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ABSTRACT

In accordance with post 1994 education policies, there is currently a move in South Africa towards
implementing an inclusive system of education. Effectively this means that mainstream schools will be

expected to admit and educate learners who experi@ngerb to learning.

Teachers are perceived to be the major role players in ensuring that the implementation of nev
policies in education is successful. However, there are some concerns that the policy of inclusion i
difficult to implement because telzers are not adequately well prepared and supported. Against this
background, the researcher undertook an exploration of the challenges teachers experience teaching
the context of inclusive education. The objectives were to establish what teacherstant by
inclusive education; to identify challenges teachers experience teaching in the context of inclusive
education and to find out the kind of support they require to successfully implement inclusive
education. To achieve these objectives, a qialé research approach was employed. Data were
collected from a sample of six teachers from one selected secondary school in Umlazi District througt

semistructured interviews and op@mded questionnaires.

The findings of this study reveal that the papants in the selected school are not adequately

prepared for the implementation of the policy of inclusion; they need more information. This is shown
by their lack of conceptual knowledge of the policy of inclusion. Teachers are also faced with a
numberof challenges in their attempts to implement inclusive education. This in essence means tha

they require support in order to deal with these challenges.

Key words: Inclusive education, Mainstream Teachers, Experiences, Implementation.
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CHAPTER ONE
Background to the study
1.1Introduction

Inclusive education has a long history internationally, although it is a fairly new phenomenon which
emerged in the early 1990s in South Africa. Assult it is not yet well understood and therefore, it is
still difficult to implement. The changes in the world regarding inclusive education tuagelarge

extent influenced the movement towards inclusive education in South Africa (Naicker, 1996).

Inclusive education is perceived to be one of the ways to increase educational access to a larc
number of students who have been marginalized or excluded because they experience barriers
learning. Policy documents such as the isidno policy (Engelbrecht,Green, Naicker &
Engelbrechd,999) emerged in South Africa in the early 1990s, reflecting a vision of an education
system that includes all learners, and caters for the wide diversity of learner population. This shift in
policy isreflected in the framework for action on special needs education (UNESCO, 1994, p.6) which
argues that fAschools should accommodate all c
emotional, linguistic or other conditions. This should ud children with disabilities and gifted
children and children from other disadvantage
inclusive education which refers to the opportunity for people with disabilities to participate fully in all
educational activitiesHowever, within the contemporary inclusive classrooms, teachers face increased
pressure as it is their role to embrace diversity as compared to the previous generation of teache
(Avramidis, Bayliss & Burden, 2000). Furthermore, thene required to be psychologically and
professionally prepared to take the role of an inclusive teacher and to have positive attitudes toward
learners who experience barriers to learning (Mullen, 2001). As a,résathers in mainstream
schools need tdevelop a different set of skills and knowledge in order to be able to deal with learners
who experience barriers to learning. Inclusive education demands that the teachers should be able
meet the needs of all students including those who experiencerbato learning in regular
classrooms.

The successful I mpl ementation of inclusive ec
embrace diversity in their classrooms. Studies that have been conducted on the experiences of teach
in implemerting the policy of inclusion indicate that mainstream teachers have different views on the

philosophy of inclusion. Some teachers view it as an exciting challenge, whose stresses are seen

1



life-sustaining, enjoyable and beneficial (Bernard, 1990), wdtiters view it as challenging and
having the potential to cause teachers to become psychologically and physically stressed (Whiting &
Young, 1996).

1.2 Focus of the study

The focus of the study was to explnaheeontexed c h e
inclusive education. The research site was a selected secondary school in the Umlazi District ir
Durban. This study intended to contribute towards the successful implementation of inclusive
education as it s h eedended ofthaching learnérhveno éxgeraeack barrisrdto e

learning in regular classrooms.

1.3 Rationale of the study

In line with constitutional principles of equality and equity, the democratic transformation of South
Africa has been reflected in the education policies for all sectors of the country in an attempt to
transform the South Afnrnriadan nadegataicym fMDomadm
2002, p. 297) and discrimination on the basis of disability, culture, language, rade, &tcnclusive
system that aims to meet the unique and diverse needs of all South African learners. Having on
unified inclusive education system in South Africa is important kinessing the inequalities of the

past education system and preventing barriers to learning and development. Barriers to learning an
development may rise from both intrinsic and extrinsic fac{@epartment of Education, 2001).
Barriers to learning and development are the factors that lead to learning breakdown and prever

learners from reaching their full potent{@lepartment of Education, 2001).

The researcher 6s pe mainstrean teachbrs, evhovaset ekpeated to €mbitade a
diversity in their classrooms, have different experiences in terms of teaching learners in the context o
inclusive education. The majority of teachers are uncertain about what their roles are in théusuccess

i mpl ementation of inclusive education and wh:
According to Christie (1998) and Haskell (2000), teachers are seen as the most integral role players i
implementing education policies, but their voices ignored when policies are formulated. As a result
they lack understanding of the lpy of inclusion. Du Toit (1996) argues h a t teachers

understanding of the policy of inclusion is |



achievements, selésteem and behaviour. Therefore the assumption is that inclusive education will
only be successful if the teachers are given an opportunity to be members of the team driving the

process of implementing it.

The rationale of this study emaad from limited studies that have been conducted in South Africa on
the teachersdé experiences of teaching | earner
critical importance to find out what é¢hteachersisually go through in dealingith learners who
experience barriers to learning in regutiarssrooms and to find out what kind of support they need to

successfully implement inclusive education.

1.4 Theoretical framework

Research shows that academic studies need theoretical framawarkder for assumptions and
concepts to be made clear, while ensuring that the research is situated within certain understanding
the world of education (Henning, Van Rensburc
explorationperfi eraeheofsdt exching | earners in
focused and coherent, it was framed within two theoretical frameworks namely: the human rights

t heory and Bronfenbrennerds ecological system

1.4.1Human rights theory

Inclusion is a struggle to achieve universal human rights, which originates in the international human
rights movement. Hence, many countries in the world, including South Africa, are moving away from
the education systesthat segregate other student@atmore inclusive education systevilhen South

Africa became a constitutional democracy in 1994, many changes which affected both general an
special education sectors were introduced. These changes were introduced by the Department
Education (DoE) whent had to restructure and redesign education by moving away from the
education setting that segregated learners with disabilities. The DoE shifted towards embracing th
principle of education as a basic human right as enshrined in the new constitutienR&piublic of

South Africa (Act 108 of 1996).



14 2 Bronfenbrennerleery ecol ogical systems t

The ecological systems theory is the study used focuses on anpproach first described by
Bronfenbrenner (1989) and Bronfenbrenner and Morris (1998).Bf e nbr enner 6 s eco
theory is the human development theory. It describes socialization as a way of becoming a member c
society. Bronfenbrenner (1979, p. 27) defined human development as the process through which
growing person acquired aame extended differentiated and valid conception of the ecological
environment, and becomes motivated and able to engage in activities that reveal the properties c
sustaining, or restructuring that environment at levels of similar or greater complefuymrand

context.

This theory has-ebeleaogirceanla meys tiebommso t heor yo as
influenced by the forces around them and constantly makes meaning of their lives within their social
context (Castle, 2001; Kim, 2001). Thisetity also claims the existence of interdependence and
relationships between different organisms and their physical environment. Furthermore, it maintains
that every part together with all other parts ensure the survival of the whole. For the teachalddo be

to implement inclusive practices in their classrooms, they need to maintain a harmonious relationshiy
and interdependence between themselves and the learners, in particular those who experience barri
to learning. This theory defines hosomplex laers of theenvironment each have an effect on a
chil ddébs devel opment. According to Bronfenbrer
nested systems, namely: the microsystem, the mesosystem, the exosystem and the macrosystem.

this study the fous was on the microsystem.

1.5Critical questions
1. Whatare teachers™ understandings of inclusidacation?
2. Whatchallengesloteachers experienas theyteach inthe context of inclusive education?

3. Whatkind of supportdo teachersieedto successfullyimplement inclusive education?

1.6 Research design and methodology
A descriptive and interpretive case study approach was employed as a design for this study. In additio
a qualitative research methodology within an interpretig@pproach was selected for this study.

According to Orlikowski and Baroudi (1991 interpretivist studies assume that people create and



associate their own subjective and irtabjective meanings as they interact with the world around
them. Interpretivistesearchers thus attempt to understand phenomena through accessing the meaning

participants assign to them.

This study aimed at providing detailed and wider accounts of the experiences of mainstream teachel
of teaching learners in the context of inthaseducation. Qualitative approaches are designed to
obtain maximum information from the participants in their natural setting (Cohen, Manion &
Morrison, 2007). This design helped the researcher to understand and explain the meaning of soci:
phenomena wére there is little disruption of the natural setting (Berg, 2003, p. 5). Furthermore,
gualitative approaches are useful because they produce detailed data from a small group of participan

while exploring feelings, impressions and judgments (Coll & Claapra000).

1.7. Data collectioninstruments
1.7.1 Semistructured individual interviews

Semistructured individual interviews were used following a predetermined interview schedule. The
main goal of using senstructured interviews was to explore things like similarities and differences
across voices. This data generating instrument was heealuse it provided clear instructions for the
participants and provided -tlepth and reliable comparable data. The study was focused on the
participants who had been working together for a considerably long time and had similar concerns
about implementig inclusive practices in their classrooms (Cohen, Manion & Morrison, 2011): Semi
structured interviews gave the participants an opportunity to expand upon their answers, give more

details,and add additional perspectives.

1.7.2 Openendedquestionnaire

An openrendedquestionnaire was another data collection instrument used in this study. This type of
guestionnaire asked more opemded questions which the respondents had to answer as they liked.
According to Cohen, Manion & Morrison (2000), the type ofadaillected from an opeended

guestionnaire is textuak descriptive.



1.8 Selection of participants

Purposive sampling was used to select the participants in the study. This method of sampling mear
that the researcher makes specific choices abbathe or she wants to include in the sample (Teddlie

and Yu, 2007). In this study one mainstream secondary school was selected as a site for the study a
six teachers who teach in the same school were selected to be the participants. These teachers w
used in this study since the main focus was on their experiences in implementing inclusive practices i
their classrooms. According to Berg (2003, p.27), a research sample is composed of elements whic
contain the most common characteristics of the pojpulaSix teachers were selected to participate in

the study. Their selection was based on their experience as teachers in a regular school.

1.9Data analysis

After data from the interview had been collected, it was analysed with respect to the thenssses

that emerged through the literature review, and was interpreted and presented. All interviews were
recorded and transcribed into written text by the principal investigator. According to,Gdduemon

& Morrison (2011) transcribing interviews carovide important detail and an accurate verbatim of

the interview.

1.10Validity and reliability

In qualitative approach, research lacks procedure that guarantees validity and reliability and the stud
cannotbe generalised (SloniNevo & Nevo, 2009). ldwever in this study some measures were taken

to enhance validity and reliabilityTo measure the accuracy of the research, the participants were
asked to read their interview transcripts and thereafter comment whether they were accurate an
reflected whathey had said. The researcher also asked his peers (other researchers) to examine tt
data. If the data has been examined by more than one researcher, something that might have be
missed by one researcher might be pickedwphe other researcher (Cohéviannion & Morrison,

2011). Assumptions are that when participants read their transcripts, they might reflect on their
attitudes and change their ways of thinking. Angen (2000) elaborates on validity when suggesting tha
researchers need to explore i ttesearch will be helpful to the target population. The researcher also
used an audio tape recorder to record interviews which would make the transcripts more accurate. Tt

recorded interviews were transcribed verbatim.



1.11Ethical issues

Consent letters were issued to the principal of the selected secondary school and to the participant
Permission to conduct the study was also sought from the Kwdathl DoE and from the
University of KwaZuluNatal research officd8efore the commenceent of the study, a full disclosure

of the purpose of the research was given to the participants. The participants were informed that the
participation in the study was voluntary. Participants were not be coerced to participate in the study
They were B0 not coerced into completing a questionnaire. The informed consent of the participants
was obtained in writing. Their confidentiality, anonymity, and -rdemntifiability were guaranteed.

The participants were also informed about the benefits of tharobsesither to them (participants) or

to other researchers or the society. They were also informed that the research would not harm thel

but it had the potential to improve their situation.

1.12Structur e of the dissertation

The following is a summaryfdhe chapters that are covered in this thesis:

e Chapter one is an overall orientation of the research and it gives an overview of the study.

e Chapter two presents terminology and concepts related to inclusive education. It also discusse
the South Afrian and international review of literature on the experiences of teachers in
teaching learners in the context of inclusive education. This chapter also includes the
theoretical framework that underpins the study.

e Chapter three explains the procedures wet employed to conduct this study. It explains the
research design and provides ardépth discussion of the research methodology used. It also
explains aspects such as data collection, target population, describes the context in which th
data was ctécted, instruments used, validity and ethics and data analysis. The methods of
collecting data, senstructured interviews and questionnaires were specially constructed to
answer three critical questions in depth.

e Chapter four describes the analysisrafv data. It also describes the process of interpreting
meaningful and relevant units of the transcriptions of the interviews and questionnaires which
were the main data resources, the coding of these units and the categories and themes th
emerged. Theheoretical framework will be used to-cenceptualize and interpret the derived
themes.

e Chapter five consists of a summary, conclusion, recommendations and limitations of the study.

7



1.13Conclusion
This chapter introduced the study by providing baekground, rationale and foca$ the study
presenteda theoretical framework, methodology and research design and issues of validity and

reliability.



CHAPTER TWO
LITERATURE REVIEW
2.1 Introduction

The aim of this chapter is to provide information, through the study of existing literature, on inclusive
education and its implementation in South Africa and internationally. The purpose of a literature
review in any study is to distinguish what has béene from what needs to be done, and to assist the
researcher in discovering important variables relevant to the topic. In line with what is happening all
over the world, the South African education system is currently moving away from an education
systemthat segregated learners who experienced barriers to learning towards a more inclusive
education system. Mainstream schools are becoming more inclusive, and this change does not on
affect certain subsystems in the school but the whole school systepteChasection 74 dhe South
African Schools Act, No. 6 (DoElL 9 9 6 ) stipul ates that Revery
reasonably possible, attempt to accommodate the specialized education needs of any learner wt
attends such goodstauctureand redesign thenedwcation system to an inclusive and
supportive learning environment for all learners has been received with mixed feelings by the teacher
in the researcher 6s s é&dha@dult, this studyaitenadssegplore the ¢ ¢
challenges that teachers in mainstream schools experience in their endeavours to create an inclusi

environment in their classrooms.

2.2 An operational definition of terms

The following are the definitizs of terms used in this study.

2.2.1Experience

The Oxford Dictionary (1999) defines experiei
event, et c; knowl edge gained through this. o -
Psychology (2006) further defines experieiceas t he process of appreh
t hrough¢ét hea nddedsrmexpereericas merived from the German veeofahren which

means the acquisition of knowledge, getting to know, becoming aware of somaéitsogding toDu

Toit, & Kruger (1993, p.19Experiencas related to emotional or affective dimension of being human

and indicates an evaluation of a fluid situation in broad categories of pleasant and unpleagant V



(1990, p. 42) maintains that experiemtifuences involvemenh every important action as well as the
quality of the relationship thus formed.
The teachersdo experiences of teaching in the

a denotative and connotative character, which make an expeueigce to one who experiences.

2.2.2Inclusive education

The Salamanca Statement (UNESCO,1994) defined inclusive education as a developmental approas
aiming to meet the educational needs of all children, youth and adults, paying attention tm#re lea
who experience barriers to learning and who were subjected to exclusion in many countries in the
world. It means the right to education for all (Naicker, 1996). The term inclusive education is used to
describe education policies that uphold the righstudents who experience barriers to learning to
belong within mainstream education (Green, 2001: p. 4). According to Sebba and Ainscow (1996),
inclusive education is the process by which a school attempts to respond to all learners as individual
by cansidering and restructuring its curricular organisation and provision and allocating of resources to
enhance equality of opportunity. Inclusion refers to thetime placement of children with mild,
moderate and severe disabilities in regular classr¢@asiba, 2003). It involves the full participation

of all students in all aspects of schooling, it also involves regular schools and classrooms being
responsive, willing to adapt and change to meet the needs of all students as well as celebrating ar
valuing difference (Loreman, Deppeler & Harvey, 2010). Broad definitions of inclusion suggest that
learners with a wide variety of needs such as: cognition and learning, communication and interaction
social, emotional and behavioural difficulties and/or phajsieeds are considered (Ainscow, 2007;
Head & Pirrie, 2007).

The concept of inclusive education in the South African context embraces the democratic values o
equality and the recognition of diversipeya Ac
Special Needs Education (DoE, 2001), inclusive education acknowledges that all children can learn
and acknowledges and respects differences, including age and gender in children. DeBoer, Pijl an
Minnaert (2011) define inclusive education as theettgpment to keep learners with disabilities in
regular education settings instead of referring them to special schools. However, this seems to be
narrow view compared to how this concept is defined in South Africa. Different authors define

inclusive edgation from their own context and perspecti¥®r example, Naicker (1996) defines
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inclusive education in the South African context with regard to the recommendations of the National
Commission on Special Needs in Education and Training (NCSNET). Endelbted. (1999, p.384

394) also define inclusive education in the South African context as a shared value which promotes
single system of education dedicated to ensuring that all learners are empowered to become carin
competent and contributing citize in an inclusive, changing and diverse society. The understanding
of inclusive education is linked to the acknowledgement that children can, during the process of

learning, experience barriers to learning and development.

