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ABSTRACT

This research delved into the intersection of remedial education and inclusive practices within
a Grade 5 remedial school in Gauteng, South Africa. The study aimed to understand how
remedial education programmes enhance learning outcomes for learners with learning
impairments. For ease and convenience, in this qualitative study, the research group comprised
educators teaching Grade 5 classes in which all the learners were exposed to remedial education
programmes. Grade 5 was furthermore selected because one of the researchers taught in this
grade, which meant that the data was readily accessible. Adopting an interpretivist paradigm,
the research employed a qualitative method (semi-structured interviews), to gather rich insights
from the participating educators. A participatory action research (PAR) approach was used to
actively involve participants in identifying and addressing challenges in remedial education.
Findings revealed that while remedial education can significantly improve academic
performance and social inclusion, challenges such as insufficient support, limited resources,
and the need for individualised instruction, persist. To address these issues, the study
recommends specialised learning environments, inclusive pedagogy, professional
development, learner-centred approaches and collaborative partnerships. By implementing
these recommendations, it is anticipated that remedial education can become a more effective

and inclusive component of the South African education system (Zajda, 2023).
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CHAPTER 1: INTRODUCTION
1.1 INTRODUCTION

The research explores the implementation of remedial education programmes for Grade 5,
emphasising the promotion of inclusive teaching and learning practices (Siddiqui & Alghamdi,
2017). In this context, the study highlights the opportunities for growth and development
available to learners enrolled in remedial schools. It investigates the effectiveness of remedial
educational programmes, the provision of academic support services and the needs of the
learners (Jimenez et al., 2016). The literature review explores inclusive education's
background, legal frameworks, social constructivism, and the South African contexts. The
research methodology details the data collection, analysis and the ethical considerations of the

study (Bal et al., 2021).

1.2 BACKGROUND OF THE STUDY

Remedial education is an educational approach that provides additional support and guidance
to learners facing learning barriers. Consequently, it emphasises the importance of individual
attention for each learner (Twomey, 2006). The goal of the intervention process in remedial
schools is to empower learners to return to mainstream education settings by providing
comprehensive support. Remedial schools strive to prepare learners for a smooth transition
back to regular classrooms. Jimenez et al. (2016) highlight the positive outcomes of remedial
education interventions for learners with learning barriers, demonstrating the effectiveness of
such programmes in facilitating successful reteaching and reinforcing basic skills, often
referred to as filling the “learning gaps.” Hence, it is essential to continuously develop and
maintain such institutions in our societies to achieve an inclusive educational system that caters
to learners experiencing learning barriers. Remedial education programmes help children
improve their learning levels. Learners should be accommodated in receiving quality education

where their learning gains can be sustained, ensuring they do not regress (Slavin et al., 2009).

The South African education system ensures equal and quality education democratically.
Learners who consistently struggle in an academic content area, like reading or mathematics,
should be considered for remedial teaching to improve their grade-level performance. Existing
research underscores the importance of acquiring literacy and developing concrete early
numeracy abilities to lay a firm foundation for future academic achievement (Duncan et al.,

2007).



Remedial programmes have proven to be effective strategies for improving the academic
performance of low-performing learners in various regions, including Africa. In Zimbabwe's
education system, a similar approach has been implemented to promote primary school
learners' English language skills. Ndebele (2014) highlights that the purpose of testing Grade
4 learners' English proficiency in Zimbabwe was to identify learners who needed additional
support. Learners who were found to have lower English language levels were eligible to
participate in remedial programmes. According to Schwartz (2012), when remedial education
programmes are implemented correctly, they are more likely to be effective within a country’s

overall strategic plan to provide quality education to all learners.

In Chile, the non-profit organisation Un Techo Para Chile has made significant progress in
addressing educational inequalities by implementing a remedial programme for
underprivileged children. Contreras and Herrera (2005) state that the educational aim is to
increase learners' overall learning and social abilities to improve their proficiency in
mathematics and Spanish. This programme stands out for its combined emphasis on
educational assistance and community involvement. Furthermore, the objective is to improve
learning results and to encourage consistent school attendance in the subsequent years
(Contreras & Herrera, 2005). The research also highlights support networks outside school,
like family participation and community engagement, to maintain lasting educational

advancements (Kelty & Wakabayashi, 2020).

Although the remedial programme has already been implemented in Malaysia, it needs
attention and improvement (Othman & Rahmat, 2020). Schools should prioritise providing
remedial learning spaces and allocate funds for remedial programmes to reduce educator
workload and accelerate teaching and learning processes. The remedial education programme
in Malaysia is designed for children with identified reading, writing, and arithmetic
deficiencies (Richardson, 2015). An advocate of remedial education, Brooks (2009) supports
remedial education for low-performing learners by assisting learners in catching up with their
academic work, as they seldom achieve this with typical classroom instruction. Furthermore,
Brooks (2009) alludes that children who fall behind their peers require more help than
traditional classroom instruction provides. Remedial education programmes, particularly in
early grades, are educational interventions that address the learning needs of specific learners

who are academically behind or unable to acquire certain skills.

Similarly, Houtveen and van de Grift (2007) found that children who do not learn to read as

expected in Grade 1 can significantly improve their reading and spelling performance with
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systematic support. In addition, remedial education can be provided as a standalone
programme, integrated into a larger educational programme or project, or as part of a country's
curriculum guidelines and educational policy. Remedial education helps learners improve their
academic progress by addressing cognitive gaps. Schools often refer learners to remedial
classes or schools, where learning is often referred to as taking place in a 'little group', to resolve
difficult classroom situations (Aron & Loprest, 2012). Scholars such as Stone et al. (2019) and
Fletcher and Vaughn (2020) provide valuable insights into understanding the background of
failure and developing practical remedial teaching approaches. Academic failure can be caused
by various factors like learning difficulties, ineffective teaching methods, socioeconomic
disparities, and inadequate support systems. Understanding these causes is crucial for

successful remedial interventions, as they significantly impact cognitive development.

1.3 PROBLEM STATEMENT

As a Grade 5 educator in a remedial primary school, I have observed that learners who transfer
from mainstream schools to remedial schools often face exclusion and isolation in the
mainstream setting, resulting from labelling and stigmatisation due to academic struggles. In
many South African mainstream primary schools, Grade 5 learners experience significant
learning barriers in literacy and numeracy, yet they do not receive access to adequate remedial
programmes to address these challenges. Despite multiple educational interventions, they often
fail to meet learners' academic needs, necessitating effective remedial programmes in Grade 5

classes to achieve educational outcomes.

This can be accomplished by creating smaller class sizes typical of remedial schools while
covering the same curriculum content as mainstream classes. The academic performance of
Grade 5 learners in South African remedial schools can be improved by adopting effective
remedial practices that provide additional educational support to learners experiencing learning
difficulties. Implementing remedial practices addresses learning gaps and meets the specific
needs of learners, preparing them for a successful transition back into mainstream schools and

achieving better overall educational outcomes.

1.4  RATIONALE OF THE STUDY

The aim of the study emphasised the significance of remedial education for Grade 5 learners.

In developing countries like South Africa, learners experience issues related to the growth of
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literacy and numeracy skills (Taukeni, 2019). In the wake of situations such as the COVID-19
pandemic approximately two-thirds of the academic year was lost, resulting in learners
achieving low numeracy scores (TIMMS, 2023). In lower to middle-income countries,
investment in remedial programmes can help learners attain education at the right time and
focus on high-priority subjects (Battistin & Schizzerotto, 2019). In Grade 5, many learners
struggle to perform at the expected level due to being diagnosed with cognitive disabilities.

Therefore, they require more time to process information.

In South Africa, the situation has been more critical as each child has specific learning needs
and may not be comfortable with the pace of mainstream schools. With the right educational
environment, every child can be brought up to speed. Each child with a learning difficulty
should attend remedial classes to learn the same concepts in an interactive way and at a suitable
pace (Blancia, 2023). Passionate educators can help these learners grasp ideas by providing
personal attention and monitoring their progress. Considering these circumstances, this

research study was deemed important.

1.5 PURPOSE STATEMENT

This research aimed to explore the use of remedial education programmes in a Grade 5
classroom to promote inclusive teaching and learning in a remedial school, examining the
implementation and impact of these interventions. This research explores the strategies,
resources, and instructional approaches used in remedial education programmes to understand
how these programmes can effectively support diverse learning needs and contribute to a more
inclusive learning environment, contributing to existing knowledge on inclusive teaching and
learning practices (Zajda, 2023). This led to the main research questions and three sub-

questions.

1.6 RESEARCH QUESTIONS
The main research question of this study can be formulated as follows:

How can remedial education programmes be used in a Grade 5 class to facilitate teaching and

learning in a remedial school?

The study seeks to answer the following research sub-questions:



¢ How does implementing remedial educational programmes in Grade 5 further the aims

of inclusive education?

e What academic support services are available for Grade 5 learners enrolled in remedial

education programmes?

e What are the identified needs or challenges that continue to exist for Grade 5 educators

when delivering remedial education programmes?

1.7  OBJECTIVES OF STUDY

e To investigate how the implementation of remedial education programmes in Grade 5

classes facilitate inclusive teaching and learning in a Gauteng remedial school.

e To examine the academic support services available for Grade 5 learners enrolled in

remedial education programmes in the context of inclusive education (Bal et al., 2021).

e To explore the identified needs or challenges faced by Grade 5 educators in delivering

remedial education programmes to support inclusive teaching and learning.

1.8 LITERATURE REVIEW
1.8.1 Background of Inclusive Education

Inclusive education represents an ongoing process of transformation within the education
sector, guided by pre-defined equity indicators. Recent studies highlight the importance of
developing adaptive learning environments that address diverse student needs and ensure equal
access to educational resources (Rogahang et al., 2023). When assessing the effectiveness of
inclusive education, it is essential to evaluate the quality of learning, learner outcomes, and
overall experiences (Messiou, 2017). Inclusive education reforms are primarily design-focused
rather than resource-intensive. Over the years, various factors have influenced the application
of inclusive education in schools. Key factors include school reviews, planning, training, and

support programmes for educators and school leadership (Morifia, 2019; Zajda, 2023).

Inclusive education requires clear policies, data collection systems, and a flexible curriculum
that integrates with all national societal aspects (Mishra et al., 2019). Additionally, the
integration of technology in inclusive education has proven to improve learning outcomes for

learners with disabilities, promoting a more equitable educational experience (Somma, 2020).
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Inclusive education emphasises academic achievement for all learners, and studies show that
learners with disabilities perform better in inclusive settings compared to segregated ones
(Salend, 2011; Avramidis, 2012). Inclusive education promotes social and emotional
development by encouraging positive interactions among learners of varying abilities. Through
these interactions, learners can acquire valuable life skills, develop empathy, and experience
social inclusion (Horn, 2014; Friend, 2015). Inclusive education is consistent with the
principles of equity and access to education for all, regardless of their abilities or disabilities.

It aligns with human rights and promotes social justice (UNESCO, 2009).

One of the primary challenges of inclusive education is addressing the diverse needs of learners
in a single mainstream classroom. Educators need specialised training and support to meet the
varied requirements of learners (Sayed & Kanjee, 2015; Forlin et al., 2009; Loreman et al.,
2005). Educators may not always have the necessary training or resources to effectively
implement inclusive practices, which can hinder the success of inclusive classrooms (Ainscow,
2020). Ensuring adequate resources and support are accessible for learners with disabilities in
inclusive settings can be a logistical challenge for schools and educational systems
(Engelbrecht, 2018). Resistance from educators, learners, and parents can hinder the successful
implementation of inclusive education. Changing attitudes and overcoming biases is an

ongoing challenge (Avramidis, 2012).

1.8.2 International legal frameworks of inclusive education

The 1960 UNESCO Convention against Discrimination in Education upholds the principle that
every individual has the inherent right to receive an education free from discrimination,
including discrimination based on factors such as disability. The 1994 Salamanca Statement
and Framework for Action on Special Needs Education, endorsed during the World Conference
on Special Needs Education, advocates for the inclusion of all learners with disabilities into

regular educational settings (Bal et al., 2021).

The Dakar Framework for Action (World Education Forum, 2000) was formally adopted
during the World Education Forum ad and emphasises the government's commitment to
achieving the objective of Education for All (EFA) by the year 2015. Under the EFA umbrella,
a paramount aim is to guarantee equitable access to quality education for all children,
irrespective of their diverse backgrounds or circumstances (Lang, 2009). The importance of

the Millennium Development Goals (MDGs) was established in 2000 and were formulated



after the Millennium Summit of the United Nations, which took place in 2000, following the
ratification of the United Nations Millennium Declaration. The MDGs represent a collective
global commitment to addressing pressing challenges and achieving specific targets in poverty

reduction, education, gender equality, and healthcare (Lewin, 2009; Rosenbaum, 2015).

The 2008 Convention on the Rights of Persons with Disabilities (CRPD) is a seminal
international treaty officially adopted by the United Nations General Assembly. This
convention serves as a cornerstone, as it articulates and safeguards the foundational entitlement
of individuals with disabilities to access education under identical conditions and opportunities
as their non-disabled counterparts (Garnett, 2022). Acknowledging the global commitment
embodied in the 2015 Sustainable Development Goals (SDGs) is imperative. These goals,
formally adopted by the United Nations General Assembly, encompass a comprehensive
agenda for sustainable development. Among the SDGs, Goal 4 stands out as it fervently
articulates the objective to ensure inclusive and equitable quality education while promoting

lifelong learning opportunities for all (Iniesto et al., 2021).

1.8.3 South African legal frameworks of inclusive education

The transition to inclusive education in South African policy was part of a larger change away
from apartheid’s segregated education system and toward a diverse, economically, and socially
empowered society. In South Africa, the journey of recognising education as a basic human
right began after the country became democratic in 1994. This was established in section 29 of
the Bill of Rights in the South African Constitution. The Constitution provides that “everyone
has the right: (a) to basic education, including adult basic education; and (b) to further
education, which the state, through reasonable measures, must make progressively available
and accessible” (RSA, 1996). Spreen and Vally (2006) suggest in their study on education
policy reforms through a right-based framework that after decades of apartheid, the

constitution’s pledges of justice became a symbol of hope for social justice.

At the onset of democracy, the new democratic Constitution stated that everyone should have
access to basic education. This was translated into education policies, namely the South African
Schools Act 84 of 1996. SASA is the main legislation for improving school access, quality,
and democratic governance (Taylor, Fleisch, & Shindler, 2008). This legislation secured the
right of all children, regardless of colour, ethnicity, or disability, to attend a public school.

SASA is a legislative framework that underscores the importance of access to quality education



in South Africa. This act encompasses various provisions, one of which pertains to the quality

of education.

The National Education Policy Act (NEPA), formally known as Act 27 of 1996, shaped South
Africa’s education landscape during a crucial period of democratic transition. NEPA was
designed with the goal of establishing a comprehensive framework for the implementation of
national education policy. It played an important role in supporting the democratic restructuring
of the national education system, focusing on serving the diverse needs of all South Africans

while safeguarding their fundamental human rights.

The Department of Education (DoE, 2001) published White Paper 6. South Africa’s Inclusive
Education and Training System. This policy document presented the South African
government’s goal for inclusive education. It stresses the significance of ensuring that all
learners, regardless of their specific requirements, have access to high-quality education. The
Department set out in this paper to gradually implement an inclusive education (IE) system,
including the National Strategy on Screening, Identification, Assessment, and Support (SIAS).
The SIAS policies’ objectives aim to address the needs of all learners in the country, especially
those who are disadvantaged and are more likely to be marginalised and excluded (Department

of Education, 2014).

The Education White Paper 6: Inclusive Education is Ensuring the Right to Education for All
was introduced in 2001 and marked a significant milestone in South Africa's pursuit of
inclusive education. This policy document stands as a testament to South Africa’s dedication
to providing equitable educational opportunities for all its citizens. Notably, Education White
Paper 6 introduced a host of innovative measures aimed at advancing inclusive education,
including the creation of inclusive school models, designed to foster environments where

learners of all abilities could thrive.

Building on the foundations laid by Education White Paper 6, the National Policy Framework
for the Provision of Education and Training to Disabled Learners was introduced in 2002. The
policy framework outlines specific guidelines for inclusive education practices, ensuring equal
opportunities for all learners with disabilities. It aims to address their unique needs and ensure
full access to quality education, in line with international standards, thereby promoting equal
educational opportunities. It is important to recognise the importance of the 2013 National
Inclusive Education Framework, which provides a detailed blueprint for inclusive education in

South Africa, outlining the roles and responsibilities of stakeholders, outlining necessary



resources and support, and promoting the country's commitment to creating an inclusive

educational environment for all learners, regardless of their abilities.
1.9 SOCIAL CONSTRUCTIVISM (THEORETICAL FRAMEWORK)

Social constructivism is a form of cognitive constructivism that focuses on the collaborative
nature of learning. Vygotsky developed social constructivism after rejecting the assumptions
of Piaget and Perry (Thomas et al., 2014). Psychologists believed learning could be separated
from the social environment, which Vygotsky refuted. He argued that education is not just the
assimilation of knowledge, but the integration of knowledge into social activities (Kiraly, 2014;
Newman & Latifi, 2021). The cultural development of a child occurs at two stages: at the social
level and the individual level. Internal cultural development is referred to as intra-

psychological, while external cultural development is called inter-psychological development.

Vygotsky's theory has been expanded by psychologists, focusing on the role of language and
culture in a child's cognitive development, enhancing their intellectual growth and world
perception (Hoff, 2020). Language enables humans to communicate, experience, and
understand reality, transferring concepts and constructing cognitive structures. Acquiring
linguistic abilities allows humans to overcome natural limitations and interpret the world (Gee
& Zhang, 2023). Learning to respond to external stimuli requires the use of language, enabling
learners to solve problems independently and understand available materials, thereby

promoting development.

The educator-learner collaboration at the core of the Zone of Proximal Development (hereafter
ZPD) allows for knowledge co-construction and knowledge transfer from the educator to the
learner, enabling the learner to be actively involved in knowledge acquisition and ultimately
empowered to become a self-regulated learner (Verenikina, 2008; Newman & Latifi, 2021).
Pathan et al. (2018) cite extensive research conducted by Campbell (2008) that indicates that
Vygotsky's sociocultural theory, including ZPD, mediation, scaffolding, and internalisation, has
been reviewed, researched, and proven beneficial in second language acquisition. The
sociocultural theory's demonstrated effectiveness stems from integrating learners' social and
cultural experiences, critical to children's cognitive development and potential performance

(Amineh & Asl, 2015; Juma et al., 2017).

Blake (2015) and numerous scholars, including Vygotsky (2012), contend that learners are
more willing to activate their (ZPD) levels by engaging with other learners and expressing

themselves during group work. The social constructivism theory suggests that an individual's



understanding of the world is shaped by their social experiences and knowledge, and the
meaning derived from these experiences is deeply intertwined with their social and cultural

dynamics (Amineh & Asl, 2015).

1.10 DIFFERENT APPROACHES TO INCLUSIVE EDUCATION RESEARCH
1.10.1 Disability Approach

Inclusive education aims to explore disability with a focus on understanding experiences,
exposing the limitations faced by disabled individuals in mainstream activities like education.
Despite the increasing number of learners with disabilities, many educational institutions
design spaces and learning experiences based on the medical model, neglecting the rights
model that considers individuals' impairments and characteristics as inherently

disadvantageous (Bal et al., 2021).

1.10.2 School Reform Approach

The school reform approach highlights the importance of learning in implementation and the
role of educators in shaping initiatives (Drago-Severson, 2007; Hubbard, Mehan, & Stein,
2006). The effective communication of philosophical ideas and visions for inclusive practices
is crucial for guiding school communities. Oliver (2013) suggests that learners with disabilities
should be recognised as equals rather than academic burdens. Community-level work is needed
to reconceptualise learners' values as moral attitudes, acknowledging their diverse

contributions to school communities.

1.10.3 Critical Theory Approach

Adapting the critical theory approach for young learners, as Kincheloe (2008, p. 49) discusses,
necessitates judicious simplification without compromising the theory. Hattie (2017) highlights
the need to align instructional content with learners' cognitive development. Complex concepts,
such as those in critical theory, need to be converted into simple language and relatable
contexts. This approach allows learners to grasp the concepts without becoming overwhelmed
by technical jargon. Gardner (2011) accentuates the importance of adjusting instructional
methods to learners' developmental stages, focusing on activities that align with children's

experiences and cognitive capacities (Bal et al., 2021).
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1.10.4 Emancipatory/Transformative Approach

This study embraces the emancipatory/transformative approach for its ability to recognise
vulnerable groups in societies, including but (not limited) to women, people with disabilities,
people of colour, Indigenous peoples, and those of a lower socio-economic status (Barnes,
2010; Mertens, 2007). In this study, Grade 5 learners from a remedial school represented the
marginalised group, as this approach aimed to use research to bring about positive social

change to address injustices and inequity (Padron & Ballet, 2011, p. 166).

1.11 BACKGROUND OF THE RESEARCH METHODOLOGY
1.11.1 Introduction

Research methodology is a systematic process of planning, conducting, and evaluating
education research, encompassing methods, techniques, and approaches used to investigate
educational phenomena, answer research questions, and contribute to the field's knowledge
(Cohen, Manion, & Morrison, 2017). Qualitative research, utilising focus group interviews,
semi-structured interviews, and questionnaires, is a valuable method for studying human

behaviours, attitudes, and perceptions in education (Creswell & Creswell, 2017)

1.11.2 Research Methodology
1.11.2.1 Research paradigm (Interpretivism)

The study adopted the interpretivism paradigm to gain an understanding of remedial education

activities in a remedial primary school for inclusive education.

An interpretivism research approach is viewed as ideographic research, the exploration of
individual cases or events, and it can understand different people’s voices, meanings, and
events (Creswell & Creswell, 2017). According to Pham (2018), interpretivism researchers aim
to understand the social setting of objects, humans, or events beyond mere description. With
interviews as a data collection tool, interpretivism researchers can probe an interviewee’s
thoughts, values, prejudices, perceptions, views, feelings, and perspectives, which allows them
to explore and prompt issues that are not observable (Pham, 2018). The interpretivism

paradigm enables researchers to interpret elements of a study and are concerned with
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understanding the world as it is from the subjective experiences of individuals (Shah & Al-

Bargi, 2013).
1.11.2.2 Qualitative approach

The study was conducted using qualitative research to evaluate remedial programmes that
allow for a deeper understanding of human knowledge and experience through 'social and
human science exploration' (Creswell & Creswell, 2017). This study required multiple data
sources, including document reviews, classroom observations, and learner-educator interviews.
The study involved six Grade 5 learners who participated in group interviews and document
analysis to gather their experiences and perceptions about the remedial education programme,
using a focus-group approach. Additionally, the programme's impact on Grade 5 educators was
assessed through written work, including numeracy assessment records collected through semi-
structured interviews and classroom observations of individual educators. The study involved
individual interviews with two educators, focusing on their teaching experiences, conflict
management strategies, and effective remedial practices. Classroom observations were also

conducted to observe interactions between educators and learners.

Qualitative research focuses on recognising individual situations and combining them into a
collective view. This allows for an examination of interconnected components in academic
remedial programmes enhancing learning experiences. Creswell & Creswell (2017) defines
qualitative research as a method involving natural data collection, self-created instruments,
data analysis, and a personal account from the researcher, aiming to provide a holistic account
of participants' meanings and the research's importance. Qualitative research offers flexibility
in study design and data collection, allowing researchers to adapt methods based on participant
responses and emerging themes, resulting in a more comprehensive understanding of the

research topic (Patton, 2015).

Nevertheless, qualitative research is criticised for its subjectivity and researcher bias, which
can introduce personal biases and preconceived notions. This subjectivity can impact the
reliability and validity of the findings, raising concerns about the generalisability of results
(Silverman, 2016). The in-depth nature of qualitative research may limit the number of
participants that can be studied, potentially affecting the breadth of insights obtained.
Additionally, the time-consuming nature of qualitative research can delay the dissemination of

the findings (Creswell & Creswell, 2017).
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1.11.2.3 Research design: Participatory Action Research (PAR)

The study employed a Participatory Action Research (PAR) approach, wherein all participants
were actively engaged in the research process. The action research stages were adopted during
data collection. These included planning (during which objectives for PAR were determined),
observation (where current practices were observed), action (where new practices were
implemented), and reflection (where the PAR processes were reviewed). The core principle of
participatory research is that knowledge is co-produced through the collaboration between the
research participants and the researcher (Camden et al., 2015). PAR with children and youth
showed positive outcomes for children, organisations and communities (Zuber-Skerritt, 2015;
Shamrova & Cummings, 2017; Townsend & Taylor, 2022). The different stages of data

collection are briefly discussed below.

1.11.2.4 Research plan

The research adopted a qualitative method for data collection and analysis. The four
overarching phases in data collection were planning, observation, action, and reflection. The
study undertook a PAR approach. The subsequent steps included sample selection, data
collection, and data analysis. Furthermore, the researcher justified the data's validity,
credibility, and accuracy through ethical considerations, and demonstrating systematic and
proper research conducted without any participant impact. The participants in this study were
Grade 5 learners aged 10-12 years. Six Grade 5 learners, initially not selected but placed in a
remedial school in Gauteng, were involved in the study. The researcher observed two other
classes teaching remedial activities and collected data using a journal. The entire Grade 5

cohort consisted of 28 learners.

1.11.2.5 Qualitative data-collection instruments

For conducting qualitative data research within the context of this research project, data was
gathered through a multi-faceted approach encompassing the following methods (Bal et al.,

2021).

Phase 1 - Planning: During this phase, the researcher and two educators (participants)

determined the objectives for PAR.
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Phase 2 - Observation: One of the participants, a Grade 5 teacher, observed the researcher
while teaching a mainstream activity. The researcher also observed the two participants

teaching during the lesson presentations in their respective classes.
Participant observations

Through participant observation, the researcher becomes an active participant in understanding
the contextual and social environment from the participant’s point of view (Jorgensen, 2015).
This approach enables the researcher to gather data, providing valuable insights into the
subject's culture, behaviours, and social dynamics (Corbin & Strauss, 2008). The method
served as a foundational component in the data collection process facilitating the
documentation of credible classroom interactions and dynamics. The researcher observed the
two educators, who were participants in the research, teaching numeracy in their Grade 5
classes. The Grade 5 teacher, a participant, observed the researcher teaching a mainstream

activity (Bal et al., 2021).

Description of interventions use of 3D objects:

Learners utilised 3D objects like blocks and geometric shapes to comprehend mathematical

concepts, such as volume and spatial relationships.

Rationale:

3D objects enhance mathematical learning by providing a tangible, visual representation,
promoting active engagement and allowing learners to construct their understanding, aligning

with the constructivist approach.

Alignment with Constructivist Principles:
Active engagement: By physically manipulating 3D objects.
Collaboration: Working with peers to explore and discuss mathematical concepts.

Real-world relevance: 3D objects were used to model real-world scenarios, helping learners

see the practical applications of the mathematical concepts they learned.
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Maths education:
* Providing 3D objects relevant to teaching concepts.
* Integrating 3D object activities into regular lessons.

* Offering guidance and support for exploration and work with 3D objects.

Intervention effects measurement:
* Observed learner engagement and participation in 3D object activities.
* Collected learner feedback on focus-group activity experiences.

* Assigned a 3D robot made from recycled materials for a geometry project.

Ethical considerations in mathematics lessons:
» Maintain learners' privacy and confidentiality.

* Obtain informed consent from parents/guardians before 3D object intervention activities.

Phase 3 — Action: The researcher used evidence from observations and interview data to
identify remedial practices that facilitated inclusive learning and teaching. During this phase,
the two educators and the researcher adapted and adjusted these practices where necessary.
They collaborated to implement interventions based on the findings from the preceding phases.
The researcher documented the implementation process in a journal, noting successes,

challenges, and lessons learned.

Semi-structured interviews

Semi-structured interviews are a qualitative method of inquiry that enables a researcher to mix
a preconstructed set of questions that arise during the interview (Bryman, 2017). These
interviews provide a flexible framework for researchers to explore participants' perspectives,
experiences, and insights related to educational phenomena, allowing for in-depth data

collection and interpretation (Patton, 2015).

The perceptions and experiences of the participants were explored through semi-structured
interviews conducted by the researcher, who interviewed two Grade 5 educators from the
remedial school. This method allowed for a comprehensive exploration of their viewpoints,

providing valuable qualitative data to enhance the research findings. The semi-structured
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interviews involved the researcher interviewing the two educators separately, focusing on their
teaching experiences and how they managed conflict in the classroom. Each interview lasted
approximately 30 to 45 minutes. The classroom observations were recorded and journaled by
the researcher and the interviews were audio-recorded. The recordings were used solely for

transcription purposes and were kept confidential.

Document analysis

Document analysis in education is a qualitative research method that involves written or visual
materials relevant to the educational context. This method provides clear information, patterns,
themes, and historical contexts embedded in documents, such as official reports, policy
documents, curriculum materials, assessment records, and other educational artefacts.
According to O'Leary (2021) systematic document analysis offers a robust framework for
understanding educational systems and pedagogical structures by uncovering the intentions,
biases, and assumptions inherent in institutional documentation. Assessment records were used
in this study to determine any fluctuations in learners’ academic performance after
implementing the interventions. The numeracy assessment records for the six Grade 5

participants were used in the document analysis (Bal et al., 2021).

1.11.3 Sampling and selection of participants

Purposive sampling is a non-probability sampling method employed in qualitative research,
wherein researchers intentionally select participants or cases based on predetermined criteria
that are relevant to the research objectives (Creswell & Creswell, 2017). This approach allows
researchers to strategically choose individuals, groups, or cases that possess specific
knowledge, experiences, or perspectives essential for the in-depth exploration of the research
topic, thus maximising the richness and depth of the qualitative data (Miles, Huberman &

Saldana, 2018; Patton, 2015).

The qualitative research design for this study employed purposive sampling, a deliberate and
considered approach aimed at selecting participants with pertinent insights into the research
focus. Their professional backgrounds offered credible insights into inclusive pedagogical
practices. Participant profiles captured relevant variables such as age, qualifications, years of
experience, and area of specialisation. While the educators were purposively selected, the six

Grade 5 learners were assigned by the school at the start of the academic year, independent of
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researcher influence. The group was evenly split between boys and girls to reflect emerging
concerns about gender disparities in ADHD diagnosis. Recent research highlights that girls
often experience delayed or under-recognised symptoms, making gender-balanced sampling

essential for inclusive analysis (Sayal et al., 2018).

1.11.4 Data collection process
1.11.4.1 Research timing and schedule

Research activities were scheduled around participants’ availability, primarily during free
periods or after the instructional day, to ensure minimal disruption to their teaching
responsibilities. This flexible approach supported ethical engagement and reinforced the
participatory ethos of the study. The research journal functioned as both a reflexive tool and
a methodological record, capturing key decisions, insights, and interactions throughout the
PAR process. It contributed valuable qualitative data and enhanced the transparency and

rigour of the research.
1.11.5 Data collection timeframe

Each phase in the data collection process, sample collection, participant observation, semi-
structured interviews, and intervention, took about one month to complete. Semi-structured
interviews were conducted offline via face-to-face interactions. The research used non-digital
methods for sample collection and offline techniques for participant observation and

intervention at the research site.

1.11.6 Data analysis

In qualitative research, data analysis is systematically examining and interpreting non-
numerical data to extract information based on the research topic (Miles et al., 2018).
Qualitative data analysis aims to uncover patterns, themes, and relationships within the data to
achieve insight into the research phenomenon (Creswell & Creswell, 2017; Braun & Clarke,
2006). This research employed thematic analysis to identify underlying themes collected from
interviews and observations at the research site, facilitating inclusive teaching and learning in
a Grade 5 class. Data analysis involved transcribing audio recordings into text, a necessary
process for data collected through interviews, focus groups, and observations. Additionally,

journal entries were used as an optional source of information.
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1.11.7 Research site

The research site was a remedial school that provided a holistic school environment, where
social and emotional growth was prioritised alongside academic capabilities. The remedial
school typically offered smaller class sizes and on-site therapy services (including occupational
and speech therapy), with accommodations or adaptations of the curriculum. The study
provided the researcher who observed two educators delivering remedial activities or
curriculum teaching. The researcher’s Grade 5 class was compared to the other two Grade 5

classes, and the educators met weekly to reflect on and improve the teaching methods.

1.12 ETHICAL CONSIDERATIONS

In response to society's expectation of greater accountability, the focus on ethical conduct
(personal, professional, and research activities) has increased and expanded (Fleming &
Zegwaard, 2018). Confidentiality and anonymity tend to be used interchangeably in research
but are distinct, yet related concepts (Wiles et al., 2008). Anonymity refers to the principle that
the identity of research participants is completely unknown and cannot be linked to their
responses or data in any manner, whilst confidentiality refers to the protection of participants'
sensitive information and data. Confidentiality is spoken or written in confidence, charged with
secrets where anonymity is defined as an unknown name (Dougherty, 2021). The researcher
may know the identities of the participants and is responsible for safeguarding their data by
ensuring that is not disclosed to unauthorised individuals. Anonymity is generally used to
remove a participant's real name to shield them from harm, particularly in qualitative research

that provides participant narratives or points of view.

The research employed purposive sampling, selecting a Grade 5 class within a remedial school
context where the researcher served as the classroom teacher. This dual role introduced
inherent power dynamics, as the learners may have perceived participation as obligatory. To
mitigate this, ethical protocols were strictly adhered to. Informed consent was obtained from
parents or guardians [Appendix G], while learners provided assent after the process was
explained in age-appropriate language [Appendix F]. To minimise coercion, the Head of
Department (HOD)—an independent authority—communicated the voluntary nature of
participation and served as a point of contact for any concerns, thereby ensuring that learners

did not feel pressured due to the researcher’s positional authority. Educators also provided
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written informed consent via a Participation Information Sheet and consent form [Appendix B]
and were assured of confidentiality and the right to withdraw at any time. Ethical clearance
was obtained from the University of the Witwatersrand’s Non-Medical Ethics Committee
[Appendix M], as well as the Gauteng Department of Education [Appendix N]. Research
activities were clearly explained in advance and designed to align with the developmental level
and needs of the learners, while all data was anonymised using pseudonyms to ensure
confidentiality. These measures were implemented to uphold ethical integrity, manage power

imbalances, and protect the rights and well-being of all participants.

As the researcher had an employer/employee relationship with the school where the research
was conducted, potential conflicts of interest were a concern. To mitigate these conflicts and

ensure the integrity of the research process, the following steps were taken:
e The Head of Department (HOD) explained to the learners what the study was about.
o Participation was voluntary, as indicated in the PIS consent form [Appendix H].

o Learners with any concerns about their participation were encouraged to speak with the

HOD.

1.13 STRUCTURE OF THE REPORT
Chapter 1

This chapter investigated the influence of remedial education programmes on academic
achievement in inclusive schools, such as social constructivism, interpretive paradigm,
qualitative approach, and ethical considerations. It aims to enhance inclusive teaching

practices through PAR.
Chapter 2

The chapter explored remedial education programmes and inclusive teaching in a Gauteng
remedial school Grade 5 class, focusing on their theoretical background, significant concepts,
and academic literature. It highlights the benefits of remedial education programmes in

Zimbabwe, Chile, and Malaysia for inclusive education.
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Chapter 3

This chapter discussed a qualitative research methodology, that adopted PAR to examine
intricate educational issues, emphasising the need for collaboration between researchers and

participants.
Chapter 4

This chapter analysed interview transcripts, conclusions, and interpretations, categorising data
based on the research questions and themes, and presents data from interviews, participant

observations, document analysis, and the researcher's research journal.
Chapter 5

The study's concluding chapter detailed the research question, objectives, themes, literature
review, findings, recommendations for pedagogical practices and policies, limitations, and

future research recommendations.

1.14 DEFINITION OF MAIN CONCEPTS
1.14.1 Remedial pedagogy

Remedial pedagogy is a method of teaching that focuses on assisting learners who are
struggling with acquiring skills and knowledge (Hattie, 2017). Many learners struggle to meet
academic standards, performance levels, and progression requirements, potentially risking
exclusion from mainstream school instruction. Pedagogical practices aim to facilitate learner
advancement by removing learning obstacles and providing adequate support for learners
(Alghamdi & Siddiqui, 2016). They are aligned with a wide range of curriculum expectations

for which learners are at risk of not achieving.

1.14.2 Remedial education programmes

Remedial education programmes work to identify and assist individuals with skills and
knowledge gaps and may target a single subject area or multiple learning areas in reading,
writing, and mathematics (Accurso-Salguero, 2016). Remedial programmes can be designed
to serve a specific population such as learners with learning disabilities, such as the learners in
this study, or learners who do not meet the passing requirements on tests or maintain previous

skill levels upon the transition to a new grade or school. Such programmes assume that
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remedial services can help learners learn effectively when provided with the structure, content,

and instructional methods that best suit their needs (Jimenez et al., 2016).

1.14.3 Inclusive education

Education is a fundamental human right, essential for development and fostering a just,
egalitarian society free from exploitation and oppression, encompassing individuals of all ages,
cultures, and backgrounds. Education empowers individuals and societies to improve their
quality of life, enhances productivity, builds self-confidence, promotes tolerance and
understanding, fosters economic and social prosperity, reduces poverty, and strengthens

democracy (Mahlo, 2013).

1.14.4 Social constructivism

Social constructivism, an epistemological approach, posits that knowledge is acquired through
claims about reality, analysing the mutual interactions between subjects and knowledge objects
(Vygotsky,1986). The nature of these interactions becomes mediated through cultural tools,
which are often anchored in, but never solely determined by historical events. Vygotsky's social
constructivist epistemology suggests that knowledge can be manipulated due to its deceptive

nature, which people often perceive as an objective reflection of reality (Muller et al., 2017).

1.14.5 Participatory Action Research (PAR)

Participatory action is a progressive education method that encourages individual growth
within a group, promoting creativity and encouragement among learners (Shamrova &
Cummings, 2017). Participation is crucial for initiating participatory actions as it fosters
creative ideas, increases group consciousness, and deepens understanding of self-existence and
group life. Action and reflection on the emergent behaviour are paramount to group

transformations, enhancing individual growth (Zuber-Skerritt, 2015).

1.15  CONCLUSION

This chapter explored remedial pedagogy, emphasising the importance of tailored instructional

practices to address diverse learners' needs. The effectiveness of remedial education
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programmes aided in bridging learning gaps and promoting success. Highlighting the
transformative potential of group consciousness and providing insights for a literature review

on inclusive learning environments (Zajda, 2023).
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CHAPTER 2: THEORETICAL FRAMEWORK
2.1 INTRODUCTION

This chapter explores remedial education programmes and inclusive teaching in Grade 5 in a
Gauteng remedial school. The theoretical framework identified key concepts. Additionally, the
review addresses the challenges and opportunities found in the literature contributing to
understanding how inclusive education can be effectively realised in remedial education
settings. This chapter discusses the advantages of remedial educational programmes for Grade

5 learners, focusing on their implementation in Zimbabwe, Chile, and Malaysia.

2.2 REMEDIAL EDUCATION

2.2.1 A definition of remedial education

Remedial education in South Africa continues to face systemic challenges due to disparities in
infrastructure, educator training, and resource allocation, particularly in under-resourced and
rural areas. While the concept of remedial teaching is well-established, its implementation
varies drastically across provinces, limiting its intended impact. Recent studies affirm that
schools in marginalised communities often lack structured support systems for learners who
require remedial interventions. Williams et al. (2020) report that many schools operate in “poor
academic environments” where a shortage of resources and overcrowded classrooms hinder
effective remediation. The authors emphasise that a lack of well-trained teachers and
insufficient learning materials compound the learning gaps, especially in foundational literacy

and numeracy.

Research suggests that remedial education, when tailored to the specific needs of learners
through interventions such as specialised instructional activities, supplementary resources, and
personalised support, can significantly improve academic performance and reduce
underachievement (Engelbrecht, 2020). This concern is echoed by East (2023), who
underscores the importance of targeted remedial programs that are supported by intensive
teacher training and diagnostic tools. Their research documents the role of foundational literacy
and numeracy programmes in mitigating COVID-19 learning losses, noting that many learners

still struggle with basic decoding and number sense well beyond the appropriate grade level.
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Phala and Hugo (2022) also highlight implementation gaps in full-service schools, particularly
concerning learners facing reading difficulties in the early grades. Teachers reported
overcrowding, inadequate support personnel, and the lack of individualised reading
interventions as major barriers to remediation success. These findings support the need for both
systemic and localised approaches that address the structural inequalities within the school

system.

Furthermore, Machipi (2021) provides evidence that after-school remedial education services
can play a critical role in addressing low literacy and numeracy levels, particularly in the
intermediate phase. These programs offer learners additional instruction time, often with
tailored content and smaller group settings, to ensure mastery of foundational concepts. In
addition, Chetty (2019) critiques the systemic disconnect between national literacy strategies
and classroom realities. He argues that despite well-meaning policies, implementation remains
weak due to ecological and infrastructural limitations in township and rural schools. The study
urges alignment between policy, teacher training, and school-level resources for remedial

initiatives to succeed.

Lastly, Venketsamy et al. (2025) stress the role of diagnostic assessment in guiding remedial
instruction. Their work in early-grade mathematics shows that many teachers proceed with
curriculum pacing without identifying or addressing underlying learning gaps, highlighting a

crucial area for capacity building.

2.2.2 An international perspective of remedial education

In Zimbabwe, remedial education has addressed the needs of low-performing learners by
providing targeted assistance to conquer their struggles and achieve academic success.
According to Ndebele (2014), remedial teaching aims to eradicate common weaknesses
associated with slow learners and reduce learning obstacles. When thoughtfully designed and
adequately supported, remedial programmes significantly contribute to bridging the

achievement gap and enhancing overall educational quality.

The Zimbabwean Ministry of Education, Sports, and Culture is tasked with ensuring remedial
education in all primary schools, aiming to achieve the national goal of education for all. The
issuance of Chief Education Officer Circular Minute No. 12 of 1987 demonstrated Zimbabwe's
commitment to the remedial education programme. This circular embraces the need for a

remedial education programme as a detection mechanism (Urombo, 1999). The programme
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initially targeted Grade 4 learners of average and above-average educational competency in all
schools and eventually expanded to include learners from other grades except Grade 1. The
school's Psychological Services and Special Needs Education department targets fourth-grade
learners to identify strengths and areas for instruction. Successful learners may leave within six
months to a year, while those falling behind will remain until the necessary skills are developed.
The minimum expected result of this initiative was functional literacy and numeracy for all
learners by the end of primary school. Recent research by Chibaya and Shonhiwa (2024)
highlights ongoing challenges in the implementation of remedial education particularly in pre-
urban primary schools. Their study identified issues such as lack of remedial learning
resources, stigma and discrimination, large class sizes and insufficient teacher training as

significant barriers of remedial programmes in Zimbabwe.

Recent scholarship affirms the importance of this dual focus. Stone et al. (2019) in a regional
meta-analysis of early literacy interventions report that remedial programs are most effective
when they are structured, skill-targeted and accompanied by active community or parental
engagement. Similarly, Sepulveda et al. (2020) underscore the need for context-specific
interventions in Chile, where socioeconomic status is strongly correlated with disparities in
school performance, particularly in early numeracy and language acquisition. Incorporating
community and family engagement has also been shown to reinforce the sustainability of
educational outcomes. Furthermore, Guthrie et al. (2019) highlight that Chilean education
policy has increasingly recognised the need for inclusive strategies that target underserved
populations especially indigenous and migrant children through tailored support services and
community outreach. Programs like Un Techo Para Chile exemplify this shift, offering a model
that goes beyond curriculum-based remediation to integrate social inclusion and emotional
support. Finally, technological innovations in remedial education, particularly those
accelerated by the COVID-19 pandemic, have opened new avenues for reaching marginalised
learners. Moncada Nahuelquin & Ibéanez Orellana (2025) document how EdTech-enabled
platforms in Latin America, including in Chile, have been used to mitigate learning loss,
particularly among learners at risk of dropping out or falling behind. While digital access
remains uneven, such innovations show promise when combined with the in-person support

structures already embedded in community-based programs.

Remedial schools can aid learners in developing well-rounded abilities that go beyond
academic success by creating a learning atmosphere that promotes ethical behaviour and

stimulates critical thinking (Darling-Hammond et al., 2017). Remedial education focuses on
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early problem-solving for Level 1 learners to ensure they have 3M skills (reading, writing and
counting (Darling-Hammond et al., 2017). Learners who have not mastered 3M skills will be
placed in remedial education offered at the school to help them. Continuing with a push for
remedial education, Stone et al. (2019) also note that remedial education is an efficient measure
against long-term learning problems. Jiménez et al. (2022) address difficulties experienced by
children with reading disabilities that are diagnosed early into a remedial intervention

programme can improve their phonological processing, fluency, and comprehension.

In Malaysia, remedial education has been recognised as essential for improving outcomes
among learners with academic difficulties. Although frameworks exist, challenges remain in
implementation and resource allocation. Othman and Rahmat (2020) highlight the need for
designated learning spaces and sufficient funding to support effective delivery and reduce
educator workload. These programmes primarily target deficiencies in reading, writing, and
mathematics. Richardson (2015) emphasises that systematic needs-based interventions such as
the "Success for All" model can significantly reduce learning gaps. Since its introduction in
1967, Malaysia’s remedial education has included initiatives like Early Intervention Classes
and the Reading Skills Remedial Programme to improve foundational skills and reduce dropout

rates.

Taukeni (2019) examines remedial education through the lens that linking these programmes
with overall educational objectives improves their impact. The implementation of remedial
education programmes is not without its challenges. Asio and Jimenez (2020) discuss obstacles
that can impact the effectiveness of these programmes such as a lack of funding, inadequate
educator preparation, and limited resources. A remedial class is an effective approach to
addressing this common issue. Thilges and Schmer, (2020) conducted a concept analysis of

formal remediation, establishing a framework for defining the concept.

2.2.3 A South African perspective of remedial education

In South Africa, remedial education programmes are designed to support learners who face
academic challenges or developmental difficulties. Recent assessments have highlighted
significant learning losses in foundational literacy and numeracy, particularly exacerbated by
the COVID-19 pandemic. For instance, the 2021 Systemic Tests conducted in the Western
Cape revealed that Grade 3 learners experienced a decline of up to 13.8 percentage points in

mathematics and 8.0 percentage points in language compared to 2019 results (Department of
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Basic Education, 2022). These findings underscore the urgent need for targeted remedial

interventions to bridge learning gaps.

The Department of Basic Education (DBE) has recognised this need and collaboration with
UNESCO released the 2024 Spotlight Report focusing on foundational learning. The report
emphasises the importance of structured remedial programmes, such as the Teaching
Mathematics for Understanding initiative, which has been piloted in 40 schools to enhance
numeracy proficiency among learners (UNESCO, 2024). Additionally, the Mental Starters
Assessment Project introduces focused mathematics lesson units for Grade 3 learners, aiming

to strengthen number sense and reduce reliance on inefficient counting methods.

Furthermore, the DBE’s Early Grade Reading Programme, introduced as part of broader efforts
to strengthen the basic education system, provides an integrated package of lesson plans,
reading materials, and professional support to Foundation Phase teachers (Parliamentary
Monitoring Group, 2020). These interventions are critical in addressing disparities in

educational outcomes and ensuring that all learners acquire the necessary foundational skills.

2.2.4 Types of Remedial Education Programmes

The Oxford Reading Tree is a popular programme that develops children's literacy through
engaging tiered activities, promoting vocabulary, comprehension, and fluency in classrooms.
Research emphasises the necessity of employing tiered reading schemes such as the Oxford
Reading Tree to promote early literacy abilities, particularly phonemic awareness and reading
confidence (Vetsch-Larson, 2022). Diverse genres in educational content boost learners'
engagement and critical thinking skills (Middleton, 2023). With graded books that gradually
introduce phonics and comprehension abilities, the Oxford Reading Tree programme is popular
and supports the development of reading skills (Oxford University Press). Letters and Sounds,
a UK-based phonics programme, uses a sequential approach to teach critical reading and

writing skills through the relationship between letters and sounds.

Mathematics interventions are important in remedial education, with online tools like
Mathletics providing systematic exercises and tracking progress. These resources offer
personalised feedback, allowing learners to practice at their own pace and reinforcing concepts.
Math therapy addresses gaps in understanding through problem-solving, discussions, and
targeted practice. Concrete understanding in math therapy helps bridge the gap with abstract
learning (Aguhayon et al., 2023). The ARROW programme was initially created to help deaf
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learners develop their speech, but it is currently being used extensively to enhance literacy in

various learner profiles (Lane, 2010)

Speech and Language Therapy (hereafter SALT) is used in South African remedial schools to
assist learners with language development, articulation, and communication issues. According
to Schuele and Boudreau (2008), SALT strengthens vocabulary, speech clarity, and the ability
to understand and use language in various contexts. Occupational Therapy (hereafter OT)
assists learners by improving their fine and gross motor skills, which are significant for their
full participation in classroom activities. OT helps learners develop the physical coordination
for tasks such as writing, using tools, and engaging in group activities. O'Brien and Kuhaneck
(2020) note that OT in the educational setting focuses on improving sensory processing and
motor function, empowering learners to engage with their learning environment. OT employs
techniques with sensory integration therapy and fine motor skill exercises to achieve learners'
physical capabilities for academic and social success. Remedial education programmes include
behavioural interventions like the Cognitive Enrichment Advantage (CEA) and Self-
Regulation Programmes. The CEA, developed by Dr. Katherine Greenberg encourages critical
thinking and self-reflection, which aid learners in managing cognitive and behavioural

challenges (Ejubovi¢ and Puska, 2019; Bal et al., 2021).

Oxford University Press created the Oxford Reading Buddy (ORB), a digital resource that is
applied to encourage reading. ORB scaffolds learners' reading comprehension skills,
vocabulary, and fluency by providing individualised reading experiences via interactive
eBooks, guided exercises, and tests. According to research, struggling readers benefit from the
individualised support provided by the ORB programme (Lewin 2019). Additionally,
encouraging social, cognitive, physical, and emotional development with extracurricular
activities in remedial education improves classroom instruction. Particularly for those with
developmental delays or learning disabilities. These activities support learners in exploring

their interests, gaining self-confidence, and developing life skills (Lewin., 2019).

Differentiated instruction in a teaching approach adapts teaching methods, content, and
assessments to learners' unique learning styles and abilities by recognising their progress rates.
Educators can assist learners in achieving their academic goals and attaining their full potential
by offering individualised instruction and support (Skae, Brown, & Wilmot, 2020).
Additionally, LEGO blocks stimulate creativity and inspire possibilities, promoting inclusive

learning settings. LEGO Education's experiential approach improves social interaction,
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creativity, problem-solving, and fine motor skills (Whitebread et al.,, 2015).

2.3 INCLUSIVE EDUCATION
2.3.1 An international perspective of inclusive education

The history of inclusive education dates to the global adoption of the Universal Declaration of
Human Rights (United Nations, 1948), which mandates that every person is entitled to an
education (Suleymanov, 2015). The activism of parents in Nordic countries in the 1960s based
on the Universal Declaration of Human Rights (United Nations, 1948) prompted the global
adoption of inclusive education. Education is inclusive in the Nordic region, including Sweden,
Denmark, Norway, Iceland and Finland. It causes much interest and generates endless
discussion on ideology, politics, theories, practices and methods for implementing them in
schools. The introduction of inclusive education in Scandinavia dates to the second half of the
20th century. This was when special education could meet all the requirements of a healthy
society with equal opportunities for everyone. However, in most countries, special education
is still an alternative form of education for children with special needs who cannot attend
secondary schools because of specific health reasons. The history of Swedish inclusive
education began in 1842 when it initiated the so-called “public school’ (allmdnfolkskola). The
purpose of the school was to accustom all citizens to education (before 1842 only middle-class

citizens and the upper social group of the community could gain an education).

Developing an inclusive education policy in Iceland became part of the democratisation of
education when Iceland accepted the Schools Act in 1974. The primary and dominant purpose
of compulsory secondary education at that time was to transform learners into citizens of a
democratic society. In fact, “inclusion” was mentioned only two decades after the signing of
the Salamanca Statement and Frameworks of Action (UNESCO, 1994). Expanding the net of
inclusive educational institutions but also through actions inevitably followed that decision.
Renewal of syllabuses, outlining a completely new learning programme, preparation for

educators and working in an inclusive environment.

2.3.1.1 International legislative and policy framework regulating inclusive education

It acknowledges everyone's fundamental right to an education, regardless of race, sex,
language, religion, political or other beliefs, national or social origin, economic status, or place

of birth. The UNESCO Convention Against Discrimination in Education (1960) laid the
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groundwork for international law. The foundation for further global initiatives to advance
inclusive education was set up by this Convention (UNESCO, 1960). The inclusion principle
emphasised the 1990 World Declaration on Education for All. It demands that educational
institutions make greater accommodations for learners from various backgrounds, including
those with impairments. The EFA framework identifies and eliminates obstacles, including
social, physical, and attitude barriers that impede access to education. Education systems can
provide more inclusive settings that meet the needs of all learners by proactively removing
these obstacles. The Salamanca Statement and Framework for Action (1994) built on this basis
by promoting inclusive education and stressing the value of integrating all learners, regardless

of disability, into regular classroom settings (UNESCO, 1994).

By emphasising fair access to quality education for all learners, including those with
disabilities. The Dakar Framework for Action (World Education Forum, 2000) further
strengthened the commitment to inclusive education. According to UNESCO (2000), this
framework highlighted the significance of attending to the individual needs of marginalised
groups, including children with disabilities, and guaranteeing their full participation in
education. A thorough framework for advancing and defending the rights of people with
disabilities is offered by the Convention on the Rights of Persons with Disabilities (CRPD)
(United Nations, 2006). The CRPD highlights accommodations and guarantees learners with

disabilities can engage in their educational learning.

Even though the Millennium Development Goals, particularly MDG 2, were instrumental in
channelling global attention towards universal primary education, they did not include explicit
provisions for persons with disabilities (UNESCO, 2015). This was a clear indicator of the
urgent need for inclusive policies, as evidenced in Sustainable Development Goal 4, whose call

was explicitly for equitable and quality education for all (United Nations, 2015).

2.3.2 A South African perspective of inclusive education

From the nineteenth century to 1994, South Africa was dominated by consecutive minority
white governments that enforced disenfranchisement and systematic mistreatment of other
races' lives and livelihoods. Apartheid was the systematic and legislative discrimination in
favour of white people in South Africa from 1948 to 1994, led by the National Party
government. During the legalisation of apartheid, racial divergence and inequality, as well as

the establishment of separate schools for children of different racial classifications, were legally
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and rigidly established (McKeever, 2017). Since the transition to democracy in 1994, South
Africa has embraced inclusive education, which focuses on equal rights and access to
education. A changed education system is projected to play a role in ending apartheid-era
discriminatory social and economic systems and contributing to building a democratic society
(Badat & Sayed, 2014). There has been a growing recognition of numerous ways in which
individual and group factors (ability, race, ethnicity, socioeconomic status, gender, religion,
and so on) and institutional capability interact to influence access, acceptance, and involvement
in schools. The process leads to positive and systemic conditions with innovative and context-

relevant activities within school communities (Bal et al., 2021).

The education capacity of educators, school leaders and education support personnel is
acknowledged internationally as important for achieving inclusive education. South Africa's
educational progression could address past inequalities by preparing educators for inclusive
learning. Past teaching methods did not adequately prepare educators for this purpose.
Inclusive teaching standards for learners at the beginning of their teaching practice have been
set up since 1994 (Walton & Rusznyak, 2019). These include the achievement of continuing
professional development to facilitate educators with unanticipated teaching support strategies
(Engelbrecht & Muthukrishna, 2019). Advancements in educator training have led to
specialised courses in universities instructing children with specific disabilities. For example,
children with low vision impairment, deaf learners, and children with Autism and other
neurodevelopmental disorders (Galiano et al., 2024). The medical-deficit approach may
strengthen path dependency and segregation. Understanding the diverse learning needs of
children with specific disabilities through an intersectional lens can improve educators' and

therapists' opportunities in mainstream or remedial schools.

Educators teaching in the different types of schools in South Africa are adapting to a context
characterised by policy changes. Recent case studies (Adewumi, Mosito& Agosto, 2019;
Andrews, 2020; Engelbrecht & Muthukrishna, 2019; Themane & Thobejane, 2019) highlight
that despite numerous difficulties, for example, overcrowded classes and the lack of tools.
Educators are developing different strategies to foster more inclusiveness. Engelbrecht &
Muthukrishna (2019) highlight the collaborative efforts of educators to ensure inclusive
education despite the lack of funds by adapting their pedagogy to accommodate all (Adewumi,
Mosito& Agosto, 2019; (Bal et al., 2021).

Research by Landsberg et al. (2005) emphasises that most learners who have learning

difficulties or are physically disabled have negative experiences in their school environment.
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Learners are being laughed at by their peers, stigmatised and isolated in peer-related activities
and assignments given in the classroom. Bhengu (2006) investigated how teaching facilities
and educator training affect primary school educators' attitudes towards inclusive education.
Bhengu (2006) states that children with disabilities are not easily integrated or accepted in
regular classes. The author underscores the need for educators and the community to change
perceptions by implementing inclusive education in South Africa effectively as it is a working
system. Still, if the curriculum is not implemented within the classroom, learners are the biggest

losers.

Bal et al. (2021) point out that educators are employed with whole-group instruction, which is
inconsequential to the needs of disabled learners. Therefore, special educators must provide
special instructions in a resource class. However, special education educators in mainstream
schools do not always have enough time to give instructions. According to Adewumi et al.
(2019), special educators promote inclusion by providing different types of instruction that are
not offered in mainstream classrooms, and more needs to be done. In an inclusive context,
special education educators must revisit and teach new concepts to meet the needs of the
learners (Engelbrecht & Muthukrishna, 2018). Adwemi et al. (2019) account that special
educators in mainstream schools hardly have time to review and reteach due to time constraints.
The authors suggest that providing more time for special educators or condensing the
curriculum can promote personalisation and instruction (Adewumi et al. 2019; Andrews 2020).
According to Engelbrecht & Muthukrishna (2018), autocratic leadership and decision-making
structures that exclude educators can hinder the development of an inclusive school culture

(Bal et al., 2021).

2.3.2.1 Legislative and Policy Framework Regulating Inclusive Education in South Africa

Section 29 of the Constitution of the Republic of South Africa addresses the right to education.
It states that everyone has the right: (a) to a basic education, including adult basic education;
and (b) to further education, which the state, through reasonable measures, must make
progressively available and accessible (Republic of South Africa, 1996a). This right
encompasses inclusive basic education for all learners, irrespective of their abilities or
disabilities, ensuring that every individual has equitable educational opportunities (Republic of
South Africa, 1996a). This constitution guarantees that all learners, regardless of ability, have

access to quality education and establishes the legal foundation for inclusive education.
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The (Republic of South Africa, 1996b) makes education mandatory for children ages 7 to 15
and guarantees that all learners have access to quality education, free from discrimination. The
structure, management, and financing of South African schools are outlined in this Act.
According to SASA, schools must make proper modifications to meet the requirements of
learners with impairments. Providing assistive technology, changing instructional strategies,
and making sure the school's physical space is accessible are a few examples of these
modifications. The Act also requires schools to create Individual Education Plans (IEPs) for
learners with special needs (Republic of South Africa, 1996b). A key piece of South African
legislation that offers a thorough framework for national education policy is the National
Education Policy Act (NEPA). To provide a coordinated approach to educational policy and
delivery, this act delineates the roles and responsibilities of both the national and provincial
governments in the field of education (Department of Education [DoE] 1996). This includes
offering assistive technology, specialised instruction, and counselling to learners with

impairments.

White Paper 6 was launched in 2001 as a strategic plan to address the integrated education
system in South Africa. White Paper 6 especially states that the Department of Basic Education
(2001) has “A special responsibility ... to make certain that all learners, with or without
disabilities can contribute as equals to society and to realise their learning potential to the
fullest.” The Guidelines for Responding to Learner Diversity through Curriculum and
Assessment Policy Statements in the Classroom (Department of Basic Education, 2011) offer
useful insights into how educators can address learners' diverse needs. The guidelines highlight
the importance of adjusting teaching methods to suit different learning styles, abilities, and
backgrounds. The Department of Basic Education (2011) encourages educators to use

differentiated instruction and assessment strategies.

The SIAS policy was introduced in 2014 and offers a thorough framework for identifying,
evaluating, and assisting learners who need extra help to improve their involvement and
inclusion in the classroom (Department of Education, 2014). Furthermore, the SIAS strategy
reduces the wrong placement of learners in special schools, determines the most appropriate
sites of learning for support, and offers directions about the involvement of parents and
educators in the strategy (Department of Education, 2014). Even when learners with learning
barriers are integrated into mainstream schools, they often are excluded from classes with their
able-bodied peers. According to Human Rights Watch (2019) despite its recent conversion into

a full-service school, a local primary school continued to segregate children with disabilities
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into separate classes. In addition, Human Rights Watch found multiple instances in which

disabled children were not incorporated into classroom activities (Human Rights Watch, 2019).

24 THE INTERSECTION OF REMEDIAL AND INCLUSIVE EDUCATION

Inclusive teaching and learning practices and remedial education programmes can facilitate
equal opportunities, equity, and human dignity for all learner populations, specifically for
learners from diverse and marginalised backgrounds (Donohue & Bornman, 2014). According
to Schuelka and Johnstone (2012), specialist multi-professional teams are involved in these
programmes preparing to differentiate instruction and provide counselling. Remedial schools
provide a secure learning environment for struggling learners, offering one-on-one assistance

to help them succeed, and ensuring a more supportive learning environment (Zajda, 2023).

Remedial education classes are important to inclusion because they offer one-on-one support
and usually have a lower learner-to-teacher ratio. Furthermore, they provide more detailed and
direct feedback, less complex instructional content and teaching resources in class, which
makes things clear. Moreover, reinforcement interventions and teaching inputs targeted at
specific learners are often included to address children’s variability (Darling-Hammond et al.,
2019). Remedial programmes utilise various communication methods, including graphic
displays, spatial organisation, technology, and audio/visual aids, along with cognitive,
emotional, and memory techniques, to enhance understanding, with key features including
guided scaffolding and clear learning environments. According to Darling-Hammond et al.
(2019), the strategies assist in meeting the learning needs of children, answering the question
of how learning becomes accessible and promoting the learning needs of all learners (Juma et

al., 2017).

Remedial education is an intervention programme designed to aid learners who do not meet
the academic requirements for their grade level (Bordia, 2023; Yazigy, 2023). This inclusive
method fosters a feeling of fitting in and motivates learners to engage fully in the educational
journey, boosting their confidence and drive (Al-Sheikhly et al., 2020). The strategies
encompass various interventions like personalised tutoring, skill-building exercises, adaptive
learning technologies, and collaborative learning environments. The success of these remedial
measures significantly impacts learners' academic progress (Zhao et al., 2022). By identifying
and applying effective remediation techniques, educational institutions can improve learner

engagement, retention rates, and educational equity (Albreiki, Habuza, & Zaki; 2022; Abella
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et al., 2024). According to Ren et al. (2021), pre-test and post-test assessments demonstrate an
improvement in learners' abilities through targeted interventions. Assessing remedial strategies
necessitates a comprehensive approach that examines the diverse factors affecting learner
performance (Biwer et al., 2023). Elements such as academic proficiency, learning styles,
socioeconomic background, and classroom dynamics all play a role in the success of

remediation efforts (Shukla et al., 2020; Zajda, 2023).

2.5 DIFFERENT TYPES OF SCHOOLS IN SOUTH AFRICA

One needs to consider the different types of schools within the South African context. To
understand the role of remedial education programmes and inclusive education; that is,

mainstream, full-service, special, and remedial schools (Bal et al., 2021).

2.5.1 Remedial School

A remedial school is a specialised educational institution that provides additional academic
support to learners who are behind their expected grade level. These schools typically offer
smaller classes, individualised learning plans, and targeted interventions focused on core skills

such as literacy and numeracy (Taukeni, 2019; Asio & Jimenez, 2020).

2.5.2 Resource Class (or Remedial Class)

A resource class refers to a specialised support setting within a mainstream school, where
learners with learning difficulties receive individualised or small-group instruction in specific
academic areas. These classes are typically staffed by remedial or special education teachers
and are intended to help learners bridge gaps while remaining enrolled in mainstream education

(Nel et al., 2016).

2.5.3 Special School

Special schools and remedial schools exist as separate educational institutions designed for
learners who require intensive, individualised support. While special schools typically serve

children with diagnosed disabilities (e.g., autism, hearing impairment), remedial schools focus
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on academic difficulties without necessarily requiring a formal disability diagnosis

(Taukeni, 2019; Asio & Jimenez, 2020).

In contrast to inclusive approaches these settings are often segregated with learners removed
from the mainstream environment. Though effective for some, critics argue that they risk social
exclusion and contradict the principles of inclusive education. However, Donohue and
Bornman (2014) note that in the South African context shaped by historical inequality and
limited resources. These institutions may remain necessary for learners requiring intensive

remediation.

South Africa’s inclusive education policy aims to integrate learners with diverse needs into
regular classrooms. While remedial and special schools provide valuable services, the policy
emphasis is now on embedding support within mainstream and full-service schools,
wherever feasible. This reflects a shift from segregation to support-based inclusion (DBE,

2010).

However, successful inclusion of remedial programs into mainstream education requires:

Adequate teacher training
e Strong support systems (e.g., SBSTs)
e Availability of remedial personnel and assessments

o Funding for resource classes and therapy services

2.6 DIFFERENT APPROACHES TO INCLUSIVE EDUCATION RESEARCH
2.6.1 Disability approach

The disability approach within inclusive education aims to explore disability understanding
and experiences, exposing the limitations faced by disabled individuals in mainstream activities
like education. Despite the increasing number of learners with disabilities, many educational
institutions design spaces and learning experiences based on the medical model, neglecting the
right model that considers individuals' impairments and characteristics as inherently

disadvantageous (Bal et al., 2021).

The South African constitution mandates that children with disabilities or learning barriers
should attend mainstream schools. However, many mainstream schools still discriminate

against these learners, as they decide on their own if they can accommodate their needs or
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disabilities. Many schools refuse to accept these learners, demonstrating a reluctance to
accommodate them (Human Rights Watch, 2015). Similarly, parents in South Africa are
ignorant of the available information regarding their rights. They lack adequate information
and assistance on the services that can evaluate their children and assist them in making

decisions that will benefit them (Human Rights Watch, 2015).

2.6.2 School Reform Approach

The school reform approach emphasises the importance of learning in implementation and the
role of educators in shaping initiatives (Drago-Severson, 2007; Hubbard, Mehan & Stein,
2006). Effective communication of philosophical ideas and vision for inclusive practices is
crucial for guiding school communities. Oliver (2013) suggests that learners with disabilities
should be recognised as equals rather than academic burdens. Educational reforms are always
challenging and take a long time to implement (Gumede, & Biyase, 2016). The return to

education literature has suggested several measures of quality of schooling or education.

2.6.3 Critical theory approach

Adapting the critical theory approach for young learners, as Kincheloe (2008, p. 49) discusses,
necessitates judicious simplification without compromising the essence of the theory. Hattie
(2017) highlights the need to align instructional content with learners' cognitive development.
Complex concepts, such as those in critical theory, must be distilled into simple language and
relatable contexts. This approach enables learners to grasp the essence of the concepts without
becoming overwhelmed by technical jargon. According to Gardner (2011), different
developmental stages require specific teaching approaches. Thus, from an educational
perspective, this means creating activities that would be relevant to children’s real-life

situations and abilities (Bal et al., 2021).

2.6.4 Emancipatory/transformative approach

This study embraces the emancipatory or transformative approach in its capacity to assert the
existence of various oppressed groups of people in societies that comprise but are not limited
to, women, disabled persons, people of colour, Indigenous people, and people of a lower socio-

economic status (Barnes, 2010; Mertens, 2007). In this study Grade 5 learners from a remedial
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school represented the marginalised group since this approach aims for the research to bring
about positive social and academic change to address injustices and inequity (Padron & Ballet,

2011, p. 166).

2.7  SOCIAL CONSTRUCTIVISM

Social constructivism, based on Vygotsky's cognitive development theory, is the foundation of
this study's conceptualization of the social co-construction of knowledge. Vygotsky (1978)
believed that learning initially takes place at the social level (interpsychological) and only
subsequently within the individual (intrapsychological). This theory is especially relevant for
remedial education, as learners in this context thrive on structured interaction, guided

facilitation, and cooperative learning activities (Newman & Latifi, 2021).

A central concept in social constructivism is known as the Zone of Proximal Development
(ZPD), which is defined as the difference between one's ability to perform independently and
the attainable potential that can be realized through external support. With regards to the present
study, the ZPD was manifested in how the learners developed with the help of educators and
peers through targeted interventions (Newman & Latifi, 2021; Van der Westhuizen & De Beer,
2021). These interventions included the use of concrete manipulatives, visual representations,

and peer collaboration activities, allowing for gradual internalisation on the part of the learners.

Instructional approaches rooted in social constructivism emphasise the importance of directed
participation and collaborative problem-solving, concepts that resonate through the cooperative
instructional strategies applied in the remedial environment under study here. The
constructivist framework also encourages the utilisation of diverse instructional methods and
pedagogical teaching. The convergence of social constructivism and remedial education was
realised as “instructional approaches rooted in social constructivism... foster human
connectedness and collaborative problem-solving... even in remedial classrooms” (Solomon-

Jenkins, 2024, p. 89).

Participatory Action Research (PAR) was selected as the methodological approach because it
aligns closely with the social constructivist paradigm. According to Kemmis and McTaggart
(2000) PAR is not merely a method, but a process of collective inquiry and reflection
undertaken by participants to improve their own practices. This research involved Grade 5

educators and learners collaboratively identifying barriers to learning and implementing
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targeted interventions. PAR’s iterative cycle of planning, acting, observing, and reflecting
enabled participants to co-construct meaning from their experiences. This collaborative
dynamic is consistent with Vygotsky’s emphasis on the role of social interaction in cognitive
development. Zuber-Skerritt (2015) further emphasises that PAR empowers participants,

fosters ownership of change, and promotes inclusive educational practices.

In this study, PAR allowed the researcher and participants to test inclusive strategies such as
PBL (Problem-Based Learning) and CPA (Concrete-Pictorial-Abstract) models, which support
the development of foundational skills within learners’ ZPD. The approach also helped
document the effectiveness of remedial interventions in real-time, thus linking theoretical
framing directly with practice (Newman & Latifi, 2021). PAR and Social Constructivism are
mutually supportive frameworks. While PAR emphasises collaborative inquiry and
empowerment, Social Constructivism provides the psychological and pedagogical grounding

for understanding how knowledge is built in interaction. Together, they enable this study to:
o Centre the voices of educators and learners in the process of educational change.
o Develop responsive strategies that are contextually relevant to remedial classrooms.

o Explore how scaffolding and learner agency intersect in inclusive mathematical

teaching.

2.8 CONCLUSION

South Africa faces challenges with special needs and learning disabilities, and progress is slow
for children requiring full inclusion. Parents can explore private sector remedial schools to
support their children with learning difficulties and disabilities. This literature review examines
the complex nature of inclusive and remedial education from both global and South African
perspectives, focusing on individuals and groups that address skills shortages. The study
compares South African and international remedial education systems, focusing on their unique
approach to accommodating diverse learners within diverse educational structures. It
underscores inclusive education to address historical inequalities and improve access to high-

quality education, while international frameworks prioritise this approach.
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CHAPTER 3: RESEARCH METHODOLOGY

3.1 BACKGROUND OF RESEARCH METHODOLOGY

3.1.1 Introduction

The previous chapter reviewed existing literature on the research topic. This chapter outlines
the research methodology, detailing the qualitative approach, design, and data collection
techniques. Participatory Action Research (PAR) was employed to explore complex
educational issues through collaboration between the researcher and participants (Kemmis &
McTaggart, 1998; Chevalier & Buckles, 2019). The chapter also reviews literature on inclusive
education, remedial teaching, and mathematics pedagogy, highlighting how constructivist and
participatory strategies support diverse learners with cognitive barriers (Vygotsky, 1978; Bal
& Perzigian, 2023). Both global and South African studies contextualise challenges and

innovations in inclusive mathematics education (Engelbrecht et al., 2020; Mpu & Adu, 2021).

3.2 RESEARCH METHODOLOGY
3.2.1 Research paradigm (interpretivism)

The research adopted the interpretivism paradigm to understand social phenomena and promote
inclusive teaching in remedial primary schools, focusing on understanding unique cases and
experiences (Flick, 2014). Interpretivism seeks to interpret participants' experiences rather than
just describe observable phenomena, which is ideal for this research (Pham, 2018). According
to Pham (2018), interpretivism research goes beyond describing events and seeks to
comprehend the social environment in which they occur. Interviews allow interpretivism
researchers to find underlying difficulties and perspectives that are difficult to detect,
improving their comprehension of participants' subjective experiences (Pham, 2018). The
interpretivism paradigm allowed the researcher to examine the classroom environment through
the subjective lenses of learners and educators. This approach is consistent with the research's
goal of promoting inclusive education because of a more in-depth analysis of how people
perceive and engage with remedial educational activities. Interpretivism is a valuable method
for this research since it allows for the interpretation of complex social interactions in the

classroom (Shah & Al-Bargi, 2013).
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3.2.2 Qualitative approach

Qualitative research is an approach used to study human experiences, behaviour, and social
phenomena in natural settings. It focuses on depth rather than breadth, exploring participants'
perceptions and how these enhance the understanding of key issues (Creswell & Creswell,
2017). Data collection through interviews, observations, and document analysis is crucial for
studying context-related phenomena, providing detailed knowledge assessment and
understanding from participants' perspectives (Miles et al., 2018). Qualitative research in
education evaluates programme effectiveness, explores teaching processes, and examines
attitudes, offering flexibility for researchers to adapt strategies as new issues arise (Braun &
Clarke, 2006). It facilitates the collection of detailed data compared to the cardinal data
gathered in quantitative methods (Creswell & Creswell, 2017). Additionally, using primary
data sources like interviews and focus groups enhances credibility through triangulation, where
data from different sources are compared and analysed (Silverman, 2020). Qualitative research
faces limitations like researcher bias, small sample sizes, and time-consuming data collection,
transcription, and analysis, which can affect the credibility and dependability of results

(Creswell & Creswell, 2017).

3.2.3 Research Design: Participatory Action Research (PAR)

The researcher decided to use the PAR approach to ensure the involvement of the participants.
PAR is an ongoing, self-observational method in which participants are active researchers who
help to broaden and reconnect the observation with the researched environment and people
(Kemmis & McTaggart, 1998). As stated by Creswell & Poth (2018), using the PAR approach
brings the knowledge and experience of the participants to light with achieving the needed

change.

In PAR, communication among the participants is important as they progress through all the
stages. The group members are expected to discuss issues from the planning stage, where they
would agree on the objectives of the proposed study, to the reflection stage. In this current
study, the action research stages identified by Kemmis and McTaggart (1998) were adopted to
collect data. The stages are as follows: planning (during which the PAR objectives were
determined), observation (current practice observed), action (new practices put into action),

and reflection (reflecting on PAR processes). During these stages, a series of reflective
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meetings were held as part of data generation. These meetings are determined by the degree

of theoretical saturation reached.

One of the most significant shortcomings of PAR is the possibility of limited generalisability
due to the context-specific nature of the research and participants' active participation in
influencing the study's course (Kemmis & McTaggart, 1998). This concern is consistent with
this research, as the findings may be greatly influenced by the specific group dynamics and
context in which the action research is conducted. Because PAR prioritises local knowledge
and context, the outcomes may be limited to the specific environment or group involved,

lessening the conclusions' broader application (Kemmis & McTaggart, 1998).

3.2.4 Qualitative data-collection instruments

Qualitative data collection instruments were used to grasp the research context. These tools
included participant observations, semi-structured interviews, focus group interviews and
document analysis, which were chosen based on their relevance to the study's aims. Participant
observation was an important technique that allowed the researcher to become an active
participant in the study's social and educational context. This method supported the collection
of detailed, contextual data on classroom dynamics, instructional techniques, and learner
engagement. During the study, observations were made in a Grade 5 class, where the researcher
and participating educators watched each other's teaching methods. This dual perspective
provided useful insights into teaching tactics and classroom interactions, focusing on activities
like using 3D objects in mathematics lessons. The observations gave a better understanding of
teacher-learner interactions and the efficacy of instructional interventions, in line with the

constructivist paradigm (Corbin & Strauss, 2008).

3.2.4.1 Semi-structured interviews

Semi-structured interviews were another important approach for capturing participants'
experiences and ideas. These interviews, which combined pre-planned questions with the
flexibility to explore emergent issues, provided an in-depth insight into the instructors'
perspectives on remedial teaching approaches and classroom management (Bryman, 2017).
The researcher interviewed two Grade 5 educators for 30-45 minutes each. These conversations

centred on the educators' tactics, experiences with remedial learners, and ways to manage
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classroom issues. Ethical issues were prioritised, and the interviews were audio-recorded for

transcription to ensure anonymity and conformity to ethical principles (Patton, 2015).

3.2.4.2 Focus group interviews

Six participants (3 boys and 3 girls) from Class A were interviewed in focus groups to
investigate the usage of remedial education programmes in a Grade 5 class and their function
in enabling inclusive teaching and learning. This balanced representation guaranteed that a
variety of viewpoints were captured. The researcher knew the individuals and used
pseudonyms to protect their identities. Although total secrecy could not be ensured during the
focus group, anonymity was maintained in the final report, and data management followed
ethical guidelines. Focus group interviews are a well-established qualitative research method
involving the structured collection of data through facilitated group discussions (Krueger &
Casey, 2015). The conversations prompted participants to express their thoughts, experiences,
and viewpoints, with the researcher facilitating and monitoring the dialogue. This approach
effectively gained insight into shared perceptions and social interactions concerning
educational events (Gibbs, 2018; Stewart & Shamdasani, 2015). To ensure ethical research
practices, no personal or sensitive questions were asked, and participants were not exposed to
risk. The focus group provided a supportive environment where participants felt comfortable
expressing their thoughts and experiences. This approach yielded rich, qualitative data
highlighting how remedial education programmes supported inclusive teaching and learning in

the classroom.

3.2.4.3 Document analysis

Document analysis supplemented the observational and interview data by looking at written
sources pertinent to the study. The analysis comprised six Grade 5 learners' numeracy
assessment records, which were analysed to identify patterns in academic performance
following the adoption of educational interventions. This method identified trends and
fluctuations in learner progress, offering additional insights into the effectiveness of the
strategies used. By triangulating the data acquired using these instruments, the study was able

to gain a solid picture of the interventions' effectiveness (Taylor, Hinton, & Kintzer, 2019).

A specific intervention involved 3D objects in mathematics lessons to enhance learners’

understanding of abstract concepts (Vygotsky, 1978). Learners engaged with blocks and
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geometric shapes to explore mathematical ideas such as volume and spatial relationships, and
they completed a geometry project using recycled materials. These activities aligned with
constructivist principles, promoting active engagement, collaboration, and real-world
relevance in learning (Marlowe & Page, 2005). To measure the impact of this intervention,
learner engagement was observed during activities, and feedback was collected through focus
groups to assess their understanding of the concepts (Krueger & Casey, 2014). The study
adhered to strict ethical guidelines to protect the privacy, confidentiality, and well-being of

participants (Fleming & Zegwaard, 2018).

3.2.4.4 Research Journal

Throughout the PAR process, the researcher kept a research journal to document and reflect on
the many stages of the study. The journal acted as a dynamic record, documenting observations,
reflections, and iterative adjustments made during the research process. It enabled a more
systematic approach to study documentation, guided by best practices in qualitative research
journaling (Creswell & Creswell, 2017). During classroom activities, the researcher utilised
the diary to make real-time observations about how learners interacted with teaching tactics
and interventions. For example, the researcher described how learners interacted with 3D
objects during numeracy courses, highlighting their passion, teamwork, and capacity to
understand abstract concepts. These observations contained detailed data regarding classroom
dynamics, environmental conditions, and specific actions. The study involved semi-structured
interviews with two Grade 5 educators, audio-recordings, and a journal analysis to gather
themes about their teaching approaches, obstacles, and perspectives on treatments (Patton,

2015)

The journal also became a platform to track challenges and adjustments during the
implementation of interventions. For example, when learners struggled with certain 3D object
exercises, the researcher documented the situation and recorded collaborative solutions as
discussed with the involved educators. At the end of each day, the researcher engaged in
reflective practice, examining the efficacy of tactics, exploring alternative ways, and assessing
if the study objectives were reached. This reflective technique, based on constructivist ideas,
highlighted the active, evolving aspect of learning (Corbin & Strauss, 2008). Additionally, the
journal documented collaborative interactions with the two educators, including their feedback

on observations and interventions. These interactions gave useful insights that guided the
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following steps in the research process and improved the study's validity by including diverse
views (Bryman, 2017). Beyond documenting, the journal encouraged deeper involvement in
the research process by serving as a medium for reflection and analysis. Creswell & Creswell
(2017) note how this systematic methodology ensures the study's dependability and

trustworthiness.

33 SAMPLING AND SELECTION OF PARTICIPANTS

The qualitative research design for this study involved purposive sampling, a type of sampling
method not suited for use in probability sampling in qualitative research since participants were
selected based on certain characteristics pertinent to the study question and objectives
(Creswell & Creswell, 2017). The purpose of this sampling technique is crucial in choosing
respondents with information exploitation and an adequate richness of qualitative data in
analysing purposes, experiences, or valuable insights into the research topic selected (Patton,
2015; Miles et al., 2018). The two participating educators (females) in this study were selected
purposively because they are two competent Grade 5 educators with experience in remedial
education and participation in curriculum facets related to CAPS. The participants’ teaching
experience enriched the research findings through the sharing of best practices and deficits in

the context of remedial intervention.

The study sample consisted of Grade 5 learners, evenly divided because 6 parents gave their
consent. Research indicates that gender differences in ADHD often result in lower
identification rates for girls due to their differing symptom expression compared to boys
(Hinshaw, 2018). To address such potential biases, this study ensured gender parity to provide
a balanced understanding of the gender-sensitive educational needs and experiences of learners

in remedial classes.

3.3.1 Research site

The research was conducted at a remedial school referred to under the pseudonym Bright
Horizons Academy. This fee-paying independent school supports learners' social, emotional,
and academic needs. Classes average 8—12 learners, ensuring individualised attention. The
school offers on-site occupational, speech and language, and psychological therapy. It
accommodates about 180 learners from Grade 0 to 7, with 19 full-time educators and additional

Language Support therapists.
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The study focused on Grade 5 learners in one class selected for mainstream activities. This
class was compared to two other Grade 5 classes, which were designed as follows: Class A -10
learners, Class B -8 learners, and Class C -9 learners allowing for extra assistance and guidance.
Two educators implemented the remedial activities to revisit and reinforce key areas. Weekly
reflection sessions were held with the educators to discuss ways to improve instructional
practices. A focus group interview was also conducted with six learners, three boys and three
girls, to evaluate the effectiveness of the interventions. This approach aligns with remedial

education principles, emphasising individualised learning and adjustments.

3.4 DATA COLLECTION PROCESS
3.4.1 Research procedure

The first process was getting permission from the University Research Ethics Committee (Non-
Medical) at the University of the Witwatersrand [Appendix M]. Subsequently, the researcher
sought permission from the Gauteng Department of Education (GDE) to conduct the study at
Bright Horizons Academy (pseudonym) [Appendix N]. In this research study at the remedial
school, the researcher gave a formal letter to the school principal seeking permission to conduct
the study [Appendix A]. Parents or guardians returned consent forms and were told that
participation was voluntary for the learners [Appendix F]. Likewise, the educators completed
the Participation Information Sheet (PIS), where consent was sought [Appendix B]. All
participants were assigned pseudonyms to protect their identities. This measure ensured that
the learners’ and educators’ personal information remained. During focus-group activities,
anonymity could not be guaranteed due to group interactions, but the data collected was

handled securely and with strict confidentiality.

The researcher had an employer/employee relationship with the institution while conducting
the research, which might have created a conflict of interest (Mertens, 2007). To counteract
this, the Head of Department (HOD) spoke to the learners and described the study's voluntary
nature. Learners were allowed to speak with the HOD about any worries they had regarding
their involvement. The participating educators met once a week to discuss ideas to enhance
teaching methods and reflect on the execution of remedial exercises. To record how these
activities were delivered, observations were made on how the researcher and the two
participating educators reviewed and reinforced important subject areas. The researcher

followed ethical standards to safeguard the participants' rights during the study. Drawbacks
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during the research were noted and reflected upon during the planning meetings with the two

educators.

3.4.2 Data collection process

For the PAR paradigm, the researcher began by collecting data via observations and comments
recorded in a research journal (Kemmis & McTaggart, 1998). Throughout the research process,
this journal allowed the researcher to document their observations, thoughts, and
methodological choices, guaranteeing an open and thorough approach. To minimise
disturbances to participants' professional obligations and accommodate their availability, the
researcher planned out the research activities (Creswell & Poth, 2018). To get six learners'
opinions on the interventions, the researcher also held focus group interviews with three boys
and three girls (Krueger & Casey, 2014). To cause the least amount of disruption to their
academic schedules these interviews were scheduled during free periods or after school
(Cresswell & Poth, 2018). Ethical principles were upheld during the data-gathering procedure,
guaranteeing participant confidentiality and respecting their opinions (Fleming & Zegwaard,
2018). The study's findings contributed to the educational discourse by scheduling data-
gathering activities and implementing reflective techniques (Finlay, 2008). The collaborative
and iterative character of this approach was aptly captured in the research journal (Creswell &

Cresswell, 2017).

3.4.3 Data collection time frame

Participant observation, semi-structured interviews, and intervention activities were conducted
over a one-month period. The extended duration of each phase was beneficial as it allowed for
an examination of all aspects of the arrangements made by the researcher. The comfort of the
participants and facilitated compliance with PAR emphasises the principles of iteration and

reflection (Kemmis & McTaggart, 1998).

3.5 DATAANALYSIS

In this study, the researcher employed an approach known as thematic analysis, a common

approach in qualitative research that helps conduct a thematic analysis of data collected during
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the research (Braun & Clarke, 2006). Thematic analysis is particularly suited to exploring
complex social phenomena and was used here to interpret patterns in participant experiences
and perspectives. Qualitative data analysis refers to interpreting data sets that are non-
numerical and identifying patterns that come up with hypotheses or add to theories (Miles et
al., 2018). Within this approach, the researcher searches for patterns, themes and connections
in the data and interprets the chosen research phenomenon (Creswell & Creswell, 2017; Braun

& Clarke, 2006).

The main steps in the data analysis entailed included producing text accounts of audio-recorded
interviews, focus-group discussions, and observations which is standard procedure when
dealing with data generated through interviews, focus groups and observations (Mertens,
2007). This transcription made it easy to analyse participants’ views and evaluate which themes
were most meaningful or prominently discussed by participants. Other forms of source
information were also used where journal entries proved to be optional forms of information
together with additional information that could be used to support the actual data collected
during the process (Braun & Clarke, 2006). To get an overall picture of inclusive teaching
practices the researcher planned to use an interdisciplinary approach. This was to obtain the
voice recordings that were transcribed enhancing the trustworthiness of the study particularly

its credibility and confirmability.

3.6 TRUSTWORTHINESS OF THE STUDY

The research accurately reflected the participants' perspectives and experiences, as well as the
processes and methodologies applied. The trustworthiness of this study was established
through several key strategies, including credibility, transferability, dependability, and
confirmability (Flick, 2018). These strategies were employed to ensure the research findings
were valid, reliable, and reflective of the reality within the classroom context. Researchers
establish credibility through tactics such as member checking and triangulation, which include
cross-checking data from numerous sources to improve correctness (Ahmed, 2024). This

demonstrated a credible representation of participants lived experiences.

3.6.1 Role of the Researcher

As part of their job the researcher had to design, carry out, and evaluate the remedial activities.

In addition to gathering and evaluating data in a way that was morally and methodologically
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sound. As the class educator, the researcher had an intimate understanding of the learners' needs
and capabilities, which allowed them to select appropriate interventions and tailor remedial

activities that were both effective and meaningful to the learners (Fleming & Zegwaard, 2018).

Organising reflection sessions with their colleagues was another facet of the researcher’s job.
These gatherings provided a forum for candid conversation about the educational strategies
being used as well as a chance for input and development. To evaluate and improve the teaching
strategies, the researcher actively participated in the analysis of the data from these sessions as
well as the observations collected during the remedial activities (Vainio, 2012). The researcher
was able to provide a space where they could critically analyse their teaching methods and
advance their knowledge of remedial education in a real-world classroom setting by juggling
the roles of researcher and teacher. To ensure openness and rigour throughout the study the
researcher kept a reflective notebook to record these observations and insights (Wiles et al.,
2008). This method enhanced the data collection procedure and the study's conclusions by
enabling the researcher to participate in the research in both a personal and professional

capacity (Fleming & Zegwaard, 2018).

3.7 ETHICAL CONSIDERATIONS

As society increasingly demands greater accountability in research, the ethical conduct of
research has become a focal point, particularly concerning the protection of participants' rights
and privacy (Fleming & Zegwaard, 2018). In this study, ethical safeguards were paramount,

with particular attention to concepts of confidentiality and anonymity (Wiles et al., 2008).

The study involved minors, necessitating additional ethical considerations, such as obtaining
informed consent from parents and educators. Parents were provided with consent forms that
explained the voluntary nature of their children's participation. These forms were signed by the
parents or guardians and provided details about the study's objectives, methods, and data
protection measures [Appendices F and G]. Educators involved in the study were similarly
asked to sign consent forms to ensure their confidentiality and participation rights [Appendix
H]. The voluntary nature of the study was emphasised, with participants assured that they could

withdraw at any time without consequence.

In alignment with ethical research protocols, formal approval was obtained from the University

of the Witwatersrand's Non-Medical Ethics Committee, the Gauteng Department of Education
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(GDE), and the principal of the participating school (see Appendices A, M, and N). Although
the focus group format limited complete anonymity, confidentiality was upheld through the
use of pseudonyms and secure handling of data. To mitigate potential bias due to the
researcher's affiliation with the school, the Head of Department (HOD) independently
communicated the voluntary nature of participation to the learners and served as a point of
contact for any concerns. These measures ensured the study met institutional ethical standards

while prioritising participant protection and research transparency.

3.8 CONCLUSION

In this chapter, the research methodology was outlined, emphasising an interpretive paradigm
and qualitative approach (Creswell & Creswell, 2017). The study used PAR, a technique that
involves participants in the research process to address practical issues and enhance teaching
methods (Kemmis & McTaggart, 1998). Careful attention was paid to ethical issues,
guaranteeing that the study complied with moral guidelines at every stage (Creswell & Poth,
2018). To inform educational practices and offer insights for educators and policymakers. The
chapter lays out the framework for improving inclusive teaching and learning practices within
the remedial education environment (Ainscow et al., 2019). The research provided a foundation
for future remedial education approaches by coordinating ethical criteria with university
requirements and educational norms, ensuring trustworthy and morally sound data (Mertens,
2007). The next chapter focuses on the data analysis and the formulation of themes. It seeks to

triangulate the collected data with the existing literature, as discussed in Chapter 2.
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CHAPTER 4: RESULTS OF THE EMPIRICAL DATA ANALYSIS
4.1 INTRODUCTION

This chapter details the compilation and analysis of the data extracted from the interview
transcripts, the conclusions drawn from the study, and the interpretation of the data. The
conclusions and interpretations were based on extracts of the interview transcripts. This chapter
presents the collected data under various themes and then triangulates the results from semi-
structured interviews with educators, focus group interviews with learners, participant
observations, document analysis, and the researcher's research journal. The researcher

categorically organised the chapter based on the formulated research questions.

4.2 THEMES DERIVED FROM THE ANSWERS TO QUESTION 1: TO WHAT
EXTENT DOES IMPLEMENTING REMEDIAL EDUCATION PROGRAMMES IN
GRADE 5 FURTHER THE AIMS OF INCLUSIVE EDUCATION?

4.2.1 Individual support and group inclusion

Findings from the Participatory Observation Data Analysis (PODA) and Research Journal
Document Analysis (RJDA) show that these programmes provide many benefits, such as
boosting learners' confidence, increasing their engagement, and giving them the individual
attention they need to succeed. The team observed the importance of one-on-one support and
group inclusion in helping learners meet academic challenges while feeling included. Overall,
inclusive education means ensuring every learner could participate and thrive in the classroom.
During the study, the educators shared their experiences within the classroom, particularly

when providing one-on-one support during therapy sessions.
This is what the educators had to say in support of individual and group inclusion:

Educator X: By providing learners with individual support... when they need instructions
repeated... while also including them in group activities creates an inclusive environment...
helps them feel more confident. In this setting... learners are more likely to engage in tasks they

once found difficult... as they feel supported and encouraged to participate.

Educator Y: Learners often benefit from one-on-one support. They can consolidate and...
revise topics or concepts related to their academic challenges. With a teacher's guidance...
they can move at their own pace and ask questions. Sometimes peer teaching works as learners

feel included when... engaging with one another which helps build their confidence.
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4.2.2 Access to the curriculum

The document analysis (DA) and RIDA findings indicate that remedial teaching methods help
the learners significantly improve their performance in mathematics, particularly in mastering
3D shapes. Before participating in the study, most learners showed lower achievement levels,
as reflected in the Term 1 results. However, these marks improved considerably after receiving
instruction in a remedial school setting, as shown in Term 2 and Term 3’s data using

triangulation (see Appendix L). The research findings show:
Significant Improvement for Struggling Learners:

e Learner 4 and Learner 6 showed the highest progress moving from Level 2 (35% &
35%) to Level 6 (71% & 70%), demonstrating a strong response to remedial support.
e Learner 2 also improved substantially moving from Level 2 (37%) to Level 5 (67%),

reinforcing the effectiveness of an intervention.
Steady but Slower Growth for Some Learners:

e Learner 1 showed minimal improvement likely due to a high baseline (72% in Term 1).
This suggests that high-achieving learners may require more advanced content to maintain
engagement and progress.

e Learner 5 had the least improvement progressing from Level 3 (42%) to Level 4 (51%)),

indicating a need for differentiated instruction to better address individual learning needs.

For high achievers, such as Learner 1, enrichment and challenge-based strategies are essential
to sustain engagement and further intellectual growth. Problem-based learning (PBL) can be
incorporated by engaging learners in real-world applications of 3D shapes, such as exploring
architectural designs or engineering structures. Advanced problem-solving tasks should be
introduced to encourage critical thinking, including puzzles and higher-order geometry
challenges that push learners beyond basic comprehension. Additionally, assigning high
achievers a peer tutoring role can reinforce their learning while supporting their classmates.
For struggling learners, including Learners 2, 3, 4, and 6, a hands-on and visual learning
approach is effective. The Concrete-Pictorial-Abstract (CPA) method can be utilised by first
introducing physical 3D models, such as cones and cubes, before transitioning to drawing
diagrams and eventually solving equations. Geometry-based educational games can further

enhance engagement and motivation. To support understanding lessons should be broken into
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smaller manageable steps with frequent feedback and scaffolding. This can be provided

through guiding questions to ensure learners grasp each concept before moving forward.

This is what learners had to say about the improvement in their marks after being part of the

study:

Learner 3: / like maths... mmm and I do like how my teacher teaches maths and how she helps
me. When my mum asks me a question and then I can think back to what I have learned today
in class... and what I can use from what I've learned in maths to answer a question and that

helps me.

Learner 4: [ enjoy mathematics and the activities... they are so much fun. I am busy with the
3D Project where mmm... I have to make a robot from recycled material that my teacher has

given us. I am learning so much.

4.2.3 Classroom management

According to the RIDA and PODA, the Grade 5 classroom's U-shape formation promotes a
useful teaching and learning environment. One of the success factors in classroom management
lies in the organisation of the setting. A U-shaped desk arrangement is effective for a class size
of 10 learners, ensuring everyone has a clear view of each other. This arrangement promotes
direct contact between the educator and the learners. More specifically, face-to-face
communication is friendly; thus, learners can notice body language, facial expressions, and
tone as they engage in classroom discussions, enabling active participation. The organisation
of the lessons promotes observability, minimising the chances of disengagement. Classroom
management is one of the most important duties of education because it ensures that learners'
learning conditions are ideal. Adapted educational methods foster a diverse learning context,
promoting belonging, group success, and individual success. Effective instruction enhances

emotional and social competence, facilitating academic success.
This is what one participant had to say:

Educator X: Begin setting the tone. Check-in emotionally where everyone is. Ensure everyone is
ready for the lesson... with books and stationery. Explain expectations... Teach the lesson... question
whether everyone understands... and shift to either reexplain or move on. Allow for movement breaks...

ensure the lesson is dynamic... and that expectations are clear. Checklist on board for what is required

53



as a reminder. Complete the lesson and move on to the next. I always have to be available to...

meltdowns and reassurances.

4.2.4 Assistive technology to foster inclusivity

PODA reveals that the research team used assistive technologies to foster inclusivity in the
classroom. These technologies are important tools in increasing teaching and learning and
ensuring that all learners have access to the necessary resources. For instance, speech-to-text
tools like Read & Write and Google’s Speech-to-Text support learners with writing difficulties
or dyslexia by converting speech into written text. Assistive listening devices, including
Frequency Modulation (FM) systems and hearing loops, enhance auditory reception for
learners with hearing impairments by amplifying the educator's voice. Learning management
systems like Google Classroom provide a centralised platform for accessibility, while devices
like Scan pens and iPads aid learners with reading difficulties by enabling text scanning and

storytelling, enhancing learning interactivity.

The research team determined that these assistive technologies effectively enhance inclusivity,
accommodate different learning requirements, and ensure equitable access to educational

content. This is what the participants had to say:

Educator X: Such assistive devices like speech-to-text software... audiobooks and FM system
tools have been incredibly helpful. These resources help the learners with reading and writing

disorders...thus improving their chances of active and successful participation.

Learner 3: One of the things that I like is... using the reading buddy audio books... when

reading stories for homework.

Learner 4: In class when my teacher speaks into my FM device... then I can hear her better. I

understand what I need to do. I am not lost.

4.3 THEMES DERIVED FROM THE ANSWERS TO QUESTION 2: WHAT
ACADEMIC SUPPORT SERVICES ARE AVAILABLE FOR GRADE 5 LEARNERS
ENROLLED IN REMEDIAL EDUCATION PROGRAMMES?

4.3.1 Differentiated instruction using technology

The RIDA and DA found that learners who received instruction in small groups and utilised

technology-based learning, such as eMathletics and Kahoot, demonstrated significant progress

54



in overcoming various learning obstacles. Educators provided favourable evaluations of the
Aural Read Respond Oral and Write programme. PODA indicated that the research team have
noted that the ARROW programme improves learners' literacy competencies, particularly in
reading and spelling, through strategies like reading aloud, word recognition, and word
segmentation. The research team shared their thoughts on differentiated instruction using

technology-based learning.

Educator X: The software addresses many learning styles by... mixing aural, spoken, and
written replies, allowing learners to connect with... the subject in the most effective way for

them. This personalised approach has made a huge difference... in their literacy growth.

Educator Y: The ARROW app has helped learners break down difficult words and... increase
their reading fluency. Allowing learners to read at their own pace... has improved their

confidence, as they believe they have thoroughly grasped the subject before proceeding.

The research team’s justification prompts the question of whether differentiated instruction and
technology-based learning tools fully meet the educational needs of all learners. Although
small-group instruction and educational apps have shown advantages in meeting the varied
needs of learners, their efficiency may differ among individuals. Educators have observed that
these methods boost learner engagement, improve reading skills, and provide opportunities for

individualised attention, yet it's unclear if they fully meet the needs of all learners.

Focus-group analyses indicated that the participating learners perceived the ARROW
programme as key towards boosting their learning, suggesting that the pedagogy was inclusive

and attentive to their needs. This is what one of the learners said:

Learner 3: In ARROW we do reading... where I read lines and... then write what I read and
then answer questions. This makes me feel more happy ... because I can read slowly and no one

is judging me.

4.3.2 Targeted remedial interventions

Findings from RJDA and DA demonstrate that the use of visual and tactile instructional
materials modifies learners' approaches by improving their perception and application of
mathematics. The participating learners, especially those who had difficulties solving activities

involving abstract mathematics, improved when using equipment such as counters, Dienes
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blocks, and the number chart. These resources made it simple for learners to participate and

better understand and retain fundamental aspects of their course.

Furthermore, one educator participant advocated for the use of tactile and visual teaching tools
in mathematics, noting that learners demonstrated higher self-confidence in solving
multiplication problems when using tools such as multiplication grids and manipulatives.
Ultimately, these tools aid in providing a tangible form for abstract concepts. Another educator
emphasised the importance of visual representations, such as fraction circles, in enhancing the
learner's understanding of part-whole with fractions. DA further revealed that learners
performed better when taught in a math therapy group to consolidate and reteach mathematical

concepts. This is what one of the educators involved in the study had to say:

Educator X: Many learners struggle with basic skills... such as bonds, times tables, and math

vocabulary.

Learners felt that using tactile tools and visual aids helped them to understand mathematical
concepts more easily and confidently. It also improved their engagement, participation, and
ability to process abstract concepts in class. This is what some of the learners said during the

focus group interviews:

Learner 1: /[n Math Therapy, we use blocks to help with numbers. I can move them around...

and see how they fit together. It helps me understand math better.

Learner 2: We use big cards to show math problems. When I can point to the answers on the

cards... it helps me learn faster.

Learner 3: We use paper strips to help with fractions. It’s easier to see what half or a third

looks like... when I can hold it in my hands.

Learner 5: We use drawings and shapes to solve math. I like drawing because it... helps me

see the math in a way I can understand.

4.3.3 Team teaching (PAR)

RJDA and PODA highlight that team teaching enhances learners' participation, provides
additional support, and showcases collaboration with learners. This set-up proved beneficial

for both educators and learners. Learners appreciated the cooperative approach because it
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provided a more satisfying and supportive educational environment. Educators recognised the
importance of shared responsibilities and the opportunity to learn from each other. Despite the
challenges faced in organising and planning the duties, which required a lot of time for
coordination due to the team being composed of educators, the approach encouraged the

improvement of educational practices for all involved.

DA indicated that team teaching improved the quality of learning as both educators approached
the same topic. Educator X emphasised that team teaching enabled them to concentrate on
systematic and sequential learning, while a colleague integrated individual support by walking
around the classroom. This combination-maintained learner engagement and provided them
with accommodations for individual demands. The team observed that the presence of two
educators in the classroom empowered one educator to instruct the subject content while the
other offered individual assistance, fostering a more adaptive learning environment. According
to Educator Y, team teaching was effective in creating an engaging learning atmosphere. The
learners got to view many methods used in teaching, teamwork, and collaboration. Immediate
intervention during lessons ensured more efficient addressing of learning gaps. The team
recognised the challenges involved, including the need for careful planning, aligning preferred
teaching methods, and managing individual teaching responsibilities. However, both educators
agree that team teaching enhances the quality and diversity of education provided to the

learners.
This is what the educators had to say:

Educator X: Team teaching has been a real boost in our classroom in the teaching and
learning process. It helps us to complement... one another in many ways. For example... this
means that I spend more time and effort on a direct teaching approach... offering instructions

in a clear manner.

However, it is not without challenges. So mmm... coordination is important... and it can be
tricky to align our teaching styles and expectations. We’ve had to work hard to make sure we
are consistent with our approach. Especially when it comes to discipline or feedback. There is
also the challenge of managing differing perspectives... sometimes we need to compromise on

how to deliver content... which takes time and good communication.

Educator Y: One of the biggest benefits of team teaching is the dynamic atmosphere it creates
in the classroom. Learners get to experience different teaching styles, which keeps things fresh

and engaging. They also see us demonstrating working together in a lesson... which is an
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important life skill. Having two educators also means we can provide feedback and support

during lessons. This makes it easier to address the learning gaps.

However, I would also say that effective team teaching needs a lot of planning. We need to
regularly communicate with one another to make sure we are on the same page... which can
be time-consuming. There’s also the challenge of balancing responsibilities...sometimes one
of us may naturally take the lead more often, so we have to be mindful to share the load equally.
Despite these challenges the teachers face... the learners thrive in a more supportive and

responsive learning environment.

4.3.4 Cooperative teaching and learning

In the context of a remedial setting, educators successfully used a cooperative teaching and
learning approach to encourage inclusive learning. During observations, it was clear that this
strategy encouraged the frequent application of interpersonal and small-group skills, as well as
regular reflection on group performance to improve future effectiveness. Cooperative learning
proved useful for learners facing academic challenges, providing an inclusive and interactive
environment that fostered active participation and engagement. Learners in this setting could
clarify concepts and deliver knowledge to their classmates in a more accessible way than
mainstream instruction. They learned to teach one another by explaining information in their
own words, which helped them grasp concepts better. The group dynamic fostered a relaxed
atmosphere that made it easier to ask and answer questions. This leads to fun learning
experiences. Learners developed positive interdependence as they understood the connection
between their own success and that of their peers. This technique honed important interpersonal

and cooperative skills.

To effectively implement cooperative learning in a remedial context, educators provided clear
explanations of the desired results. This ensured learners-maintained focus and comprehended
the expectations, fostering an environment where specialised instruction taught various
learning requirements. Data analysis of focus groups and semi-structured interviews showed
that educators who employed small-group discussions effectively promoted inclusive learning

and teaching. This is what some of the participants had to say:

Educator X: My experience has been fulfilling, challenging, exhausting... and rewarding.
Working in this dynamic environment means that each day is unique... heavily influenced by

the emotional states of the learners
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Educator Y: Group work helps learners build confidence... because they learn from one
another. It’s wonderful to see them sharing ideas and.... supporting each other to solve

problems.

4.3.5 Social and Emotional Support

PODA and RJIDA revealed that learners often found the classroom environment overwhelming,
particularly when they struggled to manage their emotions while trying to keep up with the
mainstream pace in a Grade 5 class. The faster pace of academic demands often left these
learners feeling anxious and frustrated. However, the atmosphere began to change when the

learners were taught at their own pace, with tailored lessons to meet their unique needs.

Some learners discovered that by slowing down the learning pace and addressing individuals
differently, they felt they could control their learning process. The fear of falling behind gave
way to a sense of understanding the lessons at their own pace. It was beneficial for both their
academic success and emotional development, as they learned how to remain composed, seek
assistance when needed, and feel proud of their accomplishments without feeling embarrassed.
This is why it is crucial to include consolidation, re-teaching a concept, and revision during
class teaching. These practices allow learners to review difficult concepts at their own pace and

ensure that the learners have adequate mastery of the basics before proceeding to the next level.

The focus group and semi-structured interviews revealed that when learners in remedial
education programmes encountered the mainstream pace in a Grade 5 class, they experienced
feelings of overwhelm and struggled to control their emotions. However, when they received
instruction at their own pace, learners gained more confidence and experienced a sense of

empowerment.
This is what some of the participants had to say:

Learner 1: Um... I think it helps because sometimes, like, I get frustrated when I don t get the

answer right awa..., but now I kinda know how to stay calm.

Learner 2: Well, I used to get really annoyed when I couldn 't do something... but now I try to

breathe and not get mad.

Learner 6: [ have learned to stay calm when I'm confused... and I ask the teacher or my friends

for help. I used to cry when things got hard, but now I try again.
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Educator X: Daily it is important to check in with everyone's emotional state. If the schedule
in the timetable changes ... without learners being informed. Then you must be ready to handle
meltdowns and provide reassurance. Learners are accustomed to routine and... any changes

in their day-to-day learning cause various emotional outbursts.

4.3.6 Collaboration with therapist

PODA research findings revealed the crucial role of direct intervention by OTs. One such
instance demonstrated how immediate support from an OT helped a learner who could not sit
and pay attention. The OT recommended a modifiable device—the looped-up resistance band
secured around the learner's seated chair. This tool lets the learner bend a little at his/her seat
during the lesson so that they cannot fidget a lot during the lesson. The research team concluded
that such collaboration, involving prompt and effective support from therapists, was essential
in addressing individual learner needs, fostering a positive learning environment, and

enhancing overall academic engagement.

The research team emphasised the necessity for collaboration with therapists such as OTs,
Speech and Language Therapists (SALTs), and Learning Support Therapists (LSTs).
Respondents articulated strategies for addressing learners' challenges through regular team
meetings and ongoing engagement with professionals throughout individualised education
plans (IEPs). Educators in remedial environments frequently need to complete comprehensive
documentation, including IEPs, progress reports, and meeting notes. Integrating these

administrative obligations with their instructional responsibilities can be demanding.

The analysis of the semi-structured interview data indicated that, when educators use
interventions in inclusive learning, teaching takes place effectively. This is what the

participants had to say:

Educator X: We work with the LSTs, OTs, and SALTs as the term progresses. By having an IEP
meeting ... we can reflect on individual learner requirements needed for social, emotional and

academic learning.

Educator Y: Collaboration with other teachers, therapists and other staff members is often in
a one-on-one session... or done as a team meeting. Both have their advantages and are a means
of trying something new... or accepting and knowing that other teachers are experiencing the

same difficulties. Moral support is key to finding the help both teachers and learners need.
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4.4  THEMES DERIVED FROM THE ANSWERS TO QUESTION 3: WHAT ARE
THE PERCEIVED NEEDS OR CHALLENGES THAT CONTINUE TO EXIST FOR
GRADE 5 EDUCATORS WHEN DELIVERING REMEDIAL EDUCATION
PROGRAMMES?

4.4.1 Improved pedagogy

PODA and RIDA demonstrated that educators engaged in diverse instructional strategies to
promote inclusive learning and teaching while concurrently refining their pedagogical
practices. Throughout the study, educators recognised the substantial impact of scaffolding and
personalised support in identifying the best approach for each lesson. Notwithstanding the
advantages of reduced class sizes, on-site therapies, and individualised assistance, challenges
persist. Educators encounter difficulties in addressing the various learning requirements of

learners and maintaining their motivation.

The following statements illustrate educators' perspectives on facilitating inclusive teaching

and learning:

Educator X: Even with smaller classes... it can be hard to meet every learner's needs because
their learning gaps are so different. Some learners need help with basic skills... while others
are working on more advanced concepts. It’s not just about teaching content... it’s about
figuring out where each child is and helping them move forward. Time is still an issue...
especially when learners need extra repetition or reinforcement to really understand the

material.

Educator Y: [ think motivation is a big challenge too. A lot of our learners come in feeling
like they have already failed... so rebuilding their confidence takes time. Even with the
therapies and support we have... some learners struggle with believing they can succeed.
Another thing is that while we have access to on-site therapies... it can sometimes feel like
there’s not enough collaboration between the therapists and teachers to create a fully

connected plan for the learner.

4.4.2 Slow progress in certain learners

The term ‘slow progress' refers to learners who make minimal or sluggish progress in their
development, despite exerting significant effort. Some learners may face challenges that

impede their expectations set by the curriculum. RIDA and PODA revealed that slow progress
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is a challenge with some learners in the remedial education setting. Some learners do not
respond as quickly to interventions as others, and the learning process may require more time
and individualised approaches, which may not always result in immediate, visible

improvements.

The semi-structured interviews revealed that both educators encountered challenges when
using targeted interventions to explain topics to slow learners. This is what some of the

participants had to say:

Educator X: Some children progress but some... have a barrier that unfortunately takes longer

to remediate and sometimes... this never happens.

Educator Y: This is difficult when we do not see changes right away ... in learners progress.
Let alone when we have tried a lot. We should never forget that every learner is unique... and
that they learn at their own pace. Sometimes, weak learners that show slow progress have a

good general knowledge background... on which they can build upon.

4.4.3 Foundational gaps in learners

The DA and the RIDA clearly showed that most learners faced challenges and were having
meltdowns in class. They frequently expressed difficulty understanding the taught content.
Initially, meltdowns occurred in 30% of observed lessons, particularly when learners could not
grasp a concept at a mainstream pace. During the third week, the rate of meltdowns dropped to
10%, as learners adapted to the supportive and structured classroom environment when
introduced to reteaching concepts at their own pace. The study revealed significant
foundational gaps in both numeracy and literacy among Grade 5 learners when teaching
mainstream activities. These included limited proficiency in fundamental skills such as
multiplication tables, basic mathematical vocabulary, and reading comprehension. These
deficiencies made it difficult for learners to grasp more basic foundational concepts, resulting
in further academic challenges. The literacy gaps were equally prominent. Learners struggled
with understanding instructions and lacked the vocabulary required to engage meaningfully
with the curriculum at a mainstream pace. Reading comprehension difficulties further
exacerbated their challenges, limiting their ability to make connections and apply learned
concepts across subjects. These deficits underscored the importance of addressing foundational
skills to equip learners to engage more effectively with the curriculum and support their

academic growth. The inability to follow through with instructions further contributed to their
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feelings of inadequacy and self-doubt. The pace of mainstream activities often left little room
for learners to consolidate foundational skills, leading to a cycle of failure and heightened
emotional distress. This pattern not only negatively affected academic performance but also
made learners feel less confident, and their willingness to participate in the learning process

was not much.

The analysis of the semi-structured interview revealed that there were foundational gaps in

learning. This is what one of the educators had to say:

Educator Y: The challenge faced by a teacher in the classroom is trying to help the learner
calm down. Due to learners' complex learning difficulties... it is not always possible to
complete an activity. This shows that learners in a remedial school cannot understand why the
concept has not been mastered yet and they find faults within themselves. This creates a.... low
self-esteem and causes hurdles to their academic success. These learning gaps are not easily

filled without targeted interventions.

4.44 Time management

The research findings (based on DA and RJDA) indicate that limited time to teach the
curriculum was a challenge. Effective time management was useful when dealing with
challenges posed by limited teaching time. It can be said that proper planning and preparation
were important since detailed lessons were prepared to connect teaching strategies with specific
learning outcomes while maintaining the overall relevancy and applicability of the curriculum.
The research team implemented classroom management strategies to control teaching and
learning times and minimise disruptions. Furthermore, personal evaluation was critical, as
educators always reflected and assessed the practices to determine areas that needed
improvement in the effectiveness of implementation. Setting and achieving realistic goals
ensured that there were actual learning objectives that could be met within the given time,
which helped reduce pressure on educators and learners. Finally, activities were broken down
into smaller parts to improve the understanding of concepts and help learners build their
knowledge step-by-step. These strategies collectively enhanced the academic performance of

the participants.

Before learning about 3D shapes, most of the participants achieved lower grades. However,

their academic performance drastically improved after they started receiving learning support
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in numeracy throughout Terms 2 and 3 [see Appendices L and M]. This is what one participant

had to say:

Educator Y: Since the time is very limited... to ensure that I touch on all issues. I use math
therapy sessions for consolidation. Some learners could not grasp what was expected of them
in the 3D shapes... so I offered them the necessary learning support. They required more time

and revision of this concept... and I have noticed significant changes in their performance.

The use of an adapted curriculum helped prioritise learning outcomes while providing
additional time and support for learners who needed it. This approach allowed educators to
address gaps in understanding and provide the necessary scaffolding for learners to succeed,

even when time constraints were present.

4.4.5 Emotional and behavioural challenges

PODA and interview data analysis, which encompassed focus groups and semi-structured
interviews, indicated that emotional and behavioural issues substantially affected teaching and
learning. These issues frequently resulted in poor concentration and decreased involvement in
the class, as learners found it difficult to engage fully with the content and activities delivered.
The research team aligned the activities with Grade 5 curriculum standards to keep learners
engaged during class lessons. However, while the two classes taught the content at a slower

pace, the class with the research participants followed a mainstream pace for introducing topics.

The class with mainstream teaching encountered numerous challenges, especially when it came
to addressing emotional and behavioural difficulties among the learners. The fast-paced
delivery of content often overwhelms learners, leading to frustration and disengagement.
Learners struggling to keep up with the rapid progression experienced heightened anxiety,
which manifested in emotional outbursts or opting out of class activities. Learners, feeling
inadequately supported in meeting academic demands, compounded these emotional
challenges with behavioural issues such as disruptions, lack of focus, and reluctance to
participate. During the lesson, a visibly distressed learner sniffed and cried. Such emotional

reactions highlight the depth of the frustration and helplessness these learners experience.

The four-week research data collection period involved the application of this approach. The

research team held the belief that the other two Grade 5 classes, which incorporated active
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learning and focused listening at a slower pace, were the most successful. Learners were
significantly and thoroughly involved with one another; they demonstrated improved

attentiveness and participation.

Data analysis of both the focus groups and semi-structured interviews revealed that when
educators taught at a slower pace, the level of concentration and participation in the class was

better compared with the learners who were taught at a mainstream pace:

Educator Y: The slower pace helps learners understand the instructions given and the way

they can process the content being taught.

45 CONCLUSION

This chapter details the data analysis methods used, including focus-group interviews, semi-
structured interviews, and questionnaires, to collect information from learners, educators, and
remedial educational programme participants. The chapter examines key study themes such as
individual support, group inclusion, team teaching, cooperative learning, differentiated
instruction, classroom management, remedial interventions, social and emotional support, and
therapist collaboration. The study reveals that remedial interventions improve learners'
academic and social development by building confidence in reading and numeracy skills.
Increasing learner involvement and creating a supportive classroom environment was
supported by interviews, observations, and reflective journal entries. The data was analysed
using the literature from Chapter 2, with the next chapter providing a summary,

recommendations for improving remedial education, and the study's conclusion.
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CHAPTER 5: SUMMARY, RECOMMENDATIONS AND
CONCLUSION

5.1 INTRODUCTION

The concluding chapter of the study presents the research question, alongside the research
objectives for the study. Consequently, the researcher examined the study's findings for the
primary research question and the sub-questions. An analysis of the themes in Chapter 4
compared with the literature review in Chapter 2 provide several findings that demonstrate the
study's contribution to the existing knowledge in this field. Recommendations for pedagogical
practices and policies are made based on the presented findings. The researcher delineates the
study's limitations and presents recommendations for further research in the concluding section

of this chapter.

5.2  RESTATING THE RESEARCH AIM FOR THE STUDY
5.2.1 Research questions

The main problem addressed in this study is whether remedial education programmes can
effectively improve inclusive teaching and learning in a Grade 5 class within a Gauteng

remedial school. Hence, the subsequent research questions are stated.

Chapter 1 states the study's research question: How can remedial education programmes be

used in a Grade 5 class to facilitate teaching and learning in a remedial school?
To answer the question, the researcher had to consider the following sub-questions:

e How does implementing remedial educational programmes in Grade 5 further the aims

of inclusive education?

e What academic support services are available for Grade 5 learners enrolled in remedial

education programmes?

e What are the perceived needs or challenges that continue to exist for Grade 5 educators

when delivering remedial educational programmes?

5.2.2 Objectives of the study

The study's objectives are as follows:
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e To investigate how the implementation of remedial educational programmes in Grade

5 classes facilitates inclusive teaching and learning in a Gauteng remedial school.

e To examine the academic support services available for Grade 5 learners enrolled in

remedial education programmes in the context of inclusive education.

e To explore the perceived needs or challenges faced by Grade 5 educators in delivering

remedial educational programmes to support inclusive teaching and learning.

5.3 SUMMARY OF THE STUDY

Chapter 1 highlighted the importance of remedial and inclusive education, outlining its scope,
objectives, theoretical framework, background, legal frameworks, ethical considerations, and

research approaches.

Chapter 2 explored the theoretical framework on remedial education programmes and inclusive
teaching in Grade 5 in Gauteng remedial schools, examining their benefits, implementation in

Zimbabwe, Chile, and Malaysia, and the challenges of achieving inclusive education.

Chapter 3 discussed the research design and methodology, including data collection methods
and interview types, and the rationale behind selecting a qualitative research approach for this

study.

Chapter 4 documented the data analysis methods, focusing on focus groups and semi-structured
interviews with learners and educators. The researcher organised the findings systematically,

guided by the research sub-questions, ensuring a comprehensive and insightful analysis.

Chapter 5 discusses the study's limitations and shortcomings, offers recommendations for
addressing them, and concludes with a discussion of possible interpretations and implications

of the findings.

5.4  DISCUSSION OF FINDINGS

This section of the study examines the findings with the themes employed in the data analysis
presented in Chapter 4. The discourse initially reiterates the research question, followed by
discussions of the themes. The Theoretical Framework in Chapter 2 is cross-referenced with

the themes to substantiate the conclusions. The study's implications are discussed by exploring
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the use of remedial education programmes in a Grade 5 class to facilitate inclusive teaching

and learning in a Gauteng remedial school.

5.4.1 Themes derived from the answers to question 1: To what extent does
implementing remedial education programmes in Grade 5 further the aims of inclusive

education?

To answer this research question, the following themes derived from Chapter 4 are used:

5.4.1.1 Individual support and group inclusion

The study revealed that educators who repeated instructions and allowed the learners to work
at their own pace boosted their confidence. The study emphasises the importance of inclusive
education practices, which integrate individual support with collaborative learning
opportunities, as suggested by Vygotsky. These practices based on social constructivism assist
learners in developing resilience and skills to succeed in a positive learning environment. In
line with Chapter 4 (section 4.2.1), inclusive education practices provide support and inclusive
learning activities to help learners develop self-assurance and perseverance. Individual support
in remedial education programmes supports learners to reflect, practice, and apply new
knowledge. Inclusive education, which combines individual support and group inclusion,
supports peer engagement in the learning environment. In Chapter 2 Blake (2015) and
Vygotsky (2012) reportedly stated that interaction was necessary for learners to transition to
their ZPD. Amineh and Asl’s (2015) assertion that knowledge is a socially created reality
wherein learners develop with sufficient support. Lantolf and Poehner (2014) note that
Vygotsky's theories emphasise the interplay between cultural practices and psychological

development.

5.4.1.2 Access to the curriculum

The study revealed that the application of personalised interventions and learner-centred
strategies has a profound impact on the academic progress of participating learners as
evidenced by their significant advancement from Term 1 to Term 3 (refer to Appendix L). This
aligns with the Department of Basic Education’s (2011) assertion that adapting curriculum

delivery to meet learners' diverse needs promotes academic growth and fosters a sense of
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belonging and holistic development. Learners who initially displayed lower achievement levels
showed remarkable improvement over time. For instance, those progressing from Level 2 to
Level 4 in mathematics demonstrated how focused strategies such as scaffolding, visual aids,
and hands-on activities addressed their learning gaps and enhanced their confidence.
Vygotsky's ZPD concept suggests that learners need assistance to reach their full potential. The
curriculum should include scaffolding techniques to support learners within this gap (Newman
& Latifi, 2021). This may involve tailored instruction, small group collaboration, and

technology integration to make learning personalised and engaging.

The decision to employ this framework is also supported by the literature on inclusive
education, where constructivist strategies are increasingly advocated to meet the needs of
diverse learners (Van der Westhuizen & De Beer, 2021). Inclusive pedagogy requires
educators to recognise variation not as a deficit but as a natural feature of learning
environments. This necessitates adaptive teaching methods, peer collaboration, and a culture
of reflection—all of which are scaffolded by a constructivist worldview (Newman & Latifi,
2021). Through this theoretical lens, the study identifies how social interactions among
educators, learners, and school leadership served as mechanisms for negotiating meaning and
addressing barriers to inclusion. By foregrounding relational processes, this research
repositions knowledge construction as a collective achievement rather than an individual

endeavour.

Central to Vygotsky’s theory is the Zone of Proximal Development (ZPD) the gap between
what a learner can do independently and what they can achieve with guidance. This concept
provides a powerful lens through which to understand how learners with diverse needs can be
supported through scaffolding temporary support structures provided by peers, educators or the
environment (Juma et al., 2017). In this study, scaffolding emerged in the data as collaborative
planning sessions, peer mentoring, and dialogic reflections that enabled educators to refine

inclusive practices.

Additionally, mediation through tools, language, and cultural artefacts is a foundational idea
that shaped both the data collection and interpretation. Learning was not seen as internal
acquisition alone, but rather as a shared construction, shaped by contextual variables such as
language diversity, classroom routines, and institutional constraints (Bal et al., 2021). The
theoretical concepts were not only used to guide the initial research design but were also

employed deductively in the analysis phase. Each thematic pattern identified in the data such
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as "teacher agency", "learner voice", or "adaptive pedagogies" was interpreted through the lens
of ZPD and social mediation. This ensured a tight coupling between the study’s conceptual

underpinnings and its empirical insights.

5.4.1.3 Classroom management

The study revealed that the U-shaped desk arrangement was suitable in a Grade 5 classroom
with 10 learners. The U-shape classroom arrangement, aligned with Vygotsky's framework of
the ZPD, provides a convenient view of the educator and peers, promoting effective teaching
and learning strategies. This seating design facilitates easy collaboration and interaction among
learners, encourages social constructivist learning. This allows learners to ask for clarification,
receive support, and share ideas, fostering critical thinking and better understanding. Moreover,
the U-shape classroom design allows educators to provide guidance and scaffolding, enhancing
learner engagement and academic performance. It allows for easier observation and proximity,
enabling intervention, cues, or explanations. The positive atmosphere encourages participation
and discussions, making learners feel supported. As previously mentioned in Chapter 2, it was
important to implement effective classroom management because it helped ensure that the
necessary conditions for learning were met. Thus, when the learners were involved in the
learning process the educator ensured they paid attention and felt included. Research by
Marzano, Marzano, and Pickering (2003) emphasises that a well-managed classroom ensures
that learners feel included and engaged in an atmosphere where learning thrives. Additionally,
Wong and Wong (2014) highlight that classroom organisation and management enhance a
sense of belonging, enhancing academic outcomes for diverse learners. Extracurricular
activities promote emotional, social, cognitive, and physical development when combined with

effective classroom management practices.

Lewin (2019) claim that these exercises are particularly influential in building self-esteem and
encouraging learners to explore new activities. The remedial programme's success was
attributed to effective classroom management and an integrated teaching approach. The
integration of technology, such as shared screens or group software, enhanced the learning
experience by merging conventional and digital tools. The programme also acknowledged the
diversity among learners and provided a supportive environment, allowing them to achieve

their best.
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Figure 1: An illustration of a U-shaped seating arrangement (Researcher: Zaheera Mohammed)

5.4.1.4 Assistive technology to foster inclusivity

Assistive technologies, such as speech-to-text software and FM systems serve as contemporary
scaffolding tools. They offer the support that helps close the gap between what a learner can
do today and what they can achieve within their ZPD. Assistive devices aid learners in
challenging tasks, promoting cognitive development and inclusion. They mediate interactions
between learners and the environment, enhancing their capacity to acquire and internalise new
knowledge and skills. For example, the speech-to-text software, FM system facilitated
engagement and success for learners who needed it, as they provided support to meet individual
learning needs and accessibility in inclusive classrooms (Krasniqi, Zdravkova, & Dalipi, 2022).
Speech-to-text allowed learners with cognitive challenges to express their thoughts clearly and
participate in class or group discussions without hurdles. Similarly, graphic organisers and
mind-mapping tools are beneficial for learners who struggle with organisation. These tools
visually represent complex information, allowing learners to see connections and gain a clearer
understanding. They address learning needs while simultaneously supporting learners in
advancing within their ZPD, promoting both inclusivity and personalised learning. From the
researcher’s view, ongoing training and support for educators are important to make sure
assistive technologies are used well to help learners. Educators must be adequately prepared to

apply them strategically to increase learner engagement and participation. Assistive
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technologies, such as communication devices and online platforms, enhance social interaction
and collaboration in learning, as emphasised by Vygotsky. These devices assist learners in
speaking, participating in group discussions, and communicating with others, while also
accommodating learners of diverse abilities and learning styles. Vygotsky's concept of the
"more knowledgeable other" (MKO) refers to individuals who possess more knowledge and
assist learners in acquiring new skills, with educators serving as MKOs, effectively utilising

assistive technologies.

5.4.2 Themes derived from the answers to question 2: What academic support services

are available for Grade 5 learners enrolled in remedial education programmes?

To answer this research question, the following themes were derived from Chapter 4:

5.4.2.1 Differentiated instruction using technology

Various learning requirements of the learners were dealt with effectively by using
differentiated instruction incorporating small group teaching and educational applications.
Mathletics and Kahoot particularly stood out in their ability to provide interactive learning and
as such were able to overcome different impediments to learning among the learners. This
aligns with Vygotsky's theoretical framework regarding language acquisition and cognitive
development, particularly his emphasis on the role of social interaction and mediated learning
in developing literacy and linguistic skills. The ARROW programme is described as a scaffold
in the ZPD by tailoring instruction to the learner's pace for mastery of literacy skills. The
educator assumed the role of the MKO by communicating necessary strategies and reinforcing
progress, a practice that has been shown to improve reading speed, spelling, and
comprehension (Gunobgunob-Mirasol, 2024; Waller & Dahle-Huff, 2023). This approach
improved the learners' reading speed, spelling, and comprehension. Furthermore, the
programme's ability to reduce anxiety and build confidence aligned with Vygotsky's emphasis
on the emotional and social dimensions of learning. The programme helped learners acquire
literacy skills and develop inner speech, a key component of Vygotsky's self-regulation and
independent learning model. The systematic interventions facilitated learners from guided to

self-directed mastery, proving that learning drives development.
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5.4.2.2 Targeted remedial interventions

This study's findings revealed that the research's results strongly support social constructivism,
especially as articulated in Vygotsky's concepts related to the ZPD and the importance of social
interaction in learning. Integrating hands-on materials and visual aids, such as counters, Dienes
blocks, and number charts, constitutes a kind of scaffolding in the ZPD that provides learners
with the needed support to progress from their current level of understanding to more complex
mathematical concepts. These tools allow learners to understand and retain mathematical
vocabulary and concepts, addressing individual needs through targeted remedial support.
Social constructivism highlights the role of cooperation and peer tutoring in the cognitive
process. The study presents the effect of peer instruction on closing achievement gaps,
demonstrating the benefits learners derive from mutual support and cooperative problem-
solving. Vygotsky's sociocultural theory emphasises the role of social interaction in learning,
suggesting that individuals develop understanding through dialogue and shared experiences
(Vygotsky, 1978). Educators highlighted that these tools improved comprehension and
encouraged peer-assisted learning. This aligns with Vygotsky's notion of the ZPD, where
learners benefit from guided interactions with more knowledgeable peers or educators. Daniels
(2001) states that social contexts and collaborative tools significantly influence cognitive
development. These discussions are further elaborated in Chapter 2, where the role of
structured peer interactions and scaffolding in mathematical learning is explored in depth. The
research participants reported increased feelings of self-efficacy when working with
manipulatives, such as blocks and paper strips, to solve mathematical problems. These tools
provide a concrete foundation for understanding abstract concepts, bridging the gap between

hands-on experience and mental abstraction.

5.4.2.3 Team teaching (PAR)

Shamrova and Cummings (2017) epitomise the advantages of team teaching and the effect it
had on educators and learners. The stimulating atmosphere created better engagement for the
learners. Having two educators in the classroom provided a combination of organised, teaching
methods with individualised help, making it easier for the learners to focus. This is in line with
the literature review in Chapter 2, which highlights how team teaching encourages engagement
and allows for differentiated learning through various instructional strategies (Sanir, 2022).

When educators with different areas of expertise come together, they tend to provide an
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enriched learning environment that brings tailored support to match the ZPD of every learner.
Furthermore, collaborative teaching facilitates a more accurate discernment and response to
the specific needs of learners, thereby providing tailored instruction and scaffolding.
Collaborative teaching allows educators to share resources, expertise, and best practices; it also
hints at a cooperative environment leading to better learner outcomes (Strogilos, King-Sears,
Tragoulia, & Toulia, 2024). Technology integration is important in nurturing cooperation
during joint planning and effective communication, but it also helps with resource distribution
inside the classroom and beyond. Overall, team teaching is a dynamic and effective approach
to education, in line with the principles of ZPD and cultural mediation, to provide a more

inclusive and responsive learning environment.

5.4.2.4 Cooperative teaching and learning

The cooperative learning approach facilitates the development of intrapersonal, interpersonal,
and leadership skills, as learners interact and collaborate with their peers. The
interconnectedness strengthened teamwork and collaboration, which were essential skills in
both academic and social contexts. Developing interpersonal and cooperative skills through
such activities was especially beneficial in a remedial environment, where learners often faced
challenges that required tailored, supportive interactions (Soloman-Jenkins, 2024). As noted,
explanations of expectations and desired outcomes were crucial for maintaining focus and
ensuring learners understood how to achieve the objectives. This clarity helped create an
environment where each learner's unique learning needs could be addressed through
specialised instruction. The findings of this study confirmed the effectiveness of small-group
discussions in maintaining inclusive learning. Educators generally support cooperative learning
for learners with learning issues, acknowledging its benefits such as improved self-esteem, a
safe learning environment, and higher classroom success rates. This environment allowed peers
to collaborate by offering support, clarification, and constructive feedback, effectively
supporting one another through their respective ZPDs. Collaborative learning presented
multiple perspectives, as learners were exposed to various solutions and approaches to
understanding problems, thereby broadening their knowledge and enabling them to perform at
their best within their ZPDs (Solomon-Jenkins, 2024). Cooperative learning, based on
collaboration and social interaction principles, encourages active engagement among learners
through discussions, debates, and reasoning. It not only enhances knowledge acquisition but

also equips them with effective communication and interpersonal skills, crucial for academic
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success and personal growth. Through collaboration, learners engaged in meaningful
communication that facilitated their ability to comprehend and express meaning (see section
4.3.4). The process of cooperative learning was significantly enhanced through mediation and
the use of cultural tools. Common resources such as group projects, shared documents, and
presentations served as mediating tools through which knowledge was constructed. Shared
norms and values were developed within these groups, ensuring effective interaction and
facilitating learning processes Research, as outlined (see section 4.3.4), highlighted the success
of cooperative learning, particularly in remedial education. In group settings, learners worked
together to achieve common goals, making the method effective in addressing numerous
academic challenges. Solomon-Jenkins (2024) describes how cooperative learning promotes
inclusivity by involving all learners. This approach enhances understanding by allowing
learners to explain concepts in their terms, while open group environments promote

questioning and cooperative learning through positive interdependence and individual success.

5.4.2.5 Social and emotional support

According to McCormick (2020) learning at their own pace allows learners to experience a
greater sense of control over their education, which reduces the anxiety associated with falling
behind. This approach creates a more supportive learning environment that boosts learners'
confidence and motivation to engage actively in their learning. During whole-class discussions,
learners were exposed to different perspectives that challenged them to think critically. The
educator's role was to guide learning through thought-provoking questions, focusing on
emotional well-being, as anxiety and stress can negatively impact attention, information
processing, and collaboration in learners with ZPD. For instance, undue stress among learners
significantly hinders their capacity for learning and constructive participation in a collaborative
setting, as noted in transformative education (Mertens, 2007). Transformative learning models
are designed to allow individuals to undergo reflection on their beliefs and assumptions, hence
challenging them to reconsider their worldview and self-identity (Mertens, 2007). This is in
support of the findings given by van de Sande et al. (2019), where self-awareness and social
self-awareness emerged as key outcomes of social-emotional learning (SEL) interventions.
Affective skills help learners manage academic stress and interpersonal relationships. Self-
awareness (SEL) programmes help learners regulate emotions and engage fully in learning
activities. Empathy education in the classroom helps learners understand peaceful conflict

resolution and interpersonal relationships. These skills enhance peer learning and enable
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learners to perform well in groups. With the employment of these abilities, learners more often
showed the ability to cooperate and thrive in multicultural learning and social settings
(Vygotsky, 1978; Solomon-Jenkins, 2024). Participants shared their experiences with
emotional self-regulation and resilience in overcoming academic and social challenges. They
learned to remain calm when confused and to breathe calmly when tasks were difficult. The
educator's suggestion to monitor emotional states emphasised the importance of emotional
support, especially when dealing with common or unexpected events that may trigger

emotional responses.
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Figure 2: An illustration of Social and Emotional Learning (Source: McCormick et al., 2020)

5.4.2.6 Collaboration with therapist

The study revealed the central position of therapists as MKOs in the ZPD, where they led
learners through individually appropriate support, positive feedback, and appropriate
challenges. This scaffolding helped in achieving therapeutic goals, in a close parallel with
Vygotsky's emphasis on guided interaction as a means of self-development. Additionally, social
interaction and cooperation played a major role in the therapy process, whereby clients and

therapists collaborated dialogically to discuss ideas, explore problems, and develop solutions
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together. The creation of a constructive therapeutic relationship, based on trust and respect, was
deemed to be important in enabling successful collaboration and effective learning.
Therapeutic approaches such as cognitive-behavioural therapy (CBT) and mindfulness training
were cultural instruments mediating learning. These instruments presented structured models
which facilitated the attainment of self-regulation, emotion monitoring, and problem-solving
abilities in clients. Also noted in the study were the benefits of interdisciplinary collaboration
among the therapy and education disciplines of OTs, SALTs, and LSTs in supporting learners
with cognitive disabilities (Goldin-Meadow et.al, 2014). As one illustration, simple yet
effective interventions such as an OT using a looped resistance band to support a learner's focus
were identified as significantly enhancing participation and reducing behaviour disruption in
inclusive and remedial classroom settings. The study adopted an intersectional perspective on
interventions for children with learning disabilities, advocating for expanding support systems
into inclusive environments. The study demonstrated the potential of a systemic and
collaborative approach to address learners' academic and socio-emotional challenges,
enhancing academic achievement and personal development through interdisciplinary

collaboration, cultural tools, and an inclusive lens.

5.4.3 Themes derived from the answers to question 3: What are the perceived needs or
challenges that continue to exist for grade 5 educators when delivering remedial

education programmes?

To answer this research question, the following themes were derived from Chapter 4:

5.4.3.1 Improved pedagogy

Vygotsky’s theory on learning is effective when the learner is provided with support to
accomplish tasks slightly beyond their current ability but still within reach if the right support
is provided (Vygotsky, 1978). Scaffolding in the ZPD was used to challenge learners with
presenting difficulties that are within their reach. A major element of effective pedagogy is
differentiated instruction, which caters to the diverse needs and learning profiles of learners.
Tomlinson (2017) describes differentiated instruction as enabling educators to modify content,
processes of strengths and needs of individual learners. Vygotsky's theory suggests that learning
speeds vary among learners, necessitating adaptive teaching methods. He emphasises the

significance of social interactions in cognitive development, emphasising collaborative
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learning, where learners engage in activities, peer learning, and group discussions to share
knowledge and learn from diverse backgrounds. Ainscow (2020) stresses that teacher, peer,
and stakeholder involvement in collaborative practices matters in meeting the diverse needs of
learners. Teacher-learner relationships are important and good at communication. Attentive
listening, and respectful conversation matter in developing a supportive learning environment

(Pianta, Hamre, & Allen, 2012).

Mediation and cultural tools were also imperative in improving pedagogy. Vygotsky
emphasises utilising tools (i.e., technology, language, and multimedia) to mediate learning
(Vygotsky, 1978). Educators employed tools to create engaging learning activities that
connected learners' prior knowledge and meaningful contexts that enabled them to utilise their
acquired knowledge and enhance their understanding. Educators were faced with the challenge
of supporting a diverse set of learner needs. As noted in the study, scaffolding was required as
well as individualised support to determine the most effective pedagogical strategies for each
lesson. The two-pronged strategy of teaching some learners foundational skills and others more
advanced concepts required educators to balance the presentation of content with
individualised learning frameworks (Ainscow, 2020). Despite the advantages of small groups
and individual attention, educators face challenges in accommodating varying skill levels,
increasing lesson planning and delivery complexity, and focusing on motivation as an aspect

of inclusive learning.

Most learners, especially those who had previously struggled in school, entered inclusive
classrooms with lower self-esteem. Tomlinson (2017) mentions the necessity of ongoing,
supportive encouragement to enable learners to rebuild confidence. Thus, strategies to enhance
motivation catered not only to academic success but provided emotional support as well,
promoting a positive perception of learners' capabilities. SEL models have contributed towards
making this component possible, as held by Pianta, Hamre, and Allen (2012), who state that
processes in the educator-learner relationship were critical to making emotional as well as

academic development possible.

5.4.3.2 Slow progress in certain learners

The study revealed that Vygotsky introduced the concept of ZPD as a cornerstone for
understanding individual differences in learning and development. Educators need to see these

differences because good instruction should be contingent on the support given matching the
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needs of the learners. Misalignment which is either too simple or overly complex causes the
learner frustration and disengagement. Thus, assessments in the form of scaffolded activities
or formative evaluation can serve to help determine a learner's ZPD and adjust instruction on
ways to teach. In Vygotsky's theoretical framework lies the importance of social interaction
and collaboration. Social barriers, such as isolation, cultural differences, and lack of supportive
peers or mentors, hinder the learning process for those who thrive in cooperative environments,
exacerbated by insufficient opportunities for social engagement. Inclusive environments, group
work, peer learning, and guidance are essential for promoting learning. Computer media can
facilitate social scaffolding and learning without physical contact. Cultural tools and
intermediation are crucial for knowledge acquisition. Heterogeneity in access to resources can
hinder progress among learners. Barriers like financial or geographical limitations can hinder
the optimal use of available tools, necessitating improved access to technology, precise
education for educators, and experimentation with various learning tools for learners. These
findings highlight the importance of providing sustained support and leveraging learners’
strengths, even when improvements appear gradual or inconsistent. The researcher's view
aligns with Fletcher and Vaughn (2009), who assert that slow progress among learners requires
flexible grouping strategies and individualised interventions. The study affirms the need for
continuous, personalised efforts to overcome significant barriers to academic success,

emphasising the significance of adapting teaching methods to meet diverse learner needs.

5.4.3.3 Foundational gaps in learners

The ZPD theory explains how cognitive deficits in knowledge and skills hinder a learner's
developmental potential. It suggests that a learner with weak foundational reading competency
may perform poorly in all subject matter exposure. Addressing these constraints involves
implementing individualised scaffolding that is sensitive to the learner's prior knowledge,
thereby enhancing the ZPD. Vygotsky accentuates the importance of addressing basic learning
gaps to improve social interaction and collaboration. He suggests designing inclusive
environments where learners can work together and benefit from others' knowledge. Grouped
activities, peer mentorship, and differentiated instructions can boost confidence. Educators
play an important role in helping learners access and navigate cultural tools, ensuring they have
the necessary knowledge and resources for success. They provide individual support to help
learners navigate relevant information and resources. However, literacy gaps hinder

meaningful engagement with the curriculum, leading to feelings of inferiority, lower self-
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esteem, and reduced classroom participation. This creates a vicious cycle of academic and
emotional barriers. As highlighted by Yazigy (2023), structured remedial education

programmes are important in addressing such gaps.

5.4.3.4 Time management

Effective time management was a metacognitive ability of this kind that existed in a learner's
ZPD. It was constructed through guidance and support that allowed learners to assume more
responsibility for the learning process. It was scaffolded by educators through the instruction
of time management strategies such as breaking down work into manageable steps. Helping
learners set realistic goals with definite timelines and instructing them in prioritisation skills to
allow them to allocate their time accordingly. Cooperative learning areas facilitated the learning
of time management as learners picked up tips from one another, motivated one another, and

cooperated in project completion within time.

Group projects provided an opportunity for learners to enhance their time management in a
collaborative environment where they divided tasks, made timelines, and coordinated to ensure
they finished projects. Various tools such as timetables, calendars, and the Pomodoro technique
assisted learners in staying on task and being productive. The research results showed that the
lack of sufficient instructional time was a major problem for educators, especially in the context
of coping with an overwhelming curriculum. Nevertheless, proper time management was a
vital factor in countering the problem. The research team spent significant time planning and
reviewing to create well-organised lessons that aligned with learning outcomes, ensuring
relevance and practicality despite time constraints. Classroom management strategies were also
crucial for controlling instructional time and maximising teaching and learning activities. The
study highlighted the importance of self-reflection in educators, who used reflective practices

to analyse areas for improvement and enhance lesson effectiveness despite time constraints.

5.4.3.5 Emotional and behavioural challenges

Vygotsky's theory of ZPD highlights the difference between what learners could do alone and
what they could do with appropriate guidance. Within this approach, the role of emotional and
behavioural regulation was also emphasised, as these skills were key in predicting learning
performance. Educators and other adults were MKOs, providing scaffolding to guide learners

in developing self-regulation skills. This support included teaching emotional regulation
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strategies such as deep breathing, mindfulness training, and solving problems (Vygotsky,
1978). Social interactions play a role in shaping emotional and behavioural development. The
study revealed that emotional challenges in peer interactions often resulted in decreased focus
and withdrawal from learning activities. The fast-paced classroom environment caused
frustration and anxiety, leading to behavioural disruptions. Learners who struggled to keep up
displayed distress or disengagement, hindering effective learning. The researcher documented
an instance where a distressed learner, visibly in tears, exemplified the intense frustration

experienced due to academic and emotional struggles (Pianta, Hamre, & Allen, 2012).

The study found that classrooms with a moderate instructional pace, aligned with Grade 5
learning standards, showed higher learner interest and engagement, as learners showed

increased attention and active participation in class activities.

Educators indicated that this allowed learners to follow instructions and comprehend material
strengthening emotional and intellectual involvement. The results of this study agree with
previous research which highlights the importance of a supportive and organised learning
environment for learners with emotional and behavioural difficulties (Ainscow, 2020). The
research revealed that the application of self-regulation strategies in the classroom necessitated
regular breaks in instruction, as well as direct educator intervention. The strategies were
effective in supporting emotional resilience and academic success, but they also strained the
curriculum, posing challenges in instructional balance. The outcomes led the researcher to
observe that mainstream pacing in a remedial context was not sufficient because it was unable
to offer the one-on-one support required and learners could not self-regulate when struggling

with their emotions (Tomlinson, 2017).

5.5 IMPLICATIONS OF THE STUDY

The implications of the study are explained below concerning the research sub-questions, based

on the themes discussed in Chapter 4.

5.5.1 Themes derived from the answers to question 1: To what extent does
implementing remedial education programmes in Grade S further the aims of inclusive

education?

To answer this research question, the following themes derived from Chapter 4 were used:
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5.5.1.1 Individual support and group inclusion

The concurrent delivery of individualised support with the promotion of group participation
for every learner was a very effective approach that catered to the varying learning styles
among the learners. Consequently, the integration of cognitive and social dimensions of
learning into the practice allowed educators to help each learner realise their full potential and
make great strides in their learning process. The implications and the need for educators to
incorporate social interaction are based on peer and group learning in remedial education. The
integration of subjects with English and Social Science was important since it established an
environment conducive to learning. Individualisation of learning, along with offering chances
for collaboration, proved beneficial to learners since it catered to cognitive aspects and
emotional elements. However, this approach required planning as there were many variables
to consider. While some might have disagreed with these methods, the evidence at hand
suggested that these strategies significantly improved educational outcomes. This was
particularly true in diverse learning environments, where individual support made a significant

difference.

5.5.1.2 Access to the curriculum

Remedial education programmes were designed and incorporated into the curriculum by a
combination of targeted interventions, individualised support, and integrative inclusion. These
programmes addressed specific areas where learners were found to be struggling, thereby
allowing educators to provide support in those areas that the learners needed most within the
curriculum. In so doing, the educators helped overcome academic difficulties while at the same
time building confidence in the learners by tailoring the interventions to the unique needs of
each learner. The research findings underscore the importance of combining individualised
support with participation in group activities, thus ensuring that learners would not be isolated
and could benefit from socialisation and peer learning. Educators looked at both the academic
and social dimensions of learning, creating an all-inclusive support system that enabled overall

development.

In the 2023 Trends in International Mathematics and Science Study (TIMSS), South Africa's
Grade 5 learners ranked last out of 59 participating countries in Mathematics and Natural

Science assessments. The findings of this study have significant implications for the use of
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remedial education programmes. These results underscore the systemic challenges within
mathematics education at the foundational level and highlight the urgent need for interventions
that address learning gaps. Remedial education programmes, such as those implemented in
Grade 5 classes, are important for inclusive teaching and learning. They offer targeted support
for learners struggling with foundational concepts, thereby addressing disparities in
performance (TIMSS, 2023). This context justifies the focus of the research on exploring

effective strategies for inclusive education within a remedial school setting in Gauteng.

5.5.1.3 Classroom management

The implementation of strategic classroom management, together with inclusive educational
practices, was crucial for the academic and emotional growth and development of learners.
Further, the researcher analysed the U-shaped desk configuration and pedagogical strategies
that enhanced learners' active participation. Of all the factors that were considered, the seating
was arranged in such a manner because of the small class sizes and thus could allow for
movement both by the educator and learners. This helped in creating a good mood in the class
and it also gave the educators a chance to meet the learners' needs efficiently. Consequently,
this approach helped create an atmosphere that supported both care and independent learning;
nonetheless, it posed some challenges. Some of the strategies were occasionally difficult to
implement considering the limitations of time and the learners' different attributes. Therefore,

this was an essential element in maintaining a balance between teaching and learning.
5.5.1.4 Assistive technology to foster inclusivity

The study revealed that assistive technologies significantly improved the autonomy and self-
esteem of learners. As a result, extra channels of sharing information enabled through assistive
technology empowered learners to become independent contributors and reduced their reliance
on educators for help with their work. Technological tools such as speech-to-text software and
scanning pens were reported to help learners overcome their learning difficulties, thus raising
their self-esteem and enable a sense of independence in their classrooms. Using various tools
in the classroom supported the independence and self-directedness of learners in their learning.
The effective implementation of these technologies requires appropriate training and
continuous professional development for educators in practice. The study affirms the need for

educators to be adequately trained to effectively integrate assistive technology into education,
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emphasising the necessity of professional development initiatives to ensure they possess the

necessary competencies for successful integration.

5.5.2 Themes derived from the answers to question 2: What academic support services

are available for Grade 5 learners enrolled in remedial education programmes?

To answer this research question, the following themes derived from Chapter 4 were used:

5.5.2.1 Differentiated instruction using technology

The findings of the study show that the combination of differentiated instruction with
technology-enabled resources is a promising approach to create more inclusive and effective
educational environments. However, for it to truly be effective, educators and policymakers
must address systemic issues such as unequal access to technology and the need for ongoing
professional development in digital literacy and pedagogical strategies for educators. The study
highlights the importance of combining traditional teaching methods with modern tools to cater
to a range of learning needs. Accommodating a culture of patience and understanding is
important for the development of both confidence and resilience, as evidenced by the learners'
positive perceptions of the ARROW programme. This carries a broader implication that the
simple presence of technology is insufficient without supportive and sensitive teaching

practices.

5.5.2.2 Targeted Remedial Interventions

Implications of the study's findings on focused remedial interventions have brought to light the
pivotal use of visual and tactile teaching resources in improving comprehension and retention,
primarily in mathematics education. Although there are positive effects of manipulatives,
findings from this study also indicate that learners to some degree, continue to struggle with
abstract problem-solving, which is an indication that instructional design needs more structured
scaffolding. This would be an important aspect in helping learners work toward internalising
mathematical concepts before applying them in more complex and abstract contexts. This is
further emphasised by the educators' call for increased utilisation of visual and tactile resources,
which have an important place in the educational process, thus calling for their more integrated

inclusion in school curricula.
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5.5.2.3 Team teaching (PAR)

The findings from the study on team teaching indicate a strong need for collaboration in
improving both approaches to instruction as well as learner outcomes. With this approach, two
educators simultaneously interacted with different aspects of learners’ learning. One educator
facilitated direct instruction and the other delivered individualised support, which created an
even more learner-centred approach, and an accommodating learning environment especially
in mixed-ability settings. These results bring forth the importance of strategic planning,
effective communication, and clearly defined responsibilities among educators in the
improvement of this approach's efficacy. Additionally, professional development and support
from the institution came out as important factors that gave educators the strength to overcome
challenges in coordinating, task allocation, and synchronisation of lessons. The study revealed
that academic and social results in learning institutions could be improved with team teaching

as a strategy to meet learners' diverse needs.

5.5.2.4 Cooperative teaching and learning

The consequences of this research on collaborative teaching and learning are relevant to
transformational remedial settings. Cooperative learning when implemented appropriately, can
greatly improve inclusive education by creating an environment where learners actively engage
with one another, seeking clarification on concepts and developing important skills. Clear
communication by educators was important regarding expectations and the results intended to
maintain focus and to ensure positive collaboration among learners. The positive effect on
learners' self-efficacy and problem-solving skills further underlines the importance of peer
teaching and collaborative activities. The research findings suggested that educators use
cooperative learning strategies in remedial contexts because such strategies foster a shared
sense of responsibility. This study suggests that cooperative teaching and learning are effective
in creating an inclusive, interactive, and supportive learning environment, particularly for
learners experiencing academic difficulties, as they help them understand the interrelationship

between their success and that of their peers.
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5.5.2.5 Social and emotional support

The findings of this study on social and emotional support highlighted the critical role of
emotional regulation and personalised learning in both academic achievement and emotional
growth. An implication from the findings was the need for educators to adjust the pace of
instruction to suit the varied needs of their learners, especially those in remedial education
programmes. The researcher suggests that when teaching is aligned with learners' learning
pace, they experience less anxiety and frustration, which helps them feel more in control of
their learning journey. This approach not only improved their academic performance but also
strengthened their emotional resilience allowing learners to internalise the information and

manage their emotions.

5.5.2.6 Collaboration with therapists

The implications of this study underline the importance of its findings and their broader impact
on educational practices, particularly about the support given to learners with diverse needs.
The study points out a great need for cooperation between educators and therapists, including
OTs, SALTs, and LSTs, to enhance the learners' ability to function effectively in their learning
environments. The study suggests that the establishment of regular team meetings coupled with
the development of IEPs must be instituted so that teaching approaches can be modified based
on the differing needs of learners. Moreover, the study highlights the need to address the
administrative burdens that educators often face, which can hinder their ability to collaborate
effectively with therapists. The research calls for structural changes to ease these demands,
allowing educators to focus more on instructional duties while maintaining strong partnerships

with support professionals.

5.5.3 Themes derived from the answers to question 3 What are the perceived needs or
challenges that continue to exist for grade 5 educators when delivering remedial

education programmes?

To answer this research question, the following themes derived from Chapter 4 were used:
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5.5.3.1 Improved pedagogy

The research findings revealed that improved pedagogy plays a significant role in the
promotion of inclusive education and the addressing of the diverse needs of learners through
targeted interventions designed and facilitated by the PAR team. Social constructivism views
knowledge not as a static commodity but as a dynamic, socially mediated process (Zajda,
2023). In this view, learning and development unfold in relational spaces such as classrooms,
communities, or research groups which makes it particularly suited for inclusive educational
settings. This paradigm recognises learners as active agents in their own meaning-making, an
assumption that aligns naturally with the participatory and emancipatory goals of PAR
(Townsend & Taylor, 2022).

5.5.3.2 Slow progress in certain learners

The term "slow progress" identifies those learners who have made very small or delayed gains
in educational development, even though they put in a lot of effort. In a remedial education
setting this often results from one or more challenges that impede the ability of learners to meet
curriculum demands. Even with well-targeted interventions, the educational course for
individuals often requires more one-on-one time and individualised strategies. Hence, efforts
do not always pay off immediately and sometimes not at all. The researcher viewed this as
necessitating a shift in perspective to acknowledge that each learner progresses uniquely,
emphasising the importance of recognising and building upon their existing knowledge base.
Furthermore, meaningful progress requires patience, consistency, and flexibility to adapt

strategies to suit individual needs

5.5.3.3 Foundational gaps in learners

The findings of this study bring to light the serious implications resulting from basic shortfalls
in learners' academic development. These foundational gaps in learners who have difficulties
with basic mathematical skills and reading comprehension often experience a pattern of
continued educational frustration and low self-esteem. If not resolved these may lead to
disengagement and eventual loss of confidence in their ability. The emotional agitation caused
by an inability to keep up with the pace of the classes can significantly impact learners' overall

academic development, leading to feelings of inadequacy and a lack of preparation for further
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learning. Consequently, educators need to be equipped with strategies that enable
individualised instruction, thereby providing a more conducive and organised educational
setting that permits learners to comprehend essential principles at their own pace. This strategy
not only benefits academic performance but also alleviates emotional distress and contributes
to the restoration of learners' self-assurance. The implications extend beyond individual
educational settings to the broader educational system urging for adaptive and responsive
remedial education programmes. These include regular assessment and personalised support,

enabling each learner to overcome their unique learning challenges.

5.5.3.4 Time management

The findings of this research in time management show the critical role of effective planning,
structured support, and reflective practice in dealing with time constraints in educational
settings. The limited instructional time could pose a big challenge; however, through detailed
lesson planning and ensuring teaching methods are in line with clear learning goals, educators
can maximise the available time. In setting realistic and attainable goals, curriculum
adjustment, and provision of special support to learners, would close existing gaps in
understanding among learners in meeting specified outcomes within a particular period of
instruction. When done effectively these time management strategies empower educators to
maximise learning opportunities, increase academic achievement, and alleviate the stress

associated with the limitations of time.

5.5.3.5 Emotional and behavioural challenges

The findings of this study could be of great importance to the management of social and
emotional behaviour in schools. The study revealed that a standardised instructional pace
enhances learners' focus and active participation, particularly those with emotional and
behavioural challenges. It emphasises the need for educators to adapt their pedagogy to address
these needs. To create a more inclusive and caring learning environment, educators can
incorporate a more adaptable and empathetic teaching method, providing emotional support
through planned interventions. It may lead to improved academic achievements as learners
become well-equipped to regulate their emotional problems and engage themselves with the
subject matter in a more useful manner. In summary, the study calls for developing an

integrated teaching approach that includes both emotional and behavioural support, particularly
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for learners who experience difficulties in these areas. Educators can improve the emotional
well-being and academic performance of their learners by slowing down the pace of
instruction, integrating SEL with remedial strategies, hence making the learner feel connected

to the class.

5.6 RECOMMENDATIONS
5.6.1 Recommendations for teaching and learning
5.6.1.1 Individual support and group inclusion

The modification of individual and group support in teaching methods and the incorporation
of specific interventions are instrumental in improving inclusive educational settings to meet
the diverse needs of learners in various learning settings. The researcher recommends that
educators and stakeholders adopt strategies that combine individualised support with group
inclusion encouraging a sense of belonging among learners. For instance, individualised
sessions may support learners in reviewing difficult subjectswhile group-based collaborative
activities can strengthen peer interaction and social development. The researcher recommends
reviewing and implementing strategies in remedial schools to improve pedagogy and create an
environment conducive to learning and teaching delivery. These initiatives include refining
teaching methods and procedures during lesson presentations where learners feel appreciated

and supported.

5.6.1.2 Access to the curriculum

Educators continued to use an adapted curriculum, one which allowed for flexibility in focusing
on core concepts while meeting the varying needs of learners. This approach provided
opportunities for success for all learners, having differing outcomes especially for those who
required additional support. However, time constraints may be a challenge for the educator
involved in implementing different methods of teaching to cater for various learning styles.
This not only enhanced the learning process but also advanced equality in educational
outcomes and gave all learners an equal chance to realise their full potential. However,
educators remained vigilant to avoid biases, ensuring that no child was left out of the learning
process and that all were encouraged to participate in individual as well as group activities. The

recommendations emphasise the importance of creating a curriculum that is adaptable and
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inclusive, ensuring equitable access for learners with diverse learning needs. Educators will be
able to plan lessons and help one another in the process, therefore reducing their workload and
making teaching better. Parent and community involvement in education also helps to support

learners, thereby ensuring that everybody works together to meet the needs of the learners.

5.6.1.3 Classroom management

The research recommends that the classroom environment should be positive, characterised by
elements of respect, inclusiveness and support to sufficiently meet the diverse needs of learners.
Clear guidelines by educators should not only acknowledge but also nurture empathy and a
growth mindset among the learners. Although this approach has been quite promising it calls
for educators to make constant efforts, act creatively, and be flexible in holding on to these
principles amidst complex and dynamic classroom settings. Future research is recommended
to determine the effectiveness of specific inclusive teaching practices, such as the U-shaped
desk arrangement, but in larger class sizes. This would provide important information on
whether such layouts help to foster interaction, engagement, and inclusion, or whether some
other adjustments need to be implemented. In addition, longitudinal studies should be
conducted to determine the long-term academic, emotional, and social impact of inclusive
teaching methods on learners, thus showing a more holistic view of their long-term benefits.
Research could further investigate how practical constraints, such as resource limitations,
influence the adoption and sustainability of these practices. Finally, the study recommends
examining how inclusive classroom management techniques can be adapted to suit diverse

cultural, socioeconomic, and educational contexts.

5.6.1.4 Assistive technology to foster inclusivity

To promote inclusivity through assistive technologies, the researcher recommends that
research should focus on understanding effective ways of training educators. This would
involve studying the impact of workshops, seminars, and experiential learning on the
confidence and competence of educators in using assistive tools. In addition, embedding
modules on assistive technologies into educator education curricula is critical, and studies
should probe how these programmes impact long-term teaching practices and inclusivity.
Policymakers play a critical role in achieving the widespread adoption of these technologies

and research must critically evaluate the formulation and implementation of policies
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establishing clear and specific criteria for the allocation of resources, training programmes,
and the thorough assessment of these tools. Equitable resource allocation and accessibility
must also be a focus particularly in under-resourced schools with studies investigating funding

models and strategies to address disparities.

5.6.1.5 Differentiated instruction using technology

More research is warranted to explore the sustained effects of technology-facilitated
differentiation on broader educational outcomes including critical thinking, problem-solving,
collaboration, and adaptability. Comparative analyses across a variety of demographic and
cultural settings would be instrumental in exploring the scale-up potential of these
methodologies. By focusing on these identified research priorities, both scholars and
practitioners have the potential to make the educational system more inclusive and effective,
using technology to meet diverse learner needs. The area of research concentrates on the
importance of continuous assessment and feedback in technology-enhanced differentiated
instruction. The researcher encourages more studies to determine the effectiveness of
immediate data collection and adaptive learning models in creating customised learning
experiences and improving academic outcomes. Partnerships with schools, policymakers, and
stakeholders are crucial for effective funding and resource distribution, particularly in

disadvantaged areas.

5.6.1.6 Targeted Remedial Interventions

Based on the findings, the study recommends prioritising the use of visual and tactile
instructional materials in mathematics instruction to enhance learners’ comprehension and
engagement. Therefore, it is recommended that schools invest in these materials and include
them in wider pedagogical approaches and focused remedial programmes to support learners
who are having trouble mastering mathematical concepts. Professional development
programmes should equip educators with the necessary competencies to effectively use tools
and transition from concrete manipulatives to abstract thinking. In addition, the curriculum
should be systematically reviewed and adapted to incorporate these methods, ensuring that all
learners benefit from this enhanced pedagogical model. Further research is needed to explore
the long-term effects of using these tools on learners' math skills especially in understanding

higher-level math concepts. This will help reduce achievement gaps and enhance math
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knowledge, ultimately enabling educators and policymakers to create an inclusive and effective

learning environment for all learners.

5.6.1.7 Team teaching (PAR)

Based on the findings of the study on team teaching, it is recommended that there should be
time allocated to educators to plan lessons together. Effective team coordination and regular
communication are crucial for addressing issues and implementing the necessary changes.
Educators should seek help in conflict management and addressing differences in teaching
approaches to ensure cohesiveness and effectiveness within the team. Establishing clear roles
and responsibilities for educators in collaborative teaching is recommended to streamline
lesson delivery, avoid confusion, and provide a balanced workload. Flexibility is essential, but
both educators should know their focus, whether it's direct instruction or individualised
support. Regular revisiting task allocation, classroom behaviour management, and feedback
provision is crucial for equity in responsibilities, as these tools streamline planning, track
learner progress, and ensure both educators are on track. Feedback from educators and learners
can inform the success of a strategy and identify areas for improvement. Schools should use
this feedback to enhance teaching strategies and adapt planning techniques. Future practice
should evaluate collaborative teaching's support for diverse learning needs and improve learner

engagement and outcomes.

5.6.1.8 Cooperative teaching and learning

Cooperative learning allows opportunities for learners to work collaboratively, creating
academic and social development in the classroom. If done properly and routinely monitored
cooperative learning helps overcome learning problems but also fosters positive engagement
and shared responsibility among learners. When educators implement cooperative learning in
a remedial classroom setting, they foster an inclusive culture that encourage learners to
participate in discussions with a feeling of being heard. This engagement also makes learners
feel accepted and helps with their emotional moods by getting them in the just right zone for
learning. In addition, educators are encouraged to set goals for cooperative learning
intervention tasks by specifying what the learners should do individually and in group work.

The researcher recommends that encouraging learners to explain concepts to one another
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reinforces learning. This practice also encourages mutual respect and confidence among

learners, making it a powerful tool for academic and social growth.

5.6.1.9 Social and emotional support

The study findings of the research point to the critical need for extending social and emotional
reinforcement in educational settings. First, instructors need to adopt a more personalised
instructional approach that changes the tempo of individual learner's needs. It is recommended
that the slowing down of the learning pace specifically in a remedial education setting is needed
because this reduces anxiety and thus makes the learner more confident in their abilities. This
individualised approach encourages intellectual growth alongside emotional growth by making
learners feel more in control of their learning experience. Regular emotional checks should
become a part of the daily routine for an educator to monitor and attend to the learners'
emotional states. This is to ensure that sudden changes in the learners' routines or schedules
create an atmosphere of feeling safe, thus avoiding emotional upsets and creating a sense of

security in their learning environment.

5.6.1.10 Collaboration with therapist

Based on the findings of the study, several important recommendations were made to improve
the educational experience for learners with diverse needs. The researcher recommends that
educational institutions emphasise and institutionalise collaboration between educators and
therapists. Systematic team meetings should be held to ensure constant communication and
alignment of plans aimed at addressing the academic, social, and emotional needs of the
learners. These meetings also provide a forum through which educators are kept updated on
relevant professional development regarding effective collaboration and the integration of
interventions into their teaching practices. The administrative burden is eased by exploring
ways to simplify IEPs documentation and progress reports with electronic media or focused
administrative assistance. Additionally, a supportive work environment is created for
educators, allowing them to share issues and solutions, which improves staff morale and

enhances teamwork in addressing problems.
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5.6.1.11 Improved Pedagogy

The study revealed some strategies towards inclusive education and enhancing pedagogy.
Broad professional development equips educators with skills in dealing with different
challenges and complex situations around diversity. Differentiated instruction in the classroom
helps keep up motivational levels among learners. Scaffolding and effective classroom
management allow educators to balance teaching content with individual progress. The
partnership between educators and on-site therapists is recognised as an essential element of
successful inclusive education. The researcher suggests that educational institutions promote
regular interdisciplinary meetings, create integrated IEPs, and offer opportunities for
collaborative professional development. These strategies are designed to guarantee a unified
alignment of educational and therapeutic goals, thereby improving learner outcomes. The study
revealed that further research is needed to improve the methodology of teaching. Trying and
testing new strategies will help build a better, more effective system. Following these
suggestions will allow inclusive education to better support the needs of learners to make it a

place where everybody succeeds not only in learning but also in their social life.

5.6.1.12 Slow progress in certain learners

To assist learners' slow progress, a diversified approach is required. Educators should use
individualised teaching styles with concrete and work towards abstract learning. The adoption
of strengths-based approaches, building on what children already know, and rewarding minor
victories can boost their confidence and motivation. The resources and tools should be made
accessible so that learners learning at a slower pace can receive additional support from
educators and teaching assistants. Professional development programmes should be prioritised
to provide educators with the necessary skills to detect learning impediments early and conduct
effective, evidence-based treatments. Smaller class sizes in remedial settings allow educators
to provide focused attention which is critical for children who require further assistance.
Policymakers need to make inclusive education better by giving resources to support fairness
and access for every learner. These suggestions will help create an environment where learners
who progress slowly are supported with patience, flexibility, and encouragement, ensuring

meaningful and lasting success for all.
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5.6.1.13 Foundational gaps in learners

The study's findings revealed recommendations for identifying learning disabilities and
creating an inclusive and supportive learning environment. The use of detailed diagnostic
evaluations to identify and correct areas where learners struggle is central to these
recommendations. Modified remedial programmes focused on key competencies such as
literacy and numeracy, were implemented to close the learning gaps. Scaffolding techniques
incorporated into teaching practices provided systematic and one-on-one support,
progressively shifting responsibility to learners as they build confidence and proficiency. To
correct the basic problems in numeracy, literacy and reading. Schools should implement
personalised learning plans that focus on the learners’ strengths and work on their weaknesses
during therapy sessions. This will empower learners to learn skills at their own pace and build

on their self-confidence.

5.6.1.14 Time management

According to the researcher, one suggestion is that educators should be effective with time
management in the classroom to increase teaching efficiency and learner involvement. Unlike
less structured or spontaneous teaching methods time management strategies empower
educators to plan lessons more efficiently ensuring that every moment in the classroom is used
productively. The educators should maintain a well-paced, engaging lesson that provides clear
instructions and sufficient time for learners to process the material. In the study, it is
recommended that the use of time management could be advantageous when educators devise
lessons in a way that fits the learning styles of all learners. For effective application, educators
are advised to ensure that the material in the lesson aligns with the learning outcomes and does
not overload the time allocated for the lesson. Properly structured lessons with a clear focus on
key concepts allow learners to process and understand the material without feeling

overwhelmed.

5.6.1.15 Emotional and behavioural challenges

Behavioural and emotional challenges were compared by the Grade 5 class exposing learners
to the pace and teaching of mainstream activities. Learners could not keep up with the
mainstream curriculum pace, resulting in meltdowns. The researcher recommends a slower-

paced teaching method as one of the most effective ways of dealing with the needs of learners
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with emotional and behavioural difficulties. Behavioural interventions were introduced, for
example, Cognitive Enrichment Advantage (CEA) and Self-Regulation Programmes which are
recommended as tools to foster the learning of learners' critical thinking, self-reflection, and
self-management skills for effective coping with academic and social difficulties. Examples of
applying strategies, including emotional check-ins, positive reinforcement and provision of a

safe space for expression, are demonstrably effective in the classroom.

5.6.2 Policy recommendations

Despite South Africa’s progressive legislative framework supporting inclusive education,
including the Constitution (Republic of South Africa, 1996a), White Paper 6 (Department of
Basic Education, 2001), and the South African Schools Act (Republic of South Africa, 1996b),
the implementation of inclusive and remedial education remains inconsistent. Section 29 of the
Constitution guarantees the right to education and obligates the state to provide reasonable
accommodation for learners with special needs, including the development of Individualised
Education Plans (IEPs). However, to translate this into meaningful practice, there is a pressing
need for systematic monitoring and accountability mechanisms across provincial and school
levels. Provincial education departments must be held accountable for delivering assistive
technologies, adaptive testing materials, and accessible infrastructure such as ramps and
elevators (Human Rights Watch, 2015). These are non-negotiable components of an inclusive

learning environment.

Additionally, inclusive policies must prioritise sustained professional development for
educators. Educators require training not only in differentiated instruction but also in inclusive
pedagogical strategies that draw on social constructivist principles. This includes mediation,
scaffolding, and managing learning within the Zone of Proximal Development (ZPD).
Vygotsky’s sociocultural theory (Van der Westhuizen & De Beer, 2021) provides a valuable
framework for designing these interventions. When educators are equipped to mediate learning
through structured support learners with cognitive difficulties can thrive. The development of
these professional capacities should be embedded into district-level support and induction

programmes (Mishra et al., 2019).
5.7  LIMITATIONS OF THE STUDY

The qualitative study was conducted in a remedial school with the target population being a

Grade 5 class. The research focused on using remedial education programmes when teaching
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and learning in an inclusive education setting. Educating learners can pose an array of diverse
learning needs, learning styles and abilities for the educator in designing and delivering
individually adapted remedial programmes to meet the learner's needs. The research was
conducted in only one institution; hence the outcome may not be generalisable to other
institutions, regions or provinces. All institutions operate under different circumstances and the
challenges faced may not be identical to those faced elsewhere. These findings support

remedial education programmes for learners when adequately resourced and implemented.

5.8  SUGGESTIONS FOR FURTHER RESEARCH

This research concentrated on ascertaining the functions of remedial education programmes in
a remedial school environment to facilitate inclusive teaching and learning for underachieving
learners in a Grade 5 class. The results highlight the need for continued research in the

following areas to increase educational attainment and inclusivity:

o Investigating the impact of remedial programmes on foundational literacy and

numeracy skills
o Developing effective teaching strategies for remedial educators
e Adapting curricula to meet the needs of learners with cognitive disabilities
o Investigating technology integration in remedial education

e Promoting social and emotional development through remedial education

5.9 CONCLUSION

This study investigated the role of remedial education programmes in facilitating inclusive
teaching and learning in a Grade 5 class within a Gauteng remedial school. The research
evaluated remedial education programmes highlighting the importance of academic support
services, teaching methods, and supporting learners' development. However, it acknowledges
limitations like the small sample size and short data collection time. Bringing attention to the
need for more research particularly long-term studies and a broader understanding of the effects
of remedial education. The study recognised the importance of remedial education programmes

in promoting inclusive education.

97



LIST OF REFERENCES

Abella, J. L., Kilag, O. K. T., Andrin, G. R., Techo Tafiiza, F. N., Groenewald, E. S., & Cordova Jr., N.
A. (2024). Benchmarking literacy and numeracy: The contributing elements. Excellencia:

International Multi-disciplinary Journal of Education, 2(1), 90-99.

Accurso-Salguero, J. (2016). Differences in remedial pedagogy approaches between teachers and
students. Publication No. 2139) [Doctoral dissertation, Seton Hall University]. Seton Hall

University Dissertations and Theses (ETDs). https://scholarship.shu.edu/dissertations/2139

Adewumi, T. M., C. Mosito, & V. Agosto. (2019). Experiences of Teachers in Implementing Inclusion
of Learners with Special Education Needs in Selected Fort Beaufort District Primary Schools,
South Africa. Cogent FEducation, 6(1): art 1703446. https://doi.org/0.1080/2331186X.
2019.1703446

Albreiki, B., Habuza, T., & Zaki, N. (2022). Framework for automatically suggesting remedial actions
to help students at risk based on explainable ML and rule-based models. International Journal of

Educational Technology in Higher Education, 19, Article 49.

Alghamdi, F. M. A., & Siddiqui, O. (2016). Supporting low-achieving EFL learners: Expectations,
procedure, and significance of remedial sessions at a Saudi university. Journal of Language

Teaching and Research, 7(2), 247-256.

Al-Sheikhly, D., Ostlundh, L., & Arayssi, T. (2020). Remediation of learners struggling with
communication skills: A systematic review. BMC Medical Education, 20(1), 1-23.

Ainscow, M., Slee, R., & Best, M. (2019). The Salamanca statement: 25 years on. International Journal
of Inclusive Education, 23 (7-8): 671-676.

Ainscow, M. (2020). Promoting equity in schools: Collaboration, action research and effective

inclusion. Routledge.

Ainscow, M. (2020). Promoting inclusion and equity in education: Lessons from international
experiences. International Journal of Inclusive Education, 24(7-16).

https://doi.org/10.1080/20020317.2020.1729587

Amineh, R. J., & Asl, H. D. (2015). Review of constructivism and social constructivism. Journal of

Social Sciences, Literature and Languages, 1(1), 9—16.

Andrews, D. (2020). The affordances and constraints to inclusive teaching in four South African
schools: A cultural historical activity theory perspective. Doctoral thesis, University of the

Witwatersrand, Johannesburg. https://hdl.handle.net/10539/30051

Aron, L., & Loprest, P. (2012). Disability and the education system. The Future of Children, 22(1), 97-
122. https://www.researchgate.net/publication/224886616

98


https://doi.org/10.1080/20020317.2020.1729587
https://hdl.handle.net/10539/30051
https://www.researchgate.net/publication/224886616

Asio, J. M. R., & Jimenez, E. C. (2020). Effect of remediation activities on Grade 5 pupils’ academic
performance in Technology and Livelihood Education (TLE). Pedagogical Research, 5(4),
emO0075. https://doi.org/10.29333/pr/8464

Avramidis, E. (2012). The challenge of inclusion: Policy and practice in European schools. Routledge.

Badat, S., & Sayed, Y. (2014). Post-1994 South African education: The challenge of social
justice. Annals of the American Academy of Political and Social Science, 652(1), 127-
148. https://doi.org/10.1177/0002716213511188

Bal, A., Waitoller, F. R., & Mawene, D. (2021). Culture, context, and disability: A systematic
literature review of CHAT-based studies. Review of Education, Pedagogy, and Cultural
Studies. Link

Banks, L. Morgon, & Polack, S. (2014). The economic costs of exclusion and gains of inclusion of
people with disabilities: Evidence from low and middle-income countries. CBM, International

Centre for Evidence in Disability.

Barnes, C. (2010). What a difference a decade makes: Reflections on doing 'emancipatory' disability
research. Disability & Society, 25(1), 3-17. https://doi.org/10.1080/713662197

Battistin, E., & Schizzerotto, A. (2019). Threat of grade retention, remedial education and student
achievement: Evidence from upper secondary schools in Italy. Empirical Economics, 56, 651-

678. https://link.springer.com/article/10.1007/s00181-018-1443-6

Bhengu, M. J. (2006). Ubuntu: The global philosophy for humankind. Lotsha Publications.

Biwer, F., Bruin, A., & Persky, A. (2023). Study smart impact of a learning strategy training on students'
study behavior and academic performance. Advances in Health Sciences Education, 28(1), 147-

167.

Blake, B. (2015). Developing psychology: Incorporating Piaget’s and Vygotsky’s theories in

classrooms. Journal of Cross-Disciplinary Perspectives in Education, 1(1), 59—67.

Blancia, G. C. (2023). Effectiveness of remedial activities in teaching numeracy in improving the
performance of identified Grade 6 non-numerates. International Journal of Advances in
Mathematics and Basic Sciences, 5(1), 160—171. https://www.ijams-bbp.net/wp-
content/uploads/2023/03/1-IJAMS-FEBRUARY-2023-160-171.pdf

Bordia, D. (2023). Remedial teaching strategies and tips. Teachmint  Blogs.
https://blog.teachmint.com/remedial-teaching/

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in
Psychology, 3(2), 77-101.

99


https://doi.org/10.29333/pr/8464
https://psycnet.apa.org/doi/10.1177/0002716213511188
https://www.researchgate.net/publication/345015553
about:blank
about:blank
https://www.ijams-bbp.net/wp-content/uploads/2023/03/1-IJAMS-FEBRUARY-2023-160-171.pdf
https://www.ijams-bbp.net/wp-content/uploads/2023/03/1-IJAMS-FEBRUARY-2023-160-171.pdf

Brooks, G. (2009). What works for pupils in Wales with literacy difficulties? The effectiveness of

intervention schemes. Slough: Greg Brooks and Foundation for Educational Research.

Bryman, A. (2017). Quantitative and qualitative research: Further reflection on their integration. In

Mixing methods: Quantitative and qualitative research (pp. 57-78). Routledge.

Butterworth, B., Varma, S., & Laurillard, D. (2011). Dyscalculia: From brain to education. Science,
332(6033), 1049-1053. https://doi.org/10.1126/science.1201536

Camden, C., Wilson, B., Kirby, A., Sugden, D., & Missiuna, C. (2015). Best practice principles for
management of children with developmental coordination disorder (DCD): Results of a scoping

review. Child: Care, Health and Development, 41(1), 147-159. https://doi.org/10.1111/cch.12128

Campbell D. J. (2008). The Learning Theory Podcast. Episode 4. Retrieved January 15, 2009, from
http://www.dancampbell.us/podcast/L TP-4_Vygotsky ZPD.pdf

Chetty, R. (2019). Literacy teaching in disadvantaged South African schools: A critical reflection.
Literacy, 53(4), 210-218. https://doi.org/10.1111/1it.12188.

Chevalier, J. M., & Buckles, D. J. (2019). Participatory action research: Theory and methods for
engaged inquiry (2nd ed.). Routledge.

Chibaya, R., & Shonhiwa, T. (2024). Challenges experienced by remedial education program in peri-
urban primary schools in Zimbabwe: Case study of Riki Primary School in Mashonaland Province,
Seke  District. ~ Contemporary ~ Research ~ Analysis  Journal, 1(4), 135-141.
https://doi.org/10.5281/zenodo.14014196

Cohen, L., Manion, L., & Morrison, K. (2018). Research methods in education (8th ed.). Routledge.

Contreras, D., & Herrera, R. (2005). Remedial support for low-income children: Does it work?

Universidad de Chile. http://www.economia.puc.cl/Sechi2005/herrera_rher.pdf

Convention on the Rights of Persons with Disabilities. (2008). United Nations, Treaty Series, vol. 2515,
p. 3.

Corbin, J., & Strauss, A. (2008). Basics of qualitative research: Techniques and procedures for
developing grounded theory. Thousand Oaks, CA: Sage.

Creswell, J. W., & Creswell, J. D. (2017). Research design: Qualitative, quantitative, and mixed
methods approach (4th ed.). Sage.

Creswell, J. W., & Poth, C. N. (2018). Qualitative inquiry and research design: Choosing among five
approaches (4th ed.). SAGE Publications.

Darling-Hammond, L., Hyler, M. E., & Gardner, M. (2017). Effective teacher professional

development. Learning Policy Institute.

100


https://doi.org/10.1126/science.1201536
https://doi.org/10.1111/cch.12128
about:blank
about:blank

Daniels, H. (2001). Vygotsky and pedagogy. Routledge.

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

an Inclusive Education and Training System. Government of South Africa.

Department of Education. (2001). The Education White Paper 6 on inclusive education. Government

Printers. Retrieved from https://www.gov.za/documents/education-white-paper-6-inclusive-

education.

Department of Education (DoE). (2005a). South African Schools Act, No. 84 of 1996: Section 12(3) on

special schools and inclusive education. Government Printers.

Department of Education. (2010). Guidelines for full-service/inclusive schools. Department of

Education. https://www.education.gov.za/LinkClick.aspx?

Department of Basic Education. (2011). Guidelines for responding to learner diversity in the

classroom through curriculum and assessment policy statement. Government of South

Africa.

Department of Basic Education. (2022). Basic Education releases 2021 Systemic Test results
and  the  impact of  COVID-19  on education. Retrieved  from
https://www.gov.za/news/media-statements/basic-education-releases-202 1 -systemic-test-

results-and-impact-covid-19

Donohue, D., & Bornman, J. (2014). The challenges of realising inclusive education in South Africa.

South African Journal of Education, 34(2), 1-14. https://doi.org/10.15700/201412071114

Drago-Severson, E. (2007). Helping teachers learn: Principals as professional development leaders.

Teachers College Record, 109(1), 70-125.

Duncan, G. J., Claessens, A., & Huston, A. C., et al. (2007). School readiness and later achievement.

Developmental Psychology, 43(6), 1428-1446.

East, M. (2023). Research on remedial learning: Foundational literacy and numeracy support in South
Africa. MSI  Worldwide. https://www.msiworldwide.com/wp-content/uploads/2024/03/RL-
Report-Final.pdf

Ejubovi¢, A., & Puska, A. (2019). Impact of self-regulated learning on academic performance and

satisfaction of students in the online environment. Knowledge Management & E-Learning, 11(3).

Engelbrecht, P., Green, L., Naicker, S., & Engelbrecht, L. (2020). Inclusive education in South Africa:

Future directions. Springer.

Engelbrecht, P. & Muthukrishna, N. (2019) Inclusive education as a localised project in complex
contexts: A South African case study. Southern African Review of Education, 25(1): 107-124.

101


https://www.gov.za/documents/education-white-paper-6-inclusive-education
https://www.gov.za/documents/education-white-paper-6-inclusive-education
https://www.education.gov.za/LinkClick.aspx?fileticket=vNHS6o3PHwo%3D&mid=2372&portalid=0&tabid=617
https://doi.org/10.15700/201412071114
https://www.msiworldwide.com/wp-content/uploads/2024/03/RL-Report-Final.pdf
https://www.msiworldwide.com/wp-content/uploads/2024/03/RL-Report-Final.pdf

Engelbrecht, P. (2020). Inclusive education: Developments and challenges in South Africa. Prospects:
Quarterly Review of Comparative Education, 49(3-4), 219-232.

Fleming, J., & Zegwaard, K. E. (2018). Methodologies, methods, and ethical considerations for
conducting research in work-integrated learning. Auckland University of Technology, The

University of Waikato.

Fletcher, J. M., & Vaughn, S. (2009). Response to intervention: Preventing and remediating academic

difficulties. Annual Review of Psychology, 71, 535-561.
Flick, U. (2014) An introduction to qualitative research. (5th Ed.). Sage Publications, London.

Forlin, C., Loreman, T., Sharma, U., & Earle, C. (2009). Demographic differences in changing pre-
service teachers' attitudes, sentiments and concerns about inclusive education. International

Journal of Inclusive Education, 13(2), 195-209. https://doi.org/10.1080/13603110701365356

Friend, M. (2015). Co-teaching: Benefits and challenges. Teaching Exceptional Children, 47(4), 19-27.

Galiano, A. R., Mekomedemb, F., Helmlinger, A. E., & Baudouin, J.-Y. (2024). Autistic-like social
communication disorders and sensory profile in visually impaired children: Similarity and
divergence with autism spectrum disorders. Acta Psychologica, 224, 104544,
https://doi.org/10.1016/j.actpsy.2024.10454

Gardner, H. (2011). Frames of mind: The Theory of Multiple Intelligences. Basic Books.

Garnett, K. (2022). What are classrooms like for students with learning disabilities? Reading Rockets.

https://www.readingrockets.org/article/what-are-classrooms-students-learning-disabilities

Gee, J. P., & Zhang, Q. A. (2023). A sensational view of human learning, thinking, and language.
Review of Research in Education, 71(1), 5-28. https://doi.org/10.1177/23813377221100163

Gibbs, G. R. (2018). Analysing qualitative data. Sage Publications.

Goldin-Meadow, S., Levine, S. C., Hedges, L. V., Huttenlocher, J., Raudenbush, S. W., & Small, S. L.
(2014). New evidence about language and cognitive development based on a longitudinal study:

Hypotheses for intervention. American Psychologist, 69(6), 588.
https://psycnet.apa.org/record/2014-23792-001

Gumede, V., & Biyase, M. (2016). Educational reforms and curriculum transformation in post-apartheid

South Africa. Environmental Economics, 7(2), 69-76. https://doi.org/10.21511/ee.07(2).2016.7

Gunobgunob-Mirasol, R. (2024). Literacy in pandemic: Practices, challenges, and coping strategies of
MKOs in online and modular learning modalities. International Journal of Education and

Literacy Studies. https://journals.aiac.org.au/index.php/IJEL S/article/view/8109

102


https://doi.org/10.1080/13603110701365356
https://doi.org/10.1016/j.actpsy.2024.104544
about:blank
https://doi.org/10.1177/23813377221100163
https://journals.aiac.org.au/index.php/IJELS/article/view/8109

Guthrie, C., Andersson, H., Cerna, L., & Nufez, S. (2019). Strength through diversity: OECD country

spotlight report for Chile. OECD. https://migrantes.mineduc.cl/wp-
content/uploads/sites/88/2020/10/Fuerza-a-través-de-la-diversidad.-OCDE.-Chile.-2019.-en-

inglés.pdf

Hattie, J. (2017). Visible learning: A synthesis of over 800 meta-analyses relating to achievement.

Routledge

Hoff, E. (2006). How social contexts support and shape language development. Developmental Review,

26(1), 55-88. https://doi.org/10.1016/j.dr.2005.11.002

Horn, E. (2014). Inclusive education for students with disability: A review of the best evidence in

relation to theory and practice. Australian Research Alliance for Children and Y outh.

Houtveen, T., & van de Grift, W. (2007). Reading instruction for struggling learners. Journal of
Education for Students Placed at Risk, 12(4), 405.

Huang, C. P. (2010). Making English remedial instruction work for low-achieving students: An
empirical study. Journal of Lunghwa University of Science and Technology, 29(6), 167-183.

Hubbard, L., Mehan, H., & Stein, M.K. (2006). Reform as learning: School reform, organizational

culture, and community politics in San Diego. New York: Routledge.

Human Rights Watch. (2015). World report 2015: Events of 2014. https://www.hrw.org/world-

report/2015

Iniesto, F., Tabuenca, B., Rodrigo, C., & Tovar, E. (2021). Challenges to achieving a more inclusive

and sustainable open education. Journal of Interactive Media in Education, 2021(1), NA.
Janney, R., & Snell, M. E. (2013). Modifying schoolwork. Brookes Publishing.

Jiménez, J. E., Hernandez-Valle, 1., Ramirez, G., Ortiz, M. D. R., Rodrigo, M., Estévez, A., O'Shanahan,
L., Garcia, E., & Trabaue, M. D. L. L. (2022). Improving reading skills using a computerized
phonological training program in early readers with reading difficulties. International Journal of
Environmental Research and Public Health, 19(18), 11526.
https://doi.org/10.3390/ijerph191811526

Jimenez, L., Sargrad, S., Morales, J., & Thompson, M. (2016). Remedial education: The cost of catching
up. Center for American Progress. https://eric.ed.gov/?id=ED586241

Jorgensen, D. L. (2015). Participant observation. In Emerging trends in the social and behavioral

sciences (pp. 1-15). Wiley. https://doi.org/10.1002/9781118900772.etrds0247

103


https://migrantes.mineduc.cl/wp-content/uploads/sites/88/2020/10/Fuerza-a-trav%C3%A9s-de-la-diversidad.-OCDE.-Chile.-2019.-en-ingl%C3%A9s.pdf
https://migrantes.mineduc.cl/wp-content/uploads/sites/88/2020/10/Fuerza-a-trav%C3%A9s-de-la-diversidad.-OCDE.-Chile.-2019.-en-ingl%C3%A9s.pdf
https://migrantes.mineduc.cl/wp-content/uploads/sites/88/2020/10/Fuerza-a-trav%C3%A9s-de-la-diversidad.-OCDE.-Chile.-2019.-en-ingl%C3%A9s.pdf
about:blank
https://doi.org/10.1002/9781118900772.etrds0247

Juma, S., Lehtoméki, E., & Naukkarinen, A. (2017). Scaffolding teachers to foster inclusive
pedagogy and presence through collaborative action research. Educational Action

Research, 25(3), 449-466. PDF

Kelty, N. E., & Wakabayashi, T. (2020). Family engagement in schools: Parent, educator, and
community perspectives. SAGE Open. https://doi.org/10.1177/2158244020973024

Kemmis, S., & R. McTaggart. (1998). The action research planner. Geelong: Deakin University

Press.

Khaliliagdam, S. (2014). ZPD, scaffolding and basic speech development in EFL context. Procedia -
Social and Behavioral Sciences. https://doi.org/10.1016/j.sbspro.2014.03.497.

Kincheloe, J. L. (2008). Critical Pedagogy Primer. New York: Peter Lang.

Kiraly, D. (2014). 4 social constructivist approach to translator education: Empowerment from theory

to practice. Routledge.

Krasniqi, V., Zdravkova, K., & Dalipi, F. (2022). Impact of assistive technologies on inclusive
education and independent life of Down syndrome persons: A systematic literature review and

research agenda. Sustainability, 14(8), 4630. https://doi.org/10.3390/su14084630

Krueger, R. A., & Casey, M. A. (2015). Focus group interviewing. In J. S. Wholey, H. P. Hatry, & K.
E. Newcomer (Eds), Handbook of practical program evaluation, (4th Rd.). (pp. 506-534).
https://doi.org/10.1002/9781119171386.ch20

Landsberg E, Kruger D & Nel N 2005. Addressing Barriers to Learning: A South African Perspective.
Pretoria: Van Schaik.

Lane, C. (2010). Self-voice: A major rethink. Somerset: ARROW Tuition Ltd.

Lang R. (2009). The United Nations Convention on the right and dignities for persons with Disability:
A panacea for ending disability discrimination? ALTER, 3(3): 266-285.

Lantolf, J.P., & Poehner, M.E. (2014). Sociocultural theory and the pedagogical imperative in L2

education: Vygotskian praxis and the research/practice divide. Routledge.

Lewin, K.M. (2009). Access to education in sub-Saharan Africa: Patterns, problems and possibilities.

Comparative Education, 45(2),151-174.

Loreman, T., Deppeler, J., & Harvey, D. (2005). Inclusive education: A practical guide to supporting

diversity in the classroom. Routledge.

Maarman, G. J., & Lamont-Mbawuli, K. (2017). A review of challenges in South African education
and possible ways to improve educational outcomes as suggested by decades of research. Africa

Education Review, 14(1), 1-19. https://doi.org/10.1080/18146627.2017.1321962.

104


https://www.academia.edu/download/90674215/09650792.2016.126695720220905-1-9vt8h1.pdf
https://doi.org/10.1177/2158244020973024
https://doi.org/10.3390/su14084630
https://doi.org/10.1002/9781119171386.ch20
https://doi.org/10.1080/18146627.2017.1321962

Machipi, N. (2021). Afterschool remedial education service to address low literacy and numeracy levels
in the Tshwane South District (Master’s thesis, University of the Witwatersrand). WiredSpace
Institutional Repository. https://wiredspace.wits.ac.za/items/7df8b645-9¢51-446d-809a-
7d3607f0ad8e

Mabhlo, D. (2013). Theory and practice divide in the implementation of the inclusive education policy:
Reflections through Freire and Bronfenbrenner’s lenses. Mediterranean Journal of Social

Sciences, 4(13), 163. https://www.richtmann.org/journal/index.php/mjss/article/view/1500

Marlowe, B. A., & Page, M. A. (2005). Creating and sustaining the constructivist classroom. Corwin

Press.

Marzano, R. J., Marzano, J. S., & Pickering, D. J. (2003). Classroom management that works:
Research-based strategies for every teacher. Association for Supervision and Curriculum

Development (ASCD).

Matson, I-L. (2007). 4 school for or with everybody: Municipalities work for achieving their goals,
Stockholm.

McCormick, M. P. (2020). Long-term effects of social-emotional learning on academic achievement.

ERIC - Education Resources Information Center.

McKeever, M. (2017). Educational inequality in apartheid South Africa. American Behavioral Scientist,
61(1), 114-131. https://doi.org/10.1177/0002764216682988

Mertens, D. (2007). Transformative paradigm: Mixed methods and social justice. Journal of Mixed
Methods Research, 1(3), 212-225. https://doi.org/10.1177/1558689807302811

Messiou, K. (2017). Research in the field of inclusive education: Time for a rethink? /nternational
Jjournal of inclusive education, 21(2), 146-159.
https://www.tandfonline.com/doi/abs/10.1080/13603116.2016.1223184

Middleton, L. T. (2023). Using diverse children's literature to enhance social-emotional learning
(Publication No. 2698) [Doctoral dissertation, University of Mississippi]. Electronic Theses and
Dissertations. https://egrove.olemiss.edu/etd/2698

Miles, M. B., Huberman, A. M., & Saldafia, J. (2018). Qualitative data analysis: A methods sourcebook.

Sage Publications.

Mishra, P. A., Hota, S., & Khamari, P. R. (2019). Curriculum adaptation in inclusive education.

International Journal of Applied Research, 5(8), 70-74. https://www.allresearchjournal.com

Moncada Nahuelquin, F., & Ibafiez Orellana, R. (2025). The impact of formal education on literacy

and numeracy skills in Chilean adults: A comparative analysis. Frontiers in Education, 9,

105


https://wiredspace.wits.ac.za/items/7df8b645-9e51-446d-809a-7d3607f0ad8e
https://wiredspace.wits.ac.za/items/7df8b645-9e51-446d-809a-7d3607f0ad8e
https://www.richtmann.org/journal/index.php/mjss/article/view/1500
https://doi.org/10.1177/0002764216682988
about:blank
about:blank
https://egrove.olemiss.edu/etd/2698
https://www.allresearchjournal.com/

1466947.
https://www.frontiersin.org/articles/10.3389/feduc.2024.1466947/full

Morifia, A. (2019). Inclusive education in higher education: challenges and
opportunities. Postsecondary educational opportunities for students with special education

needs, 3-17. https://doi.org/10.4324/9781351107570-2

Mpu, Y., & Adu, E. O. (2021). The challenges of inclusive education and its implementation in
schools: The South African perspective. Perspectives in Education, 39(2), 225-238.
https://doi.org/10.18820/2519593X/pie.v39.i2.16

Muller, M., Buchheister, K., & Boutte, G. (2017). Multiple perspectives on cognitive development:
Radical constructivism, cognitive constructivism, sociocultural theory, and critical theory. Faculty
Publications, Department of  Child, Youth, and Family Studies, 261.

https://digitalcommons.unl.edu/famconfacpub/261

Ndebele, C. (2014). Teacher perceptions on the effectiveness of an English remedial teaching program
in primary schools in Zimbabwe: Towards an alternative to the Deficit Model. International Journal

of Education Science, 6 (3), 497-508.

Ndlovu, S. and E. Walton. 2016. Preparation of students with disabilities to graduate into professions
in the South African context of higher learning: Obstacles and opportunities. African Journal of

Disability 5(1), Art. #150. http://dx.doi.org/10.4102/ajod.v5i1.150

Nel, M., Nel, N., & Hugo, A. (2016). Learner support in a diverse classroom: A guide for foundation,

intermediate and senior phase teachers of language and mathematics. Van Schaik.

Newman, S., & Latifi, A. (2021). Vygotsky, education, and teacher education. Journal of Education for
Teaching, 47(5), 563—575. https://doi.org/10.1080/02607476.2020.1831375

O'Brien, J. C., & Kuhaneck, H. (Eds.). (2020). Case-Smith's Occupational Therapy for children and
Adolescents (8th ed.). Elsevier.

O'Leary, Z. (2021). The Essential Guide to Doing Your Research Project (4th ed.). Sage

Publications.

Oliver, M. (2013). The Social Model of Disability: Thirty years on. Disability & Society, 28, 1024-
1026.

Othman, M. F., & Rahmat, N. E. (2020). The effectiveness of law relating to educational rights of
children with disabilities in Malaysia. Environment-Behaviour Proceedings Journal, 5(15), 275—

280. https://doi.org/10.21834/ebpj.v5115.2484

Oxford  University  Press. (n.d.). Oxford  Reading  Buddy. Retrieved  from

https://www.oxfordreadingbuddy.com/

106


https://doi.org/10.4324/9781351107570-2
https://doi.org/10.18820/2519593X/pie.v39.i2.16
https://digitalcommons.unl.edu/famconfacpub/261
http://dx.doi.org/10.4102/ajod.v5i1.150
https://doi.org/10.21834/ebpj.v5i15.2484
https://www.google.com/url?sa=E&source=gmail&q=https://www.oxfordreadingbuddy.com/

Padron, M. H., & Ballet, J. (2011) Children's agency and the capability approach: A conceptual
framework. In: M. Biggeri, Ballet, J., & Comim, F. (Eds) Children and the capability approach.

Basingstoke: Palgrave Macmillan.

Parliament of South Africa. (2020). Report of the Portfolio Committee on Basic Education on Budget
Vote 16: Basic Education. Retrieved from https://pmg.org.za/tabled-committee-report/4152/

Pathan, H., Memon, R.A., Memon, S., Khoso, A.R., & Bux, 1. (2018). A critical review of Vygotsky’s
Socio-Cultural Theory in second language acquisition. International Journal of English

Linguistics, 8(4), 232.

Patton, M. Q. (2015). Qualitative research & evaluation methods: Integrating theory and practice. Sage

Publications.

Phala, T. A., & Hugo, A. (2022). Difficulties in teaching Grade 3 learners with reading problems in
full-service schools in South Africa. African Journal of Disability, 11(1), 1-10.
https://www.scielo.org.za/scielo.php?pid=S2226-72202022000100002

Pham, L. (2018). 4 review of key paradigms: Positivism, Interpretivism and Critical Inquiry.
ResearchGate. https://doi.org/10.13140/RG.2.2.13995.54569

Pianta, R. C., Hamre, B. K., & Allen, J. P. (2012). Teacher-student relationships and engagement:
Conceptualizing, measuring, and improving the capacity of classroom interactions. In S. L.
Christenson, A. L. Reschly, & C. Wylie (Eds), Handbook of research on student engagement (pp.
365-386). Springer. https://doi.org/10.1007/978-1-4614-2018-7 17

Rai, H., & Penjor, S. (2020). The impact of remedial class on students' learning achievement.
Contemporary Education and Teaching Research, 1(2).
https://doi.org/10.47852/bonviewCETR2020010203

Ren, H., Xu, N., Lin, Y., Zhang, S., & Yang, T. (2021). Remedial teaching and learning from a
cognitive diagnostic model perspective: Taking the data distribution characteristics as an

example. Frontiers in Psychology, 12, Article 628607.

Republic of South Africa (RSA). (1996). The Constitution of the Republic of South Africa, 1996.
Government Printer. Retrieved from https://www.gov.za/documents/constitution-republic-south-

africa-1996

Republic of South Africa. (1996). National Education Policy Act, No. 27 of 1996. Government

Gazette. Retrieved from https://www.gov.za

Republic of South Africa. (1996). South African Schools Act, No. 84 of 1996. Government Gazette,
No. 17579, 15 November 1996. Retrieved from https:/www.gov.za

107


https://www.scielo.org.za/scielo.php?pid=S2226-72202022000100002
https://doi.org/10.13140/RG.2.2.13995.54569
https://doi.org/10.1007/978-1-4614-2018-7_17
https://doi.org/10.47852/bonviewCETR2020010203
https://www.gov.za/documents/constitution-republic-south-africa-1996
https://www.gov.za/documents/constitution-republic-south-africa-1996
https://www.gov.za/
https://www.gov.za/

Richardson J. T. (2015). Academic attainment in students with dyslexia in distance

education. Dyslexia, 21(4), 323-337. https://doi.org/10.1002/dys.1502

Rogahang, S. S. N., Paramansyah, A., Rachmawati, B., Igbal, M., & Judijanto, L. (2023). Inclusive
education practices: Fostering diversity and equity in the classroom. Global International

Journal of Innovative Research, 260, 260-266. https://global-us.mellbaou.com/

Rojo, M., Nozari, M., & Bryant, D. P. (2021). Systematic progress monitoring of individualized
education program goals in mathematics. Intervention in School and Clinic, (20210718).

https://doi.org/10.1177/10534512211032616

Rosenbaum, B. (2015). Making the Millennium Development Goals (MDGs) sustainable: The
transition from MDGs to the SDGs. Harvard International Review, 37(1), 62+.

Salend, S. J. (2016). Creating inclusive classrooms: Effective, differentiated, and reflective practices.

Pearson Education, Inc.

Sanir, H. (2022). Teaching practices in inclusive classrooms. ERIC - Education Resources Information

Center.

Sayal, K., Prasad, V., Daley, D., Ford, T., & Coghill, D. (2018). ADHD in children and young people:
prevalence, care pathways, and service provision. The Lancet Psychiatry, 5(2), 175-186.
https://doi.org/10.1016/S2215-0366(17)30167-0.

Sayed, Y., & Kanjee, A. (2015). Inclusive education in low-income countries: A resource book for

teacher educators, parent trainers, and community development workers. HSRC Press.

Sayed, Y., & Singh, M. (2020). Social justice and education in South Africa: Call to action. Southern
African Review of Education, 26(1), 1-15.

Schuele, M., & Boudreau, D. (2008). Phonological awareness intervention: Beyond the basics.
Language, Speech, and Hearing Services in Schools, 39(1), 3-20. https://doi.org/10.1044/0161-
1461(2008/002)

Schuelka, M. J., & Johnstone, C. J. (2012). Global trends in meeting the educational rights of children
with disabilities: From special education to inclusive education. Educational Policy, 26(4), 581—

598. https://doi.org/10.1177/0895904811417587

Sepulveda, F., Rodriguez, C., & Peake, C. (2020). Associations in symbolic and non-symbolic early
numeracy competencies of Chilean kinder grade children, considering socioeconomic status of
schools. Early Education and Development, 31(7), 1040-1057.
https://www.academia.edu/download/104788664/10409289.2019.160981920230806-1-

r2sobz.pdf

108


about:blank
https://global-us.mellbaou.com/
https://doi.org/10.1177/10534512211032616
https://doi.org/10.1044/0161-1461(2008/002)
https://doi.org/10.1044/0161-1461(2008/002)
https://doi.org/10.1177/0895904811417587
https://www.academia.edu/download/104788664/10409289.2019.160981920230806-1-r2sobz.pdf
https://www.academia.edu/download/104788664/10409289.2019.160981920230806-1-r2sobz.pdf

Shah, S. R.& Al-Bargi, A. (2013). Research paradigms: Researcher’s worldview: Theoretical
framework and study design. Arab World English, International Peer Reviewed Journal,

46(4),252- 264.

Shamrova, D. P., & Cummings, C. E. (2017). Participatory action research (PAR) with children and
youth: An integrative review of methodology and PAR outcomes for participants, organizations,
and communities. Children and Youth Services Review, 81, 400—-412.
https://doi.org/10.1016/j.childyouth.2017.08.002

Shukla, T., Dosaya, D., Nirban, V. S., & Vavilala, M. P. (2020). Factors extraction of effective teaching-
learning in online and conventional classrooms. [Infernational Journal of Information and

Education Technology, 10(6), 422-427.

Siddiqui, O., & Alghamdi, F. M. (2017). Implementing differentiated instruction in EFL remedial

classes: An action research. Education and Linguistics Research, 3(2), 89-101.
Silverman, D. (2016). Doing qualitative research: A practical handbook. Sage Publications.

Skae, V. A., Brown, B. J. L., & Wilmot, P. D. (2020). Teachers’ engagement with learners in inclusive
foundation phase classrooms, 70(1), Article 873.

Slavin, R.E., Lake, C., Cheung, A., & Davis, S. (2009). Beyond the basics: Effective reading
programs for the upper elementary grades. Baltimore, MD: Johns Hopkins University, Center
for Reform in Education. Accessed January.

http://www.bestevidence.org/reading/upper_elem/upper_elem_read.htm

Solomon-Jenkins, C. (2024). Exploring cooperative learning in high school remedial and test
preparation classes. [Doctoral dissertation, Georgia Southern University]. Digital Commons @

Georgia Southern. https://digitalcommons.georgiasouthern.edu/etd

Somma, M., & Bennet, S. (2020). Inclusive education and pedagogical change: Experience from the

frontlines. International Journal of Education Methodology, 6(2), 285-295.

South African Department of Education. (2011). Report on the Annual National Assessments of 2011.

https://www.gov.za/documents/other/report-annual-national-assessments-2011-27-jun-2011

Spaull, N. (2013). South Africa’s Education Crisis: The quality of education in South Africa 1994—
2011. Centre for Development and Enterprise.

Spreen, C. A., & Vally, S. 2006. Education rights, education policies, and inequality in South Africa.
International Journal of Educational Development. 26, 352-362.

Stewart, D. W., & Shamdasani, P. N. (2015). Focus groups: Theory and practice. Sage Publications.

Stone, R., de Hoop, T., Coombes, A., & Bhatia, R. (2019).

What works to improve early grade literacy in Latin America and the Caribbean? A systematic

109


https://doi.org/10.1016/j.childyouth.2017.08.002
https://digitalcommons.georgiasouthern.edu/etd
https://www.gov.za/documents/other/report-annual-national-assessments-2011-27-jun-2011

review  and  meta-analysis. Campbell  Systematic ~ Reviews, 15(1), el067.

https://doi.org/10.1002/cl12.1067.

Strogilos, V., King-Sears, M., Tragoulia, E., & Toulia, A. (2024). Students' experiences and views on

co-teaching: A systematic review. University of Southampton.

Suleymanov, F. (2015). Issues of Inclusive Education: Some Aspects to be Considered, Electronic

Journal for Inclusive Education, 3 (4).

Taukeni, S. G. (2019). Providing remedial support to primary school learners within their zone of
proximal development. South African Journal of Childhood Education, 9(1), 1-7.
https://journals.co.za/doi/abs/10.4102/sajce.v9i1.654

Taylor, C. A., Hinton, K., & Kintzer, F. C. (2019). Document analysis for school improvement: A

practitioner's guide. Routledge

Taylor, N., Fleisch, B., & Shindler, J. (2008). Changes in education since 1994. Paper presented at the
15-Year Review Workshop, Office of the Presidency. Retrieved February 3.

Themane, M., & H. R. Thobejane. 2019. Teachers as change agents in making teaching inclusive in
some selected rural schools of Limpopo Province, South Africa: Implications for teacher
education. International Journal of Inclusive Education, 23(4): 369-383. https://doi.org/10.
1080/13603116.2018.1434690

Thilges, N., & Schmer, C. (2020). A concept analysis of remediation. Teaching and Learning in
Nursing, 15, 98-108. https://doi.org/10.1016/j.teln.2019.09.004

Thomas, A., Menon, A., Boruff, J., Rodriguez, A. M., & Ahmed, S. (2014). Applications of social
constructivist learning theories in knowledge translation for healthcare professionals: A scoping
review. Implementation Science, 9(1), 1-20.

https://implementationscience.biomedcentral.com/articles/10.1186/1748-5908-9-54

TIMSS. (2023). Trends in International Mathematics and Science Study (TIMSS) 2023: Results and

findings. International Association for the Evaluation of Educational Achievement (IEA).

Tomlinson, C. A. (2017). How to differentiate instruction in academically diverse classrooms (3rd ed.).

ASCD.

Torgesen, J. K., Rashotte, C. A., Alexander, A., Alexander, J., & MacPhee, K. (2003). Progress
towards understanding the instructional conditions necessary for remediating reading difficulties
in older children. In B. Foorman (Ed.), Preventing and remediating reading difficulties: Bringing
science to scale (pp. 275-298). York Press.

Townsend, A., & Taylor, P. (2022). Participatory Action Research and Teacher Education.
In Encyclopedia of Teacher Education. Springer. PDF

110


https://doi.org/10.%201080/13603116.2018.1434690
https://doi.org/10.%201080/13603116.2018.1434690
https://doi.org/10.1016/j.teln.2019.09.004
https://link.springer.com/content/pdf/10.1007/978-981-16-8679-5_119.pdf

Twomey, E. (2006). Linking learning theories and learning difficulties. Australian Journal of Learning
Difficulties, 11(2), 93-98. https://doi.org/10.1080/19404150609546741

UNESCO. (1960). Convention against discrimination in education: Adopted by the General
Conference at its eleventh session, Paris, 14 December 1960. UNESCO.

UNESCO. (1994). The Salamanca statement and framework for action on special needs education.

Retrieved from http://www.unesco.org/education/pdf/SALAMA_E.PDF

UNESCO. 1994. Final Report: World Conference on Special Needs Education: Access and Quality.
Paris: UNESCO.

UNESCO. (2009). Policy guidelines on inclusion in education. UNESCO.

UNESCO. (2015). Education 2030: Incheon declaration and framework for action for the
implementation of sustainable development goal 4. UNESCO.
https://unesdoc.unesco.org/ark:/48223/pf0000245656

UNESCO. (2015). Education for all 2000-2015: Achievements and challenges. UNESCO Publishing.
https://unesdoc.unesco.org/ark:/48223/pf0000232205

UNESCO. (2024). South Africa Basic Education Ministry commits to improving foundational learning

for all children in the country. Retrieved from https://www.unesco.org/gem-

report/en/articles/south-africa-basic-education-ministry-commits-improving-foundational-

learning-all-children-country

United Nations. (1948). Universal Declaration of Human Rights. https://www.un.org/en/about-

us/universal-declaration-of-human-rights

United Nations. (2006). Convention on the Rights of Persons with Disabilities (CRPD).

https://www.un.org/disabilities/documents/convention/convention_accessible pdf.pdf

United Nations. (2015a). The Millennium Development Goals Report 2015. United Nations.

https://www.un.org/millenniumgoals/reports.shtml

United Nations. (2015b). Transforming our world: The 2030 Agenda for Sustainable Development.

United Nations. https://sustainabledevelopment.un.org/post2015/transformingourworld

Urombo, R. (1999). The effectiveness of special classes on the performance of slow learners in
mathematics in primary schools in Masvingo region, Zimbabwe. Zimbabwe Journal of

Educational Research, 11(2), 114-135.

Van de Sande, A., et al. (2019). Do universal social and emotional learning programs for schoolchildren
work? Evidence from evaluation studies. Journal of Educational Psychology, 111(6), 915-934.
https://doi.org/10.1037/edu0000323

111


https://doi.org/10.1080/19404150609546741
http://www.unesco.org/education/pdf/SALAMA_E.PDF
https://unesdoc.unesco.org/ark:/48223/pf0000245656
https://unesdoc.unesco.org/ark:/48223/pf0000232205
https://www.unesco.org/gem-report/en/articles/south-africa-basic-education-ministry-commits-improving-foundational-learning-all-children-country
https://www.unesco.org/gem-report/en/articles/south-africa-basic-education-ministry-commits-improving-foundational-learning-all-children-country
https://www.unesco.org/gem-report/en/articles/south-africa-basic-education-ministry-commits-improving-foundational-learning-all-children-country
https://www.un.org/en/about-us/universal-declaration-of-human-rights
https://www.un.org/en/about-us/universal-declaration-of-human-rights
https://www.un.org/disabilities/documents/convention/convention_accessible_pdf.pdf
https://www.un.org/millenniumgoals/reports.shtml
https://sustainabledevelopment.un.org/post2015/transformingourworld
https://doi.org/10.1037/edu0000323

Van der Westhuizen, D., & De Beer, J. (2021). Using Vygotsky's theory to scaffold inclusive learning
in South African classrooms. South African Journal of Education, 41(2), 1-13.
https://doi.org/10.15700/saje.v41n2al1870

Venketsamy, R., Hu, Z., Putri, A., & Mamogale, S. (2025). Systemic challenges affecting teachers’
instruction of mathematics in the early grades. Journal of Curriculum Development and

Educational Evaluation, 12(1), 30-46. https://jcdee.com/index.php/jcdee/article/view/56

Verenikina, 1. (2008). Scaffolding and learning: Its role in nurturing new learners. In P. Kell, W. Vialle,
D. Konza, & G. Vogl (Eds), Learning and the learner: Exploring learning for new times (pp. 161—
180). University of Wollongong.

Vestal, P. E., Kilag, O. K. T., Alvez, G. G. T., & Abendan, C. F. K. (2023). Bridging the literacy gap:
A multisensory approach to effective intervention. Excellencia: International Multidisciplinary

Journal of Education, 1(4), 157. http://multijournals.org/index.php/excellencia-imje/index

Vetsch-Larson, M. (2022). Effects of phonemic awareness and oral reading fluency (Publication No.
616) [Master’s thesis, Minnesota State University Moorhead]. Dissertations, Theses, and Projects.

https://red.mnstate.edu/thesis/616

Vygotsky, L. S. (1978). Mind in society: The development of higher psychological processes. Harvard

University Press.

Vygotsky, L. S. (1986). Thought and language (A. Kozulin, Trans.). MIT Press. (Original work
published 1934).

Vygotsky, L. S. (2012). The collected works of L.S. Vygotsky: Scientific legacy. Springer Science &

Business Media.

Waghid, Y. (2014). Pedagogy out of bounds: Untamed variations of democratic education. Rotterdam:

Sense.

Waller, R., & Dahle-Huff, K. (2023). More Knowledgeable Others: Exploring professional
development of rural reading specialists. Educational Research: Theory and Practice.

https://files.eric.ed.gov/fulltext/EJ1395236.pdf

Walton, E., & Engelbrecht, P. (2024). Inclusive education in South Africa: Path dependencies and
emergencies. [Infernational Journal of Inclusive Education. Advanced online publication.

https://www.tandfonline.com/doi/pdf/10.1080/13603116.2022.2061608

Whitebread, D. Jameson, H. & Basilio, M. (2015). Play beyond the Foundation Stage: play, self-
regulation and narrative skills. In J. Moyles (Ed.) The Excellence of Play, 4th Ed. (pp. 84-93).
Maidenhead: Open University Press.

112


https://doi.org/10.15700/saje.v41n2a1870
https://jcdee.com/index.php/jcdee/article/view/56
http://multijournals.org/index.php/excellencia-imje/index
https://red.mnstate.edu/thesis/616
https://files.eric.ed.gov/fulltext/EJ1395236.pdf
https://www.tandfonline.com/doi/pdf/10.1080/13603116.2022.2061608

Wiles, R., Crow, G., Heath, S., & Charles, V. (2008). The management of confidentiality and anonymity
in social research. International Journal of Social Research Methodology, 11(5), 417-428.
https://doi.org/10.1080/13645570701622231

Williams, T. L., Singh, L., Nxusani, A., & Segal, H. (2020). On resources that remediate learning in

poor academic environments. Outliers. https://outliers.org.za/wp-content/uploads/2020/07/On-

resources-that-remediate-learning-in-poor-academic-environments-v180919.pdf

Wong, H. K., & Wong, R. T. (2014). The first days of school: How to be an effective teacher (5th
Ed.). Harry K. Wong Publications.

World Education Forum. (2000). The Dakar Framework for Action: Education for all: Meeting our

collective commitments (including six regional frameworks for action). Dakar.

Yazigy, R. (2023). Addressing the gap: Educational research and its implementation. Lebanese
University. https://doi.org/10.60149/TTXN1073

Zajda, J. (2023). Social Constructivism to Improve Students' Motivation. In J. Zajda (Ed.), Dominant

Models of Motivation Theories in Education. Springer. Link

Zhao, Q., Wang, J. L., & Liu, S. H. (2022). A new type of remedial course for improving university
students' learning satisfaction and achievement. Innovations in Education and Teaching

International, 59(6), 711-723.

Zuber-Skerritt, O. (2015). Participatory action learning and action research (PALAR) to community

engagement: A theoretical framework. Educational Research for Social Change, 4(1), 5-25.

113


https://doi.org/10.1080/13645570701622231
https://outliers.org.za/wp-content/uploads/2020/07/On-resources-that-remediate-learning-in-poor-academic-environments-v180919.pdf
https://outliers.org.za/wp-content/uploads/2020/07/On-resources-that-remediate-learning-in-poor-academic-environments-v180919.pdf
https://doi.org/10.60149/TTXN1073
https://link.springer.com/chapter/10.1007/978-3-031-42895-1_5

APPENDICES

APPENDIX A: PERMISSION TO CONDUCT RESEARCH

University of Witwatersrand,

Wits Education Campus, UNIVERSITY OF THE
Parktown WITWATERSRAN D,
Tel: 27 (11) 717 9158 JOHANNESBURG

Crossroads School
Yolandi Roux

106 13™ Street
Victory Park
Randburg

2195

Tel: 011 782 5368

7 May 2024

Dear Madam

Re: Permission to conduct research at Crossroads School.

My name is Zaheera Mohammed. I am studying for a master’s degree in education and
coursework at the Wits School of Education Campus at the University of the Witwatersrand. [
am a staff member at Crossroads School seeking permission to do my research at the school
site.

I am conducting research to explore the use of remedial education programmes in a Grade 5
class to facilitate inclusive teaching and learning in a remedial school. This study examines the
implementation and impact of remedial education interventions in promoting inclusive
practices within the Grade 5 classroom. By investigating the strategies, resources, and
instructional approaches employed in remedial education programmes, this research aims to
provide insights into how these programmes can effectively support the diverse learning needs
of learners and contribute to a more inclusive learning environment. The findings of this study
will contribute to the existing knowledge on the role of remedial education programmes in
fostering inclusive teaching and learning practices, thus informing educational stakeholders
about the potential benefits and challenges of implementing such programmes in Grade 5
classrooms.
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The research will entail collecting data from two Grade 5 teachers and 10 participants from my
Grade 5 class.

If they agree, they will be asked to answer questionnaires; be interviewed; and participate in
focus group discussions. Data collection will take place on the premises during free periods
and after school hours. The participants’ responses will be audio-recorded.

Participants will be asked to give their written consent before the research begins. For the
participants who are minors, written consent must be given by their parents/guardians.
Participants’ responses will be treated confidentially, and identities (their names and the name
of the organisation) will be anonymous unless otherwise expressly indicated. Individual
privacy will be maintained in all published and written data resulting from the study.

The research participants will not be advantaged or disadvantaged in any way. They will be
reassured that they can withdraw their permission at any time during this project without any
penalty. There are no foreseeable risks in participating in this study. It is important to take note
that learners are under the age of 18 years old and will need consent from a parent/guardian.
All research data will be destroyed after 5 years.

I, therefore, request permission in writing to conduct my research at your organisation. The
permission letter should be on your organisation’s letterhead, signed and dated, and specifically
refer to me by name and the title of my study.

Please let me know if you require any further information. I look forward to your response as
soon as is convenient.

Yours sincerely,

Zaheera Mohammed

Consent to conduct research from the school principal.

Principals Signature:

Date:

Researcher: Zaheera Mohammed
2733642(@students.wits.ac.za
0847525272

Supervisor: Dr Siboniso Phathumuzi Dlamini

sibonisodlaminidlaminil 1 @gmail.com
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APPENDIX B: INFORMATION SHEET FOR SAMPLED TEACHERS

Participant Information Sheet (PIS), Teacher

Dear Sir/Madam

My name is Zaheera Mohammed I am a master’s student at the University of the
Witwatersrand, Johannesburg. My supervisor is Dr Siboniso Phathumuzi Dlamini. I am
conducting a research study with the purpose to explore the use of remedial education
programmes in a Grade 5 class to facilitate inclusive teaching and learning in a remedial school.
This study examines the implementation and impact of remedial education interventions in
promoting inclusive practices within the Grade 5 classroom. By investigating the strategies,
resources, and instructional approaches employed in remedial education programmes, this
research aims to provide insights into how these programmes can effectively support the
diverse learning needs of learners and contribute to a more inclusive learning environment. The
findings of this study will contribute to the existing knowledge on the role of remedial
education programmes in fostering inclusive teaching and learning practices, thus informing
educational stakeholders about the potential benefits and challenges of implementing such
programmes in Grade 5 classrooms. The study title explores the use of Remedial Education
Programmes in a Grade 5 class to facilitate inclusive teaching and learning in a Gauteng
remedial school.

I am inviting you to take part in to answer a questionnaire followed by a semi-structured
interview. If you decide to take part, your participation in this research study will last about
one month as a participant in the research The semi-structured interview and research activity
will take place at Crossroads School after school hours. In this study, the researcher, myself
will observe two teachers who teach numeracy in Grade 5. My Grade 5 class with 10
participants will be compared to the other two classes by reflecting and improving the teaching
methods.

With your permission, I would like to audio-record the semi-structured interview. This data
will be stored in password-protected computer in digital form with all identifying features
removed and the data will be destroyed after 5 years. Only the researcher will have access to
the data.

During the research activity, I will need to ask for some personal information about you,
including your years of experience and your age.

The interview will be confidential and anonymous. You have the option on the Consent Form
to be anonymous, or not anonymous. When I share the results of the research study, I will not
include your name or anything else that could identify you. Pseudonyms will be used to conceal
your identity. With your permission, the researcher may use the data collected from this
research study, but your name and any personal information will not be used or passed on and
the data will be used for teaching purposes only.

If you decide to take part in the research study, it should be voluntary. You do not have to take
part. You can stop participating in the study at any time. You do not have to answer any
questions if you do not want to. You will not get any direct benefits if you choose to join the
research study. You will not lose any services, benefits, or rights you would normally have if
you decide not to join. Taking part in the research study will not cost you anything. You will
not be paid for being in this research study.
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The risks for this research study are no more than those that occur in everyday life, however,
some of the questions asked may make you feel sad or upset. If this happens, I will stop the
interview and continue another time.

This research study will be written as a research report. The report will be available at the
university, not online. If you would like to receive a summary of this report, I will be happy to
send it to you.

If you have any questions during or afterwards about this research study, feel free to contact
me or my supervisor at the details listed below. If you have any concerns or complaints about
the ethical procedures of this research study, you are welcome to contact the University Human
Research Ethics Committee (Non-Medical), by telephone at +27(0) 11 717 1408, email
hrecnon-medical@wits.ac.za.

Yours sincerely,

Zaheera

Researcher:
Zaheera Mohammed, 2733642(@students.wits.ac.za, 0847525272

Supervisor:

Dr Siboniso Phathumuzi Dlamini, sibonisodlaminidlaminil 1 (@gmail.com
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APPENDIX C: CONSENT FORM - TEACHER

Semi-Structured Interview/Questionnaire/Observation UNIVERSITY OF THE é

Wits School of Education WITWATERSRAND,
JOHANNESBURG

Title of project: Exploring the use of Remedial Education Programmes in a Grade 5 class to
facilitate inclusive teaching and learning in a Gauteng remedial school.

Name of researcher: Zaheera Mohammed
, agree to participate in this research project.
I agree with the following:

(Please circle the relevant options below)

The research study was explained to me. I understand what this YES NO
study is about.

I understand that I can volunteer to take part in the study YES NO
I agree that the interview may be audio-recorded. YES NO

I agree that direct quotations from my interview, questionnaire and YES NO
observation of an activity may be used by the researcher in their
research report.

I agree that my participation will remain anonymous (my name or  YES NO
other identifying data will not be used by the researcher in their
research report).

I agree that other researchers may use the information I providein ~ YES NO
my interview, questionnaire, and observation of an activity

(depending on their own ethics clearance being obtained) but my

name and any personal information will not be used or passed on.

.......................................... (signature)

.......................................... (name of participant)

Zaheera Mohammed
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1.

APPENDIX D: SUGGESTED SEMI-STRUCTURED INTERVIEW QUESTIONS

FOR PARTICIPATING TEACHERS.
UNIVERSITY OF THE

WITWATERSRAND,

JOHANNESBURG

Can you share your experience using the Remedial Education Programme to facilitate
inclusive education for Grade 5 learners?

What do you find most rewarding about working with learners who face academic
challenges?

Can you describe a typical day in the classroom and how you manage the diverse needs of
the learners?

How do you assess the effectiveness of your teaching methods?

What challenges do you encounter in implementing Remedial Education Programmes
during math therapy, and how do you overcome them?

How do you collaborate with other teachers and staff members to support learners with
barriers to their academic needs?

Have you noticed any changes in the learners' academic progress or behaviour since
implementing the Maths Programme to consolidate mathematical concepts?

How do you incorporate technology into your teaching to enhance the learning experience?

Can you share a specific example of a successful intervention or teaching strategy you have
used with learners facing challenges academically?

How do you ensure that your teaching practices are inclusive and meet the diverse needs
of all learners who face barriers to learning?

How do you provide academic and emotional support for learners in the classroom,
considering that some learners are diagnosed with conditions such as ADHD, dyslexia,
ADD, or are on the autism spectrum and that each learner’s level of independence varies?

THANK YOU FOR YOUR PARTICIPATION
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APPENDIX E: OBSERVATION CATEGORIES (EDUCATOR)

Observable Characteristics

Observation made (Comments)

1. Lesson introduction

2. Treatment of learners

3. Quality of explanation

4. Classroom management

5. Use of active hands-on learners' learning

6. Use of instructional techniques

7. Formative feedback to learners

8. Handling of learners’ answers and questions

9. Handling of learners’ emotions

10. Classroom environment

11. Teaching pace

12. Level of communication

13. Uses of non-verbal behaviour, such as
gestures, walking around and eye contact

14. Lesson focus

15. Professionalism
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APPENDIX F: PARTICIPANT INFORMATION SHEET (PIS) FOR PARENTS OF

MINORS f
UNIVERSITY OF THE
WITWATERSRAND,
JOHANNESBURG

Dear Parent/Guardian,

My name is Zaheera Mohammed. I am a master’s student at the University of the
Witwatersrand, Johannesburg. My supervisor is Dr Siboniso Phathumuzi Dlamini. I am
conducting a research study to explore the use of remedial education programmes in a Grade 5
class to facilitate inclusive teaching and learning in a remedial school. This study examines the
implementation and impact of remedial education interventions in promoting inclusive
practices within a Grade 5 classroom. By investigating the strategies, resources, and
instructional approaches employed in remedial education programmes, this research aims to
provide insights into how these programmes can effectively support the diverse learning needs
of learners and contribute to a more inclusive learning environment. The findings of this study
will contribute to the existing knowledge on the role of remedial education programmes in
fostering inclusive teaching and learning practices, thus informing educational stakeholders
about the potential benefits and challenges of implementing such programmes in Grade 5
classrooms.

The study title is, “Exploring the Use of Remedial Education Programmes in a Grade 5
Class to Facilitate Inclusive Teaching and Learning in a Gauteng Remedial School”. [ am
inviting you to allow your child to take part in this research study. The purpose of this study is
to explore how remedial education interventions impact inclusive practices within the Grade 5
classroom. By investigating the strategies, resources, and instructional approaches employed
in these programmes, we aim to provide insights into how they can effectively support the
diverse learning needs of learners and contribute to a more inclusive learning environment.

If you decide to allow your child to participate, their involvement will last about one month as
a participant in the research. The research activities will take place at Crossroads School after
school hours. In this study, I will observe two educators who are participants in the research as
they teach numeracy in Grade 5. Your child's Grade 5 class will be compared to the other two
classes by reflecting on and improving teaching methods.

With your permission, I would like to audio-record the focus-group interview. This data will
be stored in a password-protected computer in digital form with all identifying features
removed, and the data will be destroyed after 5 years. Only the researcher will have access to
the data.

The focus group interview will be confidential and anonymous and will take 30 minutes.
Pseudonyms will be used to conceal your child's identity. With your permission, the researcher
may use the data collected from this research study, but your child's name and any personal
information will not be used or passed on, and the data will be used for teaching purposes only.

If you decide to allow your child to participate in the research study, it should be voluntary.
Your child does not have to take part and you can withdraw them from the study at any time.
Your child will not get any direct benefits if they choose to join the research study. They will
not lose any services, benefits, or rights they would normally have if they decide not to join.
Taking part in the research study will not cost you anything. Your child will not be paid for
being in this research study.
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This research study will be written up as a research report. The report will be available at the
university, not online. If you would like to receive a summary of this report, [ will be happy to
send it to you.

If you have any questions during or after the study about this research study, feel free to contact
me or my supervisor at the details listed below. If you have any concerns or complaints about
the ethical procedures of this research study, you are welcome to contact the University Human
Research Ethics Committee (Non-Medical), by telephone at +27(0) 11 717 1408, email
hrecnon-medical@wits.ac.za.

Yours sincerely,

Zaheera Mohammed

Researcher:

Zaheera Mohammed,
2733642 (@students.wits.ac.za,
0847525272

Supervisor:

Dr Siboniso Phathumuzi Dlamini,
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APPENDIX G: PARENT CONSENT

Consent Form for a child’s parent/legal guardian.

Participation in Research

Title of project: Exploring the Use of Remedial Education Programmes in a Grade 5 Class to
Facilitate Inclusive Teaching and Learning in a Gauteng Remedial School.

Name of Researcher - Zaheera Mohammed

participate in this research project.

I agree with the following:

(Please circle the relevant options below)

The research study was explained to me. I understand what this
study is about.

I understand that my child can volunteer to take part in the study.

I agree that the focus group and class activity with my child may be
audio-recorded. If the option ‘no’ is chosen, the researcher will
write notes in her journal for gathering data.

I agree that direct quotations from my focus group with my child
may be used by the researcher in their research report.

I agree that my child’s participation will remain anonymous (their
name or other identifying data will not be used by the researcher in
their research report).

I agree that other researchers may use the information provided by
my child in their focus group and activity (depending on their own
ethics clearance being obtained) but that their name and any
personal information will not be used or passed on.

.......................................... (signature)

.......................................... (name of parent/guardian)
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YES

YES

YES

YES

YES

NO

NO

NO

NO

NO

NO



Zaheera Mohammed
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APPENDIX H: PARTICIPANT INFORMATION SHEET (PIS) FOR
PARTICIPANTS OF GRADE 5§

Dear Grade, 5 learners

My name is Zaheera Mohammed, and I am a student at the University of the Witwatersrand,
Johannesburg. I am doing a research study to learn how we can make learning better for all
learners, especially those who sometimes find it a bit harder. You are invited to participate in
a research study titled, “Exploring the Use of Remedial Education Programmes in a Grade
5 Class to Facilitate Inclusive Teaching and Learning in a Gauteng Remedial School”.

Your participation in this study is voluntary, and you can choose whether to take part or not.
You will be asked to participate in classroom activities in a focus group related to mathematics.
You will be asked questions about your experiences and thoughts about the programme. Your
participation in this research project will be kept confidential and you will remain anonymous.
Your name will not be used in any reports or publications. You can speak to the HOD at any
time if you feel any type of way about participating in the research.

Please read the information and tick the box if you agree.

I have listened to and understood the
information about the research project.

I understood that I can stop at any time, and I
don’t have to give a reason.

I am happy to be audio-recorded.

I am happy for the information I give to be
shared in the research so that my real name is
not used.

///\/ /\\\Q [ agree to take part in the session(s).

Participant's Name:

Date:
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APPENDIX I: FOCUS GROUP QUESTIONS FOR LEARNERS

UNIVERSITY OF THE

WITWATERSRAND,
JOHANNESBURG

1. Can you share your experiences with learning at our school?

2. How have the mathematics activities helped you in your learning?

3. What do you enjoy most about the maths lessons?

4. Have you noticed any improvements in your learning since participating in the classes?
5. How do you feel about being selected for the focus-group interview?

6. What are some of the challenges you face in your learning, especially maths, and how do
you think we can support you?

7. Can you describe a memorable learning experience you've had in the classroom when
learning mathematics?

8. What suggestions do you have for making the classroom environment even better in math
lessons?

126



APPENDIX J: OBSERVATION/ACTION SHEET

INCLUSIVE TEACHING PRACTICES FOR TEACHING IN A REMEDIAL SCHOOL

f

Grade: UNIVERSITY OF THE
Subject: WITWATEP\SRAN D, V
Date: ]OHANNESBURG

1. Is the classroom environment welcoming to all learners?

2. What observations make me think so?

3. What kind of support does the teacher offer to the learners with barriers to learning? (Write

the name of the barrier to learning and the type of support you observed that was offered.)

4. While presenting the lesson, how did the teacher demonstrate inclusive teaching practices?

Did this include all learners?

5. How did the learners demonstrate that they had understood the lesson? (Please include

any form of assessment used and how it enhances learning for all.)

6. Are there any other observations that you made that are relevant to inclusive teaching?

7. Things that you would have liked to be done differently, things that you would have kept the
same.
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APPENDIX K: GRADE S TEACHER QUESTIONNAIRE

Understanding Remedial Education Programmes

p | Inf tion: UNIVERSITY OF THE é
ersonal Information: WITWATERSRAND, &%
JOHANNESBURG
Name: (Anonymous/ Not anonymous)

Grade 5 Class Assigned: 5

Demographic Information

a. Years of Teaching Experience:

o Lessthan 1 year
o 1-5years

o 6-10 years

o 11-15years

o 16+ years

b. Gender:
o Male
o Female

o Non-binary/Other

c. Age Range:
o Under 25

o 25-34

o 35-44

o 45-54

o 55orolder

Section 1: Implementation of Remedial Educational Programmes

a. How would you describe your experience with implementing Remedial Educational
Programmes in your Grade 5 class?
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o Very experienced

o Experienced

o Somewhat experienced
o Inexperienced

o Very inexperienced

b. What specific strategies or methods do you employ to integrate Remedial Education
Programmes into your teaching practice?

c. In your opinion, what are the main benefits of incorporating Remedial Educational
Programmes into Grade 5 instruction?

Section 2: Academic Support Services

a. What academic support services do you currently utilise to assist Grade 5 learners who
require remedial education?

b. Have you found any academic support services to be more effective than others? If so,
please specify.

c. Are there any academic support services that you feel are lacking or could be improved
upon? If yes, please explain.

Section 3: Perceived Needs and Challenges

a. What are your main needs or challenges when delivering Remedial Educational
Programmes to Grade 5 learners?
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b. How do you currently address these needs or challenges in your teaching practice?

c. Are there any specific resources or support mechanisms you feel would better assist
you in addressing the needs of learners requiring remedial education? Please elaborate.
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APPENDIX L:

DATA ANALYSIS OF LEARNER PROGRESSION

(TRIANGULATION)

Term 1 indicates levels achieved by learners before they were taught Mathematics 3D shapes and
Terms 2 and 3 indicate levels achieved by learners after being taught in a remedial school setting.

Term 1 Term 2 Term 3
% & Level % & Level % & Level

Learner 1 72%-6 70% -6 83%-7
Learner 2 37%-2 48%-3 67%-5
Learner 3 32%-2 33%-2 59%-4
Learner 4 35%-2 46%-3 71%-6
Learner 5 42%-3 48%-3 51%-4
Learner 6 35% -2 45%-3 70% -6

Data Analysis of Learner Progression

Mathematics 3D shapes

80}

70t

60}

50t

40t

Percentage (%)

30F

20¢F

101

Learner 1

Learner Progression in Mathematics 3D Shapes

Learner 2 Learner 3 Learner 4 Learner 5
Learners

Hl Term 1
Term 2
I Term 3

Learner 6
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APPENDIX M: UNIVERSITY ETHICS CLEARANCE

UNIVERSITY OF THE &0 \-_!‘_t;“ (2 WSOE
WITWATERSRAND, €7 i

— —

JOHANNESBURG

SCHOOL OF EDUCATION ETHICS COMMITTEE

CONSTITUTED UNDER THE UNIVERSITY HUMAN RESEARCH ETHICS COMMITTEE (NON-

MEDICAL})

CLEARANCE CERTIFICATE PROTOCOL NUMBER: 2024ECEDD12M

PROJECT TITLE Expboring the use of Remedial Education
Programs in a Grade 5 class to faclitate
tesching and leaming in & Gauteng Remedial
School.

INVESTIGATOR Zaheera Mohamed

SCHOOL/DEFPARTMENT OF INVESTIGATOR W5oE

DATE CONSIDERED 08 April 3024

DECISION OF THE COMMITTEE Approved uncond itionally

RISK LEVEL Minimal Risk

EXPIRY DATE Drate of submission of the Research Rieport

ISSUE DATE OF CERTIFICATE 20 Aprill 2024

N
CHAIRPERSOM Df'.-JL'aw'Em Abdulhamid

co: Dr Siboniso Dlamini

DECLARATION OF INVESTIGATOR

To be completed in duplicate and ONE COPY retwrned to the Chairperson of the School'Department
ethics committee.

| fully understand the conditions under which | am are suthorzed to carmy out the abosemeantionad
research and | guarantes to ensure compliance with these conditions. Should any departure to be
contemplated from the research procedure as approved |we undertake 1o resubmit the protocol to the
Cormmitbes,

M_ 30 , 04 , 2024

Signature Daate

27 St Andrews Foad, Parkiown, Joharmesburg, 2183 | Pel Bag 5. WITS, 2050 | T +27 11 7173007 | wwewils.ac zadsducalion
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APPENDIX N: GDE ETHICS CLEARANCE

GAUTENG

Dvpertomers £ an

PROVINCE

RLPURLIC OF SOUTH AFRICA

GOE RESEARCH APPROVAL LETTER

Date: 06 May 2024
Validity of 08 February 2024~ 30 September 2024 |
202478
Name of Researcher [ MohammedZ
Address of Resourcher: 68 51 Albans Avenue
Maytair West/ Johannesaburg —
[ Taluphone Number: 084 7526272
Email sckdress: | Zahestamchammeddd@gmail.com
g mimses Exploring the Use of Remedial Education Programs in
Research Topic: 2 Grade 5 class to facilitate teaching and learning in a
' Gauteng Remedial School.
' Name of University: Wits - o
Type of qualification Masters ;
Number and type of schoots: 1 Primary Schoot

K@ Approva Respect of Request to Conduct Research

This lefter serves 0 ndicite P&l spprovsl 5 hereby granted 90 the above-menticned
researcher 10 proceed with research in reaped of the study indicated above. The onus rests
with the researchar 1o Negoliae appropriste and relevant Sme schedules with the schools
andior offces nvolved %0 conduct the research. A separate copy of Tis leler must be
presonted 1o both the Schoal (2oth Princpal and SGB) and the District™ead Office Senior
Manager confrming that permission his been graeted for the resemrch (o be conducted.

The following conditions apply 1o GDE research. The resesrcher may procood with the
above study subject to the conditions listed below being met. Approval may be

m-mwmamomngmumm:
|

Office of the Director: Education Research and Knowledge Management
7 Foor, 17 Sevmosds Streel. Jobmrmnbuy. 3000
Tt 041} 355 04k6
Ervad Fornh Tatubelda gasteng oo 2n
Watalde aww 00U Q00 Oirv 29
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