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ABSTRACT

The present study focuses on the investigation of the influeace of teaching facilities and
teacher training on the attitudes of educators towards the implementation of inclustve

education.

As a result of South Africa’s particular history of inequalities and discrimination, and the
context recent rapid social changes, most schools do not even have basic resources and
are experiencing a serious breakdown in the culture of learning. These factors are viewed
as part of the major challenges to educators and the policy of inclusion. If these factors
are not addressed, they act as major barriers to learning and development, thereby
resulting in the exclusion of many learners. The right of all learners to basic education 1s
underwritten by the policy of inclusive education. Attainment of an educational right,
therefore, focuses on the need to ensure that all learners, including learners with special
educaticnal needs (LSEN), are able to access equitable educational opportunities that will

allow them to achieve to their potential.

Inclusive education constitutes a challenge to the education system as a whole and in
paﬁicuiar to educators in mainstream classrooms. The educators in South African schools
are currently being expected to make major changes in the way they understand teaching
and learning in the process of adapting to an entirely new curriculum. Teachers are
expected to have the knowledge and skills to accommodate a range of diversity among
szarners. In international literature, it has been found that positive attitudes in educators
owards inclusive education, play an important role in the successful implementation of
an inclusive educational policy. From the literature, it becomes clear that, should
sducator’s attitudes towards inclusion be negative, their teaching abilities in the inclusive

classroom will be negatively affected.
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in order to achieve the goal of this study, a survey questionnaire which was completed by
fitty educators (White and African) was conducted. The reseacher was able to determine
the influence of teaching facilities and teacher training on the attitudes of primary school

educators towards implementation of inclusive education.

From analysis of the data, 1t became apparent that these primary school educator's attitude
was largely positive but they felt incompetent because of their lack of knowledge and

skills, and because of the lack of teaching facilities and resources.



INTRODUCTION ARD ORIENTATION OF THE STUDY

1.1 INTRODUCTION

The aim of this chapter is to present the orientation of the study. The contextual
background will be provided together with the purpose of the proposed study.

- Thereafter the research questions will be formulated. The research design and
methods to be employed to achieve the set goals will also be discussed briefly.
Finally, the layout and sequence of the study will be discussed.

1.2 THE CONTEXTUAL BACKGROUND OF THE STUDY

During the past twenty years, the intergration of learners with disabilities into
regular school programmes has emerged as one of the most significant social and
educational challenges facing communities around the world. In line with
mtemnational thinking, South African education is moving towards a policy of
incluston. This i1s reflected 1n education policy and legislation developed after
1994. Inclusive education emiphasizes the accomodation of all kinds of diversity,
mcluding diverse learning needs, within ordinary classrooms (Engelbrecht, Green,

Naicker & Engeaibrecht, 1999).

Hducation i South Affica, prior to 1994, was organised according to apartheid
policies that sromoted segregation, and also led to fragmented and unequal
education (Naiional Depariment of Education, 1997). According to the final report
of the National Commission on Special Needs in Education and Training
(NCSNET) and the Nationai Cemmittee on Education Support Services (NCESS)
{Netionai depariicent of Educarion, 1997), legislation of the time entrenched
wequalities by irstitationatising racial segregation, labelling learners with barriers
to learning and development and separating them from their peers. In the
Apartheid eva, policies and praciices wore designed to perpetrate inegualities aleng

oeial Hnes (Notional Depersnat of Education, 1997).
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e changes that are taiing place within South Afnica are occuring agamnst a
background of international dé:\fsiopmen%s. it Jime 1994, the Spanish Ministry of
Fducetion and Science, in conjunction with the United Nations Educational,
Seientific and Culiural Organisation (UNESCO), held zninternational conference
i Salamanca in Spaw. The purpose of this conference was to develop an
infernational policy document on snecial needs education (UNESCO, 1994) and
this provides a setting for South Africa to adopt the principle of inclusion in
2ducation.. According to Engelbrecht, ot al (1999), regarding the development of
aa mclusive philosophy in schools, the Salamanca statement, on principles, policy
znd practice in special needs education, proclaims that regular schools with an
miclusive orlentation are:

... the most effective means of combating discriminatory attitudes,

creating welcoming communities, building an inclusive society

and achieving education for all, moreover they provide an effective

education to the majority of children and improve the efficiency and

wdiimately the cost-effectiveness of the entire education sysytem (UNESCO, 1994).
When one studies the literature on countries where inclusive education policies
tave already evolved, it becomes apparent that the attitude of the ordinary school
tcachers towards inclusion, plays an important role. This does not only apply to the
acquisition of new skills, but more importantly, to the totally new approach that
{hey need to have towards teaching. A paradigm shitt needs to be made for:

suaccessful implementation of inclusion.

According to Engelbrecht, et al (1999), teachers in South African schools are
cwrently being expected to make major changes, in the way they understand
icaching and learning in the process of adapting to an entirely new curriculura.
Since teachers are the people who make learning possible, their own aftitudes,
beliefy and feelings with regard to what is happening in the schoo! and in the

cizssicom are of crucial importance.



‘The education of children with special needs will largely oceur withm the context
-of regular schools, and will become the responstbility of the regular classroom
teacher. Of equal importance tc the development of teachers' skills and
competencies, is the need for regular teachers to develop positive attitudes towards
children with disabilities. This is necessary if the notion of inclusive education is
to be successtul (Tait & Purdie. 2000). According to Hegarty (1994), the ability to
successfully instruct students in any setting requires more than training, it requires

that teachers feel empowered to apply new skills and competencies.

Teaching pupils with special needs in the regular classroom no doubt causes
deviations from the regular programme. Special needs may require more
mstruction, implementation of other learning methods and additional professional
knowledge. In addition to this, the facilities essential for educating learners with
disabilities may be found to be lacking or grossly inadequate. In which case,
teachers will feel the need to expand their resources, time, materials and
knowledge (Pijl and Meijer, 1997).

in summary, teachers' attitudes, available instruction time, the knowledge and
skills of teachers and the teaching methods on hand seem to be important
prerequisites for special needs teaching in regular settings (Pijl and Meijer, 1997).

1.3 PURPOSE OF THE STUDY

The purpose of this study is, firstly, to identify the attitudes of primary school
educators towards inclusive education and, secondly, to determine the teaching
facilities and teaching training that influences attitudes towards inclusive
education. The goal of this study is to begin to examine factors that contribute to
teachers' ability to meet the educational needs of students with spesial needs in
nclusive settings. In order to do this, the study will assess teachers' in-service
training needs regarding inclusive cducational serviees necessary 1o promote

mclusive education.
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The ability to successfully instruct students in any setting requires more than
fraining, it requires that teachers feel empowered to apply new skills and
competencies (Hegarty, 1994). This present study attempts to investigate the
influence of teaching facilities and teacher training on the attitudes of educators

towards the implementation of inclusive education.

1.4 RESEARCH QUESTIONS
This study is concerned with the investigation of the influences of teaching
facilities and teacher training on the attitudes of primary school educators towards

the implementation of inclusive education.

In the course of addressing this broad aim, the following research questions will be
considered:

+ What attitudes do primary educators hold toward the integration of learners with
special needs into their school settings?

 Does formal training in special education influence the attitudes of educators?

» Do the resources essential for educating learners with disabilities influence the

attitudes of educators?

1.5 RATIONALE

Rajecki (Mushoriwa, 2001) argues that attitudes are such an important area of
study because they influence so much of our personal lives. To him, attitudes
include desires, convictions, feelings, views, opinions, beliefs, hopes, judgements
and sentiments. The study of attitudes is thus important because there is a general

helief that human behavior and actions are influenced by attitudes.

Teachers are human beings with individual attitudes to difference and disability,
forined in a contert of prevailing social attitudes. Many may initially resist the
notion of nclusion. International research suggests that teachers with little
experience of people with disabilities are likely to have negative attitudes to
inctusion (Coates, 1989 cited in Engelbrecht, et al, 1 999). 1t has also been found,
however, that experience tends to change attitudes.

4



Many teachers i Scuth Africa work with learners who have been “mainstreamed
by default” (Donald, 1993). Experience, therefore, may have changed attrtudes.
Davies & Green {(1998) found that 2 number of South African teachers in
mainstream classrooms will be, and in many cases already are, accommodating

leamers with a diverse range of needs (Engelbrecht, et al, [999).

1.6 RESEARCH DESIGN AND METHODS

1.6.1 The Research Design
As the study 1s about people and their attitudes and 1s intended to arrive at a decper
understanding of these attitudes, the appropriate research design that was selected
is the qualitative research design. The population included primary school

educators in eThekwini Region in Kwazulu Natal province.

1.6.2 Data Collection

A two-part questionnaire was used to collect data. Part one of the questionnaire
was designed to obtain biographical data of educators in four primary schools. Part
two of the questionnaire was used to ascertain the attitudes of educators towards

the implementation of inclusive education.

1.6.3 Procedure
The questionnaires were handed to the subjects in the four primary schools and

was returned to the researcher upon completion.

1.7 ORGANISATION OF CHAPTERS
Chapter One: This chapter has provided the introduction to the study. It has also

outlined the purpose and the notion for this study.
Chapter Two: This chapter reviews literature on teacher attitudes on inclusive
education and factors that may contribute to atiitude changes in education.

Chapter Three: A theoretical overview is presented in this study.

Chapter Four: This chapter provides a description of the research methodology,

research instruments and the procedures employed to analyzs the data.



- {’hapter Five: The research data are represented for the research findings and
results are reported.

Chapter Six: In this chapter, discussion and interpretation of findings will be
provided for an mterpreiation and discussion of the result.

the study and makes recommendations.

i.5 CONCLUSION

{ hapter 1 outlined the context and purpose for the study of the influence of
teaching facilities and teacher training on the attitudes of educators towards the
iinplementation of inclusive education. The reseach questions were also outlined,
followed by an exposition of the research design as well as the research methods

selected. Lastly, the layout and sequence of the study was discussed.



CHAPTERTWO

LITERATURE REVIEW

2.1 INTROPDUCTION

‘The purpose of this study is to 1avestigate the influence of teaching facilities and
teacher traiming on the attitudes of educators towards the implementation of
inciusive education. The focas of this review is to examine international research,

which bears relevance to the following critical questions that frame this study:

1. What attitudes do primary school educators hold toward the intergration of’
learners with special needs into their local school sefting?

2. Does formal training in special education influence the attitudes of educators?
3. Do the resources essential for educating learners with disabilities influence the

sttitudes of educators?

"The main purpese of this chapier is to review selected literature relating to
mclusive education and influence of teaching resources and teacher training on
teacher attitudes. As there is little research done in South Africa, much of the
Lterature reviewed 1s mternstional. The review will include an investigation of
tezcher attiaades towards the Imiplementation of inclusion, with special focus on

iaternational and national perspectives.

2.2 CLARIFICATION OF CONCEPTS
‘Tae miention of this research project is to elicit the attitudes of primary school
educators twards the implementation of inclusive education. The central concepts

contained n the purpose of the study will be clarified.

>
@
oo
o
)
4%
L

lefinition of the concept “attitude” informed in this study is by Ajzen

1 DEOY dos s
{i‘::“&’b; WO 3

tes that an attitude is a “disposition to respond favourably or
urdavourably 1o an otjast, porson, institution, or event”
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For example, inclusion could be an object being seen as favourable or
unfavourable. According  Lziton (1982) and Henerson, Morris and Frtzgibbon -
{(1978), attitude refers to ihe nalten of opinions, feelings, beliefs, values,
perceptions and behaviour tendencies towards other people, ideas or objects - a

pattern which 1s relatively enduning,

In this study, attitudes are defined operationally as scores obtained on an attitude
ating scale in a prepared questionnaire. A subject’s response to a questionnaire
statement is taken as an optior. The scores show the point of view the subject has
on a particular matter of interest. They will also show how somebody perceives a

certain topic in question.

