
TEACHERS' CHALLENGES IN SUPPORTING LEARNERS WITH LEARNING 

DIFFICULTIES IN MAINSTREAM CLASSROOMS: A CASE STUDY OF ONE 

PRIMARY SCHOOL IN OSHANA REGION, NAMIBIA 

A THESIS SUBMITTED IN PARTIAL FULFILMENT OF THE 

REQUIREMENTS FOR THE DEGREE OF 

MASTER OF EDUCATION (INCLUSIVE EDUCATION) 

OF 

THE UNIVERSITY OF NAMIBIA 

BY 

TOINI MAANO NDALINA W A NAHOLO 

9512020 

APRIL 2020 

SUPERVISOR: DR. CYNTHIA K. HAIHAMBO YA-OTTO 



TABLE OF CONTENTS 

Contents 

TABLE OF CONTENTS ........... ..... ................. .... ........................................ .. .................... l 

ABSTRACT .......... .... .............................................................. ...................................... VIII 

ACKNOW LEDGEMENTS ....... ............................................... ....... ..... ........... ...... ...... ... XI 

DEDICATION ..... .... ... ........... ... .... ....... ........ ... .......... .......... ... ...................... ... ............... Xll 

DECLARATION ............................................... .. ................... ... ................................... XIII 

LfS'f OF TAI3LES ........... ....... ....................................... ............................................... XIV 

ACRONYMS .......................................................................... .. ................. .... ................ XV. 

Cl !APTER ONE: fNTRODUCTION ............................................................ ................... I 

1.1 INTRODUCTION ................................................................... .... ....................................... I 

1.2 ORIENTATION or THE STUDY .. ............ ...... ............... ............................. ............. ..... ....... l 

1.3. STATEMENT OF THE PROI.lLEM ................................ ...... .......... ............. ... .. ... ................. 4 

1.4. RESEARCH QUESTIONS ............. .. .. .................. ..... ........... ........ .............. ....................... . 6 

1.5. SIGNIFICANCE OF THE STUDY ... .. ................ ... ..................... ......................................... . 6 

1.6. LIMITATIONS OF TilES fUDY ........................ .............................................................. ... 7 

I . 7. D EFINITION OF TERMS .......... ........ ............. .. .. ................. ... .... .................. ... ................ .. 9 

1.8. SUMMARY ........ ................................................................ .................. .. ..... ................. [( 



CHAPTER TWO: LITERATURE REVIEW .. .... ... .................. .......... ... ............ .... ........ . 12 

2. 1. INTRODUCTION ... ... ..... ... ....... ...................... ................................ ... ... ....... ................... I2 

2.2. ' fH EORETICAL FRAMEWORK··· ···· ····· ····· ··· ·· ·· ··· ··· ·· ········ ·· ·································---·····- .. . 12 

2.3. PARADIGM SIIIFT FROM SEGREGATION TO INTEGRATION TO INCLUSION ... ....... .. .. ... . ... 16 

2.3.1. The origin of inclusive education ....... ... .. ....... ........ ................ .................. ... ........... 18 

2.3.2. The meaning of inclusive education ...................................................................... 19 

2.3.3. Justification for inclusive education and its regulatory framework ....................... 20 

2.4. THE CIIALLENGES THAT TEACIIERS FACE FOR SUPPORTING LEARNERS WITH LEARNING 

DIFFICULTIES IN MAINSTREAM SETIINGS ..... .. ...... ..... ...... .... ... .. .. ... .. ... ............ ... ......... ........ 2 1 

2.4.1 . Teachers' perceptions of inclusion ... ....... ..................... ... ... ................................. ... 23 

2.4.2. Unconducive physical environment ......... .. .. .. ........ .... ....... .. .. .......................... ... .. .. 24 

2.4.3. Inadequate resources .................. .... .. ............ .... ... ......... .. ..... ..... ....... ..................... .. 25 

2.4.4. Insufficient time .............. ........ ............ .. ........ .... ............................ .................. .. ..... 25 

2.4.5. Lack of in-service education ............................ ...... ..... ..... .. .................. ............. .. ... 26 

2.4.6. Classroom size ....................................................................................................... 27 

2.4.7. Learners' different abilities ........................... ...... ... .... ... .... .. ... ............ .. .. ........ ........ 28 

2.5. RELEVANT INSTRUCTIONAL STRATEGIES USED BY fEACIIERS IN SUPPORTING 

LEARNERS WITII LEARNING DIFFICULTIES IN MAINSTREAM CLASSROOMS ... ..... .. .. ... .... ..... . 29 

2.5. 1. Co-teaching ............................................................................................................ 3 I 

2.5.2. Differentiated teaching ........................ .... ..... .... .......... ......... .. ............. ...... ....... ... .. .. 33 

2.5.3. Remedial/compensatory instructional teaching ..................................................... 34 

2.5.4. Individual ised teaching .. .. ..... ... ...... .......... .. .. ... .... ........ .. .. .. ... ... .... .... ..... ... ...... ... ... ... 35 

ii 



2.5.5. Collaborative teaching ........................................................................................... 36 

2.6. CRITICAL ELEMENTS FOR CREATING INCLUSIVE AND EFFECTIVE SCIIOOL COMMUNITIE 

................................................ ............ .............................................................................. 37 

2.6.1. Strategy I: The integration of the Sector Policy on Inclusive Education into all 

other lega l frameworks and policies of the educational sector .......... .............................. 38 

2.6.2. Strategy 2: Raise awareness of the constitutional right to education and foster 

attitudinal change .... ....... .. ................................................................................................ 39 

2.6.3. Strategy 3: Support institutional development by developing human and 

instructional rcsources ...................................................................................................... 41 

2.6.4. Strategy 4: Review the National Curriculum for Basic Education to reflect the 

diversity of learning needs of all learners ....................................................................... .41 

2.6.5. Strategy 5: Widen and develop educational support services ............................... .42 

2.6.6. Strategy 6: Develop teacher education and training for paramedics and support 

staff ........................................... .......................................... ..... ... ........... .... .................... .. . 43 

2.6.7. Strategy 7: Strengthen and widen in-service training for teachers and other 

stakeho ldcrs ................... .............................................................................................. .. ... 44 

2.6.8. Strategy 8: Develop mechanisms for monitoring and evaluating the 

implementation of the Sector Policy on Inclusive Education ........................................ . .46 

2.7. SUMMARY ..................... .. .. ....................... ..... ....... ................................................. .. ... 46 

Cl !APTER T1 IREE: METHODOLOGY .. ................................................................. .... . 48 

3.1 IN I ROOUCTION ....... ....................... ........................................................................... .. . 48 

3.2. RI·:SEARCII DESICIN ..................................................................................................... 48 

iii 



3.3. POPULATION .................. .. .... ........ .... .............................................................. ...... ... ... . 49 

3.4. STUDY SAMPLE .. ........ ............................... ...................................................... ..... .. . .. .. 50 

3.5. SAMPUNG PROCEDUR£ ................ .... ...... .... .. ... .. ... ... .. ..... ... ... ..... ........ ...... .. ... ..... ...... .... 50 

3.6. R ESEARCH INSTRUMENTS ..... ... ....................................................... ................... ....... .. 5l 

3.7. RESEARCH PROCEDURE .............................................................. ........ .......... ....... ...... . 52 

3.8. DATA COLLECTION ........ ......... ..... .............. ............. ........ ........... ........ .... ... .. ....... ..... . ... 53 

3.9. DATA ANALYSIS ...................................................................................................... . .. )4 

3.10. RESEARCH ETHICS . ... ... ....................................... ................ .. ............ ... ........... ....... ... 57 

3.11 . SUMMARY ....... .. ... ... .. ... .......... ...... .... .... ..... ... ..... .... ..... ...... .......... .. ...... ... ......... .......... 59 

CHAPTER FOUR: PRESENTATlON OF RESULTS .. ..... ...................... .. .... ............. ... 60 

4.1. [NTRODUCTION .... ... ... .. ................ ....... ................................. ........... ........... .... ............. 60 

4.2. PRESENTATION OF RESULTS REGARDING BIOGRAPHICAL INFORMATION OF THE 

PARTICIPANTS .... .. .... ... ... ..... ............. .. ... ..... .. ........... ..... ... .. ... .. .... ..... ...................... ..... ..... .. 60 

4.3. PRESENTATION OF DATA DERIVED FROM ONE -ON- ONE rNTERVIEWS . ............ ..... ... . ... 63 

4.3. 1 Presentation of resu Its based on developed themes and subthemes ..... ..... ............ .. 63 

4.4 PRESENTATION OF RESULTS BASED ON THEM E O NE AND ITS FIVE SUIHHEMES: 

CHALLENGES WHICH TEACHERS FACE IN SUPPORTING LEARNERS WITH LEARNING 

DIFFICULTI ES IN MAINSTREAM CLASSROOMS ...... ... .. ......... .... .................. ..... ....... ............... 66 

4.4 .1. Theme One: Subtherne 1- Insufficient time .......... .. ..... ...... ..... .... .... ..... .. ...... ...... ... 67 

4.4.2. Theme One: Subtheme 2- Lack of in-service training for teachers ...................... 69 

4.4.3. Theme One: Subtheme] - Learners ' different abilities ........... .................. .... ..... ... 70 

4.4.4. Theme One: Subtheme 4 - Class s ize ... .. .. .............................. ... .... .. .. ......... .......... . 72 

iv 



4.4.5. Theme One: Subtheme 5 - Inadequate resources .......................... ................... .. ... 73 

4.5. PRESENTATION Or RESULTS BASED ON THEME T WO AND ITS SIX SUI3TIIEMES: 

RELEVA1 T INSTRUCTIONAL STRATEGIES THAT ARE USED 13Y rEACHERS IN SUPPORTfNG 

LEARNERS WITH LEARNING DIFFICULTIES IN MAINSTREAM CLASSROOMS ..................... . .. . 75 

4.5.1. T heme Two: Subtheme 6- Co-teaching ... ..... .. ......................... ....... ..................... .. 76 

4 .5.2. Theme Two: Subtheme 7- Di fferentiated teaching ............................................... 77 

4 .5.3 Theme Two: Subtheme 8- Remedia l/compensatory teaching .. ...... .................... .. .. 78 

4.5.4. Theme T wo: Subtheme 9- Ind ividualised versus persona lised teaching ....... ..... ... 79 

4.5.5. Theme Two: Subtheme I 0- Collaborative teachi ng ........................................... .. . 81 

4.5.6 Theme Two: Subtheme 10- Peer teaehi ng .. .... ................................. ..................... .. 81 

4.6. PR!::SCNTATION OF RESULTS BASED ON T IICME THREE AND ITS FIVE SUIH I ICMES: 

RECOMMENDED STRATEGIES FOR MITIGATING TEACHERS' CHALLENGES IN SUPPORTING 

LEARNERS WITH LEARNING DIFFICULTIES IN MAINSTREAM SCHOOLS .. .............................. 82 

4 .6. 1. Theme Three: Subtheme 12- Integrate the Sector Po licy on Inc lusive Educati on 

into all other legal frameworks and polic ies of the educational sector ... .. .................. ... .. 84 

4.6.2. Theme Three: Subtheme 13 - Raise awareness of constitutional rights and 

attitud inal change to ensure inc lus ive and e ffective schoo l communi ties ................... .... 85 

4.6.3. Theme Three: Subtheme 14- Widen support for institutional development of 

developing human and instructional resources .......... ................................................. .. ... 86 

4.6.4. T heme Three: Subtheme 15 - Widen and de velop ed ucati onal support services .. 87 

4.6.5. Theme Three: Subtheme 16- Strengthen and widen in-service training for teachers 

....................................................... ..... ............... .... ... ...................................... ...... ...... ...... 88 

v 



4.7. SUMMARY ..............................................................................................................•... 89 

CHAPTER 5: OfSCUSSION OF FfNDINGS ....... .......................................................... 90 

5.1. IN I RODUCTION ........................................................................................................... 90 

5.2. DISCUSSION ON TilE CIIALLENGES FACED BY TEACHERS IN SUPPORTING LEARNERS 

WI Til LEARNING DIFFICULTIES IN MAINSTREAM CLASSROOMS ........................................... 91 

5.2.1. Insufficient time ..................................................................................................... 92 

5.2.2. Lack of in-service training .................. ....... ...... ...................................................... 93 

5.2.3. Learners' different abilities .......................... ..... .. ................................................... 95 

5.2.4. Overcrowded classrooms ....................................................................................... 97 

5.2.5. Inadequate resources .......... .................................................................................. .. 99 

5.3. DISCUSSION ON RELEVANT INSTRUCTIONAL STRATEGIES USED BY TEACI IERS IN 

SUPPORTING LEARNERS WITH LEARNING DIFFICUL TrES £N MAINSTREAM CLASSROOMS ... I 00 

5.3. 1. Co-teaching .................. .... ............... ....... .. .... ........................................................ I 02 

5.3.2. Differentiated teaching .................................... ..................................................... I 05 

5.3.3. Remedial/compensatory teaching ................... .......... .................... ....................... I 06 

5.3.4 .Individualised versus personalised teaching ..... ........................................ ..... ...... I 07 

5.3.5. Collaborative teaching ................. ...................... .................. ....................... ......... 109 

5.3.6. Peer teaching ........................................................................................................ II 0 

5.4.DISCUSSION ON RECOMMENDED SI"RATF.GIES FOR MITIGATING TEACHERS' 

CIIALLENGES IN SUPPORTING LEARNERS WlTII LEARNING DIFFICULTIES IN MAINSTREAM 

CLASSROOMS ................................................................................................................... I II 

vi 



5.4.1. The integration and implementation of the Sector Policy on Inclusive Education 

into all other legal frameworks and policies of Educational sector to be strengthened. !12 

5.4.2. Raise awareness of constitutional rights and altitudinal change to ensure effective 

school communities ................................................................................. .. ..................... !!3 

5.4.3. Support of institutional development by developing human and instructional 

resources ......................................................................................................................... 113 

5.4.4. Widen and develop educational support services ................................................ !14 

5.4.5. Strengthen and widen in-service training for teachers ......................................... ll4 

5.5. SUMMARY······················· ··········· ························· ······ ························ ·· ····················· L !5 

CHAPTER SIX: SUMMARY, RECOMMENDATIONS AND CONCLUS!ONS ...... ll6 

6.!. SUMMARYOFTilESTUDY ... ........................ ....... .................. ................ ............ I 16 

6.2. SUMMARY OF THE FINDINGS .......................................................................... 119 

6.2.1. The challenges that teachers face in supporting learners with learning difficulties 

in mainstrea1n classrooms .......... .... ............................... .................. ..................... .......... 119 

6.2.2.Recommended relevant instructional strategies to be used by teachers in supporting 

learners with learning difficulties in mainstream classrooms ........................................ 122 

6.2.3. Recommended strategies to mitigate teachers' challenges in mainstream schoo ls to 

ensure inclusive and effective school communities ....................................................... !24 

6.3. RECOMMENDATIONS .... .............................................. ...................................... 125 

6.4 SUGGESTIONS FOR FURTHER RESEARCH ..................................................... !28 

6.5. CONCLUSION ....................................................................................................... 129 

vii 



REFERENCES ....... ....... ...................................................... .......................................... 131 

APPENDIX A: ETHICAL CLEARANCE CERTIFICATE FROM THE UNIVERSITY 

OF NAM IBIA' S SCHOOL OF POSTGRADUATE COMMITTEE .... .... .................... 140 

APPENDIX 8: PERMISSION LETTER TO CONDUCT RESEARCH IN OSHANA 

REGION FROM THE PERMANENT SECRETARY OF THE MINISTRY OF 

EDUCATION, ARTS & CULTURE ........ ...... ....... .. ...... ......................... ........... ... ... .... .. I4 1 

APPENDIX C: REQUEST FOR PERMISSIOM TO COLLECT DATA IN OSHANA 

REGION ... ....... .. .................. ... ......... ..... ........... .. ......... ... ......... ...... ......... ......... ... ...... ...... 142 

APPENDIX D: INTERVIEW GUIDE FOR TEACHERS ..... ... .................................... I43 

APPENDIX E: LIST OF QUESTIONS FOR THE INTERVIEW GUIDE: .... .......... ... 145 

viii 



ABSTRACT 

The challenges teachers face in supporting lea rners with learning difficulties in 

mainstream classrooms are matters of concern 1n many African countries, inclLJding 

Namibia, Sou th Africa and Kenya. Nevertheless, there is a paucity of research on the 

challenges which teachers face in thi s regard in mainstream c lassrooms in the Oshana 

Region in Namibia. This study explored teachers' challenges in supporting learners with 

learning difficulties in mainstream classrooms. Accordingly, a case stud y of one primary 

school in the Oshana Region was conducted using a qualitative case study as its research 

design. Social constructionist theory, based on Goldratt's theory of constraints (1995), 

underpinned the study. The criterion sampling method was used to se lect the 

participants. A sample of ten (10) out of the population of 18 teachers at the targeted 

school was selected because they were all experienced in teaching learners with learning 

difficulties. The requisite data was collected by means of semi-structured one-on -one 

interv iew during which the researcher used an interview guide. Field notes were also 

taken throughout the research process. The interviews were transcribed verbatim. 

Thematic data analysis was used to analyse and interpret the data. The results of the 

study highlighted the fo llowing cha llenges experienced by teachers in supporting 

learners with learning difficulties in mainstream classrooms: ( I) insufficient time for 

individual support; (2) lack of teacher in-service education (3) learners' varying abilities 

(4) large class sizes and (5) inadequate teaching materials. Possib le strategies for 

mitigating the teachers' cha llenges emerged from the study. In short, the study found 

that, despite the teachers demonstrating a positive altitude towards the inclusion of 

ix 



learners with learning difficulties in their classes, it appeared that, in fact, they actually 

lack the requisite knowledge and sk i lis on how to support learners with lea&:"n ing 

difficulties because they were not trained in line with the inclusive education discourse. 

Based on the study findings, the researcher concluded and recommended that there is a 

need for in-service training and sound advocacy that emphasises on the effective 

implementation of the Ministry of Education Sector Policy on Inclusive Educat ion 

(2013) in all schools in Namibia. 
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CHAPTER ONE: lNTRODUCTlON 

1.1 [n trod uct ion 

This chapter presents the orientation of the study, the statement of the research problem, 

research questions, significance of the study, the limitations of the study and the 

definition of relevant terms. 

1.2 Orientation of the study 

Current trends in the world call for inclusive systems, with learners with special needs 

being accommodated in mainstream schools. The United Nations Educational, Scientific 

and Cultural Organization (UNESCO) defines inclusion in a school context as a space 

for addressing and responding to the diverse needs of all learners through their 

increasing participation in learning, cu ltures and communities, and reducing exclus ion 

both within and from education. Thus, inclus ion involves changes and modifications in 

content, support, approaches, structures and strategies with a common vis ion, which 

includes all chi ldren. It is the responsibil ity of the education system to educate all 

ch ildren (UNESCO, 1994). Bayat (2014) argues that the movement towards the 

inclusion of children with disabilities in all areas of society had already started in the 

1970s in the developed countries. 
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Chowdhury (20 ll ) indicates that inclusion is a signi ficant area of interest in the field of 

developing education policies and that everyone, regardless of physical, learning or any 

other disabilities, social status or gender, should have equal access to education. 

According to the Ministry of Education (MoE) Report (20 12) on the National Institute 

for Ed ucational Development (N lED), Namibia had a long history of special education 

prior to independence. 

After independence, there were merely a few schools, such as the one se lected for the 

purposes of this research, that were implementi ng integration by including learners with 

special needs in mainstream c lassrooms. The MoE (20 12) further reported that after 

ga ining independence in 1990, the Namibian government committed itself to 

establishing an inclusive education system by ratifying and putting in place a number of 

international agreements, national legislation and indeed policies such as the Salamanca 

Declaration ( 1994) and the MoE Sector Policy on Inclusive Education (20 13 ). Brei lling 

(20 17) states that in 20 16 there were a total of 166 1 schools in Namibia including nine 

specia l schools and the Ministry of Education, Arts and Culture strives for the 

implementation of inclusive education at all schools where every child matters. 