2.2.3Batrriers to learning

In South Africa barriers to learning were associated mostly with the intrinsic factors (internal), that is
medical and disability models (Engelbreehtal.,2008). However, there has been a paradigm shift in
the way barriers to learning were conceptualizeouth Africa. The current understanding is that
specialized barriers to learning are caused by a number of factors, some of which may not necessari
beof the | earnerés making, but c orwurretuluin €Patkeg c i a
2007). Barriers to learning are those factors that hinder teaching and learning. These factors include
factors relating to specific individual characteristiearious aspects of the curriculum, the physical
and psychosocial environment within which teaching and learning occurs, dynamics and conditions
relating to the | earnerés home environment,
impact on the tedang and learning process (DoE, 2005). Barriers do not exist all the time but can
arise suddenly due to change in circumstances, emotional trauma and a variety of other factors.
Barriers to learning can be divided into four groups (Lomofsky, Lazarus, p0301312), namely:

e Systemic barriersiack of basic and appropriate learning support materials, lack of assistive
devices, inadequate facilities at school, overcrowded classrooms, and lack of mother tongue
teachers.

e Societal barriers:severe poveyt late enrolment, gangs/violence in neighbourhoods and at
home.

e Pedagogical barriers:insufficient support of teachers, inappropriate and unfair assessment
procedures, and inflexible curriculum.

e Medical barriers: sensory disabilities, neurologicalisabilities, physical disabilities, and

cognitivedisablities.
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An inclusive approach to teaching, learning and assessment is emphasized in the Revised Nation
Curriculum Statement (RNCS). Teachers are the most important role players in ensuritg that t
barriers to practice inclusivity in their classrooms are prevented. The four groups of barriers to
learning mentioned above deserve equal attention from teachers. Teachers should always rememb
that it is very rare to find a learner who experienceg onk specific barrier to learning. Sometimes a
learner can experience a combination of two or more barriers to learning that need to be identified an:
addressed. 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 al

not met, learners may fail to learn effectively or be excluded from the education system (DoE, 2005).

2.2.4Learners with impairments

Impairment is a normgart of human life and children with impairments are to be found in every
society, culture and community throughout the world (International Save the Children Alliance, 1997).
There are many different types of impairments both visible and invisibleexthat to which children

with impairments are disabled depends on a number of factors, such as attitude and behaviour ¢
others (parents, teachers and neighbours) towards them, the satisfaction of their basic needs, polici
which exclude them, the accdsfity of the environment, and their access to appropriate basic support
for their development (International Save the Children Alliance, 1997). In the South African context,

an impairment or disability can be a barrier to learning if it interfereswattha | d6s abi | i ty

2.2.5Learners who experience barriers to learning

According to the Western Cape Education Department (WCED) (2004), learners who experience
barriers to learning are learners with needs in addition to the needs ofdhkéeddd n or mal 0 | e
These additional needs can be anything on a continuum of additional needs ranging from on the on
hand the additional needs of the gifted learners, to, on the other hand, additional needs of thos
learners with severe handicaps. All leers need support, which could be of an extensive nature (a
whole year).
Traditionally, learners who experience barriers to learning fall into various cate@@sD, 2000,
P. 15),such as:

e Learners with physical and cerebral handicaps;

e Learners wit sensory handicaps such as deafness and blindness;
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e Learners with mild, moderate or severe mental handicaps;

e Learners with neurological handicaps;

e Learners with behavioural problems and youth at risk;

e Learners with specific learning difficulties;

e Learners who are temporarily ill and need to be hospitalized or chronically ill learners;

e Learners from poverty stricken backgrounds and scholastically dddegarners.

2.3. The rationale of inclusive education in South Africa

In line with what ishappening around the world, tB®uth African education system is moving away
from separatespecial education towards a policy of inclusion d&lbrechtet al., 1999). This is
reflected in the education policy developments introduced in 1994 when South A&came a
democratic country which condemned the segregation of persons with disabilities from the mainstrean
society. The new developments were supported by the parent bodies, the Disability Desk of the Office
of the Deputy State President (Mr Thabo el and the disability movement. The Ministry of

Education also supported the introduction of inclusive education and training system.

The philosophy of inclusion requires all role players including teachers to regard inclusive education
as an opportunjtto review how educational activities can be done differently, with the purpose of
providing quality education for all (Engelbrecht & Green, 2001). Although there are some teachers
who have received training the restructuring and redesigning of thei@ation system to an inclusive

and supportive learning environment for all learners, there are still those who have reservations abot
supporting the widespread placement of learners with special educational needs in regular classroon
(Avramidis & Norwich 2002). Research done by Loreman, Deppeler and HaP@dy) suggests that

most of the teachers who are positive about inclusion are those who have had the opportunity t
practice it and see the Dbenefits. iohstof inclesivea mp c
education will not only determine their acceptance of inclusive policies, but will also have an impact

on their commitment to implement such policies (Avramidis & Norwich, 2002).

The main purpose of introducing inclusive education intls@drica and internationally was to create
a caring inclusive society (Carrim, 2007; DoE, 200iglusive education means the right to education

for all (Naicker, 1996 azarus, Davdoff & Daniels, 20p7It also involves the patrticipation of all
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students in all aspects sthooling. According to Loreman, Deppeler and Har{@g10), inclusive
education involves regular schools and classrooms being responsible, willing to adapt and change t
meet the needs of all students, as well celebrating daohgalifferences. Teachers have an important
role to play in making sure that they create a caring society that is prepared to embrace diversity. The
are perceived to be the key element in the successful implementation of inclusive policies (Avramidis
& Norwich, 2002; Haskell, 2000). Research conducted on inclusive education within the South
African school system has found that there is a perception that teachers are the centre of implementir
inclusive educational principles, strategies and policiessiyip& Gartner, 1996; Engelbrecht &
Forlin, 1997; Bothma, Grait & Swart, 2000; DoE2001). Mainstream teachers are now expected to

be psychologically and practically prepared to take on the role of inclusive educators (Mullen, 2001).

Research shows thptoper implementation of inclusive education depends mainly on the willingness
of teachers to include and accommodate learners experiencing barriers to learning in regula
classrooms. Research done by Cant (1994), Whiting and Young (1995), supportgvihthati
teachers are key to successful implementation of inclusionary programmes. Too often change i
education has failed because insufficient attention has been paid to the current practices and needs
those who are expected to put it into effect (Weaurth, Edwards & Richmond, 2000, p. 30). Teachers
are expected to implement inclusive education by showing preparedness to teach learners in th
context of inclusive education. Aaaling to Avramidis, Bayliss and Burdg@000), this depends
entirely on the attitudes towards inclusive education which are influenced by their previous
experiences of teaching students with disabilities and knowledge of how to deal with diversity in their
classrooms, training regarding teaching learners who experience bdaidearning, level of

confidence, appropriate curriculum for all students, and the availability of resources.

2.4 An international perspective on inclusive education

Inclusive education has its origins in developed countries. It started in Scandicentdries when
learners with disabilities were integedtinto regular schools (Meijer, Pijl & Hargary994) and other
countries such as the USA and the United Kingdom followed suit (Lipsky & Gart®@r, Clark,
Dyson & Millward, 1997) and latertaly and SpainThe first formal provision of education for people
with disabilities started in 1817 when the Ameridssylum for the Education and Instruction of the
Deaf and Dumb was established (StainbackS&inback, 1995, p. 16). In 1948 the Universal
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Dedaration of Human Rights proclaimed the right of every child to arcatbn (UNESCO]1994).

When the parents of the children with disabilities became aware of the human rights and equa
opportunities for all was beginning to happen in education, gtayted to form groups that
campaigned for the rights of students with disabilities to learn in regular classrooms with their peers
(Stainback & Stainback, 1995, p. 20).1994 the US government passed a law called Individuals with
Disabilities EducatiofIDEA) which ensured free and equal education for all children, handicapped as

well as norhandicapped, in the least restrictive environment (Ramdeo, 2006).

Inclusive education is an issue that is on top of the agenda in most of the countries aroumttthe w
today. Societies all over the world respond differently to learners with disabilities. There has been &
strong tension between exclusion and inclusion in international countries such as the USA. AlthougF
there is a growing agreement all over the @ahlat all children have the right to be educated together,

it has been difficult in countries such as the USA and other developed countries to incorporate learner
with disabilities into mainstream classes. For many years these countries did not knadvina/odt
education they had to provide their disabled children with. However they had to decide what sort of
education would be provided to these children. They established a special education system the

provided for learners with disabilities. This maitkée beginning of inclusive education.

Inclusive educational practices have been endorsed internationally. In 1994, representatives of 9
governments and 25 international organisatiomst in Salamanca, Spain, with the purpose of
promoting inclusive education for children, youths and adults with special needs. The Salamancs
Statement and Framework for Action on Special Needs Education came from this meeting. The
Salamanca Statement afiniples, policy and practice in special education and framework for action
states that regular schools with an inclusive orientation can play a pivotal role in combating
discriminatory attitudes, creating communities that are ready to embrace diversiting an

inclusive society and achieving education for all (UNESCO, 1994, p. 10).
The UNESCGs ponsored fiEducation for ALLO initiati

impairments and other special needs, are entitled to equity ofatemhal opportunity. In the

Declaration of the Rights of Disabled Persons, United Nations member countries confirmed their
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support of human rights, education, integration, full employment, and conditions of economic and

social progress for persons withaldities (SmithDavis, 2002, p. 77).

2.5Inclusive education in the South African context

The changes that started in the countries such as the USA, Spain, Italy and the Scandinavian countri
regarding inclusive education, encouraged the movementdewaclusive education in South Africa.
Before 1994 the structure of education in South Africa embraced the abuse of human rights of many o
its citizens. During the apartheid era, there were two types of learners in the country, namely: the
A nor marlers or llear@ers with ordinary needs who formed the majority, and the learners with
special educational needs who formed the minority. There were also 18 racially divided education
departments. Each education department had its own policies regardingrdeanth special
educational needs. Some of these departments did not make any provisions for learners with barriers
learning. The learners with special educational needs (LSEN) required specialized programmes ir
order to be engaged in some form of téag. This created exclusion since the LSEN had to be placed

in special schools which were undesourced. Special schools for children who were mentally
handi capped were known as training centres.
schools. Learners were not only categorized according to the disabilities they had, but they were also
categorized according to their race and culture. The apartheid regime also provided the two categorie
of learners with different systems of education. Many lolearners were mainstreamed by default
and others were excluded from going to school.

When democracy was declared in 1994, the new government had to redress the past imbalances
providing basic educiin to all learners (Lasndsberg, Kruger & N&01Q p. 16). It also had to ensure

that the country had a new unified education and training system which would be based on equality
The countryés main aim was to introduce socCi i
aimed at developing a moneclusive society (Hay, Smit & Paulsen, 2001, p. 213). Accordingdo th
Constitution of South Africa Act 108 (RSA996) which includes a Bill of Rights, everyone has the
right to basic education, including adult basic education, and to further eduedtion,the state must

make available and accessible. Engelbrecht (1999, p.7) argued that inclusive education in South Afric
has its origin in a rights perspective. This basic right to education is further developed in the

Constitution in Section 9 (2), w¢h commits the state to the achievement of equality and non
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discrimination in all educational institutions. These clauses are meant to protect all learners including
those with disabilities and those with special educational needs. To achieve this goidnah to

fulfil its obligation to provide basic education to all learners and acknowledge that the country needs &
new unified education and training system (inclusive system) which must be based on equity. The
South African Federal Council on Disabil¢@AFCD) called for the development of a single inclusive
education system for South Africa, with a central thefreesiatement indicateas follows:

Learners with special education needs (LSEN) have a right to equal access to
education at all levels in a single inclusive education system that is responsive to the
diverse needs of all learners, accommodating both different styles and rates of
learning,as well as different language needs in the case of deaf learners where their
first language is sign language, and ensuring quality education to all through
appropriate curricular, organisational arrangements, technical strategies, resource use
and parterdips with their communities(SAFCD, 1995, p. 1)

This statement was followed by a national call for the introduction of inclusive education the intention
of which was to address the educational needs of all learners inrtareatening, supportive leang
environment, which includes learners who were formally disadvantaged and excluded from educatior
because of barriers to learning. The National Department of Education has an obligation to make
changes to the provision of education and training whigkdponsive and sensitive to learners with
special educational needs. The DoE started by ensuring that the rights of learners with disabilities wer
made the first priority in the White Paper on an Integrated National Disability Strategy (DoE, 1997b).
In South Africa the inclusive education activists did what many countries around the world had done,
that is to fight for the inclusion of learners with disabilities in mainstream classrooms (Engelbrecht &
Green, 2007). As a result the principle of inclusidaation was included in the new education policy
devel oped in 1994. South Africa |like other ¢
opportunities for al/ |l earners to | earn and s
The appointment of NCSNET and NCESS
To make sure thathe principle of inclusive education was properly promoted and facilitated, the
National Department of Education appointed a National Commission for Specialised Needs in
Education and Training (NCSNET) and a National Commission on Education Support Service
(NCESS) in October 199@heir task was to conduct a joint investigation and make recommendations
on all aspects of special needs and support services in education and training in South Africa (DoE
1997, p.1). A joint report on the findings of theseotwommissions was presented to the Ministry of
Education in November 1997 and the final report was published in 1998. After studying the findings
17



of the two bodies, the Ministry of Education drafted a policy framework that focused on the full range
of diverse learning needs with all bands of the education and training system.The NCSNET and
NCESS (DoE, 19%) in their report entitled AQuality
Learning and Development, 0 ar gued atthisaihvolved p ar
challenging discriminatory attitudes among the role players in education (DoEa).l19%&se
discriminatory attitudes are the main reasons why students are excluded on the basis of their rac
gender, culture, disability, religion, sexugliand other characteristics (DoE, 1998, p. 15). The two
bodies also reported that historically learners who were excluded from the system were those wh
were categorised as having special needs, including those with disabilities. The NCSNET/NCESS
(DoE, 197a) also reported that all the factors that prevented the system from meeting different
learning needs and were the main cause of exclusion could be regarded as barriers to learning at
development (DoE, 1998, p. 12)he report of the two bodies contrtled to the understanding of the
nature and extent of barriers to learning within South Africa. It also contributed to creating awareness
as to what it meant to use acceptable and res
referring to spedal needs. The task of the NCSNET/NCESS was to develop an understanding of
concepts such as fnAspeci al needso and fAeducat.i
the publication of the Education White Paper 6 in July 2001.

The Education White Papé: Special needs education. Building an inclusive education and training
system

The situation with regard to inclusive education has reached an advanced stage in South Africa. Th
DoE released the Education White Paper 6: Special needs education: Buitdiisive education and
training system in July 2001 (DoE, 2@)1. Thi s policy reflects the
inclusive education and training system. According to the National Department of Educatiosy (2001
p. 16), the inclusive educatiand training system accepts and respects that every learner is unique
and therefore has unique learning needs. The Education White Paper 6: Special needs educatio
Building inclusive education and training system acknowledges that:

Different learning Beds arise from a range of factors including physical, mental,
sensory, neurological and developmental impairments, psychological disturbances,
differences in intellectual ability, and so@oc onomi ¢ depri vati on.
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In the EducatioWhite Paper 6 (DoE, 20@}Linclusive education and training is described as support
for all learners within a systemic and developmental approach. This paper recognises that developin
|l earnersodo strengths and e mpo wetivalynagd citicallly inethea b |
learning process, involgadentifying and overcoming the causes of learning problems. The National
Department of Education released this policy in 2001 with the purpose of ensuring that inclusive
education would be implementéa South Africa over a period of 20 years. Its release marked the
birth of inclusion in all domains and at all levels. The Education White Paper 6: Special Needs
Education: Building an inclusive education and training (DoE, 800.16) defines inclusiveducation
and training as a system of education that:
e Acknowledges that all children and youth can learn and that all children and youth need
support.
e Accepts and respects that all learners are unique and have different learning needs which ar
equallyvalued and an ordinary part of human experience.
e Seeks tochange the attitudes towards learners with learning barriers and disabilities.
e Acknowledges and respects differences in learning whether due to age, gender, language, HI\
status, disability or efficity.
e Empowers learners by developing individual strengths and helping them to be able to
participate critically in the process of learning.
e Acknowledges that learning does not only take place at school, but it also takes place in the
home and communifyand within formal and informal types of structures.
o Maximises the participation of all learners in the culture and the curricula of educational
institutions and uncovers and minimises barriers to learning (DoEa2pQ6).
The introduction of inclusive education required the paradigm shift from a medical model of disability
to a sociecritical model that is based on the belief that society must change to accommodate the
diverse needs of its entire people. For many yearscaleghd psychological perspectives have been
very influential in shaping special education (Barton & Oliver, 1992). The publishing of the Education
White Paper 6: Special Needs Education: Building an inclusive education and training system in July
2001 maked the beginning of the process of including learners with special needs into mainstream
schools. This has not been easy because of a number of challenges faced by the teachers who are

main role players toward the implementation of inclusive edutatio
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According to the Education White Paper 6: Special Needs Education: Building an inclusive education
and training system@@oE, 2001), inclusive education is about:
A recognising and respecting the differences among all learners and building on thetisinilari
A supporting all learners, educators and the system as a whole so that the full range of learnins
needs can be met. The focus should be the development of appropriate teaching strategies th
are informed by the diverse learning needs of the learamdsthat will be of benefit to all
learners and educators;
A focusing on overcoming barriers to learning in the system. The focus should be those structure:
and processes all éevels of the system that prevent learners frarhieving success (DoE,
20013, p. 20).