2.2.2 Implementation

Hopkins (1991} views implementation as a phase of attempting 10 use an
mnnovation. It is perceived as a process and entails coming to terms and working
with a new idez aver a period of time. This study looks at this process in the case

of inclusive education.

- 2.2.3 Mainstreaming or integration

Mainstreaming refers to integrating learners with disabilities into regular schools
aud classrooms, providing maximum opportunities not only to join in usual school
activities but also to be “counted in” among their non-disabled peers (Engelbrecht,
et al, 1999).

Mainstreaming can mean different things to different people, but most would agree
with Cantrell and Cantrell's statement, cited by Apter (1982), that
“mainstreaming”, simply stated, requires that “exceptional children™ be educated

i1 the same environment as all other children wherever possible (Green, 1991 1



; 3 “,‘ : )‘. -.:‘L‘A":‘: ;
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incluniDa’ s 3 con o5 children winh disabitities 23 full-Ume parfespants

oand mambers of their neighbowrhcod schoals and communities (Koight, 1999
el i Wnsherivea, 2601). Inclusive education, therefore, involves all children
eaming wgether and extends the scope of the school so that it can inchude 2
sveaner dtversity of children,

nclusion follows from ntegration (mamstraaring) but differs from it in that, n

indagration, the sehool must make adjustments to accommeodate or inciude the
child. There ts g shift from the child to the environment; what the environment
{schoot) can do Jor the child with educational needs (Mushoriwa, 2001). For
Asuseovs (1995) integration means going to school (zas a visitor) while inclusion

mazns participatmg m schoel life.

2.3 A DEVELOPMENTAL PERSPECTIVE ON INCLUSIVE
EDUCATION

Deszt & Pillay (19%3) maintain that the conceptual and research literature on
maistreaming has consistently demonstrated that one of the most signiticant
famms In ensucing successful integration at school level is dependent upon

favorrable attitudes held by teachers.

Vizinstreaming, a term coined by the Americans, 1s used synonymously with the
term integration’ used by the British. Both these terms are used interchangeably.

Integranion’ is generally ased to refer to 'z variely of non-segregated settings and

€2

elst a process of increasing participation in the mainstream’ (Booth, 2000).

In other werds, mainsireaming implies placement of a learner in the existing

system of education withow making approvriate changes within the system in

N
Npmsy iy o

aceordance with dhe spzeific needs of the Jearer. Integration, on the other handg,
promates placernani of g leamer in genera) education and makes accommodation
{or particular needs of the learner, for exaraple, fustiinting pull-out progranmmes
and providing special or remedial facilities.

o



Inclusion is the focus of worldwide educational reforin. An inclusive philosophy
-has become central to the educaticna! policies of large iumbers of developed and
‘developing countries and has emerged as an ymportant aspect of international

discussion about how best to respond to learners who experience difficulties in

school (Engelbrecht, et al. 1%99). Inclusion, within the international context,
developed as a result of an erfort to overcome the shortcomings of accommodating
and supporting learners with disabilities within inainstream education that

characterized integration.

In the South African context, inclusive education can be defined as a system of
education that 1s responsive to the diverse needs of learners. The National
Commission on 3pecial Needs in Education and Training (NCSNET) and the
National Committee for Education Support Services (NCESS) report (Department
of National Education, 1997) provides sufficient clarity in this regard: The separate
systems of education which presently exist (“special” and “ordinary™) need to be
integrated to provide one system which is able to recognise and respond to the
diverse needs of the learner population. Within this integrated system, a range of
sptions for education provision and support services should be provided. The
svetem of education should be structured in such a way that irrespective of the
lzatrung context, ovportuanities for facilitating integration and inclusion of the

learver in el aspeets of Iife should be provided (Engelbrecht, et al, 1999).

4.4 ATTITUDES OF TEACHERS TOWARDS INCLUSION
£xploring teachers' atiitudes is significant because the teacher is the ultimate key
to educational change and school improvement (Hargreaves, 1994); she or he is in

the foreftont of implementing stated policies with constructed educational realities.

A B

As Mousley, et al in Viachou (1997) has stated.' it is difficult to develop policies

e

whieh define “what will be™ vwiithout careful consideration of “what is™ in terms of

i £

ret o me: yuats O rpge SR
sty veliels end ohitades.
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Teachers are human beings with individual attitudes to difference and disability,
formied In a context of prevas s sceial attitudes {Engelbrecht, 1997). Many may
inisially resist the notion of inclusion. Wade and Moore (1992), feel that the
maistreaming policy has led to somne resistance on the part of teachers unfamiliar
with the handicaps and disabilities they now face in the classroem. They ascribe
this resistanice to having grown out of earlier policies of segregation, which have
causad a stigma to be attached fo handicapped people, resulting in non-acceptance

of these people in “normal” ¢nvironments.

Z2.4.1 National developments

- In the Apartheid era, policies and practices were designed to perpertrate
inequalities along racial lines. Naicker(1995) maintains that the first democratic
elections, on the 27® of April 1994, marked the end of the apartheid era in South
Africa. Previously, South Africa was ruled by a white minority which ensured

scgregation n all aspects of life, from education to sport.

With the advent of a new South Africa, various mechanisms were piut into plan in
all aspects of life. In the case of specializad education, the initiatives began with
te setting up of national and regional policy groups, and the African National
Congress (ANC) was one of the first political parties to develop a policy (Naicker,
1995, Departinent of National Education, 1996). At a national level, a government
paper attempted to provide a regional framework for specialized education in the
nine provinces and strategic manzgement teams, representing various stakeholders

warked to develop new policies.

The teacher is the ultimate key to educational change and schoo! improvement.
Teachers do not merely deliver the curriculum. They develop, define it and
mterpret & t00. It is what teachers think, what teachers believe and what tzachers
de at the tevel of the classroem that ultimately shapes the kind of learning, that

young people receive (Vlachou, 1997, Hargreaves, 1994).



currently being expected to make major changes in the way they understand
teaching and learning in the process of adapting to an entirely new curriculum,
‘There is; of course danger that inclusion could sunply become a name for past
practices, or tnat such radical change is simply seen as a symptom or an effect of
‘policy hysteri'..... creating a climate of confusion and contradiction for
educational development (Allan, 1999). The fact that many teachers in South
Africa work with learners who have been “mainstreamed by default” (Donald,
1993) 1s in some sense an advantage. Davies & Green (1998) found that a number
of South African teachers in mainstream classrooms were positively disposed
towards inclusion. Teachers in mainstream classrooms will be and in many cases
already are accommodating learners with a diverse range of needs.

International research suggests that teachers with little experience of people with
disabilities are likely to have negative attitudes to inclusion (Coates, 1989; Miitler,
1995; Engelbrecht, et al, 1999).

2.4.2 International developments

These are few studies of teacher attitudes towards the implementation of inclusive
education (Booth & Ainscow, 1998). What is therefore disturbing is that in many
countries, inclusive education is being introduced before thorough studies on the

acceptability of inclusive educatien are conducted (Mushoriwa, 2001).

Teachers' attitudes towards the inclusion/integration of children with disabilities in
mainstream settings have been researched by many authors. In each of the five
UNESCO world regions, it was found that educators' perceptions of mtegration
differed sigrificantly across and within countries according to various factors: the
existence or not of a moderate law favouring integration, the amount and type of
their training, their experience of learners with petenually "handicapping’

conditions, ard the support available in ordinary schools (Viachou, 1997). -
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Specifically, it was found that ducators’ attitudes were positive towards the
imtegration of ‘delicate' learners, iearners with physical handicaps. specific learning
difficulties and speech 'defects’ ; while they revealed less positive atiitudes towards
the integration of learners with severe mental disability and learners with multiple

dhisabilities.

This study was based on a hierachy of preference’ list of disability groups which
has also been used in other studies (Hegarty and Pocklington, 1981). Within the
literature on attitudes towards inclusion, there have been various studies conducted
in some countries which have shown that negative attitudes have developed in

many teachers who have been involved in inclusion.

From Mushoriwas's (2001) personal experience and observations in some African
countries, such as Uganda, Kenya and Malawi, where itinerant teaching
programmes which support children with visual impairment have been established
for many years, there is little evidence of change in teacher attitudes towards
mclusion. Even in scme developed countries, there are indications that some

teachers do not welcome children with certain disabilities.

In a study by Booth & Ainscow (1998, cited in Mushoriwa, 2001) in the
Hetherlands, it was found that many pupils who had been included in a regular
class wanted to go back to their special schools after suffering isolation and

stigmatisation in the regular class. This, of course, negatively affected their

i a study by Mushoriwa (2001) on the attitude of primary school teachers in
Favare, Zimbabwe, towards the inclusion of blind children in regular classes, it
wax 2stablished that the majority of teachers had a negative attitude towards the

melusion of the children in regular classes.

[y
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Research by Murphy (18963 @ = study of 22 scheols in Colorado, related that 70%
of the respondents agreed that inciusion would work well in their schools. But the
same study goes on to say that ¢0% of the respondents disagreed that regular

- education staff want exceptional stedents m their classes full-time.

The research indicated that aitf:cogh teachers indicated inchusion s a good concept
and would work well in their scheols, the attitudes of the teachers indicated a
different response. The teachers were opposed to implementing the concept

(Scruggs & Mastropieri, 1996, Murphy, 1996).

Margolis & McGettigan (1988) Vlachou & Barton (1994) ascribe negative
attitudes, identified in teachers in studies done in the United States of America,
Canada and the United Kingdom, to the following factors:
» Teachers not perceiving LSEN to be receiving adequate support within the
regular class environment and also feeling that the needs of the majority of
children in front of them may be neglected as attention 1s focused on LSEN
{Vlachou & Barton, 1994).
» Teachers being resistant to change — finding it threatening, and having to
change the proven teaching methods to accommeodate LSEN (Margolis &
McGettigan, 1988),
« Teachers sometimes feeling threatened if they are faced with too many diverse
needs in their classrcoms at one time (Scruggs & Mastropieri, 1996);
« Teachers feeling resistant to the objectionable way that the inclusion policy
was imposed on them, where they were forced to make changes, causing a
detrimental effect on teachers' self esteem and job satisfaction (Vlachou &
Barton, 1994),
» Teachers feeling that the same classification system, according to-which
children may be removed from the general class for certain periods in order to
receive specialised attention, may have labeﬂéd and stigmatised these children - “

putting the focus on failure, rather than prevention {Coates, 1989) and;

14



+ Teachers feeling snowed-under by the vast amount of paperwork tnvolved in
autcomes based education, where individual education programs have to be

~developed for each child (Engelbrecht, 1996).

A number of studies have found a positive shift in terms of teachers’ attitudes
towards inclusion. The studies in other countries like Denmark, Sweden, England
and Netherlands, showed that educators in regular education welcomed, in
prnciple, the idea that learners with special needs should go to regular schools and
grow up with other learners (Clark, Dyson and Millward, 1995). As soon as
integration was given concrete form by the placement of a special need learner in
the regular classroom, however, educators started to show concern and to raise

objections.

