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ABSTRACT

Inquiry-based learning (IBL) is a pedagogy that requires learners to answer questions or
solve problems actively and collaboratively. The purpose of this research was to
uncover the extent to which this way of learning allowed for the inclusive participation
of all learners. The study investigated the inclusive potential of IBL from the teacher
and learners’ perspectives, by taking their unique experiences into account. A mixed
methods approach was utilised and the data-collection tools consisted of document
analysis, classroom observation, participant interviews and learner self- reflection
questionnaires. The context comprised of three independent, girls’ schools in
Johannesburg where one IBL lesson was observed in each school. The participants were
selected based on their participation in these lessons, this included a total of five
teachers and 117 learners in the sample. The research findings concluded that IBL did
have the potential to be an inclusive pedagogy. The reflections from both teachers and
learners, were mostly positive and they were able to describe feeling of inclusion,
confidence and enjoyment in their learning. The teacher and learners’ experiences
reflected congruence and similarities in their reflections. There are areas that need to be
monitored in order to ensure that IBL’s inclusive potential is to be met. These include
the structuring of the inquiry and engagement with content, skills and knowledge
development, peer interactions and collaboration, the learners’ individual
characteristics, teacher support, the use of technology and the implementation of the
lesson. As much as these factors need to be monitored for exclusion, they could also
contribute towards to the inclusive potential of IBL. The limitations of this study were
focused on the lack of potential generalizability of the results for a larger population,
this is due to the narrow context of girls’ independent schools and the further narrowing
of focus on the intermediate phase. An IBL lesson may require a longer observation
than this study allowed. These limitations allow for opportunities for further study. This,
coupled with some variations in results in the different schools, could lead to exciting

research opportunities.
Keywords

exclusion, inclusion, independent schools, inquiry-based learning, intermediate phase,

pedagogy, problem-based learning, scaffolding.
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CHAPTER 1: INTRODUCTION AND BACKGROUND

“It is inclusive education that is considered the most appropriate and most equitable
strategy for addressing the diverse needs of all learners in South Africa” (Englebrecht &
Green, 2018, p. 88).

1.1. Introduction

Inclusion is a worldwide movement, with the United Nations focusing on the rights of
children and people with disabilities. South Africa is relatively new to this way of thinking
and due to its unique history, the implementation of inclusion requires a different
approach to teaching and learning (Walton, Nel, Hugo & Muller, 2009). At the end of
apartheid in South Africa, there was a commitment to the transformation of the education
system. White Paper 6: Special Needs Education (2001) provided an outline for the
methodical change to the system of inclusive education. Inclusive education in South
Africa follows a human rights approach. The values adopted are those of equality, human
rights and recognition of diversity. The South African government’s focus has been on
providing access to education and less about the pedagogy needed for successful
inclusion. The importance of a quality inclusive pedagogy cannot be underestimated:
Engelbrecht (2011) declares that inclusive education is more than just ensuring that
children are able to attend a school, because it also includes teaching in a way that allows
all to participate in the classroom.

The reason behind this research is to find out whether inquiry-based learning (IBL) has
the potential to be an inclusive pedagogy when it is put into practice in the South African
classroom. With the implementation of IBL in schools, it is often assumed by teachers
that its cooperative nature encourages an inclusive culture. | intend to examine the
following in this research: the extent to which children with diverse needs can be
accommodated by IBL; and, the extent to which they are able to participate meaningfully
in this form of learning. The potential for IBL to address teachers’ concerns and
challenges about the implementation of inclusion is invaluable. IBL gives practical

pedagogical techniques that could potentially cater for diverse learners in a single
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classroom setting. It might possibly provide a pedagogical strategy that meets the needs

of an inclusive environment.

1.2. Background

IBL as a pedagogy is gaining popularity, because it employs scientific methods to build
knowledge. It is an approach that is focused on answering a question or solving a problem.
Its emphasis is on the active participation of learners to discover knowledge (Pedaste,

Méeots, Siiman, De Jong, Van Riesan, Kamp, Manoli, Zacharia & Tsourlidaki, 2015).