2.6 The implementation of inclusive education

26. 1. Teacher ssofinclusivecedusatiann d i n g

Research indicates the significance of the attitudes of teachers towards including learners whe
experience barriers to learninggeneral education classes (Christie, 1998). Attitudes have been used
to refer to teacherso6é feelings towards inclus
&Gall(1999def i ne attitudes as digpositian towrdsvaiparticidal adbject, & | e

t hing, an idea etc. Chambers and Forlin (20
response about an object or an issue and
(1996), in Swaretal ( 2002) , argue that a personds percep

to learning experiences provided by the environment and the generalized belief systems of the societ
while they also have a direct influence on the way in which one resporide world. This means that

the attitudes may have a cognitive component, an emotional/affective component and a component ¢
observable behaviour (Swaet al, 2002, p.178)A cognitive compone@ onsi st s of t he
beliefs or knowledge abbtu t he attitude object. Teachersbé
learners who experience barriers to learning in regular classrooms can present this component, fc
example, there are teachers who believe that learners who experience barriersrig brarmot
supposed to be in regular classrooms, but they belong in special schootsnotional/affective
componentrefers to the feelings about the attitude object. In terms of inclusive education, an
emotional component m a bout mautling éearhers wigoaexpériencesbarriefse e

to learning in regular classroom&n observable behaviowwomponent simply means that attitudes
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may be learned indirectly by means of observing others and seeing their reactions (Swart et al., 200:
p 178180; Eagly & Chaiken, 1993).. It is therefore very important to mention that attitudes of the
teachers have a critical role to play towards successful implementation of inclusive practices in theit

classrooms.

Teachers are seen as key persons to the sfigcesplementation of any educational idea or concept.
The successful implementation of inclusive education also depends on their attitudes and knowledg
(Col es, 1998) . The teacherso6 perspectives on
outcomes of its implementation in their schools and in their communities (Moberg, 2003). Teachers
need to have positive attitudes towards learners who experience barriers to learning (de Boer, Pitj &
Minnaert, 2011, p. 33B53). The studies conducted bypkky and Gartner (1997); Engelbrecht &
Forlin (1998); and Bothma, Gravett & Swart (2000) on inclusive education confirm that teachers are
the most important component in the implementation of inclusive educational principles, strategies anc
policies. Theyare seen as the primary resource for the implementation of inclusive education policy
through practicing inclusive practices in their classrooms. The study conducted by Naylor (2005)
established the pivotal role of classroom teachers in promoting andsiaghan inclusive school
experience. The study also attested that t he
successful i mpl ementation of inclusive educa
towards inclusive education eatypically positive (Avramidis, Bayliss & Burder000; Keuster,
2000). The positive attitudes of the teachers towards the inclusion of learners who experience barrier
to learning in regular classrooms are argued as playing an important role in implgntérgin
educational changeswc e s sf ul | y. D 6 AVao lreeuwven (16017, @.r3e®@E0hanguesthatd
teachersdé attitudes do not only set the tone
barriers to learning, but they also influence dkt@éudes of nordisabled learners.

Furthermore, the attitudes of teachers towards the inclusion of learners who experience barriers t
learning influence the type and quality of teaelearner relationships, thereby directly impacting on

the | earnersdé educat i tesn(@dok OOl e 204d)e A stuglsundemaklen loyp p
Avramidis, Bayliss and Burden (2000) indicated that educating learners who experience barriers tc
l earning in inclusive settings resulted iIin pc

clases to be inclusive, but the realities of everyday life dictate otherwise (Van Reusen, Shoho &
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Barker, 2001). Although the movement for inclusive education is part of a broad human rights agenda
a large number of teachers in regular schools have seremevations about supporting the
widespread placement of learners who experience barriers to learning (Florian,ALS8&)y by Du

Toit (19991) showed that teachers often resist inclusion because of their established beliefs about
teaching, an unwillingaess to modify their teaching methods to accommodate learners who experience
barriers to learning, or a perception that learners with learning disabilities arelifanadl burden.

They perceive the concept of inclusion as a concern meant to bring chidremlisabilities ©
mainstream schools (Avarmidis, Bayliss and Bur@&®0). Others see special education personnel as

having the responsibility for learners with disabilities, even if they are enrolled in regular classes.

A study conducted by Joblirend Moni (2004) found that many teachers believed that responsibility
for the academic progress of learners who experience barriers to learning remained with specie
education teachers and that the placement of such learners in regular classroomsocaif@tion
purposes only. A majority of teachers with a negative view of the process of inclusion are those wha
are not actively involved in inclusive practices (Avramidis & Norwich, 2002, p. 134). A study by
Vaughn, Schumn, Jallard, Sluther and Samuel 9 9 6 ) which examined te
inclusive education, found that the majority of teachers who had negative feelings towards inclusion
and those who were not participating in inclusive programmes, felt that the deunskens did not

know what was happening in the classrooms. According to the project report of the Danish
International Development Assistance (DANIDA), teachers seem to be overwhelmed by the change:
which are being introduced in the education system and their morale is awést llevel (DoE,
2002a). Their morale is affected by the fact that inclusive education requires educators to performr

tasks which are not in their job description (Shisana, Pelzer, ZDmgiayi, & Louw, 2005).

Studies have al s oitudes mwards ibhclusioh of tearreers ith disabilities differ
according to the nature of disabilities or educational problems being presented (Ward, Center &
Bochner, 1994). Learners with emotional and behavioural difficulties are viewed by teacherg as mor
problematic and difficult to handle than learners with otlgpes of disabilities (Avramidis, Bayliss

and Burden2000). The impact of students with severe emotional and behavioural disorders in the
classroom is reflected in the fact that a number ofiaeoteachers cited it as a reason for their

resignation (Ewing, 2002). According to the findings of a study conducted by Bowman (1986),
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students with medical and physical disabilities are welcomed into the classroom; however teacher

resist the inclusionf students with more significant disabilities.

2.62T e ac h er s 0sotteaphing leamersirethe context of inclusive education

Sever al aut hors describe experience with 1inc
attitudes towards inclusion of learners who experience barriers to learning. Dealing with learners with
disabilities is not a big challenge if the teaches lealt with such learners before. According to
Avissar (2000), Avramidigt al. (2000), Hbdge and Jansma (2000) and Jobe, Rust and B{i€96),
possessing previous experience in teaching learners who experience barriers to learning is
prerequisite teuccessful implementation of inclusive education. Teachers with previous experience of
dealing with learners who experience barriers to learning feel comfortable when they have to

implement inclusive practices in their classrooms.

The studyby JanneySnell, Beers and Ranes (1995, p. 4f&ind that experience with low ability
children was an important contributing factor to their eventual acceptance by teachers. Several othe
studies conducted by Leyser and Lessen (1985), Steinback, Steinback amtk DEeB4), and
Shimman (1990) have also stressed the importance of increased experience and social contact wi
children who experience barriers to learning, in conjunction with the attainment of knowledge and
specific skills in instructional and class magement, in the formation of favourable attitudes towards

i nclusion. These studies on teachersodo attitu
mainstream teachers with children who experience barriers to learning increases, their attingdes cha
in a positive way (LeRoy and Simpson, 1996). The studies also indicated that teachers with active
experience of inclusion held significantly more positive attitudes towards inclusion than those who did
not have any experience with inclusifAvramidis,Bayliss & Burden2000).

2.6.3 Lack of professional developmefjre-service &inservice).

The essence of educational change consists of learning new ways of thinking and doing, new skills
knowledge, attitude etc. Implementation is at the heart of dngagional change (Fullan, 1991, p. 84).
Engelbrechtet al. (2007, p. 59) observes that when change is introduced, teachers are frequently
blamed when implementation fails. Some of the factors that are normally cited are incompetence, non

cooperation, laclkf commitment and laziness. Peté2604), as cited in Engelbrecht and Gré2e07,
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p. 57), further points out that most implementation efforts focus on teaching educators effective
strategies and ignore the conditions within which educators must cesey dlit.

Teachers are key to the transformation of schools and in order for them to lead thesfieidasnthey

need to be afforded expanded and enriched professional development opporfBoites 2005).
Practicing teachers are the key to the successful implementation of an inclusive system and they wil
need time, ofgoing support and #service training (Swaret al, 2002, p. 175). Clearly the demands

and challenges that face teachers in the perforenahtheir professional role and responsibilities must

be addressed (Pottas, 2005, p. 10). Teachers are thus expected to accept new responsibilities and
extend their roles as facilitators to new, perhaps even personally threatening areas (McLeskey &
Waldron, 2002, p. 4). Fullan (1991), as cited in Hargreaves (2003), pointed out that schools today hav
to manage, coordinate and integrate numerous changes of multiple innovations. These multifacete
societal changes have implications for implementationnefusive education, including making
educational change, faster and more compl ex
pressures on them to bring about fundamental changes in learning and teaching in order ftc
accommodate diversity and prde a quality of education faall. Teachereducation programmes
should be informed by current research on variables that are key to the successful inclusion of studen

with diverse learning needs in mainstrealassroom settings (Avramidis, Bayliss & Ban,2000).

Teachers have a significant role to play in the development of schools as inclusive communities and t
this end, preservice teacher education isdigpensable. However, Avramidis, Bayliss and Burden
(2000), Buell, Hallam and Gam&lcCormick and Sheef1999), and McLeskey, Waldron, Swanson

and Loveland (2001) argued that unfortunately many of theseririce development programmes that
were intended to promote inclusive education have proved both inadequate and inappropriate
resulting in negtive feelings towards the implementation of inclusive education. In a similar vein, the
training of teachers for mainstream education did not adequately include learners with difficulties. In
their report on the implementation of inclusive education Besvethd Coopebuffy (2003) pointed

out that many mainstream teachers in different countries are prepared to facilitate social inclusion, bu
do not favour academic inclusion and resist learning new skills. This resistance to learning new skills
from teaches, as Schmidet al.( 200 2) argue, i s the result of
possess the necessary skills of 6good teachi

methods will not support the success of students with specidd mea mainstream classroom.
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An important study conducted in six countries including South Africa revealed that the training of
teachers can be seen in direct relation to their attitude towards learner diversity. Training was
identified as one of the keglements in the success of the development of inclusive teaching
(Marchesi, 1998, p. 116). Dockrell and Lindsay (2001, p. 370) argue that teachers find themselves in
predicament. While they are held responsible for teaching the child, they are cooyine:
deficiencies or shortcomings in their circumstances so that they cannot effectively address thei
|l earnersd needs. Il n | i ght of this reality, P
teachers in the South African context cannoardgnclusion with anything but negative feelings and
even suspicion. Fullan (1991) points out that there is overwhelming evidence that teachers are the ke
force in determining the quality of inclusion. They can play a crucial role in transforming sahiools
bring about no change at all. Petty and Saddler (1996, p. 15) refer to numerous studies indicating th
i mportance of teachers6 attitudes for success
and the attitude of the staff are crucial. Thusan under standing of t eac
attitudes towards inclusion and the changes it requires is essential to the management an
accomplishment of meaningful transformation in South African education. The fact that teachers feel
that theyhave been compelled to make changes when they have not had any substantive participatio
in policy decisions frequently gives rise to
confidence in their own ability to teach learners with speciatatibnal needs is a further factor, as is
their concern for the needs of Oregulard | ear
resistance to changethey find it threatening to have to change their proven teaching methods to
accomnodate learners with special educational needs (Swart, Engelbrecht, Eloff & Pettipher, 2002, p.
186).

Teachersodo | ack of understanding and skills ne
classrooms is one of the factors that contributesatds their resistance of inclusive practices
(Hemman, 2001). The assumption is that the negative attitudes teachers have towards inclusion ar
caused by lack of skills and training. Teachers need appropriate professional knowledge on the kind c
learnersthey have in their classrooms. However, according to Wearmouth, Edwards and Richmond
(2000, p. 36), the empowerment of teachers is neglected in the South African documentation or
inclusive education. This view is shared by Bartak, and Fry (2004) and @Godl&/aughn (2000)

when they point out that both pservice and irservice courses that address the skills and the attitudes

of the teachers towards students who experience barriers to learning are deemed inadequate by ma
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teachers in mainstream schooleeachers attribute their unpreparedness to implement inclusive
practices in their classrooms to their lack of appropriate training in this area (Daane;3itime
Latham, 2000)According to D"Alonzo, Giordano and Van Leeuwen (19%aving educator&sho do

not feel they have the knowledge and skills necessary to effectively teach diverse learners in inclusivi

classrooms creates an inevitable barrier to the implementation of inclusive practices.

Teachers do not only lack understanding of inclusive education, but they also lack skills and
competence (Engelbrecht, Forlin, Ellof & Swart, 2001; Hay, Smit & Paulsen, 2001). Without the
necessary skills and knowledge, teachers feel less confidentthbwudbility to effectively teach and
include learners who are experiencing barriers to learning. Lack of knowledge and skills have becom:e
a systemic barrier to implementing inclusive education. Most of the teachers in mainstream schools
have no preservice training and they also have a very limited experience on the policy of inclusive
education (MacPherse@ourt, McDonald & Sobsey, 2003). As a result they have a very limited
knowledge about learners who experience barriers to learning which is gaimeghtiormal studies
during pre and inservice training (Avramidis & Norwich, 2002). To be a competent teacher in an
inclusive context requires the acquisition of a specific set of skills and attributes and knowledge
(Loremanet al., 2010). Inclusive edut@n is about identification and minimization of barriers to

l earning, therefore teacherséo psteio, fSeasss Wikcaozen| d
Cabello & Spanga2004). Teachers in mainstream schools in South Africa were exposed to the
aparthe education system which was teacher centred. In 1995 the Ministry of Education released its
White Paper 6 on Education and Training, a policy which was meant to move away from apartheid
policies and emphasized equality of access anddismimination (DE, 1995). Teachers who have

not been trained regarding the inclusion of learners who experience barriers to learning, have negativ

attitudes towards such inclusion.

According to Munby Lock, Hutchinson, Whitehead and Martin (1999), the increasing diversity
among children in todaydds <classrooms call s o
respond positively to the challenges of inclusive educattacording to Bende Vail and Scott
(1995), Daane, Beirn8mith and Latham (2000), Gans (1987), Malon, Gallagher and Long (2001) and
MacPhersorCourt, McDonald and Sobs€%003), mainstream school teachers perceive themselves as
unprepared to implement inclusive education in thegular classrooms because they do not have the

required skills for dealing with learners who experience barriers to learning and they have never
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attended specific workshops on inclusive educatiRose (2005)rguesthat teachers are not well
prepared bytheir professional training to manage and overcome inequalities in their classrooms. It
appears that the empowerment of teachers is neglected in the South African policy documentation o
inclusive education. As a result,-training of teachers is a prequisite and it has to be both
theoretical and practical (Burstein et al., 2004). Lack of support from the district and from the
communities is another concern among teachers (Engelbrecht & Green, 2007). Any effective teache
regardless of context requiresmpetence in an understanding of inclusion and respect of diversity,
collaboration with stakeholders, fostering a positive social climate, instructing in ways conducive to
inclusion, engaging in inclusive instructional planning, engaging in meaningfabsamsent and
engaging in lifelong learning (Lewis & Norwich, 2005). Putting inclusive education into practice and
within diverse classrooms, teachers have to support and teach according to the needs and preferen
of learners with barriers to learning€pold, Louw & Kleynhans, 2010).

Teachers who struggle to teach learners who are experiencing barriers to learning are those who ha
not received any for mal training on addressi.l
who have been formallyamed in inclusive education do not struggle to embrace diversity. Teachers
who find it difficult to deal with learners with barriers to learning are those who received formal
training which prepared them to teach in thainstream school setting (Hay, $&iPaulsen2001).

As a result they have very little interest in practicing inclusive education in their general classrooms.
Their prevalent understanding of inclusive education is a narrow one and a lot of them believe tha
disabilities are medical contes and should be handled bpctors (Hay, Smit & Paulser2001).
Teachersé | ack of wunderstanding of incl udsi ve
with differences (DO0AI onll20)., TheGtudy byl Ghanizadéh, Bétaen L ¢
and Moeini (2006) showed that the more teachers know about a learning barrier, the more positive
their attitudes were towards the inclusion of learners with that type of barrier/disability. Therefore
teacher training in the awareness of disabilitied appropriate strategies for teaching students with

disabilities has a positive impact on academic success.

There is a strong relationship between information and attitudes and knowledge and attitudes (Batsiot
Bebestos, Panteli & Antoniou, 2008). Foetteachers to be able to teach learners with barriers to

learning and those with disabilities in an inclusive school, they need to acquire skills and training.
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Professional development in the form of3ervice Teacher Training (INSET) in inclusive edumati

is one of the possibilities to close the gap created by lack of training. Evans, Lunt, Wedell & Dayson
(1999, p . 65) argued that #dAit i s 1important fc
and provide opportunities for teachers to coessidiscuss, argue about and work through the changes
they are exposed to during training which ar
Teacher training in the awareness of disabilities and appropriate strategies for teaching learners wit
disabilities has a positive impact on academic success. Bagwandeen (1994), Engelbrecht and Forll
(1997) and Bothma (1997) are of the opinion that relevansg@méce training can go a long way in
shaping the attitudes of the teachers towards learnerexgerience barriers to learning. It is also
important to prepare teachers and help them understand their roles in implementing inclusive
education in their classrooms. Professional development needs to be linked to school development ar
should be schodbasedand contexfocused (Landsberg, Kruger & N€R010). Teachers are key role
players towards implementation of inclusive education. However their lack of training in dealing with
learners with barriers to learning is a strong barrier towards imptatian of inclusive practices in

their classrooms.

