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This study aimed to explore parents’ perceptions on inclusive education in private South African schools with the focus on two inclusive practices: bridging classes and classroom facilitators. The sample for this study consisted of 10 parents from two private schools in the northern suburbs of Johannesburg. A semi-structured in-depth interview schedule was devised to examine parents’ perceptions on the support and inclusive practices offered within their schools. The results indicated that majority of parents found bridging classes to be more beneficial than classroom facilitators in assisting children experiencing barriers to learning. Furthermore, results demonstrated that the quality of teaching ultimately influences the success of inclusive education within the school. 
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[bookmark: _Toc463773306][bookmark: _Toc473473953]1.1 Introduction
The primary focus of this study is to highlight parents’ perceptions toward the implementation of inclusive education in private schools. Parents are the most influential and important people in children’s lives, especially during their early development. Also, parents’ support and involvement play a vital role in children’s learning. To understand the importance of parents’ perceptions, one needs to understand this concept. The definition of perception is one’s understanding and interpretation through the senses of the mind.
South Africa’s development in education for children initially followed the same trends as in most other emerging countries (Engelbrecht, 2006). Before 1994, South African education systems were divided into learners with ordinary needs (mainstream schools) and learners who experienced barriers to learning (special needs schools). However, globally, there has been a movement towards inclusive education, as well as the inclusion of those with barriers to learning in mainstream education (Bornman & Donohue, 2013). On an international level, there is the Salamanca Statement, as well as the Dakar Framework, both of which promote rights for equal educational access for all [United Nations Educational, Scientific and Cultural Organization (UNESCO), 1994]. In South Africa, specifically, Education White Paper 6: Special Needs Education: Building an inclusive education and training system is the official policy that started the process of the inclusive education movement [Department of Education (DoE), 2001].
Special Needs Education is the terminology widely used to refer to children who have learning difficulties or disabilities that make it more challenging for them to learn than most children of the same age (DoE, 2001). The South African DoE has instead adopted the term ‘barriers to learning’ instead of ‘special education needs’ (DoE, 2001, p.17). In 1997, this shift in conceptualisation was formally initiated in a report by the National Committee on Educational Support and Services (NCESS) and National Commission on Special Needs in Education and Training (NCSNET). This document emphasises that a breakdown in an individual’s learning may not only occur because of intrinsic factors but also from extrinsic factors such as social context, the education system and the curriculum (DoE, 1997). Barriers to learning have thus been conceptualised as any source (intrinsic or extrinsic) that leads to the breakdown of the learning process due to the inability of the system to provide every individual with their unique learning needs (Howell, 2007). This important statement is especially relevant in South Africa, as the country’s education was and still is influenced by its unique history of past complex contextual issues (Walton, Nel, Hugo & Muller, 2009). Thus, South Africa faces different challenges and opportunities with the implementation of inclusive education and the development of teaching compared to other countries (Engelbrecht, 2006). Evidently, it is the systems’ responsibility to ensure all learners’ needs are met equally (DoE, 1997). 
The Education White Paper 6 (DoE, 2001) serves as a policy for all South African schools to develop and implement inclusive education. This strategy follows the principle of permitting all children equal access to schools to meet their various needs, as well as allow them to learn with other learners, regardless of their difficulties (Engelbrecht, 2006). Notably, the role of private schools in the implementation of inclusive education is not mentioned in the Education White Paper 6 (Walton et al., 2009; DoE, 2001). However, it does state that government schools will be audited together with independent schools. With that said, there is evidence that independent mainstream schools in South Africa (which make up 2.9 per cent of South African learners) are pursuing inclusive education based on their understanding and systems (Walton et al., 2009; DoE, 2008). The most common methods adopted by private schools in South Africa to implement this are the use of facilitators and the ‘pull-out system’, which is when children experiencing barriers to learning are placed in a separate class for learning (Walton et al., 2009,  p.108).
Barriers to learning in private or independent schools can differ to the current obstacles to learning in government schools. The most common barriers to learning in private schools are AD(H)D, learning disabilities, family problems, language barriers and emotional/ behavioural disorders (Walton et al., 2009). Whereas in South African government schools, further obstacles to learning are caused by external factors including poverty, violence, discrimination for being different, unsafe schooling environments, lack of support from parents, inadequate support services to schools, language and communication difficulties, disabilities and learning impairments (Amod, 2003; Donald, Lazarus & Moolla, 2014).
The wealth of studies on inclusive education highlights its importance and value in schools. For inclusive education to be efficient and helpful in addressing barriers to learning, children need a skilled multidisciplinary support team at school, as well as the constant support and involvement of parents. While understanding that most teachers and specialist educators have valuable knowledge and experiences with the effects of inclusive education, parents arguably play an equally vital role in understanding and assisting their children who experience barriers to learning in reaching their full developmental goals. 
[bookmark: _Toc463773307][bookmark: _Toc473473954]1.2 Rationale for the Study
There is insufficient research in the field of inclusive education in South Africa (Amod, 2003; Blackie, 2010; Gordon, 2002). Furthermore, there is limited research on parents’ perceptions, specifically in private schools, towards inclusive education, as most studies have focussed on research samples from government schools (Engelbrecht, 2006). This current study aims to add insight to parents’ perceptions towards inclusion using a sample of two private schools within the Gauteng area.
Education should be a right for all and not a privilege; it is ‘an indispensable asset in humankind’s attempt to attain the ideals of peace, freedom and justice and… to reduce poverty, exclusion, ignorance, oppression…’ (UNESCO, 2001: p16). Thus, inclusive education encourages equality and social justice for all types of learners. It is beneficial because it enhances academic achievement and social skills, particularly for students with difficulties in learning. Additionally, inclusive education allows for the understanding and empathy for pupils who experience barriers to learning (Bornman & Donohue, 2013). The success of inclusive education is dependent on a healthy parent–school partnership (Amod, 2003; Yssel et al., 2007). Thus, schools need to create an empowering context where education professionals and parents can communicate openly and effectively regarding the children (Yssel et al., 2007). Education is essential in the development of individuals and societies (UNESCO, 2001).
Since the implementation of Education White Paper 6 in 2001, there have been further education policy developments in South Africa. These include Outcomes-Based Education (OBE), the National Curriculum Statement (NCS) and recently the Curriculum and Assessment Policy Statement (CAPS). This transformation in educational practices offers teachers new teaching opportunities, as well as challenges regarding the implementation of these policies (Bornman & Donohue, 2013). Thus, for inclusive education to thrive in schools, teachers and schools need to work together with parents (Amod, 2003; Bornman & Donohue, 2013). In a study of parents of children with disabilities in South Africa and a study based in a Midwestern state of the United States, researchers found that parent participation is vital in educating those students with disabilities and those experiencing barriers to learning (Yssel, Engelbrecht, Oswald, Eloff & Swart, 2007). These researchers assert that even though parents’ roles and perspectives in these pivotal special education changes are vital, they are not always understood or acknowledged in the decision-making process. The study found that for inclusive education to be successful, an ongoing evaluation of inclusive education in schools is vital. It is not only important to monitor learners’ academic and social success, but the views of parents must be included in all evaluations throughout the process.
Even though South Africa is fairly ‘new’ to inclusive education, it is part of the international drive towards inclusion (Walton et al., 2009). It is imperative that teachers embrace the policy and learn techniques to provide exceptional teaching to all learners of varying and complex needs (Bornman & Donohue, 2013). Furthermore, teachers also need to be trained in more systematic approaches and strategies when they are engaging and working with the parents (Amod, 2003; Yssel et al., 2007).
This research study proposes to examine the evidence that some private schools have adopted the policy of Education White Paper 6 and that there is a dearth of documented research, particularly about the move towards inclusive education in private schools (Walton et al., 2009). Private schools belong to an independent schools’ association called ISASA (Independent School’s Association of Southern Africa). ISASA has a policy on Diversity and Equity that encourages members to include learners who experience barriers to learning, wherever feasible, educationally (ISASA, 2002). Parents form part of the support structure for their child and play a vital role in helping to assist their child in reaching their developmental and academic goals (Amod, 2003; Yssel et al., 2007). Thus, this study views it as essential to observe and understand parents’ perceptions on the implementation of inclusive education in their school.
Furthermore, there is a gap in the literature concerning the kinds of support systems offered and implemented at private schools in South Africa and whether these systems are in fact succeeding in addressing barriers to learning. Therefore, this study aims to address these gaps by providing insight from parents as to what support systems are in place at the respective private schools.
[bookmark: _Toc463773308][bookmark: _Toc473473955]1.3 Theoretical Background
For the efficient implementation of inclusive education, it is necessary to work collaboratively with teachers, the schools’ multidisciplinary team and parents. The theoretical framework of this study is, therefore, based on the notion of collaborative consultancy. The Collaborative Consultation Model, as detailed in Chapter 2, provides a holistic view in which the success or failure of inclusive education is dependent on the successful collaboration between teachers and school experts (Amod, 2003).
1.4 Outline of the Research Report
Chapter 1 of this research includes the introduction and the reason for this study. Chapter 2 discusses literature and policies on Inclusive education (internationally and locally) with focus on Education White Paper 6, and different types of support for barriers to learning. The methodology of the study was examined in Chapter 3 and involved the aims of the study, procedure, instruments used and the data analysis. Chapter 4 demonstrated the results and main themes from the data which included: class size and teaching methods, the understanding and perceptions of Inclusive Education in their school, bridging classes versus classroom facilitators and continued academic support. In the last chapter the results and conclusion are discussed.
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[bookmark: _Toc463773310][bookmark: _Toc473473957]2.1 Introduction
This chapter provides a review of the literature on inclusive education in South Africa and internationally, as well as an overview of the various inclusive policies and systems adopted by individual countries and schools. Also, it explains the systems of support at schools that address and accommodate learners who experience barriers to learning. Specifically, in South Africa, some of the current challenges faced in the implementation of inclusive education are the lack of resources, inadequately trained teachers and deficiency of multidisciplinary support teams in the schools. Furthermore, the importance of parents’ voices and their involvement in their child’s learning at inclusive mainstream schools is discussed within a collaborative consultancy framework of understanding.
[bookmark: _Toc463773311][bookmark: _Toc473473958]2.2 Understanding Inclusive Education, Inclusion and Mainstreaming
Arguably, inclusive education has various meanings in different countries. The general understanding of inclusive education is to not only to include but to support and cater for all learners’ different needs (DoE, 2001). Regardless of their disability, race, gender or background, inclusive education accepts and respects all learners’ diverse needs, and aims to meet the needs at whichever level they may arise. Inclusive education also allows children with barriers to learning to be taught in mainstream schooling where they can experience a ‘normal’ school life (DoE, 2001).
	It is important to understand and distinguish the terms inclusion and mainstreaming. The meaning of inclusion fundamentally depends on a country’s political values and processes for it to function; thus, ultimately inclusion is culturally determined (Engelbrecht, 2006). Inclusion, specifically in South Africa, recognises that every child can learn and those barriers to learning can arise from the system (DoE, 2001). Consequently, to accommodate the variety of learning needs of every individual, the system needs to change so that learners feel they can belong in the mainstream of both the school and community life (DoE, 2001). Ultimately, inclusion can be explained as the practice of students with learning disabilities being placed alongside their peers in general education classrooms (Ford, 2013). On the other hand, mainstreaming (sometimes referred to as integration) sees barriers to learning as arising within the learner (Yssel et al., 2007). Thus, the process of mainstreaming is for the child to fit into the existing system, by providing extra support to those learners with barriers to learning (Yssel et al., 2007). Nonetheless, there will be varying perspectives on inclusion within a single school or country.
	Inclusion is a topic of intense interest worldwide and a concept which most countries support and try to implement; however, each country respectively faces their challenges. Consequently, it is an ongoing process that needs ultimately to grow and develop to accommodate this diverse range of requirements. 
[bookmark: _Toc463773312][bookmark: _Toc473473959]2.3 Education White Paper 6
In 1994, South Africa changed to a democratic society and this positive change transformed South Africa’s education at the same time, particularly with the introduction of inclusive educational practices. Inclusive education was not only introduced as another option for education but rather to allow all learners the right of equal access to all schools that could meet all their diverse needs (Engelbrecht, 2006). There have been numerous education policies since 1994 that supported and encouraged equal school rights for all individuals, but the Education White Paper 6 (DoE, 2001) guided our country towards inclusive education. 
	The implementation and development of inclusive education through the Education White Paper 6 were conceptualised as a 20-year project (DoE, 2001). The policy recognised the failure of the previous system and aimed to create a non-racial and integrated component of our education system (DoE, 2001). The introduction of new systemic strategies, ultimately designed to attend to disabilities as well as the full range of barriers to learning for all learners (Engelbrecht, 2006). The policy also acknowledged the importance of providing education support to schools, teachers, parents and all students. One of the principal challenges was and is how to become more responsive to the many diverse learning needs (Donald et al., 2014). ‘We recognise that our vision of an inclusive education and training system can only be developed over the long term and that the actions we will take in the short to medium term must provide us with models for later system-wide application’ (DoE, 2001: p.45). 
[bookmark: _Toc463773313][bookmark: _Toc473473960]2.4 International and South African Policies supporting Inclusive Education
Numerous United Nations declarations have promoted education for all together with the rights of people with disabilities. The education policy that initially inspired the inclusion of disabilities was the 1994 Salamanca Statement and Framework for Action on Special Needs Education (DoE, 1997; Meier, 2005).
	Even though South Africa has been a democratic state for over 20 years with the introduction and implementation of many education policies encouraging equality for all, inclusive education remains a challenge (DoE, 2001). The challenges faced in South African schools amongst teachers and parents are a result of the country’s complex and contextual historical antecedents that unfortunately still influence our education system today (Yssel et al., 2007). The DoE stated that inclusive education would be a long process consisting of short- and long-term goals and that over time new policies will be introduced to ensure the positive development and growth of inclusive education in all schools (DoE, 2001). In 2010, a new policy that developed from the Education White Paper 6 was released; Action Plan 2014: Towards the Realisation of Schooling 2025, in which further goals were established to determine a quality education for all (Department of Basic Education, 2010). 
	Most recently, the global Erasmus Mundus Special Education Needs (EMSEN) programme was developed through a collaborative partnership between three international universities (Roehampton University, London; Charles University, Prague and Fontys University, Tilburg). The aim is to develop and share perspectives on inclusive practice internationally to improve expectations and comprehension of inclusive practice (Lloyd, 2012). Development of inclusive education has become an increasingly important education policy across the world (Lloyd, 2012).  
	Numerous educational policies strive towards inclusive education, but each is influenced considerably by different economic, political and social conditions in their respective countries. These plans will ultimately impact significantly on the various interpretations and understanding of international policies (Lloyd, 2012). 
[bookmark: _Toc463773314][bookmark: _Toc473473961]2.5 Types of Support for barriers to learning
Learners who experience barriers to learning need support to assist in their participation and learning in the general classroom. Assistance in schools involves activities and systems (implemented by the school) to respond and meet learners’ barriers to learning (Booth & Ainscow, 2002).
	An Australian study by Boyle, Scriven, Durning and Downes (2011) examined the Building of Inclusive Schools (BIS), which is one of the Western Australia Department of Education’s professional learning programmes. The strategy commenced in 2002 when existing teaching staff were enrolled in a 12-day professional development course to become learning support coordinators. The learning support coordinator’s role was to help and support classroom teachers, specifically with learners who experience barriers to learning (Boyle et al., 2011). They found that implementing cognitive strategies in the classroom promoted independent student thinking and learning which increased learners’ self-awareness and self-advocacy (Boyle et al., 2011). The study also looked at the benefit of using teacher aide support within the classrooms, specifically for these learners who needed extra support and attention. As all children learn differently, these researchers concluded that it is beneficial for teachers to provide a fully differentiated approach in the classroom with a variety of strategies to adapt the lessons for those who experience barriers to learning, as well as successfully accommodating all students’ learning abilities.
	An international study conducted in Australia by Elkins, Van Kraayenoord and Jobling (2003), investigated the attitudes of 354 Australian parents who have children with a disability at a state school in Queensland (Elkins et al., 2003). It was found that only about 50 per cent of parents in this study favoured distinctive classes as they believed that placing their child with learning difficulties in a special needs class may further delay their social and emotional development. Arguably, parents felt that more patient and well-trained teachers, as well as substantial changes in regular classroom procedures, would be more efficient and beneficial for their child (Elkins et al., 2003). Parents believed that the teacher’s positive attitudes towards the child as well as working collaboratively with other professionals are needed for successful inclusion. Smaller classes, extra time, use of teacher aids, visual cues and therapy services were seen as additional and important factors needed in the classroom. This study indicated that a small percentage of parents favoured special placement compared to the majority who supported inclusion in regular classrooms with the necessary support. These findings are also reflected in other studies (Palmer, Fuller, Arora & Nelson, 2001; Daniel & King, 1997)	Comment by Marion Pfeiffer: This is a quote – you may want to rewrite it?
	In July 1998, the advisory body for the Ministry of Education, the Flemish Education Council (FEC) reviewed how inclusive education is implemented in 10 Flemish Mainstream Primary schools and which factors supported or obstructed the best possible implementation process (Ghesquiere, Moors, Maes & Vandenberghe, 2002). The study used the AIP-model (Model for the Analysis of an Innovation Process) as its conceptual framework as this could produce a detailed picture of the advances in the process of inclusive education in these schools. The participants in the study were principals, teachers and parents who agreed that learners who experience barriers to learning within the schools need the following: remedial teaching, specific support activities and/or external support. They found that learners experiencing barriers to learning required merely more individual attention and support such as that obtained from either an external therapist/ expert, volunteer, remedial therapist or teacher.
	McLeskey and Waldron (2011) conducted a study on whether inclusive education programmes within the classroom (focussing on maths and reading) are (or are not) effective for elementary students with learning difficulties. They found that the pull-out system and/or catering for full inclusion in the classroom can assist students in achieving better results. The quality of the results, however, depends on the quality of instruction and support given in either teaching setting. This study found that students tend to have more significant gains in a pull-out system compared to those educated in an inclusive classroom as learners receive more specific instructions, support and guidance on certain concepts and learning skills.
	There is a significant difference between the implementation of inclusive education in South African public and independent schools, which currently appears more successful in independent schooling (Engelbrecht, 2006). This is the result of private schools having specifically trained teachers, necessary and available resources as well as institutional capacity not available to most government schools (Engelbrecht, 2006). Consequently, this is one of the challenges South Africa faces to implement inclusive education, as not only is there a shortage of schools but most government schools lack the necessary resources, learning materials and specialised staff to assist all learners needs (DoE, 2001). 
	In the South African school context, a drastic redevelopment of skills and qualities in teaching is required for inclusive education to be productive and successful (Wood & Goba, 2011). Currently, teachers are facing many issues and stressors in the school such as a lack of support, meagre resources, challenging behaviours of children, lack of collaboration with parents, ineffectual class preparation for all educational needs as well as insufficient training (Engelbrecht, 2006). It is important to note that these challenges are more prevalent in government schools than private schools. Therefore, it is imperative that for a school to be able to accommodate all learners and have an effective inclusive system. The school needs the necessary resources and facilities to address all the diverse needs and more importantly, to have trained and specialised teachers and professionals (Howell, 2007; Eloff, Engelbrecht & Swart 2000). Inclusive education does place additional demands and stress on teachers, which can negatively impact on the progress of all children in the classroom (Engelbrecht, 2006). 
	Independent schools in South Africa have adopted two methods to address inclusive education. Over and above having a multidisciplinary support team (Engelbrecht, 2006), learners who experience barriers to learning may have individual facilitators in the classroom or be placed in a separate smaller class that address their learning needs, known as the pull-out system. However, there is limited literature on these two concepts. A facilitator can be defined as ‘one that helps to bring about an outcome (as learning, productivity, or communication) by providing indirect or unobtrusive assistance, guidance, or supervision’ (Merriam-Webster, 2011).
[bookmark: _Toc463773315][bookmark: _Toc473473962]2.6 Teaching methods in ‘inclusive classrooms’
As previously noted, teachers play a pivotal role in the development of inclusive education practices in the classroom (Eloff et al., 2000; Pearson & Chambers, 2005;). Research indicates that the educators’ quality of training and continued professional development determines the effectiveness of inclusion in the classroom (Engelbrecht et al., 2003).
Ford (2013) asserted that students with disabilities have the right to and should be educated in inclusive classrooms. However, this decision depends on the severity of the disability and the extra support and aids needed. This point was supported by Harris (2009) who linked inclusion as a means of social justice as the practice supports equality, recognition, respect, care and empathy. Studies have identified numerous and effective teaching methods that can reach the needs of learners experiencing learning difficulties, through adapting teaching methods. One method that has proved to be beneficial is collaborative teaching (Ford, 2013; Sailor & Roger, 2005). Collaborative teaching means that the teacher co-teaches with either another teacher/special-education teacher/assistant in the classroom, thus not needing to ‘pull-out’ students for instructions (Ford, 2013). Most schools in the United States (US) follow this schooling method of having a fully inclusive classroom with co-teaching, accordingly allowing for one teacher to teach and one to assist (Ford, 2013). Data indicates that educating children with learning difficulties in the general classroom for most of the school day has increased from 22 per cent (in 1989-1990) to 62 per cent (in 2007-2008) (Ford, 2013). 
	In addition to co-teaching, there are various inclusive strategies that teachers can use in the classroom for children with learning disorders. Differentiated instruction/teaching is another useful method, where the instructions provided are matched to the individual’s needs, ability and understanding (Ford, 2013). As previously mentioned, group work is efficient as it allows learners to think and work in smaller groups and creates mobility for them in the classroom. Colour coding tasks in the classroom further assists learners with barriers to learning to remember what has been taught (VanTassel-Baska & Stambaugh 2005). Moreover, educators need to understand the content and concept of the work fully and how each learner learns, so teachers need to be aware of their students’ processing skills, time, acquired knowledge, interests and abilities (Amod, 2003; VanTassel-Baska & Stambaugh, 2005). From the research reviewed, it is possible to effectively educate children with learning difficulties within general/mainstream classrooms (Ford, 2013).
	The challenges faced in having successful inclusive classrooms include inadequate and insufficient resources, obsolete teaching patterns, little-differentiated instruction in the classroom and poor quality training within their field (Dalton, Mckenzie & Kahonde, 2012). Teachers mostly emphasise the learners passing the necessary assessments and completing the year’s coursework. The focus needs to be shifted and adapted to the abovementioned teaching strategies (VanTassel-Baska & Stambaugh 2005). Ultimately, teachers need to find innovative ways to teach and educate within an inclusive classroom that address all the learners’ needs (VanTassel-Baska & Stambaugh 2005). Therefore, educators need to look at modifying teaching techniques and the curriculum, as well as to adjust the pace of learning. To achieve this will require great skill and additional training with extra support (Donohue & Bornman, 2014; Pearson & Chambers, 2005).
[bookmark: _Toc463773316][bookmark: _Toc473473963]2.7 The Importance of parents’ involvement in inclusive education
The aforementioned concepts are vital in the implementation of inclusive education, but arguably the contribution from parent’s is an essential element for ensuring success in inclusive education. Parents are children’s first and most enduring educators and consequently affect the child's overall development (Barnard, 2004; Henderson & Mapp, 2002). There is limited research on parents’ views on inclusive education, particularly in South Africa and Afolabi (2014) suggests that this may be because inclusive education is multifaceted. In Sub-Saharan Africa, research has found that parents/guardians are often an untapped resource in learner’s education despite their nurturing the child and funding education (Afolabi, 2014).
	During apartheid, for many years the voices of South African parents were silenced (Yssel et al., 2007). However, with the change to a new democratic South Africa, the parents’ role in the school and their involvement in their children’s education (with and without disabilities) has changed considerably (Yssel et al., 2007). 
Yssel et al. (2007) conducted a study on the comparison of parents’ perceptions of inclusive education in South Africa and the mid-western US, which expressed the importance of parents’ voices regarding inclusive education. Their study revealed that parents’ voices in decision making, outcomes as well as their cooperative relationship with the school led to positive attitudes of the children, improved behaviour and better grades (Yssel et al., 2007). The important role of parents in the education of their children was recognised in the South African Schools Act (1996), as well as the Education White Paper 6 (DoE, 2001). Furthermore, the Yssel et al. (2007) study found that even though parental rights and voices are now legally protected in both South Africa and the US, there was a similarity in both countries where parents' perspectives were not always adequately understood or even considered in the educational decision making of their child. 
	Significantly, the Salamanca statement aims to ensure that parents are included in each aspect of their child’s learning resulting in the creation of a partnership for support within the whole school (Boyle et al., 2011). Another policy created by the government of the US also acknowledges parents as primary stakeholders in inclusive education; Individuals with Disabilities Education Act (IDEA) (1990, 1997). This Act sees parents’ engagement with the school as significantly important and encourages cooperation and collaboration between teachers/professionals and parents (Afolabi, 2014).
	Zimbabwe also implemented a similar Act to promote parental involvement, the Education Act of 1987 and the revised version of 2006 supports parents’ participation and management in schools. The aim of the Act is to ensure successful implementation of an inclusive environment with the necessary equipment, facilities and materials (UNESCO, 2002).
	In adding to the importance and positive influence of parents’ involvement in their children’s schools, Lemmer (2007) found that parental participation in South African schools tends to be limited purely to the financing and volunteering in the schools. Arguably the partnership between family, school and community is seen to be vital in the learners’ overall achievement. Thus, this study looked at adapting and implementing a model similar to the American Epstein model (1997). 
	The Epstein model focussed on interactions between families, schools, parents and teachers with the focus being the student. The model looks at six major types of involvement: 
· Type 1 - Parenting, where schools assisted parents with parental guidance and family support.
·  Type 2 - Communication, where the school openly communicated with the parents. 
· Type 3 - Volunteering, having parents and families involved in school activities. 
· Type 4 -Learning at home, where parents also implemented learning activities and skills at home.
· Type 5 - Decision making, where the school includes parents in school decisions. 
· Type 6 - Collaborating with the community. 
	Following this guide from the Epstein model, a qualitative study was carried out to explore the undertakings of a small sample of South African teachers who enrolled in a certificate programme. This plan required teachers to implement the Epstein model in their diverse school contexts as part of their course work. Data for the study was gathered from the teacher’s written assignments for the programme. The findings from the teachers indicated that there appears to be a lack of formal staff training in collaborating with parents, as well as limited knowledge of the modern-day lives of families. Even though the Epstein model (1997) effectively looks at parental involvement on multiples levels for the child, it seemed to be challenging to implement for teachers from this South African study. For the model to be effective, these teachers needed practical training in learning and understanding parental involvement on all levels at the school. The Epstein model demonstrates that parental involvement is necessary for the school’s strategies and their way of thinking for overall school improvement (Epstein, 1995). As a result, this study suggests that it is beneficial for teachers to be trained to effectively involve parents in their learner’s learning and development, in and out of the classroom. Moreover, parental involvement was found to not only improve the instruction or learners’ academic potential but can also be a cost-effective way to implement possible and appropriate methods of teaching and learning. 
	Afolabi (2014) reported that previous studies have determined that parental involvement can promote constructive learning for learners with special needs. However, there is limited academic research that indicates specifically what type of parental involvement strategies prove to be most productive and positive, particularly with special education learners (Afolabi, 2014). The studies below discuss some important factors that have been found to influence parents’ involvements in schools. 
	Afolabi (2014) discussed the benefits of parental involvement in children’s learning and the positive effect it can have on the learners’ overall outcome. It appears that many recent studies focussed on the relevance and influence of parental involvement on children’s learning successes in the school. However, Afolabi (2014) argues that even though studies have looked at the effect of parental participation in learning, there are minimal studies that state which measures and links are constructive between parental involvement and learners’ academic success. 
	Bronfenbrenner (1979) found that the child’s contextual environment plays a significant role in the child’s learning and the involvement of parents/family assists with emotional processes, which in turn, positively affect academic achievement. The participation of parents can be regarded as a key predictor of students’ academic success. Bronfenbrenner (1994) elaborated on the link between parents and children in his ecological model, which explained that the child’s mesosystem symbolises two essential aspects of parents’ educational involvement practices. The mesosystem is the second system in the ecological model, following from the immediate microsystem (Bronfenbrenner, 1994). The child’s mesosystem is where her/his development is shaped by the relations between the home and the school. The exosystem, macrosystem and chronosystems form the external structures of the developing person’s environment (Bronfenbrenner, 1994).
	Afolabi (2014) thus put forward a conceptual framework that used the ecological developmental approach (Bronfenbrenner, 1979, 1994) and the Hoover-Dempsey and Sandler Model (1995) which investigated why parents became involved, as well as the outcome of parental involvement. The model demonstrated the interplay between the microsystem and mesosystem that showed that parents are fully accountable for their children’s learning achievement (Afolabi, 2014). Multiple factors influence and/or promote parents’ participation in their child’s education, such as their sociocultural background, socioeconomic status, educational level, marital status and gender context. These factors were seen as predictors of a child’s positive learning outcome. Further, the model demonstrated that the parents’ personal beliefs of schooling and their views on the different types of teacher-parent communication methods, also impacted the level of parental involvement and in turn, influenced the learner’s school success and behaviour. These aspects of parental involvement, together with the family structure, parenting skills and knowledge of learning are a causal factor for positive learning outcomes. One can see that many studies demonstrated the importance of parental involvement but not necessarily the significant factors that influence the level of parents’ involvement.
	It is evident that parental involvement in children’s learning is vital for the child’s academic success as parents working collaboratively with teachers in the child’s multiple systems is required for optimal development. 	Ultimately, teachers need to be educated about the benefits of parent involvement where they in turn can educate and encourage parents in participating in school activities. Stephinah (2014) argues that if parents are personally involved they will gain a better understanding of the way their child learns and the barriers he/she experiences. However, studies further state that for inclusive education to be efficiently implemented in the school, the socioeconomic status of a parent also plays a vital role and thus parents need to be educated not only on the benefit of contribution but being involved in school activities (Amod, 2003). Arguably, parents’ involvement proves to be crucial in ensuring effective development and learning of a child. However, in South Africa, there appears to be a lack of parents’ involvement with their child’s education. As previously mentioned, multiple factors influence the level of parental involvement, but it has been revealed that a parents’ socioeconomic status is most influential and can take away from their involvement in the school (Amod, 2003; Burke & Sutherland, 2004). 
From the limited research considered here on parental involvement, it is evident that there is a need for parents to be more engaged in their child’s learning and that their level of participation can influence their child’s overall academic potential. Research highlighted that parents of learners, particularly those with barriers to learning, must work collaboratively with teachers (Amod, 2003). Parental involvement is an essential resource in the development and education of children. Collaboration between educators and parents is vital for effective implementation of inclusive education policies (Ainscow, Booth & Dyson, 2006).	Comment by Marion Pfeiffer: Parent involvement or parental involvement – I have changed all to the latter as both have been used?
[bookmark: _Toc473473964]2.8 Collaborative Consultation Model
The Collaborative Consultation Model is made up of three concepts including Knowledge Base, Interpersonal, Communicative, Interactive Problem-solving Skills and Intrapersonal Attitudes (Amod, 2003). The ‘Knowledge Base’, also defined as the scientific foundation of the collaborative consultation is the most important feature, as it includes techniques for assessment, technical aspects, instructional interventions, classroom learner management and curricular and material modifications. 
The Interpersonal, Communicative, Interactive, Problem-solving Skills is the second area of expertise according to this Collaborative Consultation Model (Amod, 2003). It includes behaviours that collaborators can use to improve and facilitate the group problem-solving process. 
Amod (2003) emphasises that the final area of expertise is Intrapersonal Attitudes created from the collaborator’s personal experiences, values, beliefs, attitudes and associated behaviours. The author states that even though intrapersonal skills are unique to the individual, these have a significant impact on the collaborative process.
Completing self-assessments and implementing needs analyses can be helpful in facilitating the collaborative consultation process. Thus, it is recommended that collaborators consider development in all the above areas of expertise (Amod, 2003).
In South Africa, the adaptation of the collaborative model in a school is beneficial as many schools present with diverse learners. Thus the working together and input from various school professionals together with parents, allows one to discuss and understand the varying needs of learners in a school (Dalton, McKenzie & Kahonde, 2012).
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Inclusive education involves the accommodating of all learners who experience barriers to learning. Research states that inclusive education should look at all factors that can hinder a child’s learning and try to accommodate that child within the classroom. Barriers to learning include learning difficulties as well as sociocultural and socioeconomic inequalities. There have been numerous policies (locally and internationally) introduced for the implementation of inclusive education; the Education White Paper 6 has been the most influential in South Africa. Research suggests that for inclusive practices to be successful, schools need to work collaboratively with parents, teachers and learning professionals. However, for this collaboration to be effective parents need to be educated as to why their involvement is beneficial in their child’s learning. It was reported that both bridging classrooms and classroom facilitators could be beneficial for learners experiencing barriers to learning, but ultimately teachers and the quality of teaching are most influential in the success of effective inclusive practices. The next chapter focusses on the research process and biographical data of the 10 participants involved in the study. In addition, details of the schools and their inclusive practices are presented.
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Chapter 3: Methods
This chapter presents the approach used in the implementation of the research study. It outlines the aims of the study, the research design and procedures, as well as ethical considerations in conducting the research study.
[bookmark: _Toc473473967]3.1 Aims and Research Questions
The primary objective of this research study was to explore parents’ perceptions on inclusive education in their children’s schools. More specifically, the study considered parents’ perception of the extent to which the systems in place at schools addressed the needs of learners who experience barriers to learning. 
The specific research questions related to the above were:
What are the parents’ views and understanding of inclusive education?
What are parents’ perceptions regarding the types of support offered at the school?
What do parents perceive as the advantages of an inclusive school?
What do parents view as the disadvantages of an inclusive school?
What are parents’ perceptions regarding the development of inclusive education in private schools?
[bookmark: _Toc473473968]3.2 Context of the study
Ten parents from two private boys’ schools participated in the study. Private schools were used as there is limited research on individualised/inclusive education in private schooling. Private schools are not required to follow the policy of Education White Paper 6, but most believe they are already implementing inclusive education practices (DoE, 2001). Also, both schools have implemented support for learners with barriers to learning in a mainstream school. 
The two private mainstream schools are in the northern suburbs of Johannesburg, Gauteng. The barriers to learning in these two schools include challenges with concentration, attention, visual/auditory processing and reading/spelling (dyslexia). School A is an all-boys school that has implemented inclusive education through using the ‘pull-out’ system for a bridging class. The bridging class has 10 learners who are placed in a separate class for their morning subjects (English and Mathematics) and then returned to their home class after these lessons. Bridging requires an additional fee to the usual school fees. School B is a private co-educational school (girls and boys are separate) and they have implemented inclusive education using classroom facilitators. The facilitators at School B are expected to have experience with learning barriers in the classroom and the learner’s parents are required to source their own facilitator at their expense.
School A’s junior preparatory (Grade 0 - Grade 3) consists of +/- 300 learners; there are three classes per grade with +/-25 learners in each class. School B’s junior preparatory (Grade 0 - Grade 2) incorporates a girls and boys preparatory that are separate from each other but on the same premises. The boys preparatory which was explored in this study consists of +/- 230 learners; there are three classes per grade with +/- 25 learners in each class. School A has implemented bridging classes for their grade 1, 2 and 3 learners, and School B has implemented facilitators for grade 2 and 3 learners. These schools have similar numbers of educators and multidisciplinary support teams who work within the school. In addition to bridging classes that are taught by remedial teachers, School A’s multidisciplinary team consists of a learning support specialist, speech therapist, occupational therapist and physiotherapist. School B’s multidisciplinary support team consists of the same professionals who work closely with the teachers and facilitators in the classroom.
[bookmark: _Toc473473969]3.3 Research Design
As the aim of this study was to explore parents’ perceptions towards inclusive education, the research involved an exploratory study using a phenomenological qualitative and non-experimental research design. The use of qualitative research is deemed to be appropriate as it collects information about individual’s personal experiences, views, opinions and behaviours. A phenomenological study allowed the participants to interpret their personal experiences at both schools (Groenewald, 2004). The aim of a qualitative approach is to provide insight, as well produce necessary and useful research (Savin-Baden & Major, 2013) that will, in turn, add to the knowledge of parents’ views on inclusive education. ‘Hypotheses tend to be developed as a result of exploratory research rather than the research being guided by hypotheses’ (Mouton & Marais, 1996, p.43). Exploratory research is extremely useful as it adds richness and depth to a study assisting in a deeper understanding and more knowledge about private school parents’ understanding and perceptions of inclusive education in their respective schools.
[bookmark: _Toc473473970]3.4 Sampling Procedure and Sample
The population is what ultimately sets and influences the boundary on the universe, thus when choosing a sample, the universe, population and sample of the study must be considered (Adler & Clark, 2011). Using a non-probability and purposive sampling strategy (Maxwell, 1998), the sample was chosen according to the parents of children who experience barriers to learning in private mainstream schools. 
The selection of the parents for the study included those with children (aged 8-9 years) who experienced a barrier to learning and required a classroom facilitator or placement in a bridging classroom. This age was chosen as School A, the all-boys private school, only had bridging classes in Grades 2 and 3.
The sample size of this study involved approximately eight parent couples (16 participants) - four couples from each private school (8 fathers, 8 mothers). However, only two fathers, one from each school, joined their wives for the in-depth interview. Hence, ten participants (8 mothers and 2 fathers) were interviewed in total. Five participants (4 mothers, 1 father) were from school A and five (4 mothers, 1 father) from school B.
Most the eight learners began their schooling in Grade 00 in their respective schools and at the time of the data collection had attended the school for 3–5 years. In both schools, addressing and accommodating of learners’ barriers to learning is mainly carried out from Grade 1–3.












Table 1: Biographical Information of Participants
	Participant
	Age & Gender
	Bridging class or Facilitator
	Duration of child in School A or School B

	Participant A
	36-46 years, Female
	Facilitator
	5 years - School B

	Participant B
	36-46 years, Female
	Facilitator
	4 years - School B

	Participant C
	36- 46 years, Female
	Facilitator
	4 years - School B

	Participant D
	26-36 years, Female
	Facilitator
	3 years - School B

	Participant E
	36-46 years, Male
	Facilitator
	3 years - School B

	Participant F

Participant G

Participant H

Participant I

Participant J
	36-46 years, Female

26-36 years, Female

36-46 years, Female

36-46 years, Female

36-46 years, Male
	Bridging

Bridging

Bridging

Bridging

Bridging
	4 years - School A

5 years - School A

5 years - School A

4 years- School A

4 years- School A



Table 1 describes the biographical information of the participants and the schools that their children attend.
[bookmark: _Toc473473971]3.5 Instruments
The parents who participated in this study completed a brief biographical questionnaire. The information gathered included participants’ ages, their children’s ages and grades and the period that their children have attended the school.
A semi-structured, self-developed interview schedule was used to explore the participants’ perceptions on the implementation of inclusive education in their children’s schools (see Appendix 5). The open-ended, qualitative questions devised included the parents’ understanding and observations of inclusive education, barriers to learning, forms of support and its implementation in their respective schools.
The questions used in the interview schedule were based on the literature review and the research questions of this study. Question 1 and Question 2 addressed parents’ understanding of inclusive education and if they believed it was implemented in their school. Questions 3 and 4 further explored Question 2 and parents’ perceptions of the support offered at their respective schools about how it was implemented with bridging classes or classroom facilitators. Question 5 was used to gain insight into parents’ views on mainstream versus remedial schooling. Questions 6, 7, 8, 9 and 10 examined whether parents felt that the support systems in the classroom and school are effective and adequately assist learners who experience barriers to learning. The last interview question, Question 11, was added as an open-ended question for possible suggestions or comments that parents wished to add with regards to improving inclusive education in their school, as well as their perceptions for the progression of inclusive education in the future.  
[bookmark: _Toc473473972]3.6 Procedure
Permission to conduct this study was given by the Human Research Ethics Committee Non- Medical (HREC Non-Medical) at the University of the Witwatersrand (MEDP/15/003 IH) Permission to undertake the study at the two schools included in the study was obtained from both school governing bodies and their principals (Appendix 7). Once permission had been obtained by the schools to conduct the study, the principals were informed of all the details telephonically and briefed on the nature of the study. 
The principals of the schools then distributed letters to potential parent participants, informing them of the research and asking that they contact the researcher should they wish to participate in the study. Parents that wanted to take part in the survey were sent the Participant Information Sheet (see Appendix 1) and Consent forms (Appendix 3 and Appendix 4) for both the interview and audio recording of the interview. The parents who wanted to partake formed the total number needed for the sample, so all those who wished to participate were included in the study. Once the group of parents had agreed and read and signed the required documents, times were arranged for interviews to take place in the principal’s office to suit the parents.
The biographical questionnaire (see Appendix 6) was completed before the 60-minute in-depth interview between researcher and parents. Once the data was collected and transcribed, it was analysed by the researcher and her supervisor. All information obtained was kept confidential in a password protected laptop and only viewed by the researcher and her supervisor. 
[bookmark: _Toc473473973]3.7 Data Analysis
Thematic content analysis was used to analyse the data obtained from each participant. Braun and Clarke’s (2006) method was used to identify and analyse themes and patterns from the data. The process of thematic content analysis involved various phases to ensure the researcher fully understood the data gathered. The initial phase began with the researcher transcribing the data, followed by the reading of the material to become familiar with the content (Braun & Clarke, 2006). After that, coding of the entire data set followed identifying possible themes, patterns and relationships. The dominant themes were then broken down, collapsed or split into more concise themes that captured significant aspects of the data and research question (Braun & Clarke, 2006). The researcher reviewed the themes to see if the correct data was linked to the right subject and if a consistent pattern existed. Once this was confirmed, the researcher defined and specified each, and precise definitions and names were given for every individual subject. Each theme was then revised until coherent and incorporated in relation to the raw data. Lastly, the researcher produced the report with relevant and clear themes (Braun & Clarke, 2006).
[bookmark: _Toc473473974]3.8 Researcher Reflexivity
‘A researcher's background and position will affect what they choose to investigate, the angle of investigation, the methods judged most adequate for this purpose, the findings considered most appropriate, and the framing and communication of conclusions’ (Malterud, 2001, p. 483). Thus, the researcher aimed to be aware of her active role throughout the process and to be conscious of any personal expectations and thoughts that arose during the research process (Underwood, Satterthwait & Bartlett, 2010). A reflective diary was used to address, monitor and capture these thoughts allowing the researcher to continuously recognise and observe any potential impact that the researcher’s views could have on results. The awareness of the possible influence of the researcher’s personal expectations on the results has assisted in producing quality research that accurately reflects the voice and experiences of the participants (Underwood et al., 2010).
Additionally, the researcher engaged in continuous discussions with her supervisor throughout the research process, which included an examination of the data collected and the checking of emergent themes. This was done to ensure that the results demonstrated an accurate reflection of the participants’ views and perceptions. 
[bookmark: _Toc473473975]3.9 Ethical Considerations
The researcher adhered to the ethical standards laid down by the University of the Witwatersrand Ethics Committee (non-medical) for research involving human subjects. Participants were informed of the nature of the study and what it entailed before starting the interviews. A participant information sheet explained the purpose of the research and the details of the study (Appendix 1). Participants had the right to withdraw at any time from the study if they wished to do so. Confidentiality and anonymity of the research participants were respected; to ensure confidentiality only the researcher and her supervisor had access to the audiotape recordings and transcripts. Participants who chose to participate in the study were asked to complete a written consent form to conduct the interview (Appendix 3). An additional consent form for permission to be audio-recorded and for the use of direct quotes in this research report was also completed by the participants (Appendix 4). Participants anonymity was limited as the very nature of conducting an interview eliminates anonymity. However, in the transcripts participants’ identities were protected by using an alphabetical coding system (that is, Participant A), which guaranteed their confidentiality in the report. Only the researcher and her supervisor had access to the interview material. Upon completion of the study, all the raw data, audio recordings as well as transcriptions are kept on a password protected computer. These will be saved for two years and destroyed after that. A summary of the research study has been forwarded to the principals to place on the school’s notice board.
[bookmark: _Toc473473976]3.10 Conclusion	
The aim of this study was to explore parents’ perceptions on inclusive education in their children’s schools. The two selected schools, referred to as School A and School B, are private schools based in the northern suburbs of Johannesburg. School A implemented inclusive practices through bridging classes and School B applied inclusive practices through classroom facilitators. Ten parents participated in the qualitative study, five from each school and expressed their view and opinions through in-depth interviews. The data obtained from the participants was analysed through thematic content analysis. Through Braun and Clarke’s (2006) method major themes were identified from the collected data; these themes are explored in detail in the next chapter.
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Chapter 4: Results
This section presents the results from the interviews with parents on the implementation of inclusive education in the private schools attended by their children. The parents are referred to by pseudonyms to ensure anonymity. Five themes emerged from the coding of the data using thematic content analysis as described by Braun and Clarke (2006). These topics were identified using the inductive approach to qualitative research. The inductive method is a systematic procedure for analysing qualitative data by guiding the analysis with specific objectives. A rigorous and systemic reading of the transcripts allowed major themes and categories to emerge which aided in the understanding and meaning of the raw data (Bryman, 2004). The following themes were evident:
· Class size and teaching methods,
· Understanding Inclusive Education,
· Perceptions on inclusive education practice in their school,
· Views on bridging classes and the use of facilitators,
· Effect of not having continued support.
[bookmark: _Toc473473978]4.1. Class size and teaching methods
From the participants’ responses, the class size and teaching methods were the two key factors that were most influential in the learners’ ability to learn and understand in class. All participants agreed that smaller classes would allow children who experience barriers to learning to be able to grasp and understand concepts more quickly. They felt that with smaller classes, ‘there would be fewer distractions for the children, resulting in less stress or anxiety in trying to keep up and would not be left behind in a task’ (Participant I). Moreover, there is the extra time and/or attention for extra help when necessary. Participants believed that it is beneficial for the learners and the teachers to have smaller classes. Teachers can give attention to all the children in the class and see who is ‘struggling’ or who is ‘not concentrating’ (Participant F). Those with children in the bridging class expressed their agreement regarding the small classes but felt that all students should be in smaller classes. Furthermore, they elaborated that the level of learning appears to be higher for children today and that almost every student would benefit from a smaller class. As Participant G stated:
	‘Every single boy with or without learning difficulties would benefit with 10 children 	in a class.’ (Participant G)
Participants from school B strongly felt that their learners would benefit more from smaller classes as it will allow for more individualised attention, as well as additional guidance on understanding concepts and this would, in turn, reduce the need for extra support such as from a remedial therapist or a facilitator.
	‘The only disadvantage is that the classes are bigger and there is less individual 		attention’ (Participant C).
Class size appeared to be closely linked to the way teachers can teach in the classroom. The type of teaching methods used in the classrooms resulted in negative responses from participants. Arguably, parents felt that the class size and quality of education greatly influenced their children’s learning and understanding. Participants from both schools stated that not all teachers adapt their teaching methods to assist their students in learning in different ways, whether it be auditory or visual. Teachers continue to teach in one particular method while expecting the learners to understand the concept. 
	‘Teachers don't adapt teaching methods… There needs to be a shift from the old 		way of doing things’ (Participant H)
In doing so, teachers ignore the way in which all learners process information and some students fall behind because they are unable to realise the concept. Arguably, many participants felt that teachers need ultimately to change their teaching methods as more children face challenges with barriers to learning each year. Additionally, participants felt that some teachers required further training to fully understand the different types of learning difficulties that are now present in most classrooms today. 
	‘Teachers need more understanding, more education and to have a smaller class’ 		(Participant B)	
	‘Teachers are a little bit lost when it comes to the understanding of sensory 		integrations and types of processing…’ (Participant B).
Moreover, participants believed that foundation phase is the most crucial stage in development. One concern was the long-term effect and emphasised how vital it is to address a child’s learning difficulty in the early stages. Ultimately, participants agreed that due to the increasing percentage of learners with learning problems, teachers need to accommodate and implement new teaching methods that cater to students who use visual or auditory processing or both.
	‘If you can’t get it right in foundation phase, you are messed in high school. So		if you sow the wrong seeds now, you’re gonna reap a very bad harvest’			(Participant G)
[bookmark: _Toc473473979]4.2 Understanding of Inclusive Education
Participants were asked to express their understanding of inclusive education. The results indicated that they understood inclusive education as support and making accommodations for all learners who experience different barriers to learning in the school. Also, it means the school offers solutions to assist students with learning. Moreover, participants stated that it means a school includes children with various difficulties, whether educational or emotional and aims to meet and cater to their different needs. 
	‘Inclusive education is trying to cater for all children based on their different needs 	…’ (Participant F)
One participant added that she views inclusive education as:
‘… A system where academic support is available at school and conducted during school 	hours. Various therapists are appointed and made available by the school’ (Participant C) 
For the most part, participants agreed that their school had implemented inclusive education, adding that these extra support systems (the bridging class as applied to school A/ facilitators as applied to school B) are offered by the school but only and create a supplementary/additional cost for parents. Participants, particularly from school B, felt that even though these services were offered, they were not a standard system implemented for all students that required them. 
	‘For me, inclusive education’ includes children that may need extra help in an 		area. Schools which provide inclusive education offer solutions so that these 		children can follow the curriculum with assistance funded by the parents’ 			(Participant D)
Two participants from the study stated that they did not know what the term inclusive education meant and expressed that the school should explain certain terminology and how it is implemented in the school. However, after discussion these two participants appeared to have an understanding of the term but did not realise their child’s barrier to learning fell under the term ‘inclusive’ education, as they presumed inclusive meant special needs.
	‘Never heard the term used in a school ever before’ (Participant J)
[bookmark: _Toc473473980]4.3 Perceptions on inclusive education practices in their school
Participants from both schools reported that their respective schools have effective multidisciplinary support teams consisting of occupational therapists, psychologists, speech therapists and remedial therapists who are active in the school and classroom. 
	‘It is so convenient, to have all the therapist there. My son has gone to speech and 		occupational therapy at the school’ (Participant J) 
Participants from School A appeared to be content with the way inclusive education has been implemented, as it allows their children to remain in a mainstream school but still have the support for their learning difficulties through the bridging system at their school. They feel it is fair and expected that the school offers alternatives, particularly for learners who have normal functioning but struggle with time, concentration or anxiety and need extra support. Participants stated that the system in place caters for barriers to learning such as anxiety, dyslexia and/or ADHD. However, a common concern amongst participants is that School A only offers bridging in the three foundation grades and does not accommodate for learning barriers in the main classrooms or other school grades. 
Perceptions of the way School A implements inclusive education appeared positive and hopeful. Participants expressed that the school attempts to be ‘as inclusive as it can be’ and caters to a varying degree of needs.
	‘I think the school does meet the requirements of being inclusive… Extra support and 	accommodations should be standard in all private mainstream schools, and (School A) 	appears to assist a number of learning difficulties’ (Participant F)
Participants’ perceptions from School B which uses facilitators in the classroom were both positive and negative. Most felt that the system in place from grade 0 offers some support for learners with varying difficulties. However, it does not assist with all learners’ needs. Even though the school allows implementation of classroom facilitators, they are only beneficial to those children with whom they work and assist in the classroom. The teaching in the classroom does not cater for learners with visual or auditory challenges, anxiety, concentration or a need for extra time. The school has not fully implemented a system that can support or accommodate all learning difficulties and problems. It was important to note that participants found the school to be proactive and useful in detecting a learning difficulty and addressing it with the parents, but felt that there were not enough accommodations and solutions made within the classroom. 
	‘I always hoped mainstream would accommodate more, but with my experience 		now, they’ve just not’ (Participant B)
	‘I think my son’s needs have been met, it’s just tough when you have a child who’s 	struggling. Maybe the school wasn't a good fit for him…’ (Participant A)
[bookmark: _Toc473473981]4.4 Views on bridging versus the use of classroom facilitators 
Most participants believed that bridging is a more efficient support system for learners with barriers to learning, compared to facilitators. Parents from school A agreed that bridging is the way forward in mainstream schools for learners with barriers to learning. Three out of five parents from School B stated that they would prefer a bridging system as it builds confidence without the learner becoming dependent on a facilitator. Bridging does not single-out a child out, and it allows for a child to work at a pace similar to others in the class. Participants stated that it creates for a more ‘normal’ classroom environment, where the learner does not feel ‘stupid’ (Participant J) or ‘left behind’ (Participant J) as he would in a bigger class.
	‘… [I] Think bridging is a better model to follow. Able to grow more naturally’ 		(Participant F)
	‘…[A} major disadvantage is he may be singled out. Bridging class you are with 		children who struggle with similar things, so you don't feel alone’ (Participant A)
	‘Bridging is a forward way of thinking’ (Participant B)
All participants expressed that having smaller classes (using the bridging system) is the ideal teaching method, not only for learners with difficulties but all learners. In smaller classes, children have the confidence to ask questions and more time to understand and complete a task, and individualised attention from the teacher. 
	‘Bridging is excellent; it is a gift to have 10 kids to one teacher ‘(Participant H)
Only two participants from school B favoured facilitators and expressed that because of the facilitator their child could stay in a mainstream school, which they felt was an advantage. Even though they felt positive about the facilitators, they agreed that the facilitator should not focus solely on one child but rather assist several children in the class. This takes away the problem of that particular learner feeling ‘isolated’ (Participant B) or as if something is wrong with him/her. This view indicates that even though they favoured having a facilitator, they suggested that it is best to have the facilitator working with a small group which thus follows the concept of bridging and teaching a smaller group. 
	‘… Having a facilitator has meant the difference in keeping our child in 			mainstream school or sending them to a remedial school’ (Participant C)
	‘… [A] Facilitator shouldn't focus on just one child (Participant B)
	‘I believe that using a facilitator for a group of children in a classroom is the way 	forward. The children then feel part of a group as opposed to possibly feeling like 		something is ‘wrong with them’’ (Participant D)
The use of facilitators created more negative comments from participants. Even though Participant C and Participant D felt they were beneficial, others did not feel that facilitators were worthwhile. Participants expressed that facilitators could not bridge the gap between classroom learning and teaching. Furthermore, participants expressed high levels of frustration in the sourcing of an experienced and empathetic facilitator; it proved challenging to find a someone who has experience and knowledge in barriers to learning as well as the ability to compensate for what is missed in classroom learning. Moreover, Participant E was concerned that learners would become over-reliant on a facilitator and not think or work independently, which in turn, results in confidence-related issues.
	‘It hasn't really worked. I don't feel the facilitator is working enough to carry on 		from classroom learning’ (Participant B).
	‘Facilitators actually disable a child, making them too dependent’ (Participant E)
[bookmark: _Toc473473982]4.5 Effect of not having continued support
Another factor expressed by the participants as an adverse outcome or reflection towards the two ‘inclusion’ systems was how their children would adjust to higher grades that do not offer support. This concerned all participants, as in both schools these support systems are only implemented in the foundation phase up to Grade 3. It was mentioned that even with the external support of remedial, occupational and speech therapy, if there is no support system in the classroom their child may experience continued difficulty in learning. The fear of their child falling behind, struggling, becoming more anxious and losing confidence resulted in a decision of a participant from school B, to take the decision of placing their child in an alternative school which offers support throughout the schooling years. 
	‘We are spending a fortune on speech therapy, remedial therapy and facilitator 		but in the higher grades, classroom support is not offered. And for that reason, I 		need to move my child into a school that offers support for the whole of primary 		school at least’ (Participant A)
The stress of being in a bigger class with more distractions and less individualised attention are factors that concern the participants. They are aware that their child will need continuous support, but their chief concern remains what will happen if or when there is no support for their learning difficulty. 
	‘How is he going to transition back to mainstream class, he will need continuous 		support and time’ (Participant F)
‘When children leave from foundation phase, I am concerned what the step is to integrate them to bigger classes. I am worried he struggles being back in a bigger class’ (Participant I)
Parents are aware of the gap their children must overcome once they do not have the bridging class or the use of a classroom facilitator. They hope that the support given was sufficient to improve the confidence, learning and academic ability of their child. Moreover, they expressed a great need for continued support in the higher grades; perhaps not to the same extent but to have a learning support specialist or remedial therapist available that offer continued support to struggling learners.
[bookmark: _Toc473473983]4.6 Conclusion
The main themes from the results were the sizes of classes and teaching methods, participants understanding and perceptions of inclusive education, views on inclusive practices in their schools and the lack of support in higher grades. Results indicated that majority of parents were content with support and inclusive practices in their relevant schools but found bridging classes to be more successful than classroom facilitators. With that said, parents expressed that the success and effectiveness of these practices were reliant on the quality of the teacher and teaching methods. A common concern voiced by participants was the lack of academic support in the higher grades, as these inclusive practices of bridging classes and classroom facilitators were only in place until grade 3. These findings are discussed and examined further in the next chapter, together with literature and previous studies on inclusive education.









[bookmark: _Toc473473984]Chapter 5: Discussion
This last section links the above findings to previous studies and literature. It presents the implications and limitations of the study on inclusive education in private schools and suggests future research that can be conducted and generalised to a larger population.
[bookmark: _Toc473473985]5.1 Summary of research
The objective of this study was to understand parents’ perceptions on inclusive education through their experiences in private schools. In the study, parents stated that they feel teachers play the most influential role in determining the quality of inclusive education in the school and classrooms. 
The findings from this study indicated that majority of parents’ understanding of inclusive education in the school is similar in nature, as they perceive inclusive education to cater for all learners’ varying needs within the classroom. Needs were determined as academic and/or emotional and addressed through certain accommodations and extra support such as facilitation or bridging classrooms. Parents’ views on inclusive education were related solely to how they perceived it in their school. Engelbrecht (2006) stated that in a school inclusion is the accommodation of the various barriers to learning. Furthermore, these barriers to learning include learning difficulties and the presence of different races, genders and disabilities (Ainscow et al., 2006).
The broad understanding of inclusion can explain the response of two parents in the study, who did not know that their children's learning difficulties fell under the term of ‘inclusive education’. Presumably, they understood as this as those children with severe physical and mental disabilities. 
Parents were very satisfied with the multidisciplinary support team available at both schools, which consisted of occupational, speech and remedial therapists, as well as a physiotherapist and psychologist. This was convenient for parents as the extra therapy took place during school hours. For a school to be inclusive, it is vital for the school to supply in-house therapies over and above classroom support structures (Engelbrecht, 2006). Moreover, parents were appreciative of the additional support using a bridging class and classroom facilitators to provide additional assistance and support to learners. Even though all parents were happy with the support offered, some from school B were not as satisfied with the system of using classroom facilitators as they only catered to a particular child (children) and not to the rest of the class. Parents from school B suggested that even though facilitators were helpful to their child, they do not address the learning difficulties within the larger class. For this reason, parents from school B feel that the school does not apply all possible strategies to implement inclusive education. Parents further stated that being separated to another area in the main class while having a facilitator may lead to others thinking that something is wrong with their child who may be singled out or labelled as different. This concerned parents who stated that the ‘separating’ and ‘singling out’ may reduce their child’s self-confidence. It was argued that these smaller classes create a more typical setting for learning and these children do not fall behind as they are together with others with similar learning barriers. The study by McLeskey and Waldron (2011) revealed that the bridging classes/ pull-out system lead to better academic results than a bigger class with a facilitator.
	Parents communicated their views of the advantages and disadvantages of being in an inclusive school. A principle benefit is that their children remain in a mainstream school while still receiving academic support and provision for their learning needs. In the case of bridging classes, this allows for smaller classes, which, in turn, results in additional one-on-one learning and attention. With regards to the use of facilitators, parents stated that it allowed their child to learn together with peers encouraging their child’s confidence. Parents complimented both schools for catering for various learning difficulties and offering in-house therapies for all developmental requirements. To some extent, independent schools are able to implement inclusive education more successfully than government schools (Walton et al., 2009). This is due to available physical and human resources (Howell, 2007; Wood & Goba, 2011). Having the space for additional classrooms for bridging lessons and providing facilitators within the classroom is necessary for a successful inclusive school (McLeskey & Waldron, 2011; Ford, 2013). However, there are challenges faced by most South African schools which make the implementation of this practice difficult (Engelbrecht et al., 2003). There is not enough funding and most teachers lack training in the different teaching methods for learners experiencing barriers to learning (VanTassel-Baska & Stambaugh, 2005). 
Parents from both schools A and B unanimously agreed that teachers ultimately determined the effectiveness and success of the support implemented. Schools may have the necessary therapies and aid in place, but if the teacher does not understand or have the knowledge of the child’s learning difficulty, parents felt that they would not be able to support the learning process optimally. Teachers in inclusive schools require great skill and additional training to undertake valuable and practical education, which can be achieved through specialised courses and further training (Engelbrecht, 2006). McLeskey & Waldron (2011) support this view and stated that the success of bridging classes is determined by the quality of teaching and support in the classroom. 
	The two shared concerns from most parents were the transitioning of their child into a mainstream class, as well as teachers’ level of understanding of pupils experiencing barriers to learning. With children receiving academic support in the bridging programme or with a classroom facilitator in Grade 2 and Grade 3, parents questioned how or what will be done for their child when no academic support is offered. Would they fall behind? Would they be able to keep up? How will they adapt going back into a bigger class? This, as a result, led to questioning whether other teachers will understand their child’s difficulties and learning needs. Parents from this study expressed the concern that not all teachers have the understanding or knowledge related to the accommodation of learners experiencing barriers to learning. 
	The majority of parents tended to lean towards bridging classes more so than the use of classroom facilitators as it allows children to remain in a small group with more individual attention and assistance. Even though facilitators are important, parents expressed the view that bridging classes seem more effective as these allow for individual attention while remaining in a class/group setting with peers with similar learning barriers. McLeskey and Waldron (2011) agreed as they found that the pull-out system allowed learners to receive more specific instruction and guidance on certain concepts creating a better understanding and comprehension of classroom tasks. Parents stated that while facilitators are valuable in examining and repeating the necessary instructions from the teacher, they may attract negative attention to the learner by supporting the child in this manner. There is limited research on the inclusive measures of the pull-out system and use of facilitators in private schools.  Donald et al. (2014) and an international study by Ghesquiere et al. (2002) discussed the use of inclusive measures in a large mainstream class concluding that the success of inclusion is dependent on the teacher and their ability to address all types of learners. Furthermore, it was found that separating the class into smaller groups proved to be advantageous for the students (Ghesquiere et al., 2002). Arguably, this can be seen as a form of the pull-out system or small bridging class while remaining within the class and creating more individual instruction and understanding of the concept (Engelbrecht, 2006). With regards to inclusion generally, parents felt that academic support in the foundation phase only is not sufficient, as consolidation and foundation of concepts are still being taught in higher grades (intermediate phase) and their children will still require further academic support.
	The implementation of inclusive education in private schools would not be possible if parents were not involved in the process (Afolabi, 2014). Even though schools offer bridging class and facilitators, both types of support create an additional cost to standard schooling fees. Moreover, with children who experience barriers to learning, parents need to work collaboratively with the teacher and the school as it is beneficial for the child to have continuous support with learning both at school and home. Although there is not much literature on parental involvement, the available studies suggest that parents play a crucial role in the successful learning of their child with barriers to learning (Afolabi, 2014; Bronfenbrenner, 1979). Therefore, for the child experiencing barriers to learning, he/she will require support from the teacher and school, as well as parents. For the learner to reach his/her full potential, extra effort from all influencing factors in the child’s life is required (Amod, 2003; Bronfenbrenner, 1994). As previously mentioned, parents believed that successful inclusive education depends mainly on the teacher’s skills and modifications in the classroom. Having an inclusive class involves learners with different processing abilities, different speeds and different barriers, and therefore, requires a teacher with additional skills and alternative teaching methodologies that can be adapted to all types of learners (Donald et al., 2014; Ford, 2013).
	Collaboration amongst parents and school professionals within the school proved to be an essential factor in the implementation of inclusive education. Parents expressed the view that teachers play a crucial role in their child’s learning which was also supported in research; similarly, the beneficial role of parents has also been highlighted in literature (Afolabi, 2014; Amod, 2003). Thus, the collaboration between the two parties and multidisciplinary team is needed for a successful inclusive school environment, as together they can address children’s barriers to learning (UNESCO, 1994; 2001). This further highlights the importance and beneficial use of the Collaborative Framework within the school (Amod, 2003). 
[bookmark: _Toc473473986]5.2 Implications of the findings
Results from this study indicated that parents feel teachers have the most crucial role in the successful implementation of inclusive education and addressing of learning barriers. Parents further expressed that teachers need a greater understanding on how best to accommodate different barriers to learning within the classrooms. With children spending most of their day in the classroom, parents felt that their child’s learning and understanding of concepts depended on the teacher. This demonstrates the importance of inclusive education training which is essential for both pre- and in-service teacher training programmes. 
Even though most parents were pleased with the academic and learning support offered through facilitators and bridging classes, they questioned whether their children would adapt and cope in higher grades without the current support. It appeared that the senior grades did not offer additional support through bridging or facilitators and parents worried whether their child could manage the pace and workload and remain in the school. The findings thus indicate the importance of academic support for a child experiencing barriers to learning, as it allows that child to achieve his/her learning potential.
Furthermore, results from this study demonstrate how private independent schools have adopted and implemented inclusive education using the guidelines from Education White Paper 6. The Education White Paper 6, was created to address various barriers to learning in government schools; legally these schools must follow and implement an inclusion policy that allows for learners with physical, mental and/or psychological disabilities. Private schools have more flexibility in creating an inclusion policy that best suits their school’s philosophies and resources. Findings from this study suggest that inclusive education is still not fully implemented in schools. In both government schools and private schools, the costs of inclusive practices are challenging as it involves additional space for more classrooms, specialised teachers and various teaching resources that accommodate all types of learning barriers. Even though some independent schools, like School A, have implemented bridging classes, not all schools can afford to have multiple classrooms with only 10-12 children a class. With that said, the greatest challenge in adopting inclusive education in South African schools is the lack of specialised teachers and professionals (Occupational therapist, Speech and Language therapist, Remedial teachers, Physiotherapists), as well as a lack of resources within the school.
[bookmark: _Toc473473987]5.3 Limitations of the study 
The sample consisted of 10 parents who reside in the northern suburbs of Johannesburg and had similar socioeconomic statuses. The schools included used specific approaches to addressing barriers to learning. The study thus examined the experiences of a particular group of parents from the same area and thus the findings in this study cannot be generalised to the larger population of parents of children experiencing barriers to learning in other private school settings. The external validity of the findings is, therefore, limited (De Vos, Strydom, Fouche & Delport, 2005).
In addition, a volunteer bias through the use of the non-probability, purposive sampling technique could be present in the study and have an influence on the results (Rosenthal & Rosnow, 1991). Although the researcher attempted to mitigate researcher bias, this threatened the thematic content analysis. Through thematic content analysis, the researcher played an active role in identifying and selecting the main subjects of interest, as well as reporting the themes to the reader, possibly allowing the researcher’s bias in the interpretation of results (Braun & Clarke, 2006; Terre Blanche & Durrheim, 2002).
Another limitation was the subjectivity of the researcher in collecting and interpreting the data obtained. For the researcher to lower the subjectivity of the research, consultations took place with her supervisor who was not familiar with the participants or the schools involved and a reflective diary was used as a tool of self-awareness.
[bookmark: _Toc473473988]5.4 Contributions of the Study and Recommendations for future research
There is a gap in research with regards to the perceptions and views of parents on inclusive education practice in private schools. This qualitative study attempted to address this gap in research as an initial step to further studies in this area. The use of further qualitative and quantitative studies, using larger sample sizes would provide a further understanding of the implementation of inclusive education in South African private schools and methods of addressing barriers to learning and developing effective support systems for children. In addition, a great deal of future research aimed at varying sample groups needs to be conducted to generate sufficient understanding, implementation and change of inclusive education in private schools. 
[bookmark: _Toc473473989]5.5 Conclusion 
This study was undertaken with the intention of identifying the perceptions of parents towards inclusive education in private schools. It investigated how this is implemented in the school and the types of academic and learning support offered. South Africa’s education system has undergone many changes in the last decade. A significant change has been the inclusion of children with barriers to learning in mainstream schools. 
The results of this study indicated that most parents were satisfied with the inclusion practices implemented at their schools. Most of them expressed that bridging classes are especially effective for children experiencing barriers to learning. Smaller classes allow for a slower pace and more one-on-one interaction and teaching. Nonetheless, parents argued that teachers play the most important role in ensuring that children experiencing barriers to learning are taught in a manner that accommodates their learning needs. They expressed that teachers need to have a greater understanding of how different children learn and remember important concepts. According to the participants, inclusive practices implemented in the foundation phase are beneficial for children with barriers to learning as these assist and encourage the basics of learning and determines children’s coping skills in school. However, they voiced concerns regarding the lack of specialised support in the higher school grades and their children’s ability to cope without bridging classes or classroom facilitators.
Inclusive education is still developing in South Africa; it is vital that schools use Education White Paper 6 as a guideline to offer learners a fair opportunity of reaching their academic goals. Research sees inclusive education as an avenue that will enhance inclusion of all types of learners in South Africa and promote effective support in school development. This study confirmed the findings of parental involvement being essential in the academic achievement with a child experiencing barriers to learning and teachers as fundamental in the implementation of inclusive education. ‘Inclusion is concerned with all children and young people in schools; it is focused on presence, participation and achievement; inclusion and exclusion are linked together such that inclusion involves the active combating of exclusion; and inclusion is seen as a never-ending process. Thus, an inclusive school is one that is on the move, rather than one that has reached a perfect state’ (Ainscow et al., 2006, p.25). 
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[bookmark: _Toc473473993]Participant Information Sheet
The implementation of inclusive education in South African private
schools: Perceptions of parents’

Hello,
My name is Genevieve Small, I am an educational psychology master’s student at the University of the Witwatersrand. As part of this degree I need to conduct a research study. My study looks at Parents’ perceptions on the implementation of inclusive education in South African private schools. The decision for this particular study was because parents play a vital role in the support and achievement of their childs’ developmental and learning goals. 

I would like to invite you to participate in my research study; either both parents or one of the parents can participate in the study. Your participation in this study is voluntary and there are no advantages or disadvantages to participating. Involvement in this study requires your participation in an interview which should last between 45-60 minutes. You will not be obliged to answer any questions with which you are uncomfortable and therefore have the option to refuse to answer any questions you wish. You will also have the option of terminating your participation at any stage that you choose.
All data collected through the interview will be treated with the strictest confidentiality and only the researcher and her supervisor will view the transcripts. No identification will be given in the research report and anonymity will be maintained.
Due to the nature of this study, there are no inherent risks or dangers to you or your school as a result of participation in this study. If you choose to participate in this study, please complete the attached consent forms.

On completion of this research, a brief summary of the findings can be provided. A copy of the full research report can be provided on request. 

Kind regards,
Genevieve Small (researcher)
071 871 1112
genevieve.sandler@gmail.com
Dr Zaytoon Amod (supervisor)
011 717 8326
Zaytoon.Amod@wits.ac.za
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The implementation of inclusive education in South African private
schools: Perceptions of parents’

Hello,
My name is Genevieve Small, I am an educational psychology master’s student at the University of the Witwatersrand. As part of this degree I need to conduct a research study. My study looks at Parents’ perceptions on the implementation of inclusive education in South African private schools. The decision for this particular study was because parents’ play a vital role in the support and achievement of their childs’ developmental and learning goals, but often their role and viewpoint is not acknowledged. Furthermore, there is a wealth of research on inclusive education in general but not specifically on parents’ perceptions and perceptions on inclusive education. On completion of this research a summary of the findings will be forwarded to the school.
I would like to invite some of the school’s parents to participate in my research study. The parents’ participation in this study is voluntary and there are no advantages or disadvantages to participating. Involvement in this study requires parents’ participation in an interview which should last between 45-60 minutes. They will not be obliged to answer any questions with which they are uncomfortable and therefore have the option to refuse to answer any questions they wish. Parents will also have the option of terminating their participation at any stage that you choose.
All data collected through the interview will be treated with the strictest confidentiality. They will also have the option of remaining anonymous in which case all transcripts and reports will be numerically coded to ensure that your request is fully respected. 

Due to the nature of this study, there are no inherent risks or dangers to you, the parents or your school as a result of participation in this study. If they choose to participate in this study they will need to please complete the attached consent forms.

Kind regards,
Genevieve Small (researcher)
071 871 1112
gensmall@yahoo.com
Dr Zaytoon Amod (supervisor)
011 717 8326
Zaytoon.Amod@wits.ac.za
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I hereby confirm that:
I ____________________________, have been briefed on the research that Genevieve Small is conducting on parent’s perceptions on inclusive education in private South African schools. 
I understand what participation in this research means,
I understand that my participation is voluntary,
I understand that I have the right not to answer any questions that I do not feel comfortable with,
I understand that I have the right to withdraw my participation in the research, at any time I so choose and
I understand that any information I share will be held in the strictest confidence by the researcher

Signed: ____________________________
Date: ______________________________
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[bookmark: _Toc473474000]Participant Consent form (Audio Recording)


I ____________________________, consent to my interview with Genevieve Small for her study on Parent’s perceptions on inclusive education in private South African schools, under the supervision of Dr. Zaytoon Amod, to be audio tape-recorded.

I understand that:
At any time, the tapes and transcripts will not be seen, heard or processed by anyone, other than Genevieve Small and her supervisor, Dr. Zaytoon Amod.
All the tapes and transcripts obtained by the researcher will be kept in a lock up cupboard and a password protected document on a computer.
All the audiotape material obtained by the researcher will be kept for 6 years before being destroyed.
There will be no identifying information that is used in this research study and my name will be replaced by a numerical code on the transcripts and in direct quotes.
I consent to the researchers use of direct quotes from the interview in the research study.

Signed: ____________________     		Date: ______________________
Genevieve Small
071 871 111
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What is your understanding of Inclusive Education?
To what extent do you think that inclusive education is being implemented in the school?
What forms of support are offered at the school? (Is there a multidisciplinary team of support, for example, psychologist, speech therapist, remedial therapist, facilitators, support specialists)
How is inclusive education being implemented at your child’s school? (Facilitators or Pull out system)
What is your view on mainstream schooling (teaching students with special needs in normal classes) and that of remedial schooling?
Do you feel the school meets your child’s learning needs? 
What are the advantages of sending your child to an inclusive school?
What are the disadvantages of sending your child to an inclusive school?
What is your view regarding facilitators in the school?
What is your view on the ‘pull out system’ in the school?
What strategies do you think will improve and enhance inclusive education in your school?
[bookmark: _Toc473474003]
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Male            Female
What is your age group?46 and older
36-46
26-36
25 and younger



How old is your child?
 
How long has your child been in this mainstream private school?


Has your child attended any other schools?
No
Yes


If yes, please specify which school.

Has your child experienced barriers to learning at another school?
No
Yes

7.	If yes, what was your experience of how these barriers were addressed?
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[bookmark: _Toc473474006]Letter requesting permission to conduct study at schools


To whom it may concern,
My name is Genevieve Small. I am an Educational Psychology master’s student and part of our programme requires us to complete a research thesis. My topic I have chosen to look at is ‘The implementation of inclusive education in South African private schools: Perceptions of parents’. Not only am I passionate and interested in inclusive education but I feel there is a large gap of research in this area to fill, particularly in private schools. 
I will specifically be looking at two private schools, one which uses facilitators and the other that uses the ‘pull out system’ (separate classes); both I find are effective. The aim of my study is to explore the views of parents of children who require special assistance/ learning as well as the parent’s necessary support, and other possible strategies that will allow optimum learning.
My sample will consist of 12 individuals (6 parents from each school) and will follow a qualitative and non-experimental research design. Parents and the school may remain anonymous (if requested) and all data collected in the interviews will be treated with the strictest confidentiality.
A separate formal letter asking parents to participate in my study will be sent to them once I start with my data collection. 
Please may you kindly consider allowing me to conduct my research with 6 of your parents, who have children in the bridging class?

Kindest regards,
Genevieve 
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UNIVERSITY OF THE WITWATERSRAND, JOHANNESBURG

HUMAN RESEARCH ETHICS COMMITTEE (SCHOOL OF HUMAN & COMMUNITY

DEVELOPMENT

CLEARANCE CERTIFICATE PROTOCOL NUMBER: MEDP/15/003 IH

PROJECT TITLE: The Implementation of Inclusive Education in South
African Private School: Reflections of Parents.

INVESTIGATORS Genevieve Small

DEPARTMENT Psychology

DATE CONSIDERED 10/06/15

DECISION OF COMMITTEE* Approved

This ethical clearance is valid for 2 years and may be renewed upon application

=
<

DATE: 10 June 2015 CHAIRPER!
(Prof. Brett mal

cc Supervisor: Dr Zaytoon Amod
Psychology

DECLARATION OF INVESTIGATOR (S)

To be completed in duplicate and one copy returned to the Secretary, Room 100015, 10™ floor, Senate House,
University.

V/we fully understand the conditions under which I am/we are authorized to carry out the abovementioned
research and I/we guarantee to ensure compliance with these conditions. Should any departure be contemplated
from the research procedure, as approved, I/we undertake to submit a revised protocol to the Committee.

This ethical clearance will expire on 31 December 2017

PLEASE QUOTE THE PROTOCOL NUMBER IN ALL ENQUIRIES




