring cultures, 

school policies, and practices to respond effectively to the range of students’ learning needs. 

Consistent with UNESCO’s (1994) notion of mitigating or overcoming the barriers, this study, 

viewed IE as a means of ensuring that all learners have the right to equal access to educational 

opportunities in any regular school regardless of differences, culture or social background. This 

view has implications for organising an environment that is conducive to effective curriculum 

delivery. I next turn to this concept of an inclusive environment.  

Inclusive environment refers to a learning environment that benefits all students equally 

(Ruggs & Hebl, 2012). In this thesis, I used the terms “learners” and “students” interchangeably 

to refer to school-going learners as defined in the South African Schools Act, No. 84 of 1996 

(SASA) (Republic of South Africa) RSA, 1996). I adopted this approach because the term 

“learner” is used locally, whereas other pieces of literature use the term “student”. According 

to Shevlin, Kearns, Ranaghan, Twomey, Smith and Winter (2009), an inclusive learning 

environment regards and respects all learners, despite gender, ethnicity, ability, socioeconomic 
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background or special educational needs. In the same vein, an inclusive environment must 

focus on catering for all learners' diverse educational needs regardless of race, socioeconomic 

background and gender (Sharma, Armstrong, Merumeru, Simu & Yared, 2018). The later 

further state that the school ethos must align with an inclusive environment and be transformed 

into positive and supportive cultural institutions (Sharma et al., 2018). Additionally, an 

inclusive environment needs to allow learner flexibility, enable them to learn freely and give 

freedom for learners to interact with each other as part of the learning process (Sharma et al., 

2018). For this to occur, it is important that an inclusive environment supports IE, reduces 

unnecessary exclusionary barriers and increases learners' presence, participation, as well as 

achievement (Ackah-Jnr & Danso, 2019). All the views expressed above formed the core of 

the application of this concept in this study. After discussing inclusive environment, I now 

discuss learners experiencing barriers to learning. 

Learners experiencing barriers to learning refers to those who experience various obstacles 

in their lives such as learning difficulties, psychological challenges and emotional difficulties 

(Tlale & Romm, 2018). In the same vein, Kasongole and Muzata (2020) refer to learners 

experiencing barriers to learning as those who cannot meet their educational needs like their 

age peers due to difficulties they encounter in pronouncing when reading, eloquently writing 

and solving simple arithmetic problems. Tlale and Romm (2018) further state that learners 

experiencing barriers to learning are often left behind when teaching and learning is conducted 

for them to acquire skills and knowledge. According to Mckenzie (2020), the term learners 

experiencing barriers to learning refers to learners who are prevented by the education system 

from accessing educational provision leading to their learning breakdown. This is an important 

and different conception of learners experiencing barriers to learning in the sense that it brings 

environmental factors that are located outside the learners to the fore. Here we see the education 

system forming an integral part of the conception of learners experiencing barriers to learning. 

This conceptualisation finds resonance with the inclusive environment concept as espoused by 

scholars like Ackah-Jnr and Danso (2019), Ruggs and Hebl (2012), as well as Sharma et al. 

(2018). This concept was used in this study in a manner that is consistent with what the scholars 

have expressed above. In short, it was used in its comprehensive form to include both the 

learners’ personal barriers and those in the education system’s inability to respond to the 

learners’ needs.     

Mainstream school refers to the schools that cater for learners, usually without learning 

barriers. However, these schools have increasingly been expected to include and integrate 
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learners experiencing barriers to learning into a regular classroom routine (DoE, 2001). Swart 

and Oswald (2008) describe a mainstream school as an institution that offers a means of 

building a more just society and an equitable education system. Yssel, Engelbrecht, Oswald, 

Eloff and Swart (2007) regard mainstream school as one where every learner can learn and 

belong. Makoelle (2012) refers to mainstream school as a school that allows learners to fit into 

a particular education system or integrates learners into the existing education system and 

provides support to fit into the regular classroom. In the same vein, Engelbrecht, Nel, Nel, and 

Tlale (2015) suggest that mainstream schools have received attention in South Africa when the 

government introduced a Constitution that promised to undo social injustice and provide 

quality educational opportunities to all learners. In the context of this study, mainstream 

schools refer to conventional primary schools in the uMgungundlovu District in the province 

of KwaZulu-Natal that offers education for all learners. 

Implementation refers to putting an idea or a programme into practice (Fullan, 2007). This 

scholar further suggests that implementation entails using new materials, engaging in new 

behaviours and practices and incorporating new beliefs (Fullan, 2007). In addition, Coburn, 

Hill, and Spillane (2016) describe implementation as an organisation's activities to ensure that 

policy decisions are put to practice. In the context of this study, implementation refers to the 

process of putting IE to practice in a manner that is responsive to the learners’ individual 

learning barriers, and that is consistent with the principles enshrined in the relevant 

conventions.  

 

1.3 Background to the study 

In the introduction to this chapter, the scale of Inclusive Education (IE) has indicated fact that 

this phenomenon affected every country in the world. In fact, the debates about IE took place 

in developed countries such as the United Kingdom, Norway and the United States of America, 

before it got the attention of developing countries like South Africa and others. The origin of 

IE (Inclusive Education) dates to The Universal Declaration of Human Rights (1948), which 

emphasised that everyone has the right to education (Becker, de Wet & Vollenhoven, 2015). 

The root of IE lies in mainstream schooling, integration, and normalisation initiated in the 

United Kingdom, the United States of America and the Scandinavian countries (Suleymanov, 

2015). The scholar further states that in 1990 The World Declaration on Education for All 

(EFA) adopted in Jomtien, Thailand (1990) came with general principles of IE. These 

principles were to provide universal access to schools for everybody and promote equity, 
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predicting barriers in access to education and identifying resources needed to eliminate these 

barriers, increase the opportunities and capacity of education to meet the needs and interests of 

all learners to implement the goals of EFA.  

In 1993 Standard Rules on the Equalisation of Opportunities for Persons with Disabilities 

emerged to highlight children's rights with special emphasis on education. These declarations 

inspired special needs education, which was the step towards IE (Hoskin, Boyle & Anderson, 

2015). In the same vein, Boyle and Sharma (2015) assert that IE grew out of a particular 

education arena and was initially concerned with students experiencing barriers to learning; 

however, it is now understood to encompass education delivery to all students. In 1994, the 

World Conference on Special Needs Education: Access and Quality held in Salamanca, Spain, 

gave a stimulus for IE and recognition to the human rights of persons with disabilities. The 

conference aimed to develop strategies to include learners with special educational needs in 

mainstream education by responding to learners’ individual needs. According to the Salamanca 

Statement, as required by United Nations Declarations, inclusion is the process of integrating 

children with special needs to receive appropriate education despite different social 

backgrounds or cultural origins (UNESCO, 1994). Hooijer, Van der Merwe and Fourie (2021) 

espoused that implementing IE should be the principle of including learners during the teaching 

and learning process, irrespective of disability, socioeconomic background or cultural origin 

with the needs of all learners being met through the same curriculum.  

Concurring with the premise of inclusion, Muthukrishna and Engelbrecht (2018) assert that 

inclusive schools should demonstrate welcoming practices to all learners, nurturing and 

respecting learners regardless of their race, gender, intellectual disabilities, or physical and 

emotional or HIV/AIDS status. Following the same line of thought from the literature 

mentioned above, implementing IE means all learners in the school setting should feel part of 

the school community regardless of their disabilities or academic strengths or weaknesses. 

Therefore, all schools should respond to all learners' diverse needs, ensuring quality education 

for all. Yu, Su and Liu (2011) suggest that IE is an approach that can empower all students to 

participate and understand each other’s differences and diversity. Therefore, the Salamanca 

Statement called upon all countries to prioritise IE policies and its practices by recognising that 

children with special needs should be educated within a mainstream education system 

(UNESCO, 1994). In addition, the environment where children must be educated should be 

inclusive and free from any barriers to allow all learners to learn. Mwendalubi, Mandyata, 

Bwala and Chukulimba (2020) suggest that a school environment that resembles inclusivity 

must be stimulating to learners and free from any unwelcome behaviours.  
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Therefore, IE provides education to all learners without discrimination and allows them to 

participate in a joint learning environment. The UNESCO Salamanca Statement (1994) came 

up with the following founding principles to unify and improve the education system: 

i. Every child has a fundamental right to education. 

ii. Every child has unique characteristics, interests, abilities and learning needs. 

iii. Education services should consider these diverse characteristics and needs. 

iv. Those with special educational needs must have access to regular schools. 

v. Regular schools with an inclusive ethos are the most effective way to combat 

discriminatory attitudes, create welcoming and inclusive communities and achieve 

education for all. 

vi. Such schools provide adequate education to the majority of children, improve 

efficiency and cost-effectiveness. 

vii. Give the highest priority to making education systems inclusive. 

viii. Adopt the principle of IE as a matter of law or policy. 

ix. Develop demonstration projects. 

x. Encourage exchanges with countries that have experience of inclusion. 

xi. Set up ways to plan, monitor and evaluate the educational provision for children and 

adults. 

xii. Encourage and make accessible the participation of parents and organisations of 

disabled people. 

xiii. Invest in early identification and intervention strategies. 

xiv. Invest in the vocational aspects of IE. 

xv. Make sure there are adequate teacher education programmes (UNESCO, 1994, p.4). 

Florian (2019) summarises the achievement of the Salamanca Conference three-fold, namely, 

that it challenged the idea that some children do not belong in mainstream schools; it called 

into question the structures of schooling that rely on different forms of provision for different 

children, and it introduced the idea of IE to the broader communities.  

 

After the Salamanca Statement and Framework for Action on Special Needs Education (1994), 

the World Education Forum met in 2000 at Dakar to affirm the rights of children with special 

needs to education (UNESCO, 2000). The forum's goal was to provide every child with primary 

school education by 2015 (Dreyer, 2017). This commitment was grounded in human rights 

perspectives in understanding that education is an essential tool for an individual’s 
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development. However, Cheung, Wu and Hui (2015) found that teachers and students hold 

negative attitudes and views about inclusion. The study cited that teachers’ negative attitudes 

were based on their lack of teaching experience, thus hindering their teaching. They cannot 

lower their pace to implement IE in classrooms. Teachers in the study mentioned the lack of 

support they receive from the principals and fellow teachers in the school as another concern 

for them failing to implement IE. They are held solely responsible for the performance of 

students without looking at the physical environment in which they work, such as large classes 

(Cheung, Wu & Hui, 2015). To solidify the background of this study on IE, the following 

paragraphs present studies from international, national and local contexts. 

 

1.3.1 Inclusive education: Perspectives from India 

India was a signatory to the Salamanca Statement. In 1974, the Integrated Education for 

Disabled Children was introduced to provide equal opportunities to children with disabilities 

in general schools. The Persons with Disabilities Act of 1995 ushered in a new era for the 

education of students experiencing barriers to learning in India. This law enacted full inclusion 

and participation of students experiencing barriers to learning in regular schools. The law 

guaranteed non-discrimination and removal of barriers both physical and psychological to 

facilitate the inclusion of all students into regular schools. It urged policymakers, educators, 

parents and other service providers to consider the premise of special education not viewed in 

the context of separate education but as an integral part of regular education (Singh, 2016). 

One can deduce that the policy aimed to include all students experiencing barriers to learning 

in the regular schooling system. In 2009, the Right of Children to Free and Compulsory 

Education Act was put to law to guarantee free and compulsory education to all children 

between the ages of six and fourteen underpinning three essential aspects: access, enrolment, 

and enrolment retention of all children ─ this policy aimed at promoting IE in India. 

 

In 2005, the Indian Ministry of Human Resource Development drafted the Action Plan for 

Inclusion in Education of Children and Youth with Disabilities to allow all children with 

disabilities to access mainstream education. The action plan aimed at making all schools in 

India disabled-friendly by 2020 (Singh, 2016). Tiwari, Das and Sharma (2015) assert that these 

policy initiatives and legislation have only brought about a symbolic change; in reality, teachers 

tend to accept government policies only at a symbolic level due to the bureaucratic command. 

Their compliance with the policy does not necessarily translate into practice. The scholars 

linked the non-compliance of teachers with the failure to bring students experiencing barriers 
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to learning on par with the curriculum's requirements, resulting in them being frustrated in the 

processes of teaching and learning. In addition, Singh (2016) opines that although there are 

many attempts by the government of India to create inclusive policies, their implementation 

efforts have not resulted in an IE system because the majority of schools are poorly designed, 

and few are equipped to meet the needs of students experiencing barriers to learning. At the 

national level, about 94% of students experiencing barriers to learning, including students in 

rural areas and girls with learning barriers have received no education services (Singal, 2019).  

 

1.3.2 Inclusive education: Perspectives from Ghana 

In 1994, Ghana participated in the Salamanca Conference in Spain. Since Ghana received its 

independence, the government acknowledged education as a fundamental human right for all 

its citizens. In 1961, the Education Act of 1961 was introduced to increase enrolment of 

students as far as the basic level of education was concerned (Agbenyega, 2006). The Act 

mandated all persons, including children with barriers to learning to be accommodated in an 

education setting. In 1990, Ghana recognised the value of IE and began its implementation as 

a pilot in a few districts (Kuyini, Yeboah, Das, Alhassan & Mangope, 2016). Attempts were 

made to collaborate with non-governmental organisations to develop community-based 

rehabilitation programmes to improve educational opportunities for children with disabilities 

(Kuyini, Desai, & Sharma, 2020). In 1996, the Free Compulsory Universal Basic Education 

Programme emerged from the 1992 Constitution, was enacted, and came with a policy 

framework that aimed at increasing the educational access of all children (Ghana Education 

Services, 2003).    

The policy envisaged three things: improving quality teaching and learning, improving 

management efficiency, and increasing access and participation (Ghana Education Services, 

2003). Following the above policy, the government of Ghana released the National Disability 

Policy Document in 2000. It passed the National Disability Act of 2006 and The Ministry of 

Education Strategic Plan (2003─2015), which provided solid legislative and policy foundations 

for the success of IE (Kuyini et al., 2016). The latter state that the plan's aim (2003─2015) 

envisions achieving an IE system by 2015 through a Special Education Needs Policy 

Framework that would address the issues of educational segregation and inequality to the 

education of students experiencing barriers to learning.In 2004, the Special Education division 

developed a policy framework that aimed to contribute to the vision of progressive expansion 

of IE and to work towards equal educational opportunities, namely: access, participation and 
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quality for all students with special needs (Ghana Education Services, 2003; Kuyini et al., 

2016).  

Despite all the policies enacted, Ghana failed to introduce the policy in all public schools by 

2015, a target set for all schools to implement IE and accept students experiencing barriers to 

learning (Opoku, Mprah, Badu, Mckenzie & Agbenyega, 2017). The failure of Ghana to meet 

her target is linked to insufficient training, limited resources and lack of collaboration between 

teachers and parents, which is essential in facilitating teaching and learning in the classroom 

(Vanderpuye, Obosu & Nishimuko, 2020).  

1.3.3 The Democratic South Africa and Inclusive Education 

Since the end of apartheid in 1994 human rights and equity are cenral in the lives of South 

African. Within the South African context IE, is understood according to the principles of the 

Constitution in this regard, IE is based on social justice, accommodation of diversity, 

eradication of exclusion in the school settings (Donohue & Bornman, 2014; Mahlo, 2017; 

Mfuthwana & Dreyer, 2018; Mphahlele, 2020). However, in the same vein some South 

Africans understanding of IE appears to be aligned in a medical-deficit model (Walton & 

Engelbrecht, 2022). The work reported in this thesis took place in South Africa against the 

backdrop of widely reported under-performance of the education system despite it having been 

integrated after the country democratised after the 1994 national elections. For instance, while 

there is now one national education system, the legacy of the past clearly shows that, at the 

very least, there are two education systems within one system (Chikoko, Naicker & Mthiyane, 

2015). These scholars further elaborate on this, saying that on one hand, there is a system that 

performs well and is comparable to any in the world. By this they are referring to the previously 

advantaged schools which were well-resourced and in which only white learners received their 

education.  

On the other hand, there is another category of schools that is described as largely dysfunctional 

(Chikoko et al., 2015). These were previously disadvantaged and under-resourced schools in 

which only black African learners received their education. Such disparities became even more 

pronounced when COVID-19 broke out in March 2020. When the government’s COVID-19 

regulations were promulgated, only the previously advantaged schools were able to comply 

with the regulations (Black, Spreen & Vally, 2020; Dube, 2020; Toyana, 2021). While 

Chikoko, Naicker and Mthiyane (2015) describe the South African education system as 

comprising two worlds, Spaull, (2013) questions the quality of education that is provided by 
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the education system and characterises it as poor. The country had to respond to global demands 

for inclusivity while it also faced innumerable challenges, including poverty, which Von Fintel 

(2017) describes as involving 51% of the children, the lack of resources and infrastructure 

(Khuzwayo, 2018), the prevalence of the child-headed home phenomenon and the lack of 

parental involvement (Bhengu, 2007; Bhengu, 2013; Myende & Nhlumayo, 2020; Nelson 

Mandela Foundation, 2005). South Africa had too many pressing issues to attend to including 

the implementation of IE in the midst of all the other challenges.  

Before 1994, the South African education system had eight education departments that 

followed different curricula and offered different learning quality standards to learners. When 

the national unity government took power in 1994, the education system was restructuring, 

splitting responsibilities between nine newly formed provincial education departments and a 

single national education department. The education system reform was set about by first 

removing all racial offensives and outdated content and then introducing a uniform education 

system (Naidoo, 1996; Pampallis, 1998). As a member of the global world, South Africa took 

a keen interest in what was happening globally and actively participated. The promulgation of 

White Paper 6 is but one example of the country’s commitment to issues of inclusion and active 

participation in international conventions on human rights. The Constitution of the Republic of 

South Africa of 1996 led to a document that spells out the guiding principles for a changing 

democratic society in South Africa. The Constitution emphasises ways of overcoming the 

inequalities and injustice of the past to create an equitable and just society for everyone 

grounded in the values of human dignity, the advancement of human rights, freedom and the 

achievement of equality (Department of Education, 1997; Constitution of South Africa, 1996a; 

South African Schools Act, 1996).  

Engelbrecht, Nel, Smit and Deventer (2016) suggest that the influence of the Constitution of 

the Republic of South Africa of 1996a and other legislative frameworks directly focused on the 

policy of IE in South Africa. However, Engelbrecht, Savolainen, Nel, Koskela and Okkolin 

(2017) point out that South Africa has made progress quantitatively by increasing pre-primary, 

primary and secondary school enrolments. Still, qualitative analysis of general education 

indicates evident inequalities in gender, class, and geography, which preclude all participation 

and quality education.  Like other countries who were part of the Salamanca Conference, South 

Africa committed to promoting education and the rights of people with disabilities. In 1996, 

the Ministry of Education in South Africa appointed the National Commission on Special 

Education and Training and the National Commission for Education to investigate and make a 
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recommendation regarding all aspects of special needs and support in education and training 

in South Africa; also, to develop an education system that will become more responsive to the 

diverse needs of all learners. In its reports, the commission and committee pointed out that the 

approach to special needs education and learners experiencing disabilities in the past had failed 

to describe the nature of learning needs regarded as special (Engelbrecht et al., 2015).  

Ntombela (2011) mentions that when South Africa introduced policies to redress the 

imbalances wrought by the past apartheid government, the new policies tended to evoke mixed 

feelings; excitement among those who advocated for change, uncertainty and even stress by 

those who were expected to implement them. To implement an IE system an integrated 

education system with a flexible curriculum and support system needed to be established 

through the Education White Paper 6 (DoE, 2001; Donohue & Bornman, 2014). IE aims to 

allow learners experiencing barriers to learning to be taught in mainstream schooling to 

experience everyday school life and to challenge the exclusion practices in the schooling 

system (Engelbrecht & Muthukrishna, 2019). IE pushed for the agenda of education for all 

learners to be offered opportunities to learn and be valued, and their learning barriers to be 

recognised (Kilinc, Farrand, Chapman, Kelley, Millinger & Adams, 2017). According to Nel, 

Tlale, Engelbrecht and Nel (2016), IE was not regarded as an alternative option for the 

education of learners in South Africa but rather to allow all learners the right to equal access to 

all schools that could meet all their needs. Therefore, IE acknowledged the importance of 

providing educational support to schools, learners, teachers and parents; however, the literature 

notes there is a lack of connection and clarity between the Education White Paper 6 and the 

implementation in schools (Geldenhuys & Wevers, 2013; Donohue & Bornman, 2014).  

Walton (2018) argues that learners experiencing barriers to learning are still experiencing 

educational exclusion as they are still marginalised in mainstream schools. Dreyer (2017) 

opines that learners experiencing barriers to learning in South African schools enjoy little 

academic support because of negative attitudes of teachers towards teaching these learners; 

hence learners are dumped into mainstream schools as a money-saving strategy.    The origins 

of IE in South Africa cannot be separated from historical injustice. Hence, to address social 

injustice in the education sector, a consultative process resulted in Education White Paper 6: 

Special Needs Education, Building an Inclusive Education and Training System. This white 

paper aimed at addressing the apartheid arrangement of special education as one of racial 

inequity, limited educational access and segregation of learners experiencing barriers to 

learning (Department of Education DoE, 2001). It was suggested that White Paper 6 attempted 

to shift the focus from the medical model of disability toward an environment focused on 
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barriers to learning and development, but in some schools, learners experiencing barriers to 

learning are still subjected to treatment in line with the medical model (Mckinney & Swart, 

2016; Mckenzie, 2020).  

White Paper 6 embraces diversity instead of disability and understands that diversity 

encompasses a range of different learning needs caused by socioeconomic and language 

barriers (Nel, Tlale, Engelbrecht, & Nel, 2016). White Paper 6 was based on transforming the 

education system and catering to learners experiencing barriers to learning. However, Walton 

(2018) argues that the failure of IE is that it is still linked to colonialist power whereby most 

learners experiencing barriers to learning are experiencing oppression, marginalisation and 

exclusion from the schooling system characterised by colonialism. Donohue and Bornman 

(2014) opine that IE came to build an integrated education system for all learners by using a 

flexible and appropriate curriculum for learners experiencing barriers to learning. However, 

Donohue and Bornman (2014) further suggest that as much as White Paper 6 came as a strategy 

to transform the education system and assist learners experiencing barriers to learning, its 

ambiguity hinders inclusive practice in the classroom.  

Donohue and Bornman (2014) found that knowledge in terms of theory (understanding the 

concept) and practice (classroom practice) was lacking from both teachers and principals, 

making it challenging to implement IE. Similarly, Lebopa (2017) conducted a study in 

Mafikeng, South Africa, revealed that participants knew about IE and its implementation. Still, 

they believed that the government haphazardly implemented IE policy without proper 

structures or necessary planning and knowledge. Such is confirmed by Hoosen (2016) who 

conducted a study conducted in the uMgungundlovu District and found that teachers could not 

implement IE in their schools as they opted to refer learners experiencing barriers to learning 

to special schools. It is clear from the literature that if such a policy on IE adopted in 1994 is 

not well disseminated, there will be challenges. Hence, the need to investigate how South 

African schools implement inclusive education. 

 

1.4 Statement of the problem 

Through introducing White Paper 6, the South African government committed itself to 

providing education that will meet the needs of all learners. However, from the literature, many 

schools still struggle to provide education that will meet the different barrier ranges and 

respond to learner diversity (Engelbrecht & Savolainen, 2018; Walton & Rusznyak, 2017). 

This indicates that despite White Paper 6 promoting the implementation of IE in South African 
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schools, there is a challenge. For example, South African scholars argue that despite the good 

intentions of IE, its classroom instructional practices have not translated into reality (Donohue 

& Bornman, 2014). The literature highlights the challenges caused by a misalignment between 

the principles of IE as outlined in White Paper 6 and the national curriculum, which results in 

contestations and confusion in the education system (Engelbrecht et al., 2015). The national 

curriculum shows the need to integrate the principles of IE in the paper, which state that the 

curriculum should be flexible during teaching and learning. However, the national curriculum 

(Curriculum and Statement Policy Statements) (DBE, 2011) does not support the flexible 

curriculum and pace of teaching as outlined in White Paper 6 (Adewumi & Mosito, 2019; DoE, 

2001).  

Therefore, with the rigidness of the curriculum, teachers found themselves limited in as far as 

teaching all learners according to their needs goes. Apart from the curriculum factors, the 

literature points to teachers’ negative attitudes towards inclusive teaching. The literature 

indicates that teachers are underprepared to teach learners experiencing barriers to learning 

(Dreyer, 2017; Mahlo, 2017; Lebopa, 2017). According to educational statistics on 

implementing IE in South Africa released in 2017 there were 121,500 learners experiencing 

barriers to learning in an ordinary school, over 119, 500 learners experiencing barriers to 

learning enrolled in special schools and 11,500 were on wating lists to enrol n special schools 

(DBE, 2017). The statistics as mentioned above are an indication of the presence of learners 

experiencing barriers to learning in schools; however, the attainment of an education that is 

genuinely inclusive has been challenging to achieve. About 70% of children of school going 

age are reportedly out of school due to the authorities’ failure to implement IE (Donohue & 

Bornman, 2014; Engelbrecht, Nel, Smit & Deventer, 2016; Mckenzie, 2020). In addition, the 

literature further reveals that (Progress in International Reading Literacy Study [PIRLS], 2011; 

Southern and East African Consortium for Monitoring Educational Quality [SACMEQ] III, 

2007, international assessments show that 78% of learners cannot read for meaning. Moreover, 

58 % of South African learners could not reach the low global benchmark, and an equal 

percentage could not get the intermediate international bar (Spaull & Pretorious, 2019; 

Wildsmith- Cromarty & Balfour, 2019).  

The above statistical literature demonstrates that even those learners tested in their African 

mother tongue performed poorly (around 50%) and could not read at the most basic level 

(Howie, Combrinck, Tshele, Roux, Mokoena & McLeod Pelane, 2017). Using Annual 

National Assessments (ANAs), Van der Berg (2015) reported a sharp decrease in literacy 

scores from 15% to 11%. From 2001, when IE was introduced, based on the available literature 
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and cited statistics, teaching and learning, which is the schools' core business, have mainly 

failed learners and marginalised them. Although South Africa adopted IE to address barriers to 

learning in the education system, given the above literature cited in this section, it is evident 

that IE is not practised in schools. Against this background, the researcher investigated the 

implementation of IE in South African schools. Therefore, the research problem of this study 

was addressed from a different perspective to find new answers to the study research questions. 

 

1.5 Rationale and Motivation of the study 

The motivation for this study was drawn from the level of my involvement in schools as a 

parent and my academic arena. Professionally, being principal for the school for Learners with 

Special Education Needs (LSEN) as it is called by the Department of Basic Education at 

uMgungundlovu District in the Midlands of KwaZulu-Natal province and have served the 

Department of Education for 17 years. In this regard, Engelbrecht, et al., (2015) argue that the 

word special education needs came from the concept of White Paper 6.  Having been a teacher 

in an LSEN school, the researcher noticed that many learners who are referred to the school 

have not grasped the foundation in primary school; hence, they fail to read and write. 

Sometimes, these learners have learning difficulties, but their problems are not known. Being 

in an LSEN school and having been exposed to Education White Paper 6, which referred to 

learning challenges and development of learners, it has been noticed that other challenges seem 

to confront the education system. The exposure of teaching in the special school raised my 

interest of wishing to discover why these learners are not catered for in the mainstream as it is 

outlined in White Paper 6. Also, why IE is not implemented in these schools while the South 

African education system requires transformation and for the different types of learning 

barriers to be accommodated in mainstream schools.  

 

Working with officials from Special Needs Education (SNE), researcher noticed that learners 

in primary schools are not given enough attention because of certain systemic challenges. An 

IE qualification has never been part of my professional qualifications. In 2003, the researcher 

enrolled for a course in IE at Embury Institute. This created in me an intense awareness of the 

underlying principles of IE policy. When the researcher was studying IE colleagues from 

mainstream primary schools shared the challenges they face at school. Hence, these colleagues 

assisted this study by allowing access to their schools for the investigation into the 

implementation of IE in South African schools. It was worth undertaking this study to get under 
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the skin of implementing IE and to be able to suggest to the DoE proper strategies for improving 

the implementation of IE. 

  

1.6 Main research question 

How does primary schools in the uMgungundlovu District implement inclusive 

education?  

Sub-research Questions  

 What are the educators’ understandings of Inclusive Education? 

 How do educators implement Inclusive Education in schools? 

 What are the stakeholders’ experiences in implementing Inclusive Education? 

 What challenges do the educators encounter in implementing Inclusive Education?  

 Why do the educators implement Inclusive Education in the manner they do? 

1.7 The main objectives of the study 

To understand the implementation of Inclusive Education in primary schools in the 

uMgungundlovu District.  

Subsidiary objectives  

 To explore the educators’ understanding of Inclusive Education 

 To explore how the educators, implement Inclusive Education in schools 

 To seek an understanding about the stakeholders’ experiences in implementing 

Inclusive Education 

 To identify the challenges that the educators encounter in implementing Inclusive 

Education 

 To understand why the educators, implement Inclusive Education in the manner they 

do 

1.8 Purpose of the study 

The purpose of this study was to examine how schools implemented IE and whether the 

classroom practices were in line with the stipulations of Education White Paper 6. The study 

also sought to understand the extent to which the implementation of IE was consistent with the 

principals’, the teachers’ and other stakeholders’ understandings of inclusive education.  
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1.9 Significance of the study 

The literature points to the lack of translating inclusive instructional teaching into practice in 

most South African schools. Mckenzie (2020) argues that many South African schools remain 

untransformed in that the curriculum and inclusive education practices are not provided for in 

the current education system’s set up. It is evident in the studies conducted thus far that, despite 

the number of policies enacted in South Africa, the implementation of IE remained an 

unresolved issue in South African schools. Studies conducted locally and internationally have 

highlighted numerous factors that pose a threat to successful implementation of IE in this 

country and other developing countries. Therefore, conducting this study provided deeper 

insights about both the opportunities and the challenges faced by teachers in implementing IE. 

Through surveying and reviewing relevant literature, and drawing from anecdotes and personal 

experiences, it has become quite clear that South Africa has experienced slow progress in terms 

of IE implementation. Therefore, this can make a significant contribution to knowledge about 

existing factors surrounding the implementation of IE. The findings and conclusions might 

assist in shedding light on the complex issues of IE implementation.  

Therefore, the insight drawn from this study may contribute to address the gap highlighted by 

the literature reviwed in the problem statement of this study (Donohue & Bornman, 2014; 

Engelbrecht, Nel, Smit & Deventer, 2016; Mckenzie, 2020). Hence, policy designers may also 

benefit from the results of this research regarding implementing IE and understanding the 

socioeconomic factors found within the schools that impact stakeholders’ abilities to teach 

inclusively. Parents and learners experience barriers to learning may also benefit from the 

results of the study because exclusion and discrimination can be managed and attended to. 

Educators may benefit from the study with the teaching strategies on implementing IE in their 

daily teaching practices. The findings of this study may enhance the stakeholders’ 

understanding of IE in KwaZulu-Natal schools while possibly contributing theoretical 

solutions to facilitate the implementation of IE across South Africa. In addition, the study may 

assist the Higher Education Institutions in designing curricula for educators-in-training that is 

more practical and relevant to the context of IE. The findings of this study may also guide 

African policymakers and education specialists in formulating policies on implementing IE to 

achieve the goals of education for all.  

1.10 Delimitations and limitations of the study 

According to du Plooy-Cilliers, Davis and Bezuidenhout (2014), delimitations are formed from 

a researcher's choices when deciding on a particular research study. In other words, the 
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delimitation is about the researcher’s choice about what is relevant for the study and what is 

not. A researcher would do this by setting the boundaries of the study. This study was 

conducted at four schools in the uMgungundlovu District. These schools are primary schools 

in the urban areas near my place of work and thus facilitated easy access. Having searched 

literature prior to doing fieldwork, and completed it according to its conceptualisation, there 

are two limitations that I can highlight. The first is that, despite the deep insights obtained in 

the study, the findings cannot be generalised to a bigger population even at a district level due 

to the small sample size.  

This limitation was addressed in the sense that the small size of the sample enabled me to go 

deeper into the participants’ experiences, using semi-structured interviews, follow-ups, 

document reviews and engaging with the participants about what was emerging from the 

documents. Being physically present in the field situation enabled me to see for myself what 

the participants were doing in their natural settings. The second limitation is closely linked to 

the first in the sense that, as much as the researcher obtained information about what the 

officials of the department were doing or not doing in supporting schools in implementing IE, 

researcher could not engage with them as they were not part of my study. Similarly, the 

researcher could not make any recommendations about what these officials should or should 

not do. Nonetheless, a recommendation about the need to do more research on this topic is 

made.  

1.11 Outline of the study 

This study is organised into eight chapters, and the content of each chapter is discussed below. 

Chapter One 

This chapter set the scene for the whole study by way of highlighting what the main issues are 

that the study sought to achieve. The chapter began by introducing the focus of the study and 

defining the fundamental concepts used in the study to guide the reader. The chapter also 

introduced the reader to the historical background of IE at international, national and local 

levels, considering how the developments of IE influenced the South African education system 

in terms of its response to the needs of learners. Other findings might contribute to the body of 

knowledge on the implementation of IE both nationally and internationally. The literature states 

that due to systemic factors affecting the implementation of IE, the latter is not practised to 

equate full inclusion as some schools internationally, nationally and locally remain unfamiliar 
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with the principles of IE (Muzata, Simui, Mahlo & Ng’uni, 2021; Mfuthwana & Dreyer, 2018; 

Amka, 2020).  

An orientation of the study is contained in this chapter, and this includes issues like the research 

questions, the objectives, the significance and purpose of the study, as well as the delimitation 

and limitations of the study. It ends with the outline of the study and the conclusion.  

Chapter Two: Theoretical Framework 

This chapter presented and discussed the theoretical framework underpinning the study and it 

also provided a justification for the choice of the theories adopted. In addition, the chapter also 

discussed the conceptual framework that is aligned to IE. 

Chapter Three: Literature review  

The literature review chapter presented a review of relevant issues on IE both in the 

international and national spheres. The review revealed various complex factors relating to 

issues of implementing IE.  

Chapter Four: Research design and methodology 

This chapter provided a detailed discussion about the research design methodology issues. In 

particular, the chapter discussed the research paradigm that was deemed suitable for the study; 

the research approach, as well as the methodology that was used to produce qualitative data to 

answer the study’s research questions. Issues of data analysis, ensuring trustworthiness of the 

findings and ethical consideration were addressed in detail in the chapter.  

Chapter Five and Chapter Six: Presentation, analysis and discussion of findings 

These two chapters presented a detailed discussion of the raw data that was generated through 

semi-structured interviews and observations from the four research sites and document review. 

The two chapters are more descriptive in their analysis. Nonetheless, literature was injected in 

the two chapters in order to enhance the discussion.  

Chapter Seven: Emerging themes 

This chapter constitutes a second level of analysis where a synthesis of emerging themes from 

the raw data was done through abstraction and theorisation of the raw data.  

Chapter Eight: Summary, Conclusions and Recommendations 
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This chapter presented the conclusions that were drawn from the findings presented and 

discussed in the previous two chapters (chapter five and chapter six). However, before 

conclusions drawn from the findings were made, a summary of the whole thesis was done. 

Thereafter, recommendations based on the conclusions were made.  

1.12 Chapter Summary 

This chapter introduces the study to the reader. It outlines the key concepts used in the study, 

followed by the developments regarding IE. The chapter further outlines the study's problem 

statement, the rationale and motivation, the research questions and objectives guiding the study, 

the purpose of the study, significance and delimitations of the study. Lastly, the organisation 

of the study is outlined.  
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CHAPTER TWO 

THEORETICAL AND CONCEPTUAL FRAMEWORK 

 

2.1 Introduction 

The preceding chapter introduced the study and focused on the origin of inclusive education. 

In chapter one, the definition of key concepts used in the study were discussed, and so was the 

background to the study and other elements that form part of the orientation of the study such 

as the problem statement, the rationale and motivation of the study, the research questions, the 

objectives and purpose of the study. This chapter provides a detailed discussion of the 

theoretical and conceptual framework. This study is underpinned by Ajzen’s (1991) Theory of 

Planned Behaviour (TPB), an extension of the Theory of Reasoned Action (TRA) (Ajzen, 

1991). The TPB states that attitudes and subjective norms influence a person’s intentions, and 

finally it plays a big role in shaping their actual behaviour (Ajzen & Fishbein, 1975). According 

to Lebopa (2017), using the TPB model allows researchers to determine what behaviour arises 

from the schools during implementing IE and how such behaviour impacts learners 

experiencing barriers to learning. It is believed that teaching in an inclusive manner is strongly 

linked to inclusive pedagogy, which is the conceptual framework used in this study. In the next 

section a move from a Theory of Reasoned Action to a Theory of Planned Behaviour as these 

two are closely related is outlined. 

2.2 From the Theory of Reasoned Action to the Theory of Planned Behaviour 

As stated in the introduction, the Theory of Reasoned Action (TRA) is an extension of the 

Theory of Planned Behaviour (TPB). The TRA determines the social behaviour of an 

individual and explains the link between belief, intention and attitude (Fishbein &Ajzen, 1975). 

The theory's key element is intention based on attitude and norms of performing actions 

(Fishbein & Ajzen, 1975). The latter further adds another essential factor, subjective norm, 

which defines an individual’s opinion of an action as an essential characteristic to perform the 

behaviour (Fishbein & Ajzen, 1975). Therefore, this theory provides insights about 

understanding and explaining behaviours. The above-mentioned initial stages of TRA, namely, 

attitude and subjective norms, are perceived to influence behavioural intentions and remain the 

fundamentals of this theory. Like most theories, there comes a time when theories are subjected 

to further scrutiny and critique, and TRA went through the same process long after its 

development. Ajzen’s (1991) critique of TRA resulted in adding a third factor, namely, the 

perceived behaviour control that led to the birth of the Theory of Planned Behaviour (TPB). It 
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is essential to highlight the development of TPB from TRA. Around the year 1800, social 

sciences studied the relationship between attitudes and behaviours.  

The theories revolved around the notion that attitudes could explain human actions (Ajzen & 

Fishbein, 1980). The latter noted an inconsistency between attitudes and actions; hence, they 

postulated that the mediating factor predictive of behaviour, was one’s intent to act out the 

behaviour (Ajzen & Fishbein, 1980). This was supported by Greenslade and White (2005) who 

posited that human beings are rational and make use of information available to them. People 

consider the implications of their actions before they engage or do not engage in certain 

behaviours (Greenslade & White, 2005). This led Ajzen and Fishbein (1980) to develop TRA 

regarding the relationship between attitudes and behaviour (see Figure: 2.1). Ajzen and 

Fishbein (1980) believed that the individual’s beliefs determine attitude about outcomes or 

attributes of performing the behaviour; this is called behavioural beliefs. The assumption is that 

if a person holds strong beliefs that are positively valued it will result in performing the 

behaviour with a positive attitude. A person who holds strong beliefs that are more negatively 

valued will result in behaviour with a negative attitude.  In the same vein, Ajzen and Fishbein 

(1980) believed that their normative beliefs determine a person’s subjective norm if the 

individual is motivated to approve or disapprove of performing the behaviour.  

The assumption from these scholars was that if a person who believes in a certain significant 

thinking, should perform a behaviour and is well motivated to meet the expectations of that 

significant thinking, such person will hold a subjective norm. A person who believes that they 

should not perform the behaviour of that specific significant thinking holds a negative 

subjective norm. In that way, the TRA deduces that behaviour intent is the most important 

determinant of behaviour. It was not clear if the TRA components mentioned above were 

sufficient to predict the behaviours in which determination control is reduced. Hence, Ajzen 

(1991) added a perceived behavioural control to TRA to account for the factors outside the 

individual’s control that may affect behaviours and intentions. With this addition, the TPB was 

created (see Figure 2.1). Including the perceived behavioural control was based on the 

behavioural performances as being determined jointly by motivation (intention) and ability 

(behavioural control) (Ajzen, 1991). When people believe that they have little control over 

performing the behaviour because of a lack of requisite resources, their intention to perform 

the behaviour may be low, even if they have favourable attitudes or subjective norms 

concerning the performance of the behaviour (Madden, Ellen & Ajzen, 1992).  
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The empirical work done by Bandura, Adams, Hardy and Howells (1980) found that people’s 

behaviour is strongly influenced by the confidence they have in their ability to perform the 

behaviour. However, the link from perceived behavioural control to intentions reflects the 

motivational influence of control on behaviour through intentions. Similarly, Knauder and 

Koschmieder (2019) concur that in the TPB attitudes, subjective norms and perceived 

behavioural control are factors that directly influence behavioural intentions, which directly 

influence the specific behaviour shown in a given situation. Knauder and Koschmieder (2019) 

believe that the three factors of the TPB are valuable instruments to predict the support 

intention and the behaviour relating to individualised teaching in a classroom setting. For this 

reason, this study employed the TPB to explore the implementation of IE in primary schools 

to solicit ideas about whether all learners are cared for during the teaching and learning process. 

Kaiser and Schultz (2009) postulate that the TPB can apply to a single behaviour to define 

action, object, context, and time. The three factors mentioned by the previous scholars are also 

cited by Bracke and Corts (2012), which employed the TPB to investigate parental involvement 

in their children's school. All parents believed that engagement in their child’s education was 

critical when their attitudes were changed. In a form of illustration, below is the model 

displaying the move from TRA to TPB.   
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Figure 2.1: Illustration of TRA & TPB. Source: Ajzen & Fishbein (1980, p.8) 

 

2.3 The Theory of Planned Behaviour explained 

Scholars posit that the TPB is an invaluable framework to use to examine stakeholders’ 

attitudes and intentions in the IE context (Campbell, 2010; Kuyini & Desai, 2007; Theodorakis, 

Bagiatis & Goudas, 1995). The TPB outlines the relationships between attitudes and behaviour, 

normative beliefs and subjective norms, perceived behavioural control and intention and 

behaviour (Ajzen, 1991). For this study, since teachers are involved in implementing IE, they 

have manifested certain behaviours during the teaching and learning process that have 

demonstrated the effectiveness and non-effectiveness of the implementation process. 

Employing the TPB will establish whether the teachers’ attitudes towards implementing IE will 
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allow them to impart the curriculum in the manner that is accessible to all diverse needs of 

learners. A central factor of the TPB is the individual’s intention to perform a given behaviour 

and how they carry out that behaviour (Ajzen, 1991).  

 

2.3.1 Attitude towards the behaviour 

The attitude is an essential component in all aspects of human endeavour, and it permeates 

everything we do (Knauder et al., 2019). Attitude has the power to influence whether one can 

begin or continue with certain activities. To conceptualise the teachers’ thoughts, processes, 

teaching and classroom practices is essential to determine attitudes and beliefs. Breckler (1984) 

narrowed the scope of attitude by separating it from beliefs and came up with three components, 

that is, affect, behaviour and cognition, which he suggested were not always correlated in 

empirical studies of individual attitudes. With the three components, Breckler (1984) 

developed from the attitude, he designed a tripartite model (see Figure: 2.2). Greenwald (1982) 

suggested that the three components produce different learning situations. This scholar further 

argued that even if the same learning condition produces the three components, they can 

operate in partial, independent or complete manner (Greenwald, 1982). Hence, Ewing, Monsen 

and Kielblock (2017) opine that to implement any changes that will endorse IE, teachers need 

to effect behaviours between all stakeholders and beliefs about IE that allow for the 

implementation of IE. The components mentioned above are significant predictors of 

promoting the full implementation of IE in schools. 

 

Breckler (1984) presents the three components as follows: the first effect refers to an emotional 

response or gut reaction that monitors physiological responses or collects verbal reports of 

feelings or moods – these vary from pleasurable (feeling good, happy) to unpleasant (feeling 

bad, unhappy). For instance, when a teacher has implemented IE to benefit the learners 

experiencing barriers to learning, they feel good. Also, when the teacher has failed to 

implement IE to benefit learners experiencing barriers to learning, the learners feel unhappy. 

The second is behaviour which includes overt actions, behavioural intentions and verbal 

statements regarding behaviour (Breckler, 1984). Behaviour ranges from favourable and 

supportive (keeping, protecting) to unfavourable and hostile (destroying, discarding). Lastly, 

cognition refers to beliefs, knowledge structures, perceptual responses and thoughts. Cognition 

includes the variance of thoughts from favourable to unfavourable (supporting versus 

derogating arguments). There is another dimension to understanding attitude. For instance, 
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Fishbein and Ajzen (1975) argue that the concept of attitude has been characterised by elements 

of ambiguity and confusion. In addition to the elements of ambiguity and confusion, Silverman 

and Subramaniam (1999) argue that attitude is formed through beliefs. In other words, a 

person’s beliefs about an object determine the formation of attitude toward that object (Ajzen 

& Fishbein, 1980; Ajzen, 1988).  

For example, a person may firmly believe that participating in a particular activity like jogging 

improves physical fitness. Ajzen and Fishbein (1980) regard that the salient belief about 

jogging determines the person’s attitude toward the activity. Hence, Rokeach (1979) defines 

attitude as a set of relatively persistent organisation beliefs around an object or situation 

influencing one to respond in some preferential manner. In the same vein, White, Way, Perry 

and Southwell (2006) regard attitude as an indication of how a person’s judgement of 

performing the behaviour as good or bad or that the individual was in favour of or against 

performing the behaviour. Fishbein and Ajzen (1975) believe that attitude influences a person 

to action that has some degree of consistency and can be evaluated as either negative or 

positive. Therefore, the more favourable an individual attitude is toward a behaviour, the more 

likely the individual would intend to perform that behaviour. Attitude is learnt over a period of 

time through performing the certain behaviour. Given these definitions, one can deduce that 

attitude influences responding to an object favourably or unfavourably. According to Pit-ten 

Cate, Markova, Krischler and Krolak-Schwerdt (2018), attitudes may contain cognitive, 

affective and behavioural components and often influence judgements during the 

implementation of IE in classrooms.  

This theoretical proposition is useful in understanding the teachers’ perspectives and attitudes 

towards IE in schools and/or their classrooms. The teachers’ attitudes and behaviours affect the 

extent to which they are willing and able to implement IE (White, et al. 2006). Pursuing the 

same theme about the role of attitudes towards inclusive education’s implementation, Moberg, 

Muta, Korenaga, Kuorelahti and Savolainen (2020) found that the teachers’ attitudes towards 

the implementation of IE differ according to the learners’ barriers to learning. Learners with 

emotional and behavioural barriers and those with intellectual barriers to learning are seen as 

causing concern to teachers not to implement IE. Learners with other types of learning barriers 

such as physical and specific learning barriers have shown teachers’ willingness to implement 

IE (Moberg, Muta, Korenaga, Kuorelahti &Savolainen, 2020). Besides the learning barriers, 

the teachers’ attitudes are also related to other factors, such as experience in implementing IE 

in schools. Teachers who have experience in implementing IE have more positive attitudes 
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than those with less experience (Salovitta, 2020). A teacher's competence is considered a 

requisite for the successful implementation of IE. Teachers with perceived higher levels of 

competence have been associated with better outcomes for students experiencing barriers to 

learning (Pit-ten Cate, Markova, Krischler & Krolak-Schwerdt, 2018). 

 

Different scholars have opposing views about how attitude plays out based on the above 

paragraph. Renata, Wardiah and Kristiawan (2018) are Falloon (2020) of the view that it is 

difficult to change attitude. Subramaniam and Silverman (2000), Tinker (1991), and Petty and 

Cacioppo (1986) contend that an attitude is flexible since it is not a fixed attribute; hence, an 

individual can change from an unfavourable attitude to a favourable attitude depending on the 

situational context. Regarding how attitude plays out means that the situation provides positive 

experiences; a favourable attitude will then develop and when the situation lacks positive 

experience, an unfavourable attitude will develop (Petty & Cacioppo, 1986). Such changes can 

be displayed by educators who do not wish to embrace inclusive education by changing their 

attitudes. The views expressed by Salovitta (2020) resonate with how attitude changes in an 

investigation examining teachers' attitudes towards the practice of including children with 

learning needs in the general education setting. This scholar found that female teachers had a 

more positive attitude towards inclusion than their male counterparts. Following is the diagram 

illustrating stages that evoke individuals’ attitude which lead to how ndividuals react.  
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Figure 2.2: Illustration of the tripartite model by Breckler (1984, p. 1192) 

 

2.3.2 Normative beliefs and subjective norm 

Normative beliefs are defined as judgements about what is appropriate in a specific situation 

(Ajzen & Fishbein, 1977). Since normative beliefs are situational to address the situation 

explicitly, one needs to understand the relationship between normative beliefs and actions. 

Zinn, Manfredo, Vaske and Wittmann (1998) suggest that normative beliefs are more likely to 

be influenced by individual differences in values. However, TPB embeds values and normative 

beliefs in a cognitive and effective process that are known to bias human judgements and 

behaviour (Ajzen, 2011). Huesmann and Guerra (1997) define normative beliefs as 

individualistic cognitive standards about the acceptability of behaviour that should influence 

(and be influenced by) the mental processing of events, but they are different. Normative 

beliefs regulate corresponding actions by prescribing the range of allowable and prohibited 

behaviours. Huesmann and Guerra (1997) believe that normative beliefs may not be consistent 

with the prevailing social norms. However, there should be considerable overlap between an 

individual’s normative beliefs and relevant peers, social groups, and societal institutions. These 

scholars believe that normative beliefs also regulate behaviours whether or not internal or 

external sanctions back them. Still, they should be more stable and more resistant to situational 

influences (Huesmann & Guerra, 1997).  

To draw normative beliefs to an education sector, especially in the primary school, one may 

ask how many educators willingly include learners experiencing learning challenges in their 

classrooms to meet IE requirements. Subjective norms originate from the human conscience or 

inner element (Kiriakidis, 2015). Similarly, Ajzen (2011) postulates that normative beliefs and 

motivation to comply influence subjective norms. Subjective norms relate to the perceived 

social influences or pressures to indulge or not to indulge in a given behaviour (Ajzen, 1991; 

O’Neal, 2007). In that way, subjective norms reveal individuals’ beliefs about how their groups 

view them when they perform a specific behaviour. Subjective norms can then be defined as 

the perceived social pressure to perform or not to perform the behaviour (Ajzen, 1991). In the 

same vein, subjective norms judge and assess whether an individual is ready to comply with 

the surroundings of the social pressure in its continuation of the sequence to perform a different 

behaviour (Goh &Sandhu, 2013). Therefore, individuals share their knowledge if they perceive 
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agreeing to the social norms as crucial. For example, a person is recognised by the superior 

he/she finds it easy and develop a greater intention to share feelings. Therefore, when learners 

experiencing barriers to learning are given welcoming and inclusive environment, they will be 

able to share their experiences and knowledge during the process of teaching and learning, 

hence, they will feel part of the classroom community.  