2.6.4 An inflexible curriculum and assessment policy

Curriculum has been perceived and implemented from the perspective that general educatiot
classrooms have a standardized set of curriculum requiremepisces of knowledge and skills that
every learner must achieve to successfully complete the grade (Stainback & Stainback, 1996)
However this is not the case with mainstream schools which have learners who experience barriers t
learning. Teachers whieach in these mainstream schools feel they are obliged to deliver a standard
curriculum and focus on the area content that excludes other learners. As a result they feel learne
who experience barriers to learning should be placed in special classroide of the regular class
environment (Stainback & Stainback, 1996). These learners need special resources and adaptation
the curriculum or different assessment strategies to help them with their learning. This is challenging
to the teachers becaudeetcurriculum that they are expected to implement does not cater for the
individual differences and can have a negative impact on delivering the subject matter. The rigid anc
inflexible nature of the curriculum that does not cater for learners who exgebanriers to learning

can lead to learning breakdown (DoE, 2801omofsky & Lazarus, 2001, p. 31312). This is a huge
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challenge to the teachers who are expected to accommodate such learners in their mainstrea
classrooms ahdo not have special resoasc

The provision of curriculum which is accommodative to all learners in inclusive settings is of great
importance to a successful implementation of inclusive educé&Bangreco, 2007). Students who
experiencebarriers to learning should be providedttwindividualized programming. Teachers are
required by law to develop an individualized education programme for each student with barriers to
learning (DoE, 200HR). These programmes are an appropriate tool for helping in the education of
students with dierse education needs. The curriculum is a focal point of inclusionary school practices.
In a classroom with different learners, an education team has a responsibility to consider all possibls
curriculum content for e a c tes Vawy anrcangplexityadepthl aeda r n
breadth(Ryndak & Alper, 1996, p. 56).

Teachers & also concerned about the ever changingicula. In 1998 they were introduced to
Curriculum 2005 (C2005) and Outcomes Based Education (OBE) which wasbslsiéid as opposed

to an old conterbased curriculum. This curriculum framework was described as a single, outcomes
based, learngpaced,and learnebased and was considered inclusive in nature. It was regarded as a
curriculum framework that would provide access to all learners and would be responsive to the need
of all learners (Naicker, 2005)eachers had to teach in ways which werasient with the
principles of C2005 and OBHn 2002 the DoE2002a)introduced the Revised National Curriculum
Statement (RNCS) and the National Curriculum Statement (NSC) and in 2010 the DoE introduced the
Curriculum and Assessment Policy Statement PSA The introduction of the new curriculum

framework meant that the schools had to change how teeyrganised (Ntombela, 2006).

2.6.5 Assessment strategies

The purpose of assessment of learners who appear to have barriers to learning is tdayatiadiom

about their learning which would contribute meaningfully to their learning support. Teachers are
expected to look beyond assessing learners with barriers to learning. They should think about th
learning support the learners need. The continacsss e s s ment of | earner so
and value is of paramount I mportance. 't form
his/her schooling. Assessment in inclusive classrooms is another huge challenge teachers leave to fac

Teachers do not know which assessment strategies to employ in the inclusive classroom as
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comprises of learners with different intelligent quotients (IQ). They also do not know which aspects of
the learner to assess. Assessment should not be seemsakaged task but it is part of an educational

cycle. Teachers in inclusive classrooms should use different methods and strategies of assessment
learners who are experiencing learning barriers. They should use assessment methods such
individual assessment, peer assessment-agdéssment, group assessment, parent assessment and

portfolios.

2.6.6 Changing teaching methods and inadequate resources

Teaching learners with special needs in mainstream classrooms is a challenge to teachers becaus
forces them to change their teaching methods. Teachers are confronted with a challenge to change t
way they give instruction to the learners. Teaching learners with barriers to learning is different from
the way fAnor mal 0 | ear n expsienca ibariers @ legrhiny .requiteenaoren e
instruction time, other learning methods and skills (Pilj & Meijer, 1997). Many teachers who teach in
mainstream schools have limited access to resources. The biggest challenge to the teachers is
equally digribute the resources they have at their disposal between highly gifted learners and those
who experience barriers to learning. In their study, Vaughn and Schumm (1995) argue that responsibl
and successful inclusion programmes require adequate resqulacesng and support personnel. The
unavailability of resources is one of the factors affecting the success of inclusion of learners who
experience barriers to learning. Classes are overcrowded which is a challenge because teachers finc
difficult to give the learners with learning barriers individual attention (Vaughn & Schumm, 1995).

2.6.7 The language of learning and teaching or medium of instruction

Teachers who teach learners whose mother tongue is not the medium of instruction often experienc
difficulties in disseminating information to the learners. Most of the schools in South Africa are using
English as a language of teaching and learning (LoLT). This is due to the fact that most of the learner
come from different language backgrounds and thesd to learn English to follow the Enghsh
medium school curriculum. These learners are referred to as English second language learners (ES
Learners).

According to Landsberg, Kruger and Nel (2010, p.-158) ®me of the challenges of teaching and

learning in English as a second language are:
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e communication breakdown may occur in the classroom, resulting in learning breakdown, as

communication is very important for learning and development in both formal and informal

contexts;
e that | e ar meyrinsEdgligh rs pdor and tldés has a negative impact on their academic
performance;

¢ that learners are expected to learn other languages beyond English;
e that teaching learners in more than two languages needs to be supported with appropriat
materials andh-servicetraining.

Teachers who teach learners whose first language is not the language of learning and teaching shot
encourage their learners to use their primary language skills and allow them to experience the normse
language devepmentalmilestones (Landsberg, Kruger & N@0Q10). This is very important because
learners will not lose their first language. Learners struggle to listen to English because the
phonological system, phonetic rules as well as tone melodies such as high, lgnanéialling tones
may differ from their languag€Rost, 2001).Teachers who teach ESL may use methods and
approaches which promote fluency and communication as opposed to conventional grammar teachin
which may fail to meet the expectations of a learAanther challenge in teaching learners the second
language is their learners may live in the society where only their spoken language is used. This doe
not help them to improve their proficiency in the LoLT. Teachers who speak one language always

discournge learners to communicate with their friends in another language.

2.6.8 Socieeconomic deprivation

Poverty is the inability to acquire essential material means to maintaifvéfe der Berg & Louw,
2003).1t is one of the challenges faced by the prasly disadvantaged communities in South Africa.
Poverty has a negative impact on the lives of people with disabilities; it causes them to live lives of
neglect, isolation and despair (CALC, 1997). The prevalence of family poverty amonggoimgpl
children in South Africa is high. Family poverty sets in motion a chain of events that together create
barriers in the school achievement. This is one of the biggest challenges faced by teachers. They find
challenging to include learners who come from ptwestricken backgrounds, such as informal
settlements and other previously disadvantaged communities in their inclusive classrooms. Poor living
conditions, undenourishment, lack of proper housing and dysfunctional families have a negative

impact on learars and on their academic performance (CALE97. Learners who come from poor,
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dysfunctional and childheaded families often experience difficulties in terms of coping with their
school work. They cannot concentrate in class, they are temperamenttiggprate also violent to

their peers. Others do not come to school regularly because of ill health anechondehment and
results in poor performance. Poverty is a strong predictor of poor academic performance. It leads tt
underachievement. Children dm poor families tend to perform poorly in tests of reading and

mathematics.

Recently the study that was held metWestern Cape suggested thaverty index proved to be a
strong indicator of results and showed that there was a clear relationshiprbdtegmverty index

and peformance( West ern Cape Education Department, 2 C
appearance and behaviour which together contribute to a certain perception of the child (Fleisch
2007). Learners from poverty stricken ketiolds usually have low sadteem. This is one of the
barriers associated with poverty. Teaching such learners is a very big challenge to the teachers ar
teachers have to ensure that they motivate them on a daily basis. Specific practices asstitiated wi
poverty affect the | earnersdé proficiency in r
school costs is one of them.

Most of the mainstream schools in the townships and rural areas do not have basic services. Thi
makes the lives of learners who experience barriers to learning very difficult because they are unabl
to reach learning centres due to the shortage of tranapd inferior roads. This is one of the causes

of the high rate of absenteeism and lateness among learners with barriers to learning.

2.6.9 Inappropriate and inadequate provision of support

a) Support systems
A study to identify the main causes of streBseachers in mainstream schools conducted in Gauteng
and Western Cape by Engelbreehtl. (2001, p. 258) indicated that despite an increase in the number
of learners who experience barriers to learning in mainstream classes in South Africa, teadner supp
systems are still inadequate. The assumption is that this inadequacy is caused by the lack c
professional competency. The kind of training teachers received during the apartheid era did no
expose teachers to the support systems required to enabletdhgevelop the necessary skills to

handl e | earners wh o experience barriers t o
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confidence in their own ability to work with learners who experience barriers to learning, can only be
addressed by the availaty of support systems (Buell, Hallam, GamdcCormick & Sheer, 1999).

Support systems result in teachers changing their negative perceptions of inclusive education. A stud
on teacher preparedness for integrated classrooms conducted by Bothma, GdaSetad (2000, p.

214) in the Gauteng Province, concluded that a small percentage of the teachers indicated that the
received supportrém the services. Bothma, Gravett and Sw@A00) argued against expecting
teachers to manage their stressdfectivdy in an unsupportiveenvironment as it causes a barrier

towards effective implementation of inclusive education.

b) The Districtbased Support Teams
The establishment of distritlased support teams by education districts is of paramount importance
for the successful implementation of inclusive education. The distrgbort teams should comprise
of district specialists and former special school teehKey functions of the distriesupport teams
(DoE, 2001)jnclude:

e providing evaluation needs and support of all schools in their district including centres of early
childhood education, adult education centres, colleges, furthne higher education
institutions.

¢ ensuring thaspecial schools are transformed into resource centres.

e ensuring that the implementation of national inclusive education is monitored

e ensuring that the needs and support required by each school in thet distesponded to in
terms of curriculum, assessment and instructions.

e upgrading and training of staff as part of the distsigpport team

c) Support from the school management team (SMT)

Support from the administrative staff has been cited in a number of studies as a significant factor ir
determining the attitudes of the teachers towards inclusion. Idol (1994), Larrivee and Cook (1979)
argued that the teacher feels comfortable and reaftirihthe principal and the school management
team (SMT) foster a positive learning environment for both teachers and learners. Teachers ir
mainstream settings believe that the support of the SMT is critical in order for them to implement
inclusive practies in their classrooms (Daane, BeiSmith & Latham, 2000; Hammond & Ingalls,
2003). Principals need to accept ownership of all students and support inclusive placement in order t

inspire the same feelings among other school personnel (Gameros, 19959dy.
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d) The Schootbased Support @am (SBST)

A schootbased support team (SBST) is an internal support which is coordinated by a member of staff
who has received training in either life skills education, counselling or learning support. This team
should comprise mainly teachers within the staff itself, parents and learners (Engelbrecht, Green,
Naicker & Engelbrecht, 1999Mainstream schools are required by law to estaldighootbased
support teams that will coordinate inclusive services and netwdlktie specialists from district
based support teams and resource centres (DoE, A0&lpurpose of the SBST is to support teachers
who are experiencing problems and do not have training and skills of dealing with learners who

experience barriers to leang in mainstream settings

Key functions of the SBST includeffiérent forms of classroofhased suppor{DoE, 2002, p.117)
such as:
A Identifying learners who experience barriers to learning and coordinating the curriculum; and
A Collectively identifyingt eacher s6 needs and in particul
teacher, curriculum and institutioraivels.

A

26 10 The severity of a |l earnerods disability

The attitudes of teachers toward the inclusion of learners with disabilities into regetapaclas are
shaped by the type and severity of the disability (Croll & Moses, 2000; Agran, Alper & Wehmeyer,
2002). Research shows that there is a concern from the teachers regarding inclusion of learners wi
severe disabilities into mainstream classrogfwlin, 1998; Westwood & Graham, 2003). Teachers
view the inclusion of learners with multiple disabilities into mainstream classrooms as impractical
(Sigafoos & Elkins, 1994). Another study by Sigafooos and Alkins (1994) found that teacher attitudes

wereless favourable about including learners with multiple physical disabilities into regular classes.

2.6.11 Lack of parental recognition and involvement

Parents are the most consistent advocates of
eduwcation issues is an integral part of developing a more inclusive education system. Education for al
and inclusive education include the possibility that parents have a greater say in #dimedidheir
children (Donaldet d., 1997, p. 24849). The South African Schools Act further states that parents
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have the right to decide which school they wish their children to attend and that only in extreme case!
can a school refuse learners admission. Therefore it is important for the teachers toatel\atibr
parents if they want to get useful information aboutrtihildren. According to Donald, Lazarus &
Lolwana (1997)., the inclusion process demands involvement, dedication and commitment from
parents, since parents share a special relationshiptiathchildren, and they also understand their
chil drenbés needs and are readily available to
parentbased groups are making a significant difference in the movement towards inclusive
programmes. Binco (1997) argueshat the formulation of policies designed to help disabled

individuals requires a global, integrative and participative approach that involves various institutions.

The parentsd active i nvol vemenis imponant foh efectivee a c |
learning and development. Lack of education is one of the reasons they do nt g&trinvolved in
education matters. The teachersd attitudes to
from participating in theeducation of their children. Teachers do not know which roles they can
involve the parents in. Lack of resources to facilitate involvement and lack of empowerment contribute
to parentsdé unwillingness to be i rusedbythesthoolsn t
to communicate with the parents creates a barrier. A number of schools write correspondence letters |
English and as a resul't parents do not parti

communication breakdown.

2.6.12 Teacher/learner ratio

Large classes may be viewed as a barrier to successful implementation of inclusive education (Agrar
Alper & Wehmeyer, 2002; Pronchnow, Kearney & Carlioltl, 2000). Research findings highlighted
concerns about the teackerlearner ratio. Teachers feel inclusion is only possible with small class
sizes and adequate resources. Overcrowded classes make it difficult for the teacher to give individus
attention to all the learners in a class. This view is supported by Stoler (Y@@2Reusen, Shoho and
Barker (2001), who argue that larger classes place additional demands on the regular teacher, whi
reinforcing concern that all students may not receive proper time and attention. Studies have alsi
shown that individual assistancg teachers to learners who experience barriers to learning can be
helpful (Wasik & Slavin, 1993). The number of learners in each class in the mainstream school shoulc

not exceed 25 especially if there are learners with disabilities. According to WedH),(88aching
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large classes with few resources is one of the challenges which put a great deal of pressure on tl

teachers.

2.6.13 Inaccessible and unsafe built environments

An inaccessible and unsafe built environment is another barrier identified Wiite Paper 6:
Special Needs Education: Building an Inclusive Education and Training System (Dok, R001&

18). The Department of Educationdés Draft Guid
(2002) state that physical access and sajétyhe environment are social constructs that reflect our
values concering diversity (DoE, 2010 Most of the schools in South Africa especially those that
were built before the National Building Regulations of 1996 do not adhere to the new building
standrds and therefore accessibility needs to be enhanced (DoE, 2002, Acce3sibility needs to

be viewed in terms of geographical location of the school, and a school for learners from a poverty
stricken community should be in an area that is easilysaifile to community members and should

have all the essential services within reachable distance (DoE, 2002).

26 14 Teachersdé |l evel of confidence
A number of teachers in mainstream schools generally lack confidence as they try to accommodat
learners o experience barriers to learning in their classes (Sigafoos & Elkons, 1994). This may be
caused by their lack of skills in modifying their curriculum in order to suit learners with individual
learning needs. The Draft Conceptual and Operational Guiddilmehe Implementation of Inclusive
Education (DoE, 2002) indicated that fear and lack of awareness about disabilities would be a barrie

to the learning of the learners.

Teachers who have positive attitudes toward inclusive education and who doknoorifidence in
implementing inclusive education in their classrooms are those who have had increased training in th:
field of inclusve education (Avramidis, Bayliss & BurdeB000). Another study by Le Roy and
Simpson (1996) showed that the more teacbeperienced teaching learners who experience barriers
to learning, their confidence to teach such learners also increased. However those with inadequa
knowledge with regard to instructional techniques and curricular adaptations lacked confidence and a

a result had negative attitudes toward inclusive educétiasar, Brenner, Habel & Coleman, 1997)
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These negative attitudes will spread to others and that could negatively influence the learner whc

experiences barriers to learning.

2.7 Theoretical framework

This section of the dissertation discusses the theoretical framework of this study. Neuman (2006, p.52
defined a theoretical framework as a very general theoretical system with assumptions, concepts ar
specific social theories. Acording to Henning, Van Rensburg and Sng005), theoretical
frameworks help the researcher to make explicit assumptions about the interconnectedness of the w:
things are related in the world. They further state that a theoretical framework is therd¢ergh th
which the researcher views the world.

In this study two theoretical frameworks were chosen, namely: the human rights theory and
Bronfenbrenneroés ecol ogical systems theory.

2.7.1 Human rights theory

In order to understand the realities surrounding the new movements in South Africa, it was necessar
to adopt an explanatory framework which does not only refer to education, but to social life in general.
A human rights theory could be relevant in thisdy. The main purpose of the human rights theory is
to develop an awareness of the fact that etlutas a human rights issu&ccording to Mittler (2000,

p. 12), inclusion is a struggle to achieve universal human rights, it originates in the intafnation
human rights movement. In 1948 the Universal Declaration of Human Rights proclaimed the right of
every child to an attation (UNESCQ1994). As a result many countries including South Africa are
moving away from the education system that segregates sitigents to a more inclusive education
system.

The political changes that took place in South Africa after 1994 when she became a constitutiona
democratic state affected both general and special education sectors. These changes influenced t
DoE to restructure and redesign education by moving away from the education setting that segregatet
learners with disabilities. The new government also committed itself to the transformation of
education, and key policy documents and legislation stressing thépf@iont education as a basic

human right are enshrined in the new South African Constitution (Act 108 of 1996). Section 9(2)
enshrines the right to equal learning opportunity to all and protection against unfair discriminatory
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practices. It states that ddlarners, irrespective of their disabilities, race, gender and age, should have

the right to learn successfully.