There are benefits to using IBL for all learners. Hmelo-Silver (2004) lists some of these
benefits as having active learners who take on real-world problems and they become
responsible for their own learning. In addition, IBL enhances problem-solving, higher-
order thinking, it encourages shared-knowledge construction and it has the potential to be
incredibly motivating. According to research conducted by Filippatou and Kaldi (2010),
children with learning difficulties gained the following benefits through an inquiry-based
approach in their academic performance: motivation; cooperative learning; and, improved
social acceptance and engagement. It is, therefore, important to consider these benefits,
particularly as they act as potential ways to encourage and develop diverse learners. Miles
and Ainscow (2011) stated that the evidence suggested that social learning through
inquiry could nurture and respond to learners’ diversity. My research aims to find out
whether all learners’ needs are accommodated by IBL, and if learners who experience

learning difficulties find this approach to learning a challenge.

Filippatou and Kaldi (2010) also, however, noted that there were limitations to IBL,
because of individual learners’ specific educational needs and it was essential that these
needs were accommodated and addressed. According to Kirschner, Sweller and Clark
(2006), discovery learning might lead to incomplete and disorganised knowledge, which
could be ineffective and would lead to misconceptions. This means that learners might
feel lost and frustrated. Using a pure discovery approach to learning, even when it is
hands-on and involves group discussion, might fail due to the learners’ inability to select
relevant information. If learners have too much freedom to discover, then they may miss
the knowledge or skills that they need to acquire (Mayer, 2004). Kirschner et al. (2006)

stated that inquiry-based instruction places heavy demands on the working memory and
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this severely limits the information retained in the long-term memory. This means that
learners potentially do not have access to this information for learning and it limits their
ability to participate in class. Clark, Kirschner, and Sweller (2012) asserted that
inexperienced, less skilled learners or those with less prior knowledge benefitted less
from unguided inquiry and a structured approach with explicit teaching garnered better
academic results. This highlights that unguided approaches seem to be effective when
students have large amounts of prior knowledge that can provide ‘internal’ guidance. In
the classroom, the effect of this lack of foundational skills may be particularly evident in
learners who find aspects of their academics challenging. It will therefore be necessary to
observe the extent to which these limitations are being addressed in the practice of
implementing IBL.

According to Belland, Glazewski and Ertimer (2009), the application of IBL has focused
on gifted and average students, but there is very little research related to the effectiveness
of this type of learning for learners with disabilities. This suggests that there is a
knowledge gap that exists in the literature, which is confirmed by Filippatou and Kaldi
(2010) who stated that “research on project-based learning regarding primary school
learners with learning difficulties is scarce” (p. 18). In turn, this raises the question of
whether IBL would be able to cater for the needs of all as required by an inclusive
pedagogy. Forslund Frykedal and Hammer Chiriac (2018) also highlighted the need for
studies that focus on the inclusive potential of pedagogies with specific emphasis on the
need to include the learners’ perspectives about these studies. This is echoed by Florian
and Spratt (2013) who lament over the lack of guidance in literature around the enactment

of inclusion in the classroom.

In the South African context, there is a lack of literature and research about inclusive
pedagogies in South African schools (Makoelle, 2012). This area seems to be neglected,
as it has been challenging to find studies related to this topic in a South African context.
In particular, the implementation of IBL in independent schools in South Africa is not
well documented. These are privately funded rather than state funded schools. IBL is
becoming increasing popular in many independent schools in the northern suburbs of
Johannesburg. These schools are generally considered to be better resourced when

compared to schools in public education. They generally have access to more money and
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are therefore better equipped. In addition, these schools have more freedom to implement

their own curriculum, which allows them the freedom to use inquiry-type methods.

On the 17 July 2018, an inaugural cluster meeting was held at an independent school in
the northern suburbs of Johannesburg, to discuss strategies for and how to implement
IBL. This was a meeting where delegates from different schools with an interest in IBL
met to listen to and discuss best practice. Due to IBL’s rise in popularity in these contexts
and the lack of South African based research, its claims to foster inclusiveness needs
further study. All the presentations at the inaugural cluster meeting did not address issues
of inclusivity, and learner diversity was almost ignored. In my research, | will be
examining how the teachers accommodate for diversity and the learners’ participation in
an inquiry-based framework. | will pose the following question: Is every child able to
have full and meaningful participation during the implementation of IBL in the classroom

irrespective of their individual characteristics?

1.3. Problem Statement

Due to the introduction of IBL in the school where I am currently employed; | became
interested in researching the extent to which this form of learning catered for learners
with different needs within a single classroom setting. As the process evolved, there was
a great deal of focus on the curriculum design, which entailed discussing various
applications, implementations, assessments and learner progress reporting strategies.
However, there was very little attention paid to the potential inclusivity or exclusion that

might occur with this change in pedagogy.