Educators were afraid that knowledge and skills were insufficient and that the
placement would have a negative effect on the learners in the classroom (Allan,

1999).

Research in the United States indicates considerable variability among regular
school educators in their attitudes towards inclusive education. While some were
positively oniented towards receiving disabled children into their classrooms
{Reynolds, Martin-Reynolds & Mark, 1982; Schmelkin, 1981), the attitudes of
others constitute a source of grave concern to advocates of integration (Latcham,
1980, Payne & Murray, 1974; Vace & Kirst, 1997).

Scruggs and Mastropieri (1996) reviewing research on teacher attitudes in the
United States, Canada and Australia, found that across some 28 studies published
between 1958 and 1995, a majority of teachers agreed with the general concept of
mainstreaming (Buel, Hallam, Gamel-McCormick & Scheer, 1999 Marshail,
Ralph & Palmer, 2002). Their analysis showed that the majority (65%) of general
educators supported the idea of inclusive services. However, only 292% of
general educators indicated that they had adeguate tradning and expertise to
implement inclusive services.
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Fusther, the primary supporis neaded by generzl educators meluded time, {ramning,
personnel and material resources, and adegusie cluss size. Marshall, et ai, (2002
commented that teacheis’ views on mainsiveaming should be taken mte account, as

thev are the people who carry the responsibibity for implementing policy.

* From the literature study conducted in the United States in the last few years, the

following factors were found to be gcod predictors of more positive attitudes -

» When parents were involved in their children’s schooling and the teacher was
thereby assisted, more positive attitudes on the part of both the teacher and the
parent were effected (Hegarty, 1993);

» smaller class numbers, where the teachers felt capable of coping and LSEN
were accepted by their classmates;

=~ when the inclusion policy is compatible with the existing set of beliefs of the
teacher , these new practices contribute to the social, professional and
psychological needs of the teacher (Hegarty, 1994);

» if the teacher is able to understand the new approach, and try it out in small,

manageable steps, moving towards an ultimate goal (Hegarty, 1994).

sadek and Sadek (Armstrong, Armstrong & Barton, 2000) gave a report on the
sindy of the attitudes towards inclusive education in Egypt. They maintained that
such study could be used as a guideline to enhance special education services in a
developing country like Egypt, particularly in the field of teacher preparation and
training. Changes reeded for school environment, and changes in admission
placemeant and curriculum could be indicated.

Alibough the attitude study revealed in general, a positive attitude towards
metusion, the need for teacher training, and adequate methods of teaching were

wentified.
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2.4 INKLUENCE OF TEACHER -~ TRAUNING ON THE ATTITUDES OF
EDUCATORS

A review of literatare on teachers’ attitudes to mainstreaming or inclusion, shows
 that there are numerous variables which may influence teachers' sttitudes towards

inclusion (Engelbrecht, et al, 1996; Hegarty, 1994; Vlachou & Barton, 1994):

« teachers' belicfs and confidence in their own abilities to teach L3EN; fear of
failure a3 well as their concems for the neads of “regular” leamners in their
classes;

« teachers' past experience of teaching LSEN and their knowledge and
conceptions of disability;

» teachers' perceptions of successful leaming outcomes, especially in terms of

Individual Educational Programmes for individual LSEN;

» special training that teachers have received to cope with LSEN, courses that

they have attended/inservice training (INSET) they have received.

Siudies conducted in Australia have indicated that, historically, general education
t=achers have not reacted favourably toward the notion of increased inclusion of
students with disabilities (Tait & Purdie, 2000; Bacon & Schultz, 1991; Lammivee &
Cook, 1979). The reasons for a lack of enthusiasm for inclusive programmes by
many teachers are varied but include concerns about the quality of work that
children with disabilities in regular education classes will produce, the amount ot
teacher time that these students will require, lack of support services and the
general inadequacy of a regular classroom to meet the highly individualised needs
of students with disabilities. Early studies showed that as well as being
apprehensive about the quality of the academic work that children with disabilities
in regular classes could produce, teachers also were concerned about their own
ievels of preparation for inclusive practice (Bender, 1995 cited in Tazt and Purdic).
Murphy (1996 cited in Tait and Purdie), for instance, found that only 22% of
teachers in iniclusive classrooms said they had received special training, and just
half of these teachers thought their training was good.
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. Inadequate personnel training progammes is another problem of achieving
inclusion in developing countries. Apart frora the need for regular and special
needs teachers with different specialities, the successful education of learners with
disabilities in inclusive schools requires the involvement of different professionals
- who assist in identification, referral, diagnosis. treatment and provision of
appropriate educational and related services. Research indicates that adequately
trained professionals are required in the provision of meaningful educational

services to students with special needs in regular schools.

Evidence suggests that several institutions of higher education in many developing
countries have training programmes for regular and special needs teachers (Marfo
1994, Eleweke 1999a), however, training programmes for support personnel such
as educational audiologists, psychologists, speech and language pathologists, and
communication support workers, such as interpreters, are not available in many of
the developing countries (Eleweke 1999a). Research, for example, in China
indicates that support personnel, such as vocational councillors, evaluators and
work placement specialists, are lacking in most of the educational institutions
serving learners with special needs (Xu, 1995). Furthermore, concems remain
about the inadequacies of the teacher training programmes, in view of the lack of

relevant matenials and facilities, in institutions in most of the developing countries.

Combs & Harper (1967) maintain that training is one of the main issues to be \
addressed. Additional pressure could cause negative attitudes towards teaching
especially when the teacher has not had training in how to meet the unique

individuals needs.

Research in Hong Kong ordinary primary schools (Reynolds, Wang & Walberg,
1987) reflected that many teachers lacked skills and knowledge in teaching
children with special needs. That inadequacy adversely affected their attitudes
towards integration. A more positive frame of mind in teachers should be
inculcated through in service training and education, particularly so that their
confidence and compeience levels, in the face of special needs students, are raised.
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For integrated or inclusive program practices to successfully address the individual
needs of students, general educanon teachers must feel more supported and
efnpoWered (Buell, et al, 1999; Mercer, 1996) .Ait'riough educators will nieed to
ih’lpro've their skills and knowledge, much: of the resistance teachers report, is a
result of a lack of resources and services for learners with disabilities (Buell, et al,

1999).

2.6 INFLUENCE OF TEACHING FACILITIES ON ATTITUDES OF
EDUCATORS

Another 1ssue is the availability of resources, such as teaching materials, which are
necessary for instruction. Pijl, et al. (1997) have found that teachers are not given
the resources they need. When teachers are not provided with the tools they need to
educate students, it is believed that that could lead to negative attitudes.

In a study of teacher aititudes toward the inclusion of students with disabilities in
Newfoundland and Labrador elementary schools, Canada, it was found that teacher
attitudes are related to the availability of resources. Evidence supported the fact
that early placement in an inclusive setting, with an individualised programme,
would be beneficial to a child provided that adequate resources and qualified
personnel were available (Jenkinson, 1997, Wang & Walberg, 1983).

Additional information was gathered from the teachers on the specific nature of
support services that they believed necessary to facilitate the successful inclusion.

oi those with disabilities.
Generally, the attitudes of teachers toward teaching children with disabling

conditions were positive, but training of teachers and adequate resources were seen

as necessary for the successful inclusion of exceptional children (Jenkinson, 1997).
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Svidence suggests that the facilities essential for educating learners with disablities
mnany schools in developing countries (DC's), are lacking or grossly madequate
where available. Anumonye (:9%1), for instance, investigated the problems of
miciusion in the West African country of Nigeria. The data indicated that the
rexuired educaticnal materials. were not provided or were inadequate in regular
schools where students with special needs were being integrated. Further, the data
indicated that there were no personnel in most institutions, to provide important
advisory services that would sssist the regular ieachers with teaching and
managing the learners with special needs who were being educated in public
schools. In some schools, Anumonye (1991) found that there was little contact
beiween the children with disabilities and their teachers and other pupils. It was
ohserved that those children at the primary levels were socially isolated since they
Just sat n the classrooms and did not participate in activities outside the confines
of the large classroom. Clearly, evidence indicates that inadequate facilities,
absence of support services, large class sizes and poor infrastructure are some of
the obstacles to achieving meaningful inclusion in developing countries, eg. in
South Africa (Muthukrishna 2001), Ghana (Mawutor and Hayford 2001), India
(Chadha 1999, 2000), Botswana (Matale 2001) and Uganda ( Kiyimba 1997)
{Macshall, et al, 2002).

According to Forlin (1995) there has been a noticeable increase in the number of
educators reporting physiological and psychological symptoms of occupational
stress. Otto (1986) maintained that teachers were being asked to ‘perform miracles’
with limited resources and in the face of other obstacles, and they were held

responsible for problems they could not possibly solve (Forlin 1995).

2.7 CONCLUSION .

From above research studies and discussions, it is clear that children with
disabilities are not easily accepted in regular classes. This rejection has serious
repercussions on the social, psychological and intellectual development of the
child. A pupil's most fundamental need is to be known and accepted as a valued
member (Mushoriwa, 2001 ).
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iri developing countries, a lot still needs to be done to change the atfitudes of
teachers and the society as 2 whole so that inclusive policy can be implemented
successfully. indeed teacher acceptance of, and attitude towards, individuals with
disabilities are perhapz the most nmportant variables in determining success. It
would appear that South Afiica finds itself in a very favourable position in many

- ways. The policy of inclusion that is now implemented in South Africa, has been
evolving internationally for maany years. We, in South Afrnca, are able to addresss
the difficulties experienced @ other countries and are thereby in a position to

prevent costly mistakes.

The next chapter, Chapter Three, reviews the theories on models in an attempt to
offer a context to understand pertinent features of the theoretical background

within which this study is conducted.



CHAPTER THREE

- THEORETICAL FRAMEWORK

3.1 INTRODUCTION

In order to put this study into context, the mfluence of teaching facihiies and

- teacher training on the attitudes of educators towards the implementation of
inciusive education will be investigated. Therefore, the concept of inclusion wiil
‘be discussed in detail with special focus on the history of its development both
mternationally and, more recently, 1n South Africa, together with an examination
of the foundaticsi and theoretical bases of current inclusive practices. Learners
with Special Educational Needs ( LSEN ) will thus be defined in greater detail,
with specific reference to the South African context. Lastly, the concept of

attitudes will be discussed.

The dramatic changes in South African Society in the past few years have affected
both general and special educators ( Engelbrecht, et al, 1999). This transformation
m education 1s loested within a new framework of thinking that requires a different
conceptual framework that is consistent with Education White Paper 6 ( WP6). It
i3, therefore, not surprising that the restructuring and redesigning of education,
arcluding the movement away from segregated settings for learners with special
needs, to the provision of education for all learners in an inclusive and supportive
izarmng environment, have been received with misgiving by some people

{ Engelorechi, etal, 1999 ). The movement towards inclusive education has
provuded an important opportunity to reframe people's perceptions and attitudes of

. i
R - 5
{E3e changes.

2& THE HISTORY OF INCLUSIVE EDUCATION IN SOUTH AFRICA
4 terneonal and national patterns and trends regarding disability have
undergone major shifis which fave influenced to a large extent the movement

wvvards inciusive education 1 South Africa.



“ne changing soewnl, sconomic and political 2limaie has also contributed to the
~hange in attitudes towards education. In order to provide explanatory power to
inclusive education thinking, reference is made to race, class and gender since
South Africans are weil aware of the nature of absolute truths or common sense
c;*:.;:;r—:riences that have emerged from our past. This includes a shift from disabilisi
iheories, assumptions, practices and models to a non - disabilist inclusive system of

education ( Department of Education, 2002).

Inclusive education is a relatively new notion and one of the current issues in
South Africa. It is not just organisation and professional practices that need to be
deconstructed and reconstructed but the curriculum also, as this lies at the heart of
the educational enterprise ( Pyjl and Meijer, 1997 ). In terms of the curriculum to
reform special education, the usual intervention is to try to ensure that children
with special needs have access to exactly the same curriculum as everyone else and
ihat curriculum delivery must change in order to ensure this access.

“... instead of an emphasis on the idea 'integration’ , with its assumptions that
additional arrangements will be made to accommodate exceptional pupils within a
system of schooling that remains largely unchanged, we see moves towards
inclusive education; where the aim is to restructure schools in order to meet the
needs of all children ...”

{ Clark, Dyson and Millward in Ainscow, 1995 )

This inclusive orientations was a strong feature of the Salamanca Statement on
Principles, Policy and Practice in Special Needs Education, agreed by
representatives of ninety two governments and twenty five international
organisations in June 1994 ( UNESCO, 1994 ). The Salamanca Statement argues
ihat regular schools with an inclusive orientation are;

" the most effective means of coribhating discriminatory attificdes, creating
welcoming communities, building an inclusive soc: tety and achieving education fur
all; moreover they provide an effective education 1o the majority ot children

and improve the efficiency and ultimately the cost— effectiveness of the entirs
education system.”( Salamanca Statement, 1594 )
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“The anportance of developing an accepting and inclusive society, where all pecple
are valued for thelr contmnbutions, hias become the focus in the last few decades.

- This 1s also the philosophy on witich ihe policy for inclusion in education is based.
The inherent right of all people to participate in their societies in a meaningful
way, now implies the acceptance of differences that would previously have
euctuded them. The responsibility for normalisation has, therefore, now shifted
from the Leamers with Special Education Needs ( LSEN ) having to adapt and fit
mto a © normal world “ to the environment having to be reorganised in order to
meet the needs of all members of its society, including those members with special
educational needs ( Du Toit, 1996).

In the past, children were placed in special schools and were expected to adapt to
ordinary curricula. The focus has now been moved to adapting “ordinary” schools,
wherever possible | for the needs of LSEN.

Barton ( 1995 ) sees inclusion as a vision which challenges the policies and power
underlying delivery of services to disabled people. He views inclusive schools as a

means to eradicate all the disabling barriers.

liy South Africa, the movement towards inclusive education has been complicated
by the segregation of children with special education needs from the “ normal ©
child in mainstream education, and also by the segregation of races into different
educational systems. In all Departments of Education, the provision of specialized
erducational services has fallen behind the estimated need, further the patterns of
racial inequality, in the provision of general education, applies with particular
severity to this area, such that the inzdequacy of provision for children with special
education needs — whether through minstream or specialized facilities — is
exireme ( Donald, 1993 ;. Du Toit states that disparities can be seen in the unequal
access 1o specialized education; training of teachers in the different education

departments and diffevent edocation {acilities given to ditferent racial groups.



~ As South Africa moves relentiessly rowards dramane constititiona! change,
education mevitably will rise up o the politicas agenda ( Green, 1991 ). In the
past few years, however, there have been vast changes, not only polifically,
sacially and economically, but also 10 terms of education. In April 1994, the first
democratically elected govemment of South Africa came to power, bringing with it
a new political dispensation. The 1994 elections brought about changes such as
democratization, equality, non - discrimination, equity and redress, and the
Reconstruction and Development Programme - © a better life for all”, { Department
of Education, 1996 ). The South African government's commitment to transform
the education system, is taking place within the context of the inadequate number
of learning centres and other facilities to meet the needs of LSEN, typically among
those groups of learners historically marginalized and excluded. According to the
Salamanca statement,

“schools should accommodate ail children regardless of their physical,
intellectual, social, emotional, linguistic or other conditions. This should include
disabled and gified children, street and working children, children from

linguistic. ethnic or cultural minorities, children from other remote or nomadic
ropulations and children from other disadvantaged or marginalized areas or
groups (Salamanca Statement, 1994).

ngelbrecht, et al (1999) stated that the successful implementation of inclusive
education depends on meeting the educational needs of all learners within
cemmon, yet fluid contexts and activities, and should not be seen as just an ideal
staic or idea but rather as an unending set of dynamic processes (Booth, 1996).
Thus, it is very important to describe who the learners with special education needs
are and what provision can be made for such learners.

3.3 LEARNERS WITH SPECIAL EDUCATIONAL NEEDS (LSEN)
Uver the years there have been many terms used to describe learners in need of
~pocial or specialized education. They have been referred to as “exceptional
cniidren” {Blackhurst & Berdine, 1981; Kirk and Gallagher, 1983 ; Kapp, 1985)
w/and “children who deviate from the average normal children”.
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- South Atrica the most commonty wiea term 5 “Lexmers with special

eracational needs™ which was used for the first vime W the Wamack report on

Leacial Bducativund neads (Depertment of Educavion and Science, 1978 ; Kapp.
1289)

I South Africa, a shift is being made from refening io LSEN, to referring to the -
removal of “barriers io leaming” (NCENET & NCESS, 1997). It 15 important to
nots that there are baitiers to learning that lie within (intrinsic) the individual and
pbarriers to learning which lie within the system (extrinsic) - (NCSNET & NCESS,
1997). Thus, these barriers to learning can be caused by intrinsic and extrinsic
factors.

intrinsic factors are described as those deficits which lie within the learner
theraselves, for example , neurological deficits or impairments, physical
nnpairments or sensory impairments which may vary from mild to severe
impairment of functioning (Donald, 1993).

Extrinsic factors are factors which have been caused mainly by systemic and
structural factors. This is especially applicable in the South African contex. where
there are conditions of widespread social and educational disadvantage. (Dcnald,
1993). Donald (1993) argues that in South Africa, for some of the ~hildren who

present with special educational neceds (including those with lezming difficuities),

it is questionable whether these children do have an intrinsiz disability at all. These

extrinsic factors, which are of a socio-educational naturs, create, or coniribute
largely to learning problems that a child may be experiencing (Donald, 1993).

They include the following factors:

- poverty, emotional neglect, social upheaval, violence or political instabilicy cnd
ineffective education.
- They, in turn, cause conditions such as malmustrition, lack of stmulanion, deloye

development and underachisvement.

!
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- Kapp(1989) maintains that barriers to learning are sub-divided into development
{ohysical) problems, learning {academic) probiens and behavior (emotional)
probiems.

Development problems may be identified when a child's fotal development, or
cortain aspects of it (language, motor development), shows a conspicuous delay in
- comparison with that of other children (Kapp, 1989). These developmental delays
may be also caused by physical conditions, such as deafness, blindness and
cercbral palsy.

Learning problems appear in teaching situations when, for some reason.or other,
a child experiences more problems in learming than is normal. The LSEN
experiences problems with the acquisition of basic academic skills such as
spelling, reading, writing and mathematics (Kapp, 1989).

In the case of behavioral or emotional problems LSEN are initially identified
because behavior is different, more intense and of longer duration than is normally

expected from children of that age (Kapp, 1989).

The key to preventing barriers from occurring is the effective monitoring and
meeting of the different needs among the learner population and within the system
as a whole. If these needs are not met, learners may fail to learn effectively or be
exchided from the education system (Department of Education, 2G01).

The White Education Paper (1996) states that various barriers to leaming exist
within the system that make leamers vulnerable to exclusion and learning
braakdown. Some of these are:

- negative attitudes to and siercotyping of differance.

- An inflexible curriculum

- inaccessible and unsafe butlt environments

~ nappropriate and inzdequate support services

- madequaiely and feappropriately rained educaiion managers and educators

3 -~
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- 3.3.1 Education for Learcess with Sperial Edscation Needs

ELSEN has for decades been conceptualized i a number of different ways.
Several models have becn developed, and each of these has a different perspective
on what ELSEN is. These models have consequently led to varying approaches in
coping with children with leamning problems. Naicker (1999) claims that both
international and national patterns and trends regerding disability have undergone
major shifts which have influenced the movement towards inclusive education in
South Africa to a large extent. These shitts centered mainly around the move from
a medical discourse to a rights (social) discourse (Engelbrecht, 1999). The two
predominant models used are:the medical or welfare model, which embraces a
normal versus abnormal dichotomy perspective when dealing with LSEN, and the
sacial model which argues for a holistic or systematic approach when dealing with
LSEN (Department of Education, 2001). Fulcher (1989) indicates that models or

aiscourses have uses rather than inherent meanings. They serve particular interests.

3.3.1.1 Medical model

fraditionally, education for Learners with Special Education Needs (ELSEN) was
icarner-based on the specific disability, resulting mn admission to a special school,
and exclusion from mainstream education. According to this medical approach or
nodel, disabiiity is defined as a permanent biological impediment and positions’
individuals with disabilities as less able than those who can recover from iflness or
who are non-disabled. As a form of biological determinism, the focus of disability
15 on physical, behavioral, psychological, cognitive and sensory tragedy (Gibson &
Depay, 2000). One example, in schools for the “physically disabled™, students are
constructed 23 disabled and the disability is conceived of as an objective attribute,
net a social construct (Engelbrecht, 1999). In other words, such a person is
cxefuded from mainstream sccial and economic life because of a disability that is

- thought to B2 a natwral and irramediable characteristic of the person.

The medieal model focuses solely on the clinical aspects of the human bady and

s little atfention to its secio-political aspects (Vlachou, 1997).
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£ his medical framework rew rees and is reinforeed by charity and lay discourses
hich define disabled pespls 54 in need of help (Liewellyn, 1983), as an object of
ity (Borsay, 1986), as persoraiiy tragic (Oliver, 1986), as ‘dependent and eiernal
children... and as low achievers by ideal standaras’ (Fulcher, (Vlachou, 1997).
Thus, the probicm to be addressed by disability services is sifuated withun the

dizubled wdividual (Gilson & Depoy, 2000).

Civan (1998) maintains that the medicad msdel of disability does not bode well for
those who are permanently disabled with conditions that cannot be modified or
changed by professional intervention (Gilson & Depoy, 2000). In this view, the
individual who cannot be ‘fixed’ by professional intervention so to speak, remains

deficient.

3.3.1.2 Social Model ( Hurzan Rights or Social Justice)

In the social model, while an internal condition is acknowledged, it is not
necessarily seen as undesirable or in need of remediation (Gilson & Depoy, 2000).
This new model of education claims that the breakdown in learning is caused by
barriers to learning and development and that all learners can learn effectively,
when educators have been enabled to identify or prevent these barriers and assist
the learners to overcome them (Department of Education, 2001). Negative
attitudes, limited physical acc2ss, limited access to communication and or
resources, and to the rights and privileges 6f a social group are considered as just
some of the barriers that interiere with the disabled individual's potential to
aciualize his or her desired roles (Barnes & Mercer, 1997 cited in Gilson & Depoy,
2000). Thus, disability is seen as diversity of the human conditicn and not as an

undesirable trait to be cured or pitied.

A social model of disability is socially constructed. This lens views the locus of the
problem to be addressed by services and supports within the social contex: in

which individuals interact (Gilson & Depoy, 2000).



- Learmers are no longer seen =z childeen with probiems which need curing or pity,

' bur are perceived and treated as dignified buman-beings, each with their own

- unique potential, diversity of needs and abilities. There 1s the realization that
diversity is a phenomenon of normal society, and that it can be accommosdated 1
arr melisive education systern: (Department of Education, 2001). Rather than
attempting to change or fix the person with the disability, a social model of
disability sets service goals as removal of social and environmental barriers to full

social, physical; career and spiritual participation (Gilson & Depoy, 2000).

3.3.1.3 * A proposed model for building an inclusive school

The NCSNET/NCESS report (DNE, 1997) highlights the importance of the
concepts of holistic institutional development and the health-promoting concept as
broad frameworks for pursuing the development of a teaching and learning
environment that accommodates diversity and addresses barriers to learning and

aevelopment.
Using the framework of Davidoff & Lazarus (Engelbrecht, et al, 1999) for school

ta following framework (Figure 3.1) could assist schools in their attempts to build

an inclusive schoel (Engelbrecht, et al, 1999). This framework could be used:

as 2 guide to what areas to focns on in attempting to identify and understand
those barriers to inclusion that exist in a particular school;

- as a basis for developing a comprehensive programme of school development
that ensures that all aspects of school life are included in the development of an
inchusive teaching and learning environment; and
for placing specific problems or challenges in a holistic frame, ensuring a
comprehensive understanding and, eventually, comprehensive strategy aimed at
developing an inchusive schon,

(refer to diagram)
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The researcher 15 of the opinion that the madical «nd social models are

| rtc,dependenf on f:aéh other, inai is, they cannot fumction in isolation. The deficit
_appreacty, rootad within the medical, charity and lay concepts of disability, is
central to the way welfare states and éducéiiona! practices respond to an mncreasing
proportion of citizens (Fulcher, 1989 cited in Viachou, 1997). This is not to say
that individual factors should bz ignored, tor especially where learning 1s
(:onceme(L we canuot reject the existence of factors within the child that inhibit

leaming ; this would be to replace one extreme view with another (Vlachou, 1997).

Many of the psychological theories, underpinning much of the understanding
around learming breakdown, shape the belief that problems are located within
learners (Department of Education, 2001). For example, very little is said about
system deficiencies. Fulcher writes that:

Since sociely is steeped in the medical model... Its professionalism informs the
perceptions of a wide range of people. This includes those with formal power
(politicians, legislators,administrator), in a wide range of arenas and practices,
including social workers, psychologists, rehabilitation counselors and teachers....
as well as those with informal, interpersonal power over the lives of people tagged
as disabled (Fulcher, 1989).

This could mean that provision of education for learners with special needs will be
based on intensity of support needed. It should be borne in mind that the levels of
support range from low to high levels of support. In South African mainstream and
fuil-service schools, the Institution Support Teams (ISTs) are to be established, to
assist learners who need low to moderate levels of support.Highly skalled
specialists would then work on a consultation basis giving tratning and support to

- the teachers at the schools, and doing specialized assessments, Giagnosis and -

plarning interventions (Department of Education, 2001).



Within the South African context, it would appear that theoretically an inclusive

erfucetion policy is not only economically and educationally viable, but in the long

o it will hopetully help o reconcils South African socicty, (o a society that

(..-

socapts, cherishaes and respects differences. Pyl, et al (1997) end other rescarchers

rave stated a number of obatacies that will play a rele in instituting a policy of

L

wnlusion: attitudes, isck of krowledge and skalls of teachers acquired through

waming and expenences, segreganes, feaching methods and materials and a lack

of clear poticy.

Yor the purpoze of this mini-dissertation 1 will now briefly investigate attitudes,

how they develop and how they affect teaching and more specifically inclusion.

34 ATTITUDES

~ue of the goals oi inclusion is to:-

" change the aititudes of icachers and students without disabilities who, some day,

will become poirents and taxpayers and service providers.” (Fuchs & Fuchs,

since teachers are the people who make learning possible, their own attitudes,
behels end feeiings with regard to what is happening in the school and in the

~lassroom «re of ciucial iraportance ( Engelbrecht, et al, 1999). To suppoert the

5]

rciusion of learners with special educational needs, teachers have to be sensitive
oot aply to the particniar neads of individual learners, but also to their own

atittudes and feelings.

Y43 Defipitien of the concent : “Attitude”

A sirnpie definttion of the concepi “atutede” informed in this study is by Ajzen
) wie states that an attituds b a “disposition to respond favourably or

unfaveurably to an obizcl person, instiution or event”. For example, inclusion

eoula e an obyrct oy coen 2 2 vonrabie o unfavourable.

s



tlegative and harmtul attitudes owards differences in our socicly remain a eritice:
barrier to learning and develtprent. Diseriminaicy aitiludes resuiting from
prajudice against people on the basis of rece, clats, gender, cuiture, disability,
religion and other characteristive manifest theriseives as barriers to learning when
such attitudes are directed towards learners in the education system (National

Department of Education, 2002}

Paron and Byrnie (1997) define attitudes as follows:

Attitudes are associations between attitude objects and evaluations of those
objects. They can strongly ifluence social thought and the conclusions and

~inferences we reach. Attitudes reflect past experiences, shape ongoing behaviour,
and serve essential functions for those who hold them. Allport (1935) cited in
Foster and Louw- Potgieter (1992) strongly believed that attitudes were the most
important factors in determining the outcome of social interaction. The importart
role that attitudes play in social interactions, including teaching, has been

emphasized by most researchers and psychologists.

3.4.2 FORMATION OF ATTITUDES
Baron and Byime (1997) have cited a few ways in which attitudes can be formed:

individuals acquire new forms of behaviour merely through observing the

actions of others. This process is known as modelling. For example, parents

who warn their children against the dangers of alchohol, but then throw parties
-at which peogle drink excessively. It is likely that children will do as their

parents do, not as they say.

- itis also believed that attitudes may be formed on the basis of direct personal

eXperiences.

Aeeording to various research quoted by Baron and Byrne (1997) attitudes
resulting from divect experience tend to be stronger in several respects than ones

resuiting rom vicarious experiences.



"What is implied-is that ekperiential learning leads to the forming of stronger

sitiasdes than doeés more indirect forms of leaming,.
Yrom the detinitions of attituila given by varicus researchers, it would seem as
thoiigh attitudes have cagr'si'.*.nfe, afiective {emativnal) and behavioural

components

143 COMPONENTS OF ATTITUDES
tlany researchers strongly believe that there is a close link between attitude and
behaviour. The relationship between them is far more complex than common sense

weuld suggest {Baron & Byme, 1997).

This research is informed by Festinger's cognitive dissonance theory which is a
state of psychological discomfort that occurs when there is a basic incompatibility
between our thoughts and our actions, or between two or more sets of ideas,
attitudes or opinions that we hold. To reduce the discomfort, we change something.
We try to reduce dissonance by telling ourselves that the altemative we have
chosen is raally more desirable and the one we have not chosen is less desirabie

( Papaha and Olds, 1988).

Situations that can produce cognitive dissonance are those in which we do
somethmg contrary to our deeply held ideas about what is right or proper, those in
which we hold a belief that appears to defy the rules of logic, those in which
something happens that contradicts our past experience, and those in which we do
something that does not fit our idea of who we are and what we stand for

{Festinger, 1962).

Baren and Byme (1997) give a clear, simple exampie of the attitude-behaviom
relationship. They maintain that the various components of atiitudes are not always
highly consistent. These inconsistencies may then influsnes one's behaviour,

depending on the circumstances



For example. a learner hawm to choos af;nc subjects raight choose a subject
wnlch may be du]ler but, wh‘n-h will enable him to graduate (cognitive), rather than
a subject which is interesting and sounds like fim, but1s of no vocational

significance (emotional).

ocn{)als n bouth Aﬁma are vmmﬁ) faced with enormous challenges with regard
to their development. Becoming “inclusive” is one part of the broader challenge of
'.bui_lding a culture of learning and teaching where quality education becomes a
rﬁ;ility. Some cducators may feel ready to confront the challenges whereas others

may be overwheimed with their challenges.

Ti should be borne in mind that a teacher not only needs knowledge of, and skills,
to cope with LSEN, the cognitive component, but ideally these cognitive
c_omponeﬁts should be linked to positive emotional components. Baron and Byrmne
(1997) state that, in order to ensure positive behaviour, teachers have to develop

positive attitudes.

3.5 CONCLUSION
In this chapter, it has become clear that teachers not only need skills training,
appropriate teaching facilities or experience in working with children with special
educational needs, but also assistance in developing nore positive attitudes to
inclusion where necessary.
Sarason (1978), a noted Yale psycholegist, has reminded us:
We connot assume that institutions will accommodate appropriately to
mainstreaming because we think it is desirable. Deeply rooted attitudes, reinforced
by tradifions, mnstitutions and practices, are not changed except over long periods
of e, and mainsirzaniivg is no exception. It is therefore important that attitudes
of ecucaters and factors that could influence attitudes be investigated (Papalia &

A 1000
Aas, Y80k

fak}



in the next Thapter, Twill ihere on the rezzarnch nethods followed i this study to

gain grealer nsight into prunar abonl ienchert stitudes towards mclusive



L INTRCGDUCTION
The previous chapier has provided o thooretical and erpincal background to the present

study. The preseat chapters will present a detailed description of the research design used

a1 the study.

£.2 PURPOSE OF STUDY
The purpose of this study is to investigate the influence of teaching facihities and teacher

T

tratming on the attitudes of edicators towards the implementation of inclusive education.
in the course of addressing this broad aim the following research questions will have 1o
be considered:

1. What attitudes do primary educators held toward the integration of leamners with
special needs into their local school ssitings?

2. Does formal training in special education influzice the attitudes of educators?

3. Do the facilities essential for aducating leamers with disabilities influence the attitudes

of educators?

4.3 RESEARCH DESIGN

The study is both exploratory and descriptive in nature. It may be regarded as exploratory
in view of a limited database in the literature on the aititudes of primary school educators
fov/ards implementation of inclusive education. The study is a cross-sectional survey
where questioinaire — based data, both qualitative and quantitative, were gathered in a
real or smaller life setting. The daia lead themselves to basic descﬁpti‘é statistics to

analyse the gathered data.

P ol



Tog stutistical parkagb for the social sciences (SPSS) vesmputer programme was used to
analvsa dum. Descoptive statistics, wisich are used fo describe the variables of nterest,
vere used fo analyse ﬂ‘iv qLeshonna res in this study. Inferential statistics (Chi £ quaxe)

V7 g

‘J\-’"i“xi(:,”i aliowed the researcher to de*rr.nm“ the relationship between varzables of mierest

wd whather there were any differences between groups, were also calculated as part of

the quantitative analysis of this study.

431 THE SURVEY METHOD GUESTIONNAIRE TO EDUCATORS
The Survey Research method was employed. According to Kerlinger (1964) this method
15 umeratiy used to elicit the “belieis, opinions, attitudes, motivations and behaviour of

2R

n—.‘bpohdents”.

'Accbrdiﬁg to Cohen and Manion (1989), “surveys gather data at a particular point in time

with the intention of d.eScribing the nature of existing conditions™.

More specifically, a questionnatre was utilized for the following reasoris:

) The target popuiation wes distributed throughovt eThekwini Region: it would not

readlly have been ,mqmblc to obtain this information in any other way.

b) The use of qu-es-uonnalres can facilitate the rapid collection of a wide variety of

i,azfofmatiorl; and formation so elicited can be analysed on an item by itemn basis as well

25 30 an appropriate grouping of items.

oy Cuestionnaires ailow for greater uniformity across measurement situations, than for -
example, personai interviews.

d) @Jﬁfs‘d( cnnatres 2llow oy anonyimity of response — an important consideration in this .

study.

In this stady, questionnaires were administered to obtain information on teachers'
attitudes. They were also sunlysed onaniitatively while open — ended Guestions in the

questionnaire were analysed qualitatively. (Refer to appendix 1 for questionnaire).



4.4 TIE POPULATION AND SAMPLE

The population for the %‘uiy was p::“; wy school sduc: +1o7s drawn from the jour primary
“schools in the eThekwini Region in KovaZulu NaLJ This region was selected on the basis
oface ss;bllm, time consiraiots, exp )_,' 30 0d convernencs. This population included

primary school educaiors from the forsr=- House of Asse mbly and Depariment of

Education and Culture. A purpose szmpling procedure was used to select subjects for the

sty ~dy Cohen and Manion (1989) describe purposive samo!mg as follows: .
| “in Uu*pnszve samplmg, researchers handpick the cases to be included in the sample on
the basis of their judgement of their typicality. In this way, they build up a sample that is
.mfz’afactory to their specific needs”.
The sample consisted of 50 primary school educators and was randomly selected. All
=ducators in the four schools (two ex — model C and two African schools) were required

o womplete a questionnatre directly related to the topic.

4.5 PROCEDURE

Yermission to conduct the research was obtained from the relevant education department.
Thereafter, permission was sought from the principals of the schools concemed. At the
first meeting with the principals, information was provided regarding the nature and
purposs of the study and its relevance to current development in education. The

a u-:sz-iomlaires were given 1o the principals who administered them to the staff of

f:i,wror's The researcher then collected them on an agreed upon date.

4.5 MEASURING INSTRUMENTS

4.6.1 Questionnaire
Lo w1ew of the fact that the survey was to relate specifically to the present study, it was
;.iec:assary for the researcher to construct an appropriate questionnaire. The
qués".ionnaife was to be prepared only in English and administered in that language. -
'L"r"h'méz'ng of mstructions and questionnaire items accordingly took language
runsiderations into ascount. All questions were hased on theoretical and practical
‘mowledge with which ail educators could reasonably have been expecied to be

tawailiar st thay time.

40



rmat Meditated both cuatitative and guantitative analysis.

e aoestonaalie wns-’*ta". of closed ended and cpen ended items and mcluded the

L- WG e@\{ for 10 apps .ﬂm» ;i

Taitle Troer
Tifle Ejs.‘-;"e

T he natore of L!*" stedy was claritied and respondents were assured of confidentiality and

anonymity.

Section A contains items relating to demographic information as follows:
race, gender, age range, formal training in special education, highest professional
mr;}mcat;om, special education, gualification required by educators, special facilities for

learners with barriers in schools and type of factlities required.

Section B was presented in a five point Likert type scale format, the response options
bemg as follows:
1) Strongly agree,  2) Agree, 3)Donotknow, 4)Disagree, 5)Strongly

disagree

The respondents were asked to record “DK” (den't know) next to any item if they felt that

their knowledge was lacking in that respect. - :

4.7 PILOT STUDY

A pilot test, which uses a group of respondents who are part of the intended test
population but will not be part of the sample, attempts to determine whether questionnaire
items possess the desired qualities of measurement and discniminability (Tuckman, 1978).
Using thus consideration as a ratiorale, a pilot study was conducted at a school in the
tormer North Durban Region, now called eThekwini Region, which confermed to the
characteristics present in the target sample used in the final study. A sample of 4 teachers
was réndomly chosen for the pilot study, which was condueted in October 2004, There

ware no ambiguous questions and mstructions, &s a result no changes were made.
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4.8 FACE VALIDITY

According to Cohen & Manion (1989). “Face Vahdity :» whether ithe questions asked
ook as if they are meaéuringwhat they claim to measure™. Three master's level

educationzl -ps'ychologist colieagues (who were not to be included in the target population

sample) agreed to act as judges of each statement. The questionnaire was presenied to

them anda confirmed the face validity of the mstrument. With the assistance of the judges,
it was ensured that vocabulary erployed in the questionnaire was vocabulary employed
in the Department of Education, with which the target population was expected to be

famniliar. There were no significant inconsistencies within the questionnaire reported.

49 CONCLUSION

“In chapter four, the research design of this study was described. The nature and
charactéristics of both qualifative and quantitative research methods employed was
discussed, while bearing the rescarch questions in mind. The methods of data collection,
and aﬂéiysis and measures 0 ensure validity were also described, specifically in the

context of this particular study.

The tsiiowing chapter, Chapter Five provides the results of the questionnaire survey.



5.1 INTRODUCTION
~The purpose of the chapter is to inveshigate the intluence of teaching facilities and teacher
training on the attitudes of educators towards the implemientation of inclusive education.
Chapter Four outlined the methodology used to collect the data. This chapter pitsents the

data obtained from a number of soures of information.

The results are stated in this chapter with a view to addressing the foilowing critical
questions of the study:
1. What attitudes do primary scheol educators hold toward the integration of leamers
~ with special needs nto their local school settings?
2. Does formal training in special education influence the attitudes of educators?
3. Do the facilities essential for educating leamers with disabilities influence the

aititudes of educators?

5.2 DATA COLLECTION
ata was collected through questionnaire surveys which contained items requiring
guantitative and qualitaiive responses from the primary school educators. Data was

collected m October 2004.

5.3 QUESTIONNAIRE RETURN RATE

Although 62 questionnaires were initially given to educators to complete, the number
rehumed o the researcher was 50. Therefore the refurn rate of questionnaires was 81%.
(1 the four schools selected to participate in the study, two were drawn from former
House of Assembly (Whites) and two were drawn from former Department of Educatior
and Culture (Africans). The population sample comprised of 50% Whites educaiors and
50% Afncan educators, while 80% of the sample was female, 20% were male. The imain
reasern is that the majority of primary schools consists of female educators. It is also
portant to note that these factors limit the generalizabiiity of the results and

representativity of the sample.

I
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S04 DO TA ANALYSIS S

The sturdy i3 a crass - sectional survey where questionnaire — based data, both qualitative
and g mmrcwere gathersd in a real life setting. The Jata Jend themselves to basic
descriptive statistics to analyse the gathered data. The statistical package for the Social

Seienods (SPSS) computer programme was used to analyse data. The data was coded and

captused by establish categories of responses and frequencies.

55 ANALYSIS OF OPEN ENGED QUESTIONS IN THE SURVEY
QUESTIONNAIRKE

5.5.1 ualitative responses with regard to educator's appropriate qualification in
inclusive education. (Refer to appendix 1-Section A)
The respoiises to questions 4.3 were ceded according to the following common themes:
i. Yes, there should be a course required where educators are made aware of needs,
advantages or disadvantages of inclusive education in order to meet the needs of the
learners that they come into contact with.
2. Should become part of teacher traming.
3. No. not all educators are suited to the education of learners with special needs.
4. Only educators coming through the training system now, should be required to do a
COurse.
5. No, ouly if you feel this is where your strengths lie.
6. No, 1f your passion is teaching, you can work with all children.
7. (1) Do not see the need.

(11) Lack of clarity on definition, education is by its nature inclusive and

(1it) time and money constraints.
8. Yes, because educators should know how to deal with learners and that it would equip
the educator or place the educator in an advantageous situation, particularly with regards

to educating the leamer so that progress is noted.



552 Qualitative responses with regard fo educator’s views on whether schools do
- require special Facilities for learners with barriers. {Refer to appendix 1-Section A)
The responses to questions 5.2 were ceded according io the following common themes:
1. Diepends on the circumstances- ramps tor wheelcharrs.

- 2. Yes, ramnps, a special toilet and appropriate desks.

- 3.{1) Yes, for the deaf and blind-speciai equipment.

{11) For physically disabled-suitable buildings and classrcoms.
{1i1y For mentally handicapped-special teaching aids, exira staff (which must include
physiotherapist, speech therapist etc.)
4. This depends. If a learner is wheelchair bound, then this leamer should be
-accommodated on ground level! (applies to learners who are in any way unable to climb
stairs).
5. Yes. Visual aids, audto aids etc.
6. Occupational Therapy, Remedial, Speech Therapist, Psychologist and assistants.
7. No, only if they cater for special needs.

5.6 DESCRIPTION OF SAMPLE

The sample of this study consisted of 50 educators who each completed a questionnaire.
Al the questionnaires were analyzed descriptively.

The following tables describe the sumpie of schools and educators who answered the

survey questionnaire.

Table 5.6.1 Profiic of educators according to schools

Prodile of educators according to schools were recorded as follows according to Table
5.6.1 ¢ in schocl number 1, there were 17, (34%) of respondents whilst school number 2
comarised of 8, (16%), school number 3 had 11, (22%) and school number 4 had 14,
(28%) of respondents. |

The mayjonty of raspondents came from school number 1. followed by school 4.(refer to

tatle oo the next page).

4
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\l School | N % |
i 1 | 17 34 |
I R T TR 2 |
I' o i 14 ) 28 ‘
| Total 50 | 100

The schools in the sample are numbered according to the following:
1. Gordon's Road Girls -~ Urban school
2. Clarence primary — Urban school

3. Etshelihie primary -- Semi — rural

e

. Sendelani primary — Semi - rural

Table 5.6.2 Profile of educators according to population group

The population of respondents profiled were equal according to Table 5.6.2: there were
25, (50%) of African educators and also 25, (50%) of White educators which came from
the four schools profiled from the questionnaires distributed to the four schools.

| ~ Population N %

| ~ African 25 ] 50 ‘7
'i ~ Whites o o 25 50
|  Total s 0

‘Table 3.6.3 Profile of educators according to gender
On the gender issue, there was a difference compared to population. The majority on

- gender was the female 40, (80%), whilst the male respondernts only came up to 10, (20%).

| {sender N . = |
[ - %Male 10 } R - — ¥ . {
S N S I Rt —
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Table 5.0.4 Proiile of educators accerding to age

The statistical data in reference to Tzbie 5.6.4 states that there was a majority of 22,

{44%%) respondents who came from the ages of 40 and 49, 12, (24%) respondents from the

ages of 30 upwards, between the ages of 30 and 39, there were 10, (20%). The minority

came froan the ages of ¢ and 29 and comprised of 6, (12%) respondents.

—— el

“'—A_é;‘ T T - N % 1‘

T To-2 6 12 |
O 30-39 10 | 0 j
40-49 2 44
o 2| 24

x "~ Total 50 100

Table 5.6.5 Profile of educators according to formal training in special education

When asked about formal training ini special education most respondents 28, (56%)
answered no whilst 22, (44%) said yes.

Table 3.6.6 Profile of educators according to qualification

In reference to the table below on the qualifications of the respondents who were |

B _}1#:1131 Training N 7v___3] % __v
Yes | 22 ' 44 ii

L . sl - !

. No l( 28 ) 56 |
Total | 50 100 4 ]

profiled, majority of respondents 33, (66%) showed that they possesed a diploma, 10,
(20%) indicated that they had a degree or honours and 6, (12%) of the respondents had a

certificate whilst 1, (2%) had a masters or doctoral qualification. (please refer to table on

the next page).

b
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] % |

 Certificate 6 12 |

- Diploma : - 37 ~ _66

 Bachelor's/Honours/BEd .| k 10 | 20 ]
Masters/Doctoral _T—m R I'_ 2 o |

~ Teta | s0 100 -

Tabhle 5.6.7 Opinions of educators on qualification requirement

A majority of respondents 43, (86%) answered yes whilst 6, (12%) said no.There was

also & no response noted by 1, (2%).