The new constitution also makes it illegal for the state organisations, groups or individuals to
discriminate against anyone, on any grouf@SA, 1996, Article 9, 3). Avramidis and Norwich
(2010) argue in support of the notion that the movement for inclusive education is part of a broad
human rights agenda and that all forms of segregation are morally wrong. The education section of th
Billof Rights in South Africadéds Constitution st
education, and must be given the opportunity to achieve and maintain an acceptable level of learnin
(DoE, 1996). In the study conducted by Dyson and Foi@99, p. 2831), they argued in support of
the Salamanca Statement and Framework for Act
strongest protagonist for the devel opDox20Ql) of
provides a frarawork for systemic change for the development of inclusive education. Inclusive
education means the right to educationall (Naicker, 1996; Lazarus, Davidoff & Daniels999, p.

47). Inclusive education in the South African context has been promotmd educational strategy

that contributes to a democratic society. The first step is to move away from seeing disability only in

medical terms to seeing it in terms of the rights of the disabled.

2.72Br o n f e n bEceagioakSysiems Theory

Thesecond heor et i cal framework that wunderpinned t
theory. This theory is based on approach first described bBronfenbrenner (1988, 1989;

Bronfenbrenner & Morris, 1998) . tefnin (©ikos = house, il e C
environment and Logos = knowledge). This the
surroundings. It is also suited for the description of human socialization. It describes socialization as
the way of becoming a member ocbsi et y. Bronfenbrenner 6s eco

development theory.

This theory hasechodeongircean anseydstfebmnso t heoryo as
by the forces around them and constantly making meaning of their lives withinsocial context
(Castle, 2001; Kim, 2001). This theory also claims the existence of interdependence and relationship
between different organisms and their physical environment. Furthermore it maintains that every par

together with all other parts sures the survival of the whole.
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According to Costanza (1998, p. 2) and White, Greenman, Benton and Boots (2006), ecological
intervention embraces the notion that it is impossible to understand the meaning of persons or systen
in their contexts, unlesgor example, the teacher and the learner develop shared criteria for their
definition. The ecological intervention embraces the notion that the varieties of different features in the
environment affect both the teacher and the learner. This theory defomeplex layers of
environment, each having an ef f eiotéercomnectedsystems | d

namely: he microsystem, the mesosystem, the exosystem and the macrosystem.
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chil dés devel opment. (Picture scanned from P

education, issues and controversies)
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The microsystem:This is the closest envirarent for a child and includes the structures with which

the child maintains direct contacts (Berk, 2000). Structures in the microsystem include family, school,
neighbourhood or childcare environments. The school class is a microsystem for the chiltisince i
another environment where the child maintains direct contact with other children and teachers.
Paquette and Ryan (2001) maintain that at microsystem level the relations between persons happen
two ways- from the child and towards the child. Forexa | e , a childbs parent
hi s/ her beliefs and behaviour, but the child
Bronfenbrenner calls this Holirectional influence and points out how such relationships exist on the
levelsof all environments. In a microsystem thediiectional interactions are their strongest and they

have a most powerful influence on the child.

The mesosystemThis refers to interconnections between two or more settings or the interactions
outside theamily environment such as school and peer influences. At this level, peer group, school
and family systems interact with one another. As a result what happens at home or within the pee

group can have an influence on how a learner performs at school.

The exosystem:This layer defines the larger social system in which the child does not function
directly. The structures in this |l ayer i mpact
in his/her microsystem (Berk, 2000). The child may betdirectly involved at this level, but he/she
does feel the positive or negative force involved with the interaction with his/her own system.

The macrosystem:This is the layer closest to the child and contains the structures with which the
child has @rect contact. It encompasses the relationships and interactions a child has with immediate
surroundings (Berk, 2000). Structures in this layer include family, school, neighbourhood, or

chil dr en6 s isthevwidersatiaheuittiral and legal text that encompasses all the other
systems.
This theorydés view of inclusive education sug

a complex social world and that it is necessary to observe interactions at multilevel contexts anc
examine changes over time at all levels. According to MacCormick (2006), the developmental
ecological systems psychologists describe the child as embedded in a series of interrelated syster

that interact with one another. This interaction iglibectional, thedeveloping child affects and is
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affected by nested systems. This theory al so
of normally occurring routines in familiar settings. For a child with disabilities familiar settings refer
to the genmal education environment or any natural setting where typically developing children are
present. An understanding of the needs of the child with disabilities must be accompanied by a careft
analysis of the opportunities that exist in the typical educatigetting to address the goals and

objectives designed to alleviate those needs.

Teachers are the main adults in the lives of the learners for many hours each week, as a result the
have an important role to play in the learners’ persona and sooidbplment. Therefore, harmonious
relationship and interdependence between teachers and learners who experience barriers to learning
important. The relationships a child develops in school become critical to his/her positive
development. The amount ofrté children spend in school determines the weight of the relationships
fostered there. A school is a place where a child may for the first time develop relationships with
adults outside their immediate family. These relationships help the child to dexgojpively and
emotionally. Whiteet al (2006) argue that in an ecosystem the components behave in the ways that
keep them together and they move towards the goal or destiny. The ecological systems theory stress
that should there be a breakdown in pag of the system, another part will try replacing it, so that the
living pattern can be balanced and maintained. Therefore, to maintain the balance, all system:
operating around the learner must work together so that the learner can be developedaded iedaic

stable environment.

2.8Summary

Thi s chapter examined educatorsd experiences
education on international and Soutlriédn levels. The main idghat emerged from the studies were
that teachersdéo attitudes towards inclusion of
influenced by a number of factors. It also emerged that a paradigm shift on the part of the teachers is
prerequisite towards the sucdegssmplementationof inclusive education.

Literature also indicated that although teachers are the main role players towards the successfu
implementation of inclusive education, they are not always prepared to meet the needs of learners wit

severe disabilities.
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CHAPTER THREE
Research design and methodology

3.1Introduction
In this chapter, the researcher outlines the research design and methodology used in this study.
explore the experiences of teachers teaching learners in the context of inclusive education, it wa
necessary to engage qualitative research methods. &ivalitesearch provided the opportunity for
these teachers to articulate their understandings, perceptions and experiences around inclusi
education. This chapter provides a brief description of the context which attests to the circumstance
of these tedwers from a township secondary school. The researcher explains the sampling strategy
and describes data collecting tools where he argues for the use atarmired individual interviews
and semsstructured questionnaires. Inductive analysis of dathpaiterns of themes that emerged
from interviews and questionnaires are also explained. Finally, the ethical considerations, validity,
trustworthiness/reliability and limitations of this study are explained in detail.
This study was undertaken to answer following critical questions:

1. What areeachersunderstanithgs ofinclusive education?

2. What challenges do teachers experience as they teach in the context of inclusive education?

3. What kind of support do teachers need to successfully implement irckaivation?

3.2 Research design and methodology

According to Durrheim (2002, p. 29), a resear
as a bridge between research questions and th
The approach that was used in this study was qualitative in nature. This approach was employec
because of the nature of thedtuvhich was explorative. Cohen, Mannion & Morrig@®11) assert

that qualitative research seeks to explore a particular grouparo generalise it over the whole
population. The main aim of this study was to explore the experiences of the teachers of implementing
inclusive education in mainstream sajsn Bless and Higse@mith (2004 described the qualitative
approach as usingelevant words or descriptions to record aspects of the world. The qualitative
research methodology starts from the philosophical assumptions that researchers bring with them, the
own world vews and beliefs (Cresswell, 2Q00The raw data was collected a nornumerical form

which was qualitative. According to Neuman (2000), qualitative data is in the form of words and

pictures, while quantitative data is in the form of numbers. Qualitative approaches are designed tc
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obtain maximum information from theagicipants in their natural setting. Berg (2003, p. 5) argues
that this design helps the researcher to understand and explain the meaning of social phenomena wh
there is little disruption of the natural settin@&nzin(2008) concurs that qualitativesearchers study
things in their natural settings, trying to make sense of, or to interpret, phenomena in terms of the
meanings people bring to them. In his study, Patton (2002) defined qualitative research as attemptin
to understand the unique interacts in a particular situation. The main aim of understanding is not to
predict what might occur, but to understand in depth characteristics of the situation and the meaning
brought by participants and what is happening to them at the moment. Furtherrabtativg
approaches are useful because they produce detailed data from a small group of participants whil
exploring feelings, impressions and judgments (Coll & Chapman, 2000). The qualitative research
methodology was relevant for this particular studgause its main focus was on the experiences of
teachers working in the same school where the study was conducted.

3.3 Research paradigm

This study was done within thaterpretivist paradigm and the main aim was to understand the
subjective wrld of human experience (Cohen, Mannion & Morris@@11, p. 17). The term paradigm
originated f r opmartahdeiwgGinaede kmevaormrsd fiipatternod and
Kuhn in 1962 to denote a conceptual framework shared by a community of scientistprekided

them with a convenient model for examining problems and finding solutions. Kuhn (1977) defined a
paradigm as an integrated cluster of substantive concepts, variables and problems attached wi

corresponding methodological approaches and tools.

The interpretivist research paradigm emphasises qualitative research methods, which are flexible
contextsensitive and largely concerned with understanding of complex issues (Carcary, 2009).
Rowland (2005) argued that in the interpretivist paradigm, ésearcher is not seen as entirely

objective; rather he/she is part of the research process. This view was shared by Walshman (2006,
321) who reiterated that fAresearchers are bia

thingsincertanmys and not ot herso.

According to Willis (1995), interpretive rese

experiences of the external world; as a result, they may adopt asubjective epistemology and the

ontological beliefs ta t reality is soci alnlty |refeysyt® t brancht of d .
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philosophy concerned with articulating the nature of thedvWand & Weber, 1999 Whereas the
tebmfiepi st ermeofl orgsy 60t o t he nature of the relation:
nature of human knowledge and understanding that can possibly be acquired through different ways ¢
inquiry and alternative methods of invgsat i on o ( Hi r s c hbygtinein,m1995)K | e i
Interpretivists are against foundationalists who believe that there is no single route or correct metho
to knowledge(Willis, 1995. They attempt to derive their constructs from the field by adejih
examination of the phenomenonioferest (Walshman, 1993).

Within this qualitative approach, a descriptive and interpretive case study was adopted as a researc
design of this study. Yin (2002) defined a case study as an empirical inquiry that (a) investigates &
contemporary phenomenowithin its reatlife context; when (b) the boundaries between the
phenomenon and the context are not clearly evident; and in which (c) multiple sources of evidence ar
used. According to Stake (2008), a case study is-@epth analysis of a single emtitit is a choice

that a researcher makes as to what to investigate, identified agle chse. Creswell (20p6n the

other hand defines a case study as a single instant of a bounded system (e.g. an event, process,

activity or individuals) based onxeensive data collection.

These definitions were helpful in distinguishing the research methodology of this study from all other
research designs. Adopting a case study approach enabtlptin qualitative analyses of the
experiences of teachers of teachlearners in the context of inclusive education in a single school.
Benbasat, Goldstein and Mead (1981jue that case research is particularly appropriate for practical
based problems where the experiences of the actors are important and the daiexdction is
critical, and while there are many definitions and characteristics of case studies, there is a broas
agreement about its use in examining and disseminating practice in inclusive education. The cas
study method appeared to be the most gmate method for understanding the complexity of
organisational phenomena, as it contributes to the way we understand individual, organisational

political and social phenomena (Yin, 2003).

3.4 Research site

The school selected for this study is a seaopdchool in Umlazi Township. This township is situated
18km south of Durban. The selected school is a public school in a previously disadvantaged

community. It accommodates Anor mal 06 | earners
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community, therate of unemployment is relatively high. It is surrounded by informal settlements and

most of the learners come from povestyicken backgrounds.

The appearance of the school is attractive, but not conducive for learners with physical disabilities. I
is a double storied school, which makes it difficult for learners with disabilities to gain access to
classes on the first floor since the buildings do not have ramps. The school has a staff establishment
50 teachers excluding ndeaching staff. The scbbstarts from Grade 8 to Grade 12. The learner
enrolment during the year 2013 was 1650; this means the tdaah®er ratio is supposed to be 1:33.
However, the shortage of classes makes it difficult for each class to have 33 learners. The classes a
overcrowded in such a way that the average number of learners in each class is 55. The school is
predominantly African school with African teachers, the majority of which received their training
during the apartheid era. The language of teaching andriggitroLT) is English.

The school begins at 7h15 and ends at 14h30 every day. From 7h15 to 7h30 learners and teache
gather for prayers and announcements. The first period commences at 7h45.

3.5 Sampling

The purpose of this study was to explore ¢hallengeseacherexperiencaeaching in the context of
inclusive education. As a result the participants of the study were to be drawn from teachers working
in a mainstream secondary school. Bless and He§saith (2004) defined sampling as a subsdhef

whole population which is investigated by a researcher and whose characteristics will be generalize
to the entire population. It is practically impossible to interview the entire population; therefore
selecting a sample is a prerequisite. The pojauadf this study comprised of six (6) teachers working

at a selected high school in the Umlazi District.

Purposive sampling was used to select the participants and the school where the study wasoing to |
conducted. According to Cohen, Mannion & Meon(2000), purposive sampling increases the utility

of information obtained from small samples. This method of sampling means that the researchel
makes specific choices about who he or she wamtmiclude in the study (Cohen, Mannion &
Morrison, 2011). There are two main methods of sampling, namely: probabilitynemeprobability
sampling (Cohen, Mannion & Morriso2007). Purposive sampling was used as aprobability

sampling since the main aim was to collecdepthdata Rea and Parker (2008fine purposive

46



sampling as a type of nggrobability sampling in which the researcher uses judgment in selecting

respondents who are considered to be knowledgeable in subject areas related to the research.

A single school was selected for this study beeatumet all the needs for this investigation. Six (6)
teachers who teach in the same school were selected as the participants. They were selected basec
their experience working in a mainstream secondary school and because of their willingness tc
partidpate in this study. Three participants for the interviews wwecemales and the other fouwere
females. Their ages ranged from-3® . Three of t he participant
gualifications, while the other three had undertaken postgrasiuaties in education. The participants
were individually interviewed in senrsitructured interviews using opemded questions. All
interviews took place in the staff room after school hours. The time chosen for interviews was at the
discretion of the pricipal, the participants and the researcher. These teachers were used in this stud
since the main purpose was to explore their experiences of teaching learners in the context of inclusiv
education. According to Berg (2003, p.27), a research sample iosethpf elements which contain

the most common characteristics of the population

3.5.1Table 1: Demographic representationof participants for semi-structured interviews and

open ended questionnaires

PSEUDONYM | AGE | GENDER | TEACHING | TEACHING QUALIFICATION
SUBJECT EXPERIENCE
Penelope 50 Female English 27 STD, ACE
Senzo 47 Female Life sciences| 23 PGCE, B. Ed
Honours
Mantombi 47 Female History 23 PTD, ACE, B. Ed
Honours
Mlu 40 Male Maths 16 B. Paed
Simphiwe 35 Male Physical 12 B. Ed
science
Hlengiwe 30 Female Life 7 B. Ed
orientation

47



3.6 Data collection techniques

Tuckman (1978, p. 14) argued that many studies in education and other related fields rely on
interviews and questionnaires as their main sources of data collection, so were ts&wssored

interviews and senstructured questionnaires used in this study.

3.6.1 Semistructured individual interviews

In this study, data was collected through sstmictured individual interviews of 30 minutes to one
hour in length following a predetermined schedule. An inésvvguide, consisting of six Y@®pen

ended questionwith probes, was used to gather information from each participant. This interview
gui de was developed through a review of | 1t €
learners in the context of inclusive education. Ssimictured interviews &re chosen in this study to

give flexibility to both the researcher and the participants (Rose & Cole, 2000). Earl and Mouton
(2002) define a qualitative interview as an interaction between an interviewer and a respondent ir

which an interviewer has a gaal plan of inquiry.

The interview is regarded as a very important instrument in the collection of data for the qualitative
researcher (Coll & Chapman, 2000). The interview is applicable and convenient in collectepghn
data about p,pagdtiend @ bebefs ifrom acsmall sample eathan on a large scale
(Cohen, Mannion & Morrison2007). It allows the participants to express their opinions and their
perceptions in their own words. Sestructured interviews were chosen in the contd#xthis study

since one of the main purposes was to explore things like similarities and differences of ranges acros
voices of the teachers in terms of teaching learners in the context of inclusive education. It alsc
afforded some flexibility to both #éhresearcher and the interview&eeeff (2005)argues that semi
structured interviews are considered to be appropriate in eliciting specific information about policy
implementation. This data collecting instrument was ideal since the study was focusing on the
participants who have been working togetfoe a considerably long time and have similar concerns
about implemeting inclusive education (Cohen, Mannion & Morris@0,11).

Semistructured interviews give participants an opportunity to expand upon their answers, give more
details, and add addimal perspectives (Watts & Ebbutt, 1987). The questions wereemiad, yet
directed at obtaining particular information.
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3.6.1.1 Pilot testing of interviews
It is important for each participant in the study to understand the interview questionsamthe/ay.
To ensure that this happened in the interview, the researcher started by piloting the interview schedul

to six pilot participants, which also helped to enhance its clarity, accuracy, and reliability.

The interview questions were piloted at tre@ghbouring school during the month of November, 2012.
The way in which the questions are phrased is one of the most important ways to determine how a
interviewee will respond (Patton, 2002This school was similar to the school where the study was
going to be conducted. This process helped the researcher to make some changes to his intervie

schedule.

3.6.1.2 The interview procedures

One semsstructured interview with opeanded questions was conducted with each participant at the
school site to partipate in the study. The interviewer started by establishing a rapport with the
interviewees and he also explained the purpose of the interview. The researcher came to the intervie
with a list of questions to ensure the coverage of the major topics; oadidifis of questions during

the interview were made to show sensitivity to the individuals and the context of the school. Six
teachers were requested to participate in the study and they consented and participated. The durati
of each interview ranged fino 30 to 60 minutes. The interviews were conducted in the staff room after
school hours to avoid any unnecessary interruptions. The advantage of usirendedrguestions in

an interview is that data is obtained relatively systematically. §gesied by &ton (2002, data was
collected by note taking, by using an audio tape recorder and using -tglawemos after the
interviews. Note taking helped the researcher to formulate new questions during the interview and i

also helped the researcher in locatpgcific quotations from the tape.

Tape recorded interviews allowed for more accuracy in data collection and they also allowed the
researcher to be more attentive to the participants (Gall, Gall & Borg, 1999). Eachezpeled
interview was transcridd verbatim to ensure a greater degree of accuracy. An interview guide
(Appendix A) was also used to control and ensure that all areas of the interview were covered with all
the participants of the investigation. To ensure credibility and conformabilityrasfscribed

interviews, copies were hand delivered to all six participants.
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3.6.2 Operendedquestionnaire

A guestionnaire can be defined as fia written
r e s p o n(dumart 1999, p. 110)The respondent receives the questionnaire, reads the questions,
interprets what is required and then writes down his/her answers. The researcher has to ensure that t
guestions are easy to read, understand and follow, because unlike in an intervigan sitba

respondent cannot ask questions or receive answers immediately.

One operendedquestionnaire was designed to supplement the data from intervigvestended
guestions provide the opportunity for the respondents to answer the questions inolws/veords.
These questions are used when the researcher
cause anBogdenf& Biklert, 8992, p. 156QQuestionnaires were used when the researcher
realised that there were still some gaps, in commectvith answering the questions about the
challenges teachers experienge implementing inclusive practices in their classroori$ie

guestionnaire was distributed to the participants.

According to Cohen, Mannion & MorrisofR011), if a sitespecifc case study approach is to be
employed, qualitative, less structured, wbabed and opeended questionnaires are more
appropriate. Opeended questions are useful if the possible answers are known or the questionnaire is

exploratoy (Bailey, 1994, citd in Cohen, Mannion & Morrisor2011).

Cohen, Mannion & Morrisor{2007) regard a questionnaire as an appropriate tool if one wants to
collect data on a large scale within a short space of time. -©uaed questions allowed the
participants togive detailed information. Cohen, Mannion & Morris¢2007) argue that a well
designed questionnaire can increase the reliability and validity of data to acceptable levels.

3.6.2.1 The format and content of the questionnaire

The questionnaire was dividegto two sections (See appendix B). Section A is made up of questions
1-4. The purpose of this section was to gather biographical data about each participant. Section B i
made up of questions@ The purpose of this section was to establish the expesiepeeceptions

and views of the participants on the inclusive education policy.
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3.6.2.2 Development of questionnaire items

Some strategies that were employed in the development of the questionnaire items included:

e Thorough examination of issues raisedthe literature on inclusive education; after which
guestionnaire items were selected that were in line with the hypothesis and the researct
guestions.

e Identifying the main issues of inclusive education, and then from there the concepts of the
issues tht were going to be tested were identified.

e Questions from other authors on a simitaric were considered (Lazarus, Davidoff & Daniels,
2007,p.65).

3.6.2.3 Pilot testing of questionnaires

It was also necessary to run a pilot test totpst thequestionnaire and to revise it based on the results
of the test. The researcher used the opportunity when a number of the teachers were not invigilating t
sample the questionnaire. A sample of 25 pilot teachers was selected to fill out the questiandaires
their comments were helpful to shape the final questionnaire. Pilot testing the questionnaire helped t
determine whether gquestionnaire items possessed the desired qualities of measurement. According
Van Dalen (1979, p. 153), questionnaires aregtaided to measure variables in an investigation, they

must be preested, refined and subjected to the same criteria of validity, reliability and objectivity.

3.6.2.4 Final questionnaire (Appendix B)

The final questionaire was administered to the sdachers selecteéddrough purposive sampling.

3.7 Data analysis

The aim of data analysis is to transform data into an answer to the original research questions
According to McMillan and Schumacher (2010), data analysis is a practice in which raw data is
ordered and organised so that useful information can be extracted from it. Qualitative researct
generates huge amounts of data, therefore it is important to analyse it as early as possible. This hel
to reduce the problem of data overload by choosingifgignt features for future focus (Cohen,

Mannion & Morrison,2011). Qualitative data is analysed by organising it into categories on the basis

of themes and concepts. Categories that were explored inrtliss e ar c h i ncl ud
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understanding of inakive education. challengdsachersexperiencein implementing inclusive
practices in their classroonemdsupport needed for the inclusion programme to be effective,

A thematic analysis was used as a method of analysing data and ideas appearedifidoalind
interviews and questionnaires. Data analysis procedures that followed a step by step constar

comparison method were used to develop themes (De Vos, 2002):

Step 1: Managing data

An outline of paraphrased items was generated based on each inteExieWwranscripts and tapes
were utilised to organise data. Data was managed by colour coding using highlighters to define
categories for data analysis. This helped to change raw data into manageable thought units fc

analysis.

Step 2: Reading and writig memos

Each interview transcript was examined separately and whenever a new theme emerged, it wa

highlighted. The identified themes within the transcript were then compared across transcripts.

Step 3: Describing, classifying and interpreting

Overall themes were then developed. The researcher started by identifying salient themes, recurrin
ideas and patterns of belief that link people. As categories emerged, they had to be internally
consistent but different from one another. According toMde (2002) classifying means taking the
gualitative information apart and looking for categories, themes or dimensions of information.
Interpretation on the other hand involves making sense of data; this requires the researcher to sear

for other explanabns for this data and the connection among them.

Step 4: Representing and visualising

This procedure was followed for each transcript analysed. A summary of all transcripts was compiled
in which subthemes were compared to come up with overall themésvéira later used to report the

finding of the study.
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3.8 Reliability and validity

Reliability refers to the extent to which one
main purpose of reliability is to ensure that the mistakes and subjectivity in a study are as minimal as
possible(Yin, 2002)To ensure that the resuligere dependable the researcher used the following
strategies as suggested by Cohen, Mannion & Morri@iil). All interviews were recorded and
transcribed verbatim into written text by the principal investigator. Transcribing interviews can
provide impotant detail and an accuraterbatim of the interview (Cohen, Mannion & Morrison,
2011). Recording and transcribing interviews has the following advantages:
e It helps to correct the natural limitations of our memories and of the intuitive glosses that we
might place on what people say in interviews;
¢ |t allows more thorough examination of what people say;
e It permits repeated examination of the interviewees answers;
e |t opens up the data to public scrutiny by other researchers, who can evaluateytie tHra!
is carried out by the original researchers of the data (i.e. a secondary analysis);
e |t therefore helps to counter accusations that an analysis might have been influenced by &
researcherdés values or biases;
e It allows data to be reused in otheays from those intended by the original researcher
(Heritage, 1984, p. 238).
To measure the accuracy of the research, the researcher asked other researchers to examine the dat
the data is examined by more than one researcher, something that avghtden missed by one
researcher might be picked iny the other researcher (Cohen, Mannion & Morris2®l1). The
researcher also asked the participants to read the interview transcripts and comment whether they ga
the true reflection of what they slain the interview. The researcher also used an audio tape to record
interviews which would make the transcripts more accurate as these can be revisited to confirm o

authenticate data.
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3.9 Ethical issues

The use of interviews and questionnaiassdata collecting tools involves obtaining ethical clearance.
Interviews concern interpersonal interaction and produce information that involves invasion of private
space and thus results in reva of human conditions (Cohen, Mannion & Morris@09,11) Ethical
considerations are important in the interpretivist paradigm as they assist the participants with clea

information about therights to participate (Cohen, Mannion & Morrison, 211

In this study a number of potential ethical issues were dereil. Consent letters were sent to the
Department of Education (Pietermaritzbitgad Office, KZN), University of KwaZuhNatal
research office, to the principal and the SGB of the selected school and to the participants. The
consequences of the reseafoh the participants were considered as an important area of concern
especially concerning any official reports or future publications. The principal, the SGB and the
participants were informed that the name of the school and the participants would aeoraimous

and all data was confidential to the researchers. The school and the participants were also given ne
names to be used for the duration of the study. All participants were given verbal and written
information about the research in advance ofdéuwa collection. All participants were advised of their
rights to withdraw or refuse to participate in the research at any stage. They were also informed abot
the benefits of the research, either to them (participants) or to other researchers or Fbeiety.
participants were informed that data coll ecte
office for a period of five years, thereafter it would be destroyed. Questionnaires were distributed to all
teachers at the site. The questionnag@stained a letter with the nature of the study, instructions to
complete the questionnaire and a confidentiality clause. The interview was conducted after schoo

hours to avoid unnecessary disruptions.

3.10L imitations of the study

A limitation of this study was a small sample size which was restricted to one school. Having
limitations in the research does not compromise the value of the Stue\study looked at inclusion

as a process in which learners who experience barriers to learning may stravestigmafree
environment demonstrating social, emotional and academic growth. The attitudes teachers might hav
towards learners who experience barriers to learning, might make them look at the subject of inclusior

subjectively. The responses were lirdite general classroomaehers within one urban setting

54



3.11Conclusion

This chapter has outlined the methodology which provided aepth discussion of the qualitative
approach process and strategies employed in this study. It has described qualitative methods using t
interpretivist paradigm; senrstructured individual iterviews and a senstructured questionnaire as
data collection tools. A detailed description of the research site was provided. This chapter alsc
provided a discussion on validity, ethical issues, data analysislimitations of the study. The

following chapter (Chapter 4) reports on the analysis and the interpretation of the findings of the study.
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CHAPTER 4
PRESENTATION AND INTERPRETATION OF FINDINGS
4.1 Introduction

In this chapter, the researcher provides a detailed inductive analysis of data after the verifications o
transcripts were done. An -ptepth analysis of transcribed verbatim data arranged in themes that
emerged from data collected is also presented. Teorétical frameworks, the human rights theory
and ecological systems theory, were used as a lens through which data was analysed.
Semistructured interviews and semstructured questionnaires were used to collect data which
answered the following researquestions:

A Whatare teachers’ understandirgjsnclusive education?

A What challenges do teachers experieaéhey teac the context of inclusive education?

A What kind of support do teachers need to successfully implement inclusive education?

Emerging themes:

THEMES SUB-THEMES

T e a ¢ h eimdergianding of the
inclusion education.

Challenges teachers experience | Lack of teacher training and skills.
implementing inclusive education
Overcrowded classes.
Inadequate resources.

Inflexible curriculum.

Support teachers need swccessfully
implement inclusive education.

4.2 Table 2. Themes and suthemes from the semistructured interviews and operended

guestionnaires.
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4.3 Analysis of findings from semistructured interviews andopen-endedquestionnaires
4. 3.1 Theme 1 :staidegsof ma@usienéduaation e r

Participants indicated that teachers experienced problems with the definition of the term "inclusive
education”. They indicated that teachers do not know what inelusiication means. They also
indicated that teachers did not understand the primary reasons for inclusive education. Their response
also revealed that these educators assumed that inclusive education was the concept that mair
concerned itself with disdliies. This was captured in the responses from all participants.

Penelope said:

AThe majority of the teachers do not have a
inclusive educati on, t hey see i taccansmodath karnBre p a |

with disabilities in mainstream school s with

The definations given by the participants indicate that teachers do not have adequate informatiol
about the policy of inclusion. Teachers Baxisconceptions about it. This @&vident from theesponse

by Mantombi who said:

A U h mwhat can | say? For me, the term inclusive education means that those learners who are
di sabl ed should not mi x with the | earners wh
education is more associated with disabilities as we all know that éinergpecial schools where such

|l earners go too.

The misconceptions that teachers have about inclusive education could have a negative impact on i
implementation. There are teachers who believe that if learners who experience barriers to learning at
m xed with 0§ npopeneathing dncleamingewill :ot take place. This was evident from
the response of one of the participants Simphiwe when he said:

Al nclusive education means you incl udebeafthe | e
same ability because if they are mixttbse learners who aré, e sa§, €£xperiencing problems with
understanding the work in class, will be left behind and become a mockery of others, you know hov

children areo.
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The response from Mlu was:

"I think inclusive education is for the primary schools because in those schools learners have to be
taught and prepared for higher classes so that when they select their subjects they will not have &

problem as to which career path they must f ol

There is a misconceptioamong teachers in mainstream secondary schools that it is the responsibility
of primary school teachers to identify and help learners who experience barriers to learning in their
classrooms. This calls for the DoE to disseminate mdgemation about the policy of inclusion to
secondary school teachef$iere are teachers who believe that the DoE is shifting the responsibility of
teaching learners who experience barriers from the special school teachers to mainstream teache

This wasevident from MIlu's response when he defined inclusive education as::

flaDepart ment of Educationds strategy to do aw

experience barriers to | earning back into mai
WhenHlengiwewas askedio defineinclusive education this what she had to say:

A Wh at can | say? | think inclusive educatio
mainstream and special schools, I'm of the view that the Department of Education is trying to do away

with special school so.

These misinterpretations of inclusive educat.i

about inclusive education. The majority of the respondents felt that teachers were not adequatel
prepared to implement inclusive®lucation in regular classrooms. These responses suggest that since
there are problems with defining inclusive education, its implementation will not be easy. According

to Ntombela (2006), t e tiEkdicationswhitelPaperi6 (Do, @Duisothee r s t
of the main reasons they do not implement inclusive education at all in their classrooms and those wh
do, implement it poorly. The Education White Paper 6 (2001) explained the terminology very clearly
but teachers indicated that that they weot well informed about what exactly inclusive education

means.
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4.3.2 Theme 2: Challenges teachers experience in implementing incueseducation

Regarding the question on the challenges teachers experience in teaching in the context of inclusiv
education, it was interesting to note that the teachers do experience problems with the implementatio
of inclusive education in their classrooms and thase problems impede on their knowledge and
management of learners who experience barriers to learning in their classrooms. In fact the way th:
teachers viewed learners who experience barriers to learning could be argued to be a challenge
itself. Theeducators articulated their frustrations of having to deal with learners who are experiencing

barriers to learning. This was evident in the following responses:

it is hard to tell because management wasad t
learners. Even if we diagnose learners, where do we start and what do we do? Yes, we have learnel
in our classrooms that have difficulty with learning but we are powerless we cannot help them. It is a

very sad situationo. (Ml u)

AFirst oftheddarhers whoocente toau$ from primary schools already have these learning
barriers. The worse part of it is that we are not aware of them because there is absolutely nothing to
indicate or inform us about t h erts withaggood marks on a b

themo. (Senzo)

The above responses indicate that teachers need to acquire knowledge on what they should do
identify learners who experience barriers to learning. Their lack of knowledge of the barriers to

learning can be attribed to their inadequate knowledge of the policy of inclusion.

4.3.2.1 Subtheme 1: Lack of teacher training and skills

All participants of the study indicated that teachers in mainstream settings do not have skills requirec
for the inclusive classroometing. They also revealed that teachers do not possess the necessary

training and qualifications to teach learners who experience barriers to learning.
This was evident in their responses when they responded as follows:

AWe just dondt hlearoerg comim@td us ali@adyl having spécial educational needs.
We are not trained to deal with such | earners

should be done to handle themo. (Si mphi we)
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Teacher training is important in the teachiagd learning process. The majority of teachers in

mainstream settings do not have adequate training and skills on implementing inclusive practices ir
their classrooms. Lack of training and skills are viewed as barriers to the successful implementation o
inclusive education. The same sentiments were echoed by one of the participants who remarked :

follows:

AWe end up not knowi ng what to do because 'y
accountable as educators and yet you cannot chase the lseaway just because they fail. It really

creates a bad impression on us as educators most of all we do not have the skills nor the knowledge
provide remedial education to these learners. Where do we find the time for that given that we have tt

finishhe syl |l abus at stipulated dates and we have
The same sentiments were echoed by Mlu who remarked that:

ifWe, the teachers who teach in regular <c¢cl assr
experience barriers to learning in our classrooms. We have learners with different disabilities in our
classes and we find it extremely difficult to harttilem, we do not have the required skil¥e need

proper trainingbo.

The responses above suggest that teachers in mainstream settings were unable to cope with t
demands of inclusive education. Professional development which include educational pragramme
such as workshops, -service courses, teacher to teacher mentor programmes are needed to assis

teachers who teach in mainstream settings (Gugushe, 1999).
The same sentiments were echoed by Mantombi who said:

AWhen there i s a lingauradassryoutird it difficalt todhanslila suchla ilearner,
for examplewhen | have to take learners to the sports field during my life orientation period that
learner has to stand on the side linedawatch others dp hy si c al t rai reineegd. I
hel po.

Another participant (Penelope) said:

AWe are wunable to assist |l earners who exper

disabilities. We lack basic skills. | believe the Department of Education needs to train us on the proper
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implementation of inclusive education, the Department of Education should at least offer short courses

that wil |l give us basic skills and the probl e
Senzo added tehat the last participant had said when he said:

Al ot real | y sthe epartrmeatsof Buwcatidn hsaekpecting us to implement inclusive

educati on, when we have never been trained ho

These responses proved that teachers have not received formal training in respect of th
implementain of inclusive education from either pgervice or district offices. The Education White
Paper 6 (DoE, 2001a, p. 18) described teachers as the main role players for achieving the goal of &
inclusive education and training system. As a result teacherd toebe adequately trained for new
demands in education. Faller (2006, p. 5) concurs that teachers are not adequately trained and |
attributes this to the fact that universities are ill equipped to provide adequate teacher training
programmes for all sdol phases. Teachers who have not undertaken training regarding the inclusion
of learners with disabilities, may exhibit negative attitudes towards such inclusion (Van Reusen,
Shoho & Barker, 2001). Teachers need to be trained traptkinservice prognames to focus on the
strengths of learners and to regard the different cultural and ethnic background of learners as havin
the potential to stimulate a richer learning environment. Avramidis, Bayliss & Burden (2000) hold the
view that special education gjifications acquired from preand inservice courses were associated

with less resistance to inclusive practices.

4.3.2.2 Subtheme 2: Overcrowded classrooms

The participants in the study indicated that overcrowding in their classrooms was anoikertdarr
successful implantation of inclusive education. They claimed that big classes made it difficult for the
teachers to give individual attention to learners who experience barriers to learning since each clas
size ranged from 50 to 70 learners. Thasvevident in some of the responses by the participants. For
example, Penelope who was really concerned about the tdaah®er ratio in this school had this to

say:

AYou know what? The reality i n our sc hged | s,
communities, is overcrowding. It becomes impossible to give individual attention to the learners who

experience barriers to learning because there is not enough space for it and also there is no time to d

61



soéthere is a | ot o fare pvarpuedenadowittka lot af assessmgni taecomeplete w

at a given time and this frustrates usbo.

In South Africa most of the secondary schools have overcrowded classes, more than 40 learners in ol
classroom. Conducting inclusive classesl implementing inclusive practices would be difficult in

large classes. Inclusive education requires teachers to pay individual attention to learners whc
experience barriers to learning. Therefore, classes have to be manageable. This view was supported

Senzo, when he said:

AWe do not know whether we are i mplementing |
especially in secondary school because my understanding is that learners should be given differen
sets of work and we are expectedyroup teach and pay attention to individuals especially those who

do not cope with the work. Now tell me, hiow d
The same sentiments were shared by Mantombi who said:

fiClasses in mainstream scho@ ar e t oo bigéas a Grade 9 teac
each class has an enrolment of approximately 65 learners. You can imagine how difficult it is to attend

to these |l earnersé individual needs, especial
This was supported by Mlu who said:

Aféteachers are willing to include al/l l earner
classes are overcrowded which makes it extremely difficult to attend to the individual needs of all

|l earner so.
Hlengiwe expressed her frustration when she said:

Aéthe conditions in my school do not all ow wu
overcrowded; we are unable to identify learners who need help. Learners with special needs neec

classes with sen| | number so.
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The same frustration was displayed by Simphiwe who said:

ATel | me , how does one i mpl ement inclusivity
practically impossible. Our classes are overcrowded, which makes teaching leartierspecial

needs a nightmare. 't i s difficult. I do not

Senzo expressed his position when he said:

A | dondét think the Department of Education i :
implement inclusivityvhen our classes are so congested? Tell me is it possible to attend to the needs

of more than 50 | earners in one class?59

Overcrowded classes are perceivi® be one of the barriers to tlseccessful implementation of
inclusive education (Van Reuse®hoho & Barker, 2001). Learners in inclusive classrooms may not
receive individual attention from the teachers when classes are overcrowded. Participants mentione

that it would be difficult to conduct inclusive classes with class sizes that are too large.

4.3.2.3 Subtheme 3: Lack of resources

All the participants expressed their concerns about the lack of resources. They indicated that the:
found it extremely difficult to implement inclusive education in classes that are-tgsteirced. This
was evidenhin their responses. Their responses emphasized the impact shortage of resources have

the implementation of the policy of inclusion. Senzo expressed his position when he remarked:

AThis school does not have t heeducaienal maedsels myt o
opinion such learners need to be accommedat wellresourced schoolén both thetownshis
schools andural schools This school does not haleboratory apparatus, the library is virtually

empty and in classes learners do have books. This makes our work diffioult
The same sentiments were echoed by Hlengiwe when she said:

AOur school does not have the resources whicl
learning easier. Our school is really struggling. If | want to take a class that has disabled learners, |
need differento have differentesourcesat my dispeal. Look the classes are overcrowded and three
learners sit in the same desk. There is not enough space in our classrooms to accommodate so ma

learners. We do not only need more classrooms, but desks and booksaas well
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Mlu expressed his frustratioabout the shoage of resources when he said:

AHow do you teach | earners who do not have
resources; in my class learners share books and the school library is.eheig are no teaching
aids. If you ask thprincipal to buy you the teaching aids, you are told about the shortage of funds. It
is a really frustrating situatiod .

Simphiwe had this to say about the shortage of resources:

AOur <c¢classes are overcrowded and e dlabsesiregradesl0,s h c
each class has about 55 learners. They don't have textbooks and there are no books in the scho
library. These are some the challenges we always have to face, | don't think we’ll be able to

implement inclusion under these conditions
The same sentiments were echoed by Penelope when remarked:

AThere is also a shortage of financi al resolt
management team on the shortage of resoutbey respond by telling you that there is no enough
morey to buy the teachdearner support material. Our school is a fee paying school, but the majority

of learners resist paying. Thisakes implementingnc |l usi ve education an e)
Mantombi also expressed her frustrations about ladkafcial resources when she said:

Al ot is true that if we are seri oustoadveallthe i mp
resources at our disposal. Teaching different types of learners with different barriers to learning is

di fficul't i f t he school does not have all t he

Effective teaching and learning is unlikely to take place when there are no resources. The findings o
this study have revealed that teachers in mainstream schools have limited accessrétes.e$he
shortage of resources is one of the factors affecting the success of inclusion of learners who experien:
barriers to learning in regular classroomscording to Vaughn and Schumm (1995) responsible and
successful inclusion programmes requiesources. The same view is supported by Oakes and
Saunders (2000) who argue that the shortage of teaching and learning materials has a negative imp:e

on the learners especially those who experience barriers to learning. It forces the teachers to chan

64



their teaching methods in order to accommodate all learners. It also forces most parents to remov

their disabled children and take them to special schools.

4.3.2.4 Sub theme 4: An inflexible curriculum

The majority of the participants indicated that afieixible curriculum might be the factor that may
contribute towards the exclusion of learners with disabilities from a learning system. Teachers alsc
feel that they are not properly prepared for the diversity in education. They have difficulty in dealing
with the administrative requirements of the new curriculum, and as a result teaching has becom
stressful to them. The presently used curriculum requires the teachers to do a lot of administrative
work at the expense of teaching.

Simphiwe said:

A T h e icdumrthat is being used in the general classroom does not cater for learners with
disabilities; it only suitsthe scal | ed fAnor mal |l earner so. The i
revisited. If we are serious about implementing inclusivity in ourleggiiassrooms, we need to have

a curriculum that wi || all ow | earners to |l ear

The concern raised above indicates that the curriculum that is used in mainstream/regular classroon
does not cater for all learners. This is not in linehwwhat Giangrenco (2007) suggested in the
literature review that the provision of curriculum that is accommodative to all learners in inclusion

settings is of great importance to a successful implementation of inclusive education.
The same sentiments veeechoed by Senzo when he said:

AWe do not have time to attend to the needs ¢
so. Since | joined the teaching profession the curriculum has been changed almost four times. A
teachers we do not know wha expected of us in terms of teaching learners who experience barriers

to learning. The demands of the curriculum make it impossible to implement inclusive education in our

classes. We spend .most of our time writingo

The response above was supported Higngiwe who also expressed her frustration about the

curriculum. This is what she said:
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AThis curriculum is tailor made for | earners
fact that the policy makers have had to change the curricalimat three times shows that there is a

|l ot of confusion in our country, we do not Kkn
few years ago we were introduced to OBE and when we were beginning to become used to it, the
came NCS and RNCS natwvis CAPS. The common denominator is, none of the curricular says

anything about | earners who experience barrie
The same sentiments were echoed by Mantombi when she added:

Al f the Department @rbper Enaplerneatationooh inchwsave e¢dacatibnotakisge e
place in regular classrooms, it must start by addressing the issue of a curriculum. The current
curriculum does not include all the learners. It excludes learners who experience barriers to learning

andt hose with disabilitieso.

When the curriculum does not accommodate all learners in mainstream settings, it becomes difficul
for the teachers to implement inclusive practices in their classrooms. Teachers who teach ir
mainstream schools feel obliged tdider a standard curriculum and they usually focus on the area
content that excludes other learners. The rigid and inflexible nature of the curriculum that does not
cater for all learners can lead to learning breakd@wmofsky & Lazarus, 2001).

4.3.3Theme 3:The kind of support teachers need to successfully implement inclusive education

Regarding the question on the kind of support that educators need to implement inclusive education,
was clear that there was no support received from managendeicgtion personnel, parents and
colleagues. All the participants agreed that the support they need to implement inclusive education i
inadequate and ineffective. They expressed their dissatisfaction about lack of support from the schoc
management team anhe district support teams. In spite of this, educators were aware that teaching in
inclusive classrooms is not a o6one size fits
knowledge to deal with the diversity of the learner populaiiotheir classrooms. They were also
aware that in order for them to teach these learners they have to devise new strategies to ensure tt
they carry out their task with the utmost caution because they are accountable to learners, parents, a
managementral education personnel. However, notwithstanding the above, educators raised concern:

and this was clearly evident in their responses.

66



AWho will give us support when we do not even
Where do we go in der to receive such support? Nobody is interested to help us; we have to fend for

ourselveso. (Mantombi)

The above statement indicates that teachers are willing to implement the policy of inclusion. However,
their obstacle is lack of support. It is difficdor the teachers to implement new policies when no
support is given. Moreover, the management does not give teachers a chance to be capacitated in ter
of implanting inclusive education. Thecl®ol ManagemenTeamdoes not work hand in hand with

the teachers, they keep the documents that contain valuable information in their offices. This was
raised by Penelope when she remarked:

~

Al ncluding | earners who experience barriers t
direction. They desenan opportunity to learn with their peers in the same environment. This will go

a long way in creating an inclusive society, where people are not judged according to their
disabilities, but this is only possible if there is enough support from thenkakes and other stake
holders in the field of educatioh. havendét been to any workshop
and HODOGs attend such workshops because we a
wasting teaching time since we havditosh the syllabusWhere does this leave us as teachers who

are expected to i mplement inclusive education

When teachers have no understanding of a policy and no skills to implement it, it is not reasonable t
expect them to be effective in their work. Tlesvorsened by situations where management is seen to
withhold information, as Simphiwe stated

Alt i's a pity because even though managemen
handouts which are kept in their offices and they report back hiegttave been to workshops. They

do not explain in detail what was said, but giveusamanm yv of t he wor kshopo.

The workshops about the policy of inclusion that teachers attend do not serve any purpose at al
especially when the teachers who attend tlademmot disseminate any information to the rest of the

staff. Teachers who attend workshops on the policy of inclusion should ensure that they capacitate a
the members of the staff. This was evident from the response by Mlu when he expressed hi

frustratons about the workshops. This is what he had to say:
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AEven when one of wus attends the workshops wi
to him/her to report back to the rest of the staff, nor is he or she delegateétdicate, or ensure

that i mplementation takes placeo.
The same concern was raised by Hlengiwe who said:

Al mpl ementing inclusive education in our scho
fact that we don6t get any support from the a
to see a successful implementation of inckigigucation in our schools, they should send experts to

help by showing us how to include | earners wi

The above response suggests the kind of support teachers need to successfully implement inclusi
educationTeachers indicated that there needed experts such as school counselors to visit their scho

on a regular basis.

Al't is difficult to i mplement inclusive educa
just dumps learners who experience barsito learning in our schools and expects us teachers to
perform miracles without getting any assistance for it. The DoE should at least hire and deploy more

school counsellors to our schoolso. (Senzo)

Teachers find it extremelgifficult to implementa new policyin educatbn if they are not giverany
support. The policy of inclusion is a new phenomenon; therefore teachers who are expected tc
implement it need support from different stalkolders. There is a strong belief among teachers that
the policy ofinclusion was imposed on theffhis was reiterated by Mantombi when she said;

AWe r eal | y-based eodnseflocshle@ariers come to school with all sorts of problems, for
example, in our school we have learners from very poor communities, someocsched! hungry,
others come to school under the influence of drugs. We often find it difficult to help them since we are
not trained in that regardl think if we could be given suppowe will be able to implement inclusion

without any difficulty .
The same sentiments were echoed by Senzo when he remarked:

AThe Department of Education has to come on |

where there are learners who have chronic illnesses and as teachers we do not know what to do wit
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these learners. We need school nurses and counsellors in our schools to help such.léarners
remember one learner in one of the classrooms in this school who is epileptic, no one among us know

what to do with this | earner when he falls si

Some of thedarners who experience barriers to learning do not get any assistance from their parents
This places an extra burden on the shoulders of the teachers. Teachers have to find more time to he
learners who do not get help from their parents. This view wpposted bySimphiwe when he

added orwhathehad said earlier about lack of support, when he remarked:

Al think i1t is high time parents participated
just dump their children in our schools and egpus to do everything. We need their support; they
must stop watching from a distanteas an individual, think, the policy of inclusion is a good policy
that will help a lot of learners, especially those with special educational needs to go to withool

their friends who are not experiencing the same challenges as them. 1 also think it will be a good idez
to place disabled learners in the mainstream classes according to the nature of their disability, but this
will not be easy if we get no suppaurh other stake holders. Parents should also come on board and
assist us to assist their childreno.

The findings of the study reflected that teachers felt that inclusion was not working very well due to
lack of support from the concerned stakeholders. tAd participants perceived inclusion as a
challenge. They indicated that lack of support from the district support team, thelsabedlsupport

team and the parents makes it difficult for the teachers to implement inclusive practices in their
classroomsAccording to Muthukrishna and Schoeman (2000) schaskd support team should be
formed to support teachers and learners who experience barriers to learning. The district support tea

is also expected to give specialist advice to teachers and learreexpdrience barriers to learning.

Parents should also come on board as they are perceived to have a very big role to play in th
education of their childrerAccording to Mokoelle (2004) there seems to be a tendency in South
African schools for parentsohto participate in the education of their childdere to factors such as:

non recognition by teachers and illiteracy. Their 4morolvement does not only affect their children

but teachers as wellThere are benefits of parentavolvement asthe Department of Education

(2002) arguesparents are sources of support in the teaching and learning environfimentview is
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supported by Bronfenbrenner (1989) who arghes there should be a strong supportive link between

the school and the family.

4.4 Discussion ofindings

This section will focus on summarising the findings obtained via-s&mnctured interviews and semi
structured questionnaires. As mentioned in chapter one the aim of this study was to explore the

experiences of teachers teaxlearners in the context of inclusive education.

Responses derived from interviews and questionnaires indicated that educators have not grasped t
essence of the concept Ainclusive educationo
clearly irdicated gaps and this impacted negatively on their effective implementation of inclusive
education in their classrooms. They all attested to the distorted notion of the concept, hence assumir
that inclusive education is specifically directed to primahosts and learners with disabilities. These
responses indicated that there was some confusion about inclusion, confusion which was perceived :
presenting a challenge for the successful implementation of inclusive education. The participants
acknowledgedhat their conceptualizations of inclusive education are varied and insuffideBber,

Pij |l and Minnaert (2011) found that the term
The idea of inclusive education as a confusing concept ipostgal by the notion of inclusion
confusion as expressed by Dyson (2001), who argued that there are different types of confusiot
surrounding inclusive education, namely the definition of the term inclusive educkimsing

curriculum and goals of inchion, as well as etiology and what can realistically be achieved.

The findings also revealed that teachers hold positive views towards the inclusion of learners whc
experience barriers in mainstream settings. However, they indicated that they find it extremely
difficult to embrace diversity in their classrooms since thaye not received adequate training on

dealing with such learners. In particular, in this study the participants also indicated that they did not
have any skills or expertise to implement inclusion in their classrooms. The findings revealed that
teacherwviewed the workshops they attended on inclusive education as a waste of time. They were toc
short; they lasted for few hours and did not cover everything teachers needed to know about the ne

policy of inclusion.
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The findings of this study have alsalicated that teachers view overcrowding as an obstacle to the
successful implementation of inclusive education. These findings are consistent with the findings of
the studies by Agran, Alper and Wehmeyer (2000), Pronchow, Kearney and -Cantlol2000), ad

Van Reusen, Shoho, and Barker (2001), which viewed larger classes as a stumbling block towards tf
inclusion of learners who experience barriers to learimnggular classes. Enlgpeechtet al., (2001)

argue that it is difficult to implement inclusieglucation in overcrowded classrooms.

An inflexible curriculum was identified as being one of the most serious barriers towards the
successful implementation of inclusive education. The rigid and inflexible nature of the curriculum
itself prevents it frommeeting the diverse needs of the learners. When learners are unable to access th
curriculum, learning breakdown occurs (DoE, 280lomofsky & Lazarus, 2001). Learning
breakdown may occur when teachers use teaching styles that do not meet the needsacidfs,

which is often as a result of inadequate training. Learners who experience barriers to learning ir
regular classrooms may experience barriers of an inflexible curriculum (DoEg, 2001 &18) from
teachers using inappropriate teachistyles. In order to rectify the problem of an inflexible
curricul um, t he DOEOS Draft Conceptual and
Inclusive Education (2002) states that C2005 provides the basis for a flexible curriculum (DoE, 2002,
p. 173). To asure that C2005 was successfully implemented in all schools throughout South Africa,
and teachers were required to attend special training workshops. Teachers feel that the overa
relevance and quality of training was inadequate.

Lack of support frm the district office, from the SMT as well as from the parents was also mentioned
as one of the factors which make implementation of inclusive education difficult. All the participants
agreed that the schebhsed support team was unavailable to offepstipto the teachers and to the
learners who experience barriers to learning at their school. According to Muthukrishna and Schoemal
(2000, p. 319), an inclusive education policy places the responsibility of addressing the barriers tc
learning and developemt of learners who experience barriers to learning on the sbheetl support
team.The majority of the participts indicated that the distrisupport team was unavailable which
forces their school to function without specialist advice concerning Isawie experience barriers to
learning.According to DoE (2001) the education districts are expected to establish the-degadt

support teams composed of district specialists and former special school teachers. These distric
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support teams are respdre of providing evaluation of @eds and support of all schools in their
district including centers of early childhood education, adult centers, further and higher education
institutions (DoE, 2001).

The shortage of financial resources was mentioneallife participants as one of the barriers to the
successful implementation of inclusive education. In their study, Hall and Engelbrecht (1993)
mentioned the availability of funds as one of the main issues in the successful implementation of

inclusive edication.

4.5 CONCLUSION

The purpose of this research was to explore the experiences of teachers in teaching learners in tl
context of inclusive education. In this chapter the researcher analysed and discussed data gather
through semstructured intariews and questionnaires with the teachers. The research findings in this
chapter reflect a number of issues which need to be addressed in the implementation of inclusiv
education policy
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CHAPTER FIVE
FINDINGS, RECOMMENDATIONS AND CONCLUSIONS
5.1 Introduction

This is the final chapter of the study. It provides the summaryeofitidings of the study and the
recommendations to different stakeholders who are responsible for the successful implementation c
the policy of inclusion. It highlightghe limitations of the study. It also focuses on conclusions based
on the findings of the study. The study was designed to explore the experiences of teachers teaching
the context of inclusive education. The focus was on whether teachers are readyetoeim
inclusive practices in their classrooms. South Africa is in the process of implementing a\eanty
plan of inclusive education in schools.
The objectives of the study were as follows:
e To conductan analysis of teachers™ understandings of in@usducatiora literature
review and present an overvieWtbe policy of inclusion.
e To explore thechallenges teachers™ experiencemsaching in the context of inclusive
education.
e To establish the kind of support they need to implement inclusive timluca
successfully.
In accordance with these objectives tbeeearch questions thaere addressed in the study weaie
follows:
1. What aregeachersunderstandings aficlusive education?
2. What are thechallenges teachers experieneaching learners in the context of inclusive
education?

3. What kind of support do teachers need to implement inclusive education?
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5.2 Summary of the findings

The summary of the findings focus on:
A T e a ¢ huaderstanding of inclusive education
A Challenges teachers face/experience in implementing inclusive education.

A The kind of support teachers need to successfully implement inclusive education

5.2.1 Teachersunderstandings of inclusive education

The study revealed that the majority of teach®ase a very limited conceptual knowledge of the
policy of inclusion. This was evident when they were unable to give the correct definition of the
concept Aiinclusive educationo. Their under st
definitions gven in Education White Paper ®pE, 2001). From the above findings, it emerged that
the participantsd understanding of the polic
international definitions. The majority of the participants view ingki®ducation as the Department

of Educationds attempt to take | earners with
also revealed that the implementation of inclusive education was not successful because teache
lacked knowledge and ®k. The participants indicated that they needed more training on the

implementation of the policy of inclusion.

5.2.2 Challenges teachers face/ experience in implementing inclusive education

The findings of the study revealed that teachers face a nwhbkeallenges in implementing inclusive
practices in their classrooms and this was attributed to the lack of training and skills. Without a
coherent and proper plan for teacher training in the educational needs of learners who experienc
barriers to learimg, attempts to include these learners in mainstream schools will be difficult.
Avramidis, Bayliss and Burden (2000) argued that prein-service courses are a meguisite for

teachers who teach in mainstream schools.
The findings of the study alswevealed that overcrowded classes contribute immensely towards

teachersé failure to i mplement i nclusive educ

their learners in overcrowded classes.
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Inadequate resources were also identified as debaowards the successful implementation of
inclusive education. The participants indicated that there is scarcity of resources in their school whict

makes it difficult to implement inclusive education properly.

The participants mentioned the inflexible curriculum as another barrier towards the successful
implementation of the policy of inclusion.

Lack of support from the schebhsed support group and from the distbased support group was
mentioned by the pacipants as another barrier

The studyalso identified teacher training, professional development, small classes, provision of
support by the schodlased support team, support from the district office, support from the parents,
and provision of resourseas some of the issues that are important for a successful implementation of

inclusive education.

5.23 The kind of support teachers need to successfully implement inclusive education

The finding of the study revealed that the majority of teacteses pepared to implement inclusive
education in their classrooms. However, they expressed their concerns about lack of support needed
implement this policy. They indicated ah the schoebasedsupport team to assist teachers is
unavailable at their schodMuthukrishna and Schoeman (2000, p. 319) argue that inclusive education
policy places the responsibility of addressing the barriers to learning and developméehée
shoulders of the schoblased support team. They also indicated that without the suppaine
districtbased support team, implementing inclusive education in their classrooms is virtually
impossible. Lack of parental involvement was also highlighted by all the participants as another barriet

to successful implementation of inclusive edumrati

5.3 Recommendations
Recommendations to improve practice in schools

The research established that the challenges that teachers experience prevent effective implementati
of inclusive education, which in turn impacts negatively on learners. lteatsblished that there are

| earners who experience barriers to |l earning
their classrooms have to be identified, acknowledged and addressed at all levels of education. Th
successful implementatiasf inclusive education calls for the provision of support. Inclusion is about

maximizing participation of all learners and minimizing barriers.
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The findings of the study elicit the following recommendations.
Recommendation 1
Teacher training
Inadequatdeacher training in terms of implementing inclusive education was highlighted as a major
concern in the research findings. It is clear that the systems are becoming inclusive; as a resu
professional development is essential because of the major challéagjag the teachers in
mainstream schools.
¢ All teachers and all personnel at all levels of education must receive adequate training on how
to implement inclusive education.
e Teachers should be trained to use appropriate teaching strategies ancksetsodeal with all
kinds of disabilities. This training should be provided by tertiary institutions.
e Significant knowledge about inclusive education should be included in education programmes.
e The Department of Education should deploy specialist ¢ducé mainstream schools to
model inclusive strategies to the teachers.
e Suitably qualified and skilled personnel shouldalwailablein districts for capacity building at
all levels.
e Research consultations with universities and engagement witht®xymemclusive education
is importantto ensurehe rights of the learneese not violated.
e Sufficient inservice training regarding implementation of inclusive educasibauld be
planned as thimay result in more teachers becoming motivated to have inclusive scheaols. In
service training may also i mprove teacher s

to learning.

Recommendation 2
Provision of resources

The research findings also higjinted lack of resources as another stumbling block towards successful
implementation of inclusive education. Vaughn and Schumm (cited by Gugushe, 1999) stated tha
responsible and successful inclusion programmes need considerable resources, inclediiog tim

planning, teaching aids, and support personnel that may be needed.
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Recommendation 3
Addressing teachelearner ratio

The research findings highl i gh t-leather tatoePartiocgpantsh e r
indicated that learners who experience barriers to learning require individual attention from the
teachers and this is possible with small class sizexié/(2005) argues that teaching large classes
without or with few resources makes teaching and learning extremely frustrating. The failure rate
among learners may increase, as a result causing the morale of the teachers to be low. Christie (19€
indicakd that the class ratio needs to be less than fifteen for inclusive education to be successful. Th
findings of this study were similar with those of Engelbreental. (2006) in their research on

inclusion where they mentioned large class sizes as dhe ohallenges teachers had to cope with.

Recommendation4
Teaching strategies and methods

Teachers should ensure that the methods they use when teaching suit the needs of all learners in th

classrooms.

Recommendation 5
Formation of districtbased suppdrteams

District-based support services should be put in place to ensure the successful implementation ¢

inclusive education. This may encourage the Ministry of Education to work with other ministries.

5.4 LIMITATIONS OF THE STUDY

The findings of this sty may be used with some caution, since the study is covering the experiences
of teachers of one mainstream school and therefore cannot be generalized beyond the boundaries
this particular school. A small samp$ize of only six participants wasnotherlimitation. More
relevant, important and rich descriptive data could have been acquired had the research populatic
been bigger. The study also represermtely one racial group in South Africa and the experiences of
other racial groups may have influedaiese findings. Finding the appropriate times for conducting
interviews which had to take place within the available time and without causing any disruption to the

normal classroom proceedings was another limitation of the study.
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5.5 CONCLUSIONS

In this study the researcher researched the experiences of teachers teaching learners in the context
inclusive education. From the concerns raised by the participants in the previous chapter, the
researcher concluded that most teachers did not object tomghlementation of the inclusive
education policy. Their attitude towards inclusive education was positive. They were willing to teach
learners with disabilities in their classrooms. However, they indicated that they felt incompetent, and
that they needed me training, support services, manageable classes and resources for the successft
implementation of inclusive programme. Teacher knowledge should be designed to help develop :
professional knowledge to address the diverse needs of various learnersrath gassrooms. More
information needs to be disseminated on the teacher education model for inclusive classrooms. Thi
emphasizes that teachers need vast amounts-senice training (INSET) to cope with the new
challenges in the education system. Easgess to information by the teachers is another prerequisite.
The policy makers should also make it a poin

negatively are considered and are eliminated.

There was also a concern from the teachers atheubvercrowded classes, lack of support from
schootbased support team, from the district support team and from the parents. The shortage of fund

was also highlighted as one of the barriers to successful implementation of inclusive education.

5.6 SUGGESIONS FOR FUTURE RESEARCH

The researcherds final anal ysis is that more
inclusive education in South Africa. The findings of thistipatar study indicate thaeachersat this
school face challengeteaching in an inclusive context. This could be an indication of teachers’
experiences in othexchools around St Africa. It is therefore recommended that a large scale study
should be conducted which will be the voice of more than six teachdrsnarethan one selected

school.
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APPENDICES

APPENDIX A

INTERVIEW QUESTIONS

o gk~ w N PE

What doyou understand about the concept inclusive education?

What do you see as obstacles to your fulfilling your role as an inclusive teacher?

What kind of support do you think should be given to the teachers in an inclusive setting?

How do you feel about thiaclusion of learners with disabilities in you classroom?

Do you think the needs of the majority of learners with disabilities are met in your classroom?
Have you made any adaptations to your planning and teaching program to include the needs c

learners \ith barriers to learning?
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Appendix B

CONFIDENTIAL

QUESTIONNAIRE

SECTION A:
BIOGRAPHICAL DATA:
PLEASE TICK
1. GENDER:
MALE
FEMALE
2. RACE:
AFRICAN WHITE ASIAN COLOURED
3. POSITION HELD:
PRINCIPAL
DEPUTY PRINCIPAL
H.O0.D
EDUCATOR

OTHER

,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,

AGE:
0-20 2030 3145 46 and above
TEACHING EXPERIENCE:
5. yrs 615yrs 1625yrs 26 and above
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1. TYPE OF QUALIFICATION(S)
PROFESSIONAL DIPLOMA
ACADEMIC DEGREE
PROFESSIONAL DEGREE

TECHNICAL QUALIFICATIONS
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SECTION B

TEACHERS EXPERIENCES OF INCLUSIVE EDUCATION

[

1. What is your understanding of inclusive education?

2. What are the responsibilities of teachers in implementing inclusive practices in their
classrooms?

3. What type of learning barriers have you identifiesim your learners?
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4. What are your experiences in implementing inclusive practices in your class?

5. What kind of support systems are needed for the successful implementation of inclusive

programme?

6. What additional skills and training do teachers need inorder to succeed in implementing
inclusive education?
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Appendix C
LETTER TO THE SCHOOL PRINCIPAL AND SCHOOL GOVERNING BODY
W945 Amawele Circle
Umlazi Township
P.O. Umlazi
4031
23 July 2012
The Principal
Qhilika High School
P.O. Box 543271
Umlazi
4031
Dear Sir/Madam
Re: Request for permission to conduct a research study

| am an M.ED student at the University of KwaZulu Natal (Edgewood Campus). | hereby request your
permission to conduct a research study in your school. The topic of my study is: Exploring teachers

experiences of teaching learners in the context of inawsilucation.

The purpose of the study is to gather data from teachers about their experiences in implementing
inclusive practices in their classrooms. It also aims at exploring how far inclusive education has been
implemented in the Umlazi District schoolEhe findings of the study will help to add on the existing
knowledge about the experiences of teachers in teaching learners in the context of inclusive educatior

as well as to provide information that will facilitate implementation of inclusive education

The research study requires personal interviews with your educators regarding issues on their person:

experiences in implementing inclusive practices in their classrooms. These interviews will take
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approximately 45 minutes, audio taped and will be cotetlafter school hours. Questionnaires will

also be distributed among among the participants.

Data collected will solely be used in the study and not for any other purpose. Educators/teachers,
however, will not be obliged to respond to questions thatiliéjeel uncomfortable to respond to

and will be free to withdraw from the study at any time. Only pseudonyms will be used in the study
and every attempt will be made to ensure confidentiality of the data gathered.

Thank you

Yours sincerely

Jerome .S.ali (Mr)

For more information you can contact me at: 0835971794 (cell) or 0319069481 rhjadlrree at
simiso@telkomsa.n&lr contact my supervisor Dr S'thabile Ntombela at (W)-28021342

Should consdrbe granted for the educators to participate in the study, kindly complete the attached

declaration and provide your signature.

I (Chairperson of the school governing body/Principal) hereby grant

permission to the researcher (MrS. Jali) to conduct a research study in my school. | understand that
the school name, the names of the participants and their responses will be kept confidential. | also
understand that the participants have willingly agreed to participate in the heseemlg and that they

can withdraw at any time

Signature: Date:
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APPENDIX D

CONSENT LETTER. (TEACHER PARTICIPANT)
W945 Amawele Circle

Umlazi Township

P.O. Umlazi

4031

23 July 2012

To whom it may concern

| am an M.ED student at the University of KwaZulu Natal (Edgewood Campus). | hereby request you
to be a participant in my research. The topic

teaching learners in the context of inclusive education.

| would like to request you to participate in the interview sessions of the study. The purpose of the
research is to explore the experiences of teachers in teaching learners who experience barriers to
learning in regular classrooms. You will be requiredhtare your experiences and your views about
implementing inclusive education in regular classrooms. Data from this session will betapded.

No potential benefits will be derived from participating except the feeling of adding new knowledge to
the exsting knowledge about implementation of inclusive education in regular classrooms. The
information gathered in this study will be kept in a safe place at the University of KwaZulu Natal for
the period of five years, after this period the documents congaiesearch data will be destroyed.
Participation in this research is voluntary and you are free to withdraw at any time, there will be no
negative and undesired impact by so doing. As a patrticipant in this study your identity will remain
anonymous. All iformation shared in this session will be kept confidential and will not be used for

any other purpose other than for the purpose of this study.

Yours sincerely
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J.S. JALI (Mr)

For more information contact Mr. J.S. JALI at 0835971794(cell) or 0319069481(H).You can also
contact my supervisor Dr S’thabile Ntombela at 0312601342 (W)raileher at

ntombelal @ukzn.ac.zKindly complete the attached letter and provide your signature should you

agree to participate in this research study.

Declaration

I hereby voluntarily agree to participate in this research study. |

have received a briefing regarditige research study by the researcher in advanced. | am also aware
that the results will be used for the purposes of the study only, that my identity will be kept

confidential, and that | am free to withdraw at any time if | so wish.

SIGNATURE: DATE:
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+ kzn education

Department:
Education
KWAZULU-NATAL

Enquiries: Sibusiso Alwar Tel: 033 341 8610 Ref.:2/4/8/344

Mr Jerome Simiso Jali
W945 Amawele Circle
Umlazi Township

P.0O Box Umlazi

4031

Dear Mr Jali
PERMISSION TO CONDUCT RESEARCH IN THE KZN DoE INSTITUTIONS

Your application to conduct research entiied: EXPLORING TEACHERS' EXPERIENCES OF TEACHING
LEANERS IN THE CONTEXT OF INCLUSIVE EDUCATION, in the KwaZulu-Natal Department of Education
Institutions has been approved. The conditions of the approval are as follows:

The researcher will make all the arrangements concerning the research and interviews.

The researcher must ensure that Educator and learning programmes are not interrupted.

Interviews are not conducted during the time of writing examinations in schools.

Learners, Educators, Schools and Institutions are not identifiable in any way from the results of the

research.

5. A copy of this letter is submitted to District Managers, Principals and Heads of Institutions where  the
intended research and interviews are to be conducted.

6. The period of investigation is limited to the period from 01 January 2013 to 31 December 2014.

7. Your research and interviews will be limited to the schools you have proposed and approved by the
Head of Department. Please note that Principals, Educators, Departmental Officials and Learners are
under no obligation to participate or assist you in your investigation.

8. Should you wish to extend the period of your survey at the school(s), please contact Mr. Alwar at the
contact numbers below

9. Upon completion of the research, a brief summary of the findings, recommendations ora full
report / dissertation / thesis must be submitted to the research office of the Department. Please
address it to The Director-Resources Planning, Private Bag X9137, Pietermaritzburg, 3200.

10. Please note that your research and interviews will be limited to the following school:

PG D) =

(a) Qhilika High school

e L
21[06S [2o1n

Nkosinathi S.P. Sishi, PhD Date
Head of Department: Education

dedicaled to service and performance
beyond the call of duty.

KWAZULU-NATAL DEPARTMENT OF EDUCATION
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