Furthermore, | was interested in finding out about the experiences of teachers, as
implementers, and the learners, as recipients of this form of learning, and whether these
experiences reflected any similarities with an inclusive pedagogy. Spronken-Smith,
Bullard, Ray, Roberts and Keiffer (2008) highlighted the issue that most of the research
that reflected teachers’ experiences of IBL was sparse, and there was a call for teachers
to become engaged in the research process. In addition, the emphasis of most research
has focused on children rather than research conducted with children. The latter approach
means that a researcher listens to the children’s own views, opinions and experiences. By

listening to children, it helps to build good relationships with them, and it forms a vital
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aspect of inclusive research. It is thus important to include children’s voices in research
on inclusive practices in schools (Adderly, Hope, Hughes, Jones, Messiou & Shaw,
2015).

Bearing the above point in mind, | will investigate how learners with diverse needs
experience their learning in a classroom when IBL is used as a pedagogy. The problem
that this research aims to examine is whether IBL is an effective strategy that caters for
diverse learners within a single classroom setting. It is important to reflect critically on
both the learners and teachers’ experience of IBL, as well as to explore the extent to which
the use of IBL leads to the inclusion or exclusion of the learners. In addition, it is vital to
reflect on which practices in the classroom were the most effective in terms of inclusivity
— those that allowed for meaningful participation of the learners. These practices, which

improve the inclusive potential of IBL, could be adopted in future classrooms.

1.4. Rationale

The rationale for research in this area is that when embracing inclusive education, there
is a challenge to more traditional views on special education. This necessitates a move
towards developing more effective schools for everyone, where diversity of learners is
welcomed (Florian, 2019). This raises the following question: To what extent does IBL
show the potential to be a pedagogy that could be used in schools that would allow for
full and meaningful participation by diverse learners? Proponents of IBL claim that it
encourages active learning through discovery, uses questions and problems, which leads
to collaboration and increased learners’ motivation. It is, therefore, important to conduct
research to establish to what extent an inquiry-based approach to learning could be
adopted as a relevant pedagogy to assist with inclusion. This approach could facilitate a
move away from traditional approaches to learning to those that are collaborative,
experiential and relevant. However, it is important to take cognisance of the limitations
mentioned previously that may not consider the diverse needs of different learners.
Hlemo-Silver (2004) asserted that classroom reform was vital, and that problem/inquiry
learning could be the vehicle for this reform, as it fostered flexible thinking and lifelong
learning. To create an inclusive environment with appropriate and valid teaching

strategies, so that all learners were given the opportunity to participate and be
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accommodated in a class with their peers would be an important aspiration in South
Africa.

1.5. Purpose Statement

The purpose of the proposed study is to inquire whether IBL meets everyone’s needs
within a classroom so to allow for meaningful participation. My aim is to give
intermediate phase teachers and learners a voice to describe their own experiences and
participation in a unit of work using IBL, in order to clarify the inclusiveness of the task.
This will provide a way of reflecting critically on the teachers and learners’ experiences
of IBL to assess its inclusiveness. In addition, this might lead to improved practice, as it
could increase IBL’s ability to cater for a range of diversity within the classroom. Given
the growing popularity of IBL in the previously stipulated context of independent schools,
it is critical to understand its inclusiveness from the point of view of both the teachers’
and learners’ perspectives. As this study progresses, the topics, variables and questions
could be adapted and modified.

1.6. Research Questions
1.6.1 The main question of this research study is: To what extent do the experiences

of an inquiry-based learning pedagogy promote inclusive participation?

1.6.2. Sub-questions include:

1.6.2.1. How do the teachers understand and take into consideration the learners’
learning needs through IBL?

1.6.2.2.  How do the teachers’ experiences of the IBL pedagogy contribute to the
promotion of inclusion?

1.6.2.3. How do the learners’ experiences of the IBL pedagogy indicate inclusive
practice?

1.6.2.4. To what extent do the individual perspectives, from both the teacher and the

learners, reflect congruence in their experience of inclusivity during IBL?
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1.7. Delimitation of the Study

This study will be delimited to research focused on IBL. There could be alternative
pedagogies that would result in an inclusive environment. However, these different forms
of teaching and learning are beyond the scope of this study. The current study will only
focus on inquiry and problem-based learning as examples of potentially inclusive

pedagogies.