Qua}ifim—tgon Requirement N ' % _

© Yes L 43 :, 86 —

o No | F 6 | 12 |

- No response .77“5 U —' . 2

S T | 100 '

Tabie 5.6.8 Educators’ sckeols having special facilities for learners with barriers

On the Juestion about schools having special facilities for learners with barriers most

respondents 41, (82%) answered no and 8, (16%) gave yes as an answer. 1, (2%) had no

responss tor this question.

Spetvacisimscion | N

L Yes ,' 8 " 16 |
- No | __,i_ - 4 5 82 |

. Noresponse | I 2 |

o Tea [ S0 100
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Table 5.9.9 Opinion of eGueator s whether schools require special facilities

In reference to the table below on the question of witcther schools required speciai.

facilities, a majority of the respondenis 44, {88%) noied a yes and 3, (6%) said no.
s ) { { ! .

Furthermore 3, (6%;) noted they ha! no response 1o the guestion.

| Schoels requiring special ! N %o

facilities N ! !
et S e A 1
| Yes | 44 | 88 |
| . No | 3 | 6 |
L . No response l 3 ii 6
| |

Total | 50 |

- {please refer to the next page for analysis of section B)
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O Reman rights qﬁesﬁoh:{'the response was captared as follows in reference te the table
below: | ‘ | | |

“On-Guestion 1 2 majority of 28, (56%) respondents agreed, whilst 16, (32%) noted they
sirongly agreed, 2, (4%) disagreed. and 2, (4%) strongly disagreed Only 2, (4%) did not

know.

On Questior 2 respondents of 24, (48%%) noted they strongly agree supported by 21,
(42%) who said they agree. These respondents were followed by 3, (6%) of respondents
who noted that they disagree supported by a 1, (2%) who strongly disagreed. 1, (2%)

- who noted that they did not know. '

On Question 3 23, (46%) said they strongly agree supported by 21, (42%) who simply
agreed. The rest of the respondents 3, (6%) disagreed supported by 2, (4%) who strongly -
disagreed. There was no response noted from respondents who noted that they don't
know.

On Question 4 24, (48%) of respondents strongly agreed whilst 18, (36%) just simply
agreed. There were 4, (8%) of respondents who strongly disagreed supported by 2, (4%)

who simply disagreed. The remaining respondents stated that they didn't know.

Table 5.6.10: Human rights

Human SA A DK : D | SD |
Rights i :' )I
QL | 16(32%) | 28(56%) | 2(4%) | 2(4%) | 2(4%) |

Q2 24(48%) | 21(42%) | 1% | 3(6%) | 1%
@ 23 (46%) | 22 (44%—)1: - 3(6%) | 2(4%) |
Q4 24(48%) | 1836%) | 204%) | 2(4%) | 4(8%) |

On the issue of Academic Education there were three questions and the response was as

follows 1 reference to the table below:



“On Question 5 most respondents 25, (507%) noted that they agree supported by 8, (16%)
of reépondents whio strongly agreed. 10, (20%) of the respondents said they don't know.
4, (8%) said they disagree whilst 3, (6%} strongly disagreed.

On Question 6 flalf of the overall respondents who were profiled 25, (30%) agreed
supported by 3, (6%) who strongly agreed. 7, (14%) of the respondents said they don't

~ know. The remaining respondents 12, (24%) said they disagree whilst 3, (6%) supported
them by noting that they strongly disagree.

On Question 7 a majority of 23, (46%) respondents noted that they agree supported by 8,
(16%) who strongly agreed. 11, (22%) of respondents noted that they did not know. 6,

(12%) of respondents said they disagree supported by 4, (8%) who strongly disagreed.

T a_bie 5.6.11: Academic Education

| ACADEMIC SA A DK | p | sp
‘_ EDUCATION | L | B
Qs | 8(16%) 25(50%) | 10Q0%) | 4@%) | 36%W |
Q6| 3(6%) 25 (50%) T(14%) | 120Q8%) | 3(6%) |
Q1 s(2%) 2(46%) | 11Q2%) | 6(12%) | 4(8%) |

U the Social Education issue there were three questions in which respondents response

was captured as follows in reference to the table below:

On Question 8 a inajority of respondents 28, (56%) said they agree and they were
sipported by 16, {32%) of the respondents who noted that they strongly agree. 3, (6%) of
respondents said they did not know. The remaining respondents 2, (4%) said they strongly
disagree and were supported by 1, (2%) who noted that they simply disagree.

On Question 9 25, (50%) of respondernts said they agree and were supported by 16,
(32%) of respondents who said they strongly agree. 1, (2%) of respondents said they don't
know. 4, (8%) of respondents said they disagree and were supported by 2, (4%) who
strongly disagreed.
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On Quzstion 10 23, (46%) of respondents agreed and were supported by 16, (32%) who
stfbngly agreed. 2, { 4%) of respondents sad they don't kswow. 8, (16%4) of respondents

said they disagree supported by 1, (2%) who noted they strongly disagree. <

Table 5.5.12: Social Educafien

| SOCIAL | sA A | Dk | »p ; SD
 EBUCATION | e | | g |
Q8 16(32%) | 28(56%) | 3(6%) | 1Q%) | 2% - |
| Q9 | 18(36%) | 25(50%) L@%) | 46%) | 2@%) |
Q10 1662%) | 23(46%) | 204%) | 8(16%) | 1Q% |

The results have been presented in the above sections. The following chapter, Chapter 6

wiil engage m discussion of the resuits.
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CHAYTER 6

DISCUSSION OF RESULTS

The primary amm of this.study is to investigate the influence of teaching facilities and
teacher 1é?ini11g on the attitudes of educators towards the implementation of inclusive
education. '.."he results of this study were presented in Chapter 5. This chapter will provide
a discussion: of the results with the aim of answering the following critical questions

posed.

1. What attitudes do primary school educators hold toward the integration of learners with
special needs into their local school settings?

2. Does formal training in special education influence the attitudes of educators?

3. Do the facilities essential for educating leamers with disabilities influence the attitudes

of educators?
6.1 FINDINGS

The discussion that follows will present the main empirical findings of this study, as well
as to reiaie these findings to the literature study discussed in Chapter Two. The focus of
this discussion is directed by the research findings starting with the teachers’ most

prevalent problems with integration.

in a discussion on the changing process in education, Donald, et al. (1997) argued that
“what needs to be examined 1s what people believe about themselves and what they are
mnvolved in, what they think aid why they think it, and what they do, how they do it, and

why thev do 1t (Donald, et al. 1997).

9]
(o)



it therefore, becomes important to note the fact that the participants’ concems in this study
regarding inclusive education lie with the disabled learner. While inadequate training, use
of teaching styles which may not meet the needs of some of the disabled jeamers, remamn
a key element preventing access to education, other basic services such as access to -

teaching facilities or equipment also impinge on the learning process.

In this chapter, the discussion of results obtained from the questionnaire will be presented
- with reference to the aims. Tables from the results will be referred to in order to elaborate

- on frequency distributions.

6.2 DISCUSSION OF RESULTS
6.2.1 Total Sample of Educators

According to results in the previous chapter, fifty educators were profiled in Tables 5.6.]

- t0 5.6.9 according to descriptors such as biographical details and teaching qualifications.

Significant results indicated that 80% of the respondents were female while 20% were
male. The majority of primary schools consist of female educators. In view of this,
caution should be exercised when making gender and race comparisons with regard to

aintuda,

From the biographical information gathered, it is indicated that most of the respondents
were in the 40 to 49 year of age group (44%), which is significant since it is an indication
of experience and maturity. The majority of respondents also have valid teaching

qualifications ranging from diploma to post-graduate degree.



63 ATTITUDES OF EDUCATORS TOWARDS INCLUSION

While this cnrrcuin is enablivg in meziry ways, it does sake new demands on teachers
and the exerience ts naderstandubly stressful. According to Engelbrecht, et al (1999),
jeachers nazd the time and the psycholegical space 1o re-examine their general
understanding of teaching and learning. They may need support 1o be able to focus on the

nositive rather than the regative aspects of change.

The general attitudes of the respondents in this study towards inclusion appear to be
mostly positive. They already have enough to deal with in their classrooms as they are
today. They have to cater for learners' emotional, disciplinary and behavioural problems.
During this transition phase, training is provided at various levels and by various
providers and is involving both in-service training (INSET) and pre-service training
{Departiment of Education, 2002). A significant part of training will focus on
paradigmatic shifts and practices that are consistent with the shift towards inclusive

education.

Although educators are receiving assistance with LSEN in their schools, they do not have
much faith in the Educational Support Services (ESS). The Institutional Support Teams
have been set up in most schools and there are Full Service Schools as well, which are
ordinary schools that will be equipped to address a full range of barriers to learning.
Although some kind of training is taking place, some teachers feel that one has to be as
specific type of person who chooses to work with LSEN. No teachers in general should
pe forced to work with LSEN because of the government policy in which they have had
o say. Most of the respondents (86%) do not have formal training in special educatior,
and hence 1t can be assumed that these educators will have problems in dealing with
vhildren who are experiencing barriers to iearning. In addition to inadequate training, is

4

ine unavailability of facilities to cope with the difficulties experienced by learners.



- 6.4 INFLUENCE OF TEACHER-TRAINING N THE ATTITUDES OF
EDUCATORS

‘That only i2% of the respéndents felt adequeately prepared to teach disabled leamers 1n a
inclu.sivc g};n";dfanment 154 métter of concem fqr, the education authorities. Inclusive
education has already become a policy, yet 86% of the respondents felt unprepared, and
2% were uncertain as to whether they felt adequately prepared to teach m an inclusive
classroom. Although no further analysis of the responses was made, it is possible that
those that felt adequately prepared are the ones who are working in Pilot Full-Service
Schools and those who had some exposure to inclusive education teaching techniques

(that 1s, ITST’s have bzen set up in their schools).

Generally, the educators feit that qualifications in inclusive education should be obtained

by all educators. This was reflected in statements such as:

° Yes, there should be a course required where educators are made aware of needs/
advantages/ disadvantages of inclusive education in order to meet the needs of the
learners that they may come into contact with.

* Inclusive education should become part of teacher traming.

* Not all educators are suited fo the education of learners with special needs.

* Only educators coining through the fraining system now should be required to do the

course in Inclusive Education.

LA
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Sometimes educators, often through inadequate trainiing, use teaching styles which may
not meet the needs of some of the lecners (Department of Education, 2002). An educator
may use a pace and style of teaching which limit the imtiative and involvement of
ieamers with highlevels of ability or the pace which only accommodates those leamners.
What 1s taught or the subjects which learners are able te choose may limit the learners
knowledge base or fail to develop the mteliectual and emotional capacities of the learner.
Such barners arise when sufficient atiention 15 not given to balance skills which prepare
- learners for work {vocational skills) and skills which prepare the learner for coping with
tife (life skalis) (Department of Education, 2002). Some learners are exchuded from

certain aspects of the curriculum as a result of ignorance or prejudice.

Thus, calls for teachers to premote more inclusive educational priorities will be viewed as
an additional burden 1f, for example, they feel insecure, lack encouragement and are
provided with liitle serious, sustained and adequately resourced staff development
(Viachou and Barton, 1994).

5.5 INFLUENCE OF TEACHING FACILITIES ON ATTITUDES OF
EDUCATORS

One of the most serious ways in which learers are prevented from accessing the
curnicuium is through inadequate provision of materials or equipment they may need for
learning to take place (Department of Education, 2002). Such barriers often affect
learners with disabilities who do not receive the necessary assistive devices which would
equip them to participate in the learning process. For example, blind learners are unable
to access the cuwrriculum effectively if appropriate Braille facilities and equipment are not
avatlable and if educators are not skilled to teach Braille. Lack of provision of assistive
devices for learners who require them may impair not only the learning process but also
thew functional independence, preventing them from interacting with other learners and

patticipating indspendently in the learning environment (Department of Education, 2002).



The mayority of respondentz (82%) ciainmed that their schools do not have special
facilities for learners with barriers. Sbout 88% reapondents believed that ordinary schools
should have these special facilities in order to cater for learners with special educational
needs. The expianations given for this ranged from lack of appropriate support services at
schools whereby educators might beconie better equipped with the necessary knowledge,
to tack of sound provision of facilities for establishing an equal education for all leamners,
regardless of their ability levels. The responses supported the finding that the majority of
educators were: Interested 1n and keen to know more about inclusion education and also

willing to teach disabled leamers but felt incompetent.

In reference to chapter 5, Tables 5.6.10, 5.6.11 and 5.6.12 reflect educators’ attitudes
relating to human rights, academic and social aspects towards the implementation of

inclusive education.
Human Rights

Responses indicate educators thougfit that inclusive education promotes a culture that
welcornes, appreciates and accommodates all children regardless of their disabilities or
barriers (88%). Thus, children should not be devalued or discriminated against by being
excluded because of their disabilities (90%). Both inclusion and participation are essential
elernents in the realization of human rights (90%). According to the educators, every
child has a right to learn and must be given the opportunity to maintain an acceptable

tevel of learning in the mainstream school (84%)).

The above shows that the majority of educators felt that inclusive education creates the
condition to accommodate pupil diversity and facilitate the learning of all children. It aisc
provides the right to full participation and equal opportumities for children with
disabilitizs. Disabled learners must not be excluded from sustainable human development

programmes but they must be accepted as valued members of society.



Academic Aspect

The majority of educators (66%) felt that children would perform better academucally and
socially jn integrated settings. Only inclusive education supports a uniform education and
teaining system for all learners (56%). Educators (58%) felt that inclusive education 1s a

‘more efficient use of educational resources.

Armong the reasons given by educators for the better performance of children with
disabilities in mainstream classes is the support for developing educational opportunities
for these children and to ensure that these occur within the regular school system to the
greatest extent possible.

Social Aspect

Maost educators (88%) believed that inclusive education improves social integration.
Children who are socially integrated are unlikely to have problems with their social,
psychelogical and inteliectual development. Educators (86%) felt that only inclusion has
a potentiai to reduce fear and build friendship, respect and understanding and it can be
regarcded as building a rehabilitative and supportive society (78%).

The above discussion shows that the majority of educators believe that the inclusive
classroom fosters acceptance, tolerance and caring in all learners (Engelbrecht, et al,
1999). The educator has the responsibility of creating and maintaining a classroom

atmosphere which nurtures the personal, cognitive and social development of all learners.



£.6 CONCLUSIONM

11z this study, the researcher researci:2d the influence of {eacher training and teaching
facilities on the attitudes of primary scheoi teachers iwards the implementation of

- inclusive education. From the responcents’ responses, it would appear that the attitude of
educators towards inclusive educaticn 1s positive.

1t is of paramount importance for more positive attizudes to be developed as this will

influence their interaction with learners with speciat educational needs.

From the results of the study, the respondents expressed the need for training and
provision of teaching facilities. It appeared that these needs bear stronger weight and need
more urgent atiention. Finally, this study shows some of the snags which may hinder the

implementation of inclusive education.

The following chapter, Chapter Seven concludes the study, indicates the summary,

limitations and makes recommendations.
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CHAPTER T
SUMMARY, LIMITATIONS, RECOMMENDATIONS AND CONCLUSION

The purpose of this stidy was to mvestigate ihe influence of teaching facilities and teacher
training on the atritudes of educaiors wwards the implementation of inclusive education.

The critical guestions which guided this research were:

1. What attitudes do primary school educators hold toward the integration of learners
with special needs into their local school settings?

2. Does formal training in spacial education infiuerice the attitudes of educators?

2. Do the facilities essential for educating learners with disabilities influence the

attituazs of educators?
7.1 SUMMARY

in the previous chapters, reference is made to the fact that South Africa is in a favourable
rosition n that it is only now implementing a policy that has been fried and tested in
numerous other countries for many years. Furthermore much rescarch has been done on
what has led to successes, and problems, in the implementation of inclusion, in this case

specifically to the development of positive or negative attitudes towards inclusion.

The study has investigated the influence of teaching facilities and teacher training on the
attttudes of primary school educators towards the implementation of inclusive education. Ini
companng the findings of this study to Chapter two, it would appear that there are factors
that have lustorically contributed to the development of negative attitudes inclusion,

currently seem to be the focus of the respondents of this study.



he resniis of tis have indicated that generally, primary school educators have positive
aftitudes towards the fmplementation of inclusive education. The findings showed that the
- service delivery or implementation of inclusive education can be hampered by the

foliowiing factors:

o aj Ed ucators feéi, that they lack proper training to attend to learners with special
rrd_{scatiorial needs, and also feel threatened by having to change their tned and
{ested teaching methods;

k) Unavailability of necessary facilities, which will make educators unable to cope
- with too many diversities in their classrooms.

c) Inadequate support services. Institution Support Teams have been set up only in
~ Pilot Schools, yet all the schools need support services in order to deal with

LSEN.

The above factors make educators feel inadequate and incompetent and therefore unable

t¢ cope with the LSEN in mainstream classrooms.

7.2 LIMITATIONS

The limitations mentioned below are related to this study:

ay Little research ¢ inclusion has been done in South Africa, so much of the
material has been drawn from international literature.

b) The sample size i this study was small anc thereby limited the generalizability of
the results.

¢) Questionnaires by nature always have limitations, interviews should have been

conducted with the educators in order to yield riore reliable results.



7.3 RECOMMENDATIONS .

{ia the basis of the discussion of results, the ollewing recommendations are made:

« Skills training of all educeiors on inchusive education, should take place
togetner with provision of good support svstems from Educational Support
Services. Educators should be exposed to relevant workshops to help them cope
with inclustve education before the implementation.

+ All the mainstream schools should be cquipped with necessary teachmg
Yacilities 1n order to cater for all diversities.
» A weli controlled study of primary school educators in rural, semi-urban and
urban schools would likely yield more reliable findings.
« A few randomly selected subjects of the sample should be re-visited to asceitain

the reliability of their responses.

7.4 CONCLUSION

The study has been successiul in showing us the nature and intensity of the challenges or
Jificultics experienced by the educators in their efforts to promote more inclusive
educational practices. From the responses from the respondents, it would appear that the
atutudz of educators towards inclusive education is generally positive. More positive

attitudes have to be developed with the assistance of the Education Support Services.

This poal can be achieved by exposing educators to more workshops on inclusive

education and provision of necessary teaching facilities.
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14 Limecastle close
Castlehill
Newlands West

4037
September 2004

The Principal

Dear Sir/Madam

REQUEST FOR PERMISSION TO SUBMIT QUESTIONNAIRES TO
EDUCATORS IN YOUR INSTITUTION

I am presently preparing a mini-dissertion for Master's Degree in Educational Psychology,
and I hereby request permission to submit copies of the attached questionnaires to the
educators in yoeur institution. The proposal of my mini-dissertion has already been
approved by the Department of Educational Psychology, University of kwaZulu Natal
{(Purban-Westville Campus).

‘{he atm of my mini-dissertation is to investigate the influence of teaching facilities and
c2acher training on the attitudes of educators towards the implementation of
inclusive education. At this particular juncture, it is anticipated that information of this

kind could be of definite value to the Department.

Fermission for me to proceed with this survey would be greatly appreciated. 1 thank you

it antieipation of a favourable response.



Thank vou for your assistance. Should you be unclear about any information and need
clarification. You may contact me at the above address or:
TELEPHONE: (HOME) (031) 5782162

{WORK) (03137162823

(CELLY C£7271199345

MILLICENT GUGULETHU BHENGU(MRS) DATE

EM KGANYE DATE
DISCRICT MANAGER:PINETOWN DiSTRICT



ATTITUDE SURVEY

QUESTIO}E«(NAIRE FOR COMPLETION BY EDUCATORS IN THE PRIMARY SCEOGLS

Notes:

1. Pléé;é do not write your name on any of these doclxments.

2. Completion of this questionnaire is anonymous,

3. Unless otherwise indicated, please indicate your answer by making an X in the appropriate
section.

SECTION A

BACKGROUND INFORMATION

Place X as appropriate

1. Rece: ) White
African

2: G =ndef: Male
Female

| 3.  AgeRange: 0-29years
30-39
40 - 49

nooo OO oo

50 +

4.1 Do you have any formal training in sbecial education?
Yes | | L]
No ]
42  Highest professional qualification:

Certificate [ﬂ }

]

—

Diploma

Bachelor's/Honours/B.E4

R
N

Masters / Doctorate



Iy

43  Should all educators be required to ciiain quaiiications ininchusive education? Give reasons.

51  Deez your school have special facilities for learners with barriers.
Yes Ll
No ]
52

Do schools require special facilities for learners with barriers. What facilities do they require?




SECTION B

Listed beiow are a number of attitudinal statements. Please read each of the following statements and
then rate each one on the scale provided for 1 - “Strongly agree”, to 5 - “Strongly disagree”. For
example, if your answer to & question is “agree”, you should make a cross under number 2 next to the
statement, &tc. - - _ :

NOTES:
1. The-scale is arranged as follows:

1] SA  Strongly Agree
21 A Agree

[3] DK Don’tKnow

4] D Disagree

[3] SD  Strongly Disagree

2. Terms used

“Tnclusive Education” refers to schooling that accommodates every child irrespective of disability
and ensures that all learners belong to 2 community.

“Learning barrier” / “Learning Disability” refers to a condition associated with the nervous

system which interferes with the capacity to master a skill such as speech, writing and calculation
with numbers. .

HUMAN RIGHTS | . |SAl A | DK | D | SD
1. Inclusive education promotes cultures that welcome, | 1 2 |3 4 s
appreciate and accommodate diversity.
2. Children should not be devalued or discriminated ,
- against by being excluded because of their disability | 1 2 3 4 5
or learning barrier.
3. inclusion and participation are essential elementsin | 1 2 3 4 5 |
the realisation of human dignity. ‘ 1
4. Every child has the right to education and must be : | —W{'
given the opportunity to achieve and maintain an 1 2 3 4 s l
acceptable level of learning in the mainstream : i
school.




E L ACADEMIC EDUCATION SA | A | DX S
' 5. Children do better academically and socially, in 1 2 3. 5
integrated settings.
6. Only inclusive education supports a uniform 1" |2 3 5
education and training system for all learners.
7. (Given commitment and support, inclusive education | 1 2 3 5
is a more efficient use of educational resources.
SOCIAL EDUCATION SA | A | DK SD
8. Inclusive education improves social integration. 1 2 3 5
9. Only inclusion has the potential to reduce fearandto |1 |2 3 5
build friendship, respect and understanding.
10.  -Inclusive education builds a rehabilitative and 1 2 3 5
supportive society.
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