 

Extending this argument further, Anderson, Leyland and Ling (2017) state that subjective 

norms are the views considered necessary by individuals who advise the individual to perform 

or not perform certain behaviours and motivation accompanied by a willingness to do or not 

do something that was considered significant. Given the definitions of subjective norms, 

Anderson, Leyland and Ling (2017) have included the elements of motivation and willingness, 

which speak to human conscience. Adding to this debate, Ajzen (1991) postulates that 

intentions are the primary factor of motivation to influence individuals’ actions, attitudes and 

behaviour. Similarly, Lee (2009) explains that motivation is a process that pushes individuals 

to gain their desired goal to lead the specific behaviour. In addition, O’Neal (2007) suggests 

there must be a motivation behind any aspiration action. Ajzen and Fishbein (1980) relate 

subjective norms to the perceived social influence or at times pressures to indulge or not to 

indulge in a given behaviour. In the same vein, subjective norm relates to beliefs of individuals 

about how they would be viewed by others when performing a certain behaviour. Some studies 

have found that there is a significant casual path between subjective norm and attitude leading 

toward behaviour Chang, 1998; Vallerand, Deshaies, Cuerrier, Pelletier, Monggeau, 1992).  

 

It is considered that subjective norms can critically impact attitude by developing social 

influence processes on attitudes (Fulk, 1993; Schmit & Fulk, 1991). Subjective norms 

regarding knowledge-sharing have a high probability of influencing an individual's attitude 

towards sharing knowledge (Raza, Abidi, Arsalan, Shairf & Qureshi, 2018). Knowledge-

sharing plays a vital role in building reasonable advantage based on knowledge exchange 

behaviour (Argot & Ingram, 2000). In the school contexts, collective or group learning is 

important, and I next turn to this critical issue. Senge (1990) suggests that knowledge-sharing 

occurs when an individual has an intention of helping others, so this can create competency. 

For example, parents might have seen their neighbour get involved in child education, which 

influences their attitude to contribute to their child's education. In addition, Yan and Sin (2014) 

showed in their inclusion study with school directors that the attitude towards the behaviour, 

and subjective norms were significant predictors of the intention to realise IE. Kuo and Young 
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(2008) claimed that high subjective norm leads to high intention towards sharing knowledge. 

Any individual’s attitude towards knowledge-sharing is highly dependable on the subjective 

norm that their society and surroundings teach them to share knowledge. 

 

2.3.3 The concept of Perceived Behaviour Control 

Perceived Behavioural Control (PBC) refers to the perceived ease or difficulty of performing 

the behaviour. It is assumed to reflect past experiences, anticipated impediments and obstacles 

(Ajzen, 1991). The latter further states that the more favourable the attitude and subjective 

norm concerning behaviour and the greater the PBC, the stronger should be an individual’s 

intention to perform the behaviour under consideration. Conner and Abraham (2001) shared 

that confidence strongly influences a person’s behaviour in performing the intended action. For 

example, when people believe that they have little control over performing a particular type of 

behaviour because of the lack of requisite resources, their intention to perform the behaviour 

might be lower, even if they held a favourable attitude or subjective norm. Madden, Ellen and 

Ajzen (1992) highlighted that the TPB predicts two possible effects of PBC on behaviour. In 

the first case, PBC reflects motivational factors that indirectly affect behaviour through 

intentions. In contrast, PBC reflects actual control in the second case and directly links to 

behaviour not mediated by intentions.  

 

Ajzen and Madden (1986) shared that PBC was intended to reflect perceptions of factors that 

are both internal (knowledge, skills, will power) and external (time, availability, the 

cooperation of others) to the actor. However, Sparks, Guthrie and Sheperd (1997) pointed out 

that PBC should be measured employing items that reflect perceived control over the 

behaviour, the extent to which the actor perceives the behaviour to be under their control (Ajzen 

& Madden, 1986; Ajzen, 2002). A particular line of reasoning, chronologically and 

theoretically, supports that PBC is a multidimensional construct consisting of two separate but 

related components (Ajzen, 2002). According to Ajzen (2002), the components are unitary or 

interrelated and are higher-order concepts. He called them self-efficacy and controllability, 

respectively (see Figure:2.3). Ajzen (2002) further explained that PBC is most compatible with 

the concept of self-efficacy coined by Bandura (1986), which is concerned with judgements of 

how one can execute courses of action required to deal with prospective situations. 

Defining the self-efficacy of PBC, Ajzen (2002) states that it deals with the ease or difficulty 

of performing a behaviour, with people’s confidence that they can perform it if they want to do 
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so. Ajzen (2002) suggests that PBC’s self-efficacy can be measured by two types of items, 

namely, the perceived difficulty and perceived control. For perceived difficulty, depends on 

individual how difficult or easy he/she feels confidence on what needs to be done (Ajzen, 

2002). Perceived control involves people’s beliefs that they have control over the behaviour, 

that performance or non-performance of the behaviour is up to them (Ajzen, 2002). For 

example, how an individual believes in performing the behaviour bring complete control or no 

control over the situation.  This is graphically summarised in figure 2.3 below. 

 

 

 

  

 

 

 

Control Beliefs   Perceived Behavioural Control 

Figure 2.3:Illustration of Perceived Behaviour Control. Source: Pavlou & Fygenson (2006, p.120) 

 

2.4 Intentions 

Intentions are the primary factor of motivation to influence an individual’s action, attitude and 

behaviour (Ajzen, 1991). Intentions are determined by attitudes towards behaviour, personal 

factor, social factor, subjective norms, perceived social pressures from significant referents to 

perform the behaviour and actor’s motivation to comply (Kiriakidis, 2015). A central factor in 

the TPB is the intention of individuals to perform a specific behaviour. Intention indicates how 

an individual is willing to perform the behaviour. Thus, according to the TPB, the intention 

directly influences the behaviour (Ajzen, 1991). The theory postulates that the stronger the 

intention to perform the behaviour, the more likely the individual is to perform it. Bentler and 

Speckart (1989) discovered that attitudes, rather than intention could influence behaviour 

directly. Other studies have found that when intentions are well formed, they mediate the 

effects of attitudes on behaviour entirely, however, when intentions are poorly formed, the 

mediating role of intention is reduced, and attitudes have a direct effect on behaviour (Bagozzi 

& Yi, 1989; Schwartz, 1978). Liska (1984) suggested that intention is not a necessary and 

sufficient cause of the behaviour. Its causal structure is considerably more complicated, and 
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attitude properties could be conceptualised as indices of an unmeasured general property 

termed attitude strength. Attitude strength is a variable that expresses positive, solid and 

essential attitudes towards a behaviour (Theodorakis, 1994).   

 

Ajzen (1988) discussed the process by which intentions lead to behaviour, including reference 

to planning and information seeking. He did not anticipate the implications of forming an 

implementation intention that specifies where and when a particular action is to be performed 

at the speed of action initiation of performing a behaviour. Therefore, the TPB is more likely 

to be enacted if it is supplemented by the implementation intention regarding where and when 

to get started. Gollwitzer (1999) showed that subjects that form implementation intentions are 

fast to recognise opportunities for action. Implementation intentions are self-regulatory 

strategies that aim to drive a goal-oriented behaviour that automatically activates a set of goal-

enabling intentions that help realise the behaviour (Sheeran & Orbell, 1999). These scholars 

further state that intention ensures that when an opportunity for action presents itself, it will be 

rapidly detecting and answering whether one should act now or later or what one should say or 

do (Sheeran & Orbell, 1999). Gollwitzer’s (1999) discussion of intention distinguishes a state 

of willingness. A given behaviour goal is desired, and a state of planning to lead to a particular 

end state is specified. The discussion begins with the movement toward a behaviour goal 

initiated with a deliberative phase in which the costs and benefits of pursuing a goal are 

considered.  

The deliberate phase culminates in establishing a goal intention or decision to perform the 

behaviour (Gollwitzer, 1999; Heckhausen, 1991). This phase parallels Ajzen’s (1988) view of 

intention formation. The person's attitude, subjective norm, and perceived behaviour control 

predicts a decision regarding the performance of behaviour (the behaviour intention). Although 

behavioural intentions are satisfactory predictors of behaviour (Ajzen, 1991), some scholars 

proposed that supplementing behaviour intentions with implementation intentions would 

improve the predictive ability of intentions specified by the TPB (Randall & Wolff, 1994). The 

predictive ability of intentions, also known as postponed intentions, is a long-standing decision 

to pursue a particular goal that has never been acted upon. For example, at a curriculum 

planning session, a teacher in a mainstream school decides that in their class, they would like 

to accommodate and focus on all learners experiencing any learning disabilities but for some 

contextual factors, could not fulfil that wish. Yin and Sin (2014) suggest that teachers with a 

higher level of intention and behaviour are more likely to execute inclusive practice in their 

classrooms despite any obstacles. Therefore, the TPB appears to be a sound theoretical 
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framework to understand teachers’ intentions and behaviours towards implementing IE in their 

classrooms. Based on the TPB, Tiwari, Das and Sharma (2015) assert that the more favourable 

the attitude and subjective norm and the greater the perceived control, the stronger the intention 

of the teachers to implement IE. For instance, when the teachers intend to include learners 

experiencing barriers to learning in their classrooms, the implementation of IE will likely be 

successful.  

 

2.5 Self-efficacy 

Self-efficacy refers to the beliefs about one’s capabilities to perform or learn behaviours at 

designated levels whereby there is a control over individuals’ thoughts, feelings and actions 

(Bandura, 1986). Hence, individuals' beliefs about their abilities and the outcome of their 

efforts influence how they will behave in significant ways. Self-efficacy believes that one can 

perform the behaviour that produces the outcome. Self-efficacy is explained in social cognitive, 

which states that human achievement depends on interactions between the individual’s 

behaviours, personal factors and environmental conditions (Bandura, 1986). Tschannen-

Moran, Hoy (2007) found that teachers may feel efficacious about teaching specific subjects 

to assure students in certain settings while perceiving themselves as less efficacious under 

different circumstances ─ teacher efficacy is context-specific. Self-efficacy assists to determine 

how much effort, perseverance and resilience are being put into a task. Efficacy provides 

teachers with confidence in their ability to affect learning outcomes. Schwab and Alnahdi 

(2020) found that teachers were confident in teaching students experiencing barriers to learning 

through employing three subscales, namely: efficacy in inclusive instruction, efficacy in 

managing students experiencing barriers to learning and efficacy in collaboration.  

Employing the above-mentioned, the study showed that the teachers' efficacy results indicated 

their successful implementation of IE in their classrooms. Teachers could provide alternative 

explanations or examples when students experiencing barriers to learning were confused and 

saw the need to design learning tasks to accommodate individual learning needs. Self-efficacy 

is constructed from five primary sources, namely: performance attainment or experiences, 

vicarious experiences, imaginal experiences, verbal or social persuasion and physiological or 

emotional states (Bandura, 1997). Bandura (1997) outlines three elements in self-efficacy, 

namely, self-efficacy can influence the choice of activities, affect effort expenditure and task 

performance, and have emotional effects. For example, with influencing the choice of 

activities, learners experiencing a low sense of efficacy for accomplishing a task may avoid it 
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altogether. Those who feel more efficient would like to engage more often. Again, when it 

comes to affecting effort expenditure and task performance, one can deduce that when facing 

obstacles, learners who hold a high sense of efficacy display vigorous efforts and persist longer 

at a task. Those who hold self-doubts quit the task or slacken their efforts. Last, when learners 

cannot produce a designed result, they develop high stress and shut down.    

 

2.5.1 Sources of Self-efficacy 

Efficacy beliefs and a sense of agency continue to develop throughout the lifespan as the 

information is continually integrated from five sources of self-efficacy. 

 

2.5.1.1 Performance attainment/experiences 

Attempts to control environments are the most potent source of self-efficacy in such a way that 

once attempts are controlled successfully, efforts strengthen the self-efficacy for the behaviour, 

whereas failure of control attempts diminishes self-efficacy (Bandura, 1977). For example, 

learners who experience repeated task successes are likely to experience a heightened sense of 

efficacy, while those who encounter difficulties are apt to remain inefficacious. In simple 

terms, once a strong sense of efficacy is inculcated, an occasional failure should not lower self-

efficacy much. 

 

2.5.1.2 Vicarious experience 

Self-efficacy beliefs are influenced by observations of the behaviour of others and the 

consequences of those behaviours (Bandura, 1977). In the school setting, learners learn from 

teachers and other peers’ skills, and they model this; hence, they succeed by performing in a 

similar fashion. In addition, Bandura (2013) shares that seeing others succeed at a task conveys 

a sense of efficacy to observe, this allows the observer to believe they too can succeed. For this 

study, when teachers demonstrated activities or singing with the learners experiencing barriers 

to learning, the latter could learn from that. 

2.5.1.3 Imaginal experiences 

 

Imagining individuals behaving effectively or ineffectively in situations can influence self-

efficacy beliefs (Bandura, 1977). For example, if a learner imagines themselves doing well in 

a task, they likely will not do well in that task. Williams (1995) suggests that imagining doing 
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something well is not likely to influence self-efficacy as an experience. These propositions 

have serious implications for teaching learners generally and learners experiencing barriers to 

learning in particular.  

 

2.5.1.4 Verbal persuasion 

Bandura (1977) believes that efficacy beliefs are influenced by what others say about what they 

believe can or cannot be done. Verbal persuasion is a source of self-efficacy whereby someone 

is persuaded to do a task and is influenced by factors, such as the source's expertness, 

trustworthiness, and attractiveness (Eagly & Chaiken, 1993). According to Malinen, 

Savolainen, Engelbrecht, Xu, Nel and Tlale (2013), verbal persuasion is demonstrated when a 

teacher teaching in an inclusive classroom interacts positively and learners receive comments 

about their capabilities to master a task. For example, during teaching and learning, teachers 

are bound to motivate and persuade learners experiencing barriers to learning to work more 

diligently and encourage them by stating that they can produce good work like their 

counterparts. 

 

2.5.1.5 Physiological and emotional states 

Salomon (1984) found that self-efficacy relates to a mental effort. Physiological and emotional 

states influence self-efficacy as one associates poor performance or perceived failure with 

physiological arousal and success with states of pleasurable feeling. For example, when 

learners experiencing barriers to learning behave in the manner that is not conducive to their 

learning because of the situation that affects them such behaviour is heightened by a sense of 

efficacy. Hence leading to their performance not productive and resulting to the 

implementation of IE impossible.  

 

2.6 Relevance of the Theory of Planned Behaviour for the study 

This study delt with teachers who are the main implementers of IE hence using the TBP has 

highlighted their attitudes and behaviour towards learners experiencing barriers to learning. 

Thefore teachers past experiences, previous knowledge and newly acquired knowledge has 

shared a light on the implementation of IE. Learners and other stakeholders take their lead from 

teachers. The teacher’s responsibility as a leader is outlined in the norms and standards of 

educators (South African Schools Act, 1996). Scholars, such as Poekert, Alexandrou and 

Shannon (2016), Smulyan (2016) and Hunzicker (2017) articulated that a teacher leadership 
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stance is grounded in beliefs, attitudes and values about teaching, learning and leadership 

supported by teachers’ behaviours. The Theory of Planned Behaviour provided a relevant lens 

to enable me to analyse the behaviour of the participants in terms of intentionality that 

embodied their support for learners experiencing barriers to learning. Such is demonstrated in 

chapter 5 and 6 of this study.  Also detailed discussion on this important issue is provided in 

the section on the emerging model in chapter eight.  

2.7 Conceptual Framework 

Jabareen (2009) defines a conceptual framework as a network or plane of linked concepts that 

comprehensively understands a phenomenon being studied. This scholar also states that 

conceptual frameworks are not collections of different concepts but constructs in which each 

concept plays an integral part or role (Jabareen, 1999). Therefore, concepts provide an 

interpretive approach to social reality. For this reason, Jabareen (2009) states that each concept 

of a conceptual framework plays an ontological or epistemological role in the framework. One 

can deduce that conceptual framework aims to assist in understanding different angles of the 

phenomena rather than to predict them. At the core of inclusive education is the notion of 

inclusion in the process of teaching and learning. This is over and above the issues of access 

and education being a human rights issue. Inclusion in teaching and learning environments 

cannot be separated from inclusive pedagogy to which I now turn.  

 

2.7.1 Inclusive pedagogy (IP) 

Pedagogy is understood as a form of social practice that shapes and forms individuals' 

cognitive, affective, and moral development (Vygotsky, 1998). According to Vygotsky (1998), 

pedagogy practice influences the formation of identity and learning outcomes. Pedagogy 

practice is necessary to adjust teaching to the developmental level (Vygotsky, 1998). When 

working on special education, Vygotsky (1998) mentioned that children could learn more than 

they know. Their learning potential is limited. Hence, the realisation of their learning potential 

is linked to the organisation of their environment and social others, in this case teachers. In the 

same vein, Alexander (2005) defines pedagogy as the act of teaching and the ideas, values, and 

collective histories that inform, shape, and explain that act. For this study, pedagogy is 

understood as the continuous everyday interaction between teacher teaching and learners 

benefiting, and inclusive pedagogy is proposed as an approach that is more appropriate for this 

study. Inclusive education expects the school to transform its pedagogical practices, culture, 

and advances towards participation and accessibility (Andrews, Walton & Osman, 2021). 
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However, how the teachers relate to the learners defines the actual pedagogical practices in the 

classroom setting (Sagner-Tapsa, 2017).  

The inclusive pedagogy (IP) approach acknowledges individual differences between learners 

but avoids the marginalisation, stigma, and challenges of making some learners different 

(Florian, 2015). Therefore, the understanding that every learner is different is the starting point 

for IP. Florian (2015) claims that difference is not a problem; instead, understanding that 

learners differ and how the different aspects of human development interact with experience to 

produce individual difference, is the theoretical starting point for IP. In this way, IP requires 

how the teacher thinks about everybody in the classroom setting and how they will work with 

learners instead of differentiating based on what learners can and cannot do. For example, a 

Florian and Beaton (2018) study demonstrated that IP allows teachers to accept relevant views 

articulated by students as crucial for inclusive learning rather than transmitting their knowledge 

to students. The previous statement concurs with the principles of multicultural education 

which advocates for dirversity in the classroom and learners receiving equal education (Erbas, 

2019). 

 

For South Africa, whether IP prevails or not is debatable as different scholars hold varying 

views about this concept. For instance, Makoelle (2012) argues that IP is still confusing as 

teachers and stakeholders in education hold different interpretations of what it means. The 

discourse of IP is based on the influence of special education needs, which focuses on the 

medical deficit model (Landsberg, Kruger & Swart, 2011). Makoelle (2012) outlines that 

despite the articulated policies, such as guidelines for full-service schools, there are no 

solutions to the challenges teachers face in terms of pedagogical practices in the classroom. 

Makoelle (2012) believes that a vacuum in IP research has been caused by various factors such 

as the inclusive environment, teaching approach, and teachers' support skills in the learning 

process. This study focused on the implementation of inclusive education, and it is the same 

gap it aimed to close with IP. 

 

Bransford, Brown and Cocking (2000) believe that IP permits consideration of individual 

differences as something to be expected and encourages a view of learning as developing 

expertise. Therefore, teaching should provide access to individuals and pass on the culture of 

knowledge from one generation to the next (Alexander, 2005). Similarly, Sternberg (2007) 

points out the culture of knowledge as the set of attitudes, values, beliefs and behaviours shared 

by individuals and groups and communicated from generation to generation through language 
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and teaching. IP assumes that individual differences between learners need not be interpreted 

as problems inherent within learners outside of classroom teachers' expertise (Florian, 2015). 

Alexander (2005) suggests that knowledge develops through shared activity in a social context. 

Drawing from the socio-cultural approach recognises that in the micro-cultural classroom, the 

teacher should make choices about learning and teaching that convey messages beyond formal 

learning and focus on providing access to education based on learners’ skills (Alexander, 

2005). Through unconditional recognition and acceptance of all learners, the IP acknowledges 

that each learner is unique and recognises that all learners have much in common (Alexander, 

2004).  

Following the IP approach, all teachers should seek ways to accommodate learner diversity 

rather than deny differences between learners. Hence, understanding how to respond to learner 

difficulties with respect is crucial as the dignity of each learner within the classroom setting 

will be honoured (Florian & Linklater, 2010). In simple terms, IP opposes the practice, offering 

provision differently instead. It demands that teachers extend the manner of conveying the 

subject content by offering a range of available options accessible by all learners (Florian, 

2015). IP follows the work of Hart, Dixon, Drummond and McIntyre (2004), which promotes 

transformability, meaning that a learner’s potential to learn lies in what teachers choose to do 

or not do and remove the limits imposed by their beliefs that can affect any learner to learn. IP 

favours classroom practices that encourage collaboration between learners in learning 

activities, which builds a sense of inclusive community learning (Florian, 2015). In this way, 

it is essential to acknowledge and respect what each learner brings into the classroom setting 

making the learner and others develop intellectually.  

IP calls for professional partnership in learning support rather than categorising learners 

according to perceptions about their abilities (Florian, 2015). Professional partners working 

with teachers should view learners’ difficulties in learning as a professional dilemma and 

constantly seek new approaches to support learners and avoid stigmatisation. Biesta (2010) 

suggests that education should allow learners the uniqueness to come into being as the learner 

develops rather than simply socialising them into the status quo. The IP approach can disrupt 

the order of stigmatisation and discrimination to create a new type of classroom setting where 

what Griffiths (2003) terms the lovely diversity of learners and where learning for all is 

welcomed. In the same vein, Mckenzie, Kelly, Moodley and Stofile (2020) argue that within 

IE, the system must expand all learning needs to combat exclusion by catering for diversity. 
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2.8 Chapter summary 

This chapter has described the theoretical and conceptual framework that underpinned this 

study. Both the theorerical framework and the conceptual framework discussed in this chapter 

are helpful in facilitating the analysis of data on the implementing inclusive education in 

schools. The next chapter discuses the relevant literature on the topic of this study. 
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CHAPTER THREE 

REVIEW OF LITERATURE: MAPPING THE TERRAIN 

 

3.1 Introduction 

The preceding chapter discussed the theoretical and conceptual frameworks underpinning this 

study. It also provided information on the conceptual framework coined within IE. This chapter 

maps the terrain of IE in both global and local spheres. Du Plooy-Cilliers, Davis and 

Bezuidenhout (2014) state that literature review involves searching, reading, evaluating and 

summarising available knowledge on a specific, identified topic. Once a topic has been 

identified, the purpose of the literature review is to describe current knowledge by bringing 

together and summarising the evidence about the research topic (Punch & Oancea, 2014). The 

discussion of the literature reviewed is based on the research questions that were presented in 

chapter one. The issues discussed are organised according to the following headings, (a) 

Educators’ understandings of Inclusive Education; (b) Implementation of Inclusive Education 

by educators in schools; (c) Stakeholders’ experiences in the implementation of Inclusive 

Education; and (d) The challenges encountered by educators in implementing Inclusive 

Education.  

 

3.2 Educators’ understandings of Inclusive Education 

This part of the literature review focuses on educators’ understanding of IE. This is important 

because educators are the ones that have to implement IE at classroom level. Kasongole and 

Muzata (2020) assert that placing learners in the classroom without understanding IE equals 

exclusion within the inclusion. Therefore, teachers who teach learners experiencing barriers to 

learning who do not understand the concept of IE are deemed to leave these learners behind 

during teaching and learning, thus constituting what Kasongole and Muzata (2020) refer to as 

exclusion within inclusion. According to Florian (2010), there are different definitions and thus 

conceptualisations of IE in the international context, reflecting the differences in different parts 

of the world. Boyle, Anderson and Allen (2020) argue that without an understanding of IE 

policy, teachers will not have systematic ways to deliver the outcome of the policy. Therefore, 

in an era of inclusion, educators are expected to understand the skills and capacities to work in 

a classroom, understand and accommodate all learners' learning, social and behavioural needs 

(Forlin & Chambers, 2017). These scholars further posit that once learners experiencing 
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diverse learning needs are admitted in a classroom, their chances to succeed depends on the 

educators' willingness to provide requisite support (Forlin & Chambers, 2017).  

Makoelle (2020) adds that inclusive relationships between teachers and learners are vital for 

classroom atmosphere only if the teacher understands the principles of IE. Similarly, Amka 

(2020) argues that when teachers understand IE, they accept that students experiencing barriers 

to learning can receive the same education as their counterparts – this has the potential for the 

successful implementation of IE. However, while acknowledging this reality, it is also clear 

that there are variations in terms of educators’ understanding of IE, and I next turn to this issue. 

Zabeli, Perolli Shehu and Anderston (2021) explored teachers’ understanding of IE in Kosovo 

and found that teachers had different viewpoints about their understanding of IE. The teachers’ 

viewpoints were based on the notion that some understood IE as accepting students 

experiencing barriers to learning in their regular classroom and those who understood IE as 

students who belong to special schools. Zabeli, et al., (2021) found that a group of teachers 

understood IE as a process that accommodates all students in education guaranteed by the right 

to education supported and regulated by the necessary policies and legislation. The study found 

that the teachers’ understanding of IE implies that all students can learn in a supportive 

environment that provides equal opportunities (Zabeli, Perolli Shehu & Anderston, 2021).  

Similarly, Rapp and Corral-Granados (2021) coined inclusive education as a concept that 

allows all learners to be placed or permitted to participate in a regular school setting whereby 

the school should make all learners realise their scholastic objectives. Likewise, Warnes, Done 

and Knowler (2022) found that teachers’ understanding of inclusive education is about access 

to a good education, full curriculum, equal learning opportunities and all necessary educational 

provisions that cater for all learners’ needs. Given the above literature, the understanding of 

inclusive education promotes the complete learners’ rights to education system. Other studies 

have indicated that teachers who clearly understood inclusive education had formal training on 

this important issue. Those who had little, or no knowledge of IE had no formal training. In 

that regard, Zabeli et al. (2021) indicate that teachers who were not trained on IE understood 

the concept of IE as being the passive inclusion of students experiencing barriers to learning in 

the classroom rather than the students’ ability to learn to attain academic success, achievement 

or social development. The teachers’ understanding of IE was merely to exclude students 

experiencing barriers to learning from the classrooms and recommending that they be referred 

to special classrooms or special schools (Zabeli et al., 2021).  

Therefore, this group of teachers who understood the concept of IE as excluding other learners 

from regular schools or classrooms demonstrated scepticism and reluctance to teach students 
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experiencing barriers to learning and even to include them in the same classroom environment 

with those without learning barriers. Evidently, what these teachers were doing is inconsistent 

with the policy frameworks and international conventions highlighted in chapter one. Şimşek 

and Kilcan (2019) revealed that teachers understood IE as including all students in the 

education environment. In the same vein, the study revealed that some teachers understood IE 

as including students needing special education in the education environment. It is evident from 

this study that IE means including all students in the education process as a means of 

acknowledging their rights to education and to receive the educational opportunities available 

at school. Therefore, the study’s definition of IE is that it is an approach that enables all 

students' potential to learn in the school environment. Considering the principles and scope of 

IE, it has the mandate to improve and widen the attendance and support of all learners in the 

school environment to receive the education they deserve (Page, Boyle, Mckay, & 

Mavropoulou, 2019). 

Similarly, Makoelle (2020) conducted a study in post-Soviet countries to investigate schools’ 

transition towards IE. The study found that participants understood IE as education that 

supported all students’ learning needs; however, the difference in their understanding was 

aligned more with the notion of students who experience barriers to learning rather than 

accommodating all students in a regular school or classroom (Makoelle, 2020). For example, 

the study found that the teachers’ understanding of IE was very limited, thinking that it entailed 

the intrinsic factors of students experiencing barriers to learning, and that these students could 

be educated only in specialised schools (Makoelle, 2020). Also, the above study found that the 

teachers’ understanding of IE was based on the medical model as participants associated IE 

with those students with psychological reports who should be placed in particular settings and 

receive individual approaches (Makoelle, 2020). It is evident from the study that their past 

influenced the participants’ understanding of IE in how previously students experiencing 

barriers to learning were perceived within the communities (Rapp & Corral-Granados, 2021).  

Mamas (2019), who conducted a study in Cyprus, found that teachers understood IE as 

providing exceptional education to students with special needs.  

Mamas (2019) study showed that the teachers’ understandings of IE was based on the provision 

of suitable mechanisms to support and educate students with special educational needs. It was 

also found in the study that the teachers’ understandings of IE were based on students 

experiencing barriers to learning being taught by specialist teachers only. It was noted from the 

study that the teachers’ understanding of IE contradicted the initial definition of IE as they 

focused on categorisation and labelling of students, which tended to perpetuate the 
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marginalisation of those students who were identified as having learning barriers (Mamas, 

2019). The study showed that the teachers’ understandings of IE suggested that the students 

identified as having barriers to learning could not participate in learning with their peers in 

regular classrooms. In this way, the study’s findings suggested that the capacity of students 

experiencing barriers to learning to learn were by no means a positive for them. This is being 

clearly detrimental to them and a violation of their human right to education. Ainscow, Booth 

and Dyson (2006) argue that categorisation and use of language associated with stigmatisation 

are barriers to developing a broader view of inclusion. 

 

Likewise, Hankebo (2018) conducted a study in Ethiopia to explore how IE reduce inequality 

and improve access to education found that most teachers had only the slightest understanding 

of IE. However, some teachers had a better understanding of IE because they had received 

training on IE. The teachers who understood the concept of IE placed students experiencing 

barriers to learning with other students in a regular classroom (Hankebo, 2018). Although the 

teachers’ understandings of IE tended to focus on placing learners experiencing barriers to 

learning in regular classrooms, it was silent about the rights of these students to education and 

saw their education as a necessity. However, the study further found that those teachers with a 

different view about IE understood the concepts as referring students experiencing barriers to 

learning to special schools or classrooms depending on the severity of the learning barrier. 

Hankebo (2018) showed that those teachers who understood IE as the education for special 

school learners, regarded learners experiencing barriers to learning as a burden. It is evident 

from the study that the teachers’ understandings of IE were that of closed doors at regular 

schools, and thus undermined the democratic rights of learners experiencing barriers to learning 

to learn and participate in teaching and learning with their peers.  

What has also emerged from various studies is the importance of professional development 

training and pre-service training for teachers to enhance their understandings of IE (Byrne, 

2022; Ismaislos et al., 2022; Rojo-Ramos et al, 2022; Tuncay & Kizilaslan, 2022). The 

discussion of the findings of various studies reinforces my initial proposition that the educators’ 

understandings are varied. It is also becoming clear that the teachers’ understandings had a role 

to play in influencing the manner in which they provided teaching and learning experiences to 

learners experiencing barriers to learning (Engelbrecht et al., 2015). The latter study is 

significant in the sense that it shades the light when it comes to educators understanding of IE 

as they implement it in their daily teachings. The preceding arguments are also shared by 

Asamoah, Ofori-Dua, Cudje, Abdullah and Nyarko (2018), who found that most teachers had 
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a better understanding of IE as a concept. However, variations in their understandings are also 

evident. For example, in the context of the study by Asamoahet al. (2018), IE means 

acknowledging that students experiencing barriers to learning belong in the regular classroom 

and must enjoy similar rights as their peers. The study’s definition of IE is broad and goes 

beyond just placing students experiencing barriers to learning in regular classrooms; it includes 

students being integrated into mainstream education (Asamoahet al., 2018).  

Asamoahet et al., (2018) findings further showed that these students should be empowered 

through all educational activities. Therefore, it is evident from the study’s conceptualisation of 

IE that the primary focus should be on the rights of students experiencing barriers to learning 

and their empowerment through education delivery. The literature demonstrates that placing 

students experiencing barriers to learning in the school environment is essential for 

conceptualising IE. However, that is not enough, one must ensure that these students are 

supported in their educational process by using a broader range of creative strategies to meet 

their educational needs (Andrews, Walton & Osman, 2021); Singh, 2016; Mprah, Amponteng 

& Owusu, 2015). 

In South Africa, Mphahlele (2020) conducted a study to explore professionals’ perceptions of 

IE. The study found that educators’ understandings of IE was based on including all learners 

starting from planning sessions to lesson delivery. Mphahlele (2020) also found that educators’ 

understandings of IE were not restricted to classroom teaching, but they mentioned that IE 

involved including all learners in extramural activities without segregation. Mphahlele (2020) 

notes that most educators who understood the concept of IE were those who had recently joined 

the teaching profession compared to those who had been in the profession for a long time. One 

can deduce that those educators who understood the concept of IE might have learnt it from 

their institutions when training to be teachers. A study about the conceptualisation of IE 

conducted by Engelbrecht, Nel, Smit and Van Deventer (2016) in South Africa, found that 

teachers were quick to define IE in line with the principles of the Constitution of the country. 

Engelbrect, et al., (2016) found that teachers referred to IE as a human rights obligation to 

every child, in terms of which, diversity and non-discrimination are honoured.  

However, the literature also indicates that although many teachers understood the concept of 

IE, they also some who are steeped in medical terms whereby they regard IE as for learners 

who experience medical conditions (Mckenzie, 2020; Walton & Engelbrecht, 2022). The latter 

literature found that the teachers’ thinking associated learners experiencing barriers to learning 

with the medical model approach which is linked to disabilities. It is evident from the study 

that the teachers' thinking was also hindered by there being many other factors such as training 
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that was lacking that have caused them to link their understanding of IE to the medical 

approach. Hooijer, Van der Merwe and Fourie (2021) opine that the long-standing 

misconceptions about medical model thinking and the achievement potential of learners 

experiencing barriers to learning must be confronted with changing attitudes and beliefs of 

teachers to more social rights or an inclusive model of supporting all learners. In the same vein, 

Andrews, Walton and Osman (2021) found that most teachers still believe that the solution to 

making education accessible to all learners is associated with special needs thinking, which is 

in line with individual learners’ deficit model of differences. Therefore, it is clear from the 

scholars' study that the teachers’ understandings of IE depended on approaching learners 

experiencing barriers to learning with a set of beliefs and attitudes that constrain inclusive 

teaching.  

Similar views are shared by Dreyer (2017), who found that most teachers' understandings of 

IE were limited to learners who require a high level of support and who should be placed in 

special schools where they state there are specialists to teach learners experiencing barriers to 

learning. Engelbrecht, Nel, Nel, and Tlale (2015) conducted a study in South Africa and found 

that teachers' understandings of IE played a huge role in their practices in their classrooms. The 

latter study showed that the teachers’ understandings of IE was based on developing learners 

experiencing barriers to learning in their regular classrooms as their fundamental right. 

Engelbrecht, et al., (2015) also found that the teachers' understandings of IE led to them 

understanding how learners experiencing barriers to learning behave hence they were able to 

provide the support needed to practice inclusivity. Shyman (2015) argues that IE should extend 

beyond the approach or practice toward education. Shyman (2015) further states that IE should 

question a socially unjust and discriminatory system in favour of a system designed to enhance 

the schooling environment for all students regardless of their exceptionality. Shyman (2015) 

premises the argument that the application and practice of inclusion cannot be separated from 

the principles of social justice; therefore, any attempts at understanding IE must be considered 

around promoting a socially just society.  

Here, IE is centred on the fundamental human rights of all learners and emphasises the core 

values of the inclusive environment concept which the researcher introduced in chapter one. 

Florian (2019) argues that IE challenged the concept of special education as different from the 

education that is provided to most learners. The process of IE replaces special needs education. 

Florian (2019) argument is based on the view that IE is a human right and thus, it provides for 

the basic learning needs of all students in the school environment (Florian, 2019). In the same 

vein, Muthukrisha and Engelbrecht (2018) suggest that systemic contextual conditions in 
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schools produce exclusion and militates against the inclusive plan. Such a dangerous position 

views certain groups of learners as different, thus reproducing oppression and unequal 

dynamics (Muthukrishna & Engelbrecht, 2018). Therefore, it is evident that misconceptions 

about understanding IE persist, and thus, the notion of embracing diversity in schools is still 

pie in the sky. This reality suggests that learners experiencing barriers to learning continue to 

be at the periphery of the education process, and the injustices of the past continue. Given the 

above litearature this study is pertinent in that it reminds all schools by virtue of the 

Constitution of country that they need to to accommodate all learners including those 

experiencing barriers to learning.    

 

3.3 Educators’ experiences in implementing Inclusive Education [How educators 

implement Inclusive Education] 

The previous section provided a detailed discussion about the educators’ understandings of IE, 

and various perspectives on this topic have been presented. This section focuses on how the 

educators implement IE. Again, there are multiple experiences about implementing IE just as 

there are multiple understandings of this important concept. According to Tomlison (2017), a 

teaching approach for inclusion must be carefully aligned with learning outcomes, informed 

by ongoing assessments and eventually, it must respond to the students’ readiness. 

Differentiating instruction and multilevel teaching strategies are the accepted measures that 

respond to the needs of students experiencing range of educational needs (Tomlison, 2017). 

Implementing IE focuses on equipping young people with the confidence, knowledge, skills 

and attitudes that they need to achieve independence in a safe environment where these young 

people can develop to their full potential and attain success after school (Brydges & 

Mkandawire, 2020). For learners to acquire relevant education, they need teachers who have 

the competency to accommodate them.  

Competencies are skills and knowledge that enable a teacher to deliver instruction successfully 

(Pit-ten Cate, Markova, Krischler & Krolak-Schwerdt, 2018). Such competency is vital in an 

inclusive classroom as teachers are supposed to demonstrate effectiveness in handling learners 

experiencing barriers to learning (Brydges et al., 2020). Literature indicates that competencies 

which teachers demonstrate through their specific abilities and personal characteristics can 

determine the extent to which they can effectively deliver instruction to learners experiencing 

barriers to learning and foster learning (Cate, Schwab, Hecht & Aiello, 2019). In addition, the 

literature also demonstrates that the critical elements in the successful implementation of IE 
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depend solely on teachers’ attitudes, values and beliefs (Donohue & Bornman, 2014). It has 

also demonstrated that such teachers have a huge responsibility in ensuring that implementation 

processes benefit all the students irrespective of their personal circumstance (Ainscow, 2020; 

Andrews, Walton & Osman, 2021; Donohue & Bornman, 2014; Hooijer et al., 2021). In 

addition, the literature indicates that to live up to the needs of every student within the inclusive 

classroom, it is essential to focus on teaching strategies and principles such as differentiation 

and individualisation of instruction (Schwab, 2019; Sharma, Loreman & Simi, 2017).  

In this regard, Lawrence-Brown (2020) suggests that differentiation of instruction in inclusive 

classrooms motivates all students to achieve individual goals. Similarly, Dorji, Bailey, 

Peterson, Graham and Miller (2021) assert that teachers play a critical role in the successful 

implementation of IE. Consequently, teachers should make sure that they honour and execute 

their duties. Forlin and Sin (2017) suggest four essential elements for teachers to successfully 

implement IE in their classrooms, namely, valuing learner diversity, supporting all learners, 

working with others, and personal and professional development. The literature demonstrates 

these elements create an inclusive teaching practice whereby all students can participate in the 

classroom life, creating a rich learning community (Casserly, Tiernan & Maguire, 2019). This 

is done with what is available to all learners, using constructivist approaches where students 

are provided with opportunities in the co-construction of knowledge and grouping students to 

support one another’s learning (Casserly, Tiernan & Maguire, 2019; Spratt & Florian, 2015). 

These ideas have emerged from numerous studies that have recently been conducted. For 

instance, Banks (2013) opines that multicultural pedagogy reconceptualize and expands the 

institutionalized curriculum to make it more inclusive and diverse in order to shape the 

concepts that make up school knowledge.  

 

Kundu and Rice (2019) conducted a study in India to investigate the level of preparedness of 

teachers to use inclusive practices in secondary schools, found that teachers planned lessons 

for students’ concession of additional times and alternative individual instructions. The study 

showed that the teachers used differentiated learning approaches to teach students, including 

summarising the main points on a chalkboard and reading to students experiencing barriers to 

learning (Kundu & Rice, 2019). The latter found that teachers delivered instruction that catered 

for students experiencing barriers to learning, and that their teaching was linked to their positive 

attitudes and thorough preparations that considered the students' needs (Kundu & Rice, 2019). 

Therefore, understanding the factors that are associated with teacher attitudes and perceived 

self-efficacy concerning IE is crucial. Theoretically, it links teachers’ beliefs and values with 
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outcomes such as teaching behaviour and student achievements (Cate, Schwab, Hecht & 

Aiello, 2019). The issue of teacher attitudes is important, especially in relation to teaching 

learners experiencing barriers to learning. The importance of the teachers' positive attitudes 

was also confirmed in a study by Doji et al. (2018), which found that teachers generally have 

positive attitudes towards IE; hence, they can support students experiencing barriers to learning 

in regular mainstream schools. Doji et al., (2018) also showed that teachers compassionately 

delivered instructions having in their minds that their students could move ahead in their lives 

independently.  

The notion of compassion has been shown in a study by Agbenyega and Klibthong (2015) to 

be another important dynamic in teaching learners experiencing barriers to learning. Adding to 

this debate, Middleton (2019) opines that a compassionate approach to teaching enables 

inclusive teaching to understand all students and contribute to the community of learning. 

Brennan, King and Travers (2019) conducted a study in the Republic of Ireland to explore 

support for Inclusive Pedagogy (IP) in a primary school. The study found that the teacher used 

an IP approach by developing a whole class lesson that accommodated various learning needs. 

Students experiencing barriers to learning were offered a lot of individual attention and support 

to engage in the lesson and fully comprehend. The study showed that teachers could explicitly 

give instructions, model practices, and use pictures for the whole class. Such methodologies 

prevented students from encountering difficulties during teaching and learning. It is evident 

from the study that the teacher modified the teaching approaches to suit and meet the needs of 

students experiencing barriers to learning, demonstrating varieties of teaching strategies 

necessary to support students in their daily teaching and learning. For the teacher to implement 

IE successfully, the study also identified external support as another important dynamic which 

changed teachers’ attitudes and approaches towards implementing IE in the classroom 

(Brennan et al., 2019).  

 

Brennan et al. (2019) found that teachers allowed students to express themselves through their 

own choices during the lesson – differentiation by choice. This method allowed all students to 

achieve to their best abilities. Therefore, the study showed that implementing IE successfully 

motivated students experiencing barriers to learning to engage in the lesson freely, thus creating 

a more inclusive learning environment. The teaching strategies used in the study were in line 

with the aims of IE, which is to implement procedures that focus on the strength and potential 

of learners experiencing barriers to learning by considering how learning opportunities can be 

enhanced for these learners (Sakiz, 2018). Therefore, IE invites and challenges teachers to 
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develop and implement various teaching strategies to support learning processes for all learners 

(Kurniawati, 2021). Using differentiated choices for students experiencing barriers to learning 

concurs with the notion that teachers should derive strategies for the successful implementation 

of IE.     

Kurniawati (2021) conducted a study in Indonesia to explore teachers’ IE strategies, found that 

the teachers differentiated instructions to students experiencing barriers to learning by 

preparing fewer tasks and making tasks easier for them. It is shown from the study that teachers 

mostly used a differentiation model approach to require less effort, take a shorter time to 

prepare and give students tasks and provide individual instructions by reducing the number of 

tasks to be completed. The study further showed that the teachers gave extra instructions before 

or after the lessons where they explained the same task in different ways to suit the range of 

students experiencing barriers to learning. The study further showed that all students actively 

participated in implementing IE using different strategies. The study also found that teachers 

always provided modified work and explained the subject content once students had done their 

work. Teachers found out from the individual students if they had comprehended the work and 

explained further if there was a need before they moved to the next task (Kurniawati, 2021). 

The teaching strategies from the above study concur with Lindner and Schwab’s (2020) 

systematic review of differentiation and individualisation in IE. For example, this study found 

that a teacher modified instructions by talking slower and articulating more clearly the subject 

content to make it easier for students experiencing barriers to learning to follow the 

instructions. 

In twelve studies, the scholars found that instruction differentiation and modification required 

teachers to apply flexible and reflective adaptability methods to implement IE properly. It is 

evident from the review of studies by various scholars that the simplification of lesson content 

is at the forefront of the subject content differentiation and modification in an inclusive setting 

to create and set individual achievable goals for students experiencing barriers to learning. 

When differentiating and modifying the lessons, the study highlights there is no compromise 

on the quality of work delivered to students experiencing barriers to learning. This is justified 

in the study by teachers who provide the same task to students experiencing barriers to learning 

until they complete the content of the lesson before moving to the next task. Differentiating 

and modifying lessons for learners experiencing barriers to learning resonate with what has 

been mentioned earlier, that compassion is critical for the successful implementation of IE. 

Lindner, Alnahdi, Wahl and Schwab (2019) explored perceived differentiation and 

personalisation teaching approaches in inclusive classrooms confirmed that modifying the 
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content resulted in a high level of inclusive practices. However, IE implementation in practice 

cannot be guaranteed.  

According to Linder et al., (2019), prevailing inclusive practices can be regarded as an existing 

teaching approach in education but have not been intensively put into practice to benefit all 

students because of teachers’ behaviours and attitudes. Therefore, the study recommended that 

clear rules may be necessary to make the learning process possible for the proper 

implementation of IE. In another study, Zagona, Kurth and MacFarland (2017) found that 

effective implementation of IE can be shown by seeing students happier and more accepted in 

their classroom communities. On the contrary, Singal (2019) conducted a study in India and 

found that teachers could not draw learners’ attention during the lesson, and they blamed the 

students for that. Singal (2019) found that some teachers would conduct the lesson in the way 

they did because they thought that students experiencing barriers to learning had a low 

intelligence quotient (IQ), and their minds kept wondering; hence, they were not giving 

students experiencing barriers to learning the attention they deserved. The study further 

revealed that some teachers would not give students attention because some were from poor 

home environments.  

Hankebo (2018) argues that IE programmes should enhance access and quality education for 

all learners and make the school environment friendly, allowing for individual instructions and 

making lessons exciting and meaningful to all learners, including those with barriers to 

learning. This concurs with a Mangope (2017) who conducted a study in Botswana that found 

that teachers could accommodate learners experiencing barriers to learning through Individual 

Education Programmes (IEPs). The study found that lessons were provided with instructions 

complemented by the necessary materials suitable for each learner's level. Also, the study 

showed that all the lessons presented to learners captured their attention as they were developed 

based on the IEPs. For teachers to implement IEPs to learners experiencing barriers to learning 

is a sign of their dedication and knowledge regarding implementing IE. Kuyini, Desai and 

Sharma (2020) conducted a study to explore teachers’ self-efficacy beliefs, attitudes and 

concerns about implementing IE in Ghana, found that teachers who had high levels of self-

efficacy were associated with making expectations known to all students. This was done by 

adapting the pace of instruction and providing guidance and independent practice activities for 

all students.  

Kuyini, et al., (2020) revealed that the teachers used specifically adapted instructional strategies 

for curriculum materials to enhance and support students experiencing barriers to learning. It 

is evident from the study that teachers used Individual Education Programmes (IEP) as a guide 
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to lesson preparation for students experiencing barriers to learning. The IEP, according to the 

study, helped teachers to modify their lessons and assessment strategies for students 

experiencing barriers to learning so that they could be part of teaching and learning. The study 

also indicated that teachers who could implement IE had many years of experience in teaching 

students experiencing barriers to learning, thus resulting in more positive attitudes towards 

these students. The study recommended that teacher learning for inclusive practices are 

essential for developing inclusive schools; hence, individual instruction can support newly 

appointed and experienced teachers to enact IP positively. Consistent with the premise of 

inclusive pedagogical competencies, a teacher has the responsibility to arrange the classroom 

environment to meet the needs of all learners, the curriculum and the expectations of the 

education system that incorporate all learners (Florian & Beaton, 2018; Majoko, 2019).  

Majoko (2019) conducted a study in Zimbabwe to examine the teaching competencies 

perceived by special needs education teachers to be essential for IE found that teachers could 

implement IE successfully. The study found that teachers used diverse teaching methods, 

strategies and techniques in implementing IE. These teaching pedagogies enabled the teachers 

to meet the learning needs of individual learners. The study found that teachers tailored the 

regular school curriculum content to the different levels of cognitive development of individual 

learners. The study further showed that even the assessments of learners experiencing barriers 

to learning were adapted and modified to be accessible to learners experiencing barriers to 

learning to meet the full implementation of IE in the classrooms. What the study found is in 

line with Inclusive Pedagogy that requires teachers to respect and respond to human differences 

in ways that include all learners in the education process rather than excluding them from what 

is ordinarily available in the daily life of the regular school curriculum (Florian & Black-

Hawkins, 2011; Florian & Linklater, 2010).  

 

It is evident from Nketsia (2017) findings that teachers implemented IE in their classrooms 

solely because they had undergone pre-service and in-service training in regular school 

teaching to bring synergy to the field of IE and the competency needed to implement it 

(Majoko, 2019). Mangope (2017) concurs that inclusive instructional strategies enhance the 

success of including learners experiencing barriers to learning in regular classrooms, 

demonstrating their talents and improving their self-esteem. Therefore, the success of IE 

depends on the adequate knowledge and skills of the teacher (Florian, 2012). Zulfiqar, Hossain, 

Shahinujjaman and Hossain (2018) advance the discussion and assert that teachers in an 

inclusive teaching environment should prepare adapted lessons to benefit students experiencing 
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barriers to learning. In conducting the inclusive lesson, the scholars found that teachers used 

visible and constructed objects such as clocks, leaves, and trees to ensure that the students 

experiencing barriers to learning participate actively during teaching and learning.  

 

Walton (2018) suggests that differentiated instruction offers a lesson strategy that enables 

educators to be more responsive to diverse learners' needs; hence, it is a reliable indicator for 

implementing IE. Hlalele, Jiyane and Radebe (2020) conducted a study in KwaZulu-Natal 

(South Africa) to understand and enhance efforts concerning differentiation found that a 

differentiated but complementary understanding of curriculum differentiation resulted from 

differential enhancement endeavours. The study found that teachers used different teaching 

strategies for the different learners and followed their pace of learning. For example, the study 

showed that teachers break the tasks into discrete units to meet the needs of every individual 

learner and support each learner through repeating instructions to individual learners and 

providing individual attention. Also, the study showed that differentiation goes as far as 

assessment where learners are given modified assessments with the same assessment standards. 

It is evident from the study that IE was implemented and afforded learners experiencing 

barriers to learning access to education within the school. Mfuthwana and Dreyer (2018) 

concur that when learners experiencing barriers to learning are given individual attention they 

benefit from the lesson. 

Similarly, Engelbrecht, Savolainen, Nel, Koskela and Okkolin (2017) conducted a study in 

South Africa to explore the role of teachers in implementing IE in a mainstream classroom 

setting. The study found that teachers accommodated learners through an individual approach 

whereby they drill in the concepts and the lesson content and make learners repeat the activities 

until they understand the concepts and acquire knowledge. The study showed that teaching 

strategies are very accommodative to learners experiencing barriers to learning, including 

grouping learners, so there is conducive teaching and learning (Engelbrecht et al., 2017). The 

literature reviewed has suggested that teachers largely embrace the notion of IE and make 

attempts to ensure successful implementation despite varied levels of success. The main 

ingredient for success remains skills acquisition through in-service training on IE. It has 

emerged that understanding issues of inclusion are conceptually much deeper and complex 

than what has been done in schools around the world in the name of IE implementation. 
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3.4 Stakeholders experiences in the implementation of Inclusive Education in schools 

Inclusive education is a broad concept which requires participation of different stakeholders 

such as teachers, parents, learners, school management teams, education department officials, 

and the community at large. Therefore, the success of IE implementation will require active 

participation of all these stakeholders. Important to the above discussion is the role of attitudes 

of stakeholders towards inclusion issues and IE in particular. According to Pit-ten Cate, 

Markova, Krischeler and Krolak-Schwardt (2018), positive attitudes lead to greater acceptance 

of students experiencing barriers to learning and willingness to accommodate them in the 

mainstream classrooms, which then will enable teachers to gain positive experiences and 

contribute to feelings of competence and efficacy. In the same vein, Vučkoviċ, Ivkou-

Džigurski, Bibiċ, Jovanov and Stojšiċ (2019) assert that teacher experiences on inclusion in 

schools are significant and are good indicators of how IE should be implemented. These 

scholars further state that when experiences of different stakeholders are joined, they tend to 

lead to the successful implementation of IE (Vučkoviċ et al., 2019). Klibthong and Agbenyega 

(2020) concur with this view, as they opine that collaborative experiences of all critical 

stakeholders in education play a critical role in the success of inclusive programmes in schools. 

 

Ainscow (2020) adds that involving the wider community fosters inclusion and equity in 

education by supporting the process of change. Given the above literature opinions on the 

stakeholders’ experiences in implementing IE, there is consensus around building inclusive 

values and developing practices when all school communities work collaboratively to address 

barriers to educational experiences. Educators the key stakeholders in education especially 

when it comes to the implementation of IE. Zagona, Kurth and Macfarland (2017) conducted 

a study in the United States of America to understand educators’ experiences and preparation 

for IE, found a deeper understanding of IE amongst the educators. The study showed that 

educators’ experiences that led to the successful implementation of IE were based on 

communication lines between educators within the school and parents, who supported the 

students experiencing barriers to learning to become actual members of their classroom 

communities. The study indicated that when educators discuss the students’ issues, they focus 

on their needs rather than their barriers. The study also found that educators included students 

experiencing barriers to learning in their classroom activities so that they could feel accepted, 

which makes students’ experiences much happier in their educational journey. It is evident 

from the study that the educators’ experiences in creating a conducive environment through 
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communication with relevant stakeholders, including students experiencing barriers to learning 

developed positive attitudes for both the educators and the students.  

 

Likewise, Page, Boyle, Mckay and Mavropoulou (2019) found that educators’ experiences in 

teaching students experiencing barriers to learning were influenced by their positive attitudes 

towards actively involving them in the classroom activities. The scholars found that educators’ 

experiences in implementing IE were linked to their religious experiences regarding students 

experiencing barriers to learning as the family of the classroom community and educators as 

their role models. It is evident from the study that when educators and students experiencing 

barriers to learning embrace one another, an atmosphere of integration demonstrates a broader 

sense of inclusion. Therefore, when students experiencing barriers to learning are being catered 

for and are accepted, they are more likely to perform in their studies. The above confirms the 

research by Bešic, Gasteiger-Klicpera, Buchart, Hafner and Stefitz (2020), who found that most 

students experiencing barriers to learning experience a good feeling by being at a school that 

provides them with opportunities and motivate their engagements with their educational 

activities.  

Schwab, Sharma and Hoffmann (2019) conducted conducted a study in Germany to examine 

how secondary school students rated their teachers regarding inclusive teaching practices, 

found that students experienced teachers to be using some inclusive practices but were not 

highly inclusive. The study showed that students' experiences were that their teachers 

personalise the curriculum reasonably well but did not make the classroom inclusive. This, 

according to the study, showed that students experiencing diverse abilities experience 

difficulties during teaching and learning. The study also indicated that students’ experiences 

with teachers who have long teaching experiences were positive. The teachers have learnt the 

best ways to meet the learning needs of all students compared to those with less teaching 

experience. As the study was conducted using a quantitative approach, it is noticeable that the 

students’ responses to their experiences were limited as they relied on predetermined questions. 

Many students’ experiences would have been generated using a qualitative approach. De Boer, 

Pijl and Minnaert (2010) suggest that involving parents’ experiences is essential for 

implementing IE. They develop a more positive idea about inclusion, which leads to a strong 

partnership in the school.  

Paseka and Schwab (2020) conducted a study in Germany to explore parents' attitudes towards 

inclusion found that parents’ experiences positively impacted IE. The study found that parents 

of children with barriers to learning experienced a high level of inclusive teaching practices 
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from teachers as they recognised children's strengths and weaknesses and supported the needs 

of individual children. The study showed that parents perceived teachers to be able to relate the 

subject content to their children’s lived experiences and personalised their teaching according 

to the individual child’s needs. The study revealed that parents experience teachers as working 

with them to ensure that all children learn and succeed in their education. It is evident from the 

study that parents worked closely with schools for better implementation of IE and the success 

of students experiencing barriers to learning. Paseka and Schwab (2020) argue that teachers 

who want to implement IE have to reflect on the teaching practices and constraints they 

experience by using parents as critical friends to meet the students' needs.  

Similarly, Bhroin and King (2020) conducted a study in Ireland found collaboration between 

parents and schools. The study showed that parents experienced that they were part of their 

children's education as their views were valued, given weight and their concerns about their 

children's education were taken seriously by the schools. The study revealed that parents’ 

experiences in their children's education were linked to constant communication between them 

and the schools, which kept them informed and made them accessible. Zhu, Li, and Hseieh 

(2017) conducted a study in Hong Kong, the findings showed that parents received useful 

information and materials from the school to help their children at home. This has worked well 

to assist students experiencing barriers to learning. The study also showed the existence of 

frequent contact between the teachers and the parents, suggesting that students worked at home 

to reinforce what was done at school. The study mentioned above resonates with the findings 

of the study to explore parents’ attitudes towards IE conducted by Sharma and Troy (2019) in 

Thailand. These studies showed that parents of students experiencing barriers to learning 

indicated that their involvement in their children's inclusion in school was bearing positive 

results. Their children displayed a high level of social growth in school and at home. The 

studies revealed that parents’ experiences saw inclusion as providing an environment that 

demonstrates good role models to cultivate their children's desires for their academic goals.  

 

Therefore, the studies indicated that when IE was implemented in schools, preparation of 

students experiencing barriers to learning for the real world was outstanding. Klibthong and 

Agbenyega (2020) found that teachers’ educational experiences prepared them well to teach 

students experiencing barriers to learning and inclusive classroom experiences enabled all 

students to develop social understanding among themselves. This resonates with literature 

stating that to improve inclusive culture in schools’ educators, school leadership needs to have 

positive attitudes, collaborate with other stakeholders, and work as pedagogical leaders 
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(Akkerman & Bakker, 2011). Being pedagogical leaders means having positive attitudes, being 

versatile and devoted to teamwork to serve all students' interests (Akkerman & Bruining, 2016; 

Klibthong& Agbenyega, 2018). The scholars further suggest that when educators act as 

pedagogical leaders, they become change agents who actively engage with every member of 

the school community and all stakeholders to benefit all students. Lalonde (2013) argues that 

a pedagogical leader differs from management, characterised by directing people to adhere to 

prescribed routines.  

 

Often the most inclusive and high-quality schools have school leaders who lead with inclusive 

values, vision and motivation, and who embrace all stakeholders within the school (Schuelka, 

Sherab & Nidup, 2018; Sherab, Dorji, Lhamo, Thapa & Tshomo & 2015). Research has 

demonstrated that school leadership is crucial for implementing IE (Shogren, McCart, Lyon, 

Sailor & 2015; Villa & Thousand, 2016). In assisting school leaders in embracing inclusion, 

UNESCO (2017, p. 47) provided the following indicators for school leaders to review their 

schools: 

i. Everyone is made to feel welcome. 

ii. Students are equally valued. 

iii. There are high expectations for all students. 

iv. Staff and students treat one another with respect. 

v. There is a partnership between staff and families. 

vi. The school is accessible to all students. 

vii. Senior staff support teachers in making sure that all students participate and learn. 

viii. The school monitors the presence, participation and achievement of all students. 

 

The indicators provided by UNESCO (2017) are useful and enable all of us to assess the extent 

to which schools are inclusive or not. However, research has also shown that educators who 

see themselves as followers adopt complaining and negative attitudes about IE. For example, 

Page et al. (2019) have found that teachers’ experiences were negative because of their poor 

attitudes towards IE. In Botswana, a study by Boitumelo, Kuyini and Major (2020) explored 

the experiences of general secondary education teachers in inclusive classrooms. It was found 

that teachers had both positive and negative experiences in the inclusion setting, and these 

experiences affected their attitudes and beliefs about inclusion. The study showed that teachers 

experience professional growth and increased personal satisfaction by teaching in inclusive 
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classrooms. It further showed that teachers indicated that experiences in teaching students 

experiencing barriers to learning yielded positive results in such students’ performances and 

led to some changes in teachers’ perceptions and understanding of students experiencing 

barriers to learning. According to the study, this experience is considered a critical factor in 

implementing IE in the classrooms.  

 

Boitumelo, Kuyini and Major (2020) also found that the benefit of the inclusive experience 

was not limited to skill development in teachers but also to change in teachers’ perceptions of 

the quality of their classroom instruction. This resulted in higher quality teaching for all 

students and students benefiting from their teachers’ experiences. This confirms the literature 

that educational exposure to students experiencing barriers to learners from their teachers’ 

experiences leads to individual improvement among teachers, including developing more 

favourable attitudes towards these students and a bigger inclination to include them during 

teaching and learning (Sukkyung, Eui & Kyulee, 2019). Magumise and Sefotho (2020) 

conducted a study in Zimbabwe to explore parents and teachers’ perceptions of IE found that 

parents were motivated to enhance and maintain IE. The study showed that parents experienced 

IE as a practice that enables equal opportunities for their children by providing their children's 

education. The study found that parents’ experiences about IE were associated with bringing 

joy to themselves and their children with learning barriers. This implies that parents’ 

experiences with IE can provide a brighter future for their children. 

 

Similarly, Francis, Matafwali and Banda (2019) conducted a study in Zambia found that 

parents involved with their children's education positively impacted students’ achievement in 

the classroom. The study showed that transparent and open communication between parents 

and the school regarding a child’s progress gets parents more interested in the education of 

their children with learning barriers. The study indicates that IEPs were communicated to 

parents through students’ homework. Parents working with children share their understanding 

of the education content that the child must comprehend. A study showed that parents could 

visit their child’s school to find ways to help their children in the classroom or on school field 

trips. Therefore, the collaboration between the school and the parents developed a good rapport 

that benefited learners experiencing barriers to learning. This implies that parents can better 

understand IE and develop their children, thus avoiding confusion in the implementation 

process of IE. Kasongole and Muzata (2020) affirm this position and emphasise the importance 

of dialogue with parents and their possible involvement in homework and the benefits of such 
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involvement for learners experiencing barriers to learning when they are given homework and 

are supported by their parents.  

The whole idea is to provide practice beyond the classroom and to encourage parents to get 

involved in their children's education as stakeholders in education, so that the learners can 

improve in their academic pursuit. Scholars further suggest that stakeholders (teachers, learners 

and parents) can use homework as a teaching tool in the education of learners experiencing 

barriers to learning to make learners more successful in their academic lives. Therefore, when 

stakeholders’ experiences are put together through homework, it may be positive, and IE 

implementation might then succeed. The literature also argues that people who have never had 

experience with barriers to learning tend to have negative attitudes and fear of such individuals, 

while exposure to inclusion has the potential to eliminate or minimise fears (Kuyini & 

Mangope, 2011). Boitumelo et al. (2020) study found that some teachers experienced a 

negative effect when implementing IE. The study showed that teachers were experiencing 

inadequate support from their school leadership, which contributed to teachers’ negative 

experiences of inclusion. The study found that teachers indicated that inclusion was forced on 

them without the necessary support system, which negatively affected their attitudes towards 

implementing IE in their classrooms.  

It is confirmed by the findings of Kuyini, Desai and Sharma (2020) that teachers have less 

positive attitudes and unreasonable concerns about IE have moderate self-efficacy about 

implementing IE during teaching and learning. The latter also study showed that teachers 

experience students experiencing barriers to learning demands as being handful, which cause 

negative attitudes. Kuyini and Mangope (2011) suggest that limited support in implementing 

IE leads to teachers’ negative attitudes towards including students experiencing barriers to 

learning. Therefore, experiences shape and affect teachers’ attitudes and beliefs about 

implementing IE. The study by Boitumelo et al. (2020) recommends developing and 

implementing effective inclusive practices by supporting teachers to improve their experiences 

for the overall success of inclusion. Another study conducted by Torgbenu, Oginni, Opoku, 

Nketsia and Agyei-Okyere (2021) in Nigeria explored parental attitudes, knowledge and 

perceived social norms as influencing the implementation of IE. The study found that parents 

experienced limited knowledge from the school regarding IE. Although the study does not 

indicate how the parents might have been deprived of IE knowledge, it cites parents as having 

no education about IE, which does not relate with the knowledge that has to come from the 

school.  
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Having limited knowledge of IE as mentioned by the parents in the study led to negative 

attitudes. The study showed that parents were unaware of support services available at school 

to include learners experiencing barriers to learning successfully. Likewise, in Kenya, Odongo 

(2018) found that parents experienced a lack of information and support about IE, which 

resulted in them not being aware of available services for their children with barriers to 

learning. When referring to support systems, parents cited early assessment and intervention or 

any outside help that can enhance the implementation of IE that they were not informed of or 

told about. Odongo (2018) found that as much as there is a willingness from parents to support 

IE, they also experienced intimidation by the school and were made to feel that they had no 

value to contribute to the education of their children with barriers to learning. The study further 

revealed that parents were not informed of IE choices available in the schools. It is evident 

from both studies that parents experienced a lack of understanding, information, and support 

about IE that should have come from the school. Without the information, they felt that they 

could not support their children with learning barriers. Torgbenu et al. (2021) also mentioned 

that due to parents not being provided with the necessary knowledge, they assumed that IE was 

unworkable because of the lack of communication from the schools that students experiencing 

barriers to learning attended. These findings indicate that parents do not trust the education 

system hence they were willing to find ways that can benefit and assist their children when it 

comes to the implementation of IE.  

Odongo (2018) argues that parents still experience a lack of clarity regarding the IE policy and 

cannot access information about IE; hence, some of them experience delays in taking children 

to schools. The study also revealed that parents of students experiencing barriers to learning 

experience discrimination and stigmatisation from their family members and surroundings, 

which result in parents steering clear of active involvement in their children's education. It is 

sad that the study found that people are still experiencing discrimination and stigmatisation 

from society for having children with barriers to learning. Similarly, Alhassan (2018) 

conducted a study in Ghana which revealed that students experiencing barriers to learning 

lamented that teachers were not helping them in the classrooms to get their work done; hence, 

they were left out during lessons. The study further revealed that even outside the classrooms, 

students experiencing barriers to learning were left on their own without mixing with other 

students to socialise and build relationships with schoolmates. It is clear from the study that 

students experiencing barriers to learning were negatively impacted by their identities and self-

esteem. Karakaya and Tufan (2018) suggest that learners should experience social skills as 

competencies by attending school to form friendships, communicate and adapt to various 
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environments. In addition, Ackah-Jnr and Danso (2019) argue that IE should educate learners 

to socialise and privilege them with more and better opportunities that will enhance their 

functioning, development and growth rather than marginalise learners in the school 

community. Okyere, Aldersey, Lysaght and Sulaiman (2019) conducted a study in Ghana, and 

found that learners lamented that their experiences during teaching and learning were largely 

negative. The study showed that learners experiencing barriers to learning were subjected to 

work they could not do and complete.  

According Okyere et al., (2019), it made learners lose interest in their education, and they ended 

up daydreaming and idling during teaching and learning, and others just fell off to sleep. The 

study also determined another factor which contributed to learners experiencing barriers to 

learning not paying full attention during the lessons was that teachers failed to explain the 

subject content clearly making learners lose their motivation to be part of the lessons. The study 

also showed that learners were subjected to corporal punishment from teachers when they could 

not respond to the questions asked by teachers. It is evident from the study that learners 

experiencing barriers to learning were experiencing victimisation in schools, which went 

against the principles of IE. For example, Adom, Chukwuere, Dake and Newton (2019) found 

that students experiencing barriers to learning experienced disappointment from their teachers 

and felt no urge to actively participate in classroom activities because they were often looked 

down upon by their teachers. These scholars confirmed in a study that even the parents of 

students experiencing barriers to learning often experienced downheartedness because of the 

stigmatisation experienced by their children. Agbenyega (2006) argues that any form of 

inflicting pain on students is counterproductive to inclusive pedagogy since such leave students 

out of the teaching and learning process rather than valuing all students.   

 

In South Africa, Sikhosana (2018) conducted a study in the uThukela District, KwaZulu-Natal, 

to explore learner support in full-service schools through parents' voices. The study found that 

parents experienced a lack of communication regarding educational matters about IE. The 

parents from the study indicated that schools are poor in communicating with them as they only 

heard about educational matters from their children. The study showed that parents were 

concerned about not receiving information about their children's education even though they 

wished to assist their children at home. It is revealed from the study that when parents visited 

the schools on their own, they experienced negative attitudes and unwelcoming gestures from 

the teachers. The teachers’ attitudes mentioned by the parents in the study were associated with 

teachers being incompetent in teaching learners experiencing barriers to learning thus resulting 
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to teachers not willing to report about these learners’ progress. It is worrying that schools fail 

to furnish parents with necessary information concerning the education of their children. This 

makes it difficult for the parents to be sure that when they get information from their children, 

that such information is correct, bearing in mind that learners might forget some of the 

information. It is evident from the study that parents of learners experiencing barriers to 

learning are not furnished with information about their children's education even though they 

showed a willingness to know so they can assist their children at home.  

Similarly, Engelbrecht et al. (2015) found that as much as parents supported the school's vision 

in terms of transformation, but their experiences with relevant policies and the implications of 

implementing IE were not made clear to them. However, the study showed that despite parents 

not being informed of IE policies, they took it upon themselves to get involved in their 

children's education through meetings to acquire more information about the implementation 

of inclusive education. Given the principles of IE, it is unfortunate that stakeholders such as 

parents are made to adapt to the school system that fails to serve the needs of transformation 

rather than the school system advocating the needs of learners experiencing barriers to learning. 

In this regard, Walton (2018) opines that learners experiencing barriers to learning are still 

experiencing a schooling system that discriminates them to preserve colonial systems, such as 

language that does not accommodate these learners. Walton (2018) points out that the 

educational exclusion practices are evident at all levels of the education system, including 

classrooms and schools, which somehow pushes away learners experiencing barriers to 

barriers. The views and findings expressed by these scholars resonate with the findings of the 

study by Mckinney and Swatz (2016) that showed that learners experiencing barriers to 

learning experienced exclusion in the classrooms during teaching and learning.  

Geldenhuys and Wevers (2013) argue that a lack of positive relationships that accommodate 

learners experiencing barriers to learning lead to these learners becoming socially isolated and 

missing out on development opportunities that they should gain from their schools. The 

literature review has indicated that attitudes lie at the core of successful implementation of IE. 

Positive attitudes also assisted in eliciting more information about IE, and sharing of 

information was found to be hugely important in obtaining a better understanding about IE. 

The review of literature has also shown that some experiences in the implementation of IE have 

been negative resulting to learners experiencing barriers to learning not benefiting from the 

education system in the manner that they should. 
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3.5 Challenges encountered by educators in implementing Inclusive Education in schools 

Educators are at the coalface of the implementation of IE as they work closely with the learners 

in the classroom. The previous two sections focused on how educators implement IE and the 

experiences of stakeholders in the implementation of IE respectively. In this section, the focus 

is on the challenges that the educators face in implementing IE in their schools. Pantic and 

Florian (2015) argue that the manner in which teachers address learner diversity in inclusive 

classrooms appears to depend on their knowledge, attitudes and beliefs, school context and 

resources, and the practical strategies they employ. These are the determining factors in 

becoming inclusive practitioners. Similarly, Moberg, Muta, Korenaga, Kuorelahti and 

Savolainen (2019) assert that knowledge and skills to plan for inclusive teaching are vital in 

the classroom. These scholars further state that teachers who deliver lessons in their ways and 

struggle to implement IE successfully often acknowledge the lack of training in dealing with 

the diverse range of students’ learning needs (Moberg et al., 2019). Therefore, IE needs to be 

implemented to provide students experiencing barriers to learning with appropriate learning 

opportunities. Parveen and Qounsar (2018) argue that teachers can be qualified, but if the IE 

training is sub-standard, all their efforts will harm the implementation of IE. Therefore, 

research confirms that training and education are critical to the success of inclusion 

programmes (Winter, 2006).  

 

A mixed-methods study examining private school teachers’ perceptions of efficacy in dealing 

with IE conducted by Monteiro, Kuok, Correia, Forlin and Teixera (2018) in China, found that 

teachers lacked skills and knowledge. The study showed that many teachers were teaching 

students experiencing barriers to learning in the manner they did because of a lack of actual 

practice and practical training and techniques in implementing IE. This is because of a lack of 

confidence in designing learning tasks that can accommodate the individual needs of students 

experiencing barriers to learning. This implies that teachers felt unprepared to implement IE 

and unsure about how to differentiate the curriculum for students experiencing barriers to 

learning. The study found that teachers were confused about how to implement IE. They were 

still holding on to the traditional way of teaching and lacked strategies to involve students 

experiencing barriers to learning during teaching and learning. Makoelle (2020) argues that the 

main factor that enhances effective teaching is the level of teachers’ preparedness and the 

ability to be critical and reflective about their instructions, thus allowing them to research their 

practices, which are an essential element for developing inclusive teaching (Howes, Frankham, 

Ainscow & Farrell, 2004).  
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Therefore, for teachers to change their ways of implementing IE in their classrooms, proper 

preparation of the inclusive pedagogies is essential to benefit learners experiencing barriers to 

learning.  The traditional way of teaching is confirmed by Stigstad (2017) who conducted a 

study in Norway. The study found that as much as teachers tried to implement IE, they 

delivered the lessons by talking too fast, writing too much on the board and using difficult 

words. It is evident from the study that teachers were not involving nor accommodating 

students experiencing barriers to learning in the lessons based on the way they delivered 

instructions. This way of implementing IE resonates with the findings of Singal (2019), who 

also found that teachers were limited in their delivery of instructions. They relied heavily on 

simple teaching methods, such as asking students to copy text from the chalkboard or textbooks 

without providing individual teaching that caters for students experiencing barriers to learning. 

Therefore, when teachers fail to implement IE in a manner that does not accommodate the 

abilities of students experiencing barriers to learning, these students remain at the periphery of 

both teaching and learning processes.  

Similarly, Parveen and Qounsar (2018) conducted a study India and found that most teachers 

lacked strategies and skills to implement IE and deal with students experiencing barriers to 

learning during teaching and learning. The study showed that teachers felt they were 

holistically modifying and differentiating the learning activities for students experiencing 

barriers to learning; hence, they delivered the lessons in a manner that did not accommodate 

the students’ needs. In addition, the study found that teachers had inadequate teaching and 

learning resources to cater for students experiencing barriers to learning, thus, making them 

teach in a manner that compromised the successful implementation of IE. In this regard, the 

lack of knowledge and skills by the teachers to deliver inclusive instructions as well as schools 

having insufficient resources contributes to teachers implement IE in a way that did not benefit 

students experiencing barriers to learning as these students are left behind during teaching and 

learning. In the same vein, Klibthong and Agbenyega (2020) found that teachers’ daily teaching 

is restricted by time constraints, increased workloads and lack of resources to support their 

implementation of IE; hence, they used what is available to them to support their practices. 

Therefore, the study showed that teachers felt that implementing IE under their conditions, 

which are too demanding, led to insecurity.  

Singal (2019) suggests that implementing IE in a manner that does not accommodate or 

respond to students' diverse learning needs, manifests in students disengaging from the 

teaching and learning process. Consequently, Ajzen, Joyce, Sheikh and Cote (2011) assert that 

the teachers’ knowledge and attitudes regarding particular types of students influence their 
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intention to implement IE in their classrooms. One can deduce that knowledge and skills and 

how IE is implemented can positively or negatively impact students experiencing barriers to 

learning. The literature highlights that the inflexibility of the curriculum designed for students 

experiencing barriers to learning as well as intrinsic factors, such as poor concentration span 

prevalent in these students contribute to how teachers decide to implement IE in their 

classrooms; this usually does not benefit the students (Merga, 2020; Sagner-Tapia, 2017). It is 

clear from the literature reviewed that teachers need skills and resources to implement IE 

efficiently. Zagona, Kurth and MacFarland (2017) conducted a study in the United States of 

America and found that teachers had to find a balance between content and suitable time for 

students to choose what they can teach to students experiencing barriers to learning because of 

their unpredictable health conditions.  

Likewise, Mangope (2017) suggests that teachers need the skills to address the unique needs 

of learners experiencing barriers to learning to help them achieve their full potential. However, 

the question that can be posed is what happens if teachers do not possess the requisite skills of 

implement IE in a manner that does not equip learners experiencing barriers to learning in the 

way it should? The review of literature is assisting to expose the challenges faced by 

implementers at grassroots. The major challenge is whether or not such discussions emanating 

from empirical studies reach the offices of senior officials in various education departments 

across the globe. What is clear is that the kind of conduct expressed in this section harms the 

accomplishment of these learners (Mangope, 2017). Vanderpuye, Obusu and Nishimuko 

(2020) conducted a study in Ghana to investigate teachers’ attitudes, their perceptions about 

the resources they need for effective implementation of IE and the impact of IE on pupils found 

that teachers lacked training on how to effectively teach students experiencing barriers to 

learning in a manner that promotes the implementation of IE. The study showed that teachers 

lacked various kinds of skills needed for various aspects of IE, such as adapting instructional 

materials to suit the needs of students experiencing barriers to learning.  

 

Vanderpuye et al. (2020) add that teachers’ inadequate knowledge in implementing IE for 

students experiencing barriers to learning keeps them unprepared to include these students in 

their teaching and learning process. The study revealed that teachers knew the academic gains 

for students experiencing barriers to learning that an inclusive classroom offered; however, 

their limited knowledge in instructional modification and the lack of ways to manage the 

diverse needs of these students compelled them to implement IE in a manner that did not 

provide these students with the education they deserved. The study recommended that for the 
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sustainability of IE in a classroom, high-quality, comprehensive teacher knowledge and support 

resources were needed to implement IE to benefit students experiencing barriers to learning 

(Vanderpuye et al., 2020). Similarly, Mokaleng and Möwes (2020) conducted a study in 

Namibia, explored issues affecting the implementation of IE in selected secondary schools. 

The study found that the implementation of IE was constrained by factors, such as lack of 

teacher training, inadequate support and resources, and curriculum issues. According to the 

study, these factors contributed to how teachers implement IE in their classrooms. The study 

found that most teachers lacked proper training and knowledge in working with learners 

experiencing barriers to learning, resulting in their unwillingness to teach these learners 

successfully.  

Mokaleng and Möwes (2020) further revealed that teachers’ inadequate knowledge to deal with 

learners' diverse educational needs made them fail to put theory into practice when 

implementing IE. Mokaleng and Möwes (2020) found that the reasons cited by teachers for 

implementing IE in the manner they did was linked to a lack of relevant information and 

knowledge on how they should deliver their lessons differently to accommodate learners 

experiencing barriers to learning. This implies that the teachers’ lack of sufficient knowledge 

and training in implementing IE made them feel incapable of working with learners 

experiencing barriers to learning. This also led them to implementing IE in a manner that is not 

productive to the education of learners experiencing barriers to learning. For example, 

Boitumelo et al. (2020) in Botswana found that teachers assumed that IE required theoretical 

teaching and could not be implemented in subjects that had practical components; hence, they 

delivered lessons in the way the policy of the subjects dictated.   

Combined with their lack of knowledge, the study also found that teachers complained about 

the lack of teaching materials in schools that would have assisted them to implement IE in their 

lessons; hence, they mentioned that they worked with what they had at their disposal. The study 

found that teachers felt that the curriculum was the cause of them implementing IE the way 

they did. The study revealed that the curriculum was inflexible and did not allow learners 

experiencing barriers to learning to be included in all lesson activities; the teachers thus paid 

less attention to these learners during the teaching and learning process. This confirms the study 

findings by Bechem and Valery (2019) conducted in Cameroon. That study found that most 

teachers used chalkboard and lesson notes as the only methods to implement IE and they could 

not use the necessary materials for effective implementation of IE in their classrooms. The 

study also found that the reason for teachers implementing IE in the manner they did was 

associated with the lack of training and knowledge in dealing with learners experiencing 
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barriers to learning. Braun (2020) asserts that the lack of knowledge and preparation of the 

lessons go hand in hand with the capacity and how the teachers implement IE in the classrooms.  

 

For example, Tamakloe (2018) found that teachers presented their lessons through chalk and 

talk pedagogy, not giving students experiencing barriers to learning full access to teaching and 

learning. Also, the study revealed that teachers convey their instructions to students 

experiencing barriers to learning by asking them to copy from the blackboard into their books. 

Therefore, the study found that teachers presented lessons focused more on what learners could 

do rather than building their strengths through inclusive practices. The literature highlights that 

if teachers deliver a curriculum that is not inclusive and thus not accessible to students, their 

development and achieving their goals in their educational journey could be hindered (Sakiz, 

Ekinci & Basi, 2020). Opuku, Cuskelly, Pedersen and Rayner (2021) argue that if teachers 

implement IE, it leaves other students out of the lessons; it is more likely that such teachers do 

not have the skills or necessary support system to practice in their classrooms. Therefore, one 

can deduce that curriculum discourse is meant to offer skills to students but goes beyond to 

incorporate IE as a process that enables learners experiencing barriers to learning to learn from 

it and be worthy citizens in their communities. If IE is implemented in such a way that it does 

not accommodate learners experiencing barriers to learning, the future of these learners is 

doomed.  

 

Andrews, Walton and Osman (2021) conducted a study in South Africa to explore constraints 

to implementing inclusive teaching found factors that contradicted the key principles of 

inclusive practices. For instance, the study revealed that less time was given to core subjects, 

which affected the extension time for implementing inclusive education, adversely impacting 

teachers’ ability to teach inclusively. The teachers did not get to attend to learners experiencing 

barriers to learning in a manner they wished to. Also, the study showed that teachers had limited 

school resources to allow them to implement IE, which meant that they were left to improvise 

on their own. The study found that the intensity of the curriculum offered to learners 

experiencing barriers to learning did not consider different learning needs, making teachers 

implementing IE too fast and leaving learners behind in the teaching process. The study showed 

that the assessment needs of individual learners also constrained the implementation of IE as it 

did not allow teachers to use other methods such as oral assessment to accommodate learners 

experiencing barriers to learning. This implies that assessment for learners experiencing 
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barriers to learning added to the teachers’ burden, as they conducted assessment in a manner 

that was consistent with the provisions stipulated in the policy document. 

 

Also, in South AfricaNel, Tlale, Engelbrecht and Nel (2016) conducted a study to explore 

teachers’ perceptions of education structures in implementing IE in South Africa, it was found 

that the teachers lacked professional knowledge for supporting learners experiencing barriers 

to learning. The study indicated that the teachers were not trained to teach learners experiencing 

barriers to learning as they highlighted that they were only skilled to teach learners in a regular 

school without barriers to learning. The study found that the teachers did their best in the 

manner they thought was acceptable for teaching learners experiencing barriers to learning. 

However, the study was silent on how teachers made the best of it in implementing IE. 

Therefore, it is evident from the study that teachers implemented IE in the manner they did 

because of the challenges they encountered, such as the lack of materials and support they 

needed. The shortage of materials and the support from various quarters (District Office and 

parents) were issues that were beyond their control, and they could not overcome these 

challenges on their own. The study found that the teachers were not confident in their 

implementation of IE as they highlighted that they could not conduct remedial work for the 

learners experiencing barriers to learning, which left them questioning their practices and 

doubting their own capacities. These findings are similar to those of Adewumi and Mosito 

(2019), who explored experiences of teachers in implementing the inclusion of LSEN.  

Adewumi and Mosito (2019) found that the majority of the teachers raised concerns about 

multi-grade teaching, the curriculum, as well as the lack of skills and expertise in teaching 

learners experiencing barriers to learning. Therefore, they could not identify or handle these 

learners during teaching and learning, which constituted a challenge for them. They resorted to 

teaching in ways that contradict the principles and values of IE and failed to accommodate 

learners experiencing barriers to learning. Mckenzie (2020) argues that the curriculum content 

in South African schools perpetuates segregated education, which challenges the progress of 

learners experiencing barriers to learning as they are in danger of being left behind in the 

process of teaching and learning. From the studies reviewed, it becomes clear that teachers face 

multiple challenges due to a lack of knowledge and skills and other factors. There are numerous 

challenges presented in the previous paragraphs as the researcher continues to review the 

literature more challenges are presented.  

One additional point to raise here is that the challenges presented were prevalent in both 

developing and developed countries. This is additional evidence that issues of inclusivity are a 
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global problem. I have highlighted elsewhere in this chapter that educators are expected to 

implement IE. In short, this means that educators have to manage diverse classrooms, 

understand exceptional needs and collaborate with parents and other stakeholders for the 

success of inclusive education (Mckenzie, 2020). However, literature also indicates that 

teachers increasingly face numerous challenges of meeting a wide range of learner needs 

through inclusive practices (Duhan & Devarakonda, 2018). Some of the challenges they face 

to implement IE successfully include the lack of parental support, overcrowded classrooms, 

inadequate resources, socioeconomic factors and learner progression policy implementation. 

Zabeli et al. (2020) opine that if the relevant and necessary organs do not support IE, challenges 

during the implementation process arise.  

 

The challenges caused by overcrowding in schools were also demonstrated by the findings of 

Kuyini, Yeboah, Das, Alhassan and Mangope (2016). Overcrowding results in behavioural 

challenges in classrooms, which hinder the implementation of IE. The study revealed that 

teachers found it difficult to implement IE when there were no primary resources, such as desks 

and space, which affected their self-efficacy and eventually affected their instructional 

practices. The study also revealed that the behavioural challenges were linked to learners 

experiencing barriers to learning, the lack of concentration, tiredness and socioeconomic 

factors, such as having to fetch water and selling goods for their parents, resulting in their low 

academic performance.  

According to Banks (2013) poverty tends to limit the educational choices a family can make 

for their children resulting to children from poverished household do less as compared to 

middle class children. Karakaya and Tufana (2018) argue that the behavioural challenges 

caused by students experiencing barriers to learning in the classroom depended on how teachers 

applied the classroom management skills they obtained when training to be professional 

teachers and they further state that if those strategies and skills are applied correctly, such 

challenges can be overcome. For example, another study by Tamakloe (2018) found that 

teachers cited disruptions of teaching and learning caused by learners experiencing barriers to 

learning, resulting in them having too much stress as they take a lot of time resolving 

disturbances rather than teaching. In addition, Merga (2020) notes that a range of home factors, 

such as lack of parental support, parental illiteracy, poor nutrition and worries about home 

circumstances pose barriers to the student experiencing barriers to learning and hinder the 

successful implementation of IE.  
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Parveen and Qounsar (2018) concur with the views relating to the parental support in the 

education of learners experiencing barriers to learning. These scholars say that the success of 

IE is hindered by a lack of support from various sectors that should be embracing its successful 

implementation. In addition, Paseka and Schwab (2020) believe that stakeholders such as 

parents are vital and influential in the successful implementation of IE; hence, their non-

involvement creates severe challenges for students experiencing barriers to learning as well as 

their schools. Tiwari, Das and Sharma (2015) believe that if the socioeconomic challenges of 

students experiencing barriers to learning are addressed, teachers’ belief systems about IE can 

change, and these students can benefit from the education process. Singal (2019) conducted a 

study in India showed that the parents abdicated their roles as much as the policy preaches 

collaboration. The study showed that the challenge in implementing IE was a lack of parental 

involvement, driven by the belief that parents did not value education for their children with 

learning barriers. The study further revealed that the lack of interest by parents was that they 

perceived schools to be unable to meet their children's learning needs because they did not 

possess the necessary resources.  

Afolabu (2014) argues that the role of parents in fostering support for children in inclusive 

schools is indispensable; hence, they must be given the opportunities to be part of their 

children's education, and their support is regarded as a crucial aspect of implementing IE 

(Makoelle, 2020). Thus, if parents are not involved, the implementation of inclusive education 

will suffer. Likewise, Omar and Sulaiman (2018) conducted a study to explore the 

implementation of IE programmes for students experiencing barriers to learning in Malaysia, 

found that parents were among the critical factors that were the main obstacles to the success 

of the IE programme (IEP). The study further showed that parents were not supporting their 

children in doing homework to implement IEP successfully. The study also found that the 

failure by parents to support IEP had a significant impact on the students experiencing barriers 

to learning not only during their school days but also for good opportunities after their school 

years. The study did not explain why parents were not supporting their children except to 

mention that the parents had attitudes towards IE because of unstructured collaboration 

strategies in schools.  

 

Omar and Sulaiman (2018) revealed that the teachers had challenges in receiving adequate 

resources to maintain the implementation of IEP because of school administrators’ attitudes 

towards implementing the programme. Therefore, it is evident from the study that the 

challenges of implementing IE also came from the leaders who should be supporting it, making 
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students experiencing barriers to learning suffer in the education process. Therefore, it is 

essential that people should be positive and willing to implement the objective and goals of IE 

for it to be achieved.  are essential for IE to achieve its objectives and goals. The support from 

designers is crucial to demonstrate cooperation to achieve the desired effect of implementing 

IE. The literature confirms that parents with positive attitudes towards reading are more likely 

to model reading to their children and assist their children with homework and stimulate 

literacy engagement at home (Ho & Lau, 2018; Tse, Xiao, Ko, Lam, Hui & Ng, 2016).  

Kurniawati (2021) conducted a study to explore teachers’ IE strategies in rural Indonesian 

primary schools found that teachers had challenges implementing IE due to large class sizes. 

The study showed that teachers cited limited space in classrooms due to overcrowding, which 

hindered affording adequate attention to students experiencing barriers to learning. The study 

revealed that the lack of sufficient space in classrooms created obstacles to support students 

experiencing barriers to learning during the teaching and learning process. This implies that as 

students experiencing barriers to learning had challenges in receiving support in their learning, 

they could not complete their tasks. Thus, overcrowding posed challenges in implementing IE 

in schools. The literature confirms that overcrowding in the classroom where there are students 

experiencing barriers to learning causes a severe challenge and goes against norms and 

standards for the student-teacher ratio (Makoelle, 2020). Similarly, Sharma, Armstrong, 

Merumeru, Simi and Yared (2018) conducted a study in Pacific Island countries found that 

parents were not involved in their children’s schools because they felt the schools did not have 

the resources to accommodate the needs of their children with learning barriers; this challenge 

has caused tension between the stakeholders.  

The literature raised challenges in implementing IE policy, which translates to a lack of parental 

involvement, indicating there was a need to establish mechanisms to overcome these challenges 

for students experiencing barriers to learning. Therefore, policymakers should ensure that such 

challenges are overcome by developing the capacity for parents to become part of reforming 

the education system and to furnish schools with the necessary resources to implement IE. 

Alhassan (2018) explored the extent to which IE was implemented in Ghana and found that the 

teachers were firm in their expression of a need for good dissemination of policy on IE. They 

mentioned that it lacked collaboration among stakeholders as it was a top-down model. They 

were the ones who needed to implement it. The study also found that it was challenging to 

practice IE in schools due to conflict in policy implementation regarding inclusion among 

stakeholders. The study cited challenges of parental non-involvement when parents are invited 

to attend meetings to discuss the education progress of their children with learning barriers. 
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The study also revealed that parents of children with barriers to learning could not provide their 

children with the necessary school stationery required for the lessons and it is left up to teachers 

to solve this issue.  

Okyere et al. (2019) conducted a study in Ghana and found that many students experiencing 

barriers to learning also complained about not receiving assistance with their homework from 

their parents, which negatively impacted their progress. The study showed that the students had 

to spend a lot of time doing household chores, which negatively impacted their schoolwork. 

The study is silent about whether the absence of parents was work-related or due to their poor 

levels of education, which is a normal issue in developing countries. Also, the study found that 

the stressful classroom environment caused by overcrowding and inadequate resources made 

it challenging for teachers to implement IE. The study recommended that there should be 

commitments of all stakeholders to address the challenges in implementing IE. The issue of 

language has also featured as one of the social factors that might be frustrating communication 

between the schools and the home. For instance, Mncube et al. (2020) conducted a study in 

South Africa and found that some parents, when invited to meetings, did not comply with the 

schools’ invitations. The study attributed the non-parental involvement of parents to illiteracy, 

where a study assumes that parents may not have understood the content of the invitation 

letters. The study does not indicate the language used by the school in writing letters to the 

parents.  

One needs to reason that the schools might have added to the challenges of implementing IE if 

they wrote the invitation letters in a language that the parents cannot understand. The schools 

should have known the language of communication they needed to use in the invitation letters 

if they regarded the parents as essential stakeholders in the school as stipulated by UNESCO 

(2017). The study found that parents might also be in denial of their children's learning barriers, 

which may lead to them not responding to the invitations from the schools. The study shows 

that the challenges that hindered the implementation of IE in schools are also associated with 

learners progressing to the next level without their learning barriers being attended. Challenges, 

such as non-parental involvement in implementing IE cause teachers to leave the teaching 

profession (Nel et al., 2016). Furthermore, Mahlo (2017) conducted a study in South Africa 

and found that non-parental involvement is caused by parents assuming that when invited to 

the school, they are called for disappointing news, such as that their children are failing the 

lessons. Parents do not realise that they are invited to discuss the educational progress of the 

learners to enhance inclusion. The study showed that since parents are not supportive, it makes 

it difficult to discuss and develop strategies that will assist the learner because some challenges 
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need parents' consent so that inclusion can be effective. Hence, the study is clear about the fact 

that parents neglected their responsibilities as “primary educators”, leaving the responsibility 

to classroom teachers (Mahlo, 2017, p. 5).  

The frustration caused by parents not assisting their children with the schoolwork is also shown 

in a study by Song (2016) where teachers would teach learners to write their names for weeks 

and request a parent to help, but nothing comes from the homes. The study found that those 

learners who struggle to comprehend what is taught in the classroom drop out of school. In 

addition, some parents refuse to give consent for their children to be diagnosed to receive help 

because they associate diagnosing with learning barriers, not realising that they are depriving 

their children of help in the classroom (Odongo, 2018). The literature demonstrates that 

challenges in implementing IE in South Africa can be ascribed to insufficient or lack of 

resources, lack of parental support, overcrowding and insufficient training and skills on the 

side of teachers that posed difficulties for them to practice inclusive teaching that can benefit 

learners experiencing barriers to learning (Mpu & Adu, 2021; Adewumi & Mosito, 2019; 

Rubbi Nunan & Ntombela, 2019). The literature reviewed has shown that educators in schools 

face a multitude of challenges and these undermine their efforts at implementing inclusive 

education. Many of these challenges are beyond the control of educators while others can be 

addressed by the teachers themselves. Among those within their control include training in 

dealing with teaching in complex classrooms with learners of different learning abilities. 

Clearly, educators can expose themselves to specialised in-service training. The rest of the 

challenges such as class size and/or overcrowding, the lack of equipment to support effective 

teaching, as well as an inflexible curriculum are beyond their control. My view is that the lack 

of parental support can be tackled by the educators, but the literature also casts this challenge 

as beyond their control. 

 

3.7 Chapter summary 

This chapter reviewed literature that looked at international, continental and local studies. The 

chapter has given an overview of developments regarding IE from selected countries. The 

chapter followed the headings outlined in the research questions section of this study. It further 

focused on how IE implementation in various countries occurs and the debates surrounding it. 

Such discussion has helped in eliciting various perspectives on the topic. The literature 

reviewed demonstrates that there is still a long way to go regarding the proper implementation 
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of IE. The literature reviewed has made it clear that most teachers who meant to implement IE 

are those who teach the majority of learners not experiencing barriers to learning thus causing 

them challenges as to how to implement IE. Hence, this study filled the gap as it has explored 

the implementation of IE through teachers who are teaching learners experiencing barriers to 

learning. Furthermore, most of the literature reviewed identifies amomg other things attitudes 

based on teachers’ willingness to make inclusion work. Therefore, this study is underpinned 

through TPB with an aim to fill the gap through its findings. Moreover, the literature reviewed 

presented the socioeconomic factors experienced by the learners but there are some other 

factors that found from the findings of this study that add to the body of knowledge.  
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CHAPTER FOUR 

RESEARCH DESIGN AND METHODOLOGY 

 

4.1 Introduction 

The previous chapter discussed literature related to the study. This chapter provides a detailed 

discussion about the research design and the research methodology used in conducting the 

study. In presenting the discussion of the issues of research design and methodology, I begin 

by briefly outlining what different scholars say about the issues of design and methodology. 

Various scholars define research design and methodology differently. For instance, Punch and 

Oancea (2014) describe the research design as a strategy or a complete plan for the execution 

of a research project. Following the same line of thought, Kumar (2011) refers to a research 

design as a procedural plan that is adopted by the researcher to answer the research questions 

validly, objectively, accurately and economically. On the issue of methodology, Creswell 

(2014) argues that the research methodology is a framework which outlines how data is 

generated, analysed and interpreted.  

Elaborating on this important issue, du Plooy-Cilliers, Davis and Bezuidenhout (2014), 

emphasise that the research methodology is a guiding system for collecting and analysing data 

to generate knowledge about the phenomenon being studied. Drawing from these conceptions 

of research design and methodology, I regard the research methodology as focusing on the 

principles and tools that are used during the research process to understand the “world” under 

study better. In addition, all social research is guided by a research paradigm, or a world view 

about the nature of knowledge (ontology), the relationship between the knowledge and the 

researcher (epistemology), as well as the question about how that knowledge can be accessed 

by the researcher (methodology) (Maree, 2016). Scholars agree that the research paradigm 

influences the design and methodology that is adopted for a study. In the context of this study, 

an interpretive paradigm was adopted. Further discussions on these issues are presented in the 

next section of this chapter.  

4.2 Philosophy underpinning the study 

In the introduction I mentioned that various scholars in social sciences regard the research 

paradigm as a fundamental factor that determines the kind of research design and the 

methodology that is adopted for research. Many scholars maintain that there are three major 

research paradigms, namely, positivism, interpretivism and critical paradigms (Terre-Blanche, 
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1999), while others include post-positivism as the fourth dominant paradigm (Cohen, Manion 

& Morrison, 2018). The following section outlines the philosophy underpinning this study. 

 

4.2.1 Research paradigm 

Many scholars agree that a research paradigm is a set of assumptions about the world and what 

constitutes proper techniques and topics for inquiring into that world (Bertram & Christiansen, 

2014; Punch & Oancea, 2014). In the same vein, Denzin and Lincoln (1994) broadly define a 

paradigm as a set of fundamental beliefs that deals with ultimate or first principles. Denzin and 

Lincoln (1994) further state that a paradigm represents a worldview that defines for its holder, 

the nature of the world, the individual’s place in it and the range of possible relationships to 

that world and its parts. Put in simple terms, a paradigm can be viewed as a way of looking at 

the world or views and ideologies of the nature of the world. In support of this statement, 

Cohen, Manion and Morrison (2018) state that a paradigm is a way of looking at or researching 

phenomena, a worldview or a view of what counts as accepted or correct scientific knowledge. 

Terre Blanche and Durrheim (2006) regard research paradigms as encompassing systems of 

interconnected practices and thinking that describe the nature of their inquiry along three 

dimensions for researchers. The three dimensions include ontology, epistemology and 

methodology. These dimensions are briefly discussed in the next paragraph.  

 

Like all other concepts, scholars define ontology in different ways, without suggesting that 

their views contract one another. For example, according to Cohen et al. (2018), ontology refers 

to the nature of the reality of the phenomenon being studied and what can be known about it. 

In addition, du Plooy-Cilliers et al. (2014) refer to ontology as the study of philosophical 

assumptions about the nature of reality and what it is. According to du Plooy-Cilliers et al. 

(2014), the ontological position of interpretivism believes reality is a social construction, and 

that it depends on the meanings that people ascribe to their own experiences and interactions 

with others. Nieuwenhuis (2013) adds that placing people in their social contexts gives a more 

significant opportunity to understand their own activities' perceptions. The author further states 

there are multiple realities of phenomena, and they differ across time and place. In this 

paradigm, reality is not objective but socially constructed and is bound to change due to 

experiences and cultures. Scholars such as Bertram and Christiansen (2014), Maree (2007), 

Okeke and van Wyk (2015), Bakkabulindi (2016) and Bless, Higson-Smith and Sithole (2014) 
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share similar views about ontology. The next concept closely related to ontology is 

epistemology, to which I now turn.  

 

According to Cohen et al. (2018), epistemology is concerned with the nature of the relationship 

between the researcher (knower) and that which can be known. In the same vein, Maree (2013) 

refers to epistemology as how truths, facts, and physical laws can be known, discovered and 

disclosed. It involves how someone has come to know what they know. Guba and Lincoln 

(1994) pronounce that interpretivism epistemology is subjective and is based on real-world 

events or phenomena. The epistemological position of interpretivism maintains that knowledge 

and understanding of phenomena influence the research process (Nieuwenhuis, 2013). Du 

Plooy-Cilliers et al. (2014) add that knowledge depends on the context and people's 

interpretation of information; hence facts are not generalised. People, therefore, assign meaning 

to knowledge based on their social context. Epistemology also informs the methods that are 

used to generate data. Some techniques are not appropriate for certain studies that are not 

underpinned by a particular epistemology. For instance, semi-structured interviews and 

document reviews are some of the methods that are congruent with the epistemological 

foundation of the interpretivism paradigm that was used in this study. During the research 

process, knowledge informs and directs the process based on people's beliefs, leading to 

understanding the phenomenon being studied. For this study, understanding IE and its 

implementation in schools was vital to generate data. 

 

The next closely related concept is methodology, which I briefly discuss next. The 

methodology focuses on how a researcher employs the most appropriate research methods for 

generating and analysing data to generate method knowledge about the phenomenon being 

studied (du Plooy-Cilliers et al., 2014). According to Cohen et al. (2018), methodology outlines 

how the researcher has understood the phenomenon being studied. According to Cohen et al. 

(2018), some paradigms include positivism, post-positivism, critical theories, and 

interpretivism (constructivism). For this study, interpretivism was employed. 

 

Interpretivism 

The interpretivist paradigm forms the paradigm that underpins this study. The interpretivist 

paradigm understands the subjective world of human experience (Cohen et al., 2018). De Vos, 

Strydom, Fouche and Delport (2017) add that the interpretive paradigm is also called the 

phenomenological approach to understanding people. Du Plooy-Cilliers et al. (2014) highlight 
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that interpretivism rests on people being fundamentally different from objects. Therefore, 

people are in the world; they understand what is happening. Neuman (2000) further states that 

interpretivism is related to hermeneutics, a theory of meaning that emphasises a detailed 

reading or examination of the text. Therefore, in terms of this definition, meaning is discovered 

within text through a detailed study using this paradigm. This paradigm concentrates on the 

meanings people bring to the situations and the behaviour in which they understand their world 

(Punch & Oancea, 2014). Given the definitions of interpretivism, this paradigm discovers 

meanings within the text through a detailed study.  

Punch and Oancea (2014) substantiate the argument by stating that researchers employing 

interpretivism believe that reality is a social construction, and therefore, it depends on the 

meanings that people ascribe to their own experiences and interactions with others. In addition, 

Cohen et al. (2011) explain that when considering interpretivism as a lens, individuals’ 

subjective perspectives are considered, and their interactions with others and the context they 

inhabit are also considered. Utilising an interpretive paradigm for this study, I was able to 

ensure that the construct that emerged from the data production was that of the study 

participants and that the events that occurred in the studied schools were not reduced to 

simplistic isolated interpretations or incidents. For this reason, the researcher working within 

the interpretivism paradigm believes that the world is constructed socially; therefore, the data 

must be captured through how people construct meaning in natural settings (Maree, 2013). This 

also means that even observing participants’ practices and the text from the written documents 

used to generate data, all have to be viewed against the meanings that they attach to their actions 

(observed or captured in the written records).  

This paradigm helps understand how people interpret and interact within their social 

environment. Interpretivism allows for understanding the world from the viewpoint of the 

participants and to gain a deeper understanding of the phenomenon under study. Interpretivism 

requires going into participants’ natural setting, experiencing the environment they create, and 

recreating their realities (de Vos et al., 2017). Therefore, new layers of understanding the 

phenomena are discovered and described (Cohen et al., 2018). Interpretivism is usually 

indicative of research design where findings emerge from qualitative data; hence the research 

questions used during interviews needed to be broad to elicit interpretations from the 

participants rather than direct responses, as would be the case with structured surveys (Cohen 

et al., 2018). In the context of this study, I had to conduct interviews (conversations) with the 

participants in their workplace (their natural work environment). Therefore, the conversations 

the researcher had with the participants provided a platform where they could share their lived 
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experiences of teaching learners experiencing barriers to learning, and how they grappled with 

the issues of inclusivity in the contexts of their schools. The findings and discussion thereof 

are premised on the principle that the emerging reality remained their meanings of how they 

viewed and experienced IE in the context of their schools. What is also important to note is that 

issues of IE are complex to comprehend as the nature of its existence remains in the abstract 

domains of individuals. Therefore, how people construct IE will assist in developing their 

responses to teaching all learners, including those with learning barriers.  

The methodological position of interpretivism holds the view that social reality is a constant 

state and dependent on the manner in which human actors experience reality (du Plooy-Cilliers 

et al., 2014). In other words, what matters is the personal construction of meaning by the 

participants, and the researcher’s views or interpretations are not important if they are 

inconsistent with those of the participants. Because of this factor, it is important that a 

researcher works closely with the participants and should constantly check with the participants 

if the interpretation that he or she makes are based on those of the participants. More discussion 

on this issue is provided in the trustworthiness section of this chapter. According to Cohen et 

al. (2018), the methods employed for interpretivism are sensitive to the context and never 

generalised beyond the context in which the study was conducted. In the context of this study, 

semi-structured interviews were used to generate data. These interviews were conducted in the 

workplace of the participants, particularly taechers and learners in their respective schools. This 

is also important in terms of the naturalistic nature of qualitative research and interpretive 

paradigm. Therefore, understanding IE from a distance, for instance, through questionnaire 

surveys would not give reasearcher a deeper understanding of the research context and that of 

the participants. In short, the “I was there scenario” as described by Wolcott (1995) is 

applicable in this study as the researcher gathered the data himself in the natural settings of the 

study schools.  

Given the descriptions of interpretivism, this study fits well within this paradigm's framework. 

First, as a qualitative researcher, I relied on textual data elicited from interviews with teachers, 

learners, and parents and considered these participants' subjective perspectives of their world. 

The semi-structured interviews allowed the participants to interpret events in their unique 

contextual environments. The participants’ subjectivism was influenced by intrinsic feelings 

and extrinsic or environmental (the socioeconomic factors of learners experiencing barriers to 

learning) circumstances that form their opinions and dispositions. Second, observing the 

teachers conducting their classroom lessons was considered an authentic, real-world context. 
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Last, interpretivism allowed the researcher to align the study's aims to produce information 

through data generation and data analysis, allowing the researcher to make sense of how IE 

was implemented in schools. Having positioned this study within the interpretivism paradigm, 

the following discussion outlines the qualitative approach. 

 

4.3 Research approach: Qualitative 

Having discussed the paradigm for this study (interpretivism), this section locates the suitable 

research approach for the study. To achieve the aim of this study within the interpretivism 

paradigm, a qualitative approach was deemed to be the most appropriate to use because of its 

nature to answer questions about experiences, meanings and perspectives from the standpoint 

of the participants (Cohen et al., 2018). Before qualifying the reasons for couching this study 

within a qualitative approach, it was essential to provide a snapshot of the research approach. 

According to Creswell (2014), the research approach involves plans and procedures for 

research that span the decisions from broad assumptions to detailed collection and analysis 

methods. Given the definition of research, the approach entails making various decisions 

concerning the logical and coherent integration of various components, which helps to address 

fundamental questions in the research process, methods of data generation, ways of assessing 

the credibility of the research data, and the methods of interpreting research data (Creswell, 

2014). This scholar further asserts that three types of research approaches are commonly used 

in the research process: qualitative, quantitative, and mixed methods. Again, the researcher 

found it necessary to outline the other two research approaches, namely, quantitative and mixed 

methods, before providing the reasons for the suitable approach (qualitative) for this study.  

According to Creswell (2014), the quantitative approach tests objective theories by examining 

the relationship between variables. In addition, the quantitative approach is concerned with 

measurements and numbers and is viewed as a single reality and requires research to be more 

than a set of worked out formulas (de Vos et al., 2017). The quantitative approach is concerned 

with predicting and controlling future outcomes, explaining the significance of quantities, 

degrees, and relationships of quantities or generalising from a sample achieved through 

statistical procedures. Cohen et al. (2018) posit that the quantitative approach allows statistical 

procedures because of large samples and standardised measures; hence different design 

strategies, such as surveys and experiments are utilised. Leedy and Ormrod (2005) summarise 

the following characteristics of the quantitative approach: 
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i. It explains, controls and predicts phenomena by answering questions about 

relationships between measured variables. 

ii. It allows structured guidelines throughout the research process, meaning what has 

been defined before the study remains the same. 

iii. Researchers using a quantitative approach isolate the variable they wish to study, use 

standardised procedures to collect data, use statistical procedures to analyse and draw 

conclusions from the data. 

iv. Researchers using the quantitative approach rely on deductive reasoning (moving 

from the general to the specific), beginning with certain premises (hypotheses or 

theories) and concluding. 

v. The quantitative study ends with confirmation or disconfirmation of the hypothesis 

tested. 

 

The mixed-methods research approach combines aspects of quantitative and qualitative 

approaches. According to Creswell (2014), the mixed-methods approach involves 

philosophical assumptions using qualitative and quantitative approaches in a research process. 

In the same vein, de Vos et al. (2017) refer to the mixed-methods approach as the combination 

of techniques or methods of producing and analysing quantitative and qualitative data, which 

relates more to the practice of triangulation that enriches one particular approach. Given the 

definitions of the mixed-methods approach, one can deduce that it aims to supplement 

quantitative and qualitative approaches.  

After briefly discussing the quantitative and mixed-methods approaches, the justification for 

using the qualitative approach is presented. Unlike the quantitative approach, the qualitative 

approach is premised on generating data from different sources and making meaning of that 

data rather than observing and measuring (de Vos et al., 2017). According to Creswell (2014), 

the qualitative approach is an inquiry process of understanding by developing a complex, 

holistic picture, analysing words, reporting detailed views and perspectives and conducting the 

research in a natural setting. Therefore, the qualitative approach seeks to capture an in-depth 

understanding of individuals' experiences in their settings. The school context was an ideal 

setting and suitable environment for implementing IE. The research questions influence the 

research methodology utilised in a study in any research process. As a qualitative researcher, 

looking at the following characteristics a thougher consinderation was taken into account that 

led to adopting a qualitative approach. First, the qualitative approach uses a natural setting of 
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the participants and there is no control or manipulation of the conditions for research (Creswell, 

2014).  

Therefore, this study was conducted in schools where the participants worked, and they shared 

their views and experiences about implementing IE. Second, a researcher participated in this 

research project as the human instrument of the data generation process (Creswell, 2014). This 

means the researcher was physically on the field of research and observed all the issues 

pertaining to the purpose of the study and conduct that the participants talked about. This 

enabled the researcher to observe the participants as they continued with their practices. This 

is something that quantitative researchers cannot do. Furthermore, the researcher was also able 

to conduct documents review to cross-check some of the issues the participants had told the 

researcher during conversations (interview process). All this only occurs in naturalist inquiries. 

Third, a qualitative approach is descriptive and incorporates voices in written text (Creswell, 

2014). This resonates with this study as another instrument used for data generation was 

document review. Fourth, qualitative research contributes and adds knowledge to education by 

capturing people's perspectives through understanding the discourses that shape social life in 

schools (Creswell, 2014). Fifth, the qualitative approach allows a researcher to provide an in-

depth study of the meaning behind participants’ perspectives by capturing peoples' own words 

through interviews (Creswell, 2014). Additionally, a qualitative approach was used to gather a 

deeper understanding of the participants’ perspectives in this study. The researcher noted with 

interest that the qualitative approach allowed teachers, learners and parents to tell their stories 

in detail and express what they knew or felt they did not know, and share their challenges and 

experiences on implementing inclusive education in their schools.  

 

Maree (2013) contends that some research questions employed in the qualitative approach 

focus on individuals and how they interact in their natural setting and how they see themselves 

in their environment. In addition, questions related to “why and how” generally point towards 

a qualitative approach. For example, the research questions of this study fit well with the 

pointers of the qualitative approach, namely, why educators implement IE in the manner they 

do, and how the educators implement IE in schools. De Vos et al. (2017) posit that researchers 

attempt to know what happens in the qualitative approach. In this way, this approach allows a 

close examination of the social contexts and individuals' interpretations. Through this study, I 

was able to enter the participants’ worlds through a qualitative approach and explored their 

lived experiences regarding implementing IE. Unlike in the quantitative approach, which is 

based on the notion of a single reality, the qualitative approach allowed for the participants to 
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share their views about their experiences and thus, are able to construct multiple realities (du 

Plooy et al., 2014). Therefore, in the qualitative approach, the aim is to see the world from 

individuals’ perspectives and understand the phenomenon through individuals’ experiences 

(Maree, 2013). That is why the discussion and the research questions make reference to the 

participants’ understandings rather than assuming that there is just one single understanding.  

 

Qualitative research has numerous advantages as indicated in the sections above. Creswell 

(2014, p.185) highlights the following advantages when couching the study within a qualitative 

approach: 

i. Qualitative research is conducted in a natural setting where participants experience 

the issue or problem under study. In this way, there is a face-to-face interaction over 

time, resulting in generating thick descriptions or rich, detailed accounts from the 

participants. 

ii. Researchers using a qualitative approach generate data themselves through 

interviewing participants, observing behaviour and examining documents. 

iii. Qualitative research has the advantage of utilising multiple sources of data, such as 

interviews, observations, documents and audio-visuals rather than relying on a 

single data source. 

iv. During data analysis, the qualitative approach has the flexibility to work backward 

and forward between the themes until the comprehensive set of themes are 

established. 

v. The qualitative research process focuses on learning the meaning that participants 

hold about the problem, not what the researcher brings to the research. 

vi. Developing the process of a qualitative approach is not concrete; thus, it allows for 

changes in the process.  

vii. The qualitative approach allows the researcher to reflect on their role in the study, 

about personal background, culture and experience for shaping the meaning of data. 

viii. The qualitative approach allows for the development of a complex picture of the 

problem by involving multiple perspectives, identifying many factors and sketching 

a larger picture that emerges. 

Having provided an overview of qualitative research as an appropriate methodology for this 

study as opposed to quantitative research, the following section discusses the case study design.  
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4.4 Research design: A case study 

This study employed a case study research design, given its potential to explore and gain insight 

into people’s experiences of a specific phenomenon, in this case the implementation of IE. 

According to Yin (2012), a case study is an empirical inquiry that examines a phenomenon in 

depth and within a real-life context and is used in various situations to add knowledge and 

understanding of individuals, organisations, groups, and social occurrences. For Creswell 

(2014), a case study is a design of inquiry found in many fields. The researcher develops an in-

depth analysis of a case, event, activity, process, or one or more individuals. Like the qualitative 

approach, a case study involves an in-depth case or cases. Cohen et al. (2018) point out that a 

case study allows for a detail-rich and vivid description of an event/s relevant to the case/s. The 

case study aims to understand the case under study in depth and in its natural setting, 

recognising its complexity and its context (Punch & Oancea, 2014).  

 

Given the above definitions, a case study discusses the phenomenon. For this study, a case 

study was employed to understand and explore the how IE is implemented in a natural setting 

(schools), where teaching and learning takes place and the researcher was granted easy access 

to explore the phenomenon. Cohen et al. (2018) posit that a case study provides a unique 

example of real people in real situations, enabling readers to understand ideas more clearly than 

by simply presenting them with abstract theories. A case study was employed because of its 

potential of opening possibilities to provide a voice to the voiceless and powerless, such as 

learner participants in this study (Niewenhuis, 2013). Du Plooy-Cilliers et al. (2014) posit that 

the case study design allows a deep exploration within a natural context whereby the 

participants' lived experiences are, after that, known. Therefore, qualitative research is 

interested in selecting the proper case for the study through deliberation about where the case 

is selected (Silverman, 2013).  

 

Yin (2012) outlines three vital points to consider as a justification for using a case study. First, 

“how” or “why” research questions enlighten the present circumstances. Hence, the research 

questions warrant an intensive and in-depth description of the phenomenon. However, the 

research questions posed to the study participants justify using a case study design. For 

example, about how educators implement IE in schools, and the question about why the 

educators implement IE in the manner they do. Second, the case study design is preferred 

because it allows a measure of researcher control of the events related to the phenomenon. Last, 
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the case study focuses on a phenomenon within a natural setting. Therefore, the case study was 

utilised to explore in depth the implementation of IE at the four study schools.  

 

4.4.1 Advantages of a case study 

Case study research has numerous advantages over other designs. For instance, Rule and John 

(2011, p. 7) outline the advantages of using a case study as follows: 

i. Case study data are generated in a real-life setting, which makes it strong in reality. 

ii. A case study allows generalisations about instances, which make its strength to 

depend on the case itself. 

iii. The case study recognises the great depth of social truths captured from the 

participants in their natural setting. 

iv. The case study begins in a world of action and contributes to it. 

v. A case study can serve multiple audiences. 

In addition, a case study allows the researcher to structure future research, which provides 

innovation and theoretical advancements (Krusenvik, 2016; Queirós, Faria & Almeida, 2017). 

In the same vein, Yin (2012) adds that case study design helps the researcher to focus on the 

main research question supported by the literature. When adopting a case study, the research 

problem becomes the priority in data generation, not the other logistics of the research plan, 

which may not provide sufficient information to respond to the research question (Yin, 2012). 

Drawing from the above advantages, this study opted to utilise a case study design to explore 

the implementation of IE in studied schools. In advancing the advantages of using a case study, 

all detailed information on implementing IE was gathered from the views of the participants 

and the school context to produce a detailed qualitative account. Hence, the individual study 

participants shared the information on implementing IE, and no comparison was considered on 

the information provided. None of the data generated on implementing IE was taken out of 

context, making the case study valuable. 

 

4.4.2 Disadvantages of case study 

Again, Rule and John (2011, p. 21) outline the following concerns when using a case study. 

i. The findings of the case study cannot be used to generalise other cases. 

ii. Within the case study, there is no comparative dimension. 
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iii. There is a greater likelihood that the researcher's bias might distort the findings, 

especially if the researcher has inside knowledge or prior assumptions about the case.  

In addition, Yin (2012) asserts that a case study is a time-consuming process that leads to many 

different data generation methods, and it takes a lot of time to analyse all the information for 

the case. For the current study, all the information gathered on implementing IE was not 

generalised but used to provide an in-depth analysis of the research problem within the study 

parameters. This study was conducted under the strict supervision of an experienced and 

grounded research supervisor to mitigate the disadvantages. Again, the disadvantages were 

addressed by ensuring that the methods used were desirable for the case study about 

implementing IE. The researcher was not biased during the selection of eligible study 

participants. 

4.4.3 Types of case study designs 

There are four main case study designs (Yin, 2009). The first is the single case design that 

focuses on the unique issue and is selected. Du Plooy-Cilliers et al. (2014) concur that a single 

case attempts to understand what happens in a specific case and provides insight into that case. 

The second type is embedded single-single case design that focuses on more than one unit of 

analysis. Similarly, Cohen et al. (2018) posit this design looks at the whole case with subunits, 

and each of these might require different data generation instruments. Third, the multiple-case 

study focuses on comparative cases within an overall piece of research. De Vos et al. (2017) 

assert that cases are chosen to compare cases in the multiple-case design, and theories can be 

extended. Last, the embedded multiple-case design focuses on different subunits involved in 

each of the different cases.  

For this study, a multiple-case study was employed because it is more robust and compelling 

than a single case study. A multiple case study provides comparative data that would not have 

been possible with a single case study (Rule & John, 2011). Using multiple case studies enables 

the researcher to identify themes across the four study schools and critically identify unique 

themes to each specific school context. Multiple case studies enable the researcher to explore 

differences between cases and replicate findings across cases (Rule & John, 2011). Yin (2012) 

maintains that the data generated from multiple cases are considered more convincing and 

robust. In addition, Rule and John (2011) highlight that if multiple case studies show similar 

findings, they can generate tentative generalisations that might be tested further in future 

studies. Rule and John (2011) further state that multiple case studies enable the researcher to 

explore differences within case studies to replicate findings across cases. Multiple case studies 
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allow for some breadth and depth of focus and provide a suitable testing method in various 

settings (Rule & John, 2011). Rule and John (2011) posit that multiple case studies can generate 

new theories and respond to studies within a common theoretical framework. There are 

advantages to multiple case studies, but they have their limitations.  

For example, Rule and John (2011) suggest that researchers using multiple case studies might 

be tempted to look for similarities and disregard differences. Multiple case studies do not 

generate findings representing all population cases; hence, Rule and John (2011) term it 

“skimmed over” in the quest for generalities. Multiple case study findings cannot be duplicated 

with the same methodology in different cases (Rule & John, 2011). Therefore, the findings of 

this study cannot be used to generalise about other primary schools in KwaZulu-Natal. Yin 

(2012) suggests that generalisation is divided into analytical and statistical, and the researcher 

needs to understand these two types when using the case study approach. He explains that 

statistical generalisation is generalising the case study results. Analytical generalisations are a 

method where a theory has previously developed and is used to compare the empirical results 

of the case study. Statistical generalisation is for quantitative research, and analytical 

generalisation is for qualitative research. Given the above argument, the statistical 

generalisation would have been inappropriate since this study is located within qualitative 

research. Having discussed the case study approach, the following section deals with the 

research population and sample.    

 

4.5 Research population, sample and sampling technique 

This section presents the process of selecting the population of the study, the sample of the 

study and the sampling technique used for the study. 

 

4.5.1 Population of the study 

Punch and Oancea (2014) refer to the population as the total group of people or entities from 

whom information is required and about whom the research is trying to say something. De Vos 

et al. (2017) add that a population refers to individuals who possess or display specific common 

characteristics and are of interest to the researcher. Given these definitions, the study 

population has some uniqueness where evidence on the issue under exploration can be 

captured. It is possible to conduct a study in all schools in KwaZulu-Natal implementing IE; 

however, that was not what this study intended; it needed a target population. The population 

for this study were learners, teachers and parents of schools implementing IE in KwaZulu-
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Natal. Those individuals selected for the study demonstrated the characteristics that benefited 

this study.  

The reason for choosing this target population was because they were involved in implementing 

IE in their schools; hence they provided an in-depth insight into the implementation process. 

Again, the easily accessible population group was regarded as an essential factor for choosing 

the population and based on the requisite characteristics around implementing IE in schools. 

By selecting learners to be part of the study was there are the ones who receive the 

implementation of IE from the teachers and parents had to assist their children with the school 

work. Binging all these people especially learners and parents concurs with Ainscow (2020) 

who opines that in order to foster inclusion all stakeholders are essential in the process of 

education.  Following the same line of thought, Punch and Oancea (2014) postulate that the 

population in the ideal world be subject to the research and from whom the meaning of the 

research would be captured. The sample that the researcher used to identify the participating 

primary schools was purposive, and it is discussed in the next section.  

 

4.5.2 Sample of the study 

Sampling refers to the process used to select a portion of the population considered for actual 

inclusion in the study (Maree, 2013). According to du Plooy-Cilliers et al. (2014), sampling 

refers to the people (also referred to as participants) that the researcher can gain access to within 

the population. There are two broad families of sampling in social research, and these are 

probability and non-probability sampling (du Plooy-Cilliers et al., 2014). Probability sampling 

refers to whether each unit in the population has an equal opportunity to be part of the sample, 

and this method is used in quantitative studies. Different types of random sampling belong to 

this category of sampling approaches (probability sampling). Punch and Oancea (2014) take it 

a step further by stating that probability sampling focuses on representativeness (measurement 

of variables) taken as a sample to represent a larger population. The second broad category of 

sampling approaches is known as non-probability sampling, and all sampling techniques that 

are used in qualitative research belong here. Non-probability sampling refers to a sample where 

the elements in the population will not all have an equal opportunity to form part of the sample, 

the latter allows to gain an in-depth understanding of the research problem being explored 

(Punch & Oancea, 2014). Non-probability sampling is utilised in qualitative research because 
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such research does not aim to generalise its findings (du Plooy-Cilliers et al., 2014; Maree, 

2007). 

 

In the context of this study, I used the purposive sampling method to identify four primary 

schools to participate in this study. Purposive sampling entails researchers hand-picking the 

participants based on their typicality in terms of the research focus (Bartram & Christiansen, 

2014; Rule & John, 2011). As this study sought to explore the implementation of IE from the 

four selected schools, non-probability sampling was best suited for this study to capture an in-

depth insight into implementing the IE process. Du Plooy-Cilliers et al. (2014, p. 138) postulate 

that non-probability sampling can be employed for the following reasons: 

i. The sample that is in line with the parameters (shared characteristics) of the 

research. 

ii. Where not all individuals in the population are easy to access or are known. 

iii. Where drawing a representative sample to generalise results to a broader population 

is not the study's goal. 

The four study schools were selected purposefully. Cohen et al. (2018) opine that purposeful 

sampling is deliberately done, and it is a feature of qualitative research where a researcher 

hand-picks a case to be included in the sample based on the researcher’s judgement. Purposive 

sampling was utilised for this study. Purposive sampling means deliberately sampling with 

some purpose or focus in mind (Punch & Oancea, 2014). Similarly, de Vos et al. (2017) add 

that purposive sampling is based entirely on the researcher's judgement because it is composed 

of elements that contain the most characteristics and are representative of the population that 

best serves the purpose of the study. Therefore, purposive sampling is used to access 

knowledgeable people with in-depth knowledge about particular issues. Considering the 

purpose of this study, schools and teachers implementing IE were taken to account.  The sample 

consisted of 28 participants from four primary schools around uMgungundlovu District in 

KwaZulu-Natal province. The purposive sampling was used to select five teachers 

implementing IE from the four primary schools, four learners experiencing barriers to learning 

who are in senior phase, grade 6 and four parents of learners experiencing barriers to learning. 

Also, purposive sampling was used to select the participants based on their relevance to the 

study' purpose and implementation of IE as a phenomenon that was as explored. 
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The selected individuals provided a better and deeper insight into implementing IE. The 

selection of the individuals mentioned above involved purposeful sampling. The sample of 

individuals (learners, teachers and parents) chosen for this study has all the elements to 

document an in-depth understanding of implementing IE at the study schools. Cohen et al. 

(2018) point out that purposive sampling is deliberately selected for a specific purpose. Rule 

and John (2011) agree that in purposive sampling, the researcher selects participants because 

of their suitability in advancing the purpose of the research. Therefore, this study was 

conducted to gather in-depth knowledge to add to the body of knowledge from the selected 

participants. Cohen et al. (2018) opine that purposive sampling serves the real purpose of the 

researcher in gaining insight and understanding into a chosen phenomenon. Therefore, the four 

primary schools were purposively selected because of the following considerations: they were 

geographically located in an urban setting and closer to where I worked. They represent a 

spectrum of primary school educational institutions from South Africa's public schools. The 

selected schools became the unit of analysis for this study (Rule & John, 2011). The reason for 

choosing the four primary schools was premised on the fact that they are in the same district 

where I am currently teaching, and they are the feeder schools next to where I was working. 

Therefore, an element of convenience sampling featured in the sampling technique.  

 

4.5.3 Context of the schools studied 

In the context of South Africa, urban settings and urban schools are generally perceived to be 

well resourced and thus, suffer minimally in terms of facilities and equipment found in the 

schools (Nelson Mandela Foundation, 2005). However, there is growing scholarship in 

education which indicates that deprived and poverty-stricken communities are also found in 

urban settings (Muthukrishna & Engelbrecht, 2018). The participating schools caters for the 

socioeconomically deprived communities. From each of the four primary schools that were the 

research sites, five teachers, one learner and one parent were requested to participate in this 

study. Therefore, the total number of participants was twenty-eight. I used codes to conceal 

their identities and that of their respective primary schools as follows: Teacher 1, Teacher 2, 

Teacher 3, Teacher 4, Teacher 5, Learner 1 and Parent 1 for ethical reasons. Also, the four 

research primary schools were named School A, School B, School C and School D. The 

following tables give a better picture of the conditions in the study schools: 
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Table 4.1: Summary of socioeconomic conditions of the research sites  

School A 

SCHOOL STATUS EXPLAINING FACTORS 

1. State School • Receives state subsidy 

• Follows CAPS curriculum 

• Fee-paying school 

• Offers nutrition programme to learners  

2. Human Resources • 804 learners enrolled 

• 30 state paid teachers 

• 2 SGB paid teachers 

• 1 clerk paid by SGB 

• 2 cleaners paid by state 

• 1 security guard paid by state  

3. Socioeconomic factors • Located in urban area 

• Learners transported to school by lift clubs 

and few by parents 

• Some learners walk to school 

• Majority of parents applied for fee 

exemptions 

 

School B 

SCHOOL STATUS  EXPLAINING FACTORS 

1. State School • Receives state subsidy 

• Follows CAPS curriculum 

• SGB not fully functioning 

• Fee-paying school 

• Offers nutrition programme 

2. Human Resources • 1 103 learners enrolled 

• 28 teachers paid by the state 

• 5 SGB paid teachers 

• 1 clerk paid by the state 

• 2 cleaners paid by the state   

3. Socioeconomic factors • Located in urban area 

• Learners transported by lift clubs 

• Some learners walk to school from nearby 

informal settlement 

• Majority of parents applied for fee 

exemptions 
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School C 

SCHOOL STATUS  EXPLAINING FACTORS 

1. State School • Receives state subsidy 

• Follow CAPS curriculum 

• Functioning SGB 

• Fee-paying school  

• Offers nutrition programme 

2. Human Resources • 540 learners enrolled 

• 16 teachers paid by the state 

• 1 clerk 

• 1 SGB paid clerk 

3. Socioeconomic factors • Located in urban area 

• Learners transported to school 

• Some learners walk to school 

• Some parents applied for exemptions 

 

School D 

SCHOOL STATUS EXPLAINING FACTORS 

1. State School • Receives state subsidy 

• Follow CAPS curriculum 

• Functioning SGB 

• Fee-paying school  

• Offers nutrition programme 

2. Human Resources • 707 learners enrolled 

• 19 state paid teachers 

• 4 SGB paid teachers 

• 1 SGB paid clerk 

• 2 state paid cleaners 

3. Socioeconomic factors • Located in urban area 

• Learners transported from townships 

• Most of learners from nearby informal 

settlements 

• Majority of parents applied for exemptions 

 

4.6 Data generation instruments 

When generating data on the implementation of IE, reliable research instruments are required 

to capture the dynamic interplay of the participants and the context in which they operate. 

Therefore, the research instruments this study utilised to gather a deeper understanding of 

implementing IE, include semi-structured interviews, focus group discussions, document 

reviews and observations. Research instruments are the tools used to gather and record the data 

(Rule & John, 2011). Yin (2009) regards research instruments as sources of evidence. With the 
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definitions being explained, a case could be made that research instruments are like handyman 

equipment that the researcher uses when going to the field to generate data. Using research 

instruments, the researcher obtains a richness and depth of data gathered from multi-faceted 

phenomena in a specific social context (du Plooy-Cilliers et al., 2014).  

Punch and Oancea (2014) suggest that research instruments and sampling strategy need to be 

aligned with the study purpose and study questions of the study. In addition, Cohen et al. (2018) 

posit that a good case study allows for data to be generated through a range of research 

instruments, thus allowing for an in-depth study. Using these research instruments (semi-

structured interviews, focus group discussions, document review, and observations) allowed 

the researcher to explore the implementation of IE in four primary schools that is the lived lives 

and practices at these schools. The research instruments allowed the researcher to explore how 

teachers implement IE in their schools. The researcher believed that using the research 

instruments mentioned in this study, collectively illuminated the current study and assisted in 

corroborating the generated data. Using more data collection methods ensured triangulation. 

According to Rule and John (2011), triangulation refers to the process of using multiple sources 

and methods to support findings generated in a case study.   

 

4.6.1 Interviews 

The researcher conducted semi-structured interviews conducted with learners and teachers 

using a voice recorder at the participating schools. Each interview with each participant lasted 

forty minutes and investigated the implementation of IE in the four primary schools. According 

to Maree (2013), an interview is a means of collecting data through two-way communication 

between the interviewee and interviewer. In the same vein, Punch and Oancea (2014) refer to 

the interview as the prominent data generating tool in qualitative research that allows exploring 

people's meanings and perceptions to construct reality. It can be concluded that interviews are 

conversations about a particular topic for gathering information.  

 

4.6.2 Types of interviews 

Punch and Oancea (2014) outline the different interviews, including structured, focused, semi 

structured, and unstructured. This study employed semi-structured interviews. De Vos et al. 

(2017) refer to semi-structured interviews as one instrument that assists in gaining a detailed 

picture of the phenomenon. For this proposed study, semi-structured interviews were 

conducted with learners, parents, and educators to understand their opinions and behaviours 
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concerning the implementation of IE. Maree (2013) mentions that qualitative interviews aim 

to see the world through the eyes of the participants. The rationale for using this research 

instrument is based on generating a deeper understanding of different viewpoints and opinions 

of the participants (du Plooy-Cilliers et al., 2014). Semi-structured interviews allow for more 

flexibility between the researcher and the participants (de Vos et al., 2017).   

 

4.6.3 Advantages of semi-structured interviews 

According to du Plooy-Cilliers et al. (2014), one advantage of interviews is understanding 

participants’ opinions, views and beliefs about a specific phenomenon whereby immediate 

follow-up responses are allowed. Cohen et al. (2018) assert that interviews allow for more 

flexibility and adaptability and allow probing and expanding on interviewees’ responses. When 

these principles of interviews were used, it was easy to gather an in-depth understanding of 

implementing IE from the participants.   

 

4.6.4 Disadvantages of semi-structured interviews 

Cohen et al. (2018) cite subjectivity on the researcher's part as a disadvantage of this approach 

since (at times) the researcher may be seen as an authority figure. This perception may exert 

undue influence or put pressure on the participants. The disadvantages mentioned can be 

caused by the facial expression and presence of the interviewer; the tone of the voice and how 

the questions are being structured may influence the interviewee’s responses. For this study, 

the researcher was aware of these factors; as a result, he was impartial and did not lead the 

interviewees with probes or hints or any other means. 

 

4.6.5 Use of audio recorder 

Each interview lasted approximately forty minutes and was recorded using an audio recorder 

with permission granted by each participant before the interviews were conducted (Maree, 

2013). Before interviews indicating was made to all the participants that the discusions will be 

recorded they were requested to give consent. The audio recorder allowed the researcher the 

opportunity to concentrate on the interviews and responses from the participants carefully. At 

the same time, the researcher took notes from the participants’ responses. Using an audio 

recorder allowed the researcher space to replay the recording while checking responses that 

participants shared. Maree (2013) adds that audio recording ensures that all responses are 

captured, and significant information such as participants’ voices is not omitted during 
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interviews. Elaborating on the audio recorder, Cohen et al. (2018) claim that audio recording 

attends to issues of reliability checks.  

 

4.6.6 Planning the interview process 

Ritchie and Lewis (2003) contend that when planning interviews, the researcher has an 

essential role in directing the interview process and staging and managing the interviews 

effectively to meet the research purpose. Once the participants had given permission before the 

interviews, the participants’ date, time and venue were negotiated, and consensus was reached. 

The researcher made phone calls and sent emails to confirm that the interviews were still on. 

As much as it was difficult because of the Covid-19 pandemic, the interviews proceeded as 

scheduled, and all safety protocols were followed. The researcher went through all the 

questions in the interview schedules earlier in preparation for the interview. An introduction 

was done at the start of the interview process, followed by the research topic. The purpose of 

the study was articulated to set the interview tone and establish a good rapport with the 

interviewees. To generate rich data, participants were given an interview schedule and allowed 

to answer in a way they felt comfortable but also to ensure that questions were adequately 

addressed. Interviewees were asked to expand on their responses or provide more clarity. The 

researcher jotted down valid points, and they were beneficial to achieve more clarity. In 

concluding the interview, they were asked if they had anything else to add to the 

implementation of IE, and they were then thanked for availing themselves and for their time.    

 

4.6.7 Focus group 

A focus group is a group discussion designed to obtain perceptions on a defined area of interest 

to gather information (Babbie, 2013). Researchers agree that focus group interviews should 

consist of small groups (four to six) of individuals, preferably those participants with a great 

deal to share about a particular topic or who have intense experiences related to the topic of 

discussion (Morgan & Krueger, 1998; Morgan, 1988). For this study, four parents of learners 

experiencing barriers to learning were selected to share their experiences as they are the 

stakeholders of the schools thus, they need to understanding implementing IE on their children 

so as to assist with homework. Ritchie and Lewis (2003) suggest that everyone can contribute 

freely to the topic under discussion if the group has few people. In this current study, the 

researcher saw to it that all parents were given a fair chance to participate in the discussion 

about their experiences in implementing IE.  
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During the discussion, the researcher acted as the facilitator and encouraged discussion and the 

expression of different viewpoints in an orderly manner. De Vos et al. (2017) suggest that focus 

groups facilitate the attempt to understand diversity since they can help understand the 

experiences of others in a less threatening setting; they advise that when conducting focus 

group interviews, the researcher should provide an atmosphere in which focused questions can 

be posed. Focus groups allow people to share freely their experiences and feelings in the 

presence of people like themselves (de Vos et al., 2017). Like most qualitative methods, focus 

groups rely on purposive sampling, which resonates with the study's sampling technique. 

Babbie (2013) asserts that focus group interviews as a data generation technique are essential 

for researchers to question individuals systematically and simultaneously. Cohen et al. (2018) 

suggest that focus groups help triangulate with other data generation instruments, such as 

observations.    

 

4.6.8 Observations 

Cohen et al. (2018) suggest that conducting lesson observations effectively gathers rich data. 

It allows a researcher to be present in the physical setting and to interact with the individuals 

in that environment. Therefore, lesson observations allowed the researcher to observe teachers 

and learners in authentic settings and observe for inclusive practices, which was the study's 

objective. Cohen et al. (2018) state that observation involves the systematic way of looking at 

and noting people, events, settings, routines and behaviours in natural settings. These scholars 

further regard observation research instruments as a sense of being there (Cohen et al., 2018). 

Teachers often describe how things unfold in their classrooms, and sometimes, what they say 

differs considerably from what actually happens. This is congruent with scholars who state that 

classroom observations are unique. They allow for the generation of authentic data that would 

also be the case with other instruments, such as interviews (Cohen et al., 2018).  

 

In addition, Maree (2013) postulates that observation is how the researcher sees and 

experiences reality as participants do. In simple terms, observation is about observing 

behaviours. Therefore, the researcher had an observation schedule to note and take capture the 

practices during teaching and learning (see appendix D). In this regard, observations provided 

a lens to witness how teachers and learners behaved in schools, which resonated with the TPB 

that framed this study. Observations provided lived experiences in research schools. De Vos et 

al. (2017) postulate that observations allow the researcher to experience what is happening in 
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the real-world situation. Hence, lesson observation is not to discover what is happening in an 

environment but to observe it. The researcher had an observation schedule that was used in all 

four study schools. Lessons observed in the study were timetabled lessons that followed the 

school’s curriculum and were explicitly planned for this study. This was necessary for 

trustworthiness in that the data generated had to reflect the daily activities of schools.  

 

4.6.8.1 Types of observations 

Maree (2013) outlines four types of observation, which are predominately used in qualitative 

studies: the complete observer, the observer as a participant, the participant as an observer, and 

the complete participant. The observer as participant approach will be employed for the 

proposed study, meaning lessons will be observed informally and formally. The reason for 

choosing this approach is because the researcher wishes to capture and explore the of 

implementing inclusive education first-hand and in practice.  

 

4.6.8.2 Advantages of observations  

Walliman (2019) believes that the significant advantage of observations is that data is generated 

in a natural setting. For this study, schools were the possible places to capture the events, 

behaviours, and patterns for implementing IE. De Vos et al. (2017) state that observation aims 

to investigate a problem where the researcher can better understand and capture people where 

they are. De Vos et al. (2017) mention that having the observer on site, provides a 

comprehensive perspective on the problem under investigation as the observer can discover 

aspects to which no one else has paid attention. For this study, the cooperation of learners in 

the classroom setting during the lessons was captured, something that only a few teachers 

talked about during the interviews. 

 

4.6.8.3 Disadvantages of observations 

De Vos et al. (2017) state that the primary disadvantage of this research instrument is when 

researchers conduct research, participants, tend to act unnaturally in their presence. Punch and 

Oancea (2014) state that a disadvantage of observation is time wasting since at times, when 

field notes are being taken, the observer does not know what, when, and how to record. Scholars 

advise that it is an excellent strategy to combine observational and interview data generation 

techniques for qualitative studies as this can lead to rich and high-quality data (Cohen et al., 

2018; de Vos et al., 2017; Punch & Oancea, 2014). 
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4.6.8.4 Observation process 

With permission obtained from the participants, the researcher’s presence during teaching and 

learning did not distract from lessons. Notes were taken during observation, and this assisted 

in reducing the risk of omitting crucial information, which may have happened. The 

atmosphere in the classroom was noted closely during teaching and learning. Observation of 

the teaching and learning lessons focused on interactions between the teachers and learners, 

and the learners in the classroom setting. This resonates with the group activities that the 

teachers employed when implementing IE. Verbal and non-verbal reactions, including facial 

expressions and gestures, were observed, and notes were taken. In addition, observations were 

conducted outside the classroom to observe the interaction among learners on the playground. 

 

4.6.9 Document review 

Document review involves studying existing documents to access more profound meaning(s) 

of a particular subject (Ritchie & Lewis, 2003). Punch and Oancea (2014) add that documents 

are a rich data source for research. Succinctly, documents are written and recorded events. For 

this study, the school syllabus, learners’ workbooks, teachers’ files, learners’ assessment 

records and school documents were reviewed. Reviewing these documents explored the 

implementation of IE in researched schools. Fundamentally, the document review 

complemented the observations and interviews by ensuring trustworthiness and has allowed 

triangulation for this study (du Plooy-Cilliers et al., 2014). 

 

4.6.9.1 Advantages of document review 

Rule and John (2011) assert that documents can reveal vital information about an organisation's 

culture. In that way, such texts provide another lens for the researcher to use in scrutinising an 

organisation’s printed or written documentation. In addition, de Vos et al. (2017) state that 

utilising documents for a research process is relatively more affordable than survey studies. 

These scholars further state that document reviews allow the researcher not to contact the 

participants but to gather rich information from written documents. For this study, learners’ 

books, teachers’ files and school documents gave a better picture that enabled the researcher to 

corroborate or refute the findings from other researcher instruments used to gain information 

about the implementation of IE in study schools.  

 

4.6.9.2 Disadvantages of document review 
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De Vos et al. (2017) mention that documents can be misleading because, in some instances, 

they can be formulated to generate money or influence consumers/readers positively. The 

scholars further state that documents may not be available because records are not kept or are 

inaccessible for security reasons. Therefore, it is clear that documents can be subjective; using 

other research instruments, such as observations and interviews may circumvent the 

disadvantages. 

Table 4.2: Summary of research sites and research instruments 

Research 

method 

Participants School A School B School C School D 

 

Observations 5 Teachers & 4 

Learners 

 

X 

 

X 

 

X 

 

X 

Semi 

structured 

5 Teachers & 4 

Learners 

 

X 

 

X 

 

X 

 

X 

Documents 

Review 

Teachers’ files, 

school 

documents & 

learners’ books 

 

X 

 

X 

 

X 

 

X 

Focus group 4 Parents of 

learners 

experiencing 

barriers to 

learning 

 

X 

 

X 

 

X 

 

X 

 

4.7 Data analysis 

Data analysis involves reducing the volume of “raw data information, sifting trivia, identifying 

significant patterns,” and after that constructing a framework for communicating the essence 

of what the data reveals (de Vos et al., 2017, p.397). Following the same line of thought is 

Cohen et al. (2018), who state that data analysis involves organising, accounting for and 

explaining the data to note patterns, theme categories and regularities. Briefly, data analysis is 

making sense of data from the research site and participants' points of view. The latter scholars 

emphasise foregrounding the participants’ perspectives in making meaning from the data 

(Cohen et al., 2018). This qualitative study data analysis intended to foreground the 

participants’ implementation of IE in schools. Here, the actual words from the participants were 
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transcribed verbatim and analysed. This study employed Creswell’s (2014, p. 197) six data 

analysis and interpretation steps. The six steps are as follows: 

i. Organise and prepare the data for analysis, which involves transcribing interviews, 

typing and arranging the data. 

ii. Read data, make sense of it and generate categories. 

iii. Coding the data – this involves a coding scheme for the categories generated. 

iv. Use the coding process to generate a description of the setting and categories or 

themes for analysis. 

v. Advance how the themes will be represented. This involves a discussion on the 

chronology of events. 

vi. Interpretation of the findings or results.  

Drawing from Creswell’s (2014) six steps in data analysis, the following was done in 

conducting qualitative content analysis for this study. 

Step 1  

Data was transcribed into a written text before analysis could start; interview transcripts from 

each participant, focus group, observational notes and document review notes were arranged 

in separate files on my laptop. This way of organising data ensured that it was easily retrievable 

and manipulable to understand the data better and familiarise myself. I carefully read and re-

read the data looking for similar trends, keywords, themes, and ideas to facilitate the start of 

the analysis process.  

Step 2 

After reading the data repeatedly, it was organised into categories, patterns and themes. This 

was done to highlight similarities and differences and look at clues that reappeared among the 

participants. The researcher then looked for the expressions by assigning a code to a text. 

Themes were presented in words to enable rich meanings from the participants. 

Step 3 

Following the coding process, the researcher arranged themes and patterns from the data and 

presented them in tables in a Microsoft word document to quickly identify segments of the data 

used to discuss the findings. Codes and patterns for each participant, including data from the 

focus group, were arranged into tables. The researcher compared the data between participants 

and found patterns or comparisons that corroborated or refuted evidence on an emerging theme. 
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The researcher continued to categorise the data until all themes were identified and sorted. 

Themes were reduced to a selected manageable number.  

Step 4 

The researcher used colours to assign all study participants for easy reference during the 

development of the codes. Codes were used to investigate the data generated through the open 

coding process. Codes were then organised in a meaningful and organised manner for easy 

reference. De Vos et al. (2017) opine that a code is the labelled piece of data relevant to the 

research question. Wallinam (2019) adds that coding is a valuable method of giving meaning 

to data generated and providing clear evidence for a study's credibility. Hence all data generated 

about implementing IE in the study schools were broken down into parts of the codes. 

According to Cohen et al. (2018), qualitative data analysis uses coding as a significant fixture 

for breaking down the data for analysis. 

Step 5 

According to Bengtsson (2016), themes are the overall concepts of underlying meanings. 

Themes were developed from the identified categories that developed from codes. Codes and 

similar ideas about implementing IE were grouped as themes that described critical messages 

about implementing IE from the data. At this stage, I endeavoured to explain the themes to 

bring meaning and make sense of the data generated. Maguire and Delahunt (2017) opine that 

themes are developed by considering the surface meaning of what the study participants said 

to understand their experiences better. This was captured from the current study research 

question on the participants’ experiences in implementing IE. From a more profound 

understanding of the participants and their experiences in implementing IE, themes were 

developed. Also, field notes from the schools and documents reviewed were integrated during 

data analysis for a more inclusive transcription and to complement the data analysis process. 

De Vos et al. (2017) assert that qualitative data analysis should make meaning of the 

participants moving between questions, data and meaning. 

Step 6 

Finally, the data were interpreted to answer the research question and write the final report. 

Results were interpreted by explaining findings and presenting literature to inform the accuracy 

of the findings. According to Nowell, Norris, White and Moules (2017), the researcher strives 

to provide coherent, concise, logical and non-repetitive data within and across themes. This 
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included quotes from the participants for illustration to bring the data to life by providing an 

account of meaning. The purpose was to narrate a story about the data based on data analysis 

and findings of implementing IE in schools. Given Creswell’s six steps of data analysis (2014), 

the audio-recorded interviews were transcribed. The transcripts were returned to the 

participants for correction and validation of the data. Each participant's observations and 

document analysis notes were saved on a memory stick in separate files. This, according to de 

Vos et al. (2017), will ensure that the data is easily retrievable and manipulable. After the data 

had been read, it was organised and categorised into themes and patterns and eventually 

justified with substantial explanations, as discussed in chapter seven of the study. Therefore, 

during developing themes, the data were coded and reviewed repeatedly. De Vos et al. (2017) 

mention that coding denotes the process by which data is broken down.  

 

4.8 Trustworthiness 

McMillan and Schumacher (2010) refer to trustworthiness as the extent to which the data 

obtained through the research process are credible and trustworthy. Guba (1981) used the 

concept of trustworthiness as an alternative to reliability and validity within qualitative studies. 

In addition, Rule and John (2011) state that trustworthiness promotes values such as scholar's 

rigour, transparency, and professional ethics in qualitative research, gaining trust and fidelity 

within the research community. This was considered in this study as the research participants 

were asked straightforward questions relevant to the education system; in this case, the 

implementation of IE and a detailed description of the process was provided. Guba (1981) 

suggested that the trustworthiness of qualitative studies be presented with words, namely 

credibility, transferability, dependability and confirmability. 

 

4.8.1 Credibility 

Guba (1981) regard credibility as the reality and accuracy (believable and trustworthy) of the 

data gathered and analysed from the case study. McMillan and Schumacher (2010) opine that 

credibility in qualitative research determines that the research is conducted so that the 

phenomenon is accurately described. According to Rule and John (2011), thick description 

enhances credibility by portraying the richness and natural meaning of the case study. 

Therefore, credibility depends on the richness of information rather than the amount of data 

gathered. In achieving the credibility of this study, research participants were given written 

transcripts of the recorded interviews to check if it was interpreted correctly so the findings 
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would be believable. Creswell (2014) asserts that the accuracy of the qualitative findings is 

determined by member checking, whereby the research project's final report is taken back to 

participants for them to confirm the findings. In addition, Lincoln and Guba (1985) suggest 

that triangulation increases credibility, where more than one research method is used to 

generate data. For this study, semi-structured interviews, observations, and documents 

reviewed were used to check for similarities between the research instruments and draw valid 

conclusions.  

 

4.8.2 Transferability 

According to Lincoln and Guba (1985), transferability is the ability of the findings to be applied 

to a similar situation and deliver similar results. Du Plooy-Cilliers et al. (2014) suggest that 

transferability determines whether the results of a study can be generalised to other settings 

and contexts and produce the same results. In this context, details of the location of the study 

and sampling size and the data generation methods were outlined so that one can relate the 

study findings to their situation. The four research schools can compare findings and natural 

context to be used in another situation. 

 

4.8.3 Dependability 

According to McMillan and Schumacher (2010), dependability refers to the relevance of data 

generated and analysed to the actual context. In the same vein, Rule and John (2011) refer to 

dependability as an attempt by the researcher to focus on methodological rigour and coherence 

in generating findings and case accounts that the research community can accept confidently. 

Dependability is a concern with correctness and accuracy; therefore, the process within the 

study should be reported, enabling future research to repeat the work and obtain the same 

results (Lincoln & Guba, 1985). In the same vein, Cohen et al. (2018) assert that dependability 

must be demonstrated when research is carried out in a similar setting, and similar results would 

be found. For this study, all research processes were outlined to ensure the reader's ability to 

understand the steps taken to reach the findings. 

 

4.8.4 Confirmability 

Lincoln and Guba (1985) regard confirmability as a qualitative researcher’s concern about the 

objectivity of the study. Rule and John (2011) refer to confirmability as how much the findings 

are a product of the focus of the study rather than biases and influences of the researcher. 
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Therefore, the study findings must reflect the participants’ opinions rather than the preferences 

and views of the researcher. In the context of this study, confirmability was achieved by 

presenting quotes from the participants rather than the researcher's interpretations of what they 

said that could have unknowingly contained incorrect interpretations of what was reported. 

 

4.9 Triangulation 

Triangulation is defined as the process of substantiating evidence through different methods of 

data generation (Cohen et al., 2018). Triangulation means to obtain complementary data on the 

same topic bringing together the different strengths of the different methods (Punch & Oancea, 

2014). The scholars further state that triangulation mitigates the impact of weaknesses or biases 

that could have arisen from a single research strategy. Lincoln and Guba (1985) opine that 

qualitative researchers may triangulate different data collection modes to increase the 

probability that the research findings and interpretations will be credible. For this study, 

methodological triangulation was used in the sense that various methods were used (interviews, 

observations, and document review), to study a single problem. Similarly, views were elicited 

from a variety of stakeholders (educators, parents and learners). Therefore, using different 

participants also helped provide a balanced and comprehensive picture about the 

implementation of IE. Should this study have not considered triangulation its rigour and 

respectable research would not have been achieved. Hence, Creswell (2014) suggests that 

triangualation process add to the validity of the study.     

 

4.10 Ethical considerations 

Cohen et al. (2018) refer to ethics as a matter of moral sensitivity to the rights of others. In 

addition, Babbie (2013) suggests that anyone involved in research needs to be aware of the 

general agreement about proper and improper conduct during the research process. Therefore, 

ethics imply preferences that influence behaviour in human relations, conforming to the code 

of principles, rule of conduct, the responsibility of the researcher, and the standards of conduct 

in a given profession (Babbie, 2013). In simple terms, ethics means that in pursuit of knowledge 

and truth, respecting the dignity of research participants takes precedence. Most tertiary 

institutions have their own ethics policy framework responsible for obtaining ethical clearance. 

Hence, I had to apply to the ethics committee of the University of Fort Hare (UFH) for a 

clearance certificate and wait for written approval to proceed with the research. Permission to 

conduct research in schools was sought from KwaZulu-Natal, DoE. After that, the principals 
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of the research schools were contacted, and written requests were sent outlining the nature and 

scope of the research study. Also, pertinent issues surrounding interviews, document review 

and observations were outlined. 

 

 

Participants at each research school who participated in the interviews were informed, and were 

briefed about the research study, its aim and the need for written consent. The learners' written 

permission from their parents or guardians was taken care of, and learners also agreed by giving 

written consent. The participants were made aware that their participation in the study was 

voluntary and that they could withdraw at any time if they wished to do so. Babbie (2013) 

asserts that informed consent is a norm in which the participants voluntarily participate in a 

research study and undertake all factors involved. In ensuring honesty, the researcher was open 

and transparent during interactions and participants were given time to deliberate about their 

involvement in the study and how instrumental their contributions would be. All participants 

were informed of their rights and they were guaranteed anonymity and confidentiality at all 

times. Babbie (2013) posits that anonymity is a promise that the researcher will tell no one 

which responses came from which participants. Confidentiality is a promise made by the 

researcher to participants that they will not be identified. To conceal the participants’ identities, 

their protection was guaranteed through pseudonyms. Hence, no names were revealed; instead 

of using schools and participants’ names, letters of the alphabet and numbers were used. 

 

4.11 Chapter summary 

This chapterexplained in detail the processesfollowed in conducting this study. The chapter 

discussed the research paradigm, research approach, research design, population, sample and 

sampling techniques of the study. The chapter also presented a detailed discussion about data 

generation instruments, data analysis, trustworthiness of the study and triangulation. In 

conclusion, the chapter discussed the ethical considerations and a chapter summary was given 

as a conclusion to the chapter. The next chapter presents findings and discussions.   
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CHAPTER FIVE: PRESENTATION AND DISCUSSION OF FINDINGS: 

EDUCATORS’ UNDERSTANDINGS, EXPERIENCES AND HOW THEY 

IMPLEMENT INCLUSIVE EDUCATION 

 

5. 1 Introduction 

The previous chapter discussed the research design and methodology that was used to generate 

qualitative data to answer the study's research questions. This chapter presents and discusses 

the findings from the educators’ perspectives about their understandings of IE and how they 

implemented it. The data was generated using semi-structured interviews, observations and 

document reviews.  

The study participants and the four participating schools are anonymised as an ethical 

commitment and promise I gave the participants during my fieldwork. To ensure anonymity, I 

used codes, and table 1 gives a list of all the participants and their schools. To present the 

findings I used verbatim quotes to support my claims about what they told me during the 

interviews sessions. The following table 5.1 represents the codes of the study participants.  

 

RESEARCH SITES AND PARTICIPANTS CODES 

School A: Teacher 1, Teacher 2, Teacher 3, Teacher 4, 

Teacher 5; Learner 1 & Parent 1 

T1, T2, T3, T4, T5; Leaner 1; Parent1 

School B: Teacher 1,Teacher 2, Teacher 3, Teacher 4, 

Teacher 5, Learner 2 & Parent 2 

T1, T2, T3, T4, T5; Leaner 2; Parent 2 

School C: Teacher 1, Teacher 2, Teacher 3, Teacher 4, 

Teacher 5; Learner 3 & Parent 3 

T1, T2, T3, T4, T5; Leaner 3; Parent 3 

School D: Teacher 1, Teacher 2, Teacher 3, Teacher 4, 

Teacher 5; Learner 4 & Parent 4 

T1, T2, T3, T4, T5; Leaner 4; Parent 4 

Table 5.1: Codes representing research sites and participants 

 

5.2 Educators’ understandings of Inclusive Education 

The participants were asked what they understood about the concept of inclusive education. 

The study's main findings suggest that the teacher participants' understandings of inclusive 

education were largely informed by their teaching practices that allowed all learners to feel 

respected and confident to learn and develop to their best potential. The participants’ views 

seemed to be anchored in the beliefs and values that focused on serving the best interest of the 
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learners. An example of this can be drawn from T2 from School B, who understood IE as 

learning that reached out to or helped all learners to reach their potential. This assertion was 

based on the principle that all learners can learn, and that all learners need support to realise 

this goal. The following excerpt supports this view: 

As every learner is unique in their learning style and capacity, IE is a method of 

teaching that reaches out or helps every learner as much as it can, making sure that 

every learner on any cognitive level is included in the learning process. IE brings all 

learners together in one classroom regardless of their strengths or weakness in any 

area and seeks to maximise the potential of all learners and make them feel part of the 

classroom environment activities rather than feel excluded. IE allows all learners to 

equally access the education system regardless of race, gender, physical, emotional or 

mental challenges, social discrimination, home language, cultural or religious beliefs, 

or their nature. In a nutshell, IE is for all learners including those with learning 

barriers (T2, School B). 

The findings also revealed that IE is about reaching out or helping all learners during the 

learning process and fostering unity among all learners to reach their potential. Therefore, the 

participants’ understandings of IE were based on the values and principles of teaching all 

learners regardless of their strengths or weaknesses and thus, making the classroom 

environment inclusive. It is apparent from the findings that there was an expressed commitment 

to include every learner in the lesson activities as they all have the right to be included and be 

accommodated. T3 from School D shared similar views to those expressed by T2 from School 

B. This participant opined that IE is about helping all learners to access education. This was 

evident in the following response:  

IE is not a one size fits all approach; instead, it is helping out that learner who cannot 

work in a regular classroom facility to fit into the teaching and learning system. I feel 

it entails going out of your way helping a learner that has an educational gap to fill. IE 

allows access of all learners to the national education system regardless of race, 

gender, physical challenges, intellectual barriers, social discrimination, emotional 

challenges, linguistic, cultural or religious beliefs or any other human characteristics. 

In short, IE focuses on the learners’ abilities rather than disabilities because, in every 

disability, there is an ability (T3, School D). 
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Essentially, the participants believed that inclusive education’s driving principle responds to 

the learners’ individual needs by welcoming and providing age-appropriate support in their 

efforts. IE is concerned with accepting, understanding, and attending to learners’ diversity such 

as cognitive, physical, academic, social and emotional factors. According to the participants, 

IE emphasises teaching that caters for the individual needs of learners, embraces diversity, and 

nurtures the learners' abilities to access education. Accessing education means that teachers use 

pedagogies that support learners to reach their potential. Another participant mentioned that IE 

is for learners who require extra help and employing appropriate methods and support to 

accommodate all learners. This was echoed by T1 from School A, who posited:  

IE is for learners who need a little bit of extra help and time to learn. Basically, it is 

not just like giving learners work and teaching them like we always do, but you help 

and go the extra mile as some of them do not learn at the same pace, time, and date as 

others, hence as a teacher, you got to find the other method of imparting knowledge. IE 

is all about providing the required support for all learners to reach their potential 

during the teaching and learning process. IE is about developing learners so that they 

can acquire skills in life. Support in IE varies psychologically to material depending 

on the learner's need so that every learner feels accommodated in the schooling system 

(T1, School A). 

The above extract shows an understanding that depicts IE as a teaching approach and 

how their understanding should influence them to adopt reflective practices to find 

suitable teaching methods that accommodate slow-pace learners. Understanding IE 

should provide support to learners by teachers becoming flexible in their practices to 

achieve learners’ academic gains. When understanding IE teachers are able to support 

learners by selecting teaching materials that are appropriate for the learners’ cognitive 

development. The above suggests that IE demands that teachers use “special methods” 

of teaching to simplify content knowledge. Hence, findings revealed that IE is about 

helping all learners at their own pace by going an extra mile and finding supportive 

teaching methods to accommodate all learners’ needs. To achieve this, the participants 

shared the need to explore other teaching pedagogies which may assist the learners 

instead of continuing with orthodox teaching philosophies. Similar views shared were 

that IE teaches all learners in the same school by respecting learners’ education and 

diversity. This is demonstrated in the following excerpt: 
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IE is about the schooling experience of all learners, whereby there is inclusivity. All 

learners of different abilities are being taught in the same school regardless of their 

own culture, disabilities, or abilities to do the schoolwork. IE is about respect for the 

diversity found in the schooling system and ensuring that diversity is embraced. IE 

provides an accessible, free, safe, and stimulating environment to all learners in the 

school. It provides the right to education for all learners and allow them to learn 

differently but reach the same goals or outcomes (T5, School C). 

The above participant’s understanding of IE reveals that schools and classrooms should operate 

on the premise that learners experiencing barriers to learning are as capable as learners not 

experiencing barriers to learning. All learners can be total participants in the schooling system 

and broader community. Much of this understanding is related to legislative frameworks that 

learners must receive education in a flexible environment to reach their full potential. The 

above views revealed that IE teaches all learners in the same school to feel accepted and 

respected. The above understanding of IE advocates for an inclusive teaching approach that 

will ensure that all learners are supported as classrooms will need to be accommodative of the 

learners’ diversities. Likewise, T2 from School D understood IE to be incorporating all learners 

in one classroom without discriminating against them but respecting the rights of learners. 

Consider the following excerpt:  

IE is about incorporating all learners in the classroom by ensuring that the right to 

education of all learners is honoured regardless of their difficulties, such as learning 

barriers. IE aims to support all learners in an ordinary school and find new ways to 

help and accommodate all learners without discrimination and exclusion. It is all about 

helping and taking care of every learner by ensuring that they can be taught like all 

other students. They cared for all learners and made sure that every learner was made 

more comfortable around different levels, not making the child discouraged and have 

an unnecessary fear of education (T2, School D). 

The above views revealed that IE is about accepting all learners’ diversity and learners being 

taught in an inclusive classroom and being comfortable in the school environment. The findings 

suggest that IE acknowledges the right to education of all learners regardless of their abilities. 

It is also apparent from the findings that IE builds a warm and caring teaching environment to 

nurture learners’ abilities, alleviate fear, and build confidence and self-esteem. Similar views 

were echoed by a teacher from School D that IE is about teaching all learners in the same 
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school, and it should promote learning activity that aims at improving knowledge of all learners 

without unfair discrimination. This is demonstrated in the following excerpt:  

IE is about learners' schooling experiences to ensure inclusivity by providing education 

for all learners irrespective of their education level. All learners deserve a quality 

education that gives them opportunities for lifelong learning at their levels. It leads me 

to pronounce that IE is for all learners experiencing learning barriers or not who are 

supposed to be valued as members of the school society they belong to. IE addresses 

diversity into schools and minimises referring learners to special schools. ... I am not 

for the idea that IE is for special schools, how are schools going to embrace all cultures 

regardless of colour if they are referring learners to special schools? (T5, School D). 

Participant T5 from School D demonstrated an understanding of IE that varied from those 

expressed by the previous participants when he viewed IE as a form of education that ensures 

that learners receive high-quality instruction and that it is a strategy to minimise sending 

learners experiencing barriers to learning to special schools. The above assertions suggest that 

teachers understanding of IE seems interpreted as referring learners to special schools and 

propagates that all learners are to be taught inclusively and according to IE prescripts. This 

practice will give learners much-needed appreciation, respect, and opportunities to sustain their 

futures. T3 from School A shared similar views and understood IE in the context of the family 

background of the learner. Consider the following excerpt:  

IE is where all learners, regardless of their educational challenges, are accommodated 

and provided with extra help in the same school to reach their educational goals. 

Therefore, IE entails including all learners in the mainstream school during teaching 

and learning irrespective of where they come from, their socioeconomic background 

and their learning styles. And I believe IE pertains to reaching out to every learner 

during the learning process accepting learners as they are then attending to learners’ 

differences and abilities in the schooling system so that all learners can achieve (T3, 

School A). 

The above finding suggests that all learners can learn once they are given help from the school, 

despite any challenges associated with intrinsic and extrinsic factors, which they might have. 

The findings also revealed that some participants believed that knowing the learners’ 

backgrounds should inform IE’s understanding and teaching practice to accommodate all 

learners. The participant's understanding is based on understanding the learners’ background 
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to diagnose the learners’ performance. This is because this participant believed that societal 

norms influence the learner’s behaviour and performance.  

  

The participants’ responses revealed a strong similarity in their understanding of IE which put 

the learner at the centre of their teaching and learning philosophy and practices. They all 

regarded IE as some form of mind-set that does not paint all learners with one brush. The 

analysis here is that IE is not viewed as a linear approach to education whereby teaching 

methods are rigid and cater for only a particular type of learner’s capabilities and exclude 

others. Rather, informants characterised IE as an approach that is flexible in terms of teaching 

and learning and it accommodates all learners. Acknowledging the diversity of learners’ needs 

and capabilities, Singh (2016) asserts that IE is a better way of helping all learners to succeed. 

Low achieving learners can receive extra help even though they struggle in their learning 

process. The participants also shared the sentiments of extra help when they stated that IE 

entails reaching out to every learner to ensure that they are given time to learn effectively. This 

resonates with Florian and Beaton (2018), who opine that an inclusive pedagogical approach 

was developed in response to the question of whether individual learners can receive the extra 

help or additional support they need without being treated differently from others (Florian & 

Black-Hawkins, 2011). 

Research findings also revealed that the participants understood IE in the context of 

acknowledging the learners’ abilities and their learning paces. These findings are consistent 

with the views expressed by other scholars. For instance, Singh (2016) states that IE is about 

all learners being treated equally and their abilities and talents being recognised during teaching 

and learning. Echoing similar views, Engelbrecht, Nel, Nel and Tlale (2015) point out that 

transformation in the education system has integrated the key principles of IE, in terms of which 

the pace of teaching and learning should be accommodative of all learners in their education 

process. It is apparent from the participants’ understandings of IE that it entails full 

participation of all learners by recognising and accepting their learning styles using teaching 

approaches that promote inclusion. Mfuthwana and Dreyer (2018) note that learners 

experiencing barriers to learning are given individual attention and work at their own pace 

when doing their schoolwork hence benefit from the lesson.  

 

The research participants’ understandings of inclusive education were based on their reflections 

about the support they gave to the learners to reach their potential regardless of their strengths 
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and weaknesses. They believed that such support was driven by their fundamental philosophy 

regarding inclusive pedagogy, and acknowledgement of learners’ differentiated abilities. Booth 

and Ainscow (2002) point out that IE goes beyond reducing barriers to learning for all learners 

but focuses on all learners' active and full participation according to their given potential. In 

the same vein, Singh (2016) proclaims that IE brings all learners together in one classroom 

regardless of their strengths and weaknesses in any area of their learning and maximises their 

potential. Support of all learners was also evident in the participants’ responses as they 

emphasised that IE is about combining all learners in one classroom regardless of their 

difficulties. In addition, the participants referred to IE as the teaching of all learners to reach 

their potential. Ainscow (2020) argues that inclusion and equity can potentially improve the 

quality of education for all learners by promoting all learners' full participation and progress 

within an education system.  

The research participants’ understandings of IE are in line with the principles of respect for 

diversity and an accessible, safe and stimulating environment for all learners. To this end, Singh 

(2016) suggests that IE addresses the diverse needs of all learners by reducing barriers to 

learning, and within the learning environment where the education system should reach all 

learners. Ainscow (2020) suggests that IE should be seen as the never-ending search for the 

best ways of responding to diversity. There is continuous learning regarding how to live with 

differences and learn from differences. Hence, the participants’ understandings of IE include 

respect for the diversity found in the schooling system. Inclusivity responds to the learner 

diversity that views the relation to barriers within the schooling system and prospects to 

improve and democratise learning opportunities (Ainscow, 2020).  

Another point regarding the participants’ understandings of IE is that it is against 

discrimination, and such issues are core values of the South African Constitution. In other 

words, their understandings of IE resonate with the principles of the Constitution of the 

Republic of South Africa (RSA, 1996a) and the South African Schools Act of 1996 (RSA, 

1996b). For instance, most of the participants’ responses were in line with the objectives of 

these legislative frameworks, which state that a person should not be discriminated against, 

directly or indirectly on the grounds of race, sex, social origin, age, disability, religion, 

language, and culture (DoE, 2001). The participants linked IE with the features of non-

racialism – it is opposed to gender biases and discrimination. The point raised by the 

participants and the Department of Basic Education are also shared by various scholars. For 

instance, Zabeli, Perolli Shehu and Anderston (2021) define IE as an education that guarantees 

the rights of all learners regardless of age, gender, race, ethnicity, physical challenges and 
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socioeconomic aspects. This is evident from the participants’ understandings of IE that they 

regard it as an education that is open to all learners regardless of race, gender, physical or 

intellectual barriers, religious denomination, social discrimination or any discrimination on 

human characteristics. Therefore, IE brings to the fore the elimination of social exclusion 

resulting from societal discriminatory attitudes about gender, race, religion, social class and 

ethnicity and provides a space where every learner matters and matters equally (UNESCO, 

2017; Ainscow, 2020).   

The other important point to highlight about the views of the participants and their practices is 

that there seemed to be an alignment between the two (beliefs and actions). Such an alignment 

is consistent with the elements of the Theory of Planned Behaviour that was discussed in 

chapter two. The participants’ responses on their understandings of IE, particularly in relation 

to embracing and respecting individual rights with an intention to implement IE, is in line with 

the TPB. This theory (TPB) maintains that once there is more knowledge and intention on 

individuals, the results are more likely to support the intended behaviour (Ajzen, 1991).  

Another important finding speaks to the principle of using the same space for learning and not 

to separate learners according to their different abilities. The research participants understood 

IE as an education that should respect all learners and provide them with opportunities for 

lifelong learning in the same school setting without discriminating against any learner. These 

findings corroborate the principles enshrined in White Paper 6, which advocates collaborative 

working to nurture learners experiencing barriers to learning to experience full excitement and 

joy of learning and provide a solid foundation for lifelong learning and development (DoE, 

2001, p.4). This is evident from the participants’ expressed understandings of IE as an 

education that provides quality education for all learners in the same school irrespective of their 

education level and opens opportunities for lifelong learning. The Sustainable Development 

Goals set the global education agenda to ensure IE for all and to promote lifelong learning 

(UNESCO, 2015). In the same vein, Engelbrecht and Muthukrishna (2019) opine that IE has 

advanced as a human rights and social justice agenda that has tried hard to challenge 

exclusionary practices in the education system and to promote education for all. 

Research findings revealed the understanding of IE as including learners experiencing barriers 

to learning and the said learners being valued in the school society. These findings corroborate 

those of UNESCO (2015) that defined IE as a philosophy built on the issue of fundamental 

human rights, and the belief that all people are equal and should be respected and valued. 

Kilinc, Farrand, Chapman, Kelley, Millinger and Adams (2017) posit that an inclusive setting 

should ensure that all learners can learn and participate in the learning process and be valued, 
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and their diverse needs recognised. This is evident from participants’ understanding of IE as 

appreciating all learners as members of the school society. Dreyer (2017) posits that IE is a 

moral issue that should embrace all learners' human rights and values to feel like equal 

members in the schooling setting. Walton (2018) suggests that scholars working to develop an 

African orientation to IE believe that a return to the beliefs of African values would secure a 

more effective IE system. In the same vein, Mahlo (2017) maintained that inclusive schooling 

cannot be detached from the African way of living.   

It further emerged from the participants' understandings of IE that it entails understanding 

learners’ family backgrounds and accepting them as they are. These findings corroborate those 

of Engelbrecht et al. (2015), who found that teachers demonstrated sensitivity to each learner 

and provided the support according to individual needs by understanding learners’ 

backgrounds. This is evident from the views of T3 from School A, who understood IE based 

on accepting learners holistically, starting from the family background of the learner. Adewumi 

and Mosito (2019) note that it is essential to understand the learners’ backgrounds to 

appropriately support their education. Mfuthwana and Dreyer (2018) opine that the broad 

understanding of IE recognises both the extrinsic and intrinsic barriers of a learner and all these 

factors need to be considered in the school system. In the same vein, Sharma, Armstrong, 

Merumeru, Simu and Yared (2018) argue that IE policy should be understood in the context of 

the child and the family rather than just the child alone. In addition, Theodorakis, Bagiatis and 

Goudas (1995) believe that the planned behaviour model demonstrates an increase in ability 

between the individual themselves and the social structure, such as parents, by considering the 

individual’s norms and intentions. 

The findings also reveal that there is a diversity of views about what constitutes IE. Evidence 

of this emanate from the fact that, while the understandings of IE by the majority of the 

participants tend towards assisting learners in the schools they are enrolled in, few teacher 

participants in the study expressed a different belief about what IE is about. For instance, these 

participants believed that IE means referring learners to special schools. Their 

conceptualisation was that their schools were not conducive to practice IE and could not 

accommodate learners experiencing barriers to learning.  This is demonstrated in the following 

excerpt:  

For me, IE is for learners experiencing to learning who are not coping at the ordinary 

school when you physically look at them, and they belong to the special schools because 

they learn at a low pace compared to other learners. Therefore, IE means efforts and 

ways to support those learners to go to special schools with specialists and resources. 



116 
 

IE aims to cater for learners experiencing various learning barriers in the special 

schools where they will be accepted, welcomed and supported to learn at their own 

pace where there are teachers who understand and are trained to accommodate them 

(T1, School C). 

Essentially, the participant understandings of inclusive education were based on the physical 

structure or a setting that caters for learners with special needs. Hence, they should be referred 

to special schools rather than mainstream schools. The findings seem to provide perceptions 

that there are special people who are trained and resources that are deemed suitable to fit the 

needs of learners experiencing barriers to learning that are not available in mainstream schools. 

Therefore, the findings seem to potray the element of exclusion rather than inclusion. T3 from 

School B shared similar views, arguing that in special schools, there are skills that can 

accommodate learners experiencing barriers to learning at comprehensive levels. This is 

demonstrated in the following excerpt: 

IE refers to the teaching of special needs learners such as those with disabilities in 

special schools where there are skills and support in their learning rather than the 

mainstream schools. IE means all learners with the same cognitive development to be 

taught in the same school or special classroom, such as the special school where they 

can be accommodated. In the special school where inclusivity is practised because all 

learners, there are alike and easily accept one another rather than the mainstream 

school where there are no skills to accommodate learners experiencing barriers to 

learning (T3, School B). 

The above findings indicate that learners experiencing barriers to learning, because of their 

level of cognitive development, should be taught in special schools or rather be separated from 

other learners and placed in their special classroom. The findings further suggest that since 

learners experiencing barriers to learning have limited cognitive abilities, they should be 

excluded from other learners and be placed in special classrooms or be referred to special 

schools where there is assumed to be skills that can accommodate them. The participants’ 

responses to the question were based on assumptions that IE entails that learner experiencing 

barriers to learning work at a slow pace; hence, they should be enrolled in special schools. 

These findings corroborate those of Geldenhuys and Wevers (2013). These scholars’ research 

found that there was an urgent call to remove learners experiencing barriers to learning from 

mainstream schools so that they could be educated separately in special classes or even in 
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special schools because they were assumed to be working at a pace that suited a particular 

setting and were regarded as having special abilities. In the same vein, Salovitta (2020) believes 

that it is the right of learners experiencing barriers to learning to be placed in special education 

schools rather than mainstream schools to achieve the best results. This is evident from 

participants’ understandings of IE as an approach for learners experiencing barriers to learning 

not coping in the ordinary school because of their pace of learning; hence, they belong in a 

special school. Dreyer (2017) argues there is still no solution to the problem of educational 

exclusion as learners experiencing barriers to learning are marginalised in mainstream schools 

as they cannot keep up with the pace required during teaching and learning.    

Further, there are participants who believed that learners experiencing barriers to learning 

should be moved to special schools because they felt specialised teachers could work 

effectively with these learners in those schools. This notion goes against the principles of IE 

and the democratic education. However, these findings are congruent with Klibthong and 

Agbenyega (2018), who found that learners experiencing barriers to learning were better off in 

special schools because of the special sessions they received in these schools. Andrews, Walton 

and Osman (2021) posit that most teachers approach learners experiencing barriers to learning 

with a set of beliefs that constrain IE as they believe specialists should test these learners, so 

they can be referred to special schools. The findings also revealed that participants viewed IE 

as an effort and way to support learners experiencing barriers to learning to go to special 

schools where expertise is available.  

Adewumi and Mosito (2019) suggest that special schools have expertise and support for 

learners experiencing barriers to learning who require a high level of support through 

instructional and extra provision. However, the ideas of IE pedagogy advocate that teachers 

should respond to and respect ways that include every learner instead of excluding learners 

experiencing barriers to learning from receiving the daily input from teaching and learning 

(Spratt & Florian, 2015). Obviously, when learners are separated based on their mental and 

other capabilities, the notion of IE falls away. Nonetheless, these debates indicate the 

complexities and factors involved when tackling such an important subject as IE. The topic 

itself bears testimony to the fact that there is no homogenous view regarding IE despite 

international conventions on the subject. 

 

The participants’ understanding of IE was also based on learners’ limited abilities and 

capabilities; hence, they should be placed in the same school. Therefore, the participants’ 
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understanding of IE was in line with exclusion rather than inclusion. These findings corroborate 

those of Dreyer (2017), who found that teachers believed that learners experiencing barriers to 

learning should be sent to special schools because their best placement is for them to be 

developed, taught to be responsible, and good citizens. Similarly, Engelbrecht, Savolainen, 

Nel, Koskela and Okkolin (2017) found that teachers believed that teaching learners 

experiencing different cognitive levels in mainstream schools was not productive; hence, these 

learners should be provided with a separate education setting with more suitable resources to 

fit their needs. This could be because teachers considered it very stressful and challenging to 

work with learners experiencing barriers to learning and different cognitive levels and regarded 

these learners as belonging to the special classes or schools but not in regular classrooms or 

schools (Zabeli et al.,2021). According to Ajzen (1991), intentions influence an individual’s 

action, attitudes and behaviours. The findings of this study are consistent with the influence of 

behavioural intention on behaviour as espoused in the TPB theory. The participants indicated 

their understanding of IE as intending to include and exclude learners experiencing barriers to 

learning in their classrooms, reflecting the acknowledgement of their willingness and 

unwillingness to teach these learners on their teaching behaviour.   

 

Question Summary 

The study's findings suggest that most of the participants understood IE as an education for all 

learners accommodated in the mainstream schools regardless of any challenges or any 

perceived differences learners might have. The findings have also shown that although many 

of the participants’ understandings of IE were consistent with the fundamentals of the concept, 

there were a few of the participants who did not believe in inclusive education as articulated in 

government policy documents. Consequently, they advocated exclusion of learners 

experiencing barriers to learning. Most of the study participants suggested that the environment 

must be welcoming and pleasant to accommodate all learners in the school setting. However, 

the findings further suggest that some participants did not understand the essence of IE. 

Including all learners experiencing barriers to learning in the schools was viewed by some 

participants as something superficial rather than the rights of learners to attain education.  

The participants’ understanding of IE showed a fundamental lack of definition as they pointed 

out that learners should be referred to special needs education schools because of their slow 

pace of comprehending the content of the lessons. This implies that participants construe IE as 

understating special needs education. It was striking to learn that thirty-one years after the 
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introduction of IE at the Salamanca Conference, teachers still do not completely understand 

IE. Given all the study participants’ contestations about their understanding of IE, this study 

shows that the understandings of IE are highly contested, with many stakeholders constructing 

their own differentiated views about it. The findings clearly suggest that the debates on this 

issue are far from over and more research is needed.  

 

5.3 The manner in which educators implement Inclusive Education 

This section gives a detailed explanation about how the educators implemented inclusive 

education in their schools. To elicit their views and experiences, a question was asked “How 

do you implement inclusive education in your daily classes?” Their responses indicated that 

they used a variety of methods or techniques that were consistent with their understanding of 

what constituted inclusive education.  

The study's main finding suggest that demonstrations and visual materials can play a prominent 

role in implementing inclusive lessons. The findings revealed that using demonstration in the 

form of playing and visual objects involved learners experiencing barriers to learning in the 

lessons. In that way, learners obtained a clearer view of the lesson's content, and that gave them 

the opportunity to learn. This was evident from the participants’ responses as they mentioned 

that implementing IE through demonstrations was critical for learners experiencing barriers to 

learning. It provided a clear understanding of the content and made the lesson easy to 

comprehend.  

Learners experiencing barriers to learning learn at a different pace, and they 

understand things differently compared to other learners. Some learn by texture, and 

others enjoy creativity. Therefore, as a teacher, you must be flexible when implementing 

IE. For example, I know these learners enjoy creativity, such as drama and playing. I 

will make something fun for them or act out the scenario as if they are watching a 

movie. I would do this act or demonstration, and they will feel like ohoo; it is okay; this 

is what you meant rather than writing on the board where they cannot relate this to a 

real-life situation. The happiness of these learners when they understand the concept is 

impressive. I notice this is what works for these learners because when you relate, they 

do not want things to be written; they want things to be relative to real-life situations 

to comprehend (T5, School D).  
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The above extract acknowledges that IE was implemented through the teacher's flexibility and 

creativity as they delivered the lesson's content. Participants mentioned that using creativity as 

a pedagogic strategy helped convey the message for learners experiencing barriers to learning. 

According to the findings, these methods of implementing IE required teachers to be flexible 

during teaching and learning. Likewise, T3 from School B echoed similar views, saying that 

using concrete objects as learner support materials to teach learners experiencing barriers to 

learning gave the teacher confidence that the lesson's content was well imparted. A participant 

added:  

I use songs to explain the concept for those subjects that allow me to create fun or play 

for learners to understand. Every day I use toys and Legos as I teach maths to show 

them, especially when dealing with space and shapes, depending on what section you 

are teaching. I feel confident as I teach when using these constructs to explain the 

concept to learners experiencing barriers to learning. Again, it is boring to learn 

through chalkboard and exercise books writing, teachers time talking, learners you 

know have to do writing and stuff. I feel like sometimes they need more time to listen 

and to play as well and maybe they can prove what they did in their exercise books. I 

use colourful charts in other subjects, and I will explain instructions very slowly for 

learners experiencing barriers to learning; therefore, as they see, they can understand 

the concept clearly (T3, School B). 

These findings also revealed that when teachers used songs, play and Legos to teach learners 

experiencing barriers to learning, they believed that these learners would understand the 

concept. It excited the learners rather than using a chalkboard that seemed to detract from 

learners' interest in learning. The findings revealed that using these teaching materials allowed 

the teacher to gradually explain to learners experiencing barriers to learning. Similar views 

were shared by T1 from School C, who mentioned that using visuals allowed learners 

experiencing barriers to learning to be motivated and stimulated during the teaching and 

learning process.  

For my learners experiencing barriers to learning to learn and understand, I prepare 

a lesson using various media (visual) such as pictures that I take time and collect from 

home and request from other people I know or work with. I do this to meet all learning 

needs for my learners irrespective of learners experiencing barriers to learning. Also, 

I allow learners to express their knowledge of the content I am teaching through 
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demonstrations and their expressions. I create learning opportunities that motivate and 

stimulate learners according to their backgrounds and interests (T1, School C). 

The above findings revealed that using visuals such as pictures to implement IE could meet the 

learning needs of learners experiencing barriers to learning and create learning that motivates 

and stimulates them. Findings further revealed that during teaching and learning, learners 

experiencing barriers to learning were provided a platform to express their interests and 

understandings in the way they interpreted the lesson's content. The interviews with the 

participants corroborated the observations and refuted those of the documents reviewed. For 

instance, during interviews, the participants highlighted that using the method of “learn and 

play” to capture the interest of learners experiencing barriers to learning during teaching and 

learning, made learners understand the content taught. However, during lesson observations, I 

witnessed teachers reciting the words on the charts in the form of singing and learners following 

the words the teachers were singing; this created a good, well-structured learning opportunity, 

which all learners participated in and enjoyed. It was noted that when teachers removed charts 

in front of the learners, the latter could recall when the teachers asked questions. There were 

many songs and storytelling by the teachers, and learners could follow during observed lessons. 

 

I also observed how happy learners experiencing barriers to learning were and how they 

participated in the lesson with ease. During the lesson observation, there were good interactions 

between the teachers and all learners, making the lessons stimulating. The lesson observation 

resonates with what the participants alluded to during the interviews when they stated that when 

learners experiencing barriers to learning understood something taught to them, joy could be 

seen on their faces. Joy and happiness on their faces suggested that they had grasped the 

concept of the lesson using the method of learning and play. It was further noticed that in most 

classrooms, there were pictures and toys that the teachers were using to illustrate the content 

of the lessons to learners. In some classrooms teachers had plants that they also used to teach 

learners.  

The research findings from the curriculum documents reviewed refuted those of the interviews 

and observations. Upon perusing the lesson plans from the teachers’ files, none indicated that 

the teachers should or were using songs and play as a method of teaching and learning. In all 

lesson plans perused, teachers did not indicate that pictures were or would be used as support 

materials. During the interviews, the participants mentioned that they were using pictures, and 

during observations, teachers were seen using pictures during their lessons. However, there 
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were no marks from the teachers’ assessment sheets or the rubric that showed that the method 

of “learn through play” had been used to capture learners’ marks. When perusing learners’ 

books, it was noticed that most learners had drawings of well-known singers, which seems to 

resonate with how they enjoyed learning by singing. 

The participants’ responses indicated that implementing IE required flexibility for learners 

experiencing barriers to learning. There was an interconnection between the participants’ 

findings and the observations of the lessons in terms of how they successfully implemented IE 

for the learners to comprehend the concept they were teaching. For instance, the participants 

stated that they implemented IE by acting what the lesson's concept contained, which involved 

either singing or playing and using concrete objects that created fun for learners experiencing 

barriers to learning. While learners experiencing barriers to learning witnessed and followed 

the demonstrations, the concept of the lesson was easily understood by them. These findings 

are congruent with Kilinc et al. (2017), who asserted that including learning and play in the 

lessons aimed at unpacking the components of traditional ways of teaching and promoted an 

inclusive space that ensured that all learners had the opportunity to learn and participated in 

the lessons and were valued for their diverse abilities. Successful implementation of IE required 

participation using a variety of instructional approaches that promoted engagement in play and 

learning activities, which gave the learners experiencing barriers to learning a sense of 

belonging (Hankebo, 2018). In the same vein, Adom, Chukwuere, Dake and Newton (2019) 

assert that teachers must actively involve learners experiencing barriers to learning more in 

flexible teaching and learning activities that can develop their potential, such as outdoor 

activities. 

How involved learners were in the lessons was seen when there were excellent interactions 

between the teachers and the learners during the observations of the lessons where learners 

were responding through reciting words through singing. The participants also discussed their 

implementation of IE, whereby they used to construct objects such as Legos, pictures and charts 

to explain to learners experiencing barriers to learning the concept of the lesson. In keeping 

with the views of implementing IE using construct objects, Kilinc et al. (2017) posit that using 

toys and concrete objects to convey the concept of the lesson for learners experiencing barriers 

to learning made them feel part of the lesson as it allowed the learners to connect fully and 

understand the concept of the lesson without difficulties. The participants also mentioned that 

they used texture for learners experiencing barriers to learning to understanding the lesson's 

content. Kilinc et al. (2017) corroborated the views that concrete objects helped in 

implementing IE.  
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The participants mentioned that when implementing IE, they ensure that they are flexible and 

relate to real-life situations in line with the content they are delivering to learners experiencing 

barriers to learning. This is congruent with the views expressed by Mckenzie (2020). This 

scholar asserts that teachers should provide teaching methods or presentations that can be 

modified to meet a range of learning needs. The findings of this study also resonate with the 

TPB, where one could expect that teachers with a more positive attitude towards IE used more 

inclusive practices (Ajzen, 1991). Hankebo (2018) asserts that adapting a curriculum for 

learners experiencing barriers to learning from its theoretical form to an actual activity using 

approaches such as role-play, songs, and look and say, placed learners at the centre of the 

curriculum delivery and enhanced their cognitive levels. In addition, Kilinc et al. (2017) 

suggest that when learners experiencing barriers to learning role play, they create their 

meaning-making by expanding the context in their role play and connecting to their own 

experiences by participating in various ways.  

The findings revealed that involving learners experiencing barriers to learning in outdoor 

activities brought hope and positiveness, and teachers had some satisfaction that the learners 

had been taught. It is evident from the findings that when learning through play was practiced, 

even teachers had confidence that they had imparted the content of the lesson given the way 

learners comprehend the lesson. Furthermore, learners experiencing barriers to learning 

understood the concept as they were able to give feedback to teachers and such was exciting 

during teaching and learning. Therefore, these findings corroborate those of Hankebo (2018), 

who found that different subject teachers could explain their understanding through outdoor 

play activities and objects to make their lessons understandable to learners experiencing 

barriers to learning. In the same vein, behavioural control seemed to be the component with 

the most significant capacity to predict behavioural intention and accepted behaviour in the 

context of outdoor activities found in this study, as displayed by the participants’ attitudes that 

seemed to indicate the best predictor of intention towards involving learners experiencing 

barriers to learning in a lesson. 

The notion of subjective norms, which is a component of the Theory of Planned Behaviour 

featured in the behaviour of the participants seem to have contributed in influencing the 

behaviours of both teachers and learners. Therefore, the findings of this study resonate with 

TPB as espoused by Ajzen (1991), whereby the teachers' own competencies, constituted a 

decisive factor in the realisation of individualisation of the content to support learners 

experiencing barriers to learning. It is evident from the study findings that educators’ stronger 
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beliefs in their self-efficacy allowed them to implement IE in their teachings (Bandura, 1997). 

As such, the TPB theory highlights that the teachers’ intentions in favour of implementing IE 

also emphasise the importance of attitudes towards inclusion and their self-efficacy beliefs 

(Ajzen, 1991; Bandura, 1997). 

Findings further revealed that when learners experiencing barriers to learning practiced the way 

the teachers demonstrate to them, they could understand the content, there was much 

contentment on their faces. This is evident from the participants’ responses during the 

observations – when the learners experiencing barriers to learning understood the lesson's 

content, a sign of pleasure was seen on their faces. These findings corroborate those of Brennan, 

King and Travers (2019), who found that when learners experiencing barriers to learning chose 

the content they enjoyed, they engaged in the classroom activities and displayed an 

understanding of the content, thus creating an inclusive learning environment. Spratt and 

Florian (2015) suggest that IP is an action that gives evidence of IE as it begins with planning 

that responds to the learners’ outcomes by avoiding the marginalisation of some learners in the 

community of the classroom. 

It also emerged from this study that the participants implemented IE through grouping learners 

to learn from their peers and build unity among them. For instance, T5 from School A shared 

that grouping learners experiencing barriers to learning when implementing IE assisted learners 

in learning from their peers and brings unity and empathy among them. This is demonstrated 

in the following excerpt:  

What works for me is to arrange groups amongst the learners to help each other; those 

who quickly understand the learning tasks can help those who find it challenging to 

grasp the concept. This makes my learners bond and brings unity amongst them and 

not makes the learners experiencing barriers to learning feel left out because they 

cannot read or write. I group my learners when I teach to encourage humanity empathy 

through tolerance in all activities in the class. This enables me to promote a positive 

learning environment all the time (T5, School A). 

The above extract revealed that grouping learners when implementing IE created humanity, 

empathy and tolerance as they worked collaboratively. According to the findings, cooperative 

learning allowed learners to learn from one another and accommodated all learners during 

teaching and learning. The findings further revealed that grouping learners promoted a positive 

learning environment in the classroom. Similar views were shared that when implementing IE, 
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the learners were divided into groups and given more time to do their work. T4 from School B 

remarked: 

Daily I have to cater for learners experiencing barriers to learning by ensuring that 

there are catered in every lesson without fail. I divide learners into groups according 

to their abilities, and they learn from one another, which produces good results. As they 

are in groups with those struggling, I then give them more time to improve slowly. I 

adapt, individualise, differentiate the lesson to accommodate their strengths. Some 

learners have a problem with hearing, those learners I accommodate by getting close 

to them and teaching them separately while others are busy with their work. Getting 

close to learners makes me discover those that cannot write, and I can assist them along 

the way (T4, School B). 

The above excerpt revealed that learners experiencing barriers to learning were grouped with 

their counterparts to learn from one another. Also, the findings revealed that when the learners 

were grouped, it made it easier for the teacher to attend to the learners in their small groups. 

Grouping learners made teachers identify those learners who struggled and to assist them. 

Likewise, T3 from School D explained that as much as learners were grouped for implementing 

IE, all learners were taught the same content, but as the lesson progresses, at times the level of 

teaching is then slowly dropped to meet the needs of learners experiencing barriers to learning. 

A participant echoed the following: 

 

Remember, here we are, dealing with learners with different levels. I teach as if I teach 

‘A’ level learners, and once the basic concepts are taught. I would go around and drop 

the level down to each learner…. Also, I would group learners according to their 

abilities and levels to understand what makes them not to perform the way they should 

be performing. Even the activities I give them are not the same as they do for learners 

that grasp quickly, those in the middle, and those who need help. At times, you find that 

still, the learners do not understand, and you give them time to do that work at home 

(T3, School D). 

The above extract revealed that the teaching strategy used facilitated IE by way of 

accommodating learners’ needs, for instance in terms of adjusting the pace of delivery. For 

example, the teachers taught the same content but later dropped the level to accommodate 

learners experiencing barriers to learning. That indicates that there is no need to teach these 
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two groups in different classrooms or in different schools. The approach adopted by these 

teachers bore the hallmark of IE. It needs to be noted that IE is a process in which children with 

additional learning needs and special educational requirements are educated within a 

“mainstream” learning environment, rather than a specialist school. The findings confirm that 

the participants met these expectations.  

Observation of teaching and learning in the participating schools corroborated what had 

emerged during interviews with the participants. I observed that learners were split into groups, 

and teachers gave instructions. The learners worked through the given content until all group 

members had successfully understood and completed it. For example, a teacher in one school 

gave learners mathematics problems to solve. All learners worked on the problem in their 

groups, they used their exercise books and shared their insights, promoting each other’s 

learning by orally explaining how to solve the problem. Within their groups, learners discussed 

the strategies of working on the problem and exchanged ideas and helped each other to learn. 

The researcher also observed that teachers were assisting learners individually in the groups. 

The participants confirmed the observation of shoulder teaching during interviews; it indicated 

that getting close to learners enabled teachers to assist learners.  

The findings from the interviews and the observations were corroborated by those of the 

curriculum documents reviewed. I found that lesson plans confirmed the schoolwork conducted 

in groups and indicated the number of groups in each classroom on reviewing teachers' files. 

The lesson plans had documented that the learners’ schoolwork was modified and peer 

assessed. Peer assessment corroborated the findings of my observations during the lessons 

where it was noted that teachers swapped the learners' books and learners marked the books. It 

was noted that teachers’ files had enrichment work similar to the lesson's theme to be taught 

each day. This corroborated the findings of the interviews with the participants, which indicated 

that struggling learners were given more time to improve slowly during the teaching and 

learning process. 

 

The research findings from the participants' responses indicated that they implemented IE by 

grouping learners to learn from their peers. For instance, the participants mentioned that they 

arranged groups so that those learners who quickly grasped the task could assist those who 

found it difficult to understand concepts. These findings are congruent with Casserly, Tiernan 

and Maguire (2019) who found that many teachers admitted that assisting learners experiencing 

different learning abilities through collaborative work showed promising results. This method 
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made learners feel involved and included in the lesson. This is evident from the findings that 

grouping learners involved them in the lesson and they did not feel left out. According to Spratt 

and Florian (2015), IP creates an environment where all learners can participate in the lesson 

using groupwork to support everybody’s learning. As the participants mentioned that learners 

were grouped, this approach of implementing IE afforded learners experiencing barriers to 

learning further opportunities to construct meaning from their peers.  

These findings corroborate those of Mangope (2017), who found that teachers used strategies 

to implement IE, such as cooperative learning, where learners experiencing barriers to learning 

would learn from other learners who understood the subject. This strategy has noticeably 

improved the performance of learners experiencing barriers to learning. According to Ainscow 

and Sandhill (2010), collaboration and collaborative practices are widely accepted in 

supporting the implementation of IE, with many calls for modelling ways of working with and 

through others (Spratt & Florian, 2015). This was evident during interviews with T4 from 

School B, who indicated that learners are grouped according to their abilities, learn from their 

peers, and produce good results. 

 

Research findings revealed that grouping learners when implementing IE was a way to 

encourage unity, humanity, empathy and tolerance. These findings corroborate the views 

expressed by Muthukrishna and Engelbrecht (2018, p7), who posit that decolonising IE 

foregrounds the principle of Ubuntu as a concept that encompasses compassion, humaneness 

and a sense of caring for one another and nurturing an individual’s wellbeing. This was evident 

in the participants’ responses that grouping learners brought unity, promoting a positive 

learning environment. An inclusive learning setting accommodates diverse learners, increases 

access, expands learning opportunities, and supports a positive learning environment (Kilinc 

et al., 2017). 

 

It further emerged from the findings that grouping learners experiencing barriers to learning 

with their peers made it possible for the teachers to adapt lessons so that learners experiencing 

barriers to learning gain academic strengths and reach their potential. These findings 

corroborate those of Lindner and Schwab (2020), who posit that modification of teaching 

methods meet the needs of learners experiencing barriers to learning, which resulted in them 

achieving their individual goals. According to Lindner and Schwab (2020), when teachers 

demonstrate proficiencies in adapting and modifying instructions, they prepare and explain the 

lesson's content using diverse teaching methods that accommodate learners to master tasks and 
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homework in line with their abilities and competencies. This was evident from the findings of 

the study during the interview with T3 from School D, who explained that IE was implemented 

by dropping the level to meet the abilities of learners experiencing barriers to learning, and 

homework was given to these learners to reinforce the content of the lesson taught in the 

classroom. For Majoko (2019), teacher competency for IE depends on curriculum adaptation 

whereby the regular school curriculum content is tailored to individual learners' different levels 

of cognitive development by using diverse teaching methods, techniques, and strategies. 

 

The findings of this study provide evidence for the effectiveness of the TPB theory as a 

framework for predicting learners’ intentions to work collaboratively as a means to implement 

IE. The learners working in unity in classrooms demonstrated behavioural beliefs and strongly 

correlate with intention and normative beliefs (Ajzen, Joyce, Sheikh & Cote, 2011). 

Engelbrecht, Nel, Nel and Tlale (2015) opine that embracing IE and diversity requires teachers 

to employ strategies that provide support in regular classrooms, such as peer groupwork not 

based on the abilities of individual learners but rather teachers promoting responsive learning. 

Teachers wrote answers on the board during teaching and learning, swapped learners’ books 

among the groups, and made learners do peer marking of exercise books among themselves. 

Lindner and Schwab (2020) posit that one way to react to learners experiencing barriers to 

learning and learning development in an inclusive setting is to adapt assessment and testing 

using peer and self-assessment strategies rather than teacher grading systems.  

In the same vein, in inclusive classrooms, teachers need to be transformed and practice ways 

that will need them to respond positively to learners’ diversity by seeing individual differences 

not as challenges to be fixed but as opportunities for enriching learning for learners 

experiencing barriers to learning (Ainscow, 2020, p. 128). The findings of this study are 

consistent with some key elements of the TPB theory, which confirms the inclusion of control 

belief and normative beliefs in the sense that learners demonstrated higher confidence in their 

ability to work as a team. In addition, the learners displayed stronger behavioural intentions to 

perform their tasks together. Therefore, learners who reported having confidence in their 

abilities to assist learners experiencing barriers to learning demonstrate behavioural and 

normative beliefs and intention to perform the given behaviour (Ajzen, 1991).   

 

Question summary 

The findings from the study revealed that for effectively implementing IE, there was flexibility 

in terms of how the content was delivered to learners experiencing barriers to learning, and 
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they related to real-life situations. According to the research findings, IE was implemented 

using various teaching and learning methods and approaches, such as reciting and singing, 

learning and playing, and using pictures to adapt the curriculum. Also, it was revealed from the 

findings that teachers employed peer marking during teaching and learning. It further emerged 

from the study findings that teachers grouped learners to learn from one another and build an 

inclusive environment. According to the findings, grouping learners allowed the teachers to get 

closer to learners experiencing barriers to learning when implementing IE. It was least expected 

that but learners experiencing barriers to learning were also seen given books to other learners 

to assess the work they had done in class. 

 

5.4 Stakeholders’ experiences in the implementation of Inclusive Education 

This section focuses on the stakeholders’ experiences of implementing IE. By design, the 

section is not just about educators’ experiences, but it focuses on the collective which includes 

feelings of isolation and desertion by everybody who should be playing a role in ensuring that 

learners experiencing barriers to learning are supported. The participants were asked, “What 

are your experiences in the implementation of IE?” Their responses indicate that their 

experiences consisted of numerous critical issues that directly relate to the concept of IE. Some 

of their experiences included the importance of maintaining and strengthening peer 

relationships, attending to the learners’ health, learners working on their own in establishing 

good relationships amongst themselves and other related challenges that I describe in the 

section below. I must hasten to clarify that this section is not about challenges faced by the 

stakeholders, it is just that their experiences were characterised by many negativities as a result 

of this concept of IE not being taken up as vigorously as it should. 

 

The study's main findings suggest that maintaining peer relationships was important for the 

social and emotional development of learners experiencing barriers to learning within an 

inclusive school setting. This then suggests the existence of a positive effect emanating from 

peer relationships among learners, which creates cohesion among themselves. However, some 

study participants seemed to paint a gloomy picture about their experiences in school. The 

learner participants indicated that their health conditions were not considered by their teachers, 

which led them to be the centre of negative attraction in front of other learners who are not 

experiencing barriers to learning. Also, findings revealed that learners experiencing barriers to 

learning were influenced by their counterparts and found themselves involved in anti-social 
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behaviours, such as substance abuse because of failing to cope with schoolwork. T5 from 

School 4 shared the good experiences noticed when all learners from different backgrounds, 

despite learning barriers, share their lunch, which bears a resemblance of true inclusivity. This 

is demonstrated in the following excerpt: 

What I admire about all the learners, including learners experiencing barriers to 

learning, is that they share stuff like lunch. Most of them come from underprivileged 

backgrounds, but it does not affect those who have much or come from wealthier 

families. They share in groups and share. It makes me very proud to see that unity. At 

the same time, this has made learners experiencing barriers to learning feel that they 

belong to the school like all other learners and made them work harder in their 

schoolwork. That experience of being recognised and feeling belonging takes away the 

problems that learners experiencing barriers to learning face (T5, School 4). 

The above response indicates the unity among the learners when it comes to sharing between 

those who have and those who do not have. It emerged from the findings that when learners 

who are not experiencing learning barriers accommodated those experiencing learning barriers, 

a sense of belonging was being created in learners experiencing barriers to learning. This 

suggests that learners experiencing barriers to learning self-esteems were uplifted as the 

findings suggest that they worked harder at their schoolwork. Similar views were shared by 

learners experiencing barriers to learning when they received support with schoolwork from 

their peers after experiencing difficulties in understanding their teachers. Learner1 from School 

A explained: 

Kwesinye isikhathi uthisha angimuzwa ngoba uma efundisa ukhuluma asheshise. 

Ngisizwa ukuya kubangane bami Sithule no Halayi (amagama angamanga) ngibacele 

bangisize. Uma uthisha efundisa izibalo angizwa lutho. Ngokuthi abangane bami 

bayazazi izibalo bayakwazi ukungichazela kancane, kancane uma sekuphume isikole. 

Lokho kwenza kikwazi ukuqeda umsebenzi obekufanele ngiwenze ekhaya.  Ukungisisa 

kwabangani bami sekuqinise ubungani bethu kakhulu ngoba sidla ndawonye manje. 

Uma sengenze umsebenzi ngithola ukujabula kakhulu.   

English Translation (ET): I sometimes did not understand the teacher when she talked 

too fast, but I went to my friends Sithule and Halayi (pseudonym) and asked them to 

assist me. When we were doing mathematics in class, I did not understand at all. Since 

they are both excellent, they sat with me after school, explained to me very slowly, and 
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helped me complete my homework and understand sums better. We are now friends, 

and they check me all the time if I have any problems with my schoolwork, and we 

always eat together. When I had mastered that schoolwork, I became delighted (L1, 

School A).   

The above findings revealed that learners experiencing barriers to learning could not 

understand the teachers because of the pace used by the teachers during teaching and learning, 

which left them behind. It emerged from the findings that learners experiencing barriers to 

learning had to rely on other learners to assist them by explaining the content of the lesson. 

Likewise, learners’ relationship was extended to their parents. Parent 2 from school B echoed 

the following:  

Ngolunye usuku ngafika esikoleni ngizolanda umntwana wami njengenjwayelo 

ngalinda esangweini isikhathi eside ngokungajwayelekile. Ngabe sengingena 

ngaphakathi esikoleni ngiyombheka. Ngamangala ngimfica ehleli nabanye abafundi 

befunda bebhala. Labo bafundi babemufundisa bechaza ngesineke esimangalisayo. 

Nakuba ngeza ngithukile, kodwa ngathokoza ukubona ukusebenzisana kwabantwana 

ngohlobo oluyisimanga. Ngabangcoma kakhulu. Ngalokhu engakubona sekuthi uma 

ngibhaka amakhekhe ngibaphathisele kanye nabazali babo. Lokho sekwenze saba 

abangani nabazali balabafundi.  

ET: One day, I came after school to fetch my child as usual. I waited for a long time at 

the gate, and she was nowhere to be found. I decided to enter the school premises to 

look for him. To my surprise, she was sitting in class with other learners studying. The 

patience of those learners who were helping her with the schoolwork explaining 

repeatedly was so incredible. As much as he was scared that I had to wait for a long 

time, and I had to look for her, I praised them for doing the schoolwork and helping 

one another. As a result, every time I baked, I remember giving my child cakes for those 

learners and their parents. I am now friends with their parents (Parent 2, School B). 

From the above findings, it is revealed that learners could assist one another with their school 

work thus show casing the concept of collaborative or cooperative learning. It emerged from 

the above findings that when learners work together, there was an understanding and patience 

in doing their schoolwork, which developed good relationships among their families. The 

findings from the interviews corroborated those of the observations. In all study schools, it was 

observed during break that all learners played together. Girls were observed sharing their lunch 
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and skipping rope in front of the teachers while boys played soccer together. These findings 

are congruent with what the participants echoed: all learners' good relationships display unity. 

The participants' responses to the interview question indicated the existence of a good 

relationship among learners that they had developed themselves. These findings corroborate 

those of Mangope (2017), who found that learners experiencing barriers to learning had a 

reasonable social opportunity to mingle with their peers without barriers. This is evident from 

the participants' responses that learners experiencing barriers to learning shared with learners 

who are not experiencing barriers to learning and created good unity. Florian (2017) proclaims 

that the heart of IE is about the relationships between stakeholders. Amka (2020) notes that 

other parents forbid their children from making friends with learners experiencing barriers to 

learning, leaving learners heartbroken.  

 

During the interviews, the participants mentioned that relationships developed when learners 

worked together and created a sense of belonging in learners experiencing barriers to learning. 

One of the Salamanca Conference principles and the idea of IE was to achieve a sense of 

belonging for all learners in mainstream schools and the broader education community 

(Florian, 2019). This is evident from the participants’ responses that working collaboratively 

had made learners experiencing barriers to learning feel they belonged to the school like all 

other learners. Walton (2018) notes that IE should focus on the participation and belonging of 

all learners in their local school system. 

 

The findings also revealed that learners experiencing barriers to learning could not understand 

the teachers when teaching as they were too fast for them during the lessons. These findings 

corroborate those of Stigstad (2017), who found that learners experiencing barriers to learning 

lacked interest in their lessons because teachers talked too fast during teaching and learning 

and left learners not understanding the lesson's content. This is evident from the participants' 

responses that at times, teachers could not be understood because of talking too fast, leaving 

learners not grasping the lesson's content, which led to learners asking for help from others. 

Florian (2017) argues that IE should teach learners experiencing barriers to learning in a way 

that is accommodative to their needs.  

 

During interviews, the participants' responses indicated that when learners were helping those 

with learning barriers, they demonstrated perseverance in explaining what was done during the 

lesson. Florian (2017) suggests that an inclusive setting should create a sense of social tolerance 
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and patience towards learners experiencing barriers to learning. This is evident from the 

participants' responses that learners' patience in helping learners experiencing barriers to 

learning with their schoolwork was terrific. Mangope (2017) notes that when teaching learners 

experiencing barriers to learning, there should be abundant patience, and teaching should 

happen step by step for learners experiencing barriers to learning to comprehend the content of 

the lessons. Sagner-Tapia (2017) opines those learners experiencing barriers to learning 

exceeded their expectations when developing relationships, learning from other learners, and 

feeling accepted. The study findings highlighted evidence that resonates with combined 

components of the Theory of Planned Behaviour (TPB), namely, intention, behaviour and 

norms (Ajzen, 1980). The study findings demonstrated learners’ intention to share among 

themselves, which resembled inclusive social context influenced by learners’ feelings to 

behave positively.  

Contrastingly, the study's findings revealed that some participants experienced abusive 

relationships in schools because of others who did not recognise their conditions. For instance, 

Learner 2 from School B remarked: 

Mnumzane, ngabe sengozini yemoto ngakho angikwazi ukukhuluma kucace. Kodwa 

uthisha wami ungenza ngime phambi kwabafundi athi angifunde incwadi. Uma 

kukhona amagama encwadini engingakwazi ukuwakho kahle uthisha uvele angincinze 

izihlathi bese bengihleka abanye abafundi kanye naye. Noma sengikhala ungimisa 

phambi kwabafundi athi ngeke ngihlale phansi ngingaqedile ukufunda. Ngamutshela 

umama wami wabhalela uthisha nhloko incwadi kodwa uthisha waphika ukuthi 

uyangihlukumeza. Lapho ngafana nomuntu oyisilima. Noma kuyiwa ekhefini abanye 

abafundi bavele bangihleke ngokuthi angikwazi ukufunda incwadi. 

ET: Sir, I was involved in a car accident; hence I cannot talk clearly. When my teacher 

comes into class, she asks me to stand in front of the class and read the book. When I 

do not understand the words, she pinches my cheeks, and the other learners would 

laugh out loud at me, and she will laugh too. Even when I cried, she told me that I 

should not leave the front of the class or sit down until I read the book she had given 

me. When I told my mother, she wrote a letter to the principal, and the teacher denied 

that she was pinching me, although there were marks on my cheeks. I was then seen as 

if I was stupid. Even during break-time, other learners laughed at me because of what 

happened in the classroom (Learner 2, School B).  
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The above findings revealed that learners experiencing barriers to learning experienced 

humiliation from the teachers, which suggest inhumane treatment. The findings revealed that 

learners experiencing barriers to learning had conditions that made them shy to stand in front 

of the classroom, but teachers did not take that into cognisance. T5 from School C shared 

similar views, saying that learners experiencing barriers to learning were not receiving good 

treatment from their peers. 

I have seen a differentiation in treatment; when you have a learner who is not English 

speaking, you have a very limited understanding between the learner the teacher. When 

speaking to this learners, they, is unable to understand you, then wonder why the 

learner is not responding to you and other learners just laugh. And those that laughed 

will say, “Mam, he or she does not know what you are saying.” So, they will just giggle, 

but not do anything harsh or violent, but this is some mild form of bullying. They will 

then use that to tease these learners experiencing barriers to learning when this 

happens. This laughing happens mostly in class; during break-times, there are also a 

few incidents of mockery and undermining experienced by learners experiencing 

barriers to learning that we have dealt with (T5, School C). 

The above response indicates that learners experiencing barriers to learning experienced 

bullying in front of the teachers, which eventually spills over into break. The findings revealed 

that the language barrier contributed to the negative treatment learners experiencing barriers to 

learning received. Likewise, Parent 3 shared the sadness of what had happened. 

Kwesinye isikhathi umzukulu wami ubuya esikoleni angitshele ukuthi abanye abafundi 

bathi uyanuka. Ngalokho bese bayamhlamuka uma sekuyisikhathi sephefu azizwe 

enomzwangezwa bese ehlezi ekhala. Lokho sekumenze waphazamiseka kakhulu 

emsebenzini wakhe wesikole. Nasekhaya usehlala ngokuzivalela ekamelweni. Nami 

sengihlukumezeke kakhulu, angazi kufanele ngenzenjani ngalempatho etholwa 

umzukulu wami esikoleni. 

ET: Now and then, my grandchild comes from school and tells me that other learners 

said to him that he is smelling, and as a result, the other learners isolate him during 

break-time, and he now feels very lonely and constantly crying. I can see that has 

affected him so severely in his schoolwork, and that he always locks himself in his room. 

Even myself, I am emotionally not well and always worried because I do not know how 

to deal with this kind of treatment experienced by my grandchild (Parent 3, School C). 
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The above extract reveals that bullying could affect learners experiencing barriers to learning 

in their schoolwork and they end up hurting emotionally because of what they were 

experiencing at school. The findings revealed that learners experiencing barriers to learning 

experienced trauma from what was being said at school by other learners, which also affected 

their parents at home. The findings from the interviews with the participants corroborated those 

of the observations. During teaching and learning, it was observed that learners experiencing 

barriers to learning were asked by their teachers to read stories from the books, and they 

struggled with written words. This made other learners in the classroom laugh at them. This is 

verbal bullying which itself is a form of violence and it has a significant influence on the victim. 

The findings also indicate that teachers did nothing to stop that kind of behaviour by, for 

instance reprimanding those laughing. Therefore, they did not protect the learners experiencing 

barriers to learning from humiliation. Humiliating another person is another form of violence 

and pretending that you have not seen it and allowing the perpetrators to continue with their 

violent act while you do nothing is known as violence by omission (Bufacchi, 2007; Held, 

2020).  

It was also observed that when learners experiencing barriers to learning could not answer the 

questions posed to them by the teachers, they were punished by being hit with plastic pipes. 

This is corporal punishment, and it is a serious offence such that the South African government 

banned its use in 1996. However, studies continue to suggest that the practice of corporal 

punishment has not completely stopped as some teachers continue with this practice even 

though they know that they can be charged criminally if found to have used it against any 

learner. Various studies in South Africa suggest that corporal punishment continues in different 

contexts, especially in the townships, rural areas and in other schools that belong to the 

previously disadvantaged schools’ category (Hunter & Morell, 2021; Makhasane & Chikoko, 

2016; Mthanti & Mncube, 2014). Other learners were humiliated by being forced to kneel on 

the floor in front of the class or others were asked to stand outside the classrooms. All these 

practices are forms of humiliation and violence. Therefore, school leadership need to acquaint 

educators that learners should be treated with care and be respected so as to foster an inclusive 

environment. 

The participants’ responses to their experiences revealed that learners experiencing barriers to 

learning were asked to read in front of the class despite their unknown barriers. When other 

learners were laughing, no guidance was provided to learners experiencing barriers to learning. 

These findings corroborate those of Okyere, Aldersey and Lysaght (2019), who found that 
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learners experiencing barriers to learning were given schoolwork that the teacher knew they 

would never finish. This is evident from the participants when sharing experiences of being 

asked to read a book in front of the class despite having difficulties reading because of being 

involved in a car accident. According to the Theory of Planned Behaviour, where feelings are 

concerned, they influence eco-friendly intentions and behaviour by affecting beliefs that 

provide the basis for attitudes, subjective norms, and perceived control (Ajzen, 1991). 

Therefore, teachers who promote and exercise empathy among learners develop a classroom 

atmosphere that models good inclusive relationships (Makoelle, 2020).  

 

The study's findings also revealed that bullying was still prevalent in the school environment 

and affected learners experiencing barriers to learning badly in their learning process. These 

findings corroborate those of Amka (2020), who found that learners experiencing barriers to 

learning were ridiculed or sometimes bullied and labelled stupid. This is evident from the 

participants’ responses that the other learners in the classroom, and the teacher laughed and 

perceived them as stupid when failing to read the book they were given. Amka (2020) opines 

that it is not acceptable that teachers who are aware of a learner’s condition keep quiet and do 

not take action while the learner is being bullied and to then regard the incident as nothing 

serious. The Salamanca Statement maintained that IE means creating a friendly community 

eradicating a biased character but building an inclusive society (UNESCO, 1994).  

 

During the interviews, the participants also discussed their experiences during break regarding 

forms of ill-treatment, such as mockery and contempt caused by other learners to learners 

experiencing barriers to learning. These findings resonate with Amka (2020), who found that 

learners experiencing barriers to learning shared the most painful experiences in schools of 

how they had to put up with unpleasant treatment from their peers and their teachers. 

Engelbrecht et al. (2015) note that there were elements of squabbling among learners, but they 

were protecting each other during break as they reported any incident of unfair treatment. 

However, others were still experiencing ill-treatment and discriminatory remarks from some 

learners. It is evident from the participants that there were incidents of ill-treatment during 

break that learners experiencing barriers to learning experienced. Adom et al. (2019) opine that 

learners experiencing barriers to learning were subjected to mockery and demoralising actions 

from their peers to such an extent that they were so depressed and discouraged and lost interest 

in completing their schooling. Tiwari, Das and Sharma (2015) suggest that humiliation of 
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learners experiencing barriers to learning by their peers is a barrier to successful inclusive 

practice.  

 

This study further revealed there was still a form of corporal punishment administered in 

schools. Any punishment in which physical force is used and intended to cause pain and 

discomfort and degrade human dignity is regarded as corporal punishment (United Nations, 

2007). However, there is a disturbing trend in South Africa which suggests that the use of 

corporal punishment continues despite it having been banned for over a quarter of a century 

ago (Hunter & Morrell, 2021; Makhasane & Chikoko, 2016; Mthanti & Mnube, 2014). In this 

study, responses from the participants stated that when learners experiencing barriers to 

learning failed to read and understand the words from the book; the teacher pinched the cheeks 

to the extent that the tears would run down because of pain. These findings corroborate those 

of Okyere et al. (2019), who found that teachers used corporal punishment when learners 

experiencing barriers to learning could not satisfy schoolwork expectations or displayed an 

inability to answer or respond correctly to questions. Agbenyega (2006) argues that corporal 

punishment creates fear in learners, leading to premature attrition and truancy, and learners 

may decide to exclude themselves from schools. 

 

In the current study’s findings, the participants echoed the treatment experienced by learners 

experiencing barriers to learning due to communication barriers as the language used during 

teaching and learning exacerbated the existing separation between learners and the subject 

content. It is evident from the study’s findings that language barriers lowered learners 

experiencing barriers to learning’s expectations and their goals to achieve more. The study 

revealed that teachers added to learners experiencing barriers to learning’s negative 

experiences in the classroom. They seemed not to grasp that these learners could not understand 

English as a language of communication, which exacerbated the humiliation. This should not 

be the case because, according to Section 29 of the South African Constitution, it is articulated 

clearly that learners should receive education in the language of their choice. The introduction 

of IE was underpinned by addressing barriers to learning and inclusion caused by language 

differences (DoE, 2001). The findings of this study highlighted the learners’ experiences with 

the implementation of IE, which caused barriers to learners experiencing barriers to learning. 

These findings corroborate those of Muthukrishna and Engelbrecht (2018), who found that 

most teachers found themselves in a position where they had to teach in the medium of English. 

Learners experiencing barriers to learning had a limited proficiency in the use of the English 
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language, and that contributed to them failing during examinations. In addition, Adewumi and 

Mosito (2019) opine that the language of instruction has the power to influence learners’ 

attitudes towards learning and their reaction to change. 

 

The participants shared their experiences as ones characterised by exclusivity rather than 

inclusivity in many respects. For instance, the findings revealed that learners experiencing 

barriers to learning were isolated by their peers who even made utterances that were derogatory 

and not welcoming. This is evident from one participant’s response when she said that other 

learners isolated the learner and alleged that the child was smelling. These findings corroborate 

those of Adom, Chukwuere, Dake and Newton (2019), who found that learners experiencing 

barriers to learning were not accommodated by their peers; they avoided them and identified 

them with stigmatising and derogatory names. The stigmatisation and rejection experienced by 

learners experiencing barriers to learning brought to their minds the school's dislike and 

unwillingness to be part of an inclusive setting. The research findings further revealed that 

teachers experienced defiant behaviour from learners experiencing barriers to learning because 

they failed to cope with their lessons, leading them to bunking lessons and indulging in 

substance abuse and anti-social conduct. The study revealed that a disregard of the rules led to 

learners dropping out of school, affecting their education journey. An example is drawn from 

T1 from School D, who shared the following: 

My experiences teaching learners experiencing barriers to learning are that usually, 

they struggle in the classroom. They end up being violent, being bullies, bunking classes 

and being absent from school because of being scared of being unable to do much in 

class. In contrast, others work and finish their schoolwork. When this happens, they 

will bunk the lesson next time or not return to class after break-time and indulge in 

smoking weed/dagga, cigarette, and gambling. When you ask them why you are not 

doing your schoolwork, they will respond violently, saying, ‘leave me alone’. Or they 

will say, ‘I do not have a pen’ most of the time. Other learners will say, Madam, even 

yesterday he was like this. When you ask them something about the schoolwork, they 

will bunk the lesson next time or not return to class after break-time. Eventually, some 

learners experiencing barriers to learning end up dropping out of school, and you see 

them roaming the streets (T1, School D). 

The above findings revealed that because of not coping with their schoolwork, learners 

experiencing barriers to learning bunked the lessons and involved themselves in gambling and 
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substance abuse, which led to them being violent in the classroom. The findings further 

revealed that learners dropped out of school because of smoking and substance abuse. Similar 

views were shared by Parent 4 from School D, who mentioned the experience of going to get 

help for the child who was also involved in drugs. Consider the following excerpt: 

Ngonyaka ophelile benginokubizwa njalo esikoleni umntwana wami engayi 

ukuyofunda. Kulonyaka angazi noma ilabafana abakhulile ahlezi enabo, njalo 

ngiyabizwa esikoleni kuthiwe ubekade ebhema insangu ngaphandle kwesikole. 

Sekukaningi ngiya South African National Alcohol and Drug Rehabiltation (SANCA) 

ngizama ukuthi asizakale kodwa akaluthathi usizo. Manje sengikhathele wake 

wayibonaphi ingane eneminyaka elishumi nanhlanu ibhema insangu. Angazi ukuthi 

sekufanele ngenzenjani. 

ET: Last year, I was often called to school for my child for not attending lessons. This 

year I am not sure whether it is because of the older boys he stays with. I am always 

called for disciplinary hearings where he had been involved in the fights, or he had 

been found smoking outside the school. I cannot count how many times I have been to 

South African National Alcohol and Drug Rehabilitation (SANCA) trying to get him 

help, but nothing seems to be working. I am now getting tired because I have to ask to 

go to these places—15-year-old smoking dagga. I am unsure what to do now (Parent 4, 

School D). 

The above findings revealed a prevalence of bunking the school, which led to them mixing 

with the older boys, who in turn, influenced them into smoking dagga. Despite attending 

rehabilitation to quit smoking, the findings revealed that smoking was still happening. 

Likewise, Learner 4 from School D also commented on the experience of smoking dagga that 

nearly ruined their school life and future. This is demonstrated in the following excerpt: 

Mnumzane, angifisi ukukhuluma iphutha, ngisho insangu bengiyibhema. 

Kuyangihlukumeza kakhulu ukuthi ozakwethu esikoleni benza kahle mina ngidonsa 

kanzima. Lokho kwenza ukuthi uma abanye abafundi bamabanga aphezulu bengithuma 

insangu ngagcina nami sengibhema ngingayi esikoleni. Ngibonga uthisha wami 

wezemidlalo owangihlalisa phansi wangeluleka. Waze wangikhombisa izithombe 

zabantu ebebevelele ebholeni kodwa ngezidakwamizwa bagcina bengelutho. Kusukela 

ngalesosikhathi ngilulekiwe ngashintsha ukwenza kwami ngabalekela abafana 
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abadala. Kuyimanje noma ngingekho muhle ezifundweni kodwa esontweni ngiluleka 

abanye abafundi ngobubi bezidakwamizwa.   

ET: Sir, when it comes to smoking, I cannot lie; I have been smoking even dagga as 

well. You see; it is disturbing emotionally that my peers are doing well in their lessons, 

and for me, I cannot get close to them. So when the older boys from the high school 

asked me to buy dagga for them, I experienced it, and I decided to join them and bunk 

school. Thanks to my favourite sports teacher, who sat me down and told me that I am 

young and have a future ahead of me, putting myself in drugs, I will not come out. I 

remember he showed me YouTube videos of people who were good at soccer later; they 

were destroyed because of drugs. From that talk, Sir, I never went back, and I changed 

my route coming to school to avoid the older boys from the high school. Now, I lead 

the community church service, and I go around conduct drug awareness and motivate 

other learners (Learner 4, School D).   

The above excerpt also revealed that the learners experiencing barriers to learning tend to be 

aggressive and violent during lessons when they did not cope with their given schoolwork. The 

findings also revealed that the learners experiencing barriers to learning indulged in substance 

abuse because of peer influence. The findings further revealed that learners experiencing 

barriers to learning could quit drugs and attend school through in-depth counselling. These 

findings corroborate those by Kasongole and Muzata (2020), who found that counselling 

services were offered to learners experiencing barriers to learning as one way of working out 

guidance and strategies to deal with the problems they encountered in their educational 

processes. In the same vein, the findings of this study are in line with one of the sources of self-

efficacy, namely, verbal persuasion, which outlines that any situational influence that a person 

encounters can increase their confidence resulting in positive feedback (Bandura, 1997). The 

L4 from School D’s persuasion demonstrates positive feedback, with the participant (L4) 

becoming a good role model.  

 

The findings from the interviews corroborated those from observations and documents 

reviewed. During the observations, learners, especially the boys, would go right to the 

perimeter of the school premises and smoke during break. In one of the study schools, one 

teacher was seen taking a learner to the principal’s office, and the learner had a cigarette in his 

hand. Upon reviewing the school documents, there were letters written to parents where the 

learners concerned had been involved in gambling and smoking dagga. The school documents 
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included several letters from SANCA where learners were requested to attend counselling 

sessions on substance abuse. In one school, there was a newsletter written to parents informing 

them that the school would have drug awareness conducted by the South African Police Service 

and the Department of Social Welfare.   

 

The participants’ responses to the interview question revealed that learners experiencing 

barriers to learning were inclined to engage in unacceptable behaviour which was tantamount 

to violent conduct. These findings corroborate those of Karakaya and Tufana (2018), who 

found that teachers experienced problems occasionally as learners experiencing barriers to 

learning displayed aggressive behaviours because they lacked social skills. This is evident from 

the participants’ experiences that learners experiencing barriers to learning struggled during 

lessons. In hiding their frustration of not coping, they arrived at school without pens. When 

confronted, they became aggressive towards the teachers. Karakaya and Tufana (2018) assert 

that because of the low cognitive level of learners experiencing barriers to learning, they 

experienced social rejection in classrooms, which made them display aggressive or withdrawal 

behaviours. This study further revealed that learners experiencing barriers to learning absented 

themselves from the school and indulged in substance abuse because they experienced 

difficulties in comprehending the content of the lessons. Song (2016) opines that learners found 

it difficult to cope with schoolwork because of a short concentration span and lack of interest 

in learning, making them turn to drugs. This resonates with what the participants mentioned; 

they often attend disciplinary hearings for their children because of smoking dagga. The 

frequent use of drugs develops negative consequences, including impairment at schoolwork, 

interpersonal difficulties, and behaviour disorders (Song, 2016).   

 

Question summary 

The research findings from the study revealed that once there were good and cordial 

relationships between learners’ experiences barriers to learning and those who are not 

experiencing barriers to learning, that it benefited the learners and extended to their families. 

It was interesting to learn that learners shared their lunches, which resonates with the 

philosophy of Ubuntu. The cordial relationships shown in this study also resonated with the 

principles of inclusivity. The research findings showed that some learners experiencing barriers 

to learning were not treated fairly by their teachers and peers in their schools. The findings 

showed that due to frustration, learners experiencing barriers to learning resorted to substance 
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abuse such as dagga, which contributed to some learners dropping out of schools. The findings 

revealed that because of counselling services rendered to the learners, learners experiencing 

barriers to learning abandoned drugs and gave motivational talks to their peers who were still 

involved in substance abuse and this was least expected from learners experiencing barriers to 

learning. The next chapter will present the findings from the remaining two research questions 

of the study. 
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CHAPTER SIX 

PRESENTATION AND DISCUSSION OF THE FINDINGS: 

REASONS WHY EDUCATORS IMPLEMENT INCLUSIVE EDUCATION THE 

WAY THEY DO AND CHALLENGES THEY ENCOUNTER 

6.1 Introduction 

The preceding chapter discussed the first three research questions of the study. This chapter 

focuses on the remaining two research questions. The data presentation chapters were divided 

because of the volume of data generated from the field; this was done to make it clear for the 

reader. The participants’ responses from the interviews are discussed, and observations and 

documents reviewed are used to elaborate on the participants’ findings. The following research 

questions shaped this chapter. 

6.2 The reasons why educators implement Inclusive Education in the way they do 

This chapter focuses on eliciting the reasons preferred by the participants as justification for 

implementing IE in the manner in which they do. It also touches on the challenges that they 

encountered. A question was posed to the teacher participants about why they implemented IE 

in the manner they did.  

Research findings revealed that participants implemented teaching and learning for all learners 

because the school curriculum was viewed as inflexible, and that the learners’ performance had 

worsened, especially those learners experiencing barriers to learning. Similarly, findings 

revealed that overcrowded classrooms and the cognitive development of learners in terms of 

age also contributed to the factors that affect the implementation of IE. In an endeavour to carry 

all the learners along during the teaching and learning process, IE was implemented. For 

instance, T2 from School B remarked that the content to be delivered to learners was loaded 

and rigid and brought constraints to learners experiencing barriers to learning, and as teachers, 

they were left despondent. 

The learning programme is intense and contains a lot of content, and as teachers, we 

leave some sections to learners to learn on their own, hence as a teacher, I implement 

IE in the way I feel. At the same time, as a teacher, you feel pressured; you wish to take 

all your learners through all content, but there is no room to manoeuvre for proper 

implementation of IE to accommodate the range of different learning needs. Moreover, 

I cannot design individual instruction for diverse learning and cater to different 
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language barriers. I feel that the government-designed learning programme did not 

consider the needs of learners experiencing barriers to learning. There is a distance 

between the learning programme and the learners experiencing barriers to learning, 

resulting in the ineffective implementation of IE. When I reflect on what learners 

experiencing barriers to learning through, I feel hopeless, like I am not doing enough 

in the classroom to help them (T2, School B). 

The above excerpt revealed that educators experienced what I can describe as content intensity 

of the learning programme. That content did not consider the different learning needs of 

learners experiencing barriers to learning; hence, teachers implemented IE in their own ways 

which may deviate from the expectations. The findings also revealed that some of the content 

was not taught, and learners were left to their own devices to catch up. This scenario 

exacerbated the pressure on learners experiencing barriers to learning and their teachers. From 

the findings, it also emerged that the participants lacked the skills to modify the content to suit 

the individual needs of learners. Research findings further revealed a disconnect between the 

curriculum offered and the needs of learners experiencing learning barriers. Such a disconnect 

was caused by the curriculum planners who did not consider the range of different learning 

needs, while at the same time, they expected that the implementation of IE in the classroom 

should happen smoothly. This is an indication that the reason for educators implementing IE 

the way they do was driven by a variety of issues. T3 from School A, shared similar views, and 

mentioned that the content taught to learners was immense and did not display inclusivity in 

the manner it was designed and taught.   

The lessons' topics are too complex and huge for learners experiencing barriers to 

learning, and it does not show any inclusivity. Trying to implement IE in a curriculum 

that you have to move fast since there is so much to unpack for the whole class at the 

same time and assess after that makes me not accommodating learners experiencing 

barriers to learning. At the same time, the policy expects us to conduct an assessment 

in writing while learners experiencing barriers to learning struggle to write legibly, 

thus leading me not to assess inclusivity – means IE is not done correctly. I implement 

IE in this way because I do not possess teaching methods to present the content to 

learners experiencing barriers to learning on how to deal with natural or practical 

strategies that can meet the quality implementation of IE. Therefore, it is difficult to say 

you are confident that inclusive education has been implemented and ensure that 

learners experiencing barriers to learning have comprehended the content. Thus, there 
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is no accommodation provided within the policy for learners experiencing barriers to 

learning who work at their own pace and struggle. Again, an oral assessment is not 

provided in the curriculum policy; hence I continue with those learners who can write. 

It is tough when you are teaching and knowing very well that your learners, especially, 

those with barriers to learning, did not grasp the content, such does not bring joy to 

yourself (T3, School A). 

The above extract expresses a negative view about the manner in which the curriculum was 

packaged. The participant seemed to criticise the content volume offered to learners 

experiencing barriers to learning saying that it did not promote inclusivity. The findings suggest 

that due to time frames, teachers had to unpack the content for learners experiencing barriers 

to learning– they were then skilled with strategies, pushing the learners to the periphery during 

teaching and learning instead of putting them at the forefront of teaching and learning 

experiences. The findings indicated that the curriculum focused on the time frame of delivery 

and assessment and did not consider the pace of learners experiencing barriers to learning. It is 

apparent from the findings that there was a disconnect between the time frame that the 

curriculum demands and learners who had to work through the curriculum. Similar views were 

shared by T1 from School C, who echoed that lessons presented to learners experiencing 

barriers to learning did not accommodate the learners’ pace; hence, they were left behind.  

The manner in which lessons are structured does not provide teachers with a lot of time 

to be delivered at a pace that suits the range of different learning needs, hence forcing 

me to implement IE in a way that does not meet these learners’ needs. For instance, in 

most cases, learners experiencing barriers to learning are behind during teaching and 

learning because I do not possess the skills to take them along the content in a way that 

suits their pace. After all, there are terms used in the content of the lessons that they 

struggle with. As a teacher, you try to make them catch up, but they fail to catch up 

because of their low comprehension span. I can safely state that the lessons do not give 

a teacher much time as it is supposed to meet the diverse needs of learners in the 

classroom (T1, School C). 

The above findings suggested that the design of the lessons did not accommodate learners 

experiencing barriers to learning because of their concentration span; hence, they were always 

left behind during the teaching and learning process. It also emerged from the findings that 
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despite the laden content of the curriculum, even the teachers lacked the skills to deliver lessons 

to support learners experiencing barriers to learning during teaching and learning.  

The interviews with the participants corroborated with those from observations, and the 

documents reviewed. During a lesson observation, the teachers were teaching the subject 

content in a complicated manner, with learners in the classroom seemingly lost. Even when 

teachers were asking questions, there were hardly any learners experiencing barriers to learning 

who attempted to answer. How teachers delivered the lessons during the observations showed 

that even they could not simplify the complex international content in line with the 

implementation of IE. Hence, it was noticed that teachers were implementing IE by not 

completing the lessons because of being unable to unpack the content of the lessons during the 

allocated time. The finding from observation corroborated those of participants who mentioned 

that the teachers were sometimes unable to complete sections of the lessons and had to give 

them to the learners to complete on their own. It was further noticed that when the learners 

experiencing barriers to learning were asked to read from their books, they struggled to 

pronounce words without the help of the teachers; instead, they were asked to stop reading, and 

the next learner would be asked to read. I found that to be concerning because the learner 

experiencing barriers to learning who was reading was not assisted during the period of my 

observations. It was noticed that teachers had no patience to assist learners in learning to read 

to implement IE. This is congruent with the views from the participants that the content was 

intense, which interlinked with the way they implement IE in their classrooms, implying that 

they could not complete the lessons. 

It was also observed that learners were supposed to copy many notes from the board that they 

could not complete copying, and some of the notes the learners had to copy was the work that 

was taught to them. This resonates with the findings from the participants that because of the 

volume of work to cover, they had to move faster with the curriculum. During the observations 

of the lessons, learners were asked to read some topics and write spelling class tests that they 

had not been taught in the classroom. These findings resonate with the participants’ interviews 

where it was mentioned that there were aspects of the contents that teachers did not teach, 

instead they told the learners to work on their own with no support from them (teachers). 

 

When I perused the learners’ workbooks, there were numerous gaps in terms of the 

uncompleted work that learners copied from the board. This corroborates the findings from the 

interviews and observations which pointed to some difficulties in the manner in which the 
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teachers implemented IE. Learners experiencing barriers to learning exercise books contained 

many words that were incorrectly spelled, and such words had been copied from the board; 

apparently, the teachers had not corrected them. Still, learners had to move on to the new work 

without the teacher helping the learners, and without them having understood the previous 

work. None of the teachers’ lesson plans indicated that the lessons were differentiated to suit 

the range of learning barriers when perusing teachers' files. I requested the teachers to give 

their Integrated Quality Management System (IQMS) files. From the teachers’ files, it was 

evident that none of the teachers had attended any training on IE. The teachers’ files and School 

Improvement Plan (SIP) documents revealed that teachers wished to be developed in 

implementing IE. This is an indication that they wished to understand how to implement IE 

effectively. This resonates with the findings that teachers implemented inclusive education 

inconsistently because they lacked the training, but, on the positive side, they showed their 

willingness to be effective in implementing IE in their classrooms, and to accommodate the 

range of learners’ curriculum needs. In this regard, Banks (2013) mentions that in multicultural 

education educators should always be willing to strive practice activities that are against 

inequalities in an educational institution. 

These findings corroborate those of the interviews with the participants and observations, 

which indicated that there was a lot of schoolwork that the learners had to deal with in a short 

time while they also struggled to write. Such a situation indicates that the teachers implemented 

IE in the manner that did not meet their own wishes. These findings are congruent with those 

of Mokaleng and Möwes (2020) that when a curriculum is too rigid, the teachers tend to fail to 

deliver lessons that embrace and accommodate the diversity of all learners, thus, negatively 

impacting the learning process. Florian (2019) suggests that the curricular approach should be 

based on and favour Inclusive Pedagogy (IP) underpinned by the ideas of “learning without 

limits” (Florian, 2019, p. 100). In this study, the learners experiencing barriers to learning were 

limited by the rigidness of the curriculum, which left them behind in terms of achieving their 

education goals. This is evident even from the participants’ responses that the lessons were 

structured such that the teachers could not deliver the content at the pace that would suit the 

diverse needs of the learners. Casserly et al. (2019) argue that due to curriculum overload, 

teachers are found to rush through some topics of the lessons without considering whether the 

learners experiencing barriers to learning had mastered the content or not. In that way, learners 

were negatively affected. According to Florian and Black-Hawkins (2011), the IP approach 

was developed to assist individual learners to receive support without being treated differently 

from others. 
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The participants’ responses indicated a disconnect between the tools used for assessment and 

what they had to do with learners experiencing barriers to learning when assessing them, which 

in their opinions constrained the notion of inclusivity. The participants mentioned that 

assessment was conducted in a written format. Learners experiencing barriers to learning 

struggle to write, which then left them discriminated against and excluded from the process as 

the assessment tool did not provide for an oral assessment task. These findings corroborated 

those of the documents reviewed. Upon perusing the learners’ examination books, it was 

evident that most learners experiencing barriers to learning could not achieve even a quarter of 

all the assessments conducted in all the subjects. These findings corroborate what the 

participants believed about the curriculum. They felt that the curriculum focused much on the 

content assessment rather than meeting the needs of learners experiencing barriers to learning. 

It was noticed from all learners’ books that there were no corrections done to assist the learners 

experiencing barriers to learning with the correct answers. They stayed with incorrect 

information in their exercise books with no knowledge about what the correct answers were. 

Andrews et al. (2021) found that rigid curriculum policy impeded inclusive teaching because 

of its constraints and intensity that did not consider the different learning needs of individual 

learners.   

 

It is apparent from the findings that parts of the curriculum were not actively taught, and that 

such a situation impacted negatively on teaching and learning, especially for learners 

experiencing barriers to learning. These findings refuted Vygostsky (1978) who argues that 

there should be mediation between a teacher and a learner during teaching and learning, 

whereby a learner can operate in the zone of proximal development, allowing learning to take 

place in optimal space. The findings revealed that the curriculum was cumbersome, and that 

learners experiencing barriers to learning were left to their own devices to catch up on their 

schoolwork. Florian and Black-Hawkins (2011) recognise the need for the curriculum taught 

to allow all learners to access the learning in a flexible manner whereby teachers plan lessons 

for different individual learners. The participants felt that there was a gap between what 

curriculum planners introduced and the actual teaching of learners experiencing barriers to 

learning for purposes of implementing IE. This was evident when the participants mentioned 

that the designers of the learning programmes did not take note of the needs of learners 

experiencing barriers to learning when they drafted the curriculum for implementing IE. The 

findings revealed a dissonance between the directives of the curriculum and the actual 
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application in the classroom where learners experiencing barriers to learning needed the 

necessary support.  

These findings corroborate Engelbrecht et al. (2016) who argue that there is a huge gap between 

the vision of IE in South African policy documents and the actual classroom implementation. 

In the same vein, Nel et al. (2016) posit that the effectiveness of IE in South African schools is 

restricted by a rigorous curriculum that focuses on subject content, inflexible time frames for 

delivering the lessons, and prescriptive assessment processes. Research findings also suggested 

a sense of dismay when it comes to how the implementation of inclusive education was 

conducted for learners experiencing barriers to learning. This was evident when the participants 

mentioned words like “hopeless, not doing enough and not bringing joy”. These comments 

from the participants provide evidence of admitting that they lacked requisite skills to respond 

to learners experiencing barriers to learning. In addition, the participants echoed that they also 

lacked confidence in implementing IE. The participants mentioned that the content they were 

supposed to deliver was stringent. Participants also highlighted that they did not possess the 

skills to modify the curriculum to suit the needs of learners experiencing barriers to learning.  

 

The findings from the participants’ interviews corroborated those from the observations and 

documents reviewed as teachers were seen conducting their lessons as if they only had learners 

who do not experience learning difficulties. Teachers did not even endeavour to simplify the 

content, nor did they provide individual lessons to learners experiencing barriers to learning. 

The teachers' methods consisted of the talk and chalk approach, with minimal or no 

explanations on the instruction, and the lessons were rushed without any inclination to 

determine whether the learners had understood the lesson's content or not. These findings are 

congruent with those of Tamakloe (2018), who found that teachers conducted lessons through 

the method of talk and chalk without considering the individual needs of learners, thus, making 

it difficult for learners experiencing barriers to learning to grasp the content of the lesson and 

to engage in the learning process effectively. In the same vein, Bechem and Valery (2019) also 

found that most teachers’ lesson delivery was dominated by traditional teaching methods such 

as chalkboards and talk with no interaction between the teachers and the learners as much 

emphasis was on taking notes.  

 

The current study findings also revealed that participants lacked the skills to differentiate 

instructions to accommodate the range of learning needs. This is evident from the participants’ 

views that they were incapable of individualising the content to suit the range of different 
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learning needs. These findings corroborate those of Mfuthwana and Dreyer (2018) who found 

that in many parts of the world, there was still a lack of trained teachers in IE implementation, 

and this jeopardised the process of quality education for all. It is apparent from the findings of 

this study that participants did not have the skills to present the content of the lessons and 

individualise it to accommodate the learners experiencing barriers to learning. Zabeli et al. 

(2021) suggest that teachers who did not have any training on the implementation of IE did not 

understand the principles behind how learners experiencing barriers to learning ought to be 

educated and viewed IE as something superficial; hence, they deprived the learners of their 

right to education rather than assisting them to attain better outcomes. It further emerged from 

the findings of this study that some participants commented on the issues of learner progression 

due to age as a reason for implementing IE the way they did. Participants believed that they 

were teaching learners who lacked basic learning skills from their previous grades. For 

example, T2 from School D explained: 

When I look at my classes for the past five years of teaching, it’s like every learner has 

a severe educational problem or has a certain lack from the previous grades. In such a 

way that learners experiencing barriers to learning do not understand the basic 

concepts like phonics, trying to get them from where they are lacking is impossible as 

there is no time allocated for that. You wonder how the learner got to your classroom 

in the level or grade you are teaching because they do not understand a simple concept. 

Some of these learners could not write their names in the exercise books. Eventually, 

you find that they were progressed (T2, School D). 

The above extract reveals that a considerable gap has been created, which negatively impacts 

learners' progress. According to the findings, there seems to be a lack of foundation on the side 

of learners, which has been caused by the education system. The above findings revealed that 

learners were progressed to the next grade without having mastered the foundations taught in 

the previous grade; hence, they could not write their names. Similar views were shared about 

learners being older than the acceptable age for the specific grade in which they find themselves 

and that made it difficult for teachers to do justice to teaching learners who had progressed. 

The following extract demonstrates that:   

When a learner comes to your class at the age of 16 years to do Grade 5 or 6 not able 

to write simple letters from the board, how do you fix the problems that should have 

been attended years ago. You try to do your best and to identify the problem as an 

educator and work with the learner individually so that they be on par with others, but 
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it is difficult; where do you go from there, hence you do what you feel you can do to 

push them knowing that your conscience is not clear… but what else can you do? The 

current education system does not allow us to fail learners anymore hence causing so 

much uncertainty when dealing with learners experiencing barriers to learning during 

the teaching and learning process. So, what miracle can one perform when you receive 

a learner in your class who you know very well that they have never passed Grade 1 or 

2, which are the critical grades for the foundation of all learners in an education 

process (T4, School A).  

The above findings revealed that progressed learners were enrolled at a lower grade that did 

not match their age cohort because of the education system. These learners experiencing 

barriers to learning lacked the foundation that was supposed to be laid in the previous grades. 

Findings further revealed that teachers understood the problem of the lack of basic skills in 

learners; however, the policies from the DBE did not allow teachers to work with the learners 

until they were mature in their learning and then pass them to the next grade. Therefore, the 

findings revealed that the participants were unwilling to implement IE the way they should 

because of the progressed learner system. 

 

The interviews with the participants corroborated those of the observations and documents 

reviewed. During the teaching and learning observations in all study schools, several learners 

struggled to read and pronounce letters of the alphabet; hence, teachers gave them worksheets 

with letters to write next to the alphabet to practice and learn. These findings are congruent 

with participants' findings that learners could not understand the basic work from their previous 

grades.   

 

Upon perusing the learners’ books, it was noticed that most learners could not write their names 

and surnames and dates on their exercise books. In some cases, as much as the teachers had 

written their names in bold, they were still incorrect with missing letters. These findings 

corroborate the interviews and observations that most learners could not write their names and 

letters of the alphabet. It was also noted from the school examination schedules that several 

learners were indicated to have been progressed to the next grade. When checking the school 

examination schedules on the column of learners’ ages, it was noticed that learners who 

progressed were at the age of fifteen or sixteen, which corroborated what the participants 

mentioned during the interviews. From the documents reviewed, the study schools had minutes 



152 
 

with parents, letters and forms sent to parents informing them that their children would be 

progressed. They had to sign the consent form allowing their children to be progressed to the 

next level without passing the grade. It was also noted that most forms signed by the parents 

were permitting schools to progress learners.  

 

The findings revealed that teachers implemented IE in the manner they did to fill the gap 

created at learners’ foundational levels by now offering individual attention to learners 

experiencing barriers to learning. Giving attention to implementing IE became difficult for the 

teachers as learners failed to comprehend because of the long-standing educational vacuum but 

having been moved to the next grade due to the education system. These findings corroborate 

those of Mncube, Lebopa and Titus (2020), who found that some learners were progressed to 

the next level without getting support and that such learners lacked foundational skills. The 

study’s findings revealed that learners were condoned to the next grade even though they failed 

the previous year. This is evident from the findings that the policy on learner promotion does 

not allow schools to decide to fail learners. McKenzie (2020) opines that the policy guidelines 

for the DBE are not explicit when assessing learners experiencing barriers to learning; instead, 

it allows all learners with lower achievements to be progressed to the next grade or level 

without considering what the learners have mastered.   

 

The findings from the study revealed that most learners lacked certain basic skills from the 

previous grades and trying to catch up with them seemed impossible because there was a lot 

that they did not understand. This created a burden for teachers in implementing IE. These 

findings corroborate those of Lebopa (2017), who found that learner progression policy had 

caused so much confusion and did not address the learners’ learning problems, and that 

undermined the effectiveness of the implementation of IE. This is congruent with the findings 

from the participants who mentioned that the education system had caused uncertainty, 

especially when dealing with learners experiencing barriers to learning. Donohue and Bornman 

(2014) note that there is uncertainty and misunderstanding about the purpose of IE policy; as a 

result, it lacks clarity of how to reach the goals with its practices. 

 

The study participants also raised concerns that implementing inclusive education was not 

happening well due to overcrowding in their classrooms. The participants mentioned that their 

classrooms were congested and even if they wished to implement IE effectively, achieving that 

goal was impossible. The participants explained that the number of learners enrolled in the 
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classrooms increased rapidly every year, making it difficult to focus on learners experiencing 

barriers to learning and assist them in their learning process. This is demonstrated in the 

following excerpt:   

In a class enrolment of 65 and above every year, it is challenging to identify learners 

experiencing barriers to learning and assist them the way you wish. Hence, I teach my 

class as if all learners are of the same abilities, knowing that some are slow. I cannot 

do anything except give learners experiencing barriers to learning only 5% to 10% 

attention, and 95% to 90% has to go to those learners who are capable because I can 

account for those capable in terms of marks. Also, because of overcrowding in the 

classroom, learners tended to misbehave. A teacher ended up dealing with disciplinary 

issues rather than teaching learners who were willing to be taught (T5, School B). 

The above findings revealed that the learners were taught the same way due to overcrowding. 

In that way, those learners experiencing barriers to learning were not given enough attention 

compared to those who are not experiencing learning barriers. The findings revealed that 

overcrowding made teachers focus more on capable learners as they had marks to account for. 

It further emerged from the findings that overcrowding took a lot of teaching and learning time 

as the teachers needed to deal with learner mischief. Similar views were shared by T1 from 

School D, who shared that overcrowding hindered them from seeing which learner was 

working and which one was not working. 

Many learners in one classroom prevent us from seeing exactly who is doing the work 

and who is not doing the work or who is responding or not responding. Even with the 

desk-to-desk marking, it isn't easy to go around to all learners and mark their work or 

assist them. You cannot even walk around and assist those struggling learners or see 

how they are doing; hence, you leave it like that. Overcrowding is making the 

environment not to be conducive for teaching and learning. Let alone you wish to 

identify struggling learners, but you cannot and end up neglecting them. At the same 

time, the SMT (School Management Team) wants a list of those learners who must be 

assisted. You can do nothing when learners are packed in one class (T1, School D). 

The above extract revealed that overcrowding prevented the teachers from seeing learners who 

did not work during teaching and learning and it also hindered teachers from walking around 

and assisting struggling learners and observing which learners responded positively to the 

lesson and who did not. The findings revealed that overcrowding in classrooms made it difficult 
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to identify learners who needed help and needed to be assisted by the SMT. The findings from 

the interviews corroborated those of observations and documents reviewed. It was found that 

the teacher-learner ratio in all study schools was 1:60. In all study schools, the desks were 

arranged so that they were right up against the chalkboard. Teachers were not paying full 

attention to all learners, and overcrowding prevented them from walking around the classroom; 

hence, teachers were standing in front of the classroom or sitting at their tables. This confirms 

the participants' views who commented that desk-to-desk marking and checking learners’ work 

was impossible, which affected how IE was implemented. It was noticed that in some study 

schools’ learners were seated in threes at a desk accommodating two learners. During 

interviews, this resonated with the participants’ views that overcrowding made the learning 

environment not conducive to teaching and learning. During teaching and learning, it was 

noticed that some learners were not paying attention to the teachers as they were busy 

whispering to one another with their heads on the desks. 

 

The documents reviewed from the study schools corroborated those of the interviews and 

observations. Upon reviewing the schools’ registers, it was evident that the current learner 

enrolment in all study schools had increased compared to the previous years. It was noted that 

the increase of learner enrolment in study schools ranged from sixty learners to one hundred 

and twenty. Schools had lists of learners on the waiting lists ranging from thirty to fifty. It is 

apparent from the findings of this study that there was congestion of learners in the classrooms 

that existing infrastructure could not accommodate. From the study findings, overcrowding in 

the classroom caused obstacles between teachers and learners experiencing barriers to learning 

who must be taught effectively and assisted by the teachers. This study corroborates those of 

Mncube et al. (2020), who found that overcrowding in schools caused barriers to be learning 

by hindering teaching and learning, not only to learners but also to teachers willing to assist 

learners experiencing barriers to learning in their learning process.  

Due to classroom overcrowding, the findings revealed that participants could not identify 

learners experiencing barriers to learning. This is evident from the participants’ responses that 

as much as they were willing to identify struggling learners, conducting this exercise seemed 

impossible because of the many learners in the classrooms. Therefore, the findings refute the 

principles of Screening, Identification, Assessment and Support (SIAS) to provide a framework 

for identifying all learners who require additional support to enhance their participation and 

inclusion in school (DoE, 2014). Klibthong and Agbenyega (2018) assert that identifying a 
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learner is the first step to improving teachers knowing learners and becoming inclusive 

teachers.  

 

The findings from the study further revealed that overcrowding in classrooms compromised 

learners experiencing barriers to learning during the lessons. The findings of this study 

corroborate those of Mfuthwana and Dreyer (2018), who found that large classes limited the 

time teachers would have to concentrate on learners experiencing barriers to learning instead 

focusing on those that were capable. This was evident from the findings that due to the number 

of learners in classrooms, less attention was given to learners experiencing barriers to learning 

and more to capable learners. Tamakloe (2018) suggests that due to the high number of students 

in one classroom, teacher engagement was limited to the few learners who could answer 

questions, while inclusive practice advocates respect for all learners. Similar views are echoed 

by Mfuthwana and Dreyer (2018) that large classes affect the quality of education that learners 

experiencing barriers to learning should be receiving and culminate in teachers being 

overwhelmed. According to Mfuthwana and Dreyer (2018)), many schools in South Africa are 

expected to do their best with limited resources at their disposal.  

 

The findings revealed that many learners experiencing barriers to learning behavioural 

problems caused obstacles for teachers to implement IE. They dealt with behaviour problems 

in the classroom rather than teaching. The findings of this study corroborate those of Bechem 

and Valery (2019) who found that large classes caused frustration to teachers that led them to 

often send learners experiencing barriers to learning out of the classrooms as these learners 

were misbehaving during the lessons. It is evident from the findings that learners misbehave 

during lessons and dealing with disciplinary issues wastes valuable teaching and learning time. 

The findings are also congruent with Kuyini, Yeboah, Das, Alhassan and Mangope (2016) who 

opine that large classes cause a decline, regarding teachers as authority figures. Within the 

TPB, if an individual feels capable and confident of executing a desired behaviour, it plays a 

significant role in their intention and positive behaviour outcomes. The findings of this study 

refute the Perceived Behavioural Control (PBC). They reveal that educators lack knowledge, 

classroom enrolment is enormous, and the curriculum is cumbersome for learners experiencing 

barriers to learning. Therefore, educators’ low level of PBC from the study findings highlights 

that it is more likely to affect their intention to perform a particular behaviour to implement IE 

in their classrooms, thus negatively impacting their self-efficacy (Ajzen, 1991). In this regard, 
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the learners experiencing barriers to learning should be provided with behaviour modification 

and counselling so as to make them focus on their studies 

 

It further emerged from the study findings that overcrowding prevented the teacher from 

checking learner's schoolwork. These findings corroborate those of Ackah-Jnr and Danso 

(2019) who found that classroom space due to large class sizes restricted freedom of movement 

for both teachers and learners, which hinders learners’ participation in the lesson and impacts 

on learners’ performance. This is evident from the T1 from School D, who explained that 

overcrowding made the classroom environment not conducive to teaching and learning as it 

prohibited going from desk to desk marking learners’ schoolwork. Engelbrecht et al. (2015) 

opine that an inclusive setting should promote effective learning by creating a conducive and 

supportive learning environment within which learners feel appreciated and receive teaching 

strategies that support their learning process. 

 

Question summary 

The findings from the study revealed that the curriculum was not accommodative of learners 

experiencing barriers to learning. The findings also revealed that the curriculum policy and the 

notional times to deliver the curriculum were highly structured so it did not accommodate 

learners experiencing barriers to learning, causing teachers to implement IE in the traditional 

way. It emerged from the findings that as much as the curriculum was content-laden, the 

participants admitted that they lacked skills to modify the curriculum for learners experiencing 

barriers to learning, which made them implement IE in the manner they did. The research 

findings further revealed that most learners experiencing barriers to learning were promoted to 

the next grade because of departmental policy, while they lacked foundational knowledge. Last, 

the findings revealed that due to the high number of learners enrolled in schools, which resulted 

in overcrowding, teachers implemented IE the way they did. 

 

6.3 Challenges in the implementation of Inclusive Education 

The participants were asked, “What challenges do you encounter in implementing IE”? 

Research findings from the study suggest concerns about parental support that impaired the 

implementation of IE in schools. The study found that some parents were in denial of the 

learning barriers of their children, others were still young, and they lacked parental skills, and 

others were not present in their children’s lives; hence, learners experiencing barriers to 



157 
 

learning were living with their grandmothers who could not support the implementation of IE 

due to their personal circumstances such age and low levels of formal education and high levels 

of illiteracy. Also, the findings suggest that the School Based Support Team (SBST) and 

District Based Support Team (DBST) were not effective in the schools; thus, posing challenges 

in the proper implementation of inclusive education. One participant said that the challenge 

was that most learners experiencing barriers to learning came from families that were not 

supportive. The socioeconomic conditions also contributed to the lack of support. For instance, 

a participant stated that: 

…very little or the parents provide no support. Homes, where our learners experiencing 

barriers to learning come from, are not supportive. In my thinking, I feel it’s because 

most of our learners, including learners experiencing barriers to learning, come from 

rural settlements, and coming to school need a lot of money hence most of them had to 

walk to school arrived late, and they tired already. Their parents are unemployed and 

uneducated, which contributes to their failure to assist their children with schoolwork 

or get them some extra resources to stimulate their minds. The environment where 

learners come from causes a psychological impact on them and their parents, which 

lead to the lack of support needed to assist these learners. Therefore, learners 

experiencing barriers to learning lose enthusiasm due to the lack of support from 

parents and conditions they live under, which suppress their abilities to perform (T5, 

School B). 

The above extract revealed that most learners came from homes with limited support capacities. 

According to the findings, that was caused by the fact that the learners’ parents were 

unemployed and could not, for instance, afford transport fees; hence, learners who walked to 

school arrived late, already tired. The findings also revealed that the above-mentioned 

socioeconomic conditions, such as the failure to provide in the educational needs of learners 

experiencing barriers to learning, impacted on their abilities to learn effectively. The findings 

suggested that learners experiencing barriers to learning encountered psychological and other 

related challenges that impacted on the implementation of IE, and these were due to their 

families’ socioeconomic circumstances. T2 from School C shared similar views and explained 

that the parents’ lack of support, sometimes led to the learners moving to another schools. This 

is what teacher participant T2 from School C said: 
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The way the parents fail their children, I had a learner, I invited his parent who did not 

come to my class. I went to his home to request that they come to school because most 

teachers wish to speak to them. Nobody came until I got tired and left it. In the last 

term, the learner was not attending school. When I asked and sent messages to meet 

the parent, she took the learner and enrolled him in another school. In January this 

year, the mother came to the school and said it was not that she ran away, but that she 

found out that the child had a problem. When I asked her how she found the problem, 

she could not answer except that she said she wanted to try her plan (T2, School C). 

The findings revealed that due to the lack of support from the home, the learner left the current 

school and enrolled in another school despite attempts by the teachers to visit the learner’s 

home to invite the parent to school. The findings further revealed that when parents failed to 

honour the school’s invitation, they opted to move the learners to another school without them 

knowing why they had been invited to the school in the first place. Similar views were shared 

by Learner 1 from School A, who commented on the ordeal where the parents failed to support 

them when there was a crucial school trip. Consider the following excerpt:    

Ngakhethwa ukuyomela isifundazwe sethu kwibhola lomnqakiswano eKapa. Othisha 

benza konke okudingekayo kwafanele ukuthi umalume asayine. Waqala wangitshela 

ukuthi. akanayo imali waphinde wathi kukude kakhulu usabela impilo yami ngoba 

ngiphuza amaphilisi njalo ebusuku kanti othisha abazi. Umalume wathi yingakho 

ngihleze ngiya emtholampilo. Ngokunqaba kukamalume angikwazanga ukugibela 

ibhanoyi nokumela isifundazwe. Ngiyakholwa ukuthi ube ngalithola lelithuba ngabe 

ngathola nelokuya phesheya kwezilwandle. 

ET: I was nominated to go and represent our province in a netball tournament in Cape 

Town. My teachers did everything in terms of the paperwork. I took the documents home 

for their consent; my uncle, who was supposed to sign, did not. Firstly, he told me that 

he did not have money, and after that, he said it was not safe for me to travel long 

distances as I take medication every night and teachers are not aware of it. He said 

that is why I often do not attend school because I have to go to the clinic. I did not get 

the experience to board an aeroplane or represent my province in the tournament. 

When I think back, maybe I would have got an opportunity to play abroad, but my family 

let me down (Learner 1, School A). 
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The above findings revealed that the lack of support from the home of learners experiencing 

barriers to learning caused learners to miss golden opportunities to showcase their talents, 

which was part of extra-curricular activities conducted at schools. Also, the findings revealed 

that some learners were using medication, about which the parents had failed to inform the 

schools, and when they went to collect their medication, they lost valuable school time. Another 

finding indicated that the lack of support from home left bad memories on the learners’ minds 

and restricted the information schools needed to know about the learners. Similar views were 

shared by L3 from School C when stating that when suspended from school, none of the family 

members came forward to rescue. This is demonstrated in the following excerpt: 

Ngolunye usuku ngaso into embi komunye umfundi ngesikhathi sokufunda kanti 

uyangizwa uthisha. Uthisha wabe esethi angihambe ngibuye nomzali wami. 

Ngamutshela umama wami kodwa akazange afune ukuza esikoleni. Njalo uma ngifika 

esikoleni uthisha wayengixosha. Isikhathi eside ngangihlala ngaphandle kwesikole 

ngicashe. Ngaze ngabonwa omunye ubaba owangitshela ukuthi kubi ukungayi eskoleni 

ngoba ngingagcina sengibhema futhi ngize ngiyeke isikole. Loyo baba wangiqhuba 

wangisa kuthishanhloko wakhuluma naye ngase ngibuyela esikoleni. Ukube akuyena 

lobaba owangisiza ngabe ngasiyeka isikole. 

ET: One day, I said something terrible to another learner in the classroom during the 

lesson. The teacher heard me, and she asked me to go home and return with my parents. 

I told my mother to come and represent me, but she never came to school. When I went 

to school, the teacher told me that she would not allow me in class until my mother 

came. For a long time, every morning, I would sit outside the school or hide at the back 

of the school until one person around the school approached me told me that if I did 

not attend school, I would end up smoking and leave school; hence he took me to school 

and spoke to the principal. If that person had never come, I would not have been 

schooling (L3, School C). 

Research findings also revealed that learners could fall into the trap of saying things that were 

uncalled for or being disrespectful towards teachers and other learners, and that could put them 

in serious trouble with the school rules. It was further revealed from the findings that the 

parents’ lack of support made the learners lose a lot of schoolwork as there was no one coming 

forward, and when this happened, it subjected the learners to the risk of the surroundings by 
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them not attending school. In addition, the findings revealed that collaboration between the 

community and the school could support the learners’ education.  

The interviews with the participants were corroborated by those from the observations, and 

documents reviewed. During the observations of the lessons, especially the first lessons of the 

day, learners were arriving late; some were twenty minutes to thirty minutes late every day. 

These findings are congruent with what the participants had highlighted about the learners 

experiencing barriers to learning who consistently arrived late at school. During the first two 

periods of the lessons, some learners fell asleep. These findings suggest that since learners 

walked to school, they might be tired and would then fall asleep during the lessons.  It was 

further observed that most learners were not wearing proper school jerseys during cold weather, 

and others had no school uniform. During break, most of the learners were queuing for 

something to eat from the school nutrition programme, and they went twice in order to get 

enough food to fill themselves.  

 

Upon reviewing documents from the study schools, I found copies of letters written to parents 

inviting them to school; however, the registers of parents responding to invitations did not 

correlate. In some instances, it was noted that only two parents had responded to the school 

invitation in one term. In addition, it was noted that in all the schools, many parents applied for 

school fees exemption, which implied that they faced financial difficulties because many were 

unemployed; hence, they could not afford school fees. The research findings also revealed that 

socioeconomic challenges negatively affected the learning abilities of the learners experiencing 

barriers to learning. For instance, some of these learners had to walk long distances to and from 

school and thus arrived late for lessons; others had no proper school uniform. This study finding 

corroborates those of Dreyer (2017), who found that adverse socioeconomic conditions and 

poverty challenges faced by the parents of learners experiencing barriers to learning posed 

financial risks and implications for them to travel long distances to schools. This is evident 

from the findings that parents were unemployed and could not support their children with 

transport money and could not afford the educational requirements needed to cultivate the 

learners' thinking.  

Nel et al. (2016) point out that socioeconomic circumstances brought about constraints, such 

as long distances learners took to school that had a negative impact on learners experiencing 

barriers to learning to access education. Engelbrecht and Muthukrishna (2019) argue that 

unemployment and poverty are the most significant barriers to developing learners. In addition, 
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Muthukrishna and Engelbrecht (2018) note that inequalities caused by socioeconomic 

conditions unshaped the provision of the education system, which subsequently hindered the 

quality of education for every learner in the schooling system. It further emerged from the 

findings that there were challenges in terms of emotional baggage that learners experiencing 

barriers to learning faced because of their socioeconomic circumstances.  

This suggests that learners experiencing barriers to learning may not respond positively to their 

educational process. These findings are congruent with Engelbrecht et al. (2015), who found 

that emotional challenges faced by learners experiencing barriers to learning inflicted 

additional pressure on these learners resulting in a severe impact on their educational process. 

It is apparent from the study findings that due to socioeconomic factors such as the home 

environment from which learners experiencing barriers to learning came, affected them during 

the implementation of IE. Adewumi and Mosito (2019) argue that IE was too demanding for 

teachers to implement because they had to deal with many emotional challenges faced by 

learners experiencing barriers to learning and played the role of social workers rather than 

teachers focusing on the educational needs of learners. 

 

The findings revealed that illiteracy from the parents' side also contributed to the lack of support 

for learners experiencing barriers to learning. These findings are congruent with Nel et al. 

(2016), who suggest that one challenge teachers face in their attempts to provide support to 

learners experiencing barriers to learning is the none-involvement of the parents which is 

complicated by high levels of illiteracy amongst them. This is evident from the participants’ 

views that one failure of parents to support their children was illiteracy on their side. Torgbenu, 

Oginni, Opoku, Nketsia and Agyei-Okyere (2021) postulate that parents with limited 

knowledge or no education made it challenging for them to understand the capabilities 

available in schools that aimed at supporting their children with learning barriers.  

Also, the findings revealed that the lack of support from the parents led to the learner moving 

from the current school to another school with no valid reasons being given. These findings 

corroborate those of Singal (2019), who found that due to helplessness, learners experiencing 

barriers to learning were withdrawn from their schools by their parents, who failed to support 

them. This is apparent from the findings that despite several attempts by the teachers to get 

hold of the parents to come to school to discuss the learner’s scholastic challenges, the parents 

respond by opting to move the learner to another school without following the transfer 

processes. Torgbenu et al. (2021) argue that parents’ lack of understanding of learning barriers 
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was due to limited knowledge, which affected the implementation of inclusive education as 

parents did not accept IE. 

 

The findings revealed that the lack of parents’ support exposed learners experiencing barriers 

to learning to risk such as smoking and leaving school. Geldenhuys and Wevers (2013) argue 

that many learners experiencing barriers to learning come from unsupportive home 

environments and are inclined to be at risk of poor performance. This is evident from the 

findings of the study participant who had to bring his parent to school and when the parent 

refused to come the learner was left to sit outside the school for a long time and so lost out on 

education. In the same vein, Andrews et al. (2021) posit that despite the education system being 

reformed and putting initiatives towards more IE, learners experiencing barriers to learning are 

still facing risks and challenges. The study's findings also revealed that community 

involvement in the education process of learners experiencing barriers to learning was an 

important factor. This resonates with the responses from the participants who argued that when 

the parents did not come to school, a community member intervened. Booth and Ainscow 

(2002) assert that one way of implementing inclusivity, schools need to create a culture of 

caring from a trustworthy community with a good climate whereby inclusive values are 

established. During the interviews, some participants believed that some challenges such as 

absent parents and substance abuse were linked to learners experiencing barriers to learning 

not living with their biological parents as the latter were not present in their upbringing and 

educational process.  T3 from School A explained: 

The serious challenge we face is that most of our learners stay with grannies. Mothers 

are young themselves, and they are nowhere to be found. Other learners experiencing 

barriers to learning have no contact with their biological parents. This makes it difficult 

for the young learner, especially those experiencing barriers to learning that requires 

all the support you may think of. At times, you drive around and find the mother and 

the learner in place drinking home-brewed liquor. Last year, I wanted to talk to another 

parent (mother) of a learner who was not doing well in my class. The other teachers 

laughed at me as they knew the parents’ condition of a drinking problem. The mother 

came to school drunk, and she told me it is my job to get her child to learn, and that is 

what I am paid for (T3, School A).  

The above response indicates that some reasons learners experiencing barriers to learning were 

not supported in implementing IE was that some stayed with older people who did not have the 
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energy and strength to attend to the learners’ challenges at school. The findings also revealed 

that usually, biological parents were not available, or they indulged in anti-social behaviours. 

Learner 3 from School C shared similar views. She commented on not knowing her parents 

and how this was a huge challenge in her life. This is demonstrated in the following excerpt:  

Angimazi umama nobaba wami. Ngihlala nogogo. Ngatshelwa ukuthhi umama waya 

okofuna umsebenzi wangabe esabuya. Ugogo uyena ongikhulisile nongenzela konke, 

kodwa uma sekuya emsebenzini wesikole akakwazi ukungisiza. Udadewabo kamama 

esihlala naye uyaphuza kakhulu ubuye angitshele ukuthi angingayi esikoleni ngigade 

ingane yakhe. Lokho sekwenze ngaphuthelwa umsebenzi omningi wesikole. 

ET: I do not know my mother or my father. I live with my granny and my aunt. I was 

told that my mother went to look for a job and never returned home. I grew up living 

with my grandmother, who is doing everything for me, but when it comes to my 

schoolwork and other needs, she cannot help me. My aunt, who lives with us, drinks a 

lot of alcohol; at times, she tells me not to go to school and look after her child, and I 

have missed a lot of lessons (Learner 4, School D). 

The above excerpt also revealed some of the traumatic experiences of learners who grow up 

without parents. The findings seem to demonstrate the frustration on the learner's side, who 

was not being assisted with their school needs because of missing parents. From the findings, 

it is revealed that learners were exposed to poor parenting and were assisted by their peers, and 

in that process, missed schooling. This is a social issue worth addressing. The participants’ 

responses to the question reveal that learners experiencing barriers to learning were challenged 

with abuse in their homes because of the absent parental skills.  

 

These findings corroborate those of Adewumi and Mosito (2019) who found that learners 

experiencing barriers to learning faced abuse at home as there was no parental love because 

parents were absent from their lives; they spent more time drinking and doing drugs. This is 

evident from the participants’ responses when stating that the mother came to school drunk and 

could not discuss the educational progress of the learner she was invited for. Geldenhuys and 

Wevers (2013) posit that parents’ lifestyles influence their children's development as many 

learners are neglected because of parents drinking alcohol and using drugs, which negatively 

impacts learners’ ability to perform positively at school. The findings from the participants’ 

responses further revealed that not all parents did not support their children's education. Others 
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held fast to their cultural beliefs and hoped that learners would progress normally once the 

cultural rituals had been performed. This can be drawn from T5 from School B, who remarked: 

The biggest challenge faced by some of the parents of learners experiencing barriers 

to learning is that they are in denial about their children’s barriers; hence they still 

want to push them to something that these learners are not capable of being. For 

example, when parents wish their children to be pilots in future…, instead of supporting 

them as they are. You try to make sense to the parents, and they tell you to know Mam 

its ancestral interference. I am sure once we have done something or when we find his 

or her father to pay “inhlawulo” (damages) he or she will be very good at school (T5, 

School B). 

The above extract from the interviews revealed that parents of learners experiencing barriers 

to learning were in denial of their children’s learning barrier which cause learners to struggle 

with their education at school. They believed that once certain cultural activities and rituals had 

been performed, the learners would prosper in the education process. This indicates that parents 

are paying more attention in their cultural beliefs rather than education of their children. The 

findings also revealed that parents hoped that their children would pursue promising 

professions when they completed their schooling. Similar views were shared by Parent 2 from 

School B, who mentioned that some family members had advised that a goat had to be 

slaughtered for the child to perform better at school. This is demonstrated in the following 

excerpt: 

Ngiyazi ukuthi ingane yami ihlakaniphile kakhulu ekukhandeni izinto zasendlini. 

Wonke umsebenzi wezandla iyawenza kahle kakhulu. Inkinga uma ngimuthuma 

ekamelweni ukuyongithathela into engimuthume yona ubuya engayiphethe 

esekhohliwe. Kwesinye isikhathi ubuya esikoleni engajabulile nakancane. Ngaleso 

sikhathi akafuni ukuzwa ngento ethinta isikole. Uma ediniwe akavulu ngisho izincwadi 

zakhe ushintsha ngisho ubuso. Abomndeni wami sebeze bathi kufanele ngimhlabele 

imbuzi ngimkhunge ukuze enze kahle esikoleni 

ET: I know that my child is very clever when it comes to fixing things with his hands is 

very good... However, at times I will send him to my bedroom to fetch something for 

me, but he will return empty-handed and ask me what he should get for me. One day, 

my child comes home liking the school the next day; she does not want anything to do 

with the school. That day she will not open her books, and when asked what is wrong, 
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she turns her face away. My family members have advised me to slaughter him a goat 

(ngimukhunge) to perform well at school (Parent 2, School B). 

The above extract has revealed that learners experiencing barriers to learning were good at 

using their hands; hence, parents believed that they could still cope with their schoolwork, 

although they, at times, displayed strange behaviours when they had to do their schoolwork. 

The findings also revealed that learners experiencing barriers to learning lost concentration and 

that parents thought the problem would be resolved once certain cultural activities had been 

performed. From the findings, the assumption was that the learner would do well in schoolwork 

once the cultural activities had been performed. The participants' responses also revealed that 

parents of learners experiencing barriers to learning did not understand the learning barriers; 

hence, they were in a state of denial. These findings corroborate those of Adewumi and Mosito 

(2019) who found that parents of learners experiencing barriers to learning were in denial that 

their children experienced barriers to learning; they perceived their children’s barriers as a 

reflection on the features of their parenting; hence, they resisted any supportive programmes 

to support their children. This is evident from the participants’ responses that the child is a 

genius when using their hands and they assume that even the schoolwork should be doable. 

Geldenhuys and Wevers (2013) note that some parents are in denial about their children 

experiencing barriers to learning; as a result, they resisted any recommended programmes from 

the schools that might assist their children. From multicultural education pespectives cultural 

theorist describe how cultural identity and social expectations of students from marginalised 

groups conflict with beliefs of teachers (Banks, 2013). 

It emerged from the findings that parents of learners experiencing barriers to learning linked 

their challenges to cultural beliefs. Donohue and Bornman (2014) maintain that traditional 

cultural beliefs are one of the many variables that affect the opportunities available to learners 

experiencing barriers to learning. The findings of this study corroborate those of Tamakloe 

(2018), who found that participants based their views of learner barriers on cultural and 

spiritual forces associated with demons rather than the usual barriers. The cultural beliefs of 

parents of learners experiencing barriers to learning are the influence posing challenges that 

deprive their children of learning. Therefore, understanding the interplay between parents’ 

cultural beliefs and learners experiencing barriers to learning is essential for implementing 

inclusive education. 

 Adom et al. (2019) found that the challenges in learning faced by learners experiencing 

barriers to learning were genetic, psychological and spiritual, linked to the belief systems 
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associated with African cosmology. The lack of parental support in this study demonstrates 

that the beliefs of important individuals such as parents affected the learners experiencing 

barriers to learning when it comes to implementing IE in schools (Ajzen, 1991). The findings 

of this study are consistent with the Theory of Planned Behaviour in that subjective norms 

directly determine beliefs and behavioural intentions (Ajzen & Fishbein, 1980). Therefore, 

subjective norms about parents' role in their children's education are associated with the lack 

of examples of good parenting, denial associated with cultural beliefs, and socioeconomic 

conditions present in this study’s findings. 

Some study participants further mentioned during interviews that the challenges they were 

facing were that they did not have School Based Support Teams (SBST) to support the 

implementation of IE as schools lacked the expertise available to form such a structure. 

Consider the following excerpt:  

I think the most significant challenge we are having is that there is no SBST in this 

school. In my previous school, we had this team, and you could see the good practices 

in ensuring that IE is implemented. Here in this school, each teacher does his or her 

own thing, and nothing assist these learners experiencing barriers to learning. Most of 

the issues related to IE are dealt with by the SMT only. I think it is because the school 

lack expertise to form this team. Should this structure be formed, I think it would be 

better if the parent of learners experiencing barriers to learning and others could be 

the members as well so that they are informed on issues about the education of their 

children. The question I also ask myself is why the DBST has never been to this school 

and neighbouring schools to support the implementation of IE if it is available in the 

District Office (T1, School A).    

The above findings revealed no functional SBST; hence each teacher does what they feel is 

good but does not assist learners experiencing barriers to learning. The findings also revealed 

that the absence of an SBST is due to the lack of expertise from the school to form this structure. 

The findings revealed that this structure should include parents for it to be effective and parents 

would be informed on critical educational matters concerning their children. The findings 

further revealed the doubts about the existence of a DBST as the team has never shown its 

availability to support the schools in implementing IE.  

During the interviews, the participants indicated there was no School Based Support Teams 

(SBST) that should support the schools in implementing IE, and that posed challenges within 
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the schools. These findings of this study corroborate those of Mufuthwana and Dreyer (2018) 

who found that SBST was like a structure that was not existing because it was not functioning. 

Its members were not skilled enough to carry out their duties of supporting teachers. This is 

evident from the participants’ responses that there was no SBST because of the lack of expertise 

to form this structure. According to Mufuthwana and Dreyer (2018), all schools should form 

SBSTs. This team should develop strategies for the whole school to meet the needs of learners 

experiencing barriers to learning and serve as a resource for teachers experiencing challenges 

in their classrooms.    

 

The findings also revealed that once the SBST was formed, it would be best to include a parent 

component so they would be familiar with the learning issues concerning their children. 

Engelbrecht et al. (2015) argue that SBSTs should be formed in schools and should include 

parents of learners experiencing barriers to learning to create a strong partnership in schools 

for developing the learners. The study's findings further revealed that the District Education 

Office was not supporting schools in implementing IE, and that such a situation hampered the 

progress of learners experiencing barriers to learning. T3 from School C remarked: 

District Office is not helping at all. Even when we have tried to identify learners 

experiencing barriers to learning that need urgent help nothing is done through our 

own interventions and asked the district to intervene. I can refer to many years in which 

we have been calling several times for assistance in terms of strategies of implementing 

IE but all in vain. District office has arrived once the learners left the school years ago. 

I feel District Office does not supply the schools with the necessary information that 

can assist the schools with the implementation of IE; hence, the support is not available 

at all. Schools are left on their own to do what they can to implement IE (T3, School 

C).  

The above excerpt revealed that schools were not receiving any support for implementing IE 

from the District Office despite numerous attempts made by the schools to seek help. These 

findings suggest that the District Office never visited the schools when invited to help 

implement IE, which eventually hampered the learners' progress. Similar views were shared 

where the District Office was said to have failed to assist learners in finding a school for 

learners experiencing barriers to learning. Parent 1 from School A had the following to say: 
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Ngesikhathi engafika ngaso kulendayo ngangifunela umntwana wami isikole esenza 

kahle. Ngokuthi imiphumela yakhe yayingemihle izikole eziseduze azifunanga 

ukumemukela. Ngaya emahhovisi omnyango wezemfundo ngiyocela usizo. Ngabhala 

izincwadi eziningi ngicela usizo ngaze ngangena ngiphuma khona kodwa 

angilitholanga usizo. Umntwana wami wahlala izinyanga ezine ekhaya okwakuthi uma 

ebona abanye abafundi beya esikoleni aphatheke kabi kakhulu. Ngakhetha ukungena 

isikole nesikole ngicelela umntwana isikhala sokufunda. Kwaze kwaba yiso lesikole 

esangisiza kakhulu. 

ET: When I first came to live in this area, I looked for an excellent school for my child. 

The results of my child were poor; hence most of the neighbouring did not admit my 

child. I went to the offices of DBE and requested their assistance. I wrote numerous 

letters with no response. I went there, and I was sent from one office to another with no 

help. They promised to phone me and direct me to the school, but nothing happened. 

My child stayed at home for more than four months without help. I saw that my child 

was stressed sitting at home while other learners were attending schools. I decided to 

go from school to school, begging them to enrol my child. That is when one school came 

to my rescue (Parent 1, School A). 

The above extract revealed that due to the failure of the District Office to assist learners in 

being integrated into a school because of poor results, the learner in this case stayed at home 

instead of being at school and studying. The findings revealed that officials from the District 

Office made promises they did not keep and they failed to respond to the communication 

addressed to them requesting that they secure a school for the learner. This finding, therefore, 

suggested that the District Office did not support the schools in implementing IE. According 

to the findings, the failure of the District Office to support schools in implementing IE led to 

learners who could have been assisted not receiving the necessary intervention. The findings 

of this study corroborate those of Adewumi and Mosito (2019) who found that district officials 

did not visit schools.  

In instances where they went to the schools, when they arrived, they stayed in the staffrooms 

and talked about challenges rather than going into the classrooms and interacting with teachers 

in order for learners to be assisted. This is evident from the participants' response that the 

District Office had failed to support the implementation of IE, which posed further challenges 

to the schools who had hoped to receive support regarding the IE implementation process and 

actually see the learners being helped in their learning process. According to White Paper 6, in 
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line with the IE system, all education districts must form DBSTs to assist educators in coping 

with the diversity of learning and teaching and ensuring learning difficulties are attended to 

(DoE, 2001). Engelbrecht et al. (2017) found that teachers identified learners experiencing 

barriers to learning and referred them to the District Based Support Teams; however, these 

learners remained on the periphery of the classrooms as they received no help from the District 

Based Support Teams. 

 

The findings from the participants corroborated those of documents reviewed from the study 

schools. Upon reviewing the school documents, there were letters written to the District Office 

requesting their intervention in the school's challenges. In most schools, the requests were 

based on referring learners experiencing barriers to learning to special schools. In addition, 

there were lists with names of learners experiencing barriers to learning that schools asked the 

District Office to help in getting psychological assistance because of challenges that the 

learners had encountered, such as sexual abuse and losing parents. The findings from the 

documents reviewed refuted those by Engelbrecht and Muthukrishna (2019) who found that 

teachers appreciated the support they received from the District Based Support Team 

concerning the mediation of IE and linking the schools with other departments, such as the 

Department of Health and Department of Social Development. According to the TPB, the 

study's findings indicate the challenges caused by the non-existence of SBSTs. The non-

availability of DBSTs indicates these structures' behavioural intention failure to support the 

implementation of IE refute the principles of this theory (Ajzen, 1991). Therefore, the 

individuals’ attitudes and beliefs about implementing IE results to members of the very 

important structures abdicating what they should be doing to assist learners.  

 

Question summary 

 

The study revealed that the curriculum offered to learners experiencing barriers to learning was 

too rigid and content loaded with restricted times available to deliver. This contributed to 

making teachers resort to their traditional way of teaching in their attempts to implement IE. 

In the same vein, the study findings revealed that teachers failed to modify the curriculum for 

learners experiencing barriers to learning because of a lack of requisite knowledge and skills. 

The findings also indicated that learners were progressed to the next grade without them having 

basic skills, and that made it difficult for the teachers to implement IE as effectively as they 

wished to do. The study findings further revealed that parents were in a denial mode about their 
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children’s conditions. Consequently, they did not support the implementation of IE in school. 

Socioeconomic factors and their cultural beliefs also contributed to parents not being 

supportive to the schools’ endeavours. It also emerged from the findings that some learners 

experiencing barriers to learning lived with their grandmothers who could not assist them with 

schoolwork, and that posed a challenge to the implementation of IE. Lastly, the findings also 

showed that schools did not have SBSTs due to the lack of expertise, and the DBSTs did not 

support the schools in implementing IE. It was striking to note that parents’ cultural beliefs 

were critical to the success or failure of IE. 
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CHAPTER SEVEN 

MAPPING EMERGING THEMES FROM THE DATA 

 

7.1 Introduction 

The preceding chapters (chapter five and chapter six) presented a discussion drawn from the 

four participating schools on the implementation of IE. This chapter brings together key issues 

from the two previous chapters to analyse and generate a pattern. Therefore, this chapter is 

about abstractions from the previous chapters' presentation of findings and it seeks to provide 

summary explanations in the themes about the implementation of IE in the selected schools. In 

mapping the emerging themes, this chapter incorporates the relevant literature to create a 

conversation between the current findings and previous research conducted in this area. 

Therefore, this process will ensure that a specific contribution to the body of knowledge can 

be identified. The emerging themes are discussed under the following headings: Reaching out 

to every learner as a cornerstone of Inclusive Education; Misconception about IE; Teacher 

resistance as factor to effective Inclusive Education implementation; Teachers’ assertive 

teaching practices of Inclusive Education; Cooperative learning as beneficial for Inclusive 

Education; Curriculum rigidity as a factor undermining effective Inclusive Education 

implementation; Inadequacy of requisite skills to implement Inclusive Education; Lack of 

parental support as a factor undermining effective Inclusive Education implementation; 

Socioeconomic factors affecting Inclusive Education implementation. 

7.2 Reaching out to every learner as a cornerstone of Inclusive Education 

Engelbrecht and Muthukrishna (2019) suggest that IE in South Africa has progressed within 

two objectives; namely, human rights and social justice to challenge exclusion policies and 

practices in the education system. The participants mentioned that IE entailed going out of your 

way in helping every learner in the classroom. One can deduce that the responses from the 

participants have a common denominator of education for all and respect for human rights. 

Paseka and Schwab (2020) opine that inclusion indicates differences in daily practices to help 

all learners experiencing barriers to learning to gain strengths and overcome their weaknesses. 

Hence, inclusion becomes a matter of fact and not an extraordinary situation with which 

schools should manage. The participants acknowledged that IE entailed going an extra mile for 

learners experiencing barriers to learning to feel part of the education system. This is evident 

from the following response: 
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IE is where all learners, regardless of their educational challenges, are accommodated 

and provided with extra help in the same school to reach their educational goals. 

Therefore, IE entails including all learners in the mainstream school during teaching 

and learning irrespective of their socioeconomic background and learning styles. And 

I believe IE pertains to reaching out to every learner during the learning process 

accepting learners as they are then attending to learners’ differences and abilities in 

the schooling system so that all learners can achieve (T3, School A). 

Given the above findings, it is evident that the participants understood IE to be associated with 

what every learner could learn. For instance, participants mentioned giving all learners extra 

help, going an extra mile, reaching out to every learner in the school. Hence, they received the 

education they deserve despite the challenges that hindered learners’ efforts to learn. During 

the interviews, the participants recognised that all learners were unique and learned at different 

paces and styles in the same classroom; hence, their needs must be accommodated. For the 

participants to acknowledge that learners are different in their cognitive levels and learn at a 

different pace but must learn in the same school tells us about their understanding of inclusivity. 

All learners are educated despite any challenges they might have. Singh (2016) opines that IE 

brings all learners together in one classroom regardless of their strengths and weaknesses in 

any area of their learning. 

 

Scholars suggest that an inclusive pedagogical approach was developed in response to the 

question about support and extra help that learners need during teaching and learning without 

being treated differently to other learners (Florian & Beaton, 2018; Florian & Black-Hawkins, 

2011). Singh (2016) argues that IE is a better way to help all learners succeed, whereby low 

achieving learners can receive extra help even though they are struggling in their learning 

process. Therefore, assisting all learners in learning is essential for ensuring that IE is 

implemented in schools, in line with the Constitution of the Republic of South Africa (RSA, 

1996), which advocates for all learners’ fundamental rights to education. The study participants 

mentioned that reaching all learners in inclusive classrooms entailed that all learners needed to 

be taught without having anyone being discriminated against or excluded from the process of 

learning. This is consistent with White Paper 6 which emphasises that IE accommodates the 

learning needs of all learners because all learners can learn. 
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7.3 Misconceptions about Inclusive Education by educators undermine effective 

implementation 

Inclusive Education is much more complex than some people view it. It is because of that 

acknowledgement that many developed countries have invested time in researching this issue 

and the findings consistently point to issues of misunderstandings of what IE is about. In this 

regard, see Byrne (2022); Isamailos et al. (2022); McKinney and Swartz (2022); Rojo-Ramos 

et al. 2022); Tuncay and Kizilaslan (2022) and Walton et al. (2022) to cite just a few. In 

addition, it is due to these kinds of misunderstandings that pre-service training is being 

provided in many countries to prepare their teachers for the reality on the ground. In the 

introductory part of chapter one, I provided various conceptualisations of IE. As part of that 

discussion Mackenzie (2020) characterised learners experiencing barriers to learning as those 

learners who are prevented by the education system from accessing educational provision 

leading to their learning breakdown. When one reads that construction together with the notion 

of IE involve the integration of all learners in a classroom, it becomes clear that exclusion 

cannot be regarded as inclusion. Consequently, the need for training becomes important to 

avoid the misunderstandings which currently prevail.  

Extending the discussion about contradictory debates and misunderstandings, Ntombela (2011) 

notes that teachers did not display their understanding of IE, perceiving diversity as a disability 

resulting in misconceptions. In the same vein, Andrews et al. (2021) assert that most teachers 

approach learners experiencing barriers to learning with beliefs that constrain the principles of 

IE. They believe specialists should test learners experiencing barriers to learning so they can 

be referred to special schools. The participants’ understanding of IE was noted with misgiving 

and it can be an influential factor regarding the principles of IE. This study found that the 

misconceptions regarding the definition of IE hold negative consequences for teachers’ 

perceptions and their willingness to accept learners experiencing barriers to learning in the 

school setting. This is demonstrated in the following response: 

IE refers to the teaching of special needs learners such as those with disabilities in 

special schools where there are skills and support in their learning rather than the 

mainstream schools. IE means all learners with the same cognitive development to be 

taught in the same school or special classroom, such as the special school where they 

can be accommodated. In the special school where inclusivity is practised, all learners 

are alike and easily accept one another rather than a mainstream school where there 
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are no skills to accommodate learners experiencing barriers to learning (T3, School 

B). 

The research findings revealed that participants’ understanding of IE is similar to special needs 

education. Their definition of IE mentioned disabilities they felt belonged to special schools. 

The participants' understanding of IE mentioned the elements of discrimination and exclusion. 

Walton in Mahlo et al. (2017) point out there is still no solution to the problem of educational 

exclusion as learners experiencing barriers to learning are marginalised in mainstream schools 

as they cannot keep up with the pace required during teaching and learning. IE pedagogy 

advocates that teachers should respond to and respect ways that include every learner instead 

of excluding learners experiencing barriers to learning from receiving the daily input from 

teaching and learning (Spratt & Florian, 2015). Zabeli et al. (2021) found that teachers 

considered it very stressful and challenging to work with learners experiencing barriers to 

learning with different cognitive levels and regarded these learners as belonging to the special 

classes or schools but not in regular classrooms or schools.  

The participants’ misconceptions regarding IE signified they teach in public schools where 

there are learners experiencing barriers to learning; however, they were not equipped with a 

proper understanding of IE. Therefore, the findings outline the need for teachers to undergo a 

professional development workshop that will enlighten them about inclusive education. It is 

evident in their responses, which point to their superstitions about disabilities that they linked 

with special schools as they defined IE as one component of special education. Scholars suggest 

that a lack of understanding among teachers about the philosophy of IE indicates that the 

government did not propagate IE with any passion (Engelbrecht et al., 2016; Ntombela, 2011). 

In the same vein, Donohue and Bornman (2014) assert that misconceptions about IE may be 

attributed to the ambiguity embedded in Education White Paper 6. The scholars believed that 

Education White Paper 6 is unclear on the goals of IE and strategies to achieve those goals, 

hence creating misconceptions among the teachers and the education sector. The 

misconceptions about IE may pose barriers to implementing IE in schools. In addition, 

misconceptions about IE hindered efforts to integrate learners experiencing barriers to learning 

into mainstream schools. 

7.4 Teacher resistance as factor to effective Inclusive Education implementation 

One of the involved in the implementation of IE is that there is misunderstanding amongst 

different stakeholders about various aspects thereof. Because of that, different stakeholders 
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respond in varied ways to IE, including resistance in some quarters. In line with the 

misconceptions about IE, some teacher participants demonstrated their resistance to IE. The 

study findings revealed that learners who learn at a slow pace compared to other learners in the 

mainstream schools belonged to special schools, indicating resistance to the notion of IE. 

Engelbrecht et al. (2015) assert that while there may be teachers embracing inclusion, 

generally, some teachers were indifferent to adopting IE because they resisted change and 

found it challenging to adopt a teaching range of learning needs in the same classroom setting. 

Walton (2018) asserts that IE should be viewed as a right-based approach to education that 

seeks social justice by resisting exclusion within the school environment and promoting all 

learners' access, participation, and achievement through teaching and learning. Hence learners 

experiencing barriers to learning labelled as learners who learn at a slow pace have rights to 

their education that can be accessed in the mainstream schools. 

 

Walton (2018) believes that if IE begins with identifying and addressing exclusion practices in 

schools, it will find permanent resistance that will bring forth faulty operations in different 

school contexts. Muthukrishna and Engelbrecht (2018) believe that inclusion is about 

innovative ways that enable school participation and access and resist exclusion and social 

inequality. The fact that the findings of this study revealed that some teacher participants felt 

that learners experiencing barriers to learning should be excluded from mainstream schools 

and be accommodated in special schools demonstrated their resistance to embracing IE. Walton 

(2018) believes that IE must resist some ideologies and promote emancipatory and social ways 

of being for the educational advancement of all learners.  

 

In this study, teacher participants’ resistance to IE was noted as one of the individual beliefs 

towards IE. This is congruent with scholars who believe that the teachers' feelings of self-

efficacy beliefs in implementing IE are connected to attitudes towards IE; the more teachers 

believe they can implement the inclusive practice, the more positive their attitudes towards 

inclusion while the more they are resisting implementing inclusive education the more they are 

negative towards it (Engelbrecht & Savolainen, 2018). Bandura (2013) suggests that resilient 

self-efficacy can be achieved only by overcoming obstacles and persevering efforts. 

7.5 Teachers’ assertive teaching practices of Inclusive Education 

The study participants stated that they implemented IE by acting what the concept of the lesson 

contained, which involved either singing or playing and using construct objects that created 
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fun for learners experiencing barriers to learning. While learners experiencing barriers to 

learning witnessed and followed the demonstrations, they quickly obtained an understanding 

of the concept of the lesson. These findings are congruent with Kilinc et al. (2017), who 

emphasise that integrating learning and play in lessons aimed at unpacking the components of 

traditional ways of teaching and promoting an inclusive space that ensures all learners can learn 

and participate in the lessons and are valued for their diverse abilities. Therefore, successful 

implementation of IE requires participation using various instructional approaches that 

promote engagement in play and learning activities, which give learners experiencing barriers 

to learning a sense of belonging (Hankebo, 2018). In the same vein, Adom et al. (2019) assert 

that teachers must actively involve learners experiencing barriers to learning in flexible 

teaching and learning activities to develop their potential, such as outdoor activities. For 

instance, a participant added: 

I use songs to explain the concept for those subjects that allow me to create fun or play 

for learners to understand. Every day, I use toys and Legos as I teach maths to show 

them, especially when dealing with space and shapes, depending on what section you 

are teaching. I feel confident as I teach when using these constructs to explain the 

concept to learners experiencing barriers to learning. Again, it is boring to learn 

through chalkboard and exercise books writing, teachers talking, learners you know 

have to do writing and stuff. I feel like sometimes they need more time to listen and to 

play as well, and maybe they can prove what they did in their exercise books. I use 

colourful charts in other subjects, and I will explain instructions very slowly for 

learners experiencing barriers to learning; therefore, as they see, they can understand 

the concept clearly (T3, School B). 

The above findings revealed that when teachers used songs and play and Legos to teach learners 

experiencing barriers to learning, they believed that learners understood the concept. It excited 

them as using a chalkboard seemed to take away learners' interest in learning. The findings 

revealed that using these teaching materials allowed the teacher to gradually explain concepts 

to learners experiencing barriers to learning. The participants mentioned that when 

implementing IE, they ensured that the materials used were flexible and related to the actual 

life situation in terms of the content they deliver to learners. This is congruent with what 

Mckenzie (2020) asserts that teachers should provide teaching methods such as presentations 

that can be modified in a complication to meet a range of learning needs. Hankebo (2018) 

asserts that adapting the curriculum for learners experiencing barriers to learning from its 
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theoretical form to actual activities using role play, songs, and look and say placed learners at 

the centre of the curriculum and enhanced their cognitive levels. In addition, Kilinc et al. (2017) 

suggest that when learners experiencing barriers to learning role-play, they create their own 

meaning-making by expanding the context in their role play and connecting to their own 

experiences by participating in various ways. 

 

Findings further revealed that when learners experiencing barriers to learning were taught in 

ways that they understood the content, there was much contentment on their faces. This is 

congruent with Brennan et al. (2019) who found that when learners experiencing barriers to 

learning choose the content, they enjoy engaging in the classroom and understanding the 

content, thus creating an inclusive learning environment. Florian and Spratt (2014) suggest that 

IP gives evidence of IE as it begins with planning that responds to learners’ outcomes by 

avoiding the marginalisation of some learners in the classroom community. 

 

It also emerged from this study that participants implemented IE through grouping learners to 

learn from their peers and build unity amongst them. These findings are congruent with 

Casserly, Tiernan and Maguire (2019) who found that many teachers admitted that assisting 

learners experiencing different learning abilities through collaborative work showed promising 

results. This method made learners feel more involved and included in the lesson. This is 

evident from the findings that grouping learners involved them in lessons and they did not feel 

left out. According to Spratt and Florian (2015), IP creates an environment where all learners 

can participate in the lesson through grouping learners to support everybody’s learning. The 

findings revealed that grouping learners when implementing IE was a way to encourage unity, 

humanity, empathy, and tolerance. These findings corroborate Muthukrishna and Engelbrecht 

(2018, p7), who posit that decolonising IE foregrounded the principle of Ubuntu as a concept 

that encompasses compassion, humaneness and a sense of caring for one another in nurturing 

the individual’s wellbeing. An inclusive learning setting accommodates diverse learners, 

increases access, expands learning opportunities, and supports a positive learning environment 

(Kilinc et al., 2017). According to Lindner and Schwab (2020), an adaptation of instruction 

means modified instruction by the teacher, explanations and preparations of content in 

methodological diversity where learners receive a certain number of tasks and homework 

according to their abilities and competencies. 
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7.6 Cooperative learning as beneficial for Inclusive Education 

Bhroin and King (2020) define collaboration as an interactive process where several people 

come together as equals to solve problems. In the same vein, Nel et al. (2014) suggest that 

collaboration in inclusive learning implies the need for sharing and supporting an inclusive 

community. There are open lines of communication through which problems are resolved in a 

supportive environment. Scholars found that collaboration and collaborative practices are 

widely accepted in supporting the implementation of IE, with many calls for modelling ways 

of working with and through others (Ainscow & Sandhill, 2010; Spratt & Florian, 2015). White 

Paper 6 on IE focuses on cooperative learning, multilevel teaching, problem-solving, and 

developing learners’ strengths rather than shortcomings. Therefore, teaching and learning 

systematically in an inclusive classroom requires learners working together collaboratively and 

teachers promoting and amplifying inclusive practices (Nel et al., 2014; Mfuthwana & Dreyer, 

2018).  

 

Learners working together to maximise their own and each other’s learning was evident from 

what this study found. The findings revealed that learners shared their insights by orally 

explaining strategies to solve the instructions and exchanging their ideas collectively. 

Cooperative learning allowed learners to learn from one another and accommodated all learners 

during the teaching and learning process. Mangope (2017) points out that when teachers used 

strategies to implement IE, such as cooperative learning where learners experiencing barriers 

to learning would learn from other learners who understood the subject, such strategies 

improved the performance of learners experiencing barriers to learning. According to Ainscow 

(2020), teachers teaching in an inclusive classroom need to be transformed and to practice ways 

that will need them to respond positively to learners’ diversity, seeing individual differences 

not as challenges to be fixed but as opportunities for enriching learning for learners 

experiencing barriers to learning. It was evident from the study findings that learners believed 

that they were linked to each other so that one could not succeed unless the others too have 

understood the instruction.  

 

Therefore, cooperative learning resulted in learners striving for mutual benefit, so all learners 

benefited from each other’s efforts. Bhroin and King (2020) suggest that collaboration in 

learning is essential to learners experiencing barriers to learning to find meaningful learning 

experiences within the classroom setting. From the findings of this study, it is evident that 

cooperative learning contributed to the successful implementation of IE as this method placed 
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learners experiencing barriers to learning at the centre of learning rather than pushing them to 

the periphery of the lesson. The interconnection and peer-to-peer engagement between learners 

allowed for more social activity among learners within the classroom. This demonstrated that 

teaching, and learning were more accessible for the learners as learning became a social 

activity. Hence, learners were more comfortable working with their peers, and they understood 

the concepts and new knowledge was developed. These findings are congruent with those of 

Florian and Linklater (2010), who explain that when teachers encourage learners to engage in 

conversation, knowledge acquisition indicates inclusive teaching. This study's findings 

revealed there is value in cooperative learning as it acknowledges the actual implementation of 

IE. The climate in the school is one of the determining factors in developing inclusive practices. 

Therefore, the relationships between learners influence their social status in the school and 

facilitate inclusion and positive relationships between learners. The findings of this study 

revealed that there was a cordial relationship in schools between learners not experiencing 

barriers to learning and those learners experiencing barriers to learning, as is evident from this 

participant’s view:   

What I admire about all learners, including learners experiencing barriers to learning, 

is that even with stuff like lunch, they share. Most come from underprivileged 

backgrounds, but it does not affect those with much or come from wealthier families. 

They share in groups and share. It makes me very proud to see that unity. This has 

made learners experiencing barriers to learning feel they belong to the school like all 

other learners and made them work harder in their schoolwork. That experience of 

being recognised and feeling belonging takes away the problems that learners 

experiencing barriers to learning face (T5, School 4). 

The above response indicates the need for unity among learners with sharing taking place 

between those who have and those who do not. It emerged from the findings that when learners 

not experiencing barriers to learning accommodated those learners experiencing barriers to 

learning, a sense of belonging was created in learners experiencing barriers to learning. This 

suggests that the learners experiencing barriers to learning self-esteem was lifted as the findings 

suggested that they worked harder in their schoolwork. The participants' responses to the 

interview question indicated a good relationship among learners that they (the learners) 

developed themselves. These findings corroborate those of Mangope (2017) who found that 

learners experiencing barriers to learning had a reasonable social opportunity to mingle with 

their peers without barriers. This is evident from the participants' responses that learners 
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experiencing barriers to learning share with learners not experiencing barriers to learning and 

that this created social cohesion. Florian (2017) proclaimed that the heart of IE is the 

relationships between stakeholders. One of the Salamanca Conference principles was to 

achieve a sense of belonging for all learners with IE in mainstream schools and to the broader 

education community (Florian, 2019). Ackah-Jnr and Danso (2019) opine that learners freely 

participate and that learning in IE classrooms enhance learners’ “self-efficacy and self-

concept”. 

7.7 Curriculum rigidity as a factor undermining effective Inclusive Education 

implementation 

Florian (2013) suggests that the curricular approach should be based on and favour Inclusive 

Pedagogy (IP) underpinned by the ideas of “learning without limits” (p. 100). According to 

Florian and Black-Hawkins (2011), there needs to be a thematic approach to teaching the 

curriculum that allows all learners to access the content flexibly. Engelbrecht et al. (2016) argue 

that a massive gap exists between the vision of IE in the South African policy documents and 

the actual classroom implementation of IE. In the same vein, Nel et al. (2016) posit that the 

effectiveness of IE in South African schools is restricted by a rigorous curriculum that focuses 

on subject content, inflexible time frames and prescriptive assessment processes. While the 

rigour aspect of the curriculum is crucial for quality, the other aspects seem to be 

counterproductive and undermine efficiency and creativity. The research findings of this study 

revealed a sense of injustice for learners experiencing barriers to learning that could not cope 

with the prescribed curriculum standards or the subject content presented in the lessons. This 

was obvious from the response below:  

The learning programme is intense and contains a lot of content, and as teachers, we 

leave some sections to learners to learn on their own hence learners experiencing 

barriers to learning struggle a lot. At the same time, as a teacher, you feel pressured to 

take all your learners through all content, but there is no room to manoeuvre for proper 

implementation of IE to accommodate the range of different learning needs… I feel that 

the government designed learning programme did not consider the needs of learners 

experiencing barriers to learning as there is a distance between the learning 

programme and the learners experiencing barriers to learning resulting in the 

ineffective implementation of IE. When I reflect on what learners experiencing barriers 

to learning go through, I feel hopeless, like I am not doing enough in the classroom to 

help them (T2, School B). 
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The above excerpt revealed the content intensity of the learning programme that did not 

consider the different learning needs of learners experiencing barriers to learning. The findings 

also revealed that some of the content was not taught, and that the learners were left to their 

own device to catch up, which then exacerbated the pressure on the learners experiencing 

barriers to learning and the teachers. Findings further revealed a disconnect between the 

curriculum offered and the needs of learners experiencing barriers to learning which was 

caused by the curriculum planners who did not consider the range of different learning needs 

while expecting the implementation of IE in the classroom. These findings are congruent with 

those of Mokaleng and Möwes (2020) and Mphahlele (2020) that when a curriculum is too 

rigid, it fails to reflect the concerned learners' diversity, resulting in a negative impact on the 

learning process. In the same vein, Andrews et al. (2021) found that the curriculum policy 

impeded inclusive teaching because of its constraints and intensity that did not consider the 

different learning needs of individual learners. Casserly et al. (2019) argue that due to 

curriculum overload, teachers are found to rush through particular lesson topics without 

considering whether learners experiencing barriers to learning have mastered the content. In 

that way, learners were affected negatively. 

 

The participants’ responses indicated a disconnect between the tools used for assessment and 

what they had to do with learners experiencing barriers to learning when assessing them, which 

in their opinions constrained inclusivity. The participants mentioned that assessment was 

conducted in a written format while learners experiencing barriers to learning struggled to read 

and write, which left them with a feeling of being discriminated against based on their personal 

circumstance. These findings are congruent with Engelbrecht et al. (2016) who argue that there 

is a clear and substantial gap between the ideological conceptualisation of IE in South African 

policy documents and its implementation. Other scholars also argue and conclude that the 

uptake of IE in South African schools is said to be limited by a stringent curriculum that focuses 

on subject content, inflexible time frames and reliance on prescriptive assessment design that 

does not cater for learners experiencing barriers to barriers (Geldenhuys & Wevers, 2013; Nel 

et al., 2016). 

7.8 Inadequacy of requisite skills to implement Inclusive Education 

Majoko (2019) argues that teachers need vital competencies, such as knowledge and skills of 

teaching strategies and approaches that meet the range of learners experiencing barriers to 

learning. In the same vein, Mfuthwana and Dreyer (2018) suggest that the teachers’ 
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pedagogical knowledge and skills play a significant role in their practices of creating an 

inclusive learning environment. For teachers to implement IE, there is so much to learn. The 

DoE (2001) acknowledges the importance of improving the skills and knowledge of teachers. 

Vanderpuye, Obosu and Nishimuko (2020) argue that equipping teachers with knowledge and 

skills of inclusive practices is the right approach to improve their attitudes towards IE and 

sustain their commitment to inclusive classrooms. Therefore, the success of IE depends on 

teachers having adequate knowledge and skills (Florian, 2010). However, the literature 

suggests that a lack of teacher knowledge and skills regarding inclusive practices is a 

significant barrier to the effective achievement of IE in schools (Florian & Black-Hawkins, 

2011; Mncube et al., 2020; Mphahlele, 2020). Vanderpuye et al. (2020) argue that if teachers 

have little knowledge or no training to teach learners experiencing barriers to learning, they 

develop a low confidence level in preparing and delivering their curriculum lessons. It is 

apparent from the participants’ responses that they lack the skills to modify the curriculum in 

order to meet the needs of learners experiencing barriers to learning. As one participant 

remarked: 

…Even I do not possess teaching methods to present the content to learners 

experiencing barriers to learning on how to deal with natural or practical strategies 

that can meet the quality implementation of IE. Therefore, it is difficult to say you are 

confident that inclusive education has been implemented and ensure that learners 

experiencing barriers to learning have comprehended the content (T3, School A). 

From the above extract it is evident that participants were underprepared or not prepared to 

teach learners experiencing barriers to learning. The findings revealed that the teachers lacked 

suitable skills and knowledge to cater for learners experiencing barriers to learning, which 

engendered a situation of doubt in their capabilities when they delivered the content of their 

lessons. These findings are congruent with those of Mfuthwana and Dreyer (2018) who found 

that in many parts of the world, there was still a lack of trained teachers in IE implementation, 

and this jeopardised the process of ensuring quality education for all. It is apparent from the 

findings of this study that participants did not have the requisite skills to present the content of 

the lessons and to individualise it to accommodate learners experiencing barriers to learning. 

Zabeli et al. (2021) suggest that teachers who had no training on the implementation of IE do 

not understand the principles behind how learners experiencing barriers to learning should be 

educated and these teachers viewed IE as something superficial; hence, they deprived learners 

of their right to education rather than assisting them to attain better outcomes. It emerged from 
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the findings that teachers lacked the skills to modify the content to suit the individual needs of 

learners experiencing barriers to learning. Muthukrishna and Engelbrecht (2018) opine that the 

failure to provide quality education for learners experiencing barriers to learning was caused 

by the teachers’ lack of knowledge and skills to differentiate the curriculum that caters for a 

wide range of learners’ needs.  

7.9 Lack of parental support as a factor undermining effective Inclusive Education 

implementation 

White Paper 6 highlights the significance of active parental involvement in their children’s 

education which is fundamental to effective learning and development (DoE, 2001). This 

policy document also included parents’ acknowledgement of their role as their children's 

primary caregivers and essential resources to the education system. Ainscow (2020) suggests 

that the partnership between parents, learners, and school helps bring new efforts to advance 

inclusion and equity in education that will benefit the learners. Makoelle (2020) opines that 

parents need to develop positive attitudes towards IE as their involvement plays a significant 

role in decisions on inclusive practices in the schools their children attend.  

In addition, Singh (2016) asserts that parents have the right, as partners, to be involved in 

education concerning their children and should be essential resources for teachers and schools. 

Therefore, effective implementation of IE requires considerable collaboration between teachers 

and parents. However, the findings of this study revealed that parents were not supporting their 

learners’ education process, making teachers mourn parents' lack of involvement. Geldenhuys 

and Wevers (2013) posit that many parents seldom provided effective education stimulation to 

their children at home and perceived it as the sole responsibility of the school. This is apparent 

in the following extract:  

One day, I said something terrible to another learner in the classroom during the 

lesson. The teacher heard me, and she asked me to go home and return with my parents. 

I told my mother to come and represent me, but she never came to school. When I went 

to school, the teacher told me that she would not allow me until my mother came. For 

a long time, every morning, I would sit outside the school or hide at the back of the 

school until one person around the school approached me told me that if I did not attend 

school, I would end up smoking and leave school; hence he took me to school and spoke 

to the principal. If that person had never come I would not have been schooling (L3, 

School C). 
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The above extract from the interviews revealed that learners could fall into the trap of saying 

things that are uncalled for and disrespectful towards other learners and teachers, which could 

get them into serious trouble with the school rules. It is further revealed from the findings that 

the parents' lack of support made learners lose a lot of schoolwork as there was no one coming 

forward and when this incident took place, it subjected the learner to the risk of the 

surroundings as he did not attend school. In addition, the findings revealed that the 

collaboration between the community and the school could offer support to the learners’ 

education. These findings are congruent with those of Mahlo (2017), who found that a lack of 

parental support affects the implementation of IE negatively, especially when parents are called 

to the school but do not attend. This resulted in learners’ performance and confidence in the 

classroom suffering, thus adding further learning barriers. Mphahlele (2020) also found that 

the teachers lamented the parents’ negative attitudes as they were not supporting their children 

at school when called since parents felt it was the schools' responsibility to educate their 

children.  

 

The study's findings also revealed a lack of community involvement in the education process 

of learners experiencing barriers to learning. This resonates with the responses from the 

participants that when the parents did not come to school, a community member intervened. 

Ainscow (2020) asserts that one way of implementing inclusive schools is to create a link 

between the school and beyond, which involves family inputs that shape how children learn 

and develop. Mahlo (2017) opines that inclusivity should not be seen as placing learners 

experiencing diverse needs and learning barriers into the classrooms, but that it should be seen 

as a holistic development model whereby community involvement is allowed to enable all 

learners to engage with the curriculum.  

7.10 Socioeconomic factors affecting Inclusive Education implementation 

The South African policies on implementing IE (DoE 2001,2005; DBE, 2010) advocate a 

socio-ecological approach to learning support in which contextual factors and influences are 

investigated and considered, especially for learners who experience barriers to learning (Nel, 

et al. 2014). Understanding the socio-psychological factors of learners plays a significant role 

in inclusive schools. It goes beyond focusing on school-level factors and teaching strategies 

but can improve academic outcomes for learners experiencing barriers to learning (Florian, 

2017). Mahlo (2017) asserts that challenges such as socioeconomic factors that put learners at 

risk and affect the implementation of IE cannot be dealt with in isolation but in a dynamic way. 
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Engelbrecht, Nel, Nel and Tlale (2015) found that many parents find it financially challenging 

to provide their children with necessary school stationery and uniforms as required by the 

school. One participant highlighted the socioeconomic challenges that affect IE in schools. 

… most of our learners, including learners experiencing barriers to learning, come 

from rural settlements and need a lot of money; hence most of them had to walk to 

school arrived late, and they tired already. Their parents are unemployed and 

uneducated, contributing to their failure to assist their children with schoolwork or get 

them some extra resources that can stimulate their minds. The environment where 

learners come from causes a psychological impact on them and their parents, which 

lead to the lack of support needed to assist these learners. Therefore, learners 

experiencing barriers to learning lose enthusiasm due to the lack of support from 

parents and conditions they live under, which suppress their abilities to perform (T5, 

School B). 

The research findings revealed that socioeconomic challenges affected the abilities of learners 

experiencing barriers to learning. Some of these learners had to walk to school and arrived late 

for lessons; others do not have a proper school uniform. This study corroborates the findings 

of Dreyer (2017), who determined that the adverse socio conditions and poverty challenges 

faced by the parents of learners experiencing barriers to learning posed financial implications 

for them as they had to travel long distances to schools. This is evident from the findings that 

parents were unemployed and unable to support their children with transport money and could 

not afford the educational requirements to cultivate the learners' thinking. Nel et al. (2016) 

point out that socioeconomic circumstances and constraints, such as distances learners had to 

travel to get to school, impacted them negatively in accessing education. Engelbrecht and 

Muthukrishna (2019) argue that unemployment and poverty are the most significant barriers to 

developing the learner. In addition, Muthukrishna and Engelbrecht (2018) note that inequalities 

caused by socioeconomic conditions contribute to the challenges in   education system which 

results to the quality of education to be received by learners being hindered.   

 

7.11 Chapter summary 

This chapter discussed the emerging themes from the data discussed in chapter five and chapter 

six. The emerging themes presented in this chapter were drawn from the interviews conducted 

with the participants in four researched primary schools. In addition to interviews conducted, 

data generated from observations and document reviews also assisted in mapping out the 
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emerging themes in this chapter. Also, in mapping emerging themes, exploring similarities 

were used in the four selected schools regarding how IE was implemented. Given the 

discussion presented in this chapter, the following chapter summarises significant conclusions 

and recommendations.  
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CHAPTER EIGHT 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

 

8.1 Introduction 

The preceding chapter presented emerging themes drawn from the findings that were presented 

in chapters five and six. This chapter concludes the study. The chapter begins by giving a 

summary of the study, and then drawing conclusions from the findings. Then, from the 

conclusions drawn, recommendations are made. A model for the implementation of IE in 

schools is also proposed. The focus of the study was to explore the way selected schools in 

KwaZulu-Natal (South Africa) implemented IE. In exploring the implementation of IE, it was 

important that I interview the stakeholders that are directly involved in the implementation of 

IE. Further to that, I had to explore and understand how the stakeholders implemented IE. It 

was important for me that I explore what the participants understood by the concept IE, as well 

as how that understanding may have influenced their actions or practices in terms of IE 

implementation at school level. Therefore, it is evident that there are various factors at play in 

the implementation of IE; hence, the title of this thesis. To obtain some insight into the 

implementation of IE from the participants’ perspectives, various categories of participants 

were selected for participation in the study, namely, teachers, learners, and parents. They 

shared their perspectives about their understandings of IE, their experiences of IE 

implementation and the challenges they encountered in that process. Three techniques were 

utilised in generating data, namely, semi-structured interviews, semi-structured observations 

and document reviews. 

8.2 Summary of findings 

The summary of the findings presented in line with the research questions, so it is easier to 

assess the generated data and ensure that it aligns with the main research question guiding the 

study. Therefore, the research questions are used as headings to organise the presentation of 

the conclusions. Using the research questions allows assessment of the data concerning the 

questions. An attempt is made to display the extent to which the research questions have been 

appropriately answered. 

 What are the educators’ understandings of Inclusive Education? 

 How do educators implement Inclusive Education in schools? 
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 What are the stakeholders’ experiences in implementing Inclusive Education? 

 What challenges do the educators encounter in implementing Inclusive Education?  

 Why do the educators implement Inclusive Education in the manner they do? 

8.2.1 Question One: What are the educators’ understandings of Inclusive Education? 

The question aimed to elicit the views of the educators about their understandings of IE. 

Seeking the teachers’ understandings of IE was necessary to obtain insights about how the 

educators in the selected primary schools implemented IE. The views expressed by the majority 

of the participants painted a clear picture about their understandings of IE. The data indicated 

that they understood IE as an education that caters for all learners in the school environment. 

The significance of the majority of teacher participants embracing IE is enormous. It lies at the 

heart of equal access to education, equity, and social justice, enshrined in South Africa's 

Constitution. The Constitution of South Africa declared that all learners have a right to be 

educated and taught without being discriminated against based on race, colour, gender, 

religion, culture and language (RSA, 1996a). Drawing from the interviews, it is clear from the 

majority of teacher participants’ understanding of IE that all learners have the right to learn in 

any school and that they should be supported to achieve their goals. This is congruent with the 

views expressed by Mfuthwana and Dreyer (2018). These scholars concluded that IE in South 

Africa is linked to building a new democracy that is based on social justice and where all 

learners are included in mainstream education. Any form of exclusion in education is 

eradicated.  

 

Therefore, the conclusion drawn from the deliberations is that most of the teacher participants 

attempted to promote and implement IE in their schools. From most teacher participants, it was 

evident that they had a clear understanding of IE and the role they were expected to play to 

benefit all learners in any school. The researcher deduced that most teacher participants knew 

what IE entails and were willing to accommodate all learners in the school. Therefore, most 

teacher participants' critical element of inclusion was premised on diversification of the 

educational provision to achieve the highest participation of all learners, considering their 

individual needs. Walton (2018) stresses that IE needs to be seen as a rights-based approach to 

education that seeks to transform the education system by resisting exclusion within and from 

school communities and promoting all learners' access, participation, and achievement. 
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Although some teacher participants referred to IE as placing learners experiencing barriers to 

learning in special schools, their understanding of IE was based on the premise that learners 

experiencing barriers to learning found it difficult to comprehend concepts in mainstream 

education; hence, they should be referred to special schools. In addition, these teacher 

participants felt justified in excluding learners experiencing barriers to learning from the 

mainstream schools because they felt that such learners needed extra care, for which they did 

not have the time nor the expertise. The teacher participants had this notion of associating IE 

with special schools because of their misconception that inclusive policies are regarded as the 

responsibility of education ideologies and discourses.  

 

This is congruent with Makoelle (2020) who asserts that the teachers’ understandings of 

inclusive education are narrowed down to the concept of inclusion to special education with an 

emphasis on disabilities and learning defects. They do not consider that the core business of IE 

is also to transform to an education provision that responds to the needs of all learners in 

mainstream education to avoid segregation and labelling. Some of the teacher participants’ 

understanding of IE demonstrated that they were still entrenched in negative constructions 

rather than thinking of learners who require learning support that is different from the norm. 

The teacher participants’ understandings of IE as linked to special education has negatively 

affected the implementation of IE in schools that should have been fully implemented since an 

inclusive policy had been accepted. Walton (2018) argues that this language separates certain 

learners and reproduces social inequalities within the education system. Some teacher 

participants advocated for the separation of learners from others in line with the Theory of 

Planned Behaviour. These teacher participants’ negative beliefs predicted their actions and 

unwilling behaviour to accommodate learners experiencing barriers to learning in their 

classroom’s settings. Therefore, teachers’ attitudes were predictive of their teaching 

behaviours.  

 

8.2.2 Question Two: How do the educators implement Inclusive Education in schools? 

According to Florian (2017), IP depends on teachers as agents who can teach diverse groups 

of learners and their attitudes to translate policy into classroom practices. From most 

participants' understanding of IE, there was provision in their responses for implementing IE 

(chapter five, section 5.2). On the question of how educators implement IE in their schools, the 

study revealed that the educators had developed a positive attitude towards implementing IE 
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and promoted active engagement from learners during teaching and learning. This positive 

attitude demonstrated by the teacher participants showed a willingness to accept and tolerate 

all learners' diversity in the classroom environment. Developing such a positive attitude 

assisted the establishment of an inclusive environment. It must be remembered that an inclusive 

environment plays a critical role in creating conditions that are conducive to effective IE 

implementation. 

 

The study also revealed that teacher participants cultivated a culture in their classrooms that 

enabled the learners to belong and accept one another’s differences during teaching and 

learning, thus, promoting the implementation of IE in their schools. Also, the study showed 

that implementing IE involved providing lower-level activities and individual support and 

teacher participants employed various strategies to accommodate learners experiencing 

barriers to learning such as learning and playing by way of singing, grouping learners, using 

pictures, and corrective teaching in the form of peer assessment. Lower-level activities in the 

lessons accommodate learners who struggle with the volume of work, and this allowed 

individual support and homework to reinforce what has been taught. Florian (2015) suggests 

that in the Inclusive Pedagogic approach, the class teacher considers all the learners' individual 

needs in the classroom and plans a lesson with differentiated options that will ensure that each 

learner will participate in the lesson. 

The teacher participants clearly understood how important it was to support learners 

experiencing barriers to learning which demonstrated a clear picture of being a change agent 

on pedagogical practices in their implementation of IE to achieve the objectives of inclusion. 

The study showed that teacher participants allowed cooperative and collaborative learning 

whereby social engagements were promoted to encourage learners to help and learn from each 

other in order to understand the lesson concepts from their peers and solidify their ideas rather 

than constantly receiving help from teachers. These findings are congruent with those of 

Florian and Beaton (2018), who found that when learners frequently work in collaborative 

groups, they can complete the tasks given. It is evident from the study that learners were happier 

and actively engaged in their lessons. This is congruent with Florian (2017), who concludes 

that IP focuses on the learners’ relationships in the classroom community.    
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8.2.3 Question Three: What are the stakeholders’ experiences in implementing Inclusive 

Education? 

It emerged from the study that learners experiencing barriers to learning experienced cordial 

relationships with other learners in school. The study found that learners experiencing barriers 

to learning shared their lunch with other learners during break, and in some instances, they 

were being assisted outside the classroom by their friends. The study found that the 

relationships started by the learners at schools were extended to their families. The findings of 

this study resonate with the views of scholars who postulate that the positive impact on 

learners’ friendly relationships models good behaviour, feeling equal and experiencing 

acceptable attitudes that resemble inclusivity (Zabeli, Perolli Shehu & Anderson, 2021). I can 

conclude that the positive aspects of learners' socialisation make learners experiencing barriers 

to learning belong to the school setting, which translates to the principles of IE. 

 

The study also found that learners experiencing barriers to learning did not receive good 

treatment from the participating schools. It emerged from the study that many learners were 

ill-treated by their teachers and other learners. The literature resonates with the findings of this 

study that learners experiencing barriers to learning experience humiliation in schools resulting 

in a barrier to a successful implementation of IE (Adom, Chukwuere, Dake & Newton, 2019; 

Amka, 2020; Engelbrecht, Nel, Nel, & Tlale, 2015; Okyere, Aldersery & Lysaght, 2019). 

Therefore, I can conclude that discrimination, and humiliation still existed in schools that this 

went against inclusion.  

8.2.4 Question Four: What challenges do the educators encounter in implementing 

Inclusive Education? 

In section 6.3 of chapter six, the study identified the challenges that the educators encountered 

when implementing IE in schools. It is legislated locally and internationally that parents are 

obliged to support and care for their children. However, the findings of this study have revealed 

that there is a lack of support from parents. The findings have revealed that parents of learners 

experiencing barriers to learning have largely neglected their responsibilities towards 

supporting their children. They have intentionally or unintentionally handed their parental 

responsibilities to the schools for one reason or the other. One reason could be that the parents 

in this study had low levels of literacy, and because of that, they could not support their children 

with their schoolwork. The socioeconomic conditions under which they lived also contributed 

to the failure to support the learners. These conditions included the fact that many parents in 
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the study were unemployed, the learners walked long distances to and from school and they 

arrived late for lessons; hence the learners’ ability to learn was compromised.  

 

Another challenge identified by the study is the issue of the absent parents’ phenomenon. The 

study revealed that some learners lived with their grandmothers and guardians because their 

parents were not present or indulged in liquor, and they hardly ever showed any concern for 

their children's learning. The study found that due to guardians being under the influence of 

liquor, the learners were often forced to miss school to look after their younger siblings. The 

findings of this study are congruent with those of the literature which indicates that 

socioeconomic obstacles act as barriers to the implementation of IE. They undermine the 

education provision and impede the development that should provide quality education for 

every learner in the schooling system (Dreyer, 2017; Mahlo, 2017; Muthukrishna & 

Engelbrecht, 2018). Therefore, I conclude that parents of learners experiencing barriers to 

learning were not adequately involved in their children's learning due to socioeconomic factors, 

thus, posing another challenge in implementing IE in schools.   

 

The study also highlighted another challenge associated with denial, which made parents to 

focus on their cultural or traditional beliefs. The study found that just like all other parents, the 

parents of learners experiencing barriers to learning had great hopes for their children and rather 

than accepting that their children experiencing barriers to learning and need to be supported as 

they are, the. parents believed and hoped that cultural rituals would remedy their children's 

learning challenges. The study found that when learners had undergone cultural or traditional 

rituals, the learners lost considerable teaching and learning time as they were out of school 

during that time. The findings of this study refute those of Adom, Chukwuere, Dake and 

Newton (2019), who found that attributing learning barriers to cultural beliefs could be 

psychological due to the belief systems in the African cosmology. Instead, it emerged that there 

were other factors that are linked to poor parental, teacher supervision and environment. The 

conclusion I make here is that parents of learners experiencing barriers to learning denied their 

children’s learning barriers and resorted to cultural beliefs and rituals instead of supporting 

their children as they are. They developed unrealistic expectations about what could be done 

to give support to their children. 

 

The study found there were structures such as SBSTs and DBSTs, whose existence was meant 

to support the implementation of IE but these were not established. The findings from the study 
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revealed that due to a lack of expertise, SBSTs were not formed in schools, which hindered the 

implementation of IE. The study's findings refer to the existence of an SBST in another school 

mentioned by a participant, which yielded good results. The findings of this study are congruent 

with those of Mfuthwana and Dreyer (2018), who had also found that SBSTs were not 

functioning as its members lacked the skills to deal with its core function of supporting learners 

experiencing barriers to learning. Regarding the DBST, the study found that such a structure 

did not support schools in ensuring that the expertise needed to implement IE was provided for 

the benefit of learners experiencing barriers to learning. The findings of this study are 

congruent with those found in the literature, which state that the lack of support from the DBST 

is regarded as an additional and significant obstacle in enabling teachers to perform inclusive 

classroom practice (Adewumi & Mosito, 2019; Engelbrecht, Nel, Nel & Tlale, 2015; 

Mfuthwana & Dreyer, 2018). Therefore, I can conclude that the non-existence of the SBST, 

and the non-availability of the DBST hindered the implementation of IE in the participating 

primary schools. Because of that, learners experiencing barriers to learning suffered during 

their teaching and learning process. 

8.2.5 Question Five: Why do educators implement Inclusive Education in the manner 

they do? 

As much as the teacher participants showed that they endeavoured to implement IE in their 

schools, they lamented the way the school curriculum is designed. The study found that the 

prescribed curriculum was not conducive to accommodating learners experiencing barriers to 

learning and hindered teachers from teaching inclusively. The study found that the teachers 

regarded the curriculum as harmful to IE due to its rigidness and time constraints. It emerged 

from the study that there was not enough time to cover all prescribed content to allow all 

learners to learn effectively. The findings of this study support the South African literature that 

impressed upon teachers to follow the prescribed directives of the curriculum thus constraining 

teachers’ efforts to implement inclusive teaching strategies in their classrooms (Geldenhuys & 

Weavers, 2013; Nel et al., 2016). Also, the study revealed that the subject matter or the 

curriculum content was not friendly or accommodative of learners experiencing barriers to 

learning. For example, the assessment tools used did not consider the range of different learning 

needs. These findings refute the principles of the founding document of IE, White Paper 6, 

which states that implementing the curriculum should be flexible and that the teachers should 

have the freedom to implement teaching strategies and subject content according to the needs 

of learners (DoE, 2001).  



194 
 

Therefore, the researcher concludes that, from the participants’ perspectives, schools faced 

systemic constraints which did not enable them to provide effective teaching and learning from 

which learners experiencing barriers to learning could benefit. Therefore, the implementation 

of IE suffered. These challenges explain why IE implementation was not happening the way it 

should. 

Adding to the curriculum constraints, the study found that there was a lack of skills and 

knowledge to modify the curriculum attributes to how IE is implemented in schools. The study 

found that teachers entered the teaching profession without suitable skills and knowledge for 

inclusive teaching. The absence of adequate training made teachers feel that they were 

inadequately qualified to implement IE in their schools. A lack of knowledge to modify the 

subject content was highlighted in the study as a setback for effectively implementing IE during 

teaching and learning. A conclusion to be reached here is that the teachers’ skills and 

knowledge were limited, and they could thus not effectively prepare inclusive lessons. Scholars 

argue that to initiate progress on IE, teachers must receive comprehensive training programmes 

and practical skills to address learners’ barriers to learning (Makoelle, 2020; Mphahlele, 2020; 

Donohue & Bornman, 2014). My conclusion here is that teacher training on IE is inadequate, 

and this results in teachers encountering difficulties in making adjustments to the apparently 

rigid curriculum to meet different learning needs in the classroom. 

 

The study also revealed that there was overcrowding in some classrooms and that such a 

phenomenon tended to derail the implementation of IE in schools as teachers were restricted 

to attend to individual learners because there are too many learners. In addition, the floor space 

did not allow teachers to move around the classrooms. This is congruent with the literature that 

found that many schools in South Africa are affected by overcrowding, rendering effective 

teaching and learning, especially implementing IE, highly impractical (Adewumi & Mosito, 

2019; Mahlo, 2017; Mncube, Lebopa & Titus, 2020). The literature also indicates that 

overcrowding in classrooms undermines the teachers’ willingness to make IE feasible in 

classrooms as they cannot identify learners experiencing barriers to learning to support them 

and care for those who are struggling to learn (Mncube, Lebopa & Titus, 2020). The study also 

found that the scarcity of space in the classrooms added stress to the other challenges they 

already face. For instance, teachers spent a lot of time dealing with learners' disciplinary issues 

instead of focusing on the delivery of subject content. I can conclude here that overcrowding 

in the participating schools contributed to the learners experiencing barriers to learning being 

pushed to the periphery of the classroom during teaching and learning. 
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The study further highlighted the issue of learner progression due to the age cohort yet another 

reason for teachers implementing IE in the way they do. The study found that the progression 

policy that the schools implemented frustrated the teachers and was of no benefit to learners, 

as they were not held back until they had mastered the requisite abilities and outcomes needed 

for the next level. From these findings, it is evident that learners were moved while they were 

not ready to be moved; there was no focus on their learning. Therefore, their educational gaps 

will continue until they complete their education. Mckenzie (2020) asserts that learners 

experiencing barriers to learning can be educated in the mainstream classroom with 

differentiation of assessment that allows for a lower level of achievement to be recognised for 

progression to the next level or grade with their peers. Therefore, it is concluded that 

participants were not in favour of the policy on learner progression and such policy was viewed 

as a barrier to effective implementation of IE as provided for in the policy framework in the 

country. The study found the gap in the policy of learner progression that does not provide 

teachers suffient time to work with leaners experiencing barriers to learners until they are able 

to master the grade requirement. 

 

8.3 Recommendations 

Based on the conclusions made in the previous sections, the following recommendations 

are presented: 

 Although the current study revealed that most teacher participants understood IE as 

reaching out to every learner through curriculum delivery, some teacher participants 

understood IE differently. Unfortunately, their understandings go against the principles 

of IE. This suggests an existence of a vacuum that needs to be filled with White Paper 

6. Therefore, I recommend that intensive training be provided to the stakeholders at the 

participating schools on the core values and principles of IE. It emerged from the study 

that training on the part of teachers is an important component, without which there can 

be no talk of effective implementation of IE.  

 The current study revealed that learners experiencing barriers to learning comprehend 

the content easily through activities such as play as they learn constructive objects and 

learn from their peers. However, the study found that teachers did not document 

activities and visual objects. Hence, the study recommends that the policy on IE be 

clear on how educators must implement inclusive learning programmes. Mechanisms 

must be in place at all schools to ensure enforcement of the implementation of IE and 
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strict monitoring by education stakeholders (National, Provisional and District) 

regarding inclusive practices should take place as a means of quality assuring the 

implementation. 

 The current study highlights that learners experiencing barriers to learning are still 

experiencing humiliation intentionally caused by teachers when asked to read texts that 

they cannot read, resulting in their self-esteem suffering. A platform should be created 

within schools where learners affected by ill treatment by their teachers can ventilate 

their feelings and perhaps, even propose how they can be made part of the solutions 

regarding their education within the schools. The policy on IE must be clear, succinct 

and understood by all educators and all educators in South African schools must be 

capacitated to deliver on the IE mandate; at this point it should become mandatory to 

implement IE as stipulated in documents such as guidelines for inclusive teaching and 

learning, the Policy on SIAS and Curriculum Assessment Policy Statements.  

 Educators should guard against their reluctance to change from their misconceptions 

about IE, negative attitudes towards IE, and their traditional ways of teaching and adapt 

to the new inclusive thinking that would allow the effective implantation of IE in 

schools. Therefore, the study recommends that positive attitudes and behaviour be 

practiced. The schools where this study was conducted need to ensure that inclusive 

education is implemented so that all learners benefit within the school. DoE needs to 

nurture and cultivate positive attitudes in educators towards implementing IE through 

education roadshows that can change their mind-sets and assist educators in acquiring 

love and skills regarding inclusivity. 

 While schools complained about parents not being actively involved in their children's 

education, schools persisted in their attempts to involve them. The study suggests a 

collaboration mechanism between the schools, homes, and learners in the form of 

parental support groups led by the parents and involving other stakeholders, such as 

psychologists, social workers, teachers, and learners. Social workers will assist homes 

struggling due to difficult socioeconomic conditions. It is also recommended that the 

DoE collaborates with the Department of Transport so learners who live far away from 

schools may have mobility. 

 The study showed that the DoE dictates that the schools comply with the prescribed 

curriculum in overcrowded classrooms without considering the wide range of different 

learning needs. The study recommends that the curriculum planners consult with the 

schools and consider a school curriculum that will be inclusive. The study further 
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recommends that the DoE provides schools with additional classrooms or build more 

schools to ease the overcrowding. 

 The study recommends that educators be trained to practice the various inclusive 

teaching pedagogies, curriculum and content modification, and assessment strategies to 

accommodate a wide range of different learning needs. It is also suggested that 

educators be trained in dealing with behaviour challenges of learners experiencing 

barriers to learning and be able to bring about change in learners’ life skills. The study 

further recommends vigorous and intensified training of in-service educators – training 

on implementing IE conducted by the universities and to be complemented by constant 

monitoring and follow-ups to check if the knowledge gained through training is being 

put into practice in the classrooms. The study recommends that SMTs attend a course 

on implementing IE and its monitoring to acquire confidence in monitoring the 

implementation process, address all issues related to IE, and uphold the inclusive 

culture in their schools. 

 The current study found that the challenges in schools are linked to the non-existence 

of SBSTs that incorporate the parent component and people with the expertise to 

support this structure. Therefore, the study recommends that SBSTs be formed in all 

schools and be inclusive of parents and specialists to support the implementation of IE. 

 The study revealed that DBSTs are not supporting the schools in assisting learners 

experiencing barriers to learning. Hence, the study recommends that DBSTs visit 

schools to ensure that learners are supported in implementing IE and that SBSTs are in 

place to assist them where they fail to meet expectations and that their visits be diarised 

in the school year planner. 

 Last, the study recommends that all school stakeholders, including the support staff, 

undergo annual professional development to be reminded about respect for diversity to 

achieve inclusive goals as enshrined in the country's Constitution.   

 

8.4 Recommendations for further study 

This study focused on only four schools in the province of KwaZulu-Natal. Therefore, it is 

recommended that further research into implementing IE be scaled up to other schools in the 

province to establish whether the findings can be generalised. Also, it is recommended that 

other studies on implementing IE could be conducted in other provinces of South Africa and 

around the continent to find out if the same situation prevails in those areas and compare what 
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is happening in their schools. Further research needs to be conducted on learners' experiences 

with learning barriers and their parents in implementing IE in schools. 

 

8.5 Towards the model for implementation of IE in schools 

The study presents the proposed model that can be considered by schools when implementing 

IE. This model is based on the findings and recommendations made. I acknowledge the fact 

that this is a qualitative study, and as such, it does not generalise its findings and conclusions 

to the whole country. Nevertheless, the model provides some insights that can be considered 

in the implementation of IE in schools. This proposed model provides insights about effective 

implementation of IE in schools, and the discussion addresses the following components: (a) 

Understanding IE through legislative policy to create positive attitudes; (b) Re-designing the 

curriculum to suit the range of different learners; (c) The training of educators and ongoing 

professional development complemented by constant monitoring; (d) The provision of 

additional classrooms; (e ) Educators and teaching aids to overcome overcrowding; (f) Parental 

involvement and collaboration mechanisms to overcome socioeconomic conditions; (g) The 

formulation of SBSTs and DBSTs to support and monitor the implementation of IE. These 

proposed model components are interconnected, as displayed in figure 8.1 and could enhance 

the implementation of IE in schools. 
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Figure 8.1:A proposed model for implementation of inclusive education in schools. 

 

Component 1: Understanding Inclusive Education through legislative policy to create 

positive attitudes 

This component of the proposed model suggests an approach to communicate a holistic 

understanding of IE with no ambiguity to all education stakeholders in order to change the 

negative attitudes regarding inclusion to positive attitudes. Also, the component suggests a 

practical legislative policy of IE that will mandate all schools to effectively implement IE and 

foster maximum participation of all stakeholders. The DoE will need to ensure that all learners 

access schools and receive the necessary support through the IE policy. 

 

Component 2: Re-designing the curriculum to suit the range of different learners 

 

The proposed model suggests that the curriculum should be re-designed to suit the diverse 

needs of learners. This means that the proposed model recommends teaching instruction should 

be flexible and adapted to meet the range of different learner needs, considering the learners' 

strengths and abilities. Therefore, the curriculum should allow learners to work at their own 

pace and receive individual instruction to meet the required outcomes. The proposed model 

suggests that the learner assessment should be flexible and be accommodative of learners' 

needs.   

 

Component 3: The training of educators and ongoing professional development 

complemented by constant monitoring 

The proposed model suggests that providing continuous teacher training in IE to enhance the 

implementation of IE should form the fundamental feature of school life. The proposed model 

recommends that in-service training programmes for educators in the field of IE be provided 

by Higher Education Institutions where teachers will be equipped with an understanding of IE, 

knowledge about the wide range of different learning barriers and be capacitated to facilitate 

inclusive practices in their classrooms. Also, the proposed model suggests that the School 

Management Teams should be trained in the implementation of IE to manage the IE curriculum 
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and its implementation in the classrooms. The proposed model recommends that the 

Department of Basic Education needs to carry out intensive professional development 

programmes in IE for teachers already in the system so that the principles of diversity are 

upheld, and confidence is built in managing learners experiencing barriers to learning in their 

classrooms. 

 

Component 4: Provision of additional classrooms, educators, and teacher aids to 

overcome overcrowding 

The proposed model suggests the DBE (infrastructure section) working with the Department 

of Public Works must provide additional classrooms in schools to alleviate challenges related 

to overcrowded classrooms to enhance effective teaching and learning in implementing IE. It 

is recommended that classrooms be equipped with enough furniture for all learners enrolled at 

the schools. The proposed model recommends that more educators and teacher aids be 

employed to lessen the teachers’ workloads and support learners experiencing barriers to 

learning. 

 

Component 5: Parental involvement and collaboration mechanisms to overcome 

socioeconomic conditions 

The proposed model recommends cordial solid relationships between schools and parents. 

Parents should not be left out of their children’s education but understand their roles in 

implementing IE. Through their School Governing Bodies (SGBs), schools should enhance 

parents’ participation by organising events where their roles in supporting children can be 

discussed, and a spirit of participation can be cultivated. SGBs, with Adult Learning Centres, 

need to develop collaboration and assist parents who are illiterate to attend classes, so they can 

be capacitated to assist their children with their school work. Also, the proposed model suggests 

that schools should collaborate with the Department of Agriculture and local municipalities to 

start garden projects that will alleviate poverty in the communities and assist needy learners. 

 

Component 6: The formulation of SBSTs and DBSTs to support and monitor the 

implementation of Inclusive Education 

The proposed model suggests that all schools should form SBSTs that will include the parents 

of learners and other specialists so all schools can implement IE. Also, the DBSTs should be 

present at schools to support the functionality of SBSTs and the implementation of IE. DBSTs 
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should provide practical support regarding all issues and challenges in relation to the 

implementation of IE and the monitoring thereof.  

 

8.6 Conclusion 

In conclusion, this study aimed at investigating the implementation of IE in schools. A 

qualitative research design was used to understand the phenomenon of this study and establish 

the prevailing state of affairs in all research sites. Data was generated through semi-structured 

interviews, observations and document review. The study answered the research questions 

where the literature regarding studies conducted in implementing IE in other countries, and 

South Africa were reviewed. The study showed revealed the contestation about the 

understanding of IE as a concept and its implementation in primary schools. The study 

concluded that teachers need to be serious and more dedicated to IE and to practice inclusive 

teaching in their classrooms and develop learners experiencing barriers to learning. In addition, 

adapting and making the curriculum to suit the range of different learners is essential for 

teachers to learn to implement IE effectively.  

Teachers are instrumental in implementing IE; hence it is essential to teach the principles of IE 

to other stakeholders such as parents to develop collaboration for proper implementation of IE. 

Also, the study demonstrated how IE is implemented and what the challenges are that hinder 

the attempts to implement it. To overcome the challenges and contextual factors, such as 

overcrowding in implementing IE, provincial governments need to assist schools in creating 

enough space for teachers and learners to be at the centre of learning with no obstacles. The 

study revealed that implementing IE requires other essential structures outside of the 

classroom, such as SBSTs and DBSTs to support the effective implementation of IE in schools. 

In ensuring that IE is implemented in schools, the proposed model of this study can contribute 

to the growing body of knowledge in IE. Using TPB assisted in understanding attitudes and 

behavious of teachers when it comes to the implementation of IE, hence this theory was able 

to assist when analysing the data.  
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APPENDICES 

APPENDIX A: Educators Interview Schedule 

 

 

Educators Interview Questions 

The aim of this research is to explore how educators implement inclusive education in schools. 

1. What is your understanding of inclusive education? 

2. How do you implement inclusive education in your daily teaching? 

3. What are your experiences in the implementation of inclusive education? 

4. Why do you implement inclusive education in the manner you do? 

5. What are the challenges in the implementation of inclusive education? 
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APPENDIX B:  Learners Interview Schedule 

 

Learners Interview Questions 

The aim of this research is to explore how educators implement inclusive education in schools. 

1. What are your experiences in the implementation of inclusive education in your 

school? 
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APPENDIX C:  Parents Interview Schedule 

 

Parents Interview Questions (Focus Group) 

The aim of this research is to explore how educators implement inclusive education in schools. 

1. What are your experiences in the implementation of inclusive education in your 

school? 
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APPENDIX D: Lesson Observation Guide/ Schedule 

 

The aim of this research is to explore how educators implement inclusive education in 

schools. 

1. How educators present their lessons to learners during teaching and learning.  

Write down what you observe in the classroom. 

2. Are the educators engaging all learners during teaching and learning? 

Write down what you observe during teaching and learning. 

3. Are the educators teaching and treating all learners the same way during the lessons? 

Write down what you observe during the lessons. 

4. Do all learners ask questions freely when they encounter challenges during teaching and 

learning? 

Write down what you observe. 

5. Are all the learners receiving assistance when struggling with the content of the lessons? 

Write down what you observe. 

6. Are there cordial relationships among the learners during teaching and learning and on 

the playgrounds? 

Write down what you observe. 
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APPENDIX E: Informed Consent- Educators 

 

 
 

Dear Sir/Madam 

 

My name is Zakhele, Dennis Nzuza, a PhD student at the University of Fort Hare. The research 

I wish to conduct for my doctoral thesis involves Implementation of Inclusive Education in 

South African Schools: A Case Study of Four Schools in KwaZulu-Natal. 

 

As part of this study I am inviting you to participate in a 30-40-minute interview. Your 

participation in this research will be voluntary and you may withdraw from participation at any 

time without any negative consequences.  

 

To protect your identity and the confidentiality of any information that you provide, I will use 

a pseudonym. Your privacy will be protected in compliance with the requirements of the Ethics 

Review Board of the University of Fort Hare. If you agree to participate in this research, please 

sign the consent form provided. 

 

 

If you require any further information, please do not hesitate to contact me, 082 970 8667 or 

201927991@ufh.ac.za or zakhele.nzuza@yahoo.com.  

Thank you for your time and consideration in this matter. 

 

Yours sincerely  

 

Zakhele Dennis Nzuza 

mailto:201927991@ufh.ac.za
mailto:zakhele.nzuza@yahoo.com


237 
 

 

APPENDIX F: Informed Consent- Parents 

 

 

 

 

 

PARENTS’ INFORMATION SHEET AND CONSENT FORM 

 

Please note: 

This form is to be completed by the researcher(s) as well as by the interviewee before the 

commencement of the research. Copies of the signed form must be filed and kept on record 

(To be adapted for individual circumstances/needs) 

Title of Research: Implementation of Inclusive Education in South African Schools: A Case 

Study of Four Schools in KwaZulu-Natal 

Who we are 

Hello, I am Zakhele, Dennis Nzuza. I am studying at the University of Fort Hare. 

What we are doing 

We are asking you to allow us to conduct one interview with you about the implementation of 

inclusive education in schools. The interview will last for forty minutes. 

Your child’s participation 

We are asking your permission for your child to be part of an interview as well as to participate 

in a focus group with other children of the same age.  The questions will look at experiences 

of learners as well as their challenges in the implementation of inclusive education. 

 

A focus group is when a group of people are asked about their perceptions and knowledge on 

a particular issue or product. While every effort will be made by the study team to protect the 

confidentiality of his/her/their information, we cannot guarantee that other participants in the 
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focus group will respect confidentiality, even though every member will be asked to do so. 

This focus group discussion will take approximately 1 hour 

Please understand that your child’s participation is voluntary and they are not being forced 

to take part in this study. You can decline consent for the child to participate. If he/she/other 

chooses not to take part, they will not be affected in any way whatsoever. If he/she/other agrees 

to participate, they may stop participating in the research at any time and tell me that they don’t 

want to continue. If he/she/other does this, there will be no penalties and he/she/other will not 

be prejudiced in any way.  

Confidentiality 

All identifying information about your child will be kept in an electronic computer file and will 

have a password which will be given to only a few researchers on the study, and will not be 

available to others and will be kept confidential to the extent possible by law. The records from 

his/her/other participation may be reviewed by people responsible for making sure that research 

is done properly, including members of the ethics committee at the University of Fort Hare. 

(All of these people are required to keep your identity confidential.) Records that identify you 

will be available only to people working on the study, unless you give permission for other 

people to see the records. 

We are asking you to give us permission to tape-record the interview so that we can accurately 

record what is said.  

Your child’s answers will be stored electronically in a secure environment and used for 

research or academic purposes now or at a later date in ways that will not reveal who you are. 

All future users of the stored data are required to apply for further Research Ethics Committee 

review and approval for secondary use of the stored data. 

We will not record his/her/other’s name anywhere and no one will be able to connect your child 

to the answers he/she/they give. Their answers will be linked to a fictitious code number or a 

pseudonym (another name) and we will refer to him/her/they in this way in the data, any 

publication, report or other research output. 

Risks/discomforts 

At the present time, we do not see any risk of harm from your child’s participation. The risks 

associated with participation in this study are no greater than those encountered in daily life.  
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Benefits 

There are no immediate benefits to your child’s participation in this study.  

Who to contact if you have been harmed or have any concerns  

This research has been approved by the University of Fort Hare Research Ethics Committee 

(UREC) and Inter-Faculties Research Ethics Committee (IFREC) as per delegated authority by 

UREC. If you have any complaints about ethical aspects of the research or feel that you have 

been harmed in any way by participating in this study, please contact the UREC Administrator, 

[insert name and contact details here] 

If you have concerns or questions about the research you may call the project leader (name and 

contact details of PI or researchers)  
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APPENDIX G: Consent Form 

 

CONSENT 

I hereby agree to allow my child to participate in research on… (name and briefly define the 

research) I understand that my child is participating freely and without being forced in any 

way to do so. I also understand that I or my child can stop participating at any point should I 

not want him/her to continue and that this decision will not in any way affect us negatively. I 

understand that this is a research project whose purpose is not necessarily to benefit myself or 

my child personally in the immediate or short term. I understand that my child’s participation 

will remain confidential.  

…………………………….. 

Signature of participant Date:………………….. 

CONSENT FOR TAPE RECORDING 

I hereby agree to the tape-recording of my child’s participation in the study.  

…………………………….. 

Signature of participant Date:………………….. 

 

I understand that the information that my child provides will be stored electronically and will 

be used for research purposes now or at a later stage. 

 

 

…………………………….. 

Signature of participant Date:………………….. 
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APPENDIX H: Permission Letter 

73 Howick Road  

          Pietermaritzburg 

          3201 

          Date  

Dear Headmaster 

 

Re: Permission to conduct research 

 

I Zakhele Dennis Nzuza, a doctoral candidate at the University of Forth Hare, hereby seek your 

permission to conduct my research at your school. The title of my study is Implementation of 

inclusive education in schools: A case study of four schools in KwaZulu-Natal. My research 

aims to explore how inclusive education is implemented in schools. 

I will take measures to protect the confidentiality and anonymity of your institution and all the 

participants following the requirements of the Ethics Review Board of the University of Forth 

Hare hence pseudonym will be used for your school and participants. I also attach the 

permission I have received from Department of Education for conducting this study for your 

information. 

I hope my request will receive favourably consideration.  

 

Yours faithfully 

Zakhele Nzuza 

082 970 667, zakhele.nzuza@yahoo.com 

 

 

 

 

 

 

 

mailto:zakhele.nzuza@yahoo.com
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APPENDIX I: Permission to Conduct Research 

Enquiries: Phindile Duma/Buyi Ntuli Ref.:2/4/8/7015 

__________________________________________________________________________________ 

Mr Zakhele Dennis Nzuza  

73 Howick Road  

WEMBLEY  

PIETERMARITZBURG  

3201 

Dear Mr Nzuza  

PERMISSION TO CONDUCT RESEARCH IN THE KZN DoE INSTITUTIONS  

Your application to conduct research entitled: “IMPLEMENTATION OF INCLUSIVE EDUCATION 

IN SCHOOLS: A CASE STUDY OF FOUR SCHOOLS IN KWAZULU-NATAL, in the KwaZulu-

Natal Department of Education Institutions has been approved. The conditions of the approval are as 

follows:  

1. The researcher will make all the arrangements concerning the research and interviews.  

2. The researcher must ensure that Educator and learning programmes are not interrupted.  

3. Interviews are not conducted during the time of writing examinations in schools.  

4. Learners, Educators, Schools and Institutions are not identifiable in any way from the results of the 

research.  

5. A copy of this letter is submitted to District Managers, Principals and Heads of Institutions where the 

Intended research and interviews are to be conducted.  

6. The period of investigation is limited to the period from 29th September 2020 to 10TH March 2023.  

7. Your research and interviews will be limited to the schools you have proposed and approved by the 

Head of Department. Please note that Principals, Educators, Departmental Officials and Learners are 

under no obligation to participate or assist you in your investigation.  

8. Should you wish to extend the period of your survey at the school(s), please contact Miss Phindile 

Duma/Mrs Buyi Ntuli at the contact numbers above.  

9. Upon completion of the research, a brief summary of the findings, recommendations or a full 

report/dissertation/thesis must be submitted to the research office of the Department. Please address it 

to The Office of the HOD, Private Bag X9137, Pietermaritzburg, 3200.  

10. Please note that your research and interviews will be limited to schools and institutions in KwaZulu-

Natal Department of Education.  

Dr. EV Nzama  

Head of Department: Education Date: 29 September 2020 
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APPENDIX J: Ethical Clearance Certificate 

 

 

ETHICS CLEARANCE  

REC-270710-028-RA Level 01 

Project Number: MNC051SNZU01 

Project title: Implementation of inclusive education in schools: A case study of four 

schools in KwaZulu-Natal. 

Qualification:    PhD in Education 

Principal Researcher:   Zakhele Dennis Nzuza 

Supervisor:    Prof V.S. Mncube 

Co-supervisor:   N/A 

 

On behalf of the University of Fort Hare’s Research Ethics Committee (UREC) I hereby grant 

ethics approval for MNC051SNZU01. This approval is valid for 12 months from the date of 

approval. Renewal of approval must be applied for BEFORE termination of this approval 

period. Renewal is subject to receipt of a satisfactory progress report. The approval covers the 

undertakings contained in the abovementioned project and research instrument(s). The research 

may commence as from the 08/05/20, using the reference number indicated above. 

Note that should any other instruments be required or amendments become necessary, these 

require separate authorisation.  

Please note that the UREC must be informed immediately of 

• Any material changes in the conditions or undertakings mentioned in the document; 

• Any material breaches of ethical undertakings or events that impact upon the ethical conduct 

of the research. 

The Principal Researcher must report to the UREC in the prescribed format, where applicable, 

annually, and at the end of the project, in respect of ethical compliance. 

The UREC retains the right to 

• Withdraw or amend this approval if 

o Any unethical principal or practices are revealed or suspected; 
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