A further delimitation is the research’s context and the sample of participants. The
research scope was limited to three independent girls’ schools in the northern area of
Johannesburg, which were currently implementing the targeted pedagogy as part of their
curriculum. The sample was limited to intermediate phase teachers and learners. These
sampling decisions were made in order to provide some consistency in the results. The
learners were from similar contexts, which might eliminate other mitigating factors that
could affect the findings. This choice removed state schools, boys’ schools and
coeducational independent schools from the study, as well as learners from other phases

in the schooling system.

1.8. Breakdown of Chapters
Chapter 1: Introduction and Background of Study

This chapter provided relevant background information, and the problem statement was

described. The purpose and objectives of the study and research questions were defined.
Chapter 2: Literature Review

This chapter describes the conceptual framework and theoretical perspective. As part of
the literature review, current ways on defining IBL and inclusion are discussed. Next,
research on IBL in a South African context is examined. Finally, research on the

accommodation of learners with diverse needs, using IBL as a pedagogy, is discussed.
Chapter 3: Research Design and Methodology

This chapter discusses the research methodology and design of this study. I discuss the
following: sampling (size, method, and selection); data-collection methods (interviews,
observations, and document analysis); ethical considerations; reliability, validity; and,

data analysis procedures.
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Chapter 4: Presentation of Data

This chapter presents the findings gathered from the research study. All the data collected
from the different data-collection tools are presented separately. This includes document

analysis, self-reflection questionnaires and both teachers and learners’ interviews.

Chapter 5: Findings and Discussion

This chapter will discuss the findings presented in Chapter 4. This discussion will be
based upon the research questions presented in Chapter 1 using the literature presented in
Chapter 2. The chapter will deliberate on themes, trends and conclusions extrapolated

from the data.
Chapter 6: Overview, Recommendations and Limitations

This final chapter briefly provides a general overview of the research. Then it presents
the recommendations based on this study, and it provides limitations that could impact
the applicability of the findings. Finally, it makes suggestions for topics that could be
expanded on for further research.

1.9. Conclusion

This chapter discusses the requirements of an inclusive pedagogy, namely, that all
learners have the ability to participate fully within the school curriculum. The focus of
my research is whether IBL allows for the full participation of all learners and whether it
could be considered as an inclusive pedagogy. As evidenced through my research, this
does seem to be the case, however, scaffolding needs to be put in place in order to make
inclusion more successful. In the following chapter, I will look at all relevant concepts,

theories and literature that relate to both inclusion as well as IBL.
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CHAPTER 2: REVIEW OF THE LITERATURE

“Give the pupils something to do, not something to learn; and the doing is of such a
nature as to demand thinking, or the intentional noting of connections; learning

naturally results” (Dewey, 1923, p. 181).

2.1. Introduction
My research on learners and teachers’ perspectives on the effectiveness of IBL strategies

as an inclusive pedagogy entails a thorough review of the current literature. This includes
a conceptual framework that defines the following concepts: inquiry-based learning;
inclusive education; inclusive practice; inclusive pedagogy; exclusion; scaffolding;
independent schools; and, intermediate phase learners. Next, | will discuss IBL’s
theoretical framework, namely, Piaget’s constructivism, a sociocultural model by
Vygotsky, and Dewey’s cooperative and experiential learning. Then, I will critically
engage with the literature and current research pertaining to inclusion and how a
pedagogy is judged as inclusive or not. | will also discuss IBL and how its definition and
interpretation impact on its implementation. Finally, 1 will look at the relationship
between IBL and its potentials as an inclusive pedagogy, by focusing on examples of

research into its implementation in various contexts.

2.2. Conceptual Framework
A conceptual framework is where a researcher defines and expands upon the key concepts

used in the research. Key concepts are often interpreted and discussed so that the
relationships between the concepts are established (Badenhorst, 2007). The key concepts

relevant to this research are discussed in the following sections:

Inclusive Education

Inclusive pedagogy

Inclusive practice

Inquiry-based learning (IBL)

Context :Intermediate phase learners and Independent schools (ISASA affiliated)

Figure 2. 1. Conceptual Framework Map
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2.2.1. Inquiry-based learning
Kirchner (2006) grouped IBL, discovery learning, problem-based learning, experiential

learning and constructivist learning under the same umbrella. He defined these terms as
a minimally guided approach to learning, where learners discovered and constructed
knowledge for themselves, after being given only essential information. However, there
were conflicting views and subtleties in the definitions found in the literature, which will
be addressed further in the chapter. Spronken-Smith, Bullard, Ray, Roberts and Keiffer
(2008) defined IBL succinctly: “IBL is essentially a question-driven, philosophical
approach to teaching that involves active, student-centered learning. The teacher acts
principally as a facilitator or mentor, guiding and encouraging students through the
inquiry process” (p. 71). For the purpose of my research, | have adapted the above
definitions, and defined IBL in the following ways: It is learning, which is centralised
around a problem or question; the learners are required to solve a problem by peer
collaboration and via teachers’ facilitation; and, to construct knowledge and skills through

a process of discovery and inquiry.

2.2.2. Inclusive education
In some countries, inclusive education was seen as an approach to meet the educational

needs of children with disabilities. However, the concept of inclusion was more broadly
defined internationally, because it was envisioned as an opportunity to address a diversity
of learners in a classroom in a manner which included all (Ainscow & Kaplan, 2005).
Inclusion was also about fair and socially just approaches, where learners felt part of their
communities (Dharan, 2015). In addition, this definition of inclusive education was also
seen as a process of growing participation and ensuring a decrease in exclusion from the
culture, community and curricula of conventional schools (Booth, Ainscow, Black-
Hawkins, Vaughan, & Shaw, 2002; Abels, 2015). As seen by these varied interpretations
there are contestations and disagreements around the meaning of inclusion and this leads
to differential understandings and enactments of what constitutes and can be classed as
inclusive (Florian & Spratt, 2013). In my study, | have defined inclusive education as the
full and meaningful participation of all learners with diverse needs in a specific classroom

setting.
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2.2.3. Inclusive practice
Florian (2009) defined inclusive practice as “the actions and activities, the things that

staff in schools do, that give meaning to the concept of inclusion” (p. 814). Florian and
Spratt (2013) assert that developing inclusive practice in schools is difficult because of
the different interpretations and enactments of inclusion. I defined inclusive practice as

an activity that allowed for the inclusion of all in the learning process.

2.2.4. Inclusive pedagogy
Florian and Black-Hawkins (2011) describe an inclusive pedagogy as one where the

teaching strategies would increase the participation and achievement of all learners.
Florian (2015) adds that an inclusive pedagogy is an approach to teaching which improve
the educational opportunities for all within the classroom. According to Englebrecht and
Green (2018), an inclusive pedagogy aimed at raising the achievement of all learners,
while preserving the inclusion of those who were vulnerable to being excluded or
marginalised. However, there was some confusion in South Africa around what
constituted an inclusive pedagogy and there were different interpretations (Makoelle,
2012). For the purpose of this study, | have defined an inclusive pedagogy as a teaching
practice which would encourage the full and meaningful participation of all learners in a

classroom.

2.2.5. Exclusion
Exclusion was viewed as the practice of excluding learners from the learning environment

so that they are unable to participate (Booth, et al, 2002). The White Paper on the Rights
of Persons with Disabilities (2016) defined exclusion as ‘“socially isolating or
marginalising an individual or group on the basis of discrimination by not allowing or
enabling them to fully participate and be included in society” (p. 20). For the purposes of
this study, | have defined exclusion as the act where learners, for whatever reason, were

in some way left out and were unable to participate in learning.

2.2.6. Scaffolding
Scaffolding could be viewed as the guidance provided by the teacher to help learners

participate so that they are able to achieve what they may not have unassisted. It consists
of tools used to assist and enhance the learner’s performance in a task or activity (Belland
& Drake, 2013). It therefore, is as a tool that can be used to increase the inclusive potential

of a task as it could increase the participation of all learners (Abels, 2015). Abels (2015)
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listed tools, such as mnemonics, prompting, feedback, graphic organisers, peer tutoring,
differentiated materials and targeted questions as examples of scaffolding. For the
purpose of this study, I have defined scaffolding as any input given to provide support in

achieving the goals of a task.

2.2.7. Independent schools
Independent schools are schools in South Africa that are funded by private stakeholders,

these schools were included in the sample of this study. In contrast, public schools are
funded by the state, these schools did not form part of the study. The schools that
participated in my study belonged to a regulative body called the Independent Schools’
Association of Southern Africa (ISASA). This regulative body required schools that are
members to meet certain criteria, such as an Equity and Diversity policy, which
encouraged associated schools to embrace inclusive practices (Walton, Nel, Hugo &
Muller, 2009).

2.2.8. Intermediate phase learners
The focus of my research was on learners in the intermediate phase of schooling, which

included Grades 4, 5 and 6, where the learners’ ages ranged from nine to about 13 years
old. Older and younger learners, from different phases of schooling, where not included
as part of this study.

