















































































































































































































































































































































Teacher collaborate to draw on each other’s strengths
Community services are known and drawn upon

School Governing Body members understand and value the principles of inclusion

Teachers and school management working together to provide support

5.4 SUMMARY

This chapter provided a presentation and analysis of the data collected sequentially through
unstructured and semi-structured focus group interviews. Data was collected from a sampling
group or population that consisted of teachers and parents and at a particular school in the
Western Cape. The stakeholders of the school were interviewed to determine their
perceptions of the indicators for inclusive cultures, inclusive policies and inclusive practices.
The chapter concluded with a summary of the indicators of the three dimensions of inclusive

education.

A preliminary analysis and inte revealed that there is a diverse
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understanding of inclusive educat ilders. The following chapter will

integrate and discuss the results ob
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CHAPTER SIX: DISCUSSIONS AND RECOMMENDATIONS

We must not cease from exploration and the end of our exploring will be to arrive where we began
and to know the place for the first time. T.S Elliot

6.1 INTRODUCTION

In chapter five the results of the research were presented. The chapter concluded with the
summary of indicators that emerged from the participants’ responses. This chapter
concentrates on a discussion of those results and concludes with recommendations for the

research.

6.2 DISCUSSIONS OF FINDINGS

This research set out to answer the main research question: What are the indicators that can
be used to monitor and evaluate the development of inclusive practices, cultures and policies
in a mainstream school in the Western Cape context? In an attempt to answer the main
question four sub-questions were asked: What are participants’ perceptions of inclusive
education? What are participant perceptions of inclusive cultures? What are participant

perceptions of inclusive policies? What are participant perceptions of inclusive practices?

6.2.1 Participants’ conceptions of inclusive education

Participants in this study conceptualised inclusive education in a variety of ways. The

discussions of participant perceptions followed no specific order of importance.

Firstly, participants perceived inclusive education as a strategy to effect change in
educational institutions and ultimately to society. Secondly, participants perceived inclusive
education as being concerned with disabled and other learners with special educational needs.
Thirdly, participants perceived inclusive education as being concerned with all groups
vulnerable to inclusion. Fourthly, participants perceived inclusive education as an approach
to teaching. The last view of inclusive education amongst participants is concerned with

developing a school for all.

Inclusive education as change

Participants in this study indicated that inclusive education for them is about change. They
explained that the current design of schools does not allow for the implementation of

inclusive education without drastic modifications. They identified physical change and also
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holistic change as indicators for inclusive education. They suggested that the nature of the
change is complex and various aspects about schools should be targeted. In this regard they
mentioned the different aspects that should be targeted for change as being: the physical
building and infrastructure of the school, the curriculum, the school’s approach to learners
and the community from which they come and, lastly, they indicated that the practices of the

school should change to enable the retention of all categories of learners.

In describing inclusive education as ‘change’, the participants’ perception resonates with
Barton (1997), who describes inclusive education as an education system or strategy that
seeks to transform a society. In his view, this author asserts that inclusive education is not
integration and is not concerned with the assimilation or accommodation of discriminated
groups or individuals within existing socio-economic conditions and relations. It is also not
about making people as ‘normal’ as possible. For him it is ultimately about transformation of
a society and its institutional arrangements such as education. Barton (1997) further argues
that inclusive education is not about closing down an unacceptable system of segregated
provision and dumping those pupils in an unchanged mainstream system. Inclusive
education, in his view, is concerned about changing structures and institutions to
accommodate learners, rather than changing learners to fit in. When inclusion is defined as a
change in schools, it supports the concept of inclusive education as a process rather than as a
specific philosophy or a set of practices. Armstrong (2005), supported by Ainscow (1999),
contends that inclusive education requires an overhaul of current school cultures that are
often driven by deeply embedded negative values and beliefs. The perception of inclusive
education as a change in the way schools and society think about disabled learners is also
supported by Ainscow (1999), who contends that inclusive education should challenge deficit
thinking and practices which are still ingrained in society and too often lead many to believe

that some learners have to be dealt with in different ways.

While there is a persistent view that inclusive education is about moving disabled learners
from special schools to mainstream schools, the findings of this research advocate for a much
broader and more dynamic role for inclusion. Within this view inclusive education has a
major role to play in affecting wider changes in schools and indeed in society. The role of
inclusion is not merely the provision of access into mainstream schools for categories of
learners who had previously been excluded. The current schooling systems in terms of

physical factors, curriculum aspects, teaching expectations and styles, and leadership roles, as
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identified by participants in this study, will have to change. This proposed change is
underpinned by the belief that inclusive education is about access and participation of all
learners in education, and the removal of all forms of exclusionary practices, to allow such
access and participation. Participants suggested the establishment of principles, values and
practices which can be employed in the social transformation of education systems and

communities.

Inclusive education as being concerned with disabled learners and those with special
educational needs

Participants also perceived inclusive education to be concerned with disabled learners. They
suggested that disabled learners were marginalised and that inclusive strategies should be
geared towards correcting the process of marginalisation by admitting these learners into
mainstream schools. This perspective of inclusive education is underpinned by a belief that
disabled learners have a right to be included in mainstream education. This belief enjoyed
extensive support amongst the participants. It is also endorsed by the South African Schools
Act (1996).

Perceptions of participants that inclusive education is concerned with disabled learners are
aligned to literature that states unequivocally that inclusive education means that schools
should accommodate all children, regardless of their physical, intellectual, social, emotional,
linguistic or other conditions (UNESCO, 2003:4), and also explicitly states that this should
include disabled children. Support for this participant perception is found in the definition of
some scholars who define inclusive education by concentrating on the rights of disabled
young people to attend a local mainstream school, as advocated by many such as Lipsky and
Gartner (1997) and Peters (2003).

The perception that inclusive education is about disabled learners ascribes a very narrow
focus to inclusive education. Although there seems to be overwhelming support for the
assumption amongst participants that inclusive education is primarily about educating
disabled learners in mainstream schools, the usefulness of an approach to inclusion that, in its
attempt to increase the participation of learners, focuses on ‘disabled’ or ‘special needs’
learners is questionable. The literature research has revealed that, although there is a
discourse of inclusive education that is founded on this view, recent developments in the field

of inclusive education adopt a much broader focus than just disabled learners (Mittler, 2006).
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The thinking that informs the perception of participants that inclusive education is primarily
about disabled learners, and more particularly their placement in mainstream schools, needs
to be examined against the emergence of new knowledge about human nature. This exercise
becomes necessary because changes in society are paralleled by alternative ways of thinking
about human nature, which in turn should inform how schools operate. The categorisation of
children as having special needs undermines a transformative view of inclusion in which
diversity is seen as making a positive contribution to the creation of inclusive schools.

Participants focused on the rights perspective.

Inclusive education as being concerned with all groups vulnerable to exclusion

Inclusive education was also perceived by the participants in this study as being concerned
with all groups vulnerable to exclusion. This perspective of participants is based on the belief
that inclusive education is concerned with more than just learners termed as ‘disabled’. It is
concerned with all learners who are vulnerable to exclusion. Examples of learners vulnerable
to exclusion, as identified by the participants, are learners from poor socio-economic
circumstances, learners on drugs or those who are exposed to drug and alcohol abuse,
learners whose parents are still children, those who are bullies and those who are victims of

bullying.

Literature supports this perspective of participants in the way that UNESCO (2003:4) defines
inclusive education. It articulates inclusive education as being: “... a developmental approach
that seeks to address the learning needs of all children, youth and adults with a specific focus
on those who are vulnerable to marginalisation and exclusion”. Ainscow and Booth (2006)
identified the broader perspective of inclusion to be associated with the terms ‘social
inclusion’ and ‘social exclusions’. When used in the educational context, social inclusion
tends to refer to issues of groups whose access to schools is under threat, such as girls who
become pregnant or who have babies while at school, children who are in the care of carers
and the children of passing travellers. In this regard, the perspectives of participants in this

research were aligned to the broader view of groups vulnerable to exclusion.

In identifying learners from poor socio-economic circumstances as a group vulnerable to
exclusion, participants believed that inclusive education is about addressing all barriers that
impact negatively on learning. Researchers found that non-existent learning opportunities in

high-poverty schools, where teachers are inadequately prepared and hold low expectations for
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learners in overcrowded and under-resourced classrooms, are attributed to the interaction
between ethnicity and poverty that collaborate to create special educational needs (Dyson &
Kozlesky, 2008:174).

The combination of poverty and ill health of learners in these circumstances contributes to
their vulnerability to exclusion. It then follows logically that an effective healthcare system
that is accessible by people across different socio-economic backgrounds will potentially
minimise disability and dependency, as families living in poverty are highly vulnerable to ill
health as well as educational failure (Turnbull, 2009). The identification of the critical
transformative role that inclusive education could play in the lives of learners in this group is
vital, as it focuses on issues of marginalisation, power, justice and social transformation, that
can mobilise new theories with regard to the complex nature of disability and the ways in
which disabled learners are socially and educationally positioned.

Against this backdrop, inclusive education seeks to explore issues of deprived socio-
economic background and educational failure as much as it seeks to address other issues that
render learners vulnerable to exclusion. This view of inclusive education amongst

participants represents a broad focus which is well represented within current literature.

Inclusive education as an approach to teaching

Participants believed that all learners are differently abled and also learn differently. They felt
that any education system and the schools that are under its supervision should thus provide a

variety of teaching methods that cater for a variety of learning needs and learning styles.

An important view amongst the participants was the following:

When it comes to teaching itself | think that inclusive education suggests that schools
should move beyond stereotyping and mediocrity of just having one system of teaching
for just your moderate to good student, by looking at alternative methodology of

accommodating and teaching learners.

This participant believed that teachers in an inclusive school should make use of a variety of

teaching methods to accommodate all the learning styles and learning needs in a class.

Teachers in this study also focused on the fact that they themselves need to be empowered to

employ different teaching strategies to facilitate learning for a diverse group of learners.
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To help these learners, the educators are willing to learn. So we have multi-level teaching
strategies and also outsourced training to Inclusive Forum Education Western Cape, to train

us in multi-level teaching strategies and methodologies.

There seemed to be a realisation that inclusive education is about approaching teaching from
a refreshing new angle that is learner centred. Teacher participants indicated that they
themselves need more training to teach better as they became aware that barriers to learning

are not only found within learners but also within other aspects such as teaching practices.

Inclusive education is understood as an approach that provides opportunities for academic
and social interactions. In other words, inclusive education is viewed as an approach that
enables learners with disabilities to work together with the so-called normal learners in

academic projects and social activities. A participant described it in this manner:

Inclusive education is an approach that seeks to address the learning need of all children.
It also looks into educational transformation and provides all students with opportunities

for academic and social interactions.

The lack of teaching practices that respond to diversity in mainstream schools often results in
learners with barriers to learning leaving their local communities to attend special schools in
other areas. For many learners, attending school with their peers in neighbourhood schools,
learning the core curriculum that their school community deems essential, participating in all
facets of school life, and having relationships with people of their own choosing, are reality,
according to Genot-Scheyer, Fischer and Staub (2001:1). The ultimate goal of a strategy for
disabled children must be inclusion and acceptance in their own community. This goal is
embedded in the Convention of the Rights of the Child (1989), articulated through the right to
non-discrimination, to participate in all matters affecting the child, to name and to have a
birth registered, to the fullest possible social integration, to equality of access to education, to

participate in cultural life.

Inclusive education as a strategy for developing the school for all

Another perspective of participants was that inclusive education is a strategy that develops
the school for all, so that all children could have a school where a quality education is
provided. In this regard, there was a belief amongst participants that the school should cater

for all the learners in its community regardless of race, achievement levels of learners,
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disability, etc. They believe that every learner in the catchment area or local community of
the school should have access to the school, regardless of the learner’s ability, impairment or
socio-economic background. Learners should not leave the local community to attend a
Special Needs School in another community. There was a feeling amongst all participants
that inclusive schools should be developed so that they could respond to the diversity of the

learner population.

This perception of participants is represented in literature that states that a school for all
should be created by addressing issues relating to how schools operate through the
development of a whole school policy for inclusive education, as advocated by Stakes and
Hornby (2000). This approach in inclusive education is seen by Mukhopadhyay (2002:142)

as the most powerful approach in ensuring a school for all.

Any particular school is a reflection of the community that it serves. If schools are not able to
respond to the diverse needs of its learner population, it will inevitably divide its community
along racial lines and ability groupings. Inclusive education strategies should thus be geared
towards generating innovation for the improvement of a school, to enable the participation of
diverse learner groups from cultural backgrounds, religious orientations and language
groupings. In so doing, inclusive education is seen as a strategy to develop a school for

members of a given community.

6.2.2 Indicators of inclusive education
Inclusive cultures

Participants in this study conceptualised inclusive cultures in schools as the establishment of
common social values that are embraced by parents, teachers and children. They indicated
that inclusive cultures articulated the social values of inclusive education such as equity,
participation, community, compassion, and respect for diversity, sustainability and
entitlement. Participants in this study identified key indicators that mark inclusive cultures.
The first indicator is about building communities where everyone is made to feel welcome.
They indicated that different cultures, backgrounds and languages are welcomed and
celebrated in an inclusive school that subscribes to an inclusive culture. In this way learners
are made to feel welcome and part of the school community. They further qualified their
perception when they mentioned that learners will feel welcome in a school where the

different religions that they belong to are recognised and respected through the celebration of
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their respective religious holidays. In this way they are made to feel proud of their religions,
but are also ensured respect from their fellow learners who will learn more about religions
that they had not understood or been exposed to before. Participants also indicated that the
staff works together, as well as staff and parents work together as key indicators of an
inclusive culture. Participants identified indicators of inclusive values as: teachers and parents
have high expectations of learners, all learners are valued, the staff seeks to remove all
barriers to learning and participation and, most importantly, the removal of all forms of

discrimination.

Literature supports participant conceptions of inclusive cultures by stating that if the aim is to
create inclusive cultures in schools, according to Thomas & Glenny, (cited in Sheehy, Nind,
Rix & Simmons, 2005), more emphasis should be placed on ideals such as equity, human
rights, social justice and opportunities for all. The authors explain that these elements form
the basis on which an inclusive culture is built. In addition, the index for inclusion of Booth
and Ainscow (2006) presents inclusive culture as one of three interconnected dimensions that
is used to explore inclusion in schools. The benefits of an inclusive culture is highlighted by
Ainscow (1994:26) when he suggests that the creation of an inclusive culture within
mainstream schools will enable these schools to be more flexible in responding to all children
in the community. Participant perceptions of collaboration between staff and parents, and
staff and learners, working together is aligned to literature that proposes a ‘cultural
vigilantism’ 10 be established in schools, with the aim of exposing exclusion in all its
changing forms and seeking instead to foster an inclusive educational culture (Thomas &
Loxley, 2001). In an inclusive culture, members are connected to pursue common goals based
on interdependence and mutual obligation. In the same vein, Ainscow (1994:26) postulates
that schools are advised to create a culture within mainstream schools that will enable them to
be more flexible in responding to all children in the community. Participant perceptions of
collaboration between staff and parents, and staff and learners, working together, is aligned to
literature that proposes a ‘cultural vigilantism’ to be established in schools, with the aim of
exposing exclusion in all its changing forms, seeking instead to foster an inclusive
educational culture (Thomas & Loxley, 2001). In an inclusive culture members are connected
to pursue common goals based on interdependence and mutual obligation. In the same way,
Ainscow (1994:26) postulates that schools are advised to create a culture within mainstream
schools that will enable them to be more flexible in responding to all children in the
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community. Such a culture would encourage teachers to see pupils experiencing difficulties,
not as problems, but as a source of understanding how their practice could be developed and
seeking to explore the nature of the challenges their learners might experience. Ainscow
(1994) is supported by Skrtic (1991), who states that schools with an inclusive culture are

most likely able to respond to student diversity in positive and creative ways.

Schools therefore need to understand that when learners with special educational needs are
allowed to be rendered invisible (not ensured access and curricular participation) by the
dominant cultural practices, through non-recognition and disrespect, they are inflicting self-
hatred on these learners, according to Taylor (1992:25). The manner in which teachers in an
inclusive culture respond to their learners is always characterised by the fact that they focus
their efforts on ensuring access, and in achieving that goal they focus on increasing
participation. In this way all learners are treated equally. Inclusive cultures are thus

underscored by an environment where all learners are treated equally.

From the perception of participants, it was clear that an inclusive culture is developed in
schools when a common culture is embraced that pervades the whole school environment.
Schools with an inclusive culture are concerned with welcoming and celebrating diversity by
having inclusion integrated into every fibre of the school, rather than having it as a separate
policy. Participant perceptions in this research are aligned to the view of Booth (1996) that
describes inclusive education as a process of addressing and responding to the diverse needs
of all learners through increasing participation in learning, cultures and communities, and
reducing exclusion within and from education. Participants’ conceptions that identify a
welcoming school as an indicator of an inclusive culture, point to teachers in such a school
who make use of opportunities to enrich the curriculum by embracing the diversity of their
learners. An example of how teachers can embrace the different religions of their learners is
by enriching the curriculum through creating an awareness of different religions represented
amongst their learners. Each learner can be given the opportunity to explain the basics of
their religions and the meanings of their different religious holidays. All the learners in the
class will be enriched by understanding each other’s religious beliefs and will thus cultivate a
culture of tolerance and mutual respect. A culture that responds to, and values, diversity
would encourage teachers to see pupils experiencing difficulties not as a problem, but as a
source of understanding as to how their practice could be developed. The participants
believed that an inclusive school should be responsive to the needs of all its learners. There
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was a belief that the school should go beyond academic provision and should provide an
education that is concerned about the removal of barriers wherever they exist. They
furthermore asserted that inclusive education should have as an aim the removal of barriers
that prevent learners from access and participation in schools. Learners should be enabled to
go to their local school regardless of their disabilities or other barriers, knowing that the

school will provide an education that will respond to their diverse needs.

Inclusive policies

Participants indicated that inclusive policies should ensure that marginalisation, exclusion
and even demonisation of groups of children do not occur in schools. They made clear
reference to learners from different cultures and religions, the disabled and learners with
various barriers to learning, learners who are HIV positive, poor learners and children of
foreigners in the local community, whose access to the school must be ensured through
policies. They then suggested a number of inclusive policies that they believed would ensure
participation of all learners, including those learners who are under exclusionary pressures.
An inclusive admission policy, to them, is an example of such a policy of schools, as it
ensures quality access to educational programmes or curriculum, without discrimination on
any grounds. They believed that the school should have a language policy in place to ensure
communication with parents of foreign learners and to make sure that foreign language
speakers’ acquisition of English is supported. Participants strongly felt that an HIV/AIDS
policy should be aimed at protecting the status and treatment of HIV positive learners and

members of the school community so affected.

Participants indicated that a comprehensive Learning Support Policy should coordinate the
support for all learners with learning barriers in the school. According to participants, this
policy must ensure that barriers to learning are identified early, especially in the foundation
phase of the school, with the aim of implementing effective intervention and support
measures. Closely related to this policy, participants indicated a policy on assessment as an
indicator of inclusive policies. They indicated that an inclusive Assessment policy should
have as its main objective the implementation of strategies that ensure that the different
learning styles of learners are accommodated within the assessment practices of schools.
Participants also indicated policies that prevent the expulsion of pregnant girls as an inclusive
policy. They regarded these learners as having an inalienable right to education that must be

ensured by policy. Another policy that the participants of this study regarded as an indicator
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of inclusive education is an Anti-Bullying policy that ensures restorative interventions for
both the bully and the victim of bullying. The participants were unanimous about the fact that
the retention of learners with disciplinary challenges was their primary concern and they
believed that expulsion of these learners was a last resort. An inclusive school policy for
behaviour should aim to implement interventions and support strategies for learners in this
category. They asserted that a code of conduct for learners in an inclusive school should be
geared towards decreasing the pressure to exclude learners. In this regard participant
perceptions are well supported by Booth, Ainscow and Kingston (2006).

Participant insistence that inclusive policies should aim to ensure participation of all learners
resonates with Waterboer (2013), who advocates for the task of policies to be creating equal
opportunities for all. He further states that international guidelines and commitments exist
alongside the legal frameworks of nation states to ensure participation of all categories of
learners. Participant perceptions that inclusive policies such as admission policies should
ensure participation for all learners are thus in line with literature on inclusive education.
Further alignment of participants’ perceptions that policies should be formulated to ensure
participation of all learners of a school community is found in the views of Booth, Ainscow
and Kingston (2006), which suggest that an important function of an inclusive policy is to

secure inclusion at the heart of school development.

Participants perceived inclusive policies as an effective way to respond to learner diversity.
They cited learning support and assessment policies as examples of such policies. In this
regard their views are well supported by literature. Various documents that were explored in
the literature research of this study such as the Danida Final Report (Department of
Education, 2002) and The Index of Inclusion (Booth, Ainscow & Kingston, 2006) confirmed
that policies around curriculum and assessment should be formulated to ensure that learner
diversity is catered for and that enough flexibility around teaching and assessment
methodologies is allowed to include all learners. The Guidelines for Responding to Diversity
through the Curriculum, CAPS, (Department of Basic Education, 2011:6) has identified a
range of barriers amongst learners who need support within the curriculum. This document
provides a number a teaching and assessment strategies that teachers can use to ensure that

they respond to diversity within their classrooms.
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Participants indicated a number of policies that would ensure that pressures to exclude
learners are minimised by an effective policy environment. Their indication of a policy on
discipline that decreases pressure to exclude is in alignment with Ainscow, Booth and Dyson
(2006), who claim that inclusion with regard to discipline could be described as the
overcoming of exclusionary pressures, whilst reducing exclusion involves finding ways to

increase participation.

A remarkable feature of participant indicators of policies that mark inclusive education is the
number of policies that decrease pressure on the exclusion of learners. The policies indicated
by participants that fall into this category are: anti-bullying, exclusion of learners due to ill-
discipline, expulsion of girls due to pregnancies and assessment policies that accommodate
different learning styles. Participants in this study believed that policies should explicitly
ensure the holistic development of the learner by positioning him at the centre of
development. They indicated that the inclusion of some learners would impact on their
results, but they felt that the right to education of learners weighs more than achieving

excellent results.

The literature research, and in particular the documentary analysis of the index of inclusion,
established that policies should encourage the participation of learners and teachers from the
moment they join the school — they are concerned with reaching out to all children in the
school and minimising exclusionary pressures. The development of inclusive school policies
also entails the introduction of explicit aims for promoting inclusion in School Development
Plans and other guidelines for practice in the management, teaching and learning in our

schools.

Inclusive practices

The participants in this study indicated an appropriate and inclusive curriculum as an
indicator of inclusive practices. They identified two broad aspects about the curriculum that
should be concentrated on to make it appropriate and effective to facilitate learning to all

learners, viz curriculum instruction and curriculum support.

Participants referred to curriculum instruction as being the set of practices and methodologies
used by teachers to deliver the curriculum. They indicated the utilisation of several

instruction methodologies such as multi-level teaching, adaptations of learning and teaching
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support materials for learners and teaching strategies that are responsive to learning needs,
as indicators of ways in which the curriculum can be delivered more effectively. Participants
identified curriculum support as a support strategy that can be used to support learning and
teaching needs or barriers to learning that prevent certain learners from learning. The
following curriculum support strategies were identified by participants: cooperative learning
strategies for learners, mobilising support from outside the school to support teachers and
learners, sharing of best practices amongst teachers to share teaching strategies,
collaborative teaching that allows teachers to draw on each other’s strengths, community
services known and drawn upon to enhance teaching and learning, school governing body
members understanding and valuing the principles of inclusion, and teachers and school

management working together.

Literature supports the perceptions of participants in this study that identified the curriculum
and the related methodologies and support strategies as indicators of inclusive practices. Hart,
Dixon, Drummond and Mclntyre (2004) found that teaching approaches which seem intrinsic
to inclusive learning are represented in many classrooms where emphasis is placed on pupils’
dialogue, collaboration, choice, exploration and learning to learn, and where it is assumed

that all learners are capable of learning.

Participants’ indication of teachers and learners working together as an inclusive practice is
supported by Kraker (2000), who contends that teacher-pupil interaction has proved useful in
developing interactive, responsive teaching for pupils identified with specific learning
difficulties. Literature also supports participant perceptions of teaching strategies that are
responsive to learning needs as an indicator of inclusive practices. The CAPS document,
(Department of Education, 2011) indicates that teachers in inclusive schools should facilitate
respect for diversity by accommodating learners’ different learning styles and building on the
strengths of these differences in the teaching and learning process. In this regard the
document: ‘Responding to Diversity through Curriculum and Assessment Practices’,
(Department of Basic Education, 2011) advocates curriculum differentiation as an important
strategy in an inclusive classroom. Curriculum differentiation involves the processes of
modifying, changing, adapting, extending and varying teaching methodologies, teaching
strategies, assessment strategies and the content of the curriculum. The curriculum is
differentiated by adapting the content in such a way that it is manageable for a wider range of

learners.
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Participants identified the adaptations of learning and teaching support materials as another
indicator of inclusive practices. This view of participants is aligned to the CAPS document
(Department of Basic Education, 2011) that identified the following curriculum aspects that
often need adaptation. These are the learning and teaching support materials, methods of
presentation, learning activities and lesson organisation. The Department of Education further
suggests that learners could be provided with a wide range of adapted materials that cater for
different abilities, interests and learning styles. As an example,, advice is offered for the
adaptation of learning materials for a learner with poor vision by providing him with larger

print which might be easier to read.

In addition, these participants’ perceptions of curriculum support are in alignment with
literature that identified support as the cornerstone of successful inclusion. Swart and
Pettipher (2005) contends that; “No teacher, parent, education support professional, learner or
volunteer should have to handle significant challenges without support” (Swart & Pettipher,
2005:19).

Participant perception that learners supporting each other is an indicator of inclusive
curriculum practices is supported by Dednam (cited in Landsberg, 2013) who highlights
several advantages of learners supporting each other. These include: intrinsic motivation
which affects the learner’s interests, attention and skills, while knowledge of content
improves. According to Kagan (1998), cooperative learning is as old as education itself.
Various researches on the topic (Kagan, Lotan & Whitcomb, 1998) have shown that
cooperative learning leads to dramatically improving academic achievement and higher order
thinking skills; it improves racial relations where learners from different racial groups are in a
class; teachers’ and learners’ attitudes towards learners with impairments improves
significantly; and the academic achievements of learners with impairments in ordinary

schools are enhanced.

Participants further indicated that the successful implementation of inclusive education is
dependent on the extent to which community issues are recognised as impacting on effective
teaching and learning. They drew on their own experiences and cited a number of key factors
that impacted negatively on effective teaching and learning. This resonates well with the
findings in the Danida Report (Department of Education, 2002), which indicated that outside

factors such as poverty, abuse and HIV/AIDS impact negatively on the learning process.
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The participants in this study identified instruction methodologies and support strategies as
indicators of inclusive education. These factors were aligned with literature around the
curriculum as an indicator of inclusive practice, but they left out many other general and
specific indicators of inclusive practices. However, they emphasised important indicators

that mark inclusive practices.

6.3 SUMMARY

This chapter discussed the main findings of the research as it relates to a definition and
dimensions of inclusive education. Participants’ conceptions of a definition of inclusive
education, inclusive cultures, policies and practices were discussed with the aim of seeing its
alignment to literature. Participants’ perceptions showed great alignment to literature with
various similarities found in the Index for Inclusion and even greater alignment to the Danida
Project. However, several gaps in the participants’ perception of the indicators were also
evident. The next chapter focuses on a short summary of the main findings of the research,

makes certain recommendations based on those findings and concludes the study.
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CHAPTER SEVEN: RECOMMENDATIONS AND
CONCLUSION

Once leprosy had gone, and the figure of the leper was no more than a distant memory, these
structures still remained. The game of exclusion would be played again, often in these same places.
Foucault

7.1 INTRODUCTION

In the previous chapter a discussion of the main findings of the research was done. This
chapter provides a summary of the findings makes key recommendations and highlights

certain limitations as the inquiry is concluded.

7.2 SUMMARY OF FINDINGS
7.2.1 How did the participants define inclusive education?

Participant responses were found to be in line with the understanding of the literature
research of this study, which cautioned that many conceptions about inclusive education
could be found. Teachers and parents had quite different conceptual views but, even within
the different focus groups, participants held disparate beliefs. The main conceptions which
were found described inclusive education as a change. In describing inclusive education in
this manner, the participants concentrated on how inclusive education seeks to bring about
change in schools, communities and to ultimately transform society and its institutional
arrangements, such as education. Participants also described inclusive education as being
concerned with disabled learners and those with special educational needs. This conception
of participants was aligned with the UNESCO (2005) description of the group of learners,

vulnerable to exclusion, that inclusive education is concerned about.

The participants then conceptually moved to what they perceived to be strategies that
inclusive education employs in accommodating the group of learners that inclusive education
is concerned about. In this regard, teacher participants foregrounded inclusive education as an
approach to teaching and as a strategy to develop the school for all. The participants held
sound conceptions of inclusive education and this was generally aligned to literature on

definitions about inclusive education.
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7.2.2 What were the participant’s conceptions of inclusive cultures?

The findings revealed that the participants conceptualised inclusive cultures as the
establishment of shared motives, values, beliefs and interpretations of meaning embraced by
parents, teachers and learners of a school community. The participants mentioned specific
indicators that marked an inclusive culture. These included the social values articulated by an
inclusive culture such as: equity, compassion, participation and respect for diversity. The
school is situated in an area that is marked by a culturally diverse population. Participants
perceived inclusive cultures to be about creating a welcoming ethos that embraces diversity
and, in so doing, builds a community that celebrates different religions, languages and
cultures. In essence they perceived inclusive cultures as consisting of inclusive communities
on the one hand — indicated by respect for diversity, healthy collaborative partnerships,
parental involvement in the school — and, on the other hand, entrenched inclusive values that
are indicated by high expectations for all learners, equity amongst all members of the school
community and the removal of all forms of discrimination amongst them all. The
participants’ perceptions revealed alignment to the indicators found in chapter 3.2.4 of the

literature research of this study.

7.2.3 How did the participants perceive inclusive policies?

In their articulation of their perceptions of inclusive policies, participants concentrated on
aligning the policy environment with inclusive developments. They indicated that this would
ensure that policy supports, rather than undermines, inclusive developments within the
school. Participants perceived inclusive policies to be school policies that are permeated by
inclusive values and which are characterised by a concern with excellence, high standards
and accountability. For them, inclusive policies should encourage the participation of
learners, teachers and parents from the moment they join the school. Participants also made a
connection between an inclusive policy and the school’s attempts to minimise exclusionary
practices. The participants cited the curriculum policy document, Responding to Diversity
through Curriculum and Assessment Policy Statements (Department of Education, 2011) as
an example of an inclusive policy about curriculum that ensures that learner diversity is
catered for and that enough flexibility around teaching and assessment methodologies is
allowed to include all learners. As a direct consequence of their exposure to this research
study, participants embarked on a process of reviewing their own school policies to ensure

that all their policies were inclusive and enabling, rather than found to be hampering
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inclusive development. Such policies included admission, learning support, HIV/AIDS,

language, anti-bullying and assessment policies.

7.2.4 What were the participant’s conceptions on inclusive practices?

The findings revealed that participants perceived inclusive practices to be about activities that
reflect inclusive cultures and policies. An outstanding feature highlighted by participants of
inclusive practices is an inclusive curriculum, as an indicator of an inclusive practice that
includes elements such as relevant content, a variety of teaching strategies and curriculum
adaptations to accommodate an ever-increasing diverse learner population in schools. The
participants indicated two main aspects that mark inclusive practices namely: instruction and
support. Each of these indicators was in turn described by more specific indicators.
Instruction as an indicator of inclusive practice was characterised by multi-level teaching,
adapting learning and teaching support material, differentiating the curriculum for certain
learners with special educational needs and a range of teaching strategies that could be
utilised to accommodate the diverse learning needs of learners. In the same fashion, support
has been defined by more specific indicators such as collaboration between learners, sharing
of best practices between teachers, and teachers accessing support from their peers and the

district offices.

7.3 RECOMMENDATIONS

The recommendations of this research are aligned to the indicators identified by the
participants. These recommendations could be used for improvement of inclusive education

development initiatives, or for implementation of newly identified indicators.

e A recommendation for Education Districts is to play a pivotal role in facilitating an
understanding of inclusive education at school level. The myriad of definitions and
discourses of inclusive education can potentially lead to a conceptual maze, if schools
are left to negotiate the conceptualisation on their own.

e A strategy for schools is to adopt a common understanding that all stakeholders
embrace. This will assist the school in finding conceptual clarity and uniformity in
their approach towards implementation of inclusive practices.

e Departmental officials such as the Institutional Management and Governance (IMG)
officials should play a pivotal role in developing and refining inclusive policies for

schools identified in this study.
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e The Specialised Learner and Educator Support (SLES) officials should assist schools
with the transformation of cultures in schools so that they respond to diversity of
learners. This exercise should include all stakeholders of the school namely: teachers,
parents and learners.

e |t is recommended that the Curriculum Advisors (CAs) play a key role in assisting
schools to understand and implement inclusive practices around the curriculum, as
identified in this research.

e Schools should review all their current policies and re-align them to an inclusive
ethos. During the data collection phase of the research, teachers indicated that they do
not feel adequately equipped to teach all learners. This challenge identified by
teachers could be addressed through training workshops facilitated by the Education
Department.

e It is also a strong recommendation of this study that capacity building of parents and

learners should be prioritised.

7.4 LIMITATIONS OF THE STUDY

The research that focuses on the implementation of inclusive education in schools is directed

towards parents, principals, teachers, and learners as the participants.

During the data collection phase of the research, it was found that the understanding of the
concept of inclusive education seemed problematic for primary school learners. It was then
decided not to include data collected from these learners as it was not deemed accurate. A
recommendation to any researcher who would endeavour to undertake similar research would

be to conduct workshops and information sessions with the learners prior to data collection.

The demographical information of the participants revealed that the school personnel is
relatively young and the majority of the teachers did not have sufficient training in inclusive
education and other relevant courses such as barriers to learning. This could possibly account
for the gaps in their understanding of inclusive education and could be the reason why not
many more indicators of inclusive education could be solicited from them. As this study
adopted a participatory action research design, 1 could not impose my knowledge of

indicators from other studies.
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7.5 FINAL CONCLUSION

There are several conclusions that can be drawn from this study.

The teachers who participated in this research were at different levels of understanding of the
notion of inclusive education. Those who had received some training in inclusion held
disparate beliefs about the concept as well as about its implementation. This caused confusion
and frustration amongst the participants and much of the time led to inappropriate practices in
schools, such as the establishment of unit classes. It is thus abundantly clear that the
Department of Education has a huge responsibility to facilitate conceptual clarity in the
schools which are earmarked to become inclusive schools, prior to implementation of

inclusive education as a priority, and ultimately in all schools.

The expectation that schools implement inclusive education places a huge responsibility on
principals, teachers, parents and learners. The success of the implementation hinges on their
understanding and how well they are prepared. The fact that principals and teachers are at
different levels of understanding, parents have had no training and learners had to be
excluded from this research study because of their limited, or lack of, understanding of
inclusive education, proves to hold immense implications for successful implementation. This
in turn indicates the need for training and facilitation to be done by the Department of

Education through its provincial, district and circuit levels.

This research inquiry was able to extract valuable indicators from the conceptions of the
stakeholders of the school, which were then utilised to develop an instrument that supports
and monitors inclusive cultures, policies and practices in a particular primary school in the

Western Cape.

The study concluded by stating that the process of developing an instrument that supports and
monitors inclusive education at primary schools could be facilitated at all primary schools,
taking into account the different schools’ unique circumstances, and by allowing schools to

set their own priorities for inclusive education development.

125



REFERENCES

Adelman, C. (1989). The practical ethic takes priority over methodology. In W. Carr (ed.).

Quality in Teaching, London: Falmer.

Ainscow, M. (1995).Education For All: Making It Happen. Keynote address presented at
the International Special Education Congress, Birmingham, England, April 1995.

Ainscow, M. (1994). Special Needs in the Classroom: A Teacher Education Guide. London:
Jessica Kingsley/ UNESCO.

Ainscow, M. (1998). Would it work in theory? Arguments for practitioner research and
theorizing in the special needs field. In Clark, C., Dyson, A. & Millward (Eds.). Theorising
Special Education. London: Routledge.

Ainscow, M. (1999). Understanding the development of inclusive schools. London:

Routledge.

Ainscow, M. (2003). Using teacher development to foster inclusive classroom practices. In
Booth, T., Nes, K. & Stramstad, M. (Eds.). Developing inclusive teacher education.
London: Routledge: 15-32.

Ainscow, M (2007). Taking an inclusive turn. Journal of Research in Special Educational
Needs, 7 (1): 3-7.

Ainscow, M., Booth, T. & Dyson, A. (2001). Understanding and developing inclusive
practices in schools: a collaborative action research network. Paper presented at the AERA
Conference, Seattle, April 2001.

Ainscow, M. Booth, T. Dyson, A. (2004). Understanding and developing inclusive practices
in schools: a collaborative action research network. International journal of inclusive
education, 8 (2): 125-1309.

Ainscow, M., Howes, A., Farrell, P. & Frankham, J. (2003). Making sense of the
development of inclusive practices. European journal of special needs education, 18 (2):
227-242.

126



Ainscow, M. Booth, T. & Dyson, A. with Farrel, P. Frankham, J. Gallannaugh, F. Howes, A
& Smith, R. (2006). Improving schools, Developing Inclusion. London: Routledge.

Ainscow, M. & Kaplan, I. (2004). Using evidence to encourage inclusive school
development: possibilities and challenges. Paper presented at the Australian Association of

Research in Education Annual Conference, Melbourne. December, 2004.

Alton-Lee, (2003). Quality Teaching for Diverse Students in School: Best Evidence
Synthesis. Wellington: New Zealand Ministry of Education.

Armstrong, D. (2005). Reinventing ‘inclusion’: New Labour and the cultural politics of

Special Education, Oxford Review on Education, 31(1): 135-151.

Artiles, A. & Dyson, A. (2005). Inclusive education in the globalization age: The promise of
a comparative cultural-historical analysis. In Contextualizing inclusive education:
evaluating old and new international perspectives. Edited by Mitchell, D. (2005). London:
Routledge: 3762.

Artiles, AJ., Kozleski, E.B., Dorn, S. & Christensen, C. (2006). Learning in inclusive
education research: re-mediating theory and methods with a transformative agenda. Review
of Research in Education, Chapter 3, 30: 65-108.

Ashman, (2009). Contemporary Cultures and Education. In A. Ashman & J. Elkins (eds).
Education for Inclusion and Diversity (pp. 3-34). NSW: Pearson Prentice Hall.

Babbie, E. & Mouton, J. (2010). The practice of social research. 12" ed. California, USA:
Wardsworth. Cengage Learning.

Bain, A.; Lancaster, J.; Zundans, L. & Parks, R. J. (2007). Embedding Evidence-Based
Practice in Pre-Service Teacher Preparation. Teacher Education and Special Education: The

Journal of the Teacher education Division of the Council for Exceptional Children, 32, 215.

Barton, L. (1997). Market ideologies, education and the challenge for inclusion. World

yearbook of education: Inclusive education. London: Kogan Page Ltd.

Barton, L. (2003). Inclusive Education and Teacher Education: A basis of hope or a

discourse of delusions. A Professorial Lecture. Institute of Education, University of London.

127



Berger, P.L. & Luckmann, T. (1996). The Social Construction of Reality. Garden City, New
York: Anchor.

Beyers, C. & Hay, J. (2007). Can inclusive education in Southern Africa survive the HIV
AIDS pandemic?, International Journal of Inclusive Education, 11:4, 387-399.

Baum, F. (1995). Researching public health: behind the qualitative-quantitative
methodological debate. Social Science and Medicine, 40, 459-468.

Booth, T. (1996). A perspective on inclusion from England. Cambridge Journal of
Education, 26(1): 87-99.

Booth, T. (2000). Inclusion and exclusion policy in England: who controls the agenda? In
Armstrong, F.; Armstrong, D. A Barton. L. Inclusive education. Policy, context and

comparative Perspectives. London: David Fulton.

Booth, T. & Ainscow, M. (2002). Index for Inclusion. Bristol: Centre for Studies on

Inclusive Education.

Booth, T. & Ainscow, M. (2008 — 2010) Index for Inclusion: developing learning and
participation in schools. United Kingdom: Bristol.

Booth, T.; Ainscow, M.; & Kingston (2006), Index for Inclusion: Developing play, learning
and participation in early years and childcare, Centre for Studies on Inclusive Education,
Bristol.

Booth, T., Ainscow, M., Black-Hawkins, K., Vaughan, M. & Shaw, L. (Eds.). (2000). Index
for Inclusion: developing learning and participation in schools. Bristol, England: Centre for

studies on inclusive education.

Bronfenbrenner, U. (1977). Toward an experimental ecology of human development.
American Psychologist, (32) 513 — 513.

Bronfenbrenner, U. (1979). The ecology of human development: Experiments by nature and

design. Cambridge, MA Harvard University Press.

128



Bronfenbrenner, U. (1999). In S. L. Friedman & T. D. Wachs. (Eds.). Measuring
environment across the life span: Emerging methods and concepts (pp. 3-28). Washington,

DC: American Psychological Association Press.

Brock, K. & Pettit, J. (2007). Springs of Participation. Creating and Evolving Methods for
Participatory Development. Practical Action, Warwickshire, UK. ISBN 978-1853396472.

Booth, T., Ainscow, M., & Kingston, D. (2006). Index for Inclusion. CSIE. UK.

Capper, C.A., Frattura, E. & Keyes, M.W. (2000). Meeting the needs of students of All
abilities. How Leaders Go Beyond Inclusion. California: Corwin Press.

Carrington, S. (1999). Inclusion needs a different school culture. International Journal of
Inclusive Education, 3 (3), pp. 257 — 268.

Centre, Y., Ward. J., & Ferguson, C. (1991). Towards an Index to evaluate the integration of
children with disabilities into regular classes. Educational Psychology, 11(1),77- 95.

Chambers, R. (2008). “PRA, PLA and Pluralism: Practice and Theory”, in The Sage
Handbook of Action Research: Participative Inquiry and Practice. Reason, P. and
Bradbury, H (Eds.). Sage, pp. 297 — 318.

Charlton, T. & David, K. (1993). Managing Misbehaviour in schools. New York:
Routledge.

Chevalier, J.M. and Buckles, D.J. (2008). SAS2: A Guide to Collaborative Inquiry and
SocialEngagement.http//www.idrc.ca/EN/Resources/Publications/Pages/IDRCBookDetails.a
spx? PublicationID-108). Sage India and IDRC, Ottawa and New Delhi. E-ISBN 978-
1552504185).

Chevalier, J. M. and Buckles, D. J. (2013). Participatory Action Research: Theory and
Methods for Engaged Inquiry, Routledge U.K. ISBN 978-0415540315.

Clark, C.; Dyson, A; & Millward, A. (1999). Towards inclusive schools. London: David

Faulton Publishers.

129



Cohen, L. Manion, L. & Morrison, K. (2005). Research methods in education (2" ed.).

London: Routledge Falmer.

Creswell, J.W. (1998). Qualitative inquiry and research design: Choosing among five
traditions. London Sage.

Creswell, JW. (2008). Educational research: planning, conducting, and evaluating

quantitative and qualitative research. 3rd edition. New Jersey: Pearson Education.

Daniels, H. & Garner, P. (1999). (Editors). World yearbook of education: Inclusive
education. London: Kogan Page Ltd.

CSIE. (2008). (Centre for the Studies in Inclusive Education). Document available at

http//www.csie.org.uk/publications/incl-ed-OL.Pdf.

Davis, J. & Watson, N. (2001). Where are the children’s experiences? Analysing social and
cultural exclusion in ‘special’ and ‘mainstream’ schools. Disability and society 16 (5), 671-
687.

Denzin, N.K., Lincoln, Y.S., (2005). The Sage handbook of Qualitative Research. Sage
publications. Thousand Oaks, London, New Delhi.

Department of Education. (1995). The White Paper on education and training in a

democratic South Africa: First steps to develop a new system. Pretoria: Government Printer.

Department of Education. (1996). The South African Schools Act. Pretoria: Government

Printers.

Department of Education. (1997). Quality education for all: overcoming barriers to learning
and development. NCSNET & NCESS Report. Pretoria: Government Printer.

Department of Education. (1997). White Paper on an Integrated National Disability
Strategy. Pretoria: Government Printer

Department of Education. (2001). Education White Paper 6 (Special Needs Education):

Building an inclusive education and training system. Pretoria: Government Printer.

130



Department of Education. (2002). Draft guidelines for the implementation of inclusive

education. Pretoria: Government Printers.

Department of Education. (2002). End Term National Quality Evaluation Report. Pretoria:

Government Printers.

Department of Education. (2005). Conceptual and Operational Guidelines for the
Implementation of Inclusive Education: District-based Support Teams. Pretoria:

Government Printers.

Department of Education. (2005). Conceptual and Operational Guidelines for the
Implementation of Inclusive Education: Full-Service Schools. Pretoria: Government

Printers.

Department of Education. (2005). Conceptual and Operational Guidelines for the
Implementation of Inclusive Education: Special Schools as Resource Centres. Pretoria:

Government Printers.

Department of Education. (2009). Conceptual and Operational Guidelines for the
Implementation of Inclusive Education: Full-Service Schools. Pretoria: Government

Printers.

Department of Basic Education. (2010). Conceptual and Operational Guidelines for the
Implementation of Inclusive Education: Full-Service Schools. Pretoria: Government

Peinters.

Department of Basic Education. (2011). Guidelines for responding to learners diversity in
the classroom through curriculum and assessment policy statements. Pretoria: Government

Printers.

De Vos, A.S., Strydom, H., Fouche, C.B. & Delport, C.S.L. (2005). Research at grass roots:
for the social sciences and human service professions (3rd Edition). Pretoria: Van Schaik

Publishers.

De Vos, A.S. (1998). Research at grassroots — A primer for the caring professions. Pretoria:
J.L. van Schaik Publishers.

131



Donald, D.; Lazarus, S. & Lolwana, P. (2001). Educational Psychology in social context.

Cape Town: Oxford University Press.

Durrheim, K. (2002). Research design. In Terre Blanche, M.; & Durrheim, K. (eds.).
Research in practice: Applied methods for the social sciences. Cape Town: University of

Cape Town Press.

Durrheim, K. (2006). Research design. In Research in practice. Edited by Terre Blanche, M.,
Durrheim, K. & Painter, D. Cape Town: University of Cape Town Press: 33-59.

Dyson, A. (1999). Inclusion and inclusions: theories and discourses in inclusive education.
In World Yearbook of Education 1999: Inclusive Education. Edited by Daniels, H. &
Garner, P. London: Kogan Page, 36-51.

Dyson, A. (2001). Special needs education as the way to equity: an alternative approach?
Support for learning, 16 (3): 99-104.

Dyson, A., Howes, A., & Roberts, B. (2002). A systematic review of the effectiveness of
school-level actions for promoting participation by all students. (Inclusive Education Review
Group for the EPPI Centre. Institute of Education, London.
http//eppi.ioe.ac.uk/EPPIWeb/home.aspx?page=/reel/review_groups/inclusion/review_one.
htm). Accessed 07/02/2014.

Dyson, A., Howes, A., & Roberts, B. (2004). What do we really know about inclusive
schools? A systematic review of the research evidence. In In D. Mitchell (Ed), Special
educational needs and inclusive education: Major themes in education. London:

RoutledgeFalmer

Dyson, A. (2005). Philosophy, politics and economics? The story of inclusive education in
England. In Contextualizing inclusive education: evaluating old and new international
perspectives. Edited by Mitchell, D. (2005). London: Routledge: 63-88.

Dyson, A. & Kozlesky, E.B. (2008). Disproportionality in special education: A transatlantic
phenomenon. In L. Florian & M. McLaughlin (Eds). Dilemmas and alternatives in the
classification of children with disabilities: New perspectives. (pp. 177-190). Thousand Oaks,

CA: Corwin Press.

132



Dyson, A. & Millward, A. (2002). Schools and Special Needs: Issues of Innovation and

Inclusion.

Eichinger, J.; Meyer, L. & D’Aquanni, M. (1996). Evolving best practices for learners with
severe disabilities. Special Education Leadership Review, 3(1), 1 —13.

End-Term National Quality Evaluation. (2002). Resource and Training Programme for
Educator Development: Building an Inclusive Education and Training System. Education

Policy Unit. www.epu.ac.za.

Eloff, 1., Engelbrecht, P & Swart, E. (2002). Including a learner with physical disabilities:
stressful for teachers? Koers, 67 (1): 77-99.

Elwan, A. (1999). Poverty and Disability: A survey of the Literature: Social Protection Unit.
Washington: The World Bank.

Emerson. (1983). Introduction in contemporary Field research: Edited by R.M. Emerson.
Pp. 1 - 16. Boston: Little, Brown.

Fals-Borda, O. (1995). “Research for social Justice: Some North-South convergences”
(http://comm.org.wisc.edu/si/falsborda.htm). Plenary Address at the Southern Sociological
Meeting, Atlanta, April 8.

Farrell, P. (2000). The Impact of research on developments in inclusive education.

International Journal of Inclusive Education, 4(2) 153-162.

Farrel, P. & Venables, K. (2009). Can Educational Psychologists be Inclusive? In P. Hick,
R. Kershner 7 P. Farrel (eds.). A Psychology for Inclusion. London: Routledge.

Fay, J. (2003). Implementation of the inclusive education paradigm shift in South African

education services. South African Journal of Education, 23(2) 135-138.

Fine, M., Weis, L. & Powell, L.C. 1(997). Communities of difference: A critical look at
desegregated spaces created for and by youth. Harvard Educational Review, 67 (2): 247-
284.

133


http://www.epu.ac.za/
http://comm.org.wisc.edu/si/falsborda.htm

Flem, A. & Keller, C. (2000). Inclusion in Norway: A Study of Ideology in Practice.
European Journal of Special Needs Education. 15 (2), 188 — 205.

Flick (2002). Denzin, N.K., Lincoln, Y.S., (2005). The Sage handbook of Qualitative
Research. Sage publications. Thousand Oaks, London, New Delhi.

Florian, L. (1998). Inclusive practice — What, why and how?, in C. Tilstone, L. Florian & R.

Rose (Eds). Promoting Inclusive Practice. London: Routledge.

Forlin, C. (2004). Promoting inclusivity in Western Australian schools. International
Journal of Inclusive Education, 8 (2): 185-202.

Fraser, M. (2005). Virtual Research Environments: Overview and Activity. Ariadne 44.

Online at: http://www.ariadne.ac.uk/issue44/fraser/intro.html (accessed 13-05-2014).

Freire, P. (1993). Pedagogy of the oppressed. Revised edition. London: Penguine Books.

Galinsky, E. (1999). Ask the Children: What America’s children really think about working

parents. New York: William Morrow.

Garbarino, J. (1992). Children and Families in the Social Environment. New York:

Transaction Publishers.
Gartner, P. (eds.). Inclusive education. World yearbook of education. London.

Geijsel, F. & Meijers, F. (2005). Identity learning: the core process of educational change.
Educational Studies, 31 (4): 419-430.

Genot-Scheyer, M. Fischer, M. & Staub, D. (2001), A framework for understanding
inclusive education. In Genot-Scheyer, M. & Staub, D. (Eds). At the end of the day —

Lessons learned in inclusive education. Baltimore: Paul Brookes Publishing Company.

Greef, M. (2002). Information Collection: Interviewing. In De Vos, A.S, Strydom, H.
Fouche, C.B. & Delport, C.S.L. (eds). Research at Grass Roots. — For the social sciences

and human service professions. (2" edition). Pretoria Van Schaik.

Green, L. (2001). Theoretical and contextual background. In Promoting learner

134


http://www.ariadne.ac.uk/issue44/fraser/intro.html

development: Preventing and working with barriers to learning. Edited by Engelbrecht, P.
& Green, L. Pretoria: Van Schaik Publishers, 3-16.

Guest, G.; Macqueen, K.; & Namey, E. (2012). Applied Thematic Analysis. Thousand Oaks,
CA: Sage.

Hall, P. (2005). Interprofessional Teamwork: Professional cultures as barriers. Journal of

Interprofessional Care, Supplement 1, 188-196.

Hall, J. T. (1997). Social Devaluation and Special Education-The right to full mainstream
inclusion and an honest statement. London: Jessica Kingsley Publishers.

Hall, R,; Campher, E. & Smit, A.G. in Engelbrecht, P.; Green, L.; Naicker, S & Harding, J.
(2013). Qualitative Data Analysis from Start to Finish. London: Sage.

Harris, A & Enfield, S. (2003). Disability, Equality and Human Rights: A Training Manual
for Development and Humanitarian Organisations. An Oxford Publication.

Hart, S., Dixon, A., Drummond, M.J. & Mc Intyre, D. (2004). Learning with Limits.

Maidenhead: Open University Press.
Haug, P. (1998). Pedagogical Dilemma: Special Needs Education. Stockholm: Liber.

Haug, P. (2003). Qualifying teachers for the school for all. In T. Booth, K. Nes and M.

Stromstad (eds) Developing Inclusive Teacher Education, London: Routledge.

Hay, J. F. (2003). Implementation of the inclusive education paradigm shift in South African

education support services. South African Journal of Education. 23(2):135-138.

Hay, J.F. Smith, J. & Paulsen, M. (2001). Teacher preparedness for inclusive education.
South African Journal of Education. 21 (4): 213 — 218

Henning, E., Van Rensburg, W. & Smit, B. (2004). Finding your way in qualitative
research. Pretoria: Van Schaik Publishers.

Hick, P. Kershner, R. and Farrel, P.T. (2009). Psychology for inclusive education.
Routledge: New York.

135



Howell, C. (2007). Changing public and professional discourse. In Responding to the
challenges of inclusive education in southern Africa. Edited by Engelbrecht, P. & Green, L.
Pretoria: Van Schaik Publishers: 89-100.

Howes, A, Booth, T., Dyson, A. & Frankham, J. (2005). Teacher learning and the
development of inclusive practices and policies: framing and context. Research papers in
education, 20 (2), 133-148.

Hughes, B. & Patterson, K. (1999). “The Social Model of Disability and the Disappearing
body: Towards a Sociology of Impairment”, Disability and Society, 12(3): 325-340.

Huysamen, G. K. (1994). Methodology for the Social and Behavioural Sciences. Southern

Publishers.

Huysamen, G. K. (2000). The differential validity of matriculation and university
performance as predictors of post-first-year-performance. South African Journal of Higher
Education, 15 (2), 146-151.

Johnson, A. P. (2008). A Short Guide in Action Research. Fourth Edition.

Johnson, B. & Green, L. (2007). Thinking differently about education support. In
Responding to the challenges of inclusive education in southern Africa. Edited by
Engelbrecht, P. & Green, L. Van Schaik Publishers: 159-174.

Johnstone, D. (2001). Introduction to Disability Studies. London: David Fulton.

Kagan, S. (1998). The Structural Approach to Cooperative Learning. Educational
Leadership, 1989-1990, 47, 12-15.

Kalambouka, Farrel, Dyson, & Kaplan, (2005). The impact of population inclusivity in
schools on student outcomes. In Research Evidence in education Library. London: EPPI-

Centre, Social science Research Unit, Institute, Institute of Education, University of London.

Kamberelis, G. & Dimitriadis, G. (2005). Focus groups: strategic articulations of pedagogy,
politics, and inquiry. In The Sage handbook of qualitative research (3rd edition). Edited by
Denzin, N.K & Lincoln Y. S. Thousand Oaks, California: Sage Publications: 887-907.

136



Katsten, S., Peetsma. T, Roeleveld, J & Vergeer, M. (2001). The Dutch policy of integration
put to the test: differences in academic and psychosocial development of pupils in special

and mainstream school. European Journal of Special Needs Education, 16(3):193-205.

Kavale, K. A., & Forness, S. A. (2000). History, rhetoric and reality: Analysis of the
inclusion debate. Remedial and Special Education, 21, 279-296.

Kenworthy, J. & Whittaker, J. (2000). Anything to declare? The struggle for inclusive
education and children’s rights. Disability and Society, 15 (2): 219-231.

Kershner, R. & Farrel, P. (2009). Can Educational Psychologists be inclusive? In Hick, P.
Kershner, R & Farrel, P. (eds.) Psychology for Inclusive Education: New directions in

theory and practice. London: Routledge.

Kozleski, E.B., Artiles, A.J., Fletcher, T. & Engelbrecht, P. (2009). Understanding the
dialectics of the local and the global in Education for All: A comparative case study.
International Critical Childhood Policy Studies, 2 (1): 15-28.

Kraker, M.J. (2000). Classroom discourse: teaching, learning and learning disabilities.
Teaching and Teacher Education. 16, 295 — 313.

Ladson-Billings, G. (1994). The Dream-keepers. Successful Teachers of African American
Children. CA: Jossey-Bass.

Landsberg, E. (2005). Learning support. In Addressing barriers to learning: A South African
perspective. Edited by Landberg, E., Kriiger, D. & Nel, N. Pretoria: Van Schaik Publishers:
61-77.

Landsberg, E., Krlger, D. & Nel, N. (Editors). (2005). Addressing barriers to learning: A

South African perspective. Pretoria: Van Schaik Publishers.

Lave, J. & Wenger, E. (1991). Situated learning: Legitimate peripheral participation.
Cambridge: Cambridge University Press.

Lewis, J. (1998). Embracing the Holistic / Constructivist Paradigm and sidestepping the Post
Modern Challenge. In C. Clark, A. Dyson & A. Millward (eds). Theorising Special

Education. London Routledge.

137



Lincoln, Y.S. & Guba, E.G., (2000). Paradigmatic controversies, contradictions, and
emerging confluences. In Handbook of qualitative research (2nd edition). Edited by Denzin,
N.K. & Lincoln, Y.S. Thousand Oaks, CA: Sage: 163-188.

Lipsky. D.K. & Gartner, A. (1999). Inclusion and school reform: Transforming America’s

classrooms. Baltimore, Maryland: Paul H Brookes Publishing Co.

Lotan, R. A. & Whitcomb, J. A. (1998). Group work in Diverse Classrooms. New York:

Teachers College Press.

Makoelle, T.M. (2012). The state of inclusive pedagogy in South Africa: A literature review.
Journal of Sociology and Anthropology, 3(2): 93-102 (2012).

McArthur & Gaffney (2002). Students with disabilities and their parents talk about

friendships and relationships at school. SET: Research information for teachers, 1, 13 — 18.

Maree, K. & van der Westhuizen., C. (2009). Head Start in Designing Research Proposals

in the Social Sciences. Juta & Company. Cape Town, South Africa.

Marshall, C. & Rossman, G.B. (1995). Designing Qualitative Research. (3" edition).
Thousand Oaks. Sage.

McLeskey, J. & Waldron, N.L. (2002). Professional development and inclusive schools:

reflections on effective practice. Teacher Educator, 37 (3): 159-173.

Meijers, F. (2002). Career learning in a changing world: the role of emotions. International

Journal for the Advancement of Counselling, 24: 149-167.

Merriam, S. (1998). Qualitative Research and Case Study Applications in Education. San

Francisco: Jossey-Bass Publishers.

Merriam, S. (2002). Qualitative Research in Practice. Examples for Discussion and

Analysis. San Francisco: Jossey-Bass Publishers.

McMillan, J, & Schumaker, S. (2001). Research in Education. A conceptual introduction.

5th Edition. New York: Longman.

138



Merriman, S.B. (2009). Qualitative Research: A Guide to Design and Implementation. San

Francisco: Jossey-Bass.

Mitchell, D. (Editor). (2005). Contextualizing inclusive education: evaluating old and new

international perspectives. London: Routledge.

Minkler, M & Wallerstein, N. (2003). Community-based Participatory research for health.

San Francisco: Jossey-Bass. 2003-5.

Mittler, P. (2000). Working towards inclusive education: social contexts. London: David
Fulton Publishers Ltd.

Mittler, P. (2006). Genetic Aspects of Psycholinguistic Abilities. Journal of Child
Psychology, (Vol. 10). 3, 165-176.

Moloi, K. & Henning, E. (2007). A teacher trying to live within and without bias: making
sense in a ‘desegregating’ place of work. Education as Change, 10 (2): 111-130.

Morrison, G.S. (1998). Early childhood education today, 7™ ed. Upper saddle River, CO:

Prentice Hall.
Mouton, J. (2002). Understanding social research. Pretoria: Van Schaik Publishers.

Mouton, J. (2001). How to succeed in your Master’s & Doctoral Studies. A South African

guide and resource book. Pretoria: Van Schaik Publishers.

Mukhopadhyay, S. (2002). Whole School approaches and Curriculum Modification. In S.
Hegarty & M. Arthur (Eds). Education and children with Special Needs. New Delhi. Sage.

Muthukrishna, N. & Schoeman, M. (2000). From ‘special needs’ to ‘quality education for
all: a participatory, problem-centered approach to policy development in South Africa.

International Journal Inclusive Education, 4(4) 315-335.

Muthukrishna, N. (2001). Educational needs of Deaf learners. In Promoting learner
development: Preventing and working with barriers to learning. Edited by Engelbrecht, P.
& Green, L. Pretoria: Van Schaik Publishers.

139



Nachmais, C. D, & Nachmias, D. (2008). Research Methods in the Social Sciences. Seventh
Edition. New York. NY: Worth Publishers.

Naicker, S.M. (2000). From Apartheid education to Inclusive education: The challenge of
transformation. International EDUCATION SUMMIT: For a democratic society. Wayne
State University. Detroit, Michigan U.S.A.

Naidu, B. & Govender, P. (2008). School Inspectors return, but they’ll be nicer this time.
Sunday Times: 28 September.

Ngcobo, J. & Muthukrishna, N. (2011). The geographies of inclusion of students with

disabilities in an ordinary school. South African Journal of Education. Vol. 31: 357 - 368

Neuman, W.L. (2006). Social research methods: qualitative and quantitative approaches (6th

Edition). Boston: Pearson Education.

Niewenhuys, J. (2007). Introducing qualitative research. In First steps in research. Edited by
Maree, K. Pretoria: Van Schaik Publishers: 47-68.

Oswald, M. (2010). Teacher Learning During the Implementation of the Index for Inclusion

in a Primary School. University of Stellenbosch.

Oliver, M. (2000). Why do insider perspectives matter? In M. Moore (Ed.), Insider
perspectives on inclusion: Raising voices, raising issues (pp. 7-17). Sheffield: Philip

Armstrong.

Oliver, P. (2006). Built to Meet Needs. Cultural Issues in Vernacular Architecture. Oxford:
Elsevier Ltd.

Palys, T. (1997). Research Decisions: Quantitative and Qualitative Perspectives. (Second

Edition). Toronto: Harcourt Brace.

Patton, M. Q. (2002). Qualitative Research and Evaluation Methods. Thousand Oaks, CA:
Sage.

Palmer, A. (2012). Introduction to Marketing. U.K: Oxford University Press.

140



Parkinson, G. & Drislane, R. (2011). Qualitative Research. In Online dictionary of the

Social Sciences. Retrieved from http://bitbucket.icaap.org/dict.pl

Pearson, S. (2007). Exploring inclusive education: early steps for prospective secondary
school teachers. British Journal of Special Education, 34 (1): 25-32.

Persson, B. (2000). Special Education in today’s Sweden — a struggle between Swedish
model and the market. In D. Armstrong, F. Armstrong & L. Barton (Eds.). Inclusive

Education. Policy, Context and Comparative Perspectives. London: David Fulton.

Peterson, K.D. & Deal, T.E. (1998). How leaders influence the culture of schools. Realizing

a Positive School Climate. Educational Leadership: Volume 56. 1. 28-30

Peters, S. (2002). Inclusive education in accelerated and professional development schools:
a case-based study of two school reform efforts in USA. International Journal of Inclusive
Education, 6 (4): 287-308.

Peters, S. Johnstone, C. & Ferguson, P. (2005). A disability rights in education model for

valuating inclusive education. International Journal of Inclusive Education, 9 (2): 139-160.

Pijl, S.J. (1994). Denmark. In C. Meijer, S.J. Pijl & Hegarty (eds). New Perspectives in
Special Education: A Six Country Study. New York: Routledge.

Pijl, S.J., Meijer, C.J.W. & Hegarty, S. (Eds.). (1997). Inclusive education: a global agenda.
London: Routledge.

Pipher, M. (1996). The shelter of each other. Rebuilding our Families. New York: Ballentine
Books.

Powell, J. (2002). Transforming lives. In K. Asmal & W. James. (Eds.). Spirit of the nation:
reflections on South Africa’s educational ethos. Claremont, S.A.: New Africa Education:

112-138.

Punch, K. F. (1998). Introduction to social research. Quantitative and qualitative

approaches. London: SAGE Publications.

141


http://bitbucket.icaap.org/dict.pl

Putnam, J.W. (1997). Cooperative learning and Strategies for Inclusion. Columbus, OH:
Merril/Prentice Hall.

Quantz, R.A. & O’Connor, T.W. (1998). Writing Critical Ethnography: Dialogue, multi-
voicedness, and carnival in cultural contexts. Educational Theory. 31 (1), 95 — 109).

Rabiee, F. (2004). Focus-group Interview in Data Analysis. Proceedings of the Nutrition
Society. School of Health and Policy Studies: University of Central England, Birmingham
B42 25U, U.K. (63). 655 — 660.

Ramphele, M. (2002). In Brandtro, L. & Du Toit, (2005). Response Ability Pathways.
Claremont. South Africa:

Reason, P. & Bradbury, H. (2008). ‘Introduction” In P. Reason and H. Bradbury (eds). The
Sage Handbook of Action Research: Participative Inquiry and Practice. Sage, CA, pp. 5-10.

Reid, D. K. & Valle, J. W. (2004). The discursive practice of learning disability:
implications for instruction and parent-school relations. Journal of Learning Disabilities, 37
(6): 466-481.

Rustemier, S. & Booth, T. (2005). Learning about the Index in use: A study of the use of the
Index for Inclusion in schools and LEA’s in England. Centre for Studies on Inclusive
Education (CSIE): New Redland, Bristol.

Rallis, S.F., Rossman, G.B; Phlegar, J.M. & Abeille, A. (1995). Dynamic teachers: Leaders
of change. Thousand Oaks, CA: Corwin.

Reid G. (2005). Learning styles and inclusion. London: SAGE.

Republic of South Africa. (1996). Constitution of the Republic of South Africa. Pretoria:

Government Printer.

Republic of South Africa. (1996). South African Schools Act, Act 84 of 1996. Pretoria:

Government Printer.

Republic of South Africa. (1997). Ministry in the office of the Deputy President. White
Paper on an Integrated National Disability Strategy. Pretoria: Government Printer.

142



Richardson, C. A. & Rabice, F. (2001). ‘A question of Access’ — an exploration of the
factors influencing the health of young males aged 15-19 living in Corby and their use of

health care services, Health Education Journal (60), 3-6.

Riehl, C. (2000). The principal’s role in creating inclusive schools for diverse students: a
review of normative, empirical and critical literature on the practice of educational

administration. Review of Educational Research, 70 (1): 55-81.

Rix, J.; Simmons, K.; Nind, M & Sheehy, K. (2005). Policy and power in inclusive
education values into practice. London: Routledge Falmer.

Robinson, R. & Carrington, S. (2002). Professional development for inclusive schooling.

The International Journal of Educational Management, 16 (5): 239-247.

Rogoff, B. (2003). The cultural nature of human development. New York: Oxford
University Press.

Rose, R. (2001). Primary school teacher’s perceptions of conditions required to include

pupils with special educational needs. Educational Review. 53 (2): 147 — 156.

Rustemier, S. & Booth, T. (2005). Learning about the Index in use: A study of the use of the
Index for Inclusion in schools and LEA’s in England. Centre for Studies on Inclusive
Education (CSIE): New Redland, Bristol.

Sands, D.J., Kozleski, E.B. & French, N.K. (2000). Inclusive education for the 21st century.
Belmont, USA: Wadsworth/Thomson learning.

Sadler, J. (2005). Knowledge, attitudes and beliefs of the mainstream teachers of children
with a preschool diagnosis of speech/language impairment. Child Language Teaching and
Therapy, 21 (2), pp. 147 — 163.

Sapon-Shevin, M. (2003). Inclusion: A matter of social justice. Educational Leadership,
61(2), 25 -28.

Sapon-Shevin, M. (2008). Learning in an Inclusive Community. Educational Leadership:
September 2008, pp. 49 — 53.

143



Schoeman, M. (2000). Salamanca 6 years on: the impact of the Salamanca Statement and

Framework for Action. Paper delivered at ISEC 2000, Manchester, United Kingdom.

Schoeman, M., & Schoeman, M (2002). Disability and the ideology of professionalism.
International Journal of Special Education, 17(1) 15-20.

Shea, T., & Bauer, M. (1994). Learners with disabilities. A social systems perspective of

Special Education. America: Brown & Benchmark.

Sheehy, K., Nind, M., Rix, J., & Simmons, K. (2005). Ethics and research in inclusive
education. The open University: RoutledgeFalmer.

Silverman, D. (2000). Doing Qualitative Research: A Practical Handbook. London: Sage

Publications.

Skrtic, T.M. (1991). Behind Special Education: A critical analysis of professional culture
and school organization. Denver: Colorado. Love Pub. Co.

Skrtic, T. M. (1995). Disability and democracy, Reconstructing (special) education for

postmodernity. Columbia University, New York: Teachers College Press.

Skrtic, T.M. (2005). A political economy of learning disabilities. Learning Disability
Quarterly, 28: 149-155.

Skrtic, T.M. Sailor, W. & Gee, K. (1996). Voice, Collaboration, and Inclusion. Democratic
Themes in Educational and Special Reform initiatives. Remedial and Special Education. 17
(3). In Mitchell, D. (ED). 2004. Special Educational Needs an Inclusive Education. Major
Themes in Education. (Vol. 2). London RoutledgeFalmer.

Slee, R. (2004). Inclusive education: a framework for reform? In Inclusive education: a
framework for reform. Edited by Heung, V. & Ainscow, M. Hong Kong: Hong Kong
Institute of Education: 58-66.

Slee, R. (2006). Limits to and possibilities for educational reform. International Journal of
Inclusive Education, 10 (2-3): 109-119.

144



Smith, B. (1996). Addressing the delusion of relevance: struggles in connecting educational

research and social justice, Educational Action Research 4 (1), 73 — 90.

Smith, J. A. (2003). Qualitative Psychology: A Practical Guide to Research Methods.
London: Sage.

South African Qualifications Authority (SAQA). (1997). South African Qualifications
Authority Bulletin, 1(1). Pretoria: SAQA.

Stakes, R. (2005). In Denzin, N.K., Lincoln, Y.S., (2005). The Sage handbook of Qualitative
Research. Sage publications. Thousand Oaks, London, New Delhi.

Stakes, R. & Hornby, G. (2000). Meeting Special Needs in Mainstream Schools. A Practical

guide for Teachers. Second Edition. London: David Fulton.

Stakes, R. E. (1994). Case Studies. In N. K. Denzin & Y.S Lincoln, (Eds.). Handbook of
Qualitative Research. (236-247). Thousand Oaks, Sage Publications.

Sterling, L. & Davidoff, S. (2002). The courage to lead: a whole school developmental

approach. Cape Town: Juta.

Strydom, P. (2000). Discourse and Knowledge: The making of Enlightenment Sociology.
Liverpool: UK. Liverpool University Press.

Strydom, H. & Delport, C.S.L. (2005). Information collection: document study and
secondary analysis. In Research at grass roots: for the social sciences and human service
professions (3rd Edition). Edited by De Vos, A.S., Strydom, H., Fouche, C.B. & Delport,
C.S.L. Pretoria: Van Schaik Publishers: 314-326.

Stofile, S. Y. (2008). Factors affecting the implementation of inclusive education policy: A
case study in one province in South Africa. Faculty of Education: University of the Western

Cape.

Stofile, S.Y. & Green, L. (2007). Inclusive education in South Africa. In Responding to the
challenges of inclusive education in southern Africa. Edited by Engelbrecht, P. & Green, L.
Van Schaik Publishers: Pretoria: 52-65.

145



Stofile, S. Y., Raymond, E., & Moletsane, M. (2013). Understanding barriers to learning. In
E. Raymond & C. Pienaar (Eds.). Making inclusive education work in classrooms. Cape

Town: Pearson.

Swart, E., Engelbrecht, P., Eloff, | & Pettipher, R. (2002). Implementing inclusive education
in South Africa: teachers’ attitudes and experiences. Acta Academica, 34 (1): 175 - 189.

Swart, E & Pettipher, R.( 2005). A framework for understanding inclusion. In Addressing
barriers to learning: A South African perspective. Edited by Landsberg, E., Krlger, D. &
Nel, N. Pretoria: Van Schaik Publishers, 3-23.

Swart, E. & Pettipher, R. (2007). Understanding and working with change. In Responding to
the challenges of inclusive education in southern Africa. Edited by Engelbrecht, P. & Green,
L. Van Schaik Publishers: Pretoria: 121-139.

Swick, KW, & Williams, R.D. (2006). An Analysis of Bronfenbrenner’s Bio-ecological
Perspective for Early Childhood Years. Champaign, IL: Stipes.

Taylor, N. (2001). ‘Anything but knowledge’: The case of the undisciplined curriculum.
Paper presented at the Curriculum Dialogue Seminar: What counts as worthwhile
knowledge for the 21st century South African citizen? GICD, Johannesburg. 14 February
(2001).

Terre Blanche, M. & Durrheim, K. (1999). Research in practice. Applied methods for social
sciences. Cape Town: University of Cape Town Press.

Terre Blanche, M., Durrheim, K. & Painter, D. (2006). Research in practice. Cape Town:

University of Cape Town Press.

Thomas, J. (1993). Qualitative Research Methods. Newbury Park. London: Sage
Publications.

Thomas, G. & Glenny, G. (2005). In Sheehy, K. Nind, M. Rix, J. & Simmons, K. (2005).

Ethics and research in inclusive education. The open University: RoutledgeFalmer.

146



Thomas, G. & Loxley, A. (2001). Deconstructing special education and constructing

inclusion, Buckingham: Open University Press.

Tudge, J.R.H., Mokrova, I. Hatfield, B., & Karnik, R.B. (2009). Uses and abuses of
Bronfenbrenner’s bio-ecological theory of human development. Journal of Family Theory
and Review. (1), 189 — 201.

Turnbull, H. R. (2009). Today’s policy contexts from Special Education and students with
specific learning disabilities. Learning Disability Quarterly, 32, 3-9.

Udvari-Solner, A. (1996) ‘Theoretical influences on the establishment of inclusive practices’

in Cambridge Journal of Education, Vol.26, No.1.
UNESCO. (1998). Convention on the Rights of the Child. United Nations: Paris

UNESCO. (2003). Overcoming Exclusion through Inclusive Approaches | Education: A
Challenge and A Vision. UNESCO: Paris.

UNESCO. (2004). The Right to Education for Persons with Disabilities: Towards Inclusion.
A Conceptual Paper, December 2004,

UNESCO (1994). The Salamanca Statement and Framework for Action on Special Needs
Education. Paris: UNESCO.

UNESCO. (2004). The Right to Education for Persons with Disabilities: Towards Inclusion.
A Conceptual Paper, December 2004.

UNESCO. (2005). Guidelines for Inclusion. Ensuring Access to Education for All. Paris:
UNESCO.

UNESCO. (1948). Universal Declaration of Human Rights. Paris: UN.

UNESCO. (1994). The Salamanca statement and framework for action on special needs
education. Paris: United Nations Education, Scientific and Cultural Organisation
(UNESCO).

147



UNESCO, (2005). EFA Global Monitoring Report: EFA the quality imperative. Paris:
United Nations.

Varenne, H. & Mc Dermot, R. (1999). Successful Failure. The School America Builds.
Builder: Westview Press

Vaughan, M. (2002). An Index for Inclusion. European Journal of Special Needs Education,
17 (2): 197-201.

Van der Berg, S. Burger, R. Burger, R., Louw, M. & Yu, D. (2006). Trends in poverty and
inequality since the political transition. Paper presented at the Development Policy

Research Unit.

Villa, R; Thousand, J., Nevin, A & Liston, A. (2005). American secondary education:
Successful inclusive practices in middle and secondary schools. American Secondary
Education, 33(3):33-50.

Vislie, L. (2003). From integration to inclusion: focusing global trends and changes in the

western European societies. European Journal of Special Needs Education, 18 (1):17-35.

Walton, E. (2012). Using literature as a strategy to promote inclusivity in high school

classrooms. Intervention in School and Clinic, 47, 224-233.

West, M., Ainscow, M., & Stanford, J. (2005). Sustaining Improvements in Schools in
challenging circumstances: a study of successful practice. School Leadership and
Management 25(1), 77-93.

Wolfendale, S. (1992). Primary schools and special needs. London: Cassell.

148



APPENDIX A: APPROVAL LETTER: DEPARTMENT OF
EDUCATION

149



Western Cape
Government

Audrey.wyngaard2@pgwc.gov.za
. tel: +27 021 467 9272
Education Fax: 0865902282
Private Bag x9114, Cape Town, 8000

wced.wcape.gov.za

REFERENCE: 20130204-24156
ENQUIRIES: Dr AT Wyngaard

Mr Nickfred Sayser

119 Bellingham Crescent
Westridge

Mitchells Plain

7785

Dear Mr Nickfred Sayser

RESEARCH PROPOSAL: DEVELOPMENT OF AN INSTRUMENT THAT SUPPORTS AND
MONITORS THE DEVELOPMENT OF INCLUSIVE CULTURES, POLICIES AND PRACTICES IN A
WESTERN CAPE SCHOOL

Your application to conduct the above-mentioned research in schools in the Western Cape has been
approved subject to the following conditions:
. Principals, educators and learners are under no obligation to assist you in your investigation.
2. Principals, educators, learners and schools should not be identifiable in any way from the
results of the investigation.

3. You make all the arrangements concerning your investigation.

4, Educators’ programmes are not to be interrupted.

5. The Study is to be conducted from 01 April 2013 till 30 August 2013

6. No research can be conducted during the fourth term as schools are preparing and finalizing
syllabi for examinations (October to December).

7. Should you wish to extend the period of your survey, please contact Dr A.T Wyngaard at the
contact numbers above quoting the reference number?

8. A photocopy of this letter is submitted to the principal where the intended research is to be
conducted.

9. Your research will be limited to the list of schools as forwarded to the Western Cape
Education Department.

10. A brief summary of the content, findings and recommendations is provided to the Director:
Research Services.

11. The Department receives a copy of the completed report/dissertation/thesis addressed to:

The Director: Research Services
Western Cape Education Department
Private Bag X9114

CAPE TOWN

8000

We wish you success in your research.
Kind regards.

Signed: Dr Audrey T Wyngaard
Directorate: Research

DATE: 07 February 2013
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APPENDIX B

CONSENT TO PARTICIPATE IN RESEARCH

Dear Teacher / Parent

Title: Development of an instrument that supports and monitors inclusive cultures,

policies and practices in a Western Cape School.

You are hereby requested to participate in a research study conducted by Mr Nickfred
Sayser, who studies at the Educational Psychology Department at The University of the
Western Cape. The results obtained in this study will contribute towards a Masters Research
thesis. You were selected as a possible participant in this study, because you are considered
to be a stakeholder of the school in the capacity of either teacher or parent. This school will
be the centre of the proposed study.

The purpose of this study is to investigate the ways in which the stakeholders of your school
perceive inclusive education and in particular this study aims to look closely at the
stakeholders’ perceptions and understandings of inclusive education, inclusive cultures,

inclusive policies and inclusive practices.

If you volunteer to participate in this study you would be required to do the following things:

Listen to a brief explanation of the study, its purpose and aims, complete an Informed
Consent form and be available to attend two to three focus group interviews where questions
regarding your school, work environment, personal knowledge and perceptions will be
discussed. The interview will take place at a time that suits you and the interview should take
more or less one hour. It will be conducted at your school or at a place that suits your focus

group, so as to minimise inconvenience to you as a participant.

There are no foreseeable risks or discomforts associated with this research and you will
potentially gain greater insight into your current working environment. You will also gain
valuable insight into your own knowledge and perceptions about inclusive education. The

method of data collection that will be used is called the participatory action research method
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that views the participants as co-researchers. You will thus gain insight into research

methodology as well as contribute towards a very important topic: inclusive education.

This study is extremely relevant and holds many benefits to individual stakeholders as well as
for the school and its wider community. Your school has been selected to become an
inclusive school and | believe that the engagement with this study will greatly benefit the
school’s functioning and put it further along the path of becoming more inclusive in
comparison to other schools. The study aims to develop an instrument that could be used to
support and monitor inclusive cultures, policies and practices at your school. It therefore may
prove to be very useful to every member of your school and its larger community. As you are
aware your school has been selected to become an inclusive school. This research will
capacitate the stakeholders of the school with knowledge of an instrument that will guide the

school through the processes to implement inclusive education and all its dimensions.

Please note that participants will not be paid for their participation in this study.

Confidentiality will be maintained at all times and | will ensure that all participants remain

anonymous throughout the process.

Participation in this study is voluntary. If you volunteer to be in this study, you may withdraw

at any time without consequences of any kind.

| hereby consent voluntarily to participate in this study. | have been given a copy of this form.

Name of Participant

Signature of Participant

Date:
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SIGNATURE OF RESEARCHER:

| declare that | explained the information given in this document to

(name of the subject/participant). (He/she) was encouraged and
given ample time to ask me any questions. This conversation was conducted in English and
no translator was used as the stakeholders all indicated that they clearly understood the

researcher and did not have a need for a translator.
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APPENDIX C

INTERVIEW SCHEDULE FOR EDUCATORS / PRINCIPALS

INSTRUCTIONS:

e Please answer all the questions.

e The questionnaire must be completed in ink.

e Answer all questions as honestly as possible and please note that there are no wrong
or right answers.

e The questionnaire is anonymous and will be treated as highly confidential.

SECTION 1

1. What does the term inclusive education mean? / What is your understanding of inclusive

BUUCALION? . ..ttt e ettt e e e e e e e ettt e e e e e e e e et eeeee e e e e e e e areraeeeeeaaanans
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5. What would you regard as the indicators of an inclusive culture?
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DEMOGRAPHIC PROFILE OF EDUCATOR :

SECTION 1

1.1 What is your gender?
Female

Male
Decline to select

1.2 How long have you been teaching?
Less than a year

lyear to 3 years.
4 years to 6 years.
7 years and more
1.3 Which of the following training workshops have you attended?

Orientation to inclusive education

SIAS
Barriers to learning

Inclusive learning Programmes.

1.4 Which of the following positions do you hold in the school?
Educator

H.0.D
Principal
Deputy Principal
Learning support educator
1.5 Did you receive any formal training in Special Education?

Yes
No
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INTERVIEW SCHEDULE FOR PARENTS/CARER/GUARDIAN

SECTION 1
GENERAL
1. My child is in Grade.......... (Write down the grade of your child)
2. Tama Mother/Father: ..........cooooiiiiiiiiii,
INSTRUCTIONS

e Please read all questions carefully. Select only ONE option by crossing the
relevant box with a neat cross. For example:

At this school the interest of the children is always put first
Yes always

Yes sometimes

Never

Unsure

SECTION 2

1. Have you heard about inclusive education? Where have you heard about it?:
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4. Does the school community share the understanding that schooling includes
everyone?

158



10. Is the school doing all it can to minimise bullying?
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