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Abstract

Educating learners with diverse educational needs in a mainstream classroom comes
with its pros and cons. This study investigated factors affecting teachers’
implementation of inclusive education in mainstream secondary schools in the Hhohho
region of Eswatini. Three mainstream schools were purposefully selected for this
qualitative study. A multiple case study design was employed while focus group
discussion, individual interviews and observations were used for generating data. The
sample size comprised 21 participants who all took part in the focus group discussions (FGD),
while 9 out of the sample size were individually interviewed. Five (5) observations were also
conducted. Data were thematically analysed. The results indicated that lack of training
amongst most educators was the main factor hindering the effective implementation of
inclusive education in mainstream schools. It was concluded that educators’ inability to
identify and handle learners with special needs in mainstream classroom has been a
drawback towards achieving the inclusion goal. The study recommends the importance
of examining ways in which inclusion can be managed in mainstream secondary
schools to ensure that all learners meaningfully participate.
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Introduction

The introduction of inclusive education in mainstream schools in Eswatini in 2010
brought some glimpse of hope to learners with special educational needs as it meant
these learners would have to attend school in their communities. Notwithstanding the
Eswatini Government’s efforts to ensure that all learners receive meaningful education
in schools in their neighbourhood, many teachers in the mainstream schools fail to
attend to the learners’ diverse educational needs. Literature show that learners with
special needs do not perform well in external examinations (Ntinda et al., 2019) which is
a drawback towards the success of inclusion. Even so, the main goal for inclusion
entails accommodating all learners and ensuring that all learners attain their full
potential in education. However, most teachers in mainstream schools think that the
implementation of inclusive education affect the academic performance of other
learners who do not have disabilities. This is so, since educators in mainstream
classrooms tend to shift attention and focus to the learners with disabilities while
neglecting the mandate and goal of inclusion which as argued by Matsenjwa et al.
(2020) is about attending to individual educational needs of all the learners in the same
classroom regardless of how many they are.
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Inclusive education is influenced by the human rights movement and is about
developing an inclusive community in education (Landsberg, 2019). According to
Ngozwane et al. (2018), inclusion is about celebrating differences not limited to gender,
nationality, race, age, language, socioeconomic background, ability or disability among
many differences. This means inclusion is about regarding differences as a challenge to
work on, than a problem. Nxumalo (2016) described inclusion as the importance of
equitable access to education that affords all learners free basic education and senior
secondary education of real quality as well as lifelong education for all. This implies that
inclusion is all about having educators educating learners with educational needs, not
limited to physical disabilities in one classroom while attending to individual educational
needs to ensure that all the learners benefit in the mainstream classroom and attain
their full potential.

In Eswatini, inclusive education was set into motion by The Constitution of Swaziland
(2005) article 29.6 which states that, every liSwati child has a right to free education in
public schools at least up to the end of primary school. This mandate then propelled the
Eswatini government to enact several policies aimed at providing equal education
opportunities to all children in the country regardless of either abilities or disabilities.
These policies as mentioned by Ntinda et al (2019) are inclusive of The Swaziland
National Children’s Policy (2009), Poverty Reduction Strategy and Action Plan (2006),
The Education for All Policy (2010) which commanded the implementation of the
Swaziland Education Sector and Training (EDSEC) policy of 2011. The EDSEC goal is
to ensure equitable access to inclusive education that affords all learners free basic
education and senior secondary education of high quality as well as lifelong education
for all EmaSwati citizens.

Currently, the government of Eswatini has instructed all schools to admit all learners
including those with special needs in the mainstream schools regardless of their abilities
or disabilities (Thwala, 2017). Nonetheless, there seems to be lack of proper and
adequate resources as well as relevant quality teaching as mandated by The National
Education and Training Sector Policy (2018) to ensure meaningful participation of the
diverse populace of learners. Nevertheless, teachers are expected to address the
needs for all the learners and ensure meaningful participation to ensure all learners
attain their full potential. Conversely, most of the children with special needs are seen
not performing well in external examinations (Ntinda et al, 2019) especially in their
secondary education even in regular classrooms. Learners with special educational
needs are disadvantaged by their disabilities over the other students (Ngozwane et. al,
2018) as they are unable to perform well academically, and this hampers them from
attaining their full potential. However, the main goal for inclusive education as
mentioned by Schuelka (2018) is to increase social and academic opportunities for both
children with and without disabilities. Zwane and Malale (2018) observe that few studies
have been conducted in Eswatini in relation to how effectively inclusive education has
been rolled out (from policy to practice) in schools, particularly in secondary schools. In
addition to that, most teachers have raised some concerns about teaching learners with
disabilities and other learning needs (Zwane, 2016). This study, therefore, aimed at
unpacking factors that affect teachers to effectively implement the inclusive education
programme in mainstream secondary schools in the Hhohho region of Eswatini.
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Literature Review
Teachers views towards inclusive education

In a study on educators’ perceptions of inclusive education, Malahlela (2017) revealed
that educators had the passion and willingness to implement Inclusive Education as
they perceive it as needful. However, in some schools in Eswatini, in-service teachers
feel that they received inadequate staff development and training prior to the
implementation of inclusive education (Zwane, 2016; Zwane & Malale, 2018). This,
therefore, makes it quite impossible for these learners’ needs to be attended to when
the core implementers of the programme fail to identify the learners with special needs
and are uninformed on ways to handle their educational needs.

Resources play a critical role in the implementation of any programme. Calero and
Benasco (2015), pointed out that, resources can be in the form of human, physical and
financial resources. Teachers form part of the human resource needed for the
implementation of inclusive education in schools. If the human resource is not equipped
on how to attend to individual needs of the learners with special needs, achieving the
inclusion goal would seem impossible. Teachers in schools in the Limpopo Province of
South Africa perceive inclusive education as being effective to a lesser extent as it is
negatively affected by inadequate training, non-user-friendly school environments to
accommodate learners with disabilities, lack of facilities and equipment and higher
learner enrolments in mainstream classrooms (Malahlela, 2017).

Shevchenko et al., (2020) observed that competence of educators, formed through
training and skills enhancement programmes prepare them to be able to accommodate
learners with SEN. In a study by Zwane and Malale (2018), it was observed that
Eswatini has enunciated sound policies to allow for effective implementation of IE, but
the authors discovered that these efforts are hindered by factors such as non-inclusive
curriculum, lack of physical and competent human resources in secondary schools in
Eswatini. A study by Maseko and Fakudze (2014) revealed that Eswatini teachers lack
a clear knowledge and understanding of what exactly constitutes inclusive education.
Zwane and Malale (2018) added that teachers are incompetent even in identifying
learners with SEN, which makes it difficult for them to accommodate the learners with
special needs in the teaching and learning process. This highlights the importance of
teacher capacitation on how to manage inclusion in mainstream schools.

As a result, the inclusion programme is perceived as less effective because even
though it is practiced in schools, not all educators are able to identify difficulties and
issues related to learners with Special Educational Needs (Mugambi, 2017; Mpu & Adu,
2020; Okech, Yuwono & Abdu 2021). According to Mbelu (2011) some of the
challenges that teachers face in the implementation of inclusive education at
Umgungundlovu district are linked to different barriers like large class sizes, insufficient
time for teachers to cater for the needs of children and lack of teachers’ desire to teach
those children. Zwane (2016) in a study on teacher training for inclusivity in the Gege
branch also highlighted that an un-inclusive curriculum, big numbers of learners, lack of
resources and teachers’ lack of competency are some of the challenges hindering the
effective implementation of inclusive education in some schools in the Gege branch.
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This shows that class-sizes play a crucial role towards the success of the
implementation of the inclusion programme. A manageable class-size allows teachers
to offer individual attention to all learners in the classroom.

Seemingly, limited studies focus on secondary teachers’ experiences in handling
learners with diverse needs in secondary schools, yet secondary education is believed
to be a gatekeeper to success as it ensures access to tertiary, personal development,
socioeconomic growth and is also one of the poverty reduction strategies (Pather &
Nxumalo, 2013; Hamid, et al., 2015; Kumagai, 2017). This assertion was also mooted
by Zwane and Malale (2018) who mention that not many studies have been conducted
in Eswatini in relation to how effectively inclusive education has been rolled out (from
policy to practice) in schools more especially secondary schools, hence the need to
investigate factors affecting secondary school teachers in the implementation of
inclusive education in mainstream schools in the Hhohho region in ESwatini.

The theoretical framework

The theoretical framework used in this study is the bio-ecological systems theory of Urie
Bronfenbrenner. This theory is about society as a conglomeration of social systems in
the environment interacting during the process of an individual’s development
(Bronfenbrenner, 1994; Mpu & Adu, 2020; Rapp & Granados, 2021). The theory
conceptualises that child development is nested within five system levels, with the first
system being the micro-systems theory, then the mesosystem, exosystem,
macrosystem and lastly the chronosystem and how these systems are interwoven
(Bronfenbrenner, 1994; Mahlo, 2011). Educating a child without considering all these
systems would not be effective as they all have an effect even in mental development of
every child.

The micro-system in this study, describes the factors within a child’s immediate
environment such as the schoolteachers, physical learning space, resources, classroom
practices and interactions that both support and at times discourage the students with
special educational needs in inclusive education classroom settings (Tahir et al., 2019).
The meso-system will be used to indicate the nature of collaborations and cooperation
between parents, teachers and the multi-disciplinary team to promote the learning of
students with disabilities as well as its effects on the implementation of inclusive
education (Tahir et al, 2019).

The exo-system in the education system can be used to reflect schools as service
delivery agencies, must ensure that their procedures, structures and resources have
enabling effects on the implementation of inclusive education as well as the growth of
students with special needs. Whereas the macrosystem has to do with factors that exist
outside the school's physical environment yet influence the inner systems within the
framework and consequently the learner at the centre of the system. According to
Mahlo (2011) the macrosystem is about policy formulation and setting guidelines to
successfully implement the inclusion policy according to individual needs. Lastly, there
is the chronosystem which is about environmental changes in all the systems and their
influence on members across time (Evans, 2020). Since inclusion has brought about
changes from exclusion practices to create a culture of acceptance for all learners,
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those changes come with varied factors that may promote or obstruct the change. In
this study it is about teachers’ assessment for progress and improvement of the learner
with SEN.

This theory is relevant for this study as it aids and highlights the systemic aspects of
inclusive education as well as varied factors which impact in the implementation of the
change initiatives brought about by the implementation of the inclusion programme in
mainstream secondary schools in the Hhohho region.

Objectives of the study

The principal objective of this study was to highlight factors affecting the implementation
of inclusive education in mainstream secondary schools in the Hhohho region of
Eswatini.

The specific objectives of the study were to:

i) Explore teachers’ views towards inclusive education in the Hhohho region.

ii) Investigate teachers’ preparedness to implement inclusive education in
secondary schools in the Hhohho region.

iii) Establish resources put in place for the implementation of IE in secondary
schools in the Hhohho region.

iv) Investigate challenges faced by secondary school teachers in the implementation
of inclusive education in mainstream secondary schools in the Hhohho region.

v) Suggest strategies that can be put in place to improve the implementation of IE in
mainstream secondary schools in the Hhohho region.

Methodology

The research paradigm

The study used an interpretivist paradigm and a qualitative research approach to allow
participants to freely express themselves as they voice out what they feel affects the
implementation the IE programme, share experiences, feelings and challenges
encountered with this programme. A multiple case-study design was adopted. The
multiple case study was suitable for this study as it enabled the researchers to collect
data from three different schools in the Hhohho region and the findings were compared
to check for commonalities.

Selection of participants

The target population for this study were teachers from three different mainstream
schools in the Hhohho region. These schools were chosen because they use mixed
streaming, thus best fit for the study. Non-probability sampling in the form of purposive
sampling was used to draw up a sample of 21 participants from the purposefully
selected 3 mainstream secondary schools. These teachers we seen best fit to partake
in the study since they teach learners of diverse educational needs. As revealed by
Saunders et al.,, (2012), in purposive sampling personal judgment is used by the
researcher to choose cases that help achieve the research objectives and target
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participants who are particularly informative of the issue being researched. These
teachers, therefore, were able to share their experiences in handling learners with
diverse needs in one mainstream classroom alongside learners without special needs.

Instrumentation

The study employed Focus Group Discussions (FGDs), followed by in-depth individual
interviews and observations as instruments for generating data. The FGDs were used
to obtain data from a group so to obtain varied views, as opined by Gundumogula
(2020) that FGDs provide useful information and different insights on a topic at the
same time. Three (3) FGDs were conducted; one in each school comprising of (7)
participants each making a total of 21 participants. A FGDs interview guide with thirteen
(13) semi structured questions was used to collect data from participants.

In-depth individual interviews were conducted thereafter, to acquire in-depth information
about factors affecting teachers in the implementation of inclusion in mainstream
classrooms. A total of seven (7) participated in in-depth interviews, three (3) from school
A, two (2) from school B and two (2) from school C. An interview guide with 16 open-
ended questions was used in facilitating the individual interviews. Stewart (2014)
concedes that a semi-structured interview with open ended questions as opposed to
structured multiple-choice questions with predefined possible answers was good for
such qualitative inquiry. The interviews took between 40 to 50 minutes each. Both the
FGDs and the in-depth individual interviews were tape recorded.

Non- participant observations were later conducted from 5 participants to complement
data from both the FGDs and the in-depth individual interviews. The main aim for
conducting the observations was to observe the teachers’ behaviour when teaching in
mainstream classrooms and to find out if the participants in the study accommodated all
the learners in their classrooms. As revealed by The Evaluation Brief (2018),
observation involves watching individuals in their natural environment while gathering
first-hand information visually and by listening carefully to what is being said. The
researchers intended to observe; classroom layout, engagement of learners, teaching
methods used, instructional materials used and efforts made in handling learners with
diverse needs. The observations ranged between 45 minutes to one hour and a
structured observation guide with 10 questions was used.

Data analysis

All the data generated from both the individual interviews and the focus group
discussions were thematically analysed following Clark and Braun’s (2013) thematic
data analysis linear model of six steps which include; familiarisation with the data,
coding, searching for themes, reviewing themes, defining and naming themes and
finally writing up which involves weaving together the analytic narrative and data
extracted. Pseudonyms were used for identification of the different teachers’ names so
to avoid mixing up the data. Data collected through observations were then compared
with the data from the first two instruments used, to determine if there are different
themes identified.
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Trustworthiness of data

Trustworthiness was ensured through credibility, transferability, dependability and
confirmability. Credibility according to Gunawan (2015), addresses the congruence
between findings and reality while indicating how one will undertake a member check
and was done through triangulating data to be collected in the study. Transferability
involves helping the reader transfer the specific knowledge gained from the research
findings of one study to other settings (Moon et al, 2016). Transferability was ensured
by giving a thick description of research method, sampling, data collection, analysis and
presentation of the study findings, as well as the use of peer debriefing. Dependability
according to Mohajan (2016) entails consistency of research findings with other studies
which was done by keeping all transcripts and voice tapes containing all the raw data.
Confirmability, which according to Denzin and Lincoln (2013) entails ensuring that the
study findings reflect participants’ views, by showing how the data is linked to their
sources was ensured in this study through use of verbatim quotes when presenting the
study findings.

Ethical Issues

Research ethics according to Akaranga and Makau (2016) are set of principles that
guide one’s research conduct and practices which aim at protecting the dignity of their
research participants when collecting data. In this study, research ethics were upheld as
participants were treated in an ethical manner and care was taken to manage potential
discomfort since participants were allowed to sign informed consent forms, allowing
them the opportunity to withdraw if they want to. Privacy and confidentiality were
ensured, as no identity was required but participants were assigned pseudonyms during
the interviews.

Findings

The results of the study are presented based on the on factors affecting the
implementation of inclusive education in mainstream secondary schools in the Hhohho
region of Eswatini. The following are some of the factors as perceived by the
participants.

Teachers’ perceptions on inclusive education

Most participants from the 3 schools viewed inclusive education as needful and a good
initiative even though it is confronted with varied factors, thus, requires to be
strengthened since it affords all learners equitable access to the general curriculum.
The participants from the 3 schools pointed out that inclusion is very important as it
aims to prepare the learners with disabilities to live comfortably and independently in the
world with people without disabilities. This allows people with and those without
disabilities to learn to live and function together.

Introducing IE was a good Initiative by the UN since most persons with

disabilities were hidden and isolated from the public eye, so the IE
programme was introduced to ensure that persons with disabilities are
afforded education and socialise with the rest (Participant 1, School B).
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However, some of the participants mentioned that inclusive education seems to be a
waste of time, as there is no time to cater for the individual needs of the diverse learners
in the mainstream classrooms. Most participants lamented that not enough preparation
and planning was done before the implementation of the inclusion programme which is
a drawback towards its success. Two participants in FGD3, made the following
submissions:

Participant 6 (from School A) indicated:

“We really do not have the time to take care of the needs of all these learners in
our classrooms as they are filled to the brim and the syllabus is so long and we
are even failing to finish it. This programme cannot work for our schools as the
teacher-pupil-ratio is so high due to lack of human resource in schools. The
government needs to hire more teachers first, before introducing such
programmes. Otherwise, the inclusion programme will remain a meaningless
buzzword.”

Participant 12 (from School B) pointed out that:

“It is impossible for us to give individual attention to 50 learners in one classroom
when you also have 200 other learners to attend to in the other classes, yet we
all knock-off at 1600 hours every day. | teach five different classes. So, where
can | get the time to give individual attention to all these learners? May be this
programme works for private primary schools. | am saying this since each
teacher is allocated just one classroom with a few learners to teach all the
subjects. For us who teach in secondary schools, the inclusion programme will
never work because we teach about five classes with an average of 50 learners
in each class. So, we proceed with the learners who easily grasp during teaching
and learning and ignore the others.”

Management of inclusive education

The results highlighted that all the participants from the three schools lamented that
they fail to manage an inclusive classroom due to either lack of capacitation or the large
numbers of learners in the classrooms. The results revealed that most participants are
frustrated as if becomes difficult to handle behavioural problems in the large class-size
as well as give individual attention to the learners with SEN. The researchers
discovered that most of the participants still used the traditional teaching methods and
even when they have identified the learners with SEN, they tend to ignore them as they
use the one-size-fit all mentality. One participant had this to say:

As teachers, we are unable to give individual attention to all the learners in our
classrooms since they are so many, yet we need to make sure that we cover
everything in the syllabus before external examinations begin. Participant 5 (from
School A)

Another participant added:
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We let the learners with SEN learn to swim on their own or drown, we cannot be
in a position to handle them with kids gloves when we are not motivated, and not
even recognised when trained in inclusive education. Participant 13 (from School
B)

Availability of resources

The results revealed that there is a huge shortage of both human resources as well
physical resources in mainstream secondary schools. The participants pointed out that
due to lack of funds, the government if failing to hire psychologists, physiotherapists as
well as train teachers on special and inclusive education for all the schools in the
country yet that is mandatory if the vision for inclusion is to be realised. The participants
further mentioned that the schools fail to provide enough teaching and learning
materials for the learners without disabilities let alone to procure assistive devices for
the learners with SEN due to inadequate funds. This becomes a drawback towards
meaningful participation of the learners with SEN in mainstream schools as they end up
not benefitting from the general curriculum without the assistive devices. One participant
lamented:

There are no resources provided by the school to help in meeting the needs of
the learners with SEN, and even the MoET is failing the inclusion programme.
When we forward requests of assistive devices, the SEN senior inspector would
lament of long queues and the government’s financial constraints, yet these
devices are very expensive. (Participant 21, School C)

Another participant said:

There is a need that every school should have a multidisciplinary team so to help
in assessing and diagnosing the learners identified by the subject teachers in the
mainstream schools. (Participant 1, School C).

Policy and legislation

Most of the participants revealed that they were not even aware that there are policies
put in place to support the implementation of inclusive education in mainstream schools
since they were neither disseminated to them, nor made aware of their existence. The
results also highlighted that there were no clear and binding legislations for the
improvement of the lives and education of learners with SEN. The lack of clear
guidelines on inclusive education, rigid curriculum and non-competency based and long
syllabuses were highlighted as other factors affecting the effective implementation of
inclusive education in mainstream secondary schools. One participant commented:

It is of no use to introduce a new programme of teaching and learning before
reviewing the curriculum as well as the syllabus, because these things are
inseparable. If the MoET really wanted to meaningfully include the learners with
special needs in the mainstream classrooms, she had to re-evaluate the contents
of the curriculum and the syllabuses first to ensure that it is accommodative of
the diverse needs of these learners. (Participant 5, School A)
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Another participant added:

Learners with SEN are not benefitting anything academically in the mainstream
classrooms other than socialising with the learners without disabilities. In fact, the
learners with SEN were better off in the special schools where they were given
individual attention than in the mainstream where they do not benefit anything
(Participant 6, School A)

Lack of user-friendly infrastructure

The results pointed out that there is lack of user-friendly infrastructure in the mainstream
schools to allow independent movement of the learners with SEN within the school
premises and even in the playgrounds. The results revealed that there was lack of
ramps, handrails and elevators in the school buildings and that is discriminative and non
- inclusive to the learners with physical impairment or with mobility challenges as it
makes some buildings in the schools inaccessible.

It was highlighted that due to lack of funds, the schools fail to revamp the school
infrastructure to be accommodative. Learners with SNE are like visitors in their own
schools. One participant argued:

Accessing some classrooms in the school is a nightmare for even able-bodied
persons like us who are now very old and about to retire. There are a lot of stair
cases in the school, yet there are no ramps to enable independent movement for
wheelchair users. The schools did not prepare for children with diverse
disabilities. (Participant 3, School A).

Lack of parental involvement

It also emerged from most of the participants in the study that lack of parental
involvement is a huge factor that impedes the effective implementation of inclusive
education in mainstream secondary schools. The participants pointed out that most
parents do not feel comfortable disclosing their children’s special educational needs to
the teachers as they usually think that if they do so, their children would not be admitted
in the local schools or even worse, be discriminated against. It also transpired that most
parents dump the learners with SEN in boarding mainstream schools and would not
even pay their school fees, since they still have the misconception that learners with
SEN are uneducable. The results revealed that parents of learners with SEN are not
hands-on in the education of their children as they are not equipped of their role in
educating these learners.

Discussions

The findings from the three schools revealed that all the three mainstream secondary
schools in the Hhohho region are confronted with almost the same factors in their effort
to implement the inclusion programme.
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Lack of understanding of inclusive education

The findings revealed that teachers lack information on what inclusion is all about. Most
of the ideas expressed were more of integration than inclusion. Teachers revealed that
they just place the learners in the classrooms and let them swim or sink. The
researchers discovered that most teachers have little knowledge about inclusive
education as it was not well introduced in the mainstream schools. Most teachers seem
to practise integration which according to Boitumelo et al., (2018) involves the physical
placement of learners with disabilities in regular classrooms only when they can cope
with the traditional curriculum with little assistance instead of inclusion. The study
findings also revealed that teachers ignore the learners with SEN due to lack of time to
attend to individual needs and felt attending to individual needs stalls the progress of
attending to the learners without disabilities. It transpired also that teachers are more
concerned about finishing the syllabuses as required by inspectorate. The findings
correspond with the study by Maseko and Fakudze (2014) which revealed that teachers
lack a clear knowledge and understanding of what exactly constitutes inclusive
education. This means that there is a need for the Ministry of Education and Training to
capacitate all teachers in mainstream secondary schools on what inclusion entails as
well as its objectives.

Management of inclusive education

The findings of the study uncovered that failure to manage the inclusion programme is
yet another factor affecting the implementation of the inclusion programme. The findings
revealed that most teachers did not receive any form of training on inclusive education,
thus, are unable even to identify learners with SEN, let alone to manage these learners.
The findings are in line with the study by Zwane and Malale (2018) who reported that
teachers are incompetent even in identifying learners with SEN and often view the
learners with SEN as difficult to handle. Teachers revealed that they are failing the
learners with SEN as they find themselves ignoring these learners when teaching since
they do not know how to help them. This in turn disadvantages the learners with SEN as
most literature has revealed that in most cases, learners with SEN do not perform well
in external examinations and consequently drop out of school. These findings are in line
with a study conducted in the Gege Branch in Eswatini by Adebayo and Ngwenya
(2015) which pointed out that most of the teachers who did not have adequate training
on handling both learners with and without disabilities in one classroom had negatively
affected the performance of the learners with disabilities which was continually
perceived poor due to the inadequate teaching abilities and skill of the mainstream
schoolteachers.

Availability of resources

Resources can be in form of human, physical and financial (Calero & Benasco, 2015).
Lack of resources in mainstream secondary schools in form of teaching and learning
materials to be used to meet the individual needs of the learners was reported to be
impeding the effective implementation of the inclusion programme in secondary schools
in the Hhohho region. Quite a few of the teachers revealed that they hardly bring with
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them resources in form of visual aids in the classrooms, so as to aid learners with
hearing impairment and those who learn best through visuals. Certainly, the absence of
teaching resources, affected the academic performance of learners; particularly those
with disabilities. It was also revealed that there was a challenge of inadequate financial
resources which makes it difficult for schools to procure the necessary resources such
as assistive devices not limited to projectors, note-pads, recorders, digital libraries
and/or Braille machines for learners with SEN. Joshi (2021) states that the barrier to
inclusion is also attributed to lack of resources which is associated to financial
constraints. This speaks volumes about the importance of financial support towards the
implementation of the inclusion programmes.

The findings also revealed the importance of providing professional human resources in
form the of school psychologists, therapists, health personnel and at least one teacher
trained in inclusive education in every school as essential towards the effective
implementation of inclusive education. The participants in the study highlighted that
these professionals would help in the assessment and diagnosis of learners with SEN
and would then give the subject teachers feedback on their findings as well as empower
the teachers on interventions strategies to handle the learners with SEN in the
mainstream classrooms.

Policy and legislation

It was also revealed in this study that most teachers were not aware of the policies
which supported the implementation of inclusive education, let alone knowing if their
schools practised inclusion. The teachers even mentioned that they do not think that
even the school principals are in possession of such policies as they think they would
have shared them with their teachers as they do with the Teaching Service Act. Some
teachers who seemed to be informed with inclusion added that though they were aware
of inclusion policies, but they felt the policies lacked clear guidelines on how to
implement the programme in mainstream schools. These findings correspond with the
findings by Malahlela (2017) who reported the challenge of lack of knowledge of
inclusive education policies, which underlies teachers’ reluctance to implement inclusive
education confidently in mainstream schools.

Lack of parental involvement

Partnering is essential in educating learners with SEN in mainstream schools. All the
stakeholders need to take part in the education of learners with SEN. Lack of parental
involvement was mentioned as a key factor that hampers the effective implementation
of inclusive education yet educating learners with SEN is supposed to be a shared task
for its effectiveness. These learners with SEN ought to be put at the centre by both the
parents and the teachers who form the microsystem (Bronfenbrenner, 1994). This
would enable continuity at home, in terms of the educational interventions initiated by
the subject teacher. These findings relate to the findings by Zimba (2011) which
revealed that parental involvement was lacking due to poverty, yet parental involvement
is one of the essential components in managing inclusive schools.
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Conclusions

The results of the study uncovered that there are various factors affecting the effective
implementation of inclusive education in mainstream secondary schools in the Hhohho
region of Eswatini. These factors range from lack of understanding of what inclusion
entails, poor management of the inclusion programme, shortage of resources, unclear
policies and legislations to lack of parental involvement. Such adversities have resulted
to academic non-competence for learners with SEN. The findings revealed that learners
with SEN are disadvantaged and unable to meaningfully participate in mainstream
classrooms. The findings also revealed lack of parental involvement as another factor
affecting the effective implementation of the IE programme in mainstream secondary
schools in the Hhohho region of Eswatini. It was also captured that most learners end
up dropping out of school as they are not supported in terms of their individual
educational needs in the mainstream schools.

Recommendations

It is recommended that the MoET must offer teachers in-service training and workshops
regularly as a way of capacitating them about IE. The importance of training parents on
how to handle children with different disabilities and how to use assistive devices to be
able to support these learners in their educational endeavours is essential. The MoET
should consider educating people in the country about the policies that support the
inclusion programme as well as disseminate such policies to teachers as core
implementers. Teachers, as implementers of the education policies, need to instil the
principle of self-love and acceptance among the learners with SEN. The government of
Eswatini should consider addressing the teacher-pupil-ratio, large class sizes make it
impossible for the teachers to attend to the individual needs of learners with SEN
because learners with special needs need individual attention, which is difficult to offer
in the large class sizes in mainstream schools, revamp the schools’ infrastructures, add
more teaching and learning materials as well as procure assistive devices for the
learners with SEN to meaningfully participate in the mainstream classrooms.

References

Adebayo, A. & Ngwenya, K. (2015). Challenges in the implementation of inclusive
education at Elulakeni cluster primary schools in Shiselweni district of Swaziland.
European Scientific Journal, 11(13).

Akaranga, S. & Makau, B. (2016). Ethical considerations and their applications to
research: A case of the University of Nairobi. Journal of Educational
Policy and Entrepreneurial Research, 3(12). 1-9.

Anderson, J., Boyle, C. & Deppler J. (2014). The ecology of inclusive education: Re-
conceptualizing Bronfenbrenner. In: Equality in Education, 23-34

Azmi, N. H. & Razak, F. H. (2016). Making meaning from children’s diary data:
Thematic analysis. Journal of Theoretical and Applied Information Technology,
89(1), 220-226.

271 |Page



Journal of Educational Research on Children, Parents & Teachers, Volume 5, Number 2, 2024, 259-278
ISSN: 2664-3812, https://ercptjournal.org/

Beaumont, D. J. (2012). Service Quality in Higher Education: Bachelor of Science
Dissertation, University of Manchester Business School, Manchester, UK.

Boitumelo, M, Kuyini, A., Musaruwa, C, Major, E., Branwell, K. & Boitumelo, R. (2018).
From mainstreaming to inclusion: Have shifts in paradigms improved. The
practice of special education in Botswana. Mosenodi journal, 21(1): 16-17.

Calero, J. & Benasco, X. (2015). Quality factors of inclusive education in Europe;
anexploration. European Network on Inclusive Education and Disability, Union
Europe.

Casteel, A. & Bridier, N. (2021). Describing populations and samples in doctoral
studentresearch. International Journal of Doctoral Studies, 16, 339-362.

Clark, V. & Braun, V. (2013). Teaching thematic analysis: Overcoming challenges and
developing strategies for effective learning. The Psychologist, 26(2), 187-193.

Cohen, L., Manion, L. and Morrison, K. (2007). Research Methods in education (6™ ed).
Routledge publication, Milton Park, New York, Madison Avenue.

Cohenmiller, A. & Pate, E. (2019). A model for developing interdisciplinary research
theoretical frameworks. The Qualitative Report, 24(6), 1211-1226.

Creswell, J. W. (2014). Research design, qualitative, quantitative and mixed methods
approach (41" ed. London, Sage.

Cresswell, J. (2013). Qualitative inquiry and research design: Choosing among Five
Traditions 3 ed. Thousand Oaks, CA: Sage Publications.

Cresswell, J. W. & Cresswell, J. D. (2018). Research Design: Qualitative, Quantitative
and Mixed  Methods Approaches. (5" ed.) Thousand Oaks, California: Sage
Publications.

Denzin, N. & Lincoln, Y. (2013). The sage handbook of qualitative research 5% ed.
Thousand Oaks, CA: Sage Publications.

Diop, K & Liu, E. (2020). Categorization of case in case study research methods: new
approach. Journal on Knowledge and Performance Management, 4(1).

Dua, V. & Dua, A. (2017). Inclusive education: challenges and barriers. Indian Journal
of Research, education, 6(1), 856-858.

Fisher, C. (2010). Researching and Writing a Dissertation, An Essential Guide For
Business Students. 3" ed. Pearson education limited, England: Edinburgh gate.

Duncan, A. (2015). The No Child Left behind Act and Policy of 2001, Public law PL107-
110.

272 |Page



Journal of Educational Research on Children, Parents & Teachers, Volume 5, Number 2, 2024, 259-278
ISSN: 2664-3812, https://ercptjournal.org/

Eide, A. & Jele, B. (2011). Living conditions among people with disabilities in low
income countries as a strategy for monitoring CRPD, Swaziland. A Technical
Paper for

UNESCO meeting on disability data and statistics, A National Representative Study.

Elkatawneh, H. (2016). Five qualitative approaches / problem, purpose, and questions /
the role of theory in the five qualitative approaches. A Comparative Cases Study,
Walden University.

Eunice, L.A., Nyangia, E.O. & Orodho, J.A. 2015. Challenges Facing Implementation of
Inclusive Education in Public Secondary Schools in Rongo Sub-County, Migori
County, Kenya. IOSR Journal of Humanities and Social Science (IOSR-
JHSS), 20(4):39-50.

Evans, O. (2020). Bronfenbrenner’s Ecological Systems Theory. Simple psychology.

Fraser, J., Fahlman, D. & Guillot, I. (2018). Pilot testing for feasibility in a study of
student retention and attrition in online undergraduate programs. International
Journal of Research in Open and Distributed Learning, 4(1).

Gachocho, M. (2017). An examination of teachers’ perspectives on inclusive education:
A case study of Thika East District, Kenya.

Gyimah, E., Ackar, F. & Yarquah, J. (2010). Determinants of deferring teacher attitudes
towards inclusive education practice. Ghana Journal of Education: Issues and
Practice, 2(1).

Gunawan, J. (2015). Enduring trustworthiness in qualitative research. Belitung Nursing
Journal 1(1), 10-11.

Gundumogula, M. (2020). Importance of focus groups in qualitative research.
International Journal of Humanities and Social Science. Centre for promoting
ideas.

Hamid, Z., Bisschoff, C. & Botha, C. (2015). An analysis of the Swaziland public
educational environment and its role-players. Journal in Problems and
Perspectives in Management, 13(2), 129-130.

Honorene, J. (2017). Understanding the role of triangulation in research. Scholarly
Research Journal for Interdisciplinary Studies, 4(31), 91-95.

Joshi, D. (2021). Exploring barriers to the right to inclusive education in rural Nepal,
Human Rights Brief, 25(issue 1, article 2).
http://digitalcommons.wcl.americanedu/hrbrief/vol25/iss1/2.

Kumagai, A. (2017). Preparatory survey report on the project for the construction of
secondary schools aimed at promoting inclusive education in the kingdom of
Swaziland. Ministry of education and training, The Kingdom of Swaziland.

273 |Page



Journal of Educational Research on Children, Parents & Teachers, Volume 5, Number 2, 2024, 259-278
ISSN: 2664-3812, https://ercptjournal.org/

Landsberg, E. (2019). Addressing Barriers to Learning. A South African Perspective, 4
ed. Van Schaik Publishers.

Mahlo, F., D. (2011). Experiences of learning support teachers in the foundation phase
with reference to the implementation of inclusive education in Gauteng. Doctoral
Dissertation, University of South Africa.

Malahlela, M. K. (2017). Educators’ perceptions of the implementation of inclusive
education in Polokwane mainstream secondary schools. Dissertation in Doctor of
education, University of South Africa.

Maseko, D. & Fakudze, S. (2014). Supporting Teachers to Implement Inclusive
Education in the Kwaluseni District, Swaziland. Mediterranean Journal of Social
Sciences 5(27). University of South Africa (UNISA), South Africa, 513-521.

Masemann, V. L. (2017). The lead-up to the education for all conference in 1990:
framing the global consensus. Comparative and International Education Journal,
5(46) issue 2.

Matsenjwa, H., Ntinda, K. & Makondo, D. (2020). Teachers’ experiences of learners
with intellectual disabilities in primary schools of Eswatini. Uneswa Journal of
Education, 3(1), 55-71.

Mbelu, S.E. (2011). Implementation of inclusive education in the Umgungundlovu
District of education in Kwazulu-Natal. A Dissertation in Masters of Education,
University of South Africa.

McMillan, J. H. & Schumacher, S. (2014). Research in Education; evidence-based
inquiry (7" ed). New Jersey: Addison Wesley Longman.

Minhat, S. M. (2015). An overview on the methods of interviews in qualitative research.
International journal of public health and clinical sciences, 2(1), 210-214.

Mohajan, K. (2016). Knowledge is an essential element at present world. International
Journal of Publication and Social Studies, 1(1), 31-53.

Mohangi, K. & Archer, K. (2015). Mothers’ reflections on the role of the educational
psychologist in supporting their children with attention deficit hyperactivity
disorder. South African Journal of Education. 35(1).

Mokaleng, M. & Mowes, A. (2020). Issues Affecting the Implementation of Inclusive
Education Practices in Selected Secondary Schools in the Omaheke Region of
Namibia. Journal of Curriculum and Teaching, 9(2), 78-90.

Moon, K., Brewer, T., Hartley, S., Adams, V. and Blackman, D. (2016). A guideline to
improve qualitative social science publishing in ecology and
conservative journals. Ecology and Society Journals, 21(3)17.

274 |Page



Journal of Educational Research on Children, Parents & Teachers, Volume 5, Number 2, 2024, 259-278
ISSN: 2664-3812, https://ercptjournal.org/

Mphalele, L. (2017). Towards a support structure for the implementation of inclusive
education in rural secondary schools in Limpopo. Thesis for the
Degree Doctor Philosophia in Leaner Support at the Potchefstroom campus of
the Northwest University

Mprah, W., Amponteng, M. & Owusu, |. (2015). Barriers to inclusion of children with
Disabilities in inclusive schools in Ghana. Journal of International Special Needs
Education, 1(1).

Mphwina, A. M. (2022). “No child left behind,” the implementation of inclusive education
in Southern Africa. School of education and communication, Master thesis,
university of Jonkoping.

Mpu,Y. & Adu, E. (2020). The challenges of inclusive education and its implementation
in schools: The South African Perspective. Research article, University of Fort
Hare, 225- 238.

Mtshali, S. (2019). Standards for Inclusive Education. Special education needs unit,
Ministry of Education and Training, Mbabane, Eswatini.

Mugambi, M. M. (2017). Approaches to inclusive education and implications for
curriculum theory and practice. International Journal of Humanities Social
Sciences and Education, 4(10), 92-106.

Musumba, R., Ogola, F. & Mukolwe, N. (2016). Effects of selected factors on the
implementation of inclusive education in regular primary schools in Matunga
sub-kanga, Kenya. African Journal of Education and Human Development, 2(2),
19-28.

Mwambi, M. R. (2020). Application of System’s Theory in Education. University of
Kenya.

Mwangi, E. & Orodho, J. (2014). Challenges facing implementation of inclusive
education in public primary schools in Nyeri town, Nyeri Country, Kenya.
Journal Education Practice, 5(16), 118-125.

Newton, N., Carbridge, J. & Hunter, Y. (2014). Teachers’ perceptions of inclusive
education and its implications for adult education in the Bahamas. Adult
Education Research Conference.

Ngulube, J., Njelasani, D. & Njelasani, J. (2020). Implementation of inclusive education
policy in Secondary schools in Zambia. Zambia Interdisciplinary Journal of
Education, 1(1)1-24.

Ntinda, K. Thwala, S. & Tfusi B. (2019). Experiences of teachers of deaf and hard- of-
hearing students in a special needs school: An Exploratory Study. Journal of
Education and Training Studies, 7(7)

Nxumalo, C. (2016). Financing of Inclusive Education in Urban Settings of Swaziland.
Second International Handbook of Urban Education, Springer International
Publishing Switzerland.

275 | Page



Journal of Educational Research on Children, Parents & Teachers, Volume 5, Number 2, 2024, 259-278
ISSN: 2664-3812, https://ercptjournal.org/

Nxumalo, C. (2019). Inclusive education policy implementation in Swaziland: A critical
reflection on developments since 2011. Koninklijke Brill, NV, Leiden.

Okech, J.B., Yuwono, I. & Abdu, W. (2021). Implementation of inclusive education
practices for children with disabilities and other special needs in Uganda.
Journal of Education and e- Learning Research, 8(1).

Okeke, C. & Mazibuko, G. (2014). The experience of school children with special
education needs: an empirical study. Mediterranean Journal of Social
Sciences, 5(15). MCSER Publishing,Rome-lItaly.

Okongo, R. B., Ngao, G., Rap, N. & Nyongesa, W. (2015). Effects of availability of

teaching and learning resources on the implementation of inclusive
education in pre-school centers in Nyamira north sub-country,
Nyamiracountry, Kenya. Journal of Education and Practice, 6(35), 132-
141.

Onwuegbuzie, A. & Leech, N. (2011). Sampling designs in qualitative research: Making
the sampling process more public. The Qualitative Report, 12(2), 238- 249.

Panopoulos, N. & Korea M. (2020). Bronfenbrenner’s theory and teaching intervention:
the case of student with intellectual disability. Journal of Language and Linguistic
Studies, 16(2), 537-551.

Pather, S. & Nxumalo, C. (2013). Challenging understandings of inclusive education
policy development in Southern Africa through comparative reflection.
International Journal of Inclusive Education,
DOI:10.1080/13603116.2011.651821.

Phillips, J. A. (2021). Examining teachers’ perceptions of inclusive practices in
secondary education. Master's Thesis and Capstone Projects,
Education. Northwestern college, lowa.

Polit, D. F., & Beck, C. T. (2014). Essentials of nursing research: Appraising evidence
for nursing practice. Lippincott: Williams & Wilkins.

Rapp, A., & Granados, A. (2021). Understanding inclusive education — a theoretical
contribution from system theory and the constructionist perspective. International
Journal of Inclusive Education, http://doi.org/10.1080/13603116.2021.1946725.

Saloviita, T. & Schaffus, T. (2016). Teachers attitudes towards inclusive education in
Finland and Brandenburg, Germany and issues of extra work. European Journal
of Special Needs Education, 31(4), 1-14.

Saunders, M., Lewis, P. & Thornhill, A. (2012), Research methods for business students
(6" ed). Prentice Hall: London.

Schuelka, M. (2018). Implementing inclusive education. Knowledge, evidence and
learning for development, University of Birmingham.

276 |Page



Journal of Educational Research on Children, Parents & Teachers, Volume 5, Number 2, 2024, 259-278
ISSN: 2664-3812, https://ercptjournal.org/

Serawu, W. & Lu, X. (2020). Review on concepts and theoretical approaches of policy
implementation. International Journal of Academic Multidisciplinary Research,
4(11).

Shevchenko, Y., Dubiaha, S., Melash, V., Fefilova,T. & Saenko, Y. (2020). The role of
teachers in the organisation of inclusive education of primary school pupils.
International Journal of Higher Education, 9(7), 207- 216.

Souza, B. (2021). Back and forth; the journey of inclusive education. Academia letters
article 421.  https://doi.org/10.20935/AL421.

Stewart, A. (2014). Case Study. In M. Jane & B. Melanie (Eds.), Qualitative
Methodology: A Practical Guide 145-159. Los Angeles: SAGE.

Sutton, J. (2013). Teachers attitudes of inclusion and academic performance of
students with disabilities. Doctorate Dissertation, University of Southern
Mississippi.

Tahir, K., Doelger, B. & Hynes, M. (2019). A Case Study on the Ecology of Inclusive
Education in the United States. Journal for Leadership and Instruction.

The Constitution of Swaziland. (2005). Webster’s Print, Mbabane.

The Swaziland Education and Training Sector Policy, (2011). The ministry of education
and training, Mbabane.

The Evaluation Briefs (2018). Data Collection Methods for Program Evaluation:
Observation. U.S. Department of Health and Human Services.

The Ingaba Implementation Manual, the seven pillars manual (2011).

Thwala, S. K., Gunnestad, A. & Dludlu, |. (2018). Parents of children with disabilities in
Swaziland challenges and resources in a resilience perspective. International
Journal of Humanities Social Sciences and Education, 5(12), 28-40.

Thwala, S., Ugwuanyi, C., Okeke, C. & Gama, N. (2020). Teachers’ experiences with
dyslexic learners in mainstream classrooms: Implications for teacher education.
International Journal of Higher Education, 9(6), 34-43.

Travors, M. (2020). Multidisciplinary collaboration in the development of individual
education plans: Crossing boundaries- the challenges and opportunities for the
teaching profession. REACH Journal of Special Needs Education in Ireland,
33(2), 61-81.

Zimba, Z. (2011). Managing an inclusive school: a case study of a pilot school in
Swaziland, Research Report. Department of education, Rhodes University.

277 |Page



Journal of Educational Research on Children, Parents & Teachers, Volume 5, Number 2, 2024, 259-278
ISSN: 2664-3812, https://ercptjournal.org/

Zwane, S. L. (2016). Teacher training for inclusivity at selected schools in Gege branch
of schools, Swaziland. Thesis in master of education, University of South Africa.

Zwane, S. & Malale, M. (2018). Investigating barriers teachers face in the
implementation of inclusive education in high schools in Gege branch,
Swaziland. African Journal of Disability 7(0), a 391
https://doi.org/10.4102/ajod.v7i0.391.

278 |Page