At the time of this study, Namibia had made significant progress in the implementation 

of the Sector Policy on Inclusive Education (20 13), although there are obviously gaps in 

this process as many educators and parents have not wi tnessed a good inclusive 

education model. It is thus important that the lessons from those specific schools that are 
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practicing inclusion, such as the school selected for this study, should be learnt and 

understood. Despite the Namibian government's efforts with respect to the 

implementation of the Sector Pol icy on Inclusive Education (20 13) and other education 

policies designed to ensure a sound foundation of inclusive education in Namibian 

schools, there are many challenges that are curtailing the proper implementation of the 

inclusive education policy in the mainstream schools. 

The MoE's Strategic Plan (20 12-20 17) recognizes that barriers to learning arises when 

learning needs are not met and educational support is not provided and also that learning 

needs arise from a range of factors such as learning difficulties, psychosocial 

disturbances, impairments, inadequate support from teachers and differences in learning 

abilities. In order to address these issues, the MoE (2013) is cal ling for an accessible and 

equitable inclusive education system and for support to be an integral component of the 

entire education system and provided in every school by every teacher. 

The Ministry of Education Strategic Plan (20 12- 20 17) also recognises some of the 

barriers to learning and some of the challenges faced by teachers in mainstream schools 

that arc hampering the effective implementation of the Sector Policy on Inclusive 

Education (2013). Taking cognisance ofthis and realising the crucial role which teachers 

play in the implementation of inclusive education, the researcher decided to explore the 

challenges facing teachers in supporting learners with learning difficulties in mainstream 

classroorns by using a qualitative case study design. 
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t.J. Statement of the prob lem 

Inclusive education entails accommodating al l learners rn mainstream classrooms, 

irrespective of their diversity, including learners with learning difficulties. Walsh (20 17) 

states that the inclusion of learners with special needs in the mainstream classroom has 

been a major topic of discussion in many years now. Inclusive education means that al! 

students are part of the school community, regard less of their strengths and weaknesses, 

therefore, students with learning difficulties do not need to be placed in a different 

classroom. 

Although the UNESCO Salamanca Statement ( 1994) stipulates that in the inclusive 

setti ng, support for all learners is mandatory, there arc many teachers who are still facing 

the challenges involved in providing support for learners with specia l needs in 

mainstream classrooms. 

Studies have shown that many teachers who have not been trained in the Inclusive 

Education discipline are likely to find it difficult to teach learners with learning 

difficulties alongside their peers without learning difficulties in the same classroom. 

Engelbrecht and Green (20 II) affirm that children with special needs, including those 

with learning difficulties, arc often neglected, ignored , abandoned and left unattended by 

teachers due to the limited time avai lable. 
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In Namibia, a study by Zimba (2002), Haihambo (20 I 0), and f-'ebruary (2004) revealed 

that many teachers in mainstream schools have not been trained in Inclusive Education 

( f£), hence, they are not able to provide support to learners with learning difficulties 

when they are taught alongside their peers without learning difficulties in mainstream 

c lassrooms. 

Although teachers are key role players in the implementation of inclusive education , 

they are facing numerous challenges in this regard in mainstream classrooms, as they 

attempt to support learners with learning difficulties. This is frustrating for them and it is 

having an adverse impact on their morale, resulting in fee lings of hopelessness and low 

self-esteem as well as a decrease in productivity. 

It is anticipated that the chal lenges faced by teachers in mainstream classrooms may 

hamper learners from achieving good academic results and may negatively affect class 

averages, as well as hinder the success of the implementation of the Sector Pol icy on 

fnc lusive Education (20 13) in Namibia. Nevertheless, these challenges have, as yet, not 

been formally studied and documented. 

Therefore, it is necessary to conduct a study focus ing on the challenges faced by 

teachers in mainstream classrooms that would inform the way in which the educat ion 

system should approach the expansion of an inclusive and equitable education system in 

which learners with learning difficulties fee l inc luded and fu lly supported by teachers. 
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L.4. Resea rch questions 

In order to conduct an in-depth exploration of the challenges teachers face in supporting 

learners with learning difficulties in mainstream classrooms, the following research 

questions were addressed: 

! _ What are the challenges faced by teachers in supporting learners with !earning 

difficulties in mainstream classrooms? 

2. What strategies do teachers use to support learners with learning difficulties when 

they arc taught together with their peers with no learning difficulties in the same 

classroom? 

3. What are the recommended strategies to mitigate the challenges faced by teachers in 

supporting learners with learning difficulties in mainstream c lassrooms to ensure 

inclusive and effective school communities? 

LS. Significance of the study 

Many studies, includ ing those of Breit ling (20 17), Haihambo (20 t 0) and Zimba (2002), 

have found that the issues surrounding the challenges faced by teachers in supporting 

learners with diverse needs in mainstream classrooms have not been adequately 

addressed. 

Brei II ing (20 17) further recommends that the challenges facing teachers in supporting 

learners with learning difficulties in mainstream classrooms require critica l examination 

so that schools and teacher training programmes may be organised and based on both 
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research-based evidence and an understanding of such chall enges within the classrooms 

contexl. Such an understanding could bring about improvements in both pre- and in ­

service educational programs with regard to the inclusion of learners with learning 

difficulties in mainstream classrooms. 

Moreover, it is hoped that the results of thi s study wi ll inform the main stakeholders in 

education, such as education managers and education planners in the Mi nistry of 

Education, Arts and Culture (MoEAC) devise strategies to mitigate the challenges faced 

by teachers in supporting learners with learning d ifficulties in mainstream classrooms 

and, in turn, to ensure the effective implementation of the Sector Po licy on Inclusive 

Education (20 13) in Namibia. 

1.6. Limi tations of the study 

It was anticipated that the participants of thi s study might either misinterpret or link the 

concept of learners with learning difficulties to that of learners with learning disabilities, 

despite the two concepts are actua lly different. This could lead to biases in the results of 

the study. Thus, the resea rcher made every effort to mitigate such misinterpretations 

during the data collection by explain ing to the participants, when stating the pu rpose of 

the study, the distinction between the meaning of the concept learners with learning 

dijjiculties and that of learners with Learning disabilities. The two terms; learning 

disability and learning difficulty arc used interchangeably depending on the context 

because they differ in many ways. Namhadi and van der Wcsthuizen (2015) defined 
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learning disabilities as a neurological disorder and most chi ldren with learning 

disabiliti es have difficulties in reasoning, reca ll ing and o rganis ing information while 

learning difficulties is assoc iated with difficulties in cognitive development such as 

dyslexia (read ing problem), dysgraphia (wri ting problem) and dyscalculia (prob lem with 

numbers) etc. 

Moreover, a learning difficu lty can be overcome, whereas a learning disability is a 

permanent impairment. It should be noted that this study focused on how teac hers 

provide support to learners with learning difficulties only and it does not necessarily 

include learners w ith disabilities. 

A further I imiting factor observed was the fact that a lthough the study targeted a sample 

of 18 teachers, onl y ten teachers participated as the others were unwi lling to do so. The 

ideal o[ the study was to usc focus group discussion; it did no t happen . The respondents 

opted for one -on-one interviews. Another limitation was the absence of audio recording 

as an additional too l because the respondents refused to be audio recorded. Nevertheless, 

the researche r believes that this did not nega tive ly affect the qua lity and depth of the 

study. 
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l. 7. Definition of terms 

This section aimed to define the terms and concepts used within the parameters of the 

study. 

The word "clwllenges" in the context of this study refers to limitations or constraints 

that inhibit teachers from providing support for learners with learning difficulties when 

they are taught together with their counterparts with no learning difficulties in 

mainstream classrooms. 

Mainstreaming in the context of the study refers to "the participation of learners with 

special needs in regular education without demanding changes in the curriculum or 

special classes for them" (Ngungi, 20 I Oa, p. 2). Thus, in this study, mainstreaming 

means the teaching of learners with learning difficulties in the same classroom together 

with their peers without learning difficulties. [n addition, in view of the fact that the two 

terms (mainstream and inclusive) are the same, they arc used interchangeably 

throughout this study. 

Learning difficulties- in the context of the study, refers to specific learning difficulties 

that affect an individual learner's ability to learn at the same pace of other children of 

his/her age and this include inability to read, write and solve mathematical problems 

(Aro &Ahonen, 20 II , p. 240). In addition, Gous and Mfazwc (20 I J) loosely define 

learning difficulties as the difficulties experienced when a child docs not develop 

according to his/her age. In this study, the tenn is used to refer to those learners who 

9 



have difficulty tn accomplishing tasks easily as compared to their peers in the same 

classroom. 

Learners witlt Special Needs- in the Namibian context, the MoE (20 I 3) has identified 

the fo llowing categories of learners who arc regarded as learners with special needs. 

Learners with learning difftculties are also included here. These are as follows: 

• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

"Learners with learning difficulties or (specific learn ing difficulties e.g. dyslexia) 

Learners with learning disabilities 

Learners with visual and hearing impairments 

Learners with behavioural problems 

Learners with emotional problems 

Learners with households heading children 

Learners with chronic illness and in extremely poverty children 

Margina lised, vulnerable, street kids and ch ildren of farmers 

Learners with physical disability 

Learners with intellectual disability and Learners with intellectual impairment" 

(p. 5). 

Integration refers to the process of placing learners with special needs in mainstream 

schools, where they attend certain classes in the mainstream classrooms and others 111 

spec ial education classrooms at the same school (M iles & Singal, 20 I 0). 
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Inclusive setting refers to an environment in which all learners, including those with 

special needs, part icipate in all the activities in a community that recognises and 

addresses the needs of each learner as far as possible. It also refers to the philosophy of 

ensuring that schools, centres of learning and educational systems are open to all 

children. Inclusive education is also aimed at identify ing, reduc ing and/or remov ing 

barriers within and around the schools that may hinder learning. 1 gungi (20 I Ob) 

indicates that for an effective inclusive setting to happen, teachers and school systems 

need to modify the phys ical and social environment so that they can full y accommodate 

the diversity of learning needs that learners may have. 

l.8. Summary 

In this chapter the researcher presented the orientation of the study, the statement of the 

research problem, the research questions, the significance or the study, the limitations of 

the study and the definitions of terms relevant to the challenges faced by teachers in 

supporting learners with learning difficulties in mainstream classrooms. 
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C HAPTER TWO: LITERATURE RE VIEW 

2. 1. In trod uctio n 

In thi s chapter, the researcher outlines the theoretical framework which underpins the 

philosophical assumption of the study as well as views about the origin of inclusive 

ed ucation and its regulatory framework. The researcher further presents a review of the 

literature or studies that were conducted in Namibia and elsewhere about the challenges 

faced by teachers in supporting learners with learning difficu lties in mainstream 

classrooms. The chapter further discusses relevant strategies to be used by teachers in 

supporting learners with learning difficulties in mainstream c lassrooms. These may be 

seen as remedial strategies to mitigate the challenges experienced by teachers in this 

regard. The literature review is conducted based on the research questions and the 

theoretical framework underpinning the current study. 

2.2. Theoretica l fra mework 

This study was guided by Goldratt's ( 1995) Theory of Constraints which is linked to 

Social Constructionist Theory and it has adopted it. Burr (2007) refers to social 

constructionism as a tradition of scholars tracing the origin of knowledge and the 

meaning and nature of reality to a process generated with human relationship (p.56). 

Goldratt's ( 1995) Theory of Constraints (TOC) is defined as management paradigms 
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shift that view that any management system can have some challenges in achieving its 

goals and there must be strategies to overcome those constraints (p.S80). 

As Collins (2008) indicates, Social Construct ionist Theory has mu ltiple functions, 

including the following: it is a method for finding personal truth, problem solving, the 

reduction of anxiety and gui lt, symptom removal , ga ining relationship ski lls, reduction 

of alienation from the self, others and society, finding reasons/causes and understanding 

others. The main foca l point of this study was the challenges that teachers experienced in 

teaching learners with learning difficulties in mainstream classrooms, as well as finding 

poss ible so lutions for mitigating these challenges as experienced by teachers. The TOC 

has been linked to social constructionism; with Agoabas (2012) highlighting that social 

constructionism has been applied widely in social research. Therefore, it has made 

significant contributions to studies of social problems or challenges, social movements, 

education, hea lth, race and other areas where interactions occur and relationships form , 

thereby giving rise to the construction of rea li ty. 

13urr (2008) high lights the fo llowing features of social constructions that help to 

understand and narrate the ori gin of constructionism, namely: (a) the traditional 

pos itivist approaches; (b) the reinforcement of the influence of dominant socia l groups 

in the constructi on of knowledge; (c) the upholding of the conviction that the way we 

understand the world is a product or hi storica l process of interaction and negot iation 

between grou ps of people; (d) the goa l of resea rch is no t to produce knowledge that is 

fixed and universa lly valid but open up an appreciation of what is poss ible; and lastl y (d) 
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soc ial constructionism represents a movement toward redefining individual 

psychological constructs such as the mind, emotion, chal lenges and sel f into a social 

discourse. 

The researcher in this study deemed it necessary to use Goldratt 's theory which is based 

on socia l constructionism. Gergen ( 1985), the founder of social constructionist theory, 

defined it as a perspective which maintains that humanity ex ists as it does because of 

social and interpersonal influences. Gergen( 1985) and May (20 15) further explained 

construction ist theory as a field of interest which focuses on the constructed nature of 

reality and highlighted that it has been inOucnced by various psychological, 

ph ilosophical and social perspectives such as analytical philosophy, the sociology of the 

knowledge, and rhetoric. 

Kuhn ( 1996,) states that by centering on the process of the socia l construction of reality, 

social constructionism perspectives have been used to support a variety of practices in 

the fields of education, hea lth care, community work, conflict resolution, and 

organizations. Furthermore , he highlights that reality is unique ly experienced, 

interpreted and created by people who have li ved the experience in question. The main 

locus of constructionism is on the meaning of social fact, wh ile it a lso takes into account 

how social phenomena operate in particular social settings (Conoldi, 2008). The 

meaning of a phenomenon is not discovered but may be constructed (Gergen, 1985). On 

the o ther hand, Harris (20 I 0) and Sin (20 I 0 cla im that the meanings are constructed and 

interpreted by hurnan be ings as they participate in the worl d in wh ich they li ve. 

14 



One would concur with Gergen ( 1985), who affirms that people understand their own 

issues more than anyone else and, as such, they are therefore in a better position to 

expla in their own issues, challenges, experiences etc. Accord ingly, in this sl udy, 

teachers are the ones who explain the challenges that they experience in teaching 

learners with learning difficulties in mainstream classrooms. 

Burr (2008) argues that "for the soc ial constructionism theory, each person has a unique 

view of the world in line with one's perception and description of oneself and their 

reality. It also provides a deeper understanding of the determinants of human actions in 

society, which results from the construction of real ity" (p.204). 

In general, constructionist theory has been app lied widely in social research; thus, it has 

made significant successful contributions to the study of deviance, social problems, 

soc ial movements, the se lf, gender, di sability, race, education: hea lth , emotions, fa mily 

and other areas (Boudry & Buckens, 20 I I). 

In the context of this study, teachers in mainstream classrooms are teaching learners 

with complex or diverse needs, including learners with learning difficu lties. As such, 

they are faced with numerous cha llenges, including learning pace, time management, 

overcrowded classrooms (c lass size) and a variety of learn ing abilities. The researcher is 

confident that this study would benefit from the above steps in Goldratt's theory ( 1995) 

and could inform one of the research questions that locus on ways in which to mitigate 
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the challenges experienced by teachers in supporting learners with learning difficulties 

in mainstream classrooms. Kuhn (1996) asserts that the reality is uniquely experienced, 

interpreted, and created by people who have lived the experience and the focal point of 

constructionism is to construct the meaning of social facl. The teachers at the target 

school who participated in the study were in the best position to express the reality of the 

challenges they were experiencing in supporting learners with learning difficulties in 

mainstream classrooms. The aim of the study was to investigate the challenges faced by 

teachers in supporting such learners and to recommend possib le so lutions to s uch 

challenges in order to ensure effective teaching and learning in the least restrictive and 

inclusive setting where every learner matters (p.l40). 

2.3. Paradigm shift from segrega t io n to in tegration to inc lusion 

Chowdhury (20 I I) notes that children who arc excluded from general education through 

segregation do often feel hopeless and powerless as they feel isolated. Hence, the 

effectiveness and appropriateness of the segregated education system are being 

questioned in light of human rights and the princip le of inc lusive education. A study 

conducted by Armstrong (20 I I) in Canada recommended that the introduction of 

integration may be seen as an effective strategy in terms of the concept of education 

with specia l needs because the focus is on the ch ild fitting into the school env ironment 

and not on adaptable school environments. 
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According to UNESCO (2005), several countri es have made the change to inclusive 

education, which is not always an easy process, while some countries arc still tn the 

process. A study by Eklindth and Van den Brulc-Balescut (20 12) revealed that it is I ess a 

way of rethinking and transforming school environments and more a matter o f the 

physica l place of education, and the call for inclusion is about ensuring the child' s r ight 

to participate in mainstream education. 

From a Namibian perspective, the MoE (20 13) perceives inclusion as demolishing 

exclusion and catering for all learners in a meaningful way by changing school prac tices 

to accommodate all learners. Thus, inclusive education carne into being in Namibia as a 

paradigm shift from segregation to integration and, indeed, to inclusion. Inclusive 

education was preceded by processes such as integration and mainstreaming. The 

lessons obtained from these processes arc crucia l for the implementation of inclusive 

education in Namibia. 

The target school has a history of integration and has moved on from mainstreaming to 

eventually become an inclusive schoo l. The move of the target school from 

mainstrcarning to an inclusive school was necessitated in order to app ly inclusion 

practices as per the Salamanca Statement (2004) and to ensure the smooth 

implementat ion of the Sector Policy of Inclusive Education (20 13) in Namibia. 
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2.3. 1. T he o rig in of incl us ive ed ucation 

The origin of inclusive education emerged way back during the period from 1850 to 

1930 whereby many institutions were created in isolated places for people with 

disabilities, including deafness, blindness, learning disabilities and inte llectual disability 

(Croft, 20 15). People living with disabilities were segregated in state institutions and 

co lonies that provided limi ted services to them. Therefore inclusive education was 

introduced to fight against such segregation. Of late, inclus ive education has gathered 

momt:ntum to inc lude learners with special needs and disabilities in mainstream schools. 

Therefore, inclusive education has been embraced in many countries whereby 

segregation and discrimination practices have been rejected. 

According to UNESCO ( 1994}, about 92 governments and 25 international organisat ions 

articulated that regu lar schoo ls with thi s inclusive o rientation are the most effective 

means of combating discriminatory attitudes, creating welcoming communities, buildi ng 

an inclusive society and achiev ing education for all. Moreover; education settings with 

these characteristics provide effective ed ucationa l support to the majority of chi ldrcn and 

improve the efficiency and, ultimately, the cost effectiveness of the entire education 

system (p.2). 
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2.3.2. The mean ing of incl usive educa tion 

According to Ainscow and Miles (2009), the definitions of inclusive education vary 

worldwide and even within countries. In some countries, inclusive education is 

conceptua li sed as the inclusion of children with disabilities within mainstream education 

wh!!c, in other countries, inclusive education is defined as making the schooling of 

children with disabilities possible (p.56). In Namibia, according to the MoE (20 13), 

inclusive education at the school level involves ensuring that the physical and soc ial 

environments are conducive to all learners and that all the necessary support, teaching 

and learning aids are in place. The MoE (20 13) further indicates that inclusive education 

is to ensure that all learners are educated in the least restrictive educational setting and in 

schools in their neighbourhoods to the fullest extent possible (p.2). 

Miles and Singal (20 l 0) define inclusive education as a process or increasing 

participation in learn ing, and identifying and reducing barri ers that inhibit the learn ing 

and participation of any learner. According to Chowdhury (20 II), inclusive education is 

about demolishing exclusion because children that are excluded from general education 

feel hopeless and powerless (pp. 4-5). 
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2.3.3. J ustification for inclusive education a nd its regu la tory framework 

There are various justifications for the move towards inclusive education, which can be 

discussed at three different levels: 

Ed ucational justitication : The requirement of inclusive schools that all children are 

educated together means that it is incumbent on schools to develop ways of teaching that 

respond to individual differences and, thereby, benefit all children. 

Socia l justitication : Inclusive schools are able to change negative attitudes to diversity 

by educating all children together and, th us, inclusive schools fonn the foundation of a 

non-discriminatory soc iety 

Economic justification: rt is less costly to establish and maintain schools that educate 

all children together than to set up a complex system of various types of schools which 

specialise in educating different groups of children (UNESCO, 2008). 

These justifications to a certain extent apply to mainstreaming too, although inclusive 

education take the issue of learning and social isat ion space a step further. 

The Sector Policy of Inclusive Education (MoE 20 13) clearly stipulates: 

··Namibia is determined to establ ish an inclusive education and training system as a 

response to the relevant nationa l and internationa l legal frameworks wh ich Namibia has 

ratitied. The legal frameworks include among others: Namibia Vision (2030), Namibia 

Nat ional Agenda for Children (20 12- 20 I 6), National Policy on Disability ( 1997) 

Education Act (200 I), a lamanca Statement (2004 ), UN Convention on the Rights of 
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the Child ( 1989) and UN Convention on the Rights of Persons with Disabilities (2006)" 

(p.6). In addition, it is important to mention that the abovementioned legal frameworks 

are fostering and advocating the practice of human rights in the provision of inclusive 

education that is based on the fundamental principles of Education fo r All . The Sector 

Policy on Inc lusive Education (20 13) also demands that all children sha ll be ta ught 

together whenever possible, regard less of any individual differences or difficulties that 

they may have. The mainstream schools are obliged to recognise the lega l frameworks 

with regard to the smooth implementation of the (Sector Po licy on Inclusive Education, 

20 13 ).Teachers are urged to understand the concept of inclusive education and the 

accompanying legal framework of human ri ghts in order to ensure the acceptance of all 

learners, irrespective of their different learning abilities. 

2.4. The cha llenges tha t teachers face for s up porting learne rs with learn ing 

difficulties in ma ins trea m settings 

Studies have shown that teachers may encounter a number of challenges when teaching 

learners with learning difficu lties in mainstream classrooms. The stud y conducted by 

Fuchs (20 I 0) in Britain on teacher challenges in inclusive schools highlighted the 

following themes from the data collected: (I) teachers' negative attitudes, (2) 

unconducive physical environment, (3 ) lack of adm inist rative support, (4) lack of 

teachers' support to learners with learning difficulties, (5) lack of teacher in-service 

teacher educat ion programs and (6) lack of time to plan (p.48). 
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The above literature makes it clear that many teachers, not on ly those in Namibia but 

a lso in o ther countries, perceived the inc lusion of learners with special needs as a 

burden. Many felt ill-prepared for inc lusion, hence the multiple challenges they 

experienced. A study conducted in the United States revealed that most teachers lack an 

appropriate knowledge to educate learners w ith lea rni ng difficulties effect ively 

(Hyunjeong, Tyler-Wood, Kinnison & Morrison, 2014, p. 17). Hyunjeong et al.'s study 

further showed that although teachers are prepared to have students with special needs in 

their classrooms, they did no t feel prepared to teach these children and it became a 

chall .:nge for them. Avramidis, Bayliss, and Burden (20 1 0) also indicate that teachers 

fac ing challenges in supporting learners with learning difficulties in mainstream 

classrooms have ex isted ever s ince the implementation of inc lus ive education in various 

countries and these cha ll enges could be lack of support from school administrators, lack 

of in-service teache r training, c lass size, collaboration and inadequate time for planning 

(p.53). 

Fuchs (20 I Ob) further argues that despite the fact that learners with learning d ifficu lties 

arc accommodated in mainstream classrooms, their inc lus ion is not fully secured , and it 

is like ly that they may not receive the same attent ion as that accorded to their 

coun terparts (average and above average) in the same classroom. Ngungi's (20 lOb) 

study, which was cond ucted in Kenya, indicated some of the challenges faced by 

teachers in supporting learners with diverse needs in mainstream school as a lack of 

resources, lack or specia list teachers in Inc lusive Educat ion, limited time, inadeq uate 

support and overcrowded c lassrooms. 
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In the Namibian context, the MoE (20 13) also recognizes some of the challenges of 

teaching and learning in mainstream classrooms as an unconducive physical 

environment (school structure), overcrowded classrooms, lack of in-service teacher 

training in Inclusive Education, teachers' atlitudes towards inclusion and a lack of time 

to prepare and render support to learners with diverse needs. [n add ition, in his keynote 

speech at the Namibia Education Conference, Iiyambo (20 II) indicated that some of the 

challenges facing teachers in mainstream schools are lack of understanding and poor 

internalisation of the concept of inclusive education; lack of teachers' support and skills; 

resources, attitudinal and infrastructural barriers as well as inadequate time to plan and 

provide support to all learners in the classroom. 

2.4.1. Teachers' percep tions of inclus ion 

The literatu re has shown that, over the past decades, it was not possible for chi ldren w ith 

learning difficulties to be educated in the same classroom as the average gifted learners 

because the learning pace is d ifferent. According to Topping (20 12,) .. despite all 

learners are required to be taught in the same classroom, some teachers in mainstream 

classrooms display apathy support towards learners with learning difficulties "(p. 24). 

Winter and 0' Raw (20 I 0) suggest that many teachers became less positive and 

experienced anxiety and stress when the schools included learners with learn ing 

difliculties in their classrooms. l ienee, they may resist such inclusion in the belief that 
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their presence may impact adversely on the pass rate. Mackey (20 14) also found that 

teachers demonstrated negative attitudes or perceptions towards adapting the curriculum 

or including learners with barriers to learning in the genera l classroom. Florian, Kamens, 

Laprete and Silostad (20 12) also noted that the way in which learners with learning 

difficu lties are taught has undergone a sign ificant change over the past decade and that 

teachers are faced with increased challenges in supporting such learners in mainst ream 

classrooms. Haihambo (20 l 0) identified the negative attitudes towards specia l 

educational needs as one of the main challenges in developing and expanding successful 

Inclusive Education programs in Namibia. Fuchs (20 10) suggests that the issue of 

teachers' challenges irt mainstream classrooms requ ires close examination so that the 

teachers may be prepared or trained on how to overcome such challenges with in the 

context of classroom management, as well as to improve the implementation of relevant 

strategies on how to provide support to learners with diverse needs through pre-service 

and in-service education. 

2.4.2. Unconducivc phys ica l environment 

Emvu la (2008), llaihambo, February, Brown, and llengari (2009) and Mayumbelo 

(2006) noted that some of the challenges that teachers encountered in the effccti ve 

provision of inclusive educat ion were embedded in actual aspects of the school like an 

unconducive physical environment, overcrowding (class size), inaccessible c lassrooms 
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that do not take cognisance of learners' specia l needs, as well as a lack of both support 

and teaching and learning mate ria ls such as assistive devices. 

2.4.3. [na <.l equa te reso u rces 

[n addition, Eleweke and Rodda (20 ll ) revealed that the biggest teachers' challenge in 

mainstream schools seems to be a lack of resources for organ ising su pport to lea rners 

with learning difficulties in the mainstream schools especially in developing 

countries"(p. 230). The MoE (20 13) in Namibia has noted that a lack of additional 

resources such as computers and other information technology supported learning 

devices for learners with learn ing difficu lties in mainstream c lassrooms may hamper the 

effective implementation of the inclusive education policy. 

2.4.4. lns uflic ient time 

Studies, for example, that of Eleweke and Rodda (20 I I), have shown that teachers are 

inc reasingly required to educate a broad range of learners in the mainstream c lass room 

sell ing, because they sometimes feel that they do not always have sufficient time to plan 

for and support learners with different abiliti es. The gifted lea rne rs may become bored 

when they have to wait for the teacher to attend to the learners with learning difficulties 

because the pace of their learning is different. 
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Dyson and Will ward (20 I 0) also note that teachers face challenges in devoting enough 

time to supporting learners with learning difficulties in mainstream classrooms and that 

has a negative effect on these learners because they suffer from a feeling of being 

discriminated against because they are left unattended and they miss some activities ( p. 

14). 

2.4.5. Lack of in-service education 

The studies conducted by Avramidis, Bayliss and f3urden (20 I 0) surveyed the in -service 

training needs of teachers in mainstream schools and found that there is a need for 

teachers to be trained on a regular basis in order to provide necessary support to learners 

with diverse needs in mainstream classrooms. A number of researchers have found that a 

lack of staff professional development and inadequate training for both novice teachers 

and qualified teachers who are not specialised in inclusive education are the ones who 

mostly experience challenges in supporting learners in mainstream classrooms (Elcweke 

& Rodda, 20llc). 

Zimba, Moster!, Henga ri , I laihambo, Nuugwedha & February, (2007) indicated that the 

majority of teachers in Namibia have very little or no training in the area of specia l 

needs and are thus not in a position to provide the necessary support for learners with 

special needs in mainstream schools. Moreover, Zimba (20 II) contended that one of the 
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ma1n challenges experienced by teachers in implementing inclusive education in 

mainstream schools effectively may be a lack of in-service training on how to provide 

support to learners with diverse needs. Namhadi and van der Westhuizen (20 IS) argue 

that some teachers lacked the necessary ski lls on how to assist learners with diverse 

needs such as learning difficulties, psychosocial disturbances and differences in abil i ties. 

Furthermore, a study conducted by Meister and Melnick (2008) revealed that some 

teachers in mainstream schools had significant concerns about their abi lily to tolerate 

both the learners' diverse behaviours and provide support to all learners in the classroom 

setting (p.l35). Haiten1bu (2014) indicated that teachers who are not trained in Inclusive 

Education often doubt the little knowledge and skills they have for providing support for 

learners with learning difficulties in mainstream education, resulting in a hesitancy on 

their part to support learners effectively. Masenga and Mkandawire (2007) found that 

most untrained teachers lacked the knowledge and skills required to support learners 

with different abilities but that such knowledge may be acqu ired through in-service 

training and capacity building. It is, thus, clear that teacher in-service training and 

development are critical and should not be compromised. 

2.4.6. C lass room size 

The education systems in many African countries arc characterised (Brenner, 20 I 0) by a 

high number of learners per teacher; a practice that is common in previously 
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disadvantaged areas. Studies have shown that large c lassroom size is regarded as one of 

the biggest stumbling block to effective teaching and learning in inclusive seltings. The 

varying range of learners' abilities in an overcrowded c lassroom could prevent teachers 

from providing full support to all learners. 

Bre illing's study (20 17), conducted in Namibia, revealed that both learner" and teachers 

may feel frustrated by the large class sizes where learners with different abilities are 

taught. Teachers may not know how to create a successful learning and teac hing 

environment that meets the needs of all learners and they often have less time to support 

individual learners. 

2.4.7. Learners' different abili ties 

Mixed abil ity classes is a term used to describe classes made up of students with varying 

levels of proficiency. A study by Rieser (20 12) revealed that some of the challenges 

experienced by teachers in supporting learners with learning difficulties in mainstream 

classroom arc learners' different abilities. llowcver, it must be noted that all classes are, 

to some degree, made up of learners who differ in many ways. They have dif'ferent 

strengths, weaknesses and approaches to learning while they may respond differently to 

various teaching methods and classroom practices (Ur, 2009). 
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In addition, 13renner (2008b) noted that teachers may feel frustra ted by the challenges 

they face in their mixed abi lity classrooms while they may also not know how to create 

successful learning and teaching envi ronments that meet the needs of all learners in a 

single class. According to Simanova (20 I 0), teachers lack the knowledge of strategies to 

use in the classroom for a wide range of lea rners' ab ili ty; and teachers who are fam iliar 

with the different ab il ities and needs of thei r learners are much better equipped to meet 

the diverse learning needs of their learners. 

Based on the aforesaid, it is evident that teachers arc experiencing many challenges in 

supporting learners with learning difficulties in mainstream classrooms. A study by 

I laitembu (20 14), which was conducted in Omusati Region, found that teachers are 

overwhelmed by overcrowded classrooms in inclusive schools and this may impact 

adversely on both teaching and learning processes because teachers may not be ab le to 

give attention to all individual learners to cater fo r their diverse needs. 

2.5. Releva nt ins tructiona l s t rategies used by teachers in suppo r t ing lea rners w ith 

lea rn ing d ifficulties in ma ins tream class rooms 

One of the objectives of this study was to identify relevant instructional teaching 

strategies that teachers may use to provide effective support for learners with learning 

difficulties in mainstream classrooms. It was, therefore, deemed imperative to learn from 

the literature the best practices of effecti ve instructional teach ing strategies wh ich 

teachers may use in supporting such learners. 
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Studies have shown that teaching and learning will be effective only if teachers apply 

relevant teaching strategies in order to respond effectively to learners with different 

abi litics. Globally, as Westwood (20 13) cites, there arc numerous instructional strategies 

that arc used by teachers in supporting learners with learning difficulties in mainstream 

classrooms. It is my view that, in many cases, the challenges experienced by teachers in 

mainstream classrooms may be attributed to a lack of awareness on the part of teachers 

about the correct use of adaptive teaching strategies as well as a lack of training in 

inclusive education. These factors are likely to contribute to teachers' failing to provide 

supJJOrl to learners with learning difficulties in mainstream classrooms. 

According to Tomlinson (20 14), the use of instructional strategies such as co-teaching; 

differentiated teaching, individualised teaching and collaborative teaching strategies in 

mainstream classrooms is believed to be relevant, especially in teaching learners with 

different abilities (gifted learners and non-gifted learners) in the same classroom"(p.50). 

Unfortunately, teachers in Namibia do not make usc of such strategies despite their 

relevance to inclusive education. 

Simanova (20 I 0) highlights the following relevant instructional teaching strategies for 

teaching mixed abilities in classrooms in mainstream schools: 

I. Support ive learning environment- it is important to create a supportive learning 

environment in the classroom, where learners feel confident and able to perform to the 

best of their abil ities. 
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2. Classroo m management- by managing thei r classrooms effectively, teachers can 

ensure that learners will be involved as much as possible in the lesson. Class room 

management techniques include organising the classroom layout for maximum learning 

potential , involving all learners and cultivating a positive att itude by giving good 

instructions, using group work, setting time limits and give feedback on each activ ity. 

J. Pace - teachers must be mindful of the pace of the lessons. Teachino a class too • 0 

s lowly or too quickly may lead to boredom and frustration. A teacher must be aware of 

his/her learners' ab ilities and pitch the pace of the lesson accordingly (pp. 4-5). 

2.5. 1. Co-teaching 

Co-teaching may be defined as the partnering of a general education teacher with a 

specia list for the purpose of jointly delivering instruction to lea rners with diverse needs 

in a way that flexibly and deliberately meets their learning needs (Friend & Cook, 201 0). 

Ste in (20 16 ) defined co-teaching as ''the practice of pairing teachers together in a 

classroom to share the responsibilities of planning. instructing and assessing Learners 

and it is often implernented with general and special education teachers paired together 

as part of an initiative to create a more inclusive classroom "(Stein, 20 16 p.8). 

Co-teach ing is commonly used in the USA, after the movement towards inclusion has 

introduced and it has its roots in the individua ls with Disabilities Education Act ( IDEA), 

a fcdcr<~ l law providing ri ghts and protection and ensures th<l t students with disabilities 
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have access to a free and least restrictive environment to the maximum extent of their 

abilities (Morin, n.d). 

In my view, co-teaching is effective when used in a _mixed ability class with knowledge 

and skills being imparted through joint instruction in order to meet the learners' 

individual needs. 

Ferguson, Desjarlais and Meyer (2000) highlighted some of the benefits of co-teac hing 

in inc lusion classrooms include: 

More opportunities for one- on -one interaction between students and teachers leading to 

stronger relationships. 

Students with disabilities have access to the general education curriculum as requ ired by 

law, which includes the classroom community and activities they otherwise wou ld not 

take part in. 

All students can benefit from additional supports, resources and diversity 111 the 

classroom. 

Increased independence for students with disabilities-

Teachers are able to support one another by complementing each other's strengths and 

weaknesses and dividing the wo rk load in the classroom (p. 64). 

In Namibia, it is ev ident that teachers do not use co-teaching strategy because it is 

regard ed as costly in terms of remuneration; hav ing two teachers in one classroom as 

double action. In my view, the re is a need for the implementation of this strategy in 
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Namibian schools because it benefits both teachers and learners with diverse needs 

especially in mainstream classrooms. 

2.5.2. Diffe rentia ted teachin g 

Tom I in son (20 14) describes differentiated instruction as the most wide ly cited and 

visible approach because it reflects a philosophy of teach ing and learning grounded in 

the belief that learn ing, diversity is both inevitable and posi tive characteri sti cs that each 

learner shou ld have equitable access to excellent teaching. 

In differentiated teaching, teachers work daily to reach out to individual learners at their 

varied points of learn ing preference, intellectual capacities, read iness and inte rest. There 

is no right way of teaching effectively in diffe renti ated classrooms and, thus, it is 

incumbent on teachers to find out what matches their teac hing and the learners' 

individual needs. Over the years as an education practitioner in Namibia, the researcher 

of th is study has noticed that teachers tend to rely hcavi ly on teacher-centered lecture 

methods and barely explore other methods such as co-teaching and differentiated 

teaching. Differentiated teaching may thus be a relevant strategy for supporting learners 

with learning difficulties in mainstream c lassrooms. 
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2.5.3. Remedial/compensatory instructiona l teaching 

According to Ministry of Education Learning Support Training Manual (20 I 0) defines 

remedial teaching as an approach or program that was put in place by the Ministry of 

Education in collaboration with NIED in Namibian schools; of which through 

assessment identifies spec ific areas of concerns in learners with learn ing difficulties 

especially in reading, writing, calculations etc. by offering remedial interventions to 

learners with special needs. It later became known as compensatory teaching (p. 17). 

As of recent in Namibia, as per the MoE Sector Policy of Inclusive Education, (20 13), 

the remedial teaching is replaced by Learning Support wh ich is compulsory for all 

schools in all phases. Learning Support is offering an individual learning support to 

learners with spec ial needs in the mainstream classroom and involves planned extra 

support in teaching methods and materials that enable learners with learning difficulties 

to reach essential basic competencies and skills. 

Limbu (2012) indicates remedial instruction improves the ski lls or ability of each learner 

by using techniques such as more practical or clear explanations, repea ting the 

information and devoting more time to working 0 11 specific skill s. For example, a lea rner 

with a low reading level may be given remediation to help him/her reach his/her 

potential. 
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However, teachers in Namibian schools usually employ group work and pair work as 

Learning Support strategies in order to allow slow learners to learn from fast learners. 

2.5.4. [ndividua liscd teaching 

Individualised instruction is one of the teaching strategies that are used in the 

mainstream classroom to respond to learners' individual needs. Limbu (20 12) defines an 

individualised instruction strategy as referring to those classroom practices of teaching 

which recognise the uniqueness of each learner and, thus, provide for adequate guidance 

and support services suited to bring about a wholesome development in the person 

(body, mind and spi rit)(p.26). 

Limbu (20 12) further emphasises that individuali sed instruction is an instructional 

theory that allows teachers to face this challenge by taking diverse learners' factors into 

account when planning and delivering instruction with the ultimatum goal of 

maximising the potential for learners' success. 

13ased on the researcher's observations, it is evident that, teachers in Namibia do not use 

an individualized teaching strategy because of the large number of learners in a class 

which means that the average teacher cannot apply such a method due to the natu re of a 

large classroom. Nevertheless, the researcher fully agrees that individua lised teaching is 
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a relevant strategy that may be used by teachers in supporting learners with learning 

difficulties in mainstream schools to realise their potential. 

2.5.5. Collaborative teaching 

Collaborative teaching is one of the teaching strategies used in inclusive settings 

(Brenner, 2011). It involves the participation of all bodies (stakeholders), namely, 

teacher to teacher, learner to learner and, indeed, teacher to learner and vice versa. 

Brenner (20 II) further indicates that in collaborative teaching, learners deve lop 

autonomy and learn from their peers, rather than always being rei iant on the teacher, 

with learners who collaborate on tasks learning how to compromise and negotiate and 

developing self-evaluation skills. This strategy requires teachers to know their strengths 

and reach out to the ir co lleagues, learners, parents, community members and 

professionals and para-professionals to complement them. 

Based on the above, it would be advisab le for the teachers tn mainstream schools in 

Namibia to use relevam instructional strategies such as co-teaching, peer-teaching, 

individua lised teaching and co ll aborative teaching to meet the learners' individual needs. 

By so doing, teaching and learning can be reali sed for all learners, including those with 

learning difficulties. 
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2.6. C ritica l e le ments for creating inclusive a nd effective schoo l communities 

The MoE (20 13) recommends eight critical elements to ensure the successful 

implementation of inc lusive education and effective school communities. These eight 

strategies recommended by the MoE for effective inc lus ion education inc lude the 

C~ll~ • • • :--. 
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"Strategy I: Integrate the Sector Pol icy on Inclusive Education into all other lega l 

frameworks and policies of the educational sector. 

Strategy 2: Raise awareness of the constitutional right to education and foster attitudina l 

change. 

Strategy 3: Support institutional development by developing human and instructional 

resources. 

Strategy 4: Implement the Nationa l Curriculum for Basic Education to reflect the 

diversity of learning needs of all learners. 

Strategy 5: Widen and develop educational support and services. 

Strategy 6: Develop teacher education and tra ining for paramedics and support staff. 

Strategy 7: Strengthen and widen in-serv ice training for stakeholders. 

Strategy 8: Develop mechan ism for monitoring and evaluating the implementation of the 

Sector Policy on Inclusive Education" (p. 14). 

Th is study adopted the above mentioned strategies to serve as critica l elements of the 

creation of inclus ive and effect ive school communit ies. These eight critical elements 
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will inform the results of thi s study in responding to one of the research questions o n the 

strategies that may be used to mitigate teachers' challenges in supporting learners with 

learning difficulties in mainstream classrooms. These strategies were deemed to be 

relevant to this study for informing teachers about the way in which to create effective 

school commun ities, so that teachers will have better insight into how to keep abreast of 

the challenges they face in supporting these learners. 

The eight strategies are briefly discussed below. 

2.6. l. Strategy!: T he integration of the Sector Policy on lnclusive Ed ucation in to a ll 

other lega l fra mewor ks a nd po licies of the educa tiona l sector 

The Sector Policy on Inclusive Education was implemented in 20 I 3 with the aim of 

ensuring that inc lusive education practices should be released at a ll mainstream schools 

in order to cater for all learners' needs, irrespective of the ir differences. I lowever, the 

study conducted by Breill ing (20 I 7) revealed that despite the Namibian government 

having implemented the Sector Policy on Inc lusive Education in 20 I 3, the majority of 

teachers were s till not aware of such a poli cy at the time of the study. Others were aware 

of it, but had not yet implemented it in their schools. Many schools applied integration 

and ma instreaming as a way of accommodating learners with learning diniculties, whi le 

others s im ply exc luded such learners by advising them to seek admission to 

special/resource schools. There is, therefore, a need to disseminate information on the 
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inclusive education policy to ensure that all stakeholders in the community and school 

levels and in other institutions understand the policy. 

According to the MoE (2013), "the integration of the Sector Policy on [nclusive 

Education in Namibia and its legislation and policies should be implemented and should 

inc I ude, in the first place, the following aspects: 

The arti cu lat ion of Inc lusive Education principles and rights. 

Establishment of procedures and practices that facilitate inclusion throughout the 

education system (e.g. Oexible curricu lum and assessment). 

Provide clear, detailed legislation on class size and staffing norms. 

All relevant education forums should promote the implementation of inclusive education 

at all Namibian schools" (p. 16). 

[t was hoped that this study would inform stakeholders on how to provide management 

support for teachers with regard to class size by clearly stipulating the legislation on 

teacher-learner ratio. It is vital that teachers understand the policy hol istically so that the 

challenges in supporting learners with learning difficulties are minimised. 

2.6.2. Stra tegy 2: Ra ise awareness of th e constitutio nal righ t to educa tio n and fos te r 

a tt itudina l cha nge 

Mackey (20 14) stresses teacher education as a key to the e ff'cct ive implementation of 

inclusive education because this is largely dependent on the atlitudes and ski ll s of the 
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teachers. It is noted that inclusive educat ion may be a challenge if teachers are not 

trained in the inclusive education, discipline and lack an awareness of the constitut ional 

right to education for all. Accordingly, the MoE (20 13) recommends that sensitisation 

workshops, meetings and other gatherings should be organised regularly in order to: 

Develop awareness o r Inclusive Education in the Namibian context. 

AI ign and harmonise language used in addressing educational cha llenges. 

Provide support for all learners. 

Initiate collaboration and involvement of parents and caregivers. 

Engage non-governmental organisations (NGOs) and community-based organisat ions 

(CBO) in the promotion of Inclusive Education" (p. 20). 

It is the recommendation of this study that teachers in mainstream schools should be 

sensitised and well informed about accepting learners' diversity irrespective of their 

differences in mainstream classrooms. In addi ti on, it is incumben t on teachers to foster 

att itudinal change, avoid prej udicing learners and promote inclusion in school 

communities. 
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2.6.3. Strategy 3: Support institutional development by developing human and 

instructiona l resources 

Research indicates that the success of inclusive education depends primaril y on the 

avai lability and quality of the educat ional support that is offe red in mainstream schools 

(Fori in, 20 10). it musr be poimed out that teacher training aione does not change 

practices in schools unless schools and teachers are regularly and continuously 

supported. The MoE (20 13) recommends that careful preparation of a plan to support 

teachers and schools through a range of means is necessary and the necessary resource 

allocation must be secured (p.22). 

This strategy was deemed rel evant to the purposes of this s tudy, because to ensure 

effective teaching and learning in the school communities, teachers must be supported in 

order to provide effective instructiona l strategies to mitigate the cha llenges that teachers 

face in supporting learners with diverse needs in ma instream classrooms. 

2.6.4. Strategy 4: Review the Nationa l C urriculum for Basic Education to reflect 

the divers ity of learning needs o f a ll learners 

According to NIED (20 12) all national curricula for education have to be guided by the 

inclusive education approach. Additiona lly, parents, ch ildren and the school community 
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shou ld accept and appreciate diversity through the media, textbooks, teaching aids and 

educational resources. The MoE (20 13) indicates that the current curriculum advocates 

differentiation and learner centered approaches. Teachers must employ various teaching 

approaches that respond to d iversity and those approaches are powerful tools for 

inclusion (p.25). 

fn addition, it is important to note that teachers must use the current national curriculum. 

This is accommodating and promotes the least restrictive environment in wh ich teachers 

in mainstream schools are able to employ various teaching strategies, such as 

differentiated teaching, when teaching learners with learning difficu lties together with 

their peers without learning difficulties in the same classroom. 

2.6.5. Strategy 5: Widen a nd develop educa tional support services 

The provision of specia l education needs is being reorganised and decentralised, wh ile 

the barriers to teaching and learn ing are constantly be ing addressed. Learning support 

teams shou ld be establ ished at each school and should comprise teachers and other 

professionals who provide assistance to the regular teacher and help chi ldren with 

learn ing and behavioura l difficulties to cope (MoE, 20 13). 
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According to the MoE (20 13), an Individual Learning Support Plans ( l LSP) for learners 

with diverse needs in mainstream schools or an Individual Education Support Plans 

(IESP) for learners who need intensive educational support (in resource schools) should 

have to be developed so that learners can be placed in schools accordingly. The 

UNESCO Salamanca Statement ( 1994) ma intains that support is mandatory in inclusive 

educ3ticn, '.vith a!! !earners needing to be supported in order to reach their maximum 

learning potential. Moreover, if teaching and learning materials are available and 

teachers are supported through various support services, then the teachers' challenges in 

supporting learners with diverse needs are like ly to be min ima l. 

2.6.6. S tra tegy 6: Develop teache r educa tion a nd tra ini ng for para med ics a nd 

su ppor·t s ta ff 

Inclusive education approaches are being introduced and taught in all teacher training 

programs. All teaching staff must be trained in differentiated teaching methods and in 

how to provide learning support. Moreover, Continuous Professional Development 

(CPO) programs in inclusive education for teachers are being devised and provided by 

the Ministry of Educat ion through the NIED and in cooperation with the Univers ity of 

Namibia (UNAM) (MoE, 20 13). 
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The MoE (20 13) further recommends that there is a need to train teachers in inclusive 

education approaches in a way that portrays the values and beliefs of inclusion so that all 

teachers need to have a general understanding of inc lusive practices in the classroom and 

to develop a high level of expertise for dea ling with learners with learning difficulties or 

disabi li ties in mainstream class rooms (p.30). 

2.6.7. Stra tegy 7: Streng then a nd widen in -servi ce tra in ing fo r teachers a nd o ther 

sta keholders 

Studies have shown that in-serv ice education is the most crucia l component of 

Continuous Professional Development (CPO) for both teachers and administrators in the 

inc lusive education setting. In addition, flaihambo, February, Orown, and I lengari 

(2009) suggested that information on inclusive education should be disseminated to both 

novice and experienced teachers through teacher education institutions and in-service 

tra ining. 

lt is noted that teachers who are not trai ned in inc lusive education are likely to 

demonstrate negative attitudes towards inclusion of learners with special needs 111 

rnai nstream classrooms. This concurs with the recommendation by the Mo E (20 13) that 

all teachers need to have a general understanding of inclusive practices in the classroom 

and need to develop a high level of expertise for dealing with learners with learning 
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difficulties and disabilities and that all teaching staff need to be trained in differentiated 

teaching methods and how to provide learning support to all learners (p.30). 
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2.6.8. Strategy 8: Develop mecha nisms for monitoring a nd eva luating the 

implementation o f th e Sector Policy on Inclus ive Education 

The Ministry of Education is in the process of integrating the Sector Policy on Incl usive 

Education into a ll other lega l frameworks and policies of the educational sector. All 

stakeholders concerned are involved in rev ising education legis lation and standards and 

putting systems in place for all relevant ministries and other stakeholders to cooperate on 

Inclusive Education (MoE, 2013). 

ln li ght of the above, thi s study should be guided by the mentioned strategies in order to 

respond to one of the research questions; that is, what strategies should be employed to 

mitigate teachers' challenges in supporting learners with learning difficulties in 

mainstream classrooms. Therefore, the findings of this study will inform all stakeholders 

invo lved in how to implement the Sector Policy on Inclusive Education policy in all 

schools smoothly. Hence, the eight strategies are deemed relevant to this study. 

2.7. S ummary 

In this chapter, the researcher outlined the theoretical framework that underpinned the 

philosophica l assumptions of this study. The chapter a lso d iscussed the o ri gins and 

insights of inclusive educati on and the paradigm shift from segregation and integration 

to inclusion. In this chapter the researcher further reviewed ex isting literature based on 
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studies that were conducted in Namibia and other countries with regard to the challenges 

that are faced by teachers in supporting learners with learning difficulties in mainstream 

classrooms. The relevant strategies used by teachers in supporting learners with diverse 

needs as well as the critical elements for creating inclusive and effective school 

communities were also discussed. 
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CHAPTER T HREE: METHODOLOGY 

3. t Introduction 

[n this chapter, the researcher presents the research methodology that was employed in 

the study. This chapte r discusses the linkage of the theoretical framework of Goldratt's 

Theory of Constraints ( 1995) that underpins the cu rrent study to the qualitative data 

analysis approach that was used in this study. The researcher also indicated in this 

chapter that she initially planned to use the two research instruments namely focus group 

discussion and audio record ing tools; however the participants were not willing to be 

interviewed via the said tools; hence they opted the usc of one-on-one interviews 

without being recorded. This chapter also discusses the research design, population, 

sample and sampling procedures, data collection procedures as we ll as the research 

instruments and the data analysis methods used. Finally, the chapter also discusses 

ethical issues observed in the process of carrying out this research. 

3.2. Resea rch des ig n 

A research design is a plan that directs the way in which the research study will be 

conducted (Kothari, 20 14 ). This study adopted a qual itativc research approach that 

resonates with a qualitative case study design. Qua litative case study des ign was 

employed in o rder to exp lore the challenges faced by teachers in supporting learners 

with learning difficulties in mainstream c lassrooms; by providing them with an 
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opportunity to express their v1ews on the challenges they were expcriencin g m 

supporting such learners. A quali tative case study design (Mertens, 20 l3) is appropriate 

when the research topic warrants exploration in order to develop a complex, detailed 

understanding of the topic in question and when the voices of individuals involved the 

issue at hand will ill uminate such unde rstanding. 

According to Mertens (20 13) many studies of qualitative kind had applied qualitative 

case study design and it has made significant contributions to studies of social prob lems 

or challenges, soc ia l movements, education, hea lth, race and other areas w here 

interactions occur to make meaning to the construction of reality. Hence, qualitative case 

study design was carefully selected to be used in this study and deemed relevant. To be 

specific in this study, the case study involved one pri mary school that had a history of 

integration started way back in early 1990s; and of late the inclusion of learners with 

special needs in mainstream classrooms and that culminated into the uniqueness and 

inqu isitiveness of the case to be studied. 

3.3. Population 

The population for this study consisted of all 18 teachers employed at one school with a 

long history of mainstreaming of learners with learning difliculties. The school was 

purposefully se lected for thi s unique characteristi c. 

49 



3.4. Study sa mple 

In the research's context a sample refers to individuals selected from a population for a 

study (Gay, Mills, &Airasian, 2009, p. ll ). ln this study, all the teachers at the school 

were deemed information-rich and, thus, being suitable respondents to the research 

questions posed in the study. However, from the population of the 18 teachers, only ten 

teachers formed part of the fina l sample because eight of them declined to participate in 

the study. 

3.5. Sampling procedure 

A criterion sampling technique was employed in the study. According to Patton (20 II , 

p. 48), criterion sampling involves picking all subjects (participants) who meet a certain 

criterion and they are picked because they have the same characteristics and arc found in 

the same environmcnl. In this study, criterion sampl ing was employed to select all 

teachers at the target school because they have the same experience of teaching learners 

with learning difficulties at such school. 

The school was se lected with the idea that it had a hi story of integration and 

mainstrcaming as a forerunner of inclusive education and , because of this experience, 

they were ab le to easily adapt to inc lusive education and to ensure cf'fcctivc 
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implementation of the Sector Policy of [nclusive Education (20 13) compared to schools 

that practiced segregation. Therefore, because of the nature of the target school, criterion 

sampling was deemed relevant for the purposes of the study. 

3.6. Research instruments 

As indicated earlier in this chapter, the ideal of this study was to use two instruments to 

collect qualitative data, namely focus group discussion and audio recordings; however 

the participants refused to be interviewed into focus groups because they did not have 

time to be interviewed in groups despite the researcher pleaded permission from them 

beforehand. They have only opted to be interv iewed through one .-on- one interview with 

off recording. Therefore, this study employed one -on- one interviews only with guided 

questions that were asked. The interviews were conducted in English. The researcher 

also took fteld notes at the research site during and after the research-related visits to the 

school. 

A one-on-one interview was used due to its capacity for yielding rich data and provid ing 

immediate feedback. In addition, it a llowed room for issues to be clarified on the side of 

both the interviewees and interviewers. However, one of the disadvantages of one-on­

one interviews was that such interviews are extremely time consuming. 
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3.7. Research procedure 

After the researcher had received an ethical clearance certificate from the University of 

Namibia's (UNAM) Research and Ethics Committee, she sought permission to conduct 

the study from the Permanent Secretary (PS) of the Ministry of Education, Arts and 

Culture. This permission was granted. The researcher also obtained permission from the 

Director of Education, Arts and Culture of the Oshana Education Directorate that 

allowed her to co llect data at the target school. The letter from the Director was also 

copied to the principal of the target school to confirm that the research was being carried 

out with the approval of the Ministry of Education, Arts and Culture at the regional 

level. 

After the researcher had obtained permission from the Regional Director, she went 

personally to meet the principal of the target school and presented the ethical clearance 

certificate and an approval letter from the Regional Director to the school principal. The 

school principal was already aware that she would be conducting a study at the school 

because he had been informed of this by the Inspector of Education responsible for the 

circuit. The principal and the researcher agreed on the dates on which the interviews 

wou ld be conducted because, at the time, the teachers were marking the learners' mid­

year examination scripts. As agreed, the researcher visited the research site on 25 and 26 

May 20 17. 
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As stated earlier, this study was to use both focus group discussion and audio recording, 

however the participants were not willing to be interviewed in groups and refused to be 

audio recorded. Hence the researcher pleaded with them to agree to be in terviewed 

individually (one-on-one interviews), without audio recording to accommodate their 

situation and they all agreed to participate in the one-on-one interview which is one of 

the features of qualitative research and this did not affect the yield of results. 

3.8. Data collection 

The study employed one-on-one interviews to collect the requisite data. As indicated 

earlier the interviews were conducted over for just two days. Prior to each interv iew 

sessions, the researcher introduced herself, stated the purpose of the study and its 

significance and requested the interviewees' consent to interview them. Although, the 

researcher also asked consent from them in order to be audio recorded, the participants 

refused to be audio recorded. Subsequently, the researcher respected the participants' 

rights to partake in or withdraw from the study. 

The interviews were conducted after classes in order to avoid disrupting normal school 

activities. The interview was conducted in English. Each interview session tasted 

between 30 and 45 minutes. The interview guide contained a list of questions on the 

issues to be explained or clarified. There was good cooperation between the researcher 

and the interviewees during the interview sessions. The use of one-on-one interviews 
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provided the researcher with an opportunity to capture information that would be useful 

in developing accurate and credible results (Creswell, 20 13). The requisite data were 

captured and organized through the taking of notes which were transcribed afterwards. 

No audio recordings were made. 

3.9. Data ana lysis 

Hatch (20 12) indicates data analysis is an on-going process in qualitative research. Miles 

and Huberman (20 II) also explain that Qu~litative Data Analysis (QDA) are the ran ge 

of processes and procedures whereby we move from the qualitative data that have been 

collected into some form of explanation, understanding or interpretation of people and 

situation that are investi gated. Therefore, this study employed qualitative data analysis­

approach known as thematic data analysis to analyse data that were obtained from 

transcripts of the one-on- one interviews. Braun and Clarke (20 16) describe Thematic 

analysis as "a widely- used qualitative data analysis method and it is one of cluster 

methods that focus on identifying patterned meaning across datasets" (pp. 77- t 0 t ). 

In addition, data analysis of this study was done in line with the theoretical framework 

of the Goldratt's Theory of Constraints (( !995) that underpinned this study. The 

Goldratt's TOC ( 1995) comprises of five developmental steps in finding a solution or 

panacea for the challenges experienced by individuals in a given institution, in this case 

teachers in mainstream classrooms. The Goldratt's' TOC (1995) five steps are : (I) 
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identify the challenges involved in the process of management, (2) decide how best to 

exploit the challenges, (3) subordinate everything else to the above decisions, (4) 

evaluate the challenges, and (5) remove the challenges and re-evaluate to ascertain 

whether the situation has improved ( p. 202). 

Specifically, the thematic data analysis was used in this study to analyse the data on the 

challenges that are experienced by teachers in supporting learners with learning 

difficulties in mainstream classrooms. The teachers responded to the research questions 

by providing descriptive information on the challenges they were experiencing. The 

researcher then critically analysed the teachers' responses by coding the emerged themes 

in order to make deductive meanings of the reality of inquiry. 

The following are the main themes that emerged from the research questions and 

participants' responses: 

(1) The challenges faced by teachers in supporting learners with learning difficulties 

in mainstream classrooms. 

(2) Relevant instructional strategies used by teachers in supporting learners with 

learning difficulties when taught together with their peers without learning 

difficulties in the same classroom. 

(3) Recommended strategies for mitigating the teachers' challenges when supporting 

learners with learning difficulties in mainstream schools to ensure inclusive and 

effective school communities. 
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While Goldratt's Theory of Constraints ( 1995) argues that the power to adjust the 

constraints is dependent on the individuals' inner strengths, the findings of this study 

indicated that many teachers had the will to inclusion, but they still needed exte rnal 

support in order to be successful in mainstreaming with minimum cha llenges or with 

none, hence the linkage of Goldratt's Theory of Constraints ( 1995) to the data analysis 

of this study. 

The Thematic data analysis was done in the following manner: 

After the researcher had conducted the interviews, the data were transcribed and 

arranged in an orderly way to enable the researcher to make sense of them. The 

researcher read the transcribed data repeatedly to derive meaning from the 

responses. 

This study had adopted Ibrahim's (20 12) steps m analysing data in order to 

develop themes based on the research questions: 

The first step - The researcher read through all the transcriptions carefully 

(transcribed data) and then underlined the meaning of the information 

(transcription). 

• The second step- The researcher read the transcriptions over and over again. 

The third step- The researcher made notes in the margin to form initial codes by 

assigning labels (names) to the themes (coding). 

The fourth step - Descriptive data were generated based on the themes by 

organising the information obtained from the interviewees. 
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• The fifth step - The themes which had emerged were linked to the research 

questions and the participants' responses to derive meaning. 

The final sixth step - The results were interpreted and discussed, and 

recommendations made fo r further research (analysis). 

This process yielded themes and categories based on the interviewees' views on the 

cha llenges faced by teachers in supporting learners with learning difficulties in 

mainstream classrooms. The emergent themes were described in conjunction with their 

related subthemes based on both the research questions and the interview responses. 

Therefore, as it is indicated earlier in this chapter that this study has adopted some of the 

five steps of the of Goldratt's Theory of Constraints ( 1995), based on the three them es 

and their subthemes that emerged from the research questions and the responses of the 

respondents. 

3.10. Research ethics 

[n qualitative research the ethical principles are centered primarily on protecting the 

research participants and are the guiding foundation of research. Ethics may be defined 

as "conforming to the standards of conduct of a given professional group, in essence, it 

is the application of informed moral reasoning founded on a set of moral principles" 

(Braun, Clarke and Virginia, 2007, p. 528). This study observed the ethical 

considerations by seeking ethical clearance from the School of Postgraduate Studies at 
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the Un iversity of Namibia. Furthermore, approval to conduct the study was also sought 

from and granted by the Permanent Secretary of the Ministry of Education, Arts and 

Culture. The permission of the Director of Education, Arts and Culture in Oshana 

Region that was communicated by the Circuit Inspector to the schoo l principal of the 

target school was sought and obtained to collect data in the region concerned. 

This study took cognisance of the critical research ethica l aspects such as confidentia lity 

and anonymity in its process of conduct. Everg reen State Co llege (20 19) indicates the 

terms anonymity and confidentiality are referred to conditions in which the researcher 

knows the identity of research subjects, but takes steps to protect that identity from 

discovered by others to ensure the protection of private information. 

fn this study, the participants' identity was kept confidential and anonymous, meaning 

their responses linked to codes only, for instance the use of code Tl - refers to the 

teacher who is coded with the number 1 (one), but not linked to his or her name. 

Whereas, the name of the target school was also kept anonymous to protect the school 

identity not be known by the public and other readers of this study as one of the schools 

chosen from many. In addition, the interviewees were assured that their names and 

views as well as the name of their school where the study conducted wou ld be protected 

and treated with the highest degree of confidentiality and anonymity. Subsequently, the 

respondents' consent was fully sought from them at the research s ite and they were 

clearl y informed before the interview that their participation in the study was voluntary 
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and that they were, therefore, entitled to withdraw from the study at any time if they so 

wished. 

3.11. Summary 

(n summary, this chapter explained the theoretical framework that underpinned this 

study and its linkage to data analysis of this study. It also discussed the elements of 

research methodology, namely, research design, population, sample, sampling 

procedure, research instruments, research procedures and ethical issues that were used. 
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CHAPTER FOUR: PRESENTATION OF RESULTS 

4. 1. Introduction 

This chapter presents the results that were obtained from the data collection procedures 

as explained in the previous chapter. The results are presented by tirstly, indicating the 

biographic information of the participants and secondly, by providing descriptions and 

detailed information on the challenges faced by teachers in supporting learners with 

learning difficulties when taught together with their peers without learning difficulties in 

the same classroom. The data are presented according to the categories and themes that 

are embodied in a series of subthemes that were generated by the research questions 

posed and the interviewees' responses. 

4.2. Presentation of results regarding biographica l information of the participants 

The table below presents the biographical information derived from the teachers 

(interviewees) with regard to their age, qualifications, number of years of teaching 

experience and the current grade taught at the target school. It is also important to 

mention that, for the purposes of confidentiality and reducing bias, the respondents were 

given codes from T I to T I 0 and their actual names were not used. These codes represent 

the number of teachers interviewed. Thus, the respondents were referred as Tl, 

representing Teacher I; T2 representing Teacher 2, etc. 
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These codes were used throughout the research in order to preserve participants' 

confidentiality and anonymity, as indicated in the preceding chapter. 

Table 4. I: The following Table shows biographical information for teachers 

C haracteristics Category No. of respondents 

l.Age 20-29 I 

30-39 3 

40-49 4 

50 and above 2 

Certi ticate in Education 0 

Diploma in Education 7 
2. Teachers' qua lifica tion 

Degree in Education 2 

Other: BA in Education I 

Master's Degree in Education 0 

0-1 year I 

3. Teaching experience 1-5 3 

5years and more 6 

Pre-primary education I 
4. Grade currently taught 

Grades 1-4 6 
at target school 

Grades 5- 7 3 
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Age 

As indicated in Table I, the age of the interviewees ranged between from 20 and 50 

years and above, with the youngest teacher being 23 years of age and the eldest being 52 

years of age. The majority of the teachers were aged in the range of between 36 and 48 

years. However, only two teachers of those interviewed are in the range of between 50 

and 52 years of age respectively. 

Teachers' qualifications 

The majority of the teachers were holders of a Diploma in Education, whi le two were in 

possession of a Bachelor's Degree in Education. One teacher had a Bachelor of Arts 

(BA) and had majored in English. 

Teaching experience 

Table I ,shows that most of the teachers had five or more years of teaching experiences 

at the target school and that only one had less than one year of teaching experience at the 

time of the interviews. 

Current grade taught 

Again, as indicated in Table I, six of the ten teachers interviewed were teaching grades 1 

to 4 while three teachers were teaching grades 5 to 7.0nly one teacher was teaching the 

pre-grade class at the target school. 
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4.3. Presentation of data derived from one -on- one in terviews 

4.3.1 Presentation of results based on developed themes and subthemes 

The data were obtained from one-on-one interviews and they are presented based on the 

themes and subthemes derived from the research questions and the teachers' responses. 

The following emerged three main themes were developed alongside with their sixteen 

( 16) subthemes namely: 

(I) Challenges faced by teachers in supporting learners with learning difficulties in 

mainstream classrooms. 

(2) Relevant instructional strategies used by teachers in supporting learners with learning 

difficulties when taught together with their peers without learning difficulties in the 

same classroom. 

(3) Recommended strategies for mitigating teachers ' challenges in supporting learners 

with learning difficulties in mainstream schools to ensure inclusive and effective school 

communities. 

Subthemes are discussed under their related themes for instance theme one consists of 

five subthemes, theme two of six subthemes and theme three of five subthemes. 
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The following table illustrates the way in which the three main themes and their sixteen 

( 16) subthemes in total were categorised based on the research questions and the 

teachers' responses. See the following table: 
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Table 4.2: Developed main themes and subthemes 

MAIN THEMES SUBTHEMES 

Theme One: Challenges which teachers face in I Insufficient time 

supporting learners with learning difficulties 2 Lack of in-service training 

3 Learners' varying abilities 

4 Class size 

5 Inadequate resources 

6 Co-teaching 

Theme Two: Relevant instructional strategies used by 7 Differentiated teaching 

teachers in supporting learners with learning difficulties 8 Remedial/compensatory teaching 

9 Individualised/personalised teaching 

I 0 Collaborative teaching 

I I Peer teaching 

T heme Three: Recommended strategies to mitigate 12 Integrate Sector Policy on Inclusive Education 

teachers' challenges in mainstream schools to ensure into other legal frameworks and policies in other 

inclusive and effective school communities educational sector 

13 Raise awareness about constitutional rights, 

attitudinal change 

14 Widen support of institutional development of 

developing human and instructional resources 

15 Expand and develop educational support services 

16 Strengthen and expand in-service training for 

teachers 
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4.4 Presentation of results based on Theme One and its five subthemes: Challenges 

which teachers face in supporting learners with learning difficulties in mainstream 

classrooms 

The responses under this theme were derived from the following interview question. The 

participants' responses are given below: 

Question: What challenges do you experience when teaching learners with learning 

difficulties together with their peers without learning difficulties in mainstream 

classrooms? 

All the ten (1 0) interviewees responded, according to their knowledge and experience of 

teaching learners with learning difficulties alongside with their peers without learning 

difficulties in a mainstream classroom. In their responses they frequently mentioned the 

following aspects as the main chal lenges experienced: 

• Insufficient time 

Lack of teacher in-service education 

• Learners with different abilities in the same classroom - it is a burden 

• Overcrowded classrooms (class size) 

Inadequate resources 

Each of these challenges was discussed in the following sections: 
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4.4.1. Theme One: Subtheme 1- Insufficient time 

Another question based on time management was posed as follows: 

Question: How do you balance your time in giving learners with learning difficulties 

activities to complete and, at the same time, giving activities to fast learners in the same 

classroom so that they all reach the same level? 

In response to this question the interviewees expressed the same views on how they 

balanced time in class.T I clearly stated "it is difficult to manage time effectively when 

teaching learners with learning difficulties alongside their peers without learning 

difficulties in the same classroom because class activities are not completed in the 

timeframe as planned", whi leT6 indicated "it is difficult to balance time when teaching 

fast learners and slow learners in the same classroom and I usually end up not giving 

activities to the whole class as planned because the slow learners are not able to catch 

up within the time allocated". 

Moreover, T5 stated "whatever I plan for my lesson, I would try to consider the learners 

with learning difficulties in the eve1yday lesson. However, it requires a lot of time for me 

to prepare two lessons and, again, whenever I teach in the class I have to repeat and 

repeat again for the slow learners to understand the content of the lesson that requires 

some time for them to grasp. You cannot force a slow learner to be fast; hence time is a 

problem to manage ". TJ noted in this regard" time management is impossible when 
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teaching learners with different abilities in the same classroom because the slow 

learners usually do not complete their tasks; hence some teachers ignore these learners 

with learning difficulties and leave them unattended". 

T4 and T7 echoed the same sentiment that the time requires the planning of two separate 

lessons intended for the fast learners and the slow learners (different abilities) is not 

sufficient, despite all the efforts made. T9 also indicated that it is difficult to provide 

support to learners with learning difficulties in the same classroom with their peers 

without learning difficulties because considerable time is required to prepare and plan 

activities according to the learners' abilities. According to Tl O,"in the current classroom 

situation, a single period lasts for 45 minutes only; and it is difficult to allocate activities 

to all the learners and, at some point, class activities are not always completed, and I 

will end up not giving activities to the slow learners because they cannot catch up in 

such given time. " 

Based on the above, it is evident that time is a major challenge in mainstream schools; 

with eight of the ten teachers interviewed confirmed that time is a barrier to supporting 

learners with learning difficulties when taught together with their peers without learning 

difficulties in the mainstream classroom. 
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4.4.2. Theme One: Subtheme 2- Lack of in-service training for teachers 

Question: Did you receive any in-service training or workshops on inclusive education? 

The responses received to this question were discussed as follows: 

T3 and T8 both informed the researcher that they had not been trained on how to support 

learners with learning difficulties in their teacher education training at the tertiary level. 

T2 also unequivocally indicated "/ did not attend any in-service training or any 

workshops with regard to inclusive education; hence, Jam not able to support learners 

with Learning difficulties in my class". 

T6 expressed the view "/did not get any in-service training; therefore it is difficult for 

me to provide support to learners with learning difficulties especially if there are more 

learners in the class. Obviously I am not able to reach every learner and, hence, in­

service training is really needed in this regard as perhaps it will direct me as how to 

support such learners". 

However, T9 responded in the affirmative by stating ''yes, I was trained in IE while at 

the tertiary level. However, there is a need for in-service training to enhance teaching 

skills because some of my colleagues did not receive any in-service training and this 

resulted in their being unable to support learners with learning difficulties in the same 

classroom with their peers without learning difficulties". T6 mentioned "the Lack of in­

service training with regard to IE is a further challenge because some of us (teachers) 
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do not know how to render support to learners with learning difficulties in the 

classrooms because we were not trained in Inclusive Education". 

It is evident that there is a need for in-service training because six out of the ten teachers 

interviewed indicated that they felt that in-service training was required. Even the 

teacher who had received training in inclusive education suggested that such training 

should be given to the others as well. 

4.4.3. Theme One: Subtheme3- Learners' different abilities 

Question: Please share some of the experiences you have had in teaching learners with 

learning difficulties together with their peers without learning difficulties in mainstream 

classrooms. 

In response to the request for the teachers to share their experiences of teaching learners 

with learning difficulties alongside their peers without learning difficulties in one 

classroom, the interviewees expressed their views and shared their experiences as 

follows: 

Tl had the following to say: "Teaching learners with different abWties is also a 

challenge because one has to prepare one lesson plan that accommodates both slow and 
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fast learners at the same time because learners have different abilities and learn at 

different paces. " 

In addition, T2 indicated "it is challenging to teach learners with di./Jerent abWties 

because it requires teachers to teach according to their level of understanding and this 

could result in the topic of each lesson being repeated over and over again''. 

According to respondent T5, indicated that "teaching learners with varying abilities is 

extremely complex because at some point, fast learners find it so boring when you are 

repeating the topic for two days. They tend to lose interest in the lesson that is being 

presented for the second time, unlike others (slow learners) who see as it is the first time 

for them". In addition, T4 indicated "sometimes, there is no enough time to attend to all 

learners because a single period lasts for 45 minutes only and you have two groups of 

learners with d(fferent abilities doing different activities,· hence it is impossible for slow 

learners to complete activities". Similarl y, T9 responded that "teaching learners of 

different abilities is difficult because fast learners are able to complete their tasks within 

the given time and sometimes disturb others who are stmggling with the activity". 

T7 also indicated that "learners with learning difficulties disturb others by making 

others laugh at them, while fast learners may get bored. It requires a lot of time and 

thorough preparation to ensure that each learner understands the content of the lesson 

or the instruction before one proceeds to the next topic, hence it is a challenge". 
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T5 indicated that "some of the learners with learning difficulties often feel that they are 

being left out because they think the level of the curriculum is too complex for them and 

that they are unable to cope. T9 stated that ''teaching learners with different abilities is 

a challenge because, sometimes, I try to allocate different activities according to their 

abilities and this requires a lot of time to balance and, at some point, the slow learners 

do not finish their tasks because the period is too short". 

lt is evident in this study that based on the eight of the ten interviewees (majority), 

indicated that they experienced various challenges when teaching learners with different 

abilities in mainstream classrooms. 

4.4.4. Theme One: Subtheme 4- Class size 

On the issue of classroom size, the respondents commented as follows: 

T3 indicated that ''overcrowded classrooms hampered the provision of effective support 

for learners with learning difficulties because it is not possible to provide support to all 

learners in a large group and this frustrates many of the teachers in mainstream 

classrooms. ' ' T5 stated that ''the learners' varying abilities increased the teachers· 

workloads because it required teachers to attend to all the learners individually, which 

is usually impossible due to lack of time and the class size." T6 confirmed that 

"teaching learners with diverse needs in a big class is a challenge because it is not 

possible for one teacher to a/lend to all the learners in the class." 
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T7 ind icated that in an overcrowded classroom, teaching wil l only be effective if there 

are two teachers in the class to share the teaching workload (co-teaching). In addition , 

T5 stated that one teacher in an overcrowded class is not able to attend to all the learners 

in class, especially if there are learners with different abilities. T I 0 expressed the same 

sentiment with the comment that "big class size has negative effects on learners with 

different abilities because teachers cannot attend or give the necessary support to each 

learner as required due to time limits and the workload". 

It is clear from the above that one teacher on his own was simply not able to give 

attention to all the learners in an overcrowded classroom. Hence, the teacher-learner 

ratio of 35 of learners per teacher in the primary phase is recommended by the MoE 

(20 12) as per current curricu lum. However, the class size of more than 35 learners in a 

classroom is regarded as too big class and this obviously impacts negatively on teaching 

and learn ing. 

4.4.5. Theme One: Subtheme 5 - Inadequate resources 

The interviewees expressed their views on the lack of teach ing materials in ma instream 

classrooms as a challenge and responded as follows: 

T4 stated in this regard: "/am concerned that many teachers use only textbooks due to a 

lack of other teaching materials such as computers and others alike "; while T7 
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indicated "that the lack of teaching and learning materials hampers effective teaching 

despite learners with learning difficulties learn more through visual teaching materials 

(pictures) for them to grasp. Of the ten teachers interviewed, only two clearly expressed 

their views on the lack of teaching and learning materials, although the majority 

recommended the use of computers in the mainstream classroom to assist learners with 

learning difficulties who learn better through visual activities (pictures). 
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4.5. Presentation of results based on Theme Two and its six subthemes: Relevant 

instructional strategies that are used by teachers in supporting learners with 

learning difficulties in mainstream classrooms 

The findings are presented in accordance with the interviewees' responses to the 

research questions. Therefore the question posed is presented below, followed by the 

responses to the question. 

Question: What strategies do teachers use to support learners with learning difficulties 

and those without learning difficulties in mainstream classrooms? 

The interviewees responded to the question above, stating that they use various 

instructional strategies to support learners with learning difficulties when teaching them 

together with their peers without learning difficulties in the same classroom. The 

following strategies were mentioned during the interviews: 

• Co-teach ing strategy 

• Differentiated teaching 

• Remedial/compensatory teaching 

Individualized/personalized teaching 

• Collaborative teaching 

Peer teaching 

Each ofthese is discussed in detail below. 
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4.5.1. Theme Two: Subtheme 6- Co-teaching 

On the use of a co-teaching strategy by teachers in mainstream classrooms, the 

respondents responded as follows: 

TIO and T7 expressed similar sentiments relating to how difficult it is for one teacher to 

teach both slow learners and fast learners in the same classroom and the fact that it 

tended to increase the workload. They also mentioned that there was not enough time for 

teaching in this way; thus, they recommended the use of co-teaching in mainstream 

classrooms. One of the respondents (T I) clearly indicated that "currently we do not use 

co-teaching in Namibian schools because it is regarded as costly to have two teachers in 

the same classroom at the same time in terms of remunerating them. " Whereas, T4, 

clearly recommended that ''the government of Namibia to allow two teachers in the 

same classroom whereby they teach concurrently (co-teaching) - one teacher should be 

responsible for the slow learners; while the other teacher should be responsible for the 

fast learners so that the learners should be taught at the same time but moving at 

different pace due to varying learning abilities." 

Further, T5 and T8 also recommended that the Ministry of Education, Arts and Culture 

should introduce co-teaching in mainstream classrooms where learners with different 

abilities are taught, in order to relieve the burden placed on the teachers' shoulders due 

to overcrowded classrooms. 
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Based on above it is evident that half of the teachers interviewed suggested the use of 

co-teaching as an effective teaching strategy for supporting learners with different 

abilities in mainstream classrooms. 

4.5.2. Theme Two: Subtheme 7- Differentiated teaching 

According to T3, "if you have learners with different abilities in your classrooms, they 

should be taught according to their abilities, for instance, learners with learning 

difficulties should be taught separately while those learners without learning difficulties 

should be taught in a d{fferent classroom." 

On the other hand, T6 responded that "I used to separate learners based on their 

abilities for instance I give easy tasks or special activities to slow learners and give 

challenging activities to fast learners (differentiated teaching)" while T5 stated that "I 

break learning tasks into series to accommodate learners with learning difficulties by 

placing them in their own group in order to learn at their own pace; while I group those 

learners without learning difficulties in their own group as well because they do their 

activities faster." 

T9 responded that: "I use concrete material during my lesson presentation in order to 

allow learners with learning difficulties to learn by seeing the practical materials when I 

group them separately from the fast learners so that they can recall more easily what 

they have learned in their group" while T I 0 clearly stated that "I separate the learners 
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according to their abilities and give them separate activities according to their level of 

understanding (differentiated teaching) but sometimes the time is always a challenge, 

the tasks cannot be completed as planned". 

In addition, T3 indicated that"/ used to separate learners according to their abilities in 

the classroom; when teaching or setting any examination or test to make sure that I 

include some questions for learners with learning difficulties according to their abilities 

but by so doing, it is time consuming". 

4.5.3 Theme Two: Subtheme 8- Remedial/com pensatory teaching 

All of the ten (I 0) teachers interviewed suggested the use of remedial teaching as a 

relevant strategy for supporting learners with learning difficulties in mainstream 

classrooms. 

Specifically, four teachers expressed similar sentiments regarding the use of 

remedial/compensatory teaching to support slow learners. T4 indicated in this regard 

that "/give slow learners simple classwork to do during the remedial sessions and at 

some point I use one size fits all due to overcrowded classroom and limited lime" . 

T5 and T7 similarly indicated that they give learners with learning difficulties a remedial 

support plan in accordance with the Individual Learning Support Plans (ILSP) developed 

by the MoE in collaboration with NIED (MoE -Learning Support Training Manual, 
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20 I 0). However it is not easy to attend to learners individually due to limited time. 

While, T6 clearly stated in this regard that"/ always intend to provide learning support 

for learners with learning difficulties as remedial support by using one- size- fits all 

strategy due to overcrowded classrooms and equally lack of technical know-how. " 

It is evident in the findings of this study that many teachers lack knowledge on how to 

apply individualized teaching in mainstream classrooms and indeed were not prepared 

for teacher education training or through in-service training. 

4.5.4. Theme Two: Subtheme 9- Individualised versus personalised teaching 

The results of the study revealed that only two of the teachers interviewed indicated that 

they use individualised teaching as a strategy to support learners with learning 

difficulties in the classroom. 

Respondent T7 stated that "! have to give instruction to fast learners first and then I 

have to walk with the group of slow learners to give them individual instruction one by 

one,· however since the class is overcrowded I cannot attend to all learners 

individually". T4 indicated that "Since there are few learners with learning difficulties in 

my class, I am always putting them in one corner and giving them a simple activity to do 
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individually, but lime is always a limiting factor thus I cannot support them individually 

as required." 

On the same note the MoE (20 13) has introduced the intervention support plans known 

as Individual Learner Support Plan (JLSP) specifically to support learners with diverse 

needs in mainstream schools and Individualized Education Support Plans (IESP)for 

learners with severe intellectual impairment which cannot be catered for in Mainstream 

schools; but they are taught in Resource schools only (MoE, 20 13). 

It is clear from the aforesaid that teachers use one- size- fits all strategy in mainstream 

classrooms. In rare instances, they use small groups, pair work and individualized 

methods as remedial teaching, but due to limited time and overcrowded classroom, they 

end up as one- size- fits all strategy. 

In anticipation of the Ministry of Education's (20 13) plan for the effective 

implementation of Sector Policy on Inclusive Education in all schools, learning support 

in mainstream schools is mandatory and teachers should devise various teaching 

strategies in supporting learners' diverse needs. 
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4.5.5. Theme Two: Subtheme 10- Collaborative teaching 

T I clearly stated that "I used to ask my colleagues who were trained in IE to assist me 

on how to handle learners with learning difficulties, because I was not trained, whi le T5 

indicated that ''If I fail to use any strategy to support learners with learning difficulties 

in my class, I always ask my colleague to help me ... networking'. 

In light of the above, only two of the ten respondents indicated that they used 

collaborative teaching when they ask each other as colleagues as to how to handle 

learners with learning difficulties in their classrooms. It was thus evident that the 

majority of teachers were not using collaborative teaching simply because they lack 

skills on how to use such a strategy; although studies have shown that collaborative 

teaching is the best strategy to use in inclusive settings. 

4.5.6 Theme Two: Subtheme 10- Peer teaching 

T5 had the fo llowing to say regarding peer teaching: "I mix learners with learning 

difficulties with the best ones so that they can learn from each other (peer teaching) " 

while T6 stated that "peer teaching is the best strategy to use when teaching learners 

with different abilities because it allows fast learners to teach others and by so doing, 

the slow learners may also benefit from their peers ". 
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In a nutshell, it was evident from the findings of this study that teachers mostly use one­

size- fits all strategy instead of using various teaching strategies that are deemed relevant 

in supporting learners with learning difficulties in mainstream classrooms. Equally, it 

appeared that teachers do not know when and how to use, which instructional strategy 

effectively, hence they are clearly in need of in-service training in this regard. 

4.6. P resentation of results based on T heme Three and its five subthemes: 

Recommended strategies for mitigating teachers' challenges in support ing learners 

with learning difficulties in mainstream schools 

The researcher posed the relevant research question to the respondents and they replied, 

according to their knowledge and understanding about the strategies they recommended 

as effective in mitigating the challenges they face in supporting learners with learning 

difficulties in mainstream classrooms. 

Question: What strategies may be recommended to the Ministry of Education, Arts and 

Culture (MoEAC) for mitigating the challenges teachers face in supporting learners with 

learning difficulties in mainstream classrooms and ensuring inclusive and effective 

school communities? 

The respondents generally concurred with the eight strategies recommended in the 

MoE's Sector Policy on Inclusive Education (20 13) and that were enacted by the MoE 
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for implementation in all Namibian schools. However, the respondents specifically 

highlighted the following five recommended strategies in their responses: 

• Integration of the Sector Policy on Inclusive Education and other legal 

frameworks and policies in other educational sector should be strengthened. 

• Raise awareness of the constitutional rights and attitudinal change to ensure 

inclusive and effective school communities. 

• Widen and develop educational support services. 

• Strengthen and widen in-service training for teachers. 

• Widen Support for Institutional development of developing human and 

instructional resources 

The suggested recommendations are each discussed in detail as follows : 
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4.6.1. Theme Three: Subthemel2- Integra te the Sector Policy on Inclusive 

Education into all other legal frameworks and policies of the educational sector 

With regard to whether the Sector Pol icy on Inclusive Education (20 13) is integrated 

into all Education and all other legal frameworks and policies of the education sector, 

the respondents recommended as follows: 

T I clearly stated that "The Ministry of Education must integrate Sector policy on 

inclusive education into ail other ministries, agencies and other stakeholders involved. " 

T7, T9 and TlO felt the same sentiment that the Ministry of Education, Arts and Culture 

must ensure that all stakeholders concerned must be involved in revising educational 

policies and curriculum and legal frameworks of all educational sector. 

In light of the above, it is evident that there is a need to integrate Sector Policy on 

Inclusive Education Policy into other min istries and stakeholders to ensure joint 

funding arrangements for Inclusive Education and this must be a responsibility for 

everyone; not only for the Ministry of Education as a sole custodian in this regard. 
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4.6.2. Theme Three: Subtheme 13 - Raise awareness of constitutional rights and 

attitudinal change to ensure inclusive and effective school communities 

The respondents expressed the following views on rai sing awareness of constitutional 

rights and attitudinal change to ensure effective school communities: 

According to TJ, "some teachers have a negative altitude towards the inclusion of 

learners with diverse learning needs in mainstream classrooms, hence they need to 

change and understand that inclusive education means including all learners, 

irrespective of any differences". 

T5 recommended that ''teachers and the community at Large need to be informed about 

the constitutional rights in regard to education policies and legislation, for instance the 

Article 20 of the Namibian Cons!Uution, Education .for All (EFA) and the Sector Policy 

on Inclusive Education (2013) that foster inclusion for all to avoid discrimination 

against learners with special needs". 

T7 recommended that "the Ministry of Education must educate teachers and the 

community at large about the policies and acts that are guiding the principles of 

inclusion through workshops, seminars and the media to change negative attitudes 

towards the inclusion of/earners with special needs in mainstream classes so that 

teachers accept diversity". 
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Three of the ten respondents interviewed stressed that all teachers should be educated 

about constitutional rights and an attitudinal change and should be encouraged to accept 

diversity in classrooms and attend to all learners equa lly. 

4.6.3. Theme Three: Subtheme 14- Widen support for institutional development of 

developing human and instructional resources 

Based on the suggestion to widen support for institutional development of developing 

human and instructional resources, the respondents made the fo llowing 

recommendations: 

According to T I, clearly recommended that '·to ensure inclusivity, all schools must 

become inclusive in order to cater learners with diverse needs in mainstream schools, 

while learners with special needs must be taught in Resource Schools such as an Eluwa 

Special School in the region. '' 

T3 and T5 recommended that the Ministry of Education, Arts and Culture should expand 

and improve in frastructure by building more classrooms, to ilet fac ilities, and 

laboratories at all schools to enhance effective teaching and learning materials.T I 0 

simi larly recommended that "more classrooms must be built to avoid overcrowded 

classrooms because teachers are not being able to provide support to individual 

learners in such conditions". 
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Thus, the study found that seven of the ten teachers interviewed recommended that the 

Ministry of Education must develop human and instructional resources and also to 

increase infrastructural resources and teaching materials to support effective teaching 

and learning in mainstream schools. They further indicated that teachers must be fully 

capacitated with relevant skills in order to provide support to learners with diverse needs 

in mainstream classrooms. 

4.6.4. Theme Three: Subtheme 15 - Widen and develop educational support 

services 

With regard to widening and developing educational support services, the respondents 

made the following suggestions: 

T3 recommended that ''teachers need to be supported and there must be a mutual 

cooperation between teachers and school management because the effective 

implementation of inclusive Education cannot be achieved in isolation." T2 and T8 had 

the same idea, stating that there is a need for the government to provide Information 

Communication Technology (ICT) facilities, for instance, each school should be 

provided with computers because learners with learning difficulties learn better through 

audio-visual equipment and through software presentation (PowerPoint). 
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4.6.5. Theme Three: Subtheme 16- Strengthen and widen in-service training for 

teachers 

In terms of a strategy for strengthening and widening in-service training for teachers, all 

the ten (I 0) respondents recommended that there is a need for the Ministry of Education, 

Arts and Culture to strengthen and widen in-service training for teachers in all schools. 

T7 specifically recommended that "teachers must be trained through regular 

information sharing such as seminars, workshops and meetings regarding how to 

provide psychosocial support for learners with special needs and also to be updated on 

curriculum change. 

Generally, Tl, T2, T4, T5, T6, T8 and TlO voiced the need for in-service training 

because some teachers did not receive any background in inclusive education during 

their studies at tertiary institutions. These participants further recommended that teachers 

should participate in continuous professional development and in-service training for 

capacity building. 

Based on the above, it is evident that on-going in-service training is needed for all 

teachers to enable them to keep abreast of advances related to the implementation of the 

Sector Policy on Inclusive Education (20 13) at inclusive schools in Namibia in order to 

support learners with diverse needs effectively. 

88 



4.7. Summary 

This chapter presented the findings of the study based on the main themes and their 

related subthemes that emanated from the research questions and the teachers' 

responses. 

The following main themes were discussed concurrently with their subthemes in detail 

in this chapter namely: 

(I) The challenges faced by teachers in supporting learners with learning difficulties in 

mainstream classrooms. 

(2) Relevant instructional strategies used by teachers in supporting learners with learning 

difficulties when taught together with learners without learning difficulties in the same 

classroom. 

(3) Recommended strategies for mitigating teachers' challenges in supporting learners 

with learning difficulties in mainstream schools to ensure effective school communities. 
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CHAPTER 5: DISCUSSION OF FINDINGS 

5.1. Introduction 

This chapter discusses the results that were presented in the previous chapter and the 

three main themes that emerged from the research questions, namely: the challenges 

faced by teachers in supporting learners with learning difficulties in mainstream 

classrooms; the relevant teaching strategies used by teachers in supporting learners with 

learning difficulties in mainstream classrooms; and the recommended strategies for 

mitigating teachers' challenges in supporting learners with learning difficulties in 

mainstream classrooms to ensure effective school communities. 

The three main themes are discussed in conjunction with their subthemes and the 

respondents' views. The following three research questions guided the study: 

I. What are the challenges faced by teachers in supporting learners with learning 

difficulties in mainstream classrooms? 

2. What strategies do teachers use to support learners with learning di fficulties when 

taught alongside learners without learning difficulties in the same classroom? 

3. What are the recommended strategies for mitigating teachers' challenges m 

supporting learners with learning difficulties in mainstream classrooms to ensure 

effective school communities? 
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5.2. Discussion on the challenges faced by teachers in supporting learners with 

lea rning difficulties in mainstream classrooms 

The findings of the study revealed the following as the most prevalent challenges that 

are experienced by teachers in supporting learners with learning difficulties when they 

are taught together with those learners without learning difficulties in the same 

mainstream- classrooms: 

• lnsu fficient time 

• Lack of teacher in-service education 

• Learners' different abilities 

• Overcrowded classrooms (class size) 

• Inadequate teaching and learning resources. 

Based on the findings, it is evident that teachers do experience challenges in supporting 

learners with diverse needs in mainstream schools. The findings of this study concur 

with those of a study conducted by Ngungi (20 I Ob) in Kenya, which revealed that some 

of the challenges faced by teachers in supporting learners with diverse needs are a lack 

of resources, lack of teacher training, limited time, inadequate support and classroom 

size factors. 

It is thus evident that the challenges faced by teachers in supporting learners with 

diverse needs in mainstream settings are apparent not only in Namibia but in other 
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countries as well. The results of this study were also substantiated by the findings of 

Emvula (2008), Haihambo (2009) and Mayumbelo (2006). These researchers found that 

the challenges faced by teachers in the effective provision of inclusive education are 

embedded in an unconducive physical environment, lack of in-service teacher training 

and professional development, large class size, the curriculum choices available and a 

lack of support, as well as a lack of assistive devices and teaching materials. 

Each of these challenges faced by teachers is discussed in detail below. 

5.2.1. Insufficient time 

The results in relation to insufficient time revealed that most teachers in mainstream 

classrooms are challenged by the time factor because of the limited time available, 

means they are not able to provide support to all learners who need it. This was evident 

in the view expressed by TI 0 that "in the current classroom situation, a single period 

lasts for 45 minutes only; and it is dijjicult to allocate activities to all learners and, at 

some point, class activities are not always completed and I will end up not giving 

activities to the slow learners because they cannot catch up in the given time". 

The results of this study concur with the findings of Eleweke and Rodda (20 12) that 

although teachers are required to educate a broad range of learners in the mainstream 

classroom setting, they sometimes feel that time is not always sufficient to plan and 
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support learners with different abilities. Dyson and Milward (20 I 0), argue that teaching 

learners with learning difficulties in the same classroom together with those learners 

with no learning difficulties in one classroom is indeed a challenge because considerable 

time is required to plan for providing support for all learners at the same time. 

In light of the above, the researcher is convinced that the time factor remains a major 

challenge in supporting learners with learning difficulties in mainstream schools and that 

this factor is not only prevalent in Namibia but in other parts of the world. It is evident 

that learners with learning difficulties can only be supported by teachers who accept 

learners' diversity and this requires commitment and indeed proper training to use 

relevant instructional strategies within allocated time- framework; to enable learners to 

reach their individual ' s potentials. 

5.2.2. Lack of in-service training 

The results of the study revealed that a lack of in-service training, specifically in terms 

of the inclusive education discourse, remains a challenge for teachers. This was evident 

in the following comment made by T I 0, "I did not attend any in-service training or any 

workshop with regard to (IE) inclusive education; hence I am not able to support 

learners with learning difficulties in my class". 
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Based on teachers' qualifications as indicated in the preceding chapter, it would appear 

that because some teachers were not trained in the inclusive education discipline and had 

not even attended any workshops on inclusive education, most teachers lacked 

knowledge on the use of inclusive education strategies. 

The findings of this study further concur with the results of a study conducted in the 

United States, which revealed that "most of education teachers lack an appropriate 

training to educate learners with learning difficulties in mainstream effectively" 

(Hyunjeong et al., 2014, p. 17). The study indicated that although teachers do try to 

accommodate learners with learning difficulties in their classrooms, the challenge 

remains as they lack knowledge and skills on how to provide support for learners with 

diverse needs in general education and sometimes they do not feel fully prepared for 

teaching this category of learners. 

Studies by Avramidis (20 I 0), Masenga and Mkandawire (2007) and Haitembu (20 14) 

found that most untrained teachers lack the knowledge and skills required to support 

learners with different abilities in mainstream classrooms. They further argue that owing 

to a lack of in-service training, teachers are always sceptical about their knowledge and 

skills when it comes to providing effective support for learners with diverse needs. 

In suppo1t of such evidence, a study by Zimba (20 I I) reveals that one of the main 

challenges experienced by teachers in mainstream schools is a lack of in-service training 
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on how to provide suppot1 for learners with diverse needs in inclusive settings. 

Moreover, the MoE (20 13) reported that a lack of teacher pre-service training on 

inclusive education may impede the effective implementation of the Sector Policy on 

Inclusive Education (20 13) in Namibia. 

In light of the above, it is evident in this study that a lack of in-service training in 

Inclusive Education among teachers constitutes a major barrier to effective teaching and 

learning and in the provision of support to learners with diverse needs and this shows as 

a serious concern in mainstream schools in Namibia that requires immediate 

intervention. Therefore, it is evident in this study that teachers need to be provided with 

in-service training and professional development on a regular basis to update their 

professional ski lis. 

5.2.3. Learners' different abilities 

The findings of this study revealed that the varying abi lities among learners is one of the 

challenges experienced by teachers that impede teachers to provide learning support for 

learners with learning difficulties in mainstream classrooms. This was confirmed by T2 

who clearly indicated that "it is challenging to teach learners with different abilities 

because it requires a teacher to teach according to their level of understanding and this 

could result in the topic of each lesson being repeated over and over again". 

Brenner (2008) and Si lverman (20 15) studies also revealed that teachers may feel 

frustrated by the challenges they face in their mixed ability classrooms and they may not 
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know how to create successful learning and teaching environment that meet the needs 

of all learners. In addition, Simanova (20 I 0) clearly states that "most teachers in 

mainstream schools lack the knowledge of us ing effective strategies in supporting 

learners in the classroom for a wide range of ability; only a few teachers who are 

fami liar with managing mixed abilities and they are much better equipped to meet the 

learners' diverse needs" (p. 48). 

The researcher in this study concurs with Simanova's (20 I 0) view that teachers in 

mainstream schools need to be equipped with relevant instructional strategies in order to 

respond to learners with mixed abilities in classrooms and enable them to provide 

effective teaching and learning support to all. 

Based on that, the findings of this study adopted Limbu's (20 12) useful strategies of 

teaching a mixed abili ty class. Limbu (20 12) stresses that: 

Teachers should create supportive learning environments. It is important to create a 

supportive learning environment in the classroom where every learner feels confident 

and able to perform to the best of their abilities (inclusivity). 

• Classroom management - by managing classes effectively teachers can ensure that 

learners will be involved as much as possible in the lesson. 

• Teachers are encouraged to identify essential concepts and instructional focuses to 

ensure all learners understand. 

• Use assessment as a teaching tool to extend and measure instruction through 

observation, questioning, self and peer assessment. 
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• Emphasis and stress more on critical thinking while designing a lesson in order to cater 

for learner's individual needs. 

Engaging all learners is essential; hence we should engage and make learners participate 

in all activities. 

Provide a balance between teacher and assigned learner selected tasks. 

Each learner learns differently, hence needs to be treated as such. 

All learners are talented in different ways and they need to be attended to individually 

(p. 43). 

In this study, the findings revealed that the majority of teachers interviewed indicated 

that they do not know how to manage the classroom with a wide range of learners' 

varying abilities especially in overcrowded classrooms, hence it is a challenge. 

In light of the above, it is clear that the issue of teaching learners with different abil ities 

in overcrowded classrooms should not be overlooked in Namibian schools; because it 

needs qua lified teachers in the field. Moreover, if the teacher is not trained on how to 

manage a class with learners of mixed abilities effectively, hence it is a problem that 

requires immediate interventions. 

5.2.4. Overcrowded classrooms 

The respondents in this study had various views and opinions on the issue of 

overcrowded classrooms in mainstream schools. This was affirmed by (T3) who stated 
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that "overcrowded classrooms hamper effective support to learners with learning 

difficulties because one cannot manage to provide support to all the learners in a larger 

group and thisfrustrates most of the teachers in mainstream classrooms". 

Studies have shown that many African countries are characterized (Brenner, 2008) by a 

high number of learners per teacher - a practice which is common in previously 

disadvantaged areas and that class size (overcrowded classrooms) is regarded as one of 

the biggest obstacles to effective teaching and learning. Studies by Breitling (20 17), 

Zimba, Haihambo and February (2004) and Rieser (20 12)revealed that one of the 

challenges experienced by teachers in supporting learners with mixed abilities in 

mainstream settings is overcrowded classrooms. In such classrooms, teachers are unable 

to provide effective support for learners with diverse needs. 

Haitembu 's (20 14) study also revealed that a varying range of learner abilities in a large 

classroom could result in teachers not being able to provide full support for all learners. 

Moreover, the findings of th is study are in line with those of a study by Breitling (2017) 

who found that teachers may feel frustrated by larger class sizes and this may affect the 

teaching and learning negatively. 

In light of the above, it is evident that the overcrowded classroom has a negative effect 

on the provision of support to learners with learn ing difficulties because the teachers are 

not able to attend to each individual learner as required as a result of their workload 

especially in overcrowded classrooms. 
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5.2.5. Inadequate resou rces 

On the issue of inadequate resources in mainstream schools, the majority of teachers 

interviewed mentioned the lack of teaching and learning materials such as computers 

and other ICT especially in more remote schools as one of the challenges they face. 

T4 clearly stated that ''I am concerned by the fact that many teachers use only textbooks 

in the classroom due to the lack of other teaching materials such as computers and other 

assistive teaching technological devices". Eleweke and Rodda (20 12) also found that 

''the biggest teachers' challenge in mainstream schools seems to be a lack of resources 

for organizing effective support to learners with learning difficulties in mainstream 

schools, especially in developing countries" ( p. 230). 

In add ition, the MoE (20 13) has also noted that lack of resources such as computers and 

other assistive learning devices for learners with special needs can adversely hamper the 

effective implementation of the inclusive education pol icy especially in rural-schools. It 

is anticipated that the equal distribution of teaching and learn ing materials in inclusive 

schools in the country should be realized. 

In light of the above, it is evident that the lack of the use of ICT's equipment such as 

computers, audio-video assistive devices in mainstream classrooms may hamper the 

effective implementation of the inclusive education policy whereby support is 

99 



mandatory for all learners (inclusivity). Therefore, studies have shown that learners 

with learning difficulties learn better through visual presentations such as power- point 

presentation rather than through lecture and rote -learning in a conventional classroom. 
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5.3. Discussion on relevant instructional strategies used by teachers in supporting 

learners with learning difficulties in mainstream classrooms 

On the issue of the relevant instructional strategies identified that may be used by 

teachers in supporting learners with learning difficulties; the findings of this study 

revealed that the majority of teachers interviewed used only one-size- fits all strategy in 

mainstream classrooms. 

The results of this study further revealed that since teachers are always fatigued by 

teaching learners with mixed abi lities in overcrowded mainstream classrooms, they 

suggested the use of co-teaching to be introduced in Namibia; although it is regarded as 

costly in terms of remunerating two teachers per class. The respondents indicated that 

co-teaching would be of great help to have two teachers to teach parallel in an 

overcrowded classroom to ease the burden of single handed teacher which is currently 

happening in Namibia. 

Further, the results of this study revealed that most of the teachers interviewed do not 

know how to use other relevant teaching strategies used in inclusive settings in 

supporting learners with learning difficulties. The majority of teachers in general 

education in Namibia are only used to a renowned one -size- fits all teaching strategy, 

even if they are teaching learners with varying abilities in one classroom. Hence, one -
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size- fits all strategy has been used in a traditional classroom; which is not relevant in 

inclusive settings. 

Therefore, this study has adopted some of the relevant strategies used by some countries 

that had implemented an inclusive education policy before and these strategies deemed 

as relevant in supporting learners with diverse needs in mainstream classrooms. These 

are: 

Co-teaching 

• Differentiated teaching 

• Remedial/compensatory support 

• Individualization 

Collaborative teaching 

Peer teaching 

Each ofthese instructional strategies is discussed in detail below. 

5.3.1. Co-teaching 

Studies have shown that many countries such as Finland, USA and England had used co­

teaching in inclusive settings and regarded as convenient in mainstreaming. 

The findings of this study revealed that most of the teachers interviewed indicated that 

they do not use co-teaching strategy in Namibian schools because it is regarded as costly 

by having two teachers do teach parallel in one classroom; in terms of remuneration of 
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both teachers (double action) rather than remunerating for only one teacher per class. As 

a result, most of teachers in Namibia use only one-size- fits all (lecture), even in 

inclusive schools where learners with diverse needs are taught in mainstream 

classrooms. This is asserted by one of the respondents (T4) who clearly indicated that 

"we appeal to the government ofNamibia to allow two teachers teaching synchronously 

in one classroom whereby - one teacher should be responsible for the slow learners 

while the other teacher should be responsible for the fast learners." 

Further, T5 and T8 al so recommended that although co-teaching is regarded as costly in 

Namibia, the Ministry of Education, Arts and Culture should introduce it in mainstream 

classrooms where learners with different abilities are taught, in order to relieve the 

burden placed on single handed teachers in one overcrowded classroom. 

It is evident that despite the fact that co- teaching is receiving attention in some countries 

in the world, it is not yet implemented Namibia hence there is a need to be introduced in 

inclusive schools. 

Studies have shown that the principle of co-teaching is to pair teachers together as part 

of an initiative to create more inclusive classroom to share the workload in the 

classroom and this benefit both teachers and learners. Rosen (2007) argues that although 

co-teaching received momentum in the field of inclusive education recently, it is not a 

panacea for the effective teaching of learners with different abilities. It holds greater 
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promise if applied by qualified teachers in that field through effective collaboration and 

mutual understanding between teachers and individual learners; otherwise if not so, it 

could be a mere action without tangible results"(p.l74). 

Some studies argue in many countries that had implemented inclusive education system; 

they regarded co-teaching as favourable in mainstream classrooms. Friend and Cook 

(20 10) indicate that co-teaching is effective when used in a mixed ability class where 

knowledge and skills are imparted through joint instruction to ensure that the learners ' 

individual needs are met. 

ln addition, Stein (20 16), Ferguson, Desjarlais, and Meyer (2000) highlighted some of 

the key benefits of co-teaching in an inclusion classroom include: 

lt allows students to benefit from the shared support and resources 

• Increase students ' attention 

• Improve students' performance 

• Shared expertise among teachers 

• Building camaraderie and dividing the workload in the classroom 

• Increase independence for students with learning difficulties 

Teachers are able to support one another by complementing each other's strengths and 

weaknesses 

It develops stronger and creative lesson due to teachers' sharing plan processes with 

each other. 
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In light of the above; it is evident that there is a need to introduce co-teaching strategy in 

inclusive schools in Namibia in order to respond to the learners' diverse needs to urge 

stakeholders in education to emulate the aforesaid benefits of co-teaching that were 

outlined by Stein (20 16), Ferguson, Desjarlais, and Meyer (2000) to serve as hallmarks 

to be emulated in Namibia. 

5.3.2. Differentiated teaching 

Tomlinson (20 14) defines differentiated instruction as the process of"ensuring that what 

a learner learns should demonstrate how he or she learns and teachers can differentiate 

through content, process, product and learning environment based on the individual 

learner"(p.32). 

The results of this study revealed that some of the teachers used differentiated teaching 

without knowledge on how to apply it correctly. According to Tl 0, stated that ''I 

separate the learners according to their learning abilities and give them separate 

activities according to their individual level of understanding (differentiated) teaching 

but it is not always easy to manage because of limited time. One of the respondents (T4) 

also affirms that "/ always allocate tasks to a group of fast learners and also to a group 

of slow learners to learn at their pace; however the group of slow learners never 

complete their task as required hence it is really difficult to support them. " 
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In addition, Limbu (20 12) indicates differentiated teaching is the instructional theory 

that allows teachers to structure the learning environment in such a way that it addresses 

the variety of learning styles and interests of diverse learners in a classroom setting. 

Based on the aforesaid, the researcher of this study concluded that although 

differentiated teaching has gained momentum in education settings globally; teachers in 

Namibia do lack knowledge on how to apply this strategy effectively in terms of content, 

process and interest. Hence, there is a need for teachers to be trained on how to use 

differentiated teaching strategy effectively in inclusive schools in Namibia. 

5.3.3. Remedial/compensatory teaching 

On the question about the strategies that the interviewees used to support learners with 

learning difficulties in the classroom, the results of this study revealed that, because of 

the overcrowded classrooms, the majority of the respondents used a mainly 

remedial/compensatory teaching strategy as a "one-s ize-tits all" (teacher centered or 

lecture method) approach to support learners with learning difficulties in mainstream 

classrooms instead of individualized teaching strategy. 

Owing to the limited time available and the overcrowded classroom's conditions, 

teachers are always not be able to provide effective remedial-teaching that was 

introduced by the Ministry of Education in Namibia known as Individual Learning 

Support plans. Provision of learning support is mandatory in Namibian schools as per 
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MoE (20 13). Hence, the use of a one-size-fits-all by teachers in mainstream classrooms 

to be regarded as the way of providing remedies for learners with diverse needs in 

mainstream classrooms is pointless; and this can seriously disadvantage learners with 

learning difficulties in particular. 

It was further revealed that other relevant teaching strategies including differentiated and 

individualized teaching strategies are not commonly used in mainstream classrooms in 

Namibia. 

5.3.4 .Individua lised versus personalised teaching 

The results of this study revealed that the majority of teachers cannot use individualized 

teaching strategy due to overcrowded classrooms. Although individualized strategy is 

relevant to support learners with diverse needs and thus had to be addressed 

individually, teachers lack knowledge on how to use individualized teaching effectively 

in mainstream classrooms. It is evident from these findings that in many cases, teachers 

tend to opt for the one-size-fits-all strategy instead of individualized strategy that does 

respond to learners ' diverse needs. 

In anticipating this challenge, the Ministry of Education in Namibia in collaboration 

with NIED had developed a Teacher Learning Support Manual (20 I 0) as intervention 

support plans known as Indi vidual Learning Support Plans (ILSP) and Individual 

Education Support plans (lESPs). The ILSPs are specifically meant to support learners 

107 



with diverse needs in mainstream schools, while IESPs is intended to support learners 

with severe intellectual impairment who cannot be catered for in mainstream schools but 

are taught in Resource Schools (MoE- Teacher Learning Support Manual, 20 I 0, p. 17). 

In contrary, although individualized teaching strategy is regarded as relevant in inclusive 

settings, Tomlinson (2014) identified three main constraints to the use of individualized 

teaching in mainstream classrooms, namely: 

(I) Time constraints- teachers could work better if they had longer blocks of time to 

spend with students in the class. 

(2) Class size and work load are the biggest constraints. 

(3) Teacher's unskilled and preparedness - lack of knowledge and unpreparedness on 

how to use individualised instruction could serve as a serious obstacle to individualising 

instruction in the classroom. 

In light of the above, it is evident that teachers in Namibia lack knowledge on how to 

use individualized teaching in mainstream classrooms; despite the fact that the Ministry 

of Education had introduced mandatory support plans such as ILSP and IESP in 

mainstream classrooms. However, teachers usually opted for one -size- fits all strategy 

due to time and overcrowded classroom factors. 

Therefore, individualized teaching will only be effective if teachers take cognizance of 

the fact that this strategy requires proper planning by skilled teachers to use it properly 

and if it is not well planned, it becomes a challenge in itself. 
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5.3.5. Collaborative teaching 

The results of this study revealed that only two out of the ten teachers interviewed (TI 

and T2) indicated that they used collaborative teaching in supporting learners with 

learning difficulties in mainstream classrooms by using scenarios without knowing 

exactly which method they are referring to. 

T I clearly stated that "/used to ask my colleague as how to provide learning support for 

learners with learning difficulties in my classrooms." In addition, T2 indicated that "if I 

get stuck in how to handle learners with mixed abilities in my classroom,· I usually 

consult my colleague who is trained in IE. " 

According to Rosen (2007), inclusive education is always successful if there is sound 

collaboration between the teachers themselves and other stakeholders in order to ensure 

good partnerships in education. 

In light of the above, it is evident from the findings of this study that the majority of 

teachers lacked skills in the use of collaborative teaching in supporting learners with 

learning difficulties in mainstream classrooms. Nevertheless, teachers should share 

expertise and emulate others through collaboration in the event there is a gap in teaching 

skills. 
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5.3.6. Peer teaching 

The findings of this study revealed only TS indicated the use of peer teaching in 

supporting learners with learning difficulties in mainstream classrooms by giving the 

following scenarios: "/sometimes mix learners with learning difficulties with the best 

ones in one group so that fast learners teach slow learners. " 

In view of the above it is evident that the majority of teachers do not believe in peer 

teaching to support learners with learning difficulties in mainstream classroom despite it 

is regarded as one of the relevant strategy in inclusive settings. 

The researcher in this study came to the conclusion that it appears that the majority of 

teachers opted only the use of a one-size-fits all strategy, which is not responding to the 

learners' diverse needs in mainstream classrooms. It is, therefore, advisable for the 

teachers in Namibia to follow Limbu's (20 12) useful strategies in teaching a mixed 

abi lities classroom by using relevant teaching strategies such as co-teaching and 

individualized teaching etc. 

Furthermore, the Ministry of Education, Arts and Culture should provide in-service 

training for teachers on how and when to use relevant teaching strategies that are 

practical , providing clear explanations, seeking relevant information and devoting more 

time to working on specific skills required for teaching learners with diverse needs in 

mainstream classrooms to ensure effective teaching and learning. 
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5.4. Discussion on recommended strategies fo r mitigating teachers' challenges in 

supporting learners with learning difficulties in mainstream classrooms 

The results of this study revealed that the respondents had recommended various 

strategies that may mitigate teachers' challenges in supporting learners with learning 

difficulties in mainstream classroom to ensure inclusive and effective school 

communities. It is interesting to note that the respondents recommended five strategies 

that were similar to those of the MoE (20 13). They stated that they found these strategies 

effective in mitigating the challenges faced by teachers in supporting learners with 

learning difficulties in particular, and when rolling out the smooth implementation of 

Inclusive Education policy in general. 

The recommended five strategies are as follows: 

The integration and implementation of the Sector Policy on Inclusive Education 

in all educational sector and schools. 

• Raise awareness of constitutional rights and attitudinal change to ensure 

inclusive and effective school communities. 

Support of institutional development by human and instructional resources. 

• Widen and develop educational support services. 

Strengthen and widen in-service training for teachers. 

Each strategy is discussed as follows: 
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5.4.1. The integration and implementation of the Sector Policy on Inclusive 

Education into all other legal frameworks and policies of Educational sector to be 

strengthened. 

According to MoE (20 13) with regard to the advocacy of the integration of the Sector 

Policy on Inclusive Education and its legislation and policies into the entire education 

sector and the articulation of Education principles and rights at all levels; it has led to: 

• "The establishment of procedures and practices that facilitate inclusion throughout the 

education system (e, g flexible curriculum and assessment). 

• The provision of clear, detailed legislation on class size and staffing norms. 

All relevant education forums should promote the implementation of inclusive education 

at all Namibian schools" (p. I). 

Therefore, it is imperative that teachers must fully understand the integration of the 

Sector Policy on Inclusive Education and its legislation, and policies into the entire 

educational sector and stakeholders, including schools; and funding for education should 

be a responsibility of all parties involved. Therefore, the respondents of this study 

recommended that the key role players in education, especially at management level; 

should support teachers taking cognizance of the fact that the issue of teacher -learner 

ratio and staffing norms should be adhered to as stipulated above to avoid overcrowded 

classroom. 
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5.4.2. Raise awareness of constitutiona l rights and attitudinal change to ensure 

effect ive school communit ies. 

According to the respondents, they recommended teachers in mainstream must be 

sensitized and well informed about the rights to education for all chi ldren irrespective of 

race, gender and disabilities so that teachers can embrace diversity in inclusive 

classrooms. Further, the respondents indicated that it is indeed obl igatory on teachers to 

foster attitudinal change and avoid prejudicing learners, but promote inclusion as 

stipulated in Article 20 of the Namibian constitution and Education for All as per MoE 

(20 13). 

5.4.3. Support of institu tional development by developing human and instructional 

resources. 

Forlin (2010) indicates the success of inclusive education depends on the available 

infrastructural resources, human and instructional resources as well as the quality of the 

educational support in mainstream schools in general. According to the respondents, 

they recommended that in-service training, especially in inclusive education should be 

provided by the M inistry of Education, Arts and Culture to all teachers in inclusive 

schools through regular workshops and seminars for human capacity building to enhance 

teaching skil ls. They further recommended that enough classrooms should be built to 

avoid overcrowding and that all schools must be inclusive while special schools must 
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become resource schools. All in all, resources must be equally distributed in all schools, 

especially in remote areas to ensure inclusivity. 

5.4.4. Widen and develop educational suppor t services 

UNESCO ( 1994) indicates support of inclusive education is mandatory, with teachers 

need to be supported from management level to provide necessary teaching and learning 

materials, and equally, all learners need to be supported in classrooms in order to reach 

their maximum potentials. Every child is unique and needs to be fully supported. 

As Josua (20 13) states, the school management plays an important role in ensuring that 

the school environment is safe; and by so doing teachers are supported through extrinsic 

motivation. Therefore, it is important to note that if teaching and learning materials are 

avai lable and teachers are trained or capacitated to use relevant instructional strategies 

effectively in inclusive settings, then teachers' challenges in supporting learners with 

diverse needs are likely to be insignificant. 

5.4.5. Strengthen a nd widen in-service training for teachers 

The results of this study concur with Haihambo, February, Brown and Hengari (2009) 

and suggest information on inclusive education should be disseminated to both novice 

and experienced teachers through teacher education training institution and in-service 

training. The respondents of this study even recommended there is a need for in-service 

training, especially in the inclusive education discourse and principles that should be 
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provided to all teachers in inclusive schools to enable them keeping abreast with 

inclusivity and accept diversity holistically. 

Based on the respondents' views by outlining five recommended strategies, it is 

anticipated that if those recommended strategies are implemented effectively in all 

inclusive schools, the chal lenges faced by teachers in mainstream schools currently 

could be the thing of the past. Finally, the researcher of this study also concurs with the 

respondents' views in this regard. 

5.5. Summary 

This chapter briefly discussed the findings on the themes that emanated from the 

research questions and the respondents' views. The themes were then discussed in 

conjunction with their related subthemes. The discussion in this chapter focused on the 

following aspects: the challenges faced by teachers in supporting learners with learning 

difficulties in mainstream classrooms; relevant teaching strategies used by teachers in 

supporting learners with learning difficulties in mainstream classrooms; and 

recommended strategies for mitigating teachers' challenges in suppoiting learners with 

learning difficulties in mainstream classrooms to ensure effective school communities. 

Subsequently, the findings of the study were supported by evidence from relevant 

literature and the researcher's own point of view. 

115 



CHAPTER SIX: SUMMARY, RECOMMENDATIONS AND CONCLUSIONS 

6.1. SUMMARY OF T HE STUDY 

This chapter summarises the overview of the research elements and findings that were 

presented in the preceding chapters. 

The study is of qualitative research approach and qualitative case study design was 

employed because it was deemed relevant to the nature of qualitative approach and the 

topic of the study. Criterion sampling was employed to select all teachers at the target 

school because they have the same experience of teaching learners with learning 

difficulties at such school. The school was selected among others as a sample, with the 

idea that it had a history of integration and mainstreaming and as a forerunner of 

implementation of inclusive education in the region and because of this experience, 

teachers were taken to participate in the study in anticipation that they are able to easily 

adapt to inclusivity. Out of 18 teachers at the target school, only I 0 teachers were 

willing to partake in the study, the study aimed to use both one- on-one interviews and 

audio recording, but they opted to be interviewed through one- on- one interview only 

without any audio recording due to the confidentiality. 

Data was analysed through the use of thematic data analysis. Thematic data analysis of 

this study was done in line with the theoretical framework of the Goldratt 's TOC ( 1995) 

that underpinned this study that comprises of five developmental steps to serve as 
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hallmarks in finding a solution or panacea for the challenges experienced by teachers in 

mainstream classrooms. Goldratt's Theory of constraints ( 1995) consists of five steps, 

namely (I) identify the challenges involved in the process of management, (2) decide 

how best to exploit the challenges, (3) subordinate everything else to the above 

decisions, (4) evaluate the challenges, and (5) remove the challenges and re-evaluate to 

ascertain whether the situation has improved (Goldratt, 1995, p. 202). 

Therefore, this study has adopted some of the five steps of the of Goldratt's Theory of 

Constraints ( 1995), to serve also as a yardstick to develop the three main themes that 

emerged from the research questions and the responses of the in terviewees. 

The following are the main three themes that emerged from the research questions and 

participants' responses: 

(1) The challenges faced by teachers in supporting learners with learning difficulties in 

mainstream classrooms. (2) Relevant instructional strategies used by teachers in 

supporting learners with learning difficulties when taught together with their peers 

without learning difficulties in the same classroom.(3) Recommended strategies for 

mitigating the teachers' challenges when supporting learners with learning difficulties in 

mainstream schools. 

While Goldratt's Theory of Constraints ( 1995) argues that the power to adjust the 

constraints is dependent on the individuals' intrinsic, the findings of this study indicate 

that many teachers had the determination, but they still needed external driving supp011 
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from management level in order to support learners successful in mainstreaming with 

minimum challenges, if none. It is hoped that the results of this study will inform 

stakeholders in education to take cognisance of the recommended eight strategies of the 

Sector Policy on Inclusive Education by Ministry of Education to serve as yardsticks in 

addressing teachers' challenges in inclusive schools. 
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6.2. SUMMARY OF THE FINDINGS 

6.2.1. The challenges that teachers face in supporting learners with learning 

difficulties in mainstream classrooms 

The findings of the study revealed that teachers in mainstream schools face numerous 

challenges in supporting learners with learning difficulties when teaching them in the 

same classrooms as their peers without learning difficulties. The following challenges 

that emerged from the findings, which are deemed to be among the most serious, as they 

were identified by the teachers during the interviews: 

• Insufficient time 

• Lack ofteacher in-service training 

• Learners' different ab ilities 

• Overcrowded classrooms (class size) 

Inadequate teaching and learning resources 

Studies, for example, that of Fuchs (20 I O),on the challenges teachers face in supporting 

learners with diverse needs in inclusive schools also have themes such as (I) negative 

attitudes on the part of teachers, (2) unconducive physical environment, (3) lack of 

administrative support, (4) lack of teacher support to learners with learning difficu lties, 

(5) lack of teacher in-service education programs, and (6) a lack of time in which to 

plan(Fuchs, 20 I 0, p. 48). 
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Studies have also found that a lack of staff professional development and inadequate 

training for both novice and qualified teachers, who have not specialized in inclusive 

education, it means that they are likely to experience challenges in supporting learners 

with diverse needs in mainstream classrooms (Eieweke & Rodda, 20 I 0). 

The researcher in this study is convinced that, particularly if teachers are not trained in 

the principles of inclusive education at the tertiary level, there is an urgent need for on­

going in-service training to equip both novice and experienced teachers with sound 

knowledge and skills on how to manage teaching and learning effectively in classrooms 

with diverse learners. 

Moreover, Zimba, Haihambo and February (2004) and Josua (20 13) also indicated that 

the majority of teachers in Namibia have very little or no training in the area of special 

needs education. Thus, they are not equipped to provide the necessary support for 

learners with special needs in regular schools. While the above-mentioned study was 

conducted more than fifteen years before this study, the status quo remains. 

The findings of the current study have revealed that teachers in mainstream schools are 

continuing to experience challenges in supporting learners with diverse needs and that 

this may impact adversely on the effective implementation of the Namibian Sector 

Policy on Inclusive Education (20 13) at inclusive schools. Thus, the problem requires 

immediate interventions. 
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Based on the above discussion, the researcher of this study argues that, in as much as the 

status quo regarding the challenges that teachers face in supporting learners with 

learning difficulties in mainstream schools remains without radical intervention, it is 

obvious that these challenges are the result of many embedded factors. 

Firstly, if teachers do not receive proper orientation in inclusive educational discourse, 

through on-going in-service training, they will not be able to provide support to all 

learners in inclusive classrooms. Secondly, if the teacher-learner ratio, as stipulated in 

the Namibian Education Act 16 of 200 I, that is,35 learners per teacher in the primary 

phase, if it is clearly not being adhered to; overcrowded classrooms may still remain. 

The findings of this study revealed that a teacher-learner ratio as seen at the target school 

of 43 learners per teacher during the interview, thus implying that overcrowded 

classrooms may hamper effective time management; because it is not possible for 

teachers to provide support for all individual learners in such conditions due to their 

excessive workload. 
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6.2.2. Recommended r elevant instructional stra tegies to be used by teachers in 

support ing learners with lea rning difficulties in mainstr eam classrooms 

Studies have shown that the following instructional strategies were identified by the 

teachers in some countries as relevant in supporting learners with learning difficulties in 

mainstream classrooms: 

• Co-teaching strategy 

Differentiated teaching 

Remedial/compensatory support 

• lndividualisation 

• Collaborative teaching 

Peer teaching 

The researcher in this study agrees with Brenner (2008) that the use of various 

instructional teaching strategies by professional teachers within the inclusive education 

system is imperative because they share knowledge and create innovative options that 

are responsive to learners with diverse needs in mainstream settings. Thus, it is clearly 

incumbent on teachers to collaborate and network to share their knowledge and skills on 

how to support learners with learning difficul ties. In-service training in specific 

strategies is an ideal solution. 
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In light of the above and judging from the respondents' views regarding the use of 

relevant strategies, the researcher in this study identified a gap in the teachers' 

knowledge of the use of relevant strategies m supporting learners with learning 

difficulties in the mainstream classroom. 

Firstly, not all teachers possesses the technical expertise required to use the relevant 

instructional strategies effectively as they are meant to be used due to other factors such 

a lack of time management in which one has to complete a task. 

Secondly, overcrowded classroom is a barrier in itself and the novice teacher is obvious 

cannot be able to use, for example, individualization teaching strategy in a mainstream 

classroom due to the class size (inability to reach all learners). 

Thirdly, being unschooled teacher specifically on how to use a specific relevant strategy 

in overcrowded classroom, the majority of the teachers were opting to use a one-size­

fits-all approach that ultimately, does not meet the individual needs and aspirations of all 

learners. 

Fourthly, even ifteachers are trained to use relevant instructional strategies in supporting 

learners with learning difficulties in mainstream classrooms; yet they are not using such 

strategies effectively, their teaching will remain pointless and time wasting, leading to 

frustrations on the teachers' part; hence, the challenges repeat themselves. 

Therefore, each instructional strategy is only relevant if it is used by skilled teachers 

effectively at the right time and in the right place. Therefore, solutions to such 
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challenges must be sought through drastic interventions such as regular in-service 

training and staff development. 

6.2.3. Recommended stra tegies to mitigate teachers' challenges in mainstream 

schools to ensure inclusive and effective school communities 

The results of this study revealed that the respondents had recommended five strategies 

that are similar to those mentioned by the MoE (2013). 

The five suggested strategies include: 

The integration and implementation of the Sector Policy on Inclusive Education and 

other legal frameworks and policies into all educational sector and school communities 

must be realized. 

Raise the awareness of constitutional rights and attitudinal change to ensure inclusive 

and effective school communities. 

• Widen and develop educational support services. 

Widen the support of institutional development of developing human and instructional 

resources. 

• Strengthen and widen in-service training for teachers. 

Based on the findings of this study, it is evident that there is a need to sensitise and 

mobilise teachers to be aware of the critical elements, as they highlighted them above, to 

ensure effective school communities at al l Namibian schools. This may also facilitate 

and enhance the smooth implementation of the inclusive education policy in Namibia. 
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MoE (20 13) advocated the integration of the Sector Policy on Inclusive Education and 

its legislation and policies into the entire educational sector and the articulation of 

Inclusive Education principles and rights at all levels of education through the: 

• "Establishment of procedures and practices that facilitate inclusion throughout the 

education system (e.g. flexible curriculum and assessment). 

• Provide clear, detailed legislation on class size and staffing norms. 

• All relevant education forums should promote the implementation of Inclusive education 

at all Namibian schools, (p. I). 

The researcher of this study concluded that if the recommended strategies are 

implemented effectively, this will assist in overcoming the challenges faced by teachers 

in mainstream schools completely, and inclusive and effective school communities will 

be realised holistically. 
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6.3. RECOMMENDATIONS 

The teachers who participated in the study made the following overall recommendations: 

The MoEAC should implement the Sector policy on Inclusive Education at all schools 

effectively. At the time of the study, several schools had not implemented the policy, 

and this was one of the reasons why teachers were experiencing challenges in supporting 

learners with learning difficulties in mainstream schools. 

• The MoEAC should disseminate information to schools and communities at large about 

the constitutional rights, education policies and legislation, for example Article 20 of the 

Namibian Constitution, Education for All and the Sector Policy on Inclusive Education 

(20 13), which promotes the inclusion of all learners in education. 

• The MoEAC should implement co-teaching in inclusive schools because it has many 

benefits for both teachers and learners and to emulate from other countries which had 

implemented it such as Finland, USA and England. 

It is essential that co-teaching and other relevant strategies are implemented effectively 

by experienced teachers in supporting learners with learning difficulties in mainstream 

schools and, if possible, in-service training in this specific area should be organized by 

external experts from other countries which had implemented it such as Finland, USA 

and England. 
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• All stakeholders should be sensitised to the inclusive education policy guidelines 

through information dissemination via the media and the public at large to be involved 

and provide funds to meet the Ministry of Education halfway. 

• In-service teacher training, specifically in the inclusive education discourse and in 

classroom management, should be provided on a regular basis to orientate both novice 

and expert teachers on how to provide support to all learners in mainstream classrooms. 

• The teacher-l earner ratio should be considered and adhered to as stipulated in the 

Education Act 16 of 200 I to avoid overcrowded classrooms that may constitute a major 

barrier to effective teaching and learning. 

The Ministry of Education, Arts and Culture should provide sufficient teaching and 

learning materials, including computers, so that teachers do not have to struggle with a 

lack of teaching materials and to enable learners to learn more easily than appeared to be 

the case at the time of the study. 

Additional classrooms must be built to avoid overcrowded classrooms. Moreover, these 

classrooms must be friendly and least restrictive in order to accommodate learners with 

diverse needs and foster inclusive learning environment. 

• Further, teaching and learning materials should be distributed equally to all mainstream 

schools including remote schools to ensure inclusivity. 

Finally, the regional education offices and school management should fully support 

teachers and motivate them to embrace diversity and advocate the notion of inclusivity 

in the school environment all the time. 
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6.4 SUGGESTIONS FOR FURTHER RESEARCH 

This study was conducted in the Oshana Region, and involved a case study of one 

primary school in the region. Thus, further studies should be conducted in more schools 

in other regions ofNamibia. 

Therefore, this study recommends the following: 

• Compare the findings of the current study with other studies to be conducted so as to fill 

the gap that might be left during this study. This would also ensure a better 

understanding of the challenges teachers face in supporting learners with learning 

difficulties in mainstream classrooms, especially in Ohangwena, Oshikoto and Kavango 

West, to mention just a few regions that border the Oshana Region. 

Find ways in which to mitigate the challenges faced by teachers in supporting learners 

with learning difficulties in mainstream classrooms and also implement the eight 

strategies recommended by the MoEAC to ensure the effective implementation of the 

Sector Policy on Inclusive Education (2013) in Namibia. Jfall eight ofthe recommended 

strategies by the Ministry of Education as adopted by this study were to be implemented 

as they are documented, then the challenges faced by teachers in supporting learners 

with learning difficulties in mainstream classrooms would be minimised, if not 

eradicated. 
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6.5. CONCLUSION 

The study used a qualitative approach and a case study of one primary school in the 

Oshana Region in Namibia, to answer the research questions and thereby realize the 

research objectives. 

The results of the study provided insights into the challenges teachers experience in 

supporting learners with learning difficulties in mainstream classrooms. The results 

revealed that there is a need for the MoEAC to provide in-service training to equip 

teachers with the relevant knowledge and skills on how to use relevant instructional 

strategies and manage diverse classes effectively. 

Futther, the Ministry of Education, Arts and Culture in Namibia should, by way of in­

service training, ensure that teachers are trained on how to manage their time in the 

classroom effectively and also ensure that relevant teaching strategies are employed 

within a given time to allow all learners to learn at a different pace yet in the same 

classroom. 

Teacher in-service training and continuous professional development are indispensable 

key areas and should not be compromised. lt is, therefore, critical for the MoEAC to 

ensure that all teachers in mainstream schools are provided with in-service training on a 

regular basis to enable them to remain abreast of any changes or any new developments 

in the education fraternity. 
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A number of recommendations were made to the Ministry of Education, Arts and 

Culture based on the results of the study. Therefore, one would recommend that 

intensive teacher training and in-service training on the use of co-teaching and other 

relevant instructional strategies by experts from other countries should be organized for 

Namibian teachers to serve as a benchmark; to enable them to acquire co-teaching skills 

for application in mainstream settings and to collaborate effectively. 

In conclusion, the study is expected to contribute knowledge to the limited body of 

literature on the challenges faced by teachers in supporting learners with learning 

difficulties in mainstream classrooms not only in Namib ia but also in other developing 

countries. The thesis has reliable information about the inclusive education challenges. 

This information will be useful, especially now at the time that the Sector Policy on 

Inclusive Education should be reviewed. The lessons learned through this research are 

valuable in planning teacher professional development courses for inclusive education as 

well as advocating for closer-school partnerships to enhance effective inclusive 

education in the country and beyond. Therefore, the researcher offered suggestions for 

future research in inclusive education discourse. 
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The Office of the Permanent Secretary in lhe Ministry of Education. Arts and Cullure has 
granted you permission to conduct research study at Hushiyuna PS. Ompundja Circuit. 
Oshana Region. 

However, plense kindly take note that the research activities should not interfere with the 
nom1al programmes of the school and the participation should be on a voluntary bnsis. Please 
present this lcucr to the school principal. 

We wish you the best of luck with your research and hoping that your findings will be shared 
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Ce: Inspector of Educat ion, O mpundja C ircuit and Principal of Jlashiya n u PS 
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APPENDIX D: INTERVIEW GUIDE FOR TEACHERS 

Introduction 

My name is Toini Maano Ndalinawa Naholo (9512020); I am a Master of Education 

(Inclusive Education) student at the University of Namibia. Thank you very much for 

your willingness to participate in this research. The purpose of the research is to explore 

the challenges faced by teachers in supporting learners with learning difficulties in 

mainstream classrooms. I assure you that your names wil l not be mentioned either in the 

research report or in academic presentations. You will not be directly linked to the 

information that you will share with me. The information to be collected from the 

interviews will be kept confidential and it will not be shared with unauthorised parties. It 

will be used for the purposes of this study only. Please respond to the questions as 

honestly as possible as I am interested in your individual experiences and ideas. 

Guidelines fo r the inter view 

• There is no right or wrong answers to the questions that will be posed during the 

interview. Please feel free to respond freely to the interview questions. 

• In order to guarantee confidentiality, your responses will remain anonymous and 

measures will be taken to ensure that your views are not linked to the answers you 

provide to the research questions. 
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Although you may be required to give your name to the interviewer for the purposes of 

follow-up, be assured that only the identification code numbers will be used in the 

research repot1s not your own names. 

• Please answer all the questions to the best of your abi lity. Your personal views and 

opinions are highly valued. 
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APPENDIX E: LIST OF QUESTIONS FOR THE INTER VIEW GUIDE: 

SECTION A: Biographical information 

I. Code nu mber (Tl - TlO) were referred to teachers interviewed 

2. Can you please state how old are you? 

3. Number o f years of teaching experience 

4. Number of years teaching at this school? 

5. What grade/s do you currently teach at this school? 

6. State your academic and professional qualifications 

7. Which qualification does you poses that include inclusive education discipline? 

SECTION B: Q uestions regarding to cha llenges faced by teachers in suppor ting 

learners with learning d ifficu lties in the mainstream classroom 

• Have you had learners with learning difficulties in your classroom in the past four years? 

Can you share some of the experiences you have had in teachi ng learners with learning 

difficul ties together with those who do not have learning difficulties in mainstream 

classrooms? 

• What challenges do you experience when teaching learners with learning difficulties 

(slow learners) together with learners without learning difficulties (fast learners) in 

mainstream classroom? 
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• How do you handle the challenges that you have experienced in teaching learners with 

learning difficulties together with those without learning difficulties? 

• How do you balance your time by giving activities to learners with learning difficulties 

and, at the same time, giv ing activities to the fast learners in order for as they all learn at 

different paces? 

SECTION C: Questions regarding to relevant stra tegies used by teachers in 

supporting lea rners with lea rning difficulties when taught together with those 

without lea rning difficulties in mainstream classrooms 

What strategies do you use to support learners with learning difficulties and those 

without learning difficulties in the mainstream classroom? (Please specify the steps you 

follow). 

SECTION D: Questions on the recommended strategies for mitigating teachers' 

cha llenges in supporting learners with lea rning difficulties in mainstream 

classrooms 

What could be done by the Ministry of Education, Arts and Culture to address 

the existing challenges faced by teachers in supporting learners with learning 

di fficul ties in mainstream classrooms, particularly respect of the implementation 

ofthe Sector Policy ofinclusive Education in Namibia of2013? 
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What are your suggestions and recommendations? 

END 

THANK YOU FOR YOUR TIME 
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