In the next section, I discuss the various theoretical frameworks on which IBL was based.

2.3. Theoretical Perspectives
The theoretical frameworks which inform IBL are constructivism, the sociocultural

model and, of specific importance, experiential learning. | endeavour to show how the
theories of Piaget (1936), Vygotsky (1978) and Dewey’s (1923) have impacted and
influenced IBL in that the basic tenants of their theories can be found in IBL. Together
learning ideologies, such as constructing one’s own knowledge, subjective experiences,
collaboration and context, cooperative and experiential learning, are fundamental to the
establishment of this pedagogy. Active inquiry is an essential component to IBL, and |

use this approach and the theoretical frameworks that inform it in my research.
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2.3.1. Constructivism
The core idea that informed constructivism was that learners constructed their own

knowledge as they acted in the world (O’Loughlin, 1992). This was also a fundamental
aspect of IBL in that learners were encouraged to be actively engaged in their learning.
Piaget’s view was biological, because he described the development of knowledge as a
spontaneous sequence of stages, not unlike the stages you see in growth in the natural
world, and where learning was triggered by specific situations (Arnold, 1985). Learning
therefore occurred through an assimilation and accommaodation of this information by the
individual (Piaget, 1976). A critique of Piaget’s constructivism was that it ignored the
subjective, the importance of culture, power relations and dialogue within a classroom
(O’Loughlin, 1992). This is unlike IBL, which encouraged connectedness and
collaboration. Piaget’s constructivist ideals were evident in IBL when the learners were
asked to respond to and explore a question or problem. They were required actively to
construct their own knowledge and understanding of the discovered knowledge. An IBL
unit of work is formulated by using thought-provoking questions and problems.

2.3.2. The sociocultural model
Piaget’s constructivism missed a key aspect of IBL, which was discovery through

collaboration (Arnold, 1985). Vygotsky addressed this issue, as he highlighted that
learning and development was a social process: The construction of knowledge occurred
through social interaction, namely, with a mediator (Vygotsky, 1978). He emphasised
that the use of language and communication was an integral part of interaction, learning
and development (Arnold, 1985). The sociocultural approach to learning embraced social
phenomena, such as the following: principles of apprenticeship; conversation and
discourse; guided instruction; self-regulated learning; and, learning through cultural and
historical contexts (Trent, Artiles & Englert, 1998). To be effective mediators of learning,
teachers should have accurate knowledge of their students, so that the teachers focus on
the students’ strengths and their individual zone of proximal development (ZPD) (Trent,
Artiles & Englert, 1998). Scaffolding is a term that can be used in place of or in
conjunction with the ZPD (Glassman, 2001). Advocates of IBL used scaffolding to make
learning more effective in IBL and teachers are seen as mediators in the learning process.
The sociocultural model placed importance on an individual’s meaning making through

engaging with the social, historical and cultural contexts in a learning situation. This
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meant that the learners were able to make their own meaning in a subjective way, yet this
was done by interacting with diverse learners within their environment. It was the
“dialectical interaction” (p. 810) between the setting, the individual, the product and the
activity that created meaning (O’Loughlin, 1992). This idea spoke not only to an IBL
pedagogy, but also to an inclusive ideology. The sociocultural model suggested the
importance of interaction, collaboration, meaning making and scaffolding, which
contributed to our understanding of IBL. Added to that its focus on the benefits of learning
from the diversity within the learner’s environment. It is relevant when it relates to IBL
as inclusive because if it follows the tenets of this model IBL should cater for and embrace
a diversity of learners.

2.3.3. Experiential learning
Dewey’s work was of pivotal importance to IBL, as this philosopher highlighted the value

of inquiry in education (Spronken-Smith, Bullard, Ray, Roberts & Keiffer, 2008). Both
Dewey and Vygotsky shared similar ideas concerning the relationship between activity
and learning, because Dewey influenced some of Vygotsky’s early work. Some of the
similarities between the two were: A focus on activity as integral to learning; the
importance of everyday activities; history as part of the educational experience; and, the
importance of social interactions. These characteristics all informed IBL. However,
Dewey and Vygotsky differed slightly, as the former was more concerned with the
individual as a thinker who questioned experience within a society, whereas the latter saw
societal goals as integrated into the learning experience (Glassman, 2001). Dewey (1923)
promoted “learning by doing” (p.217) or active learning and he spoke of the important
relationship between learning, experience and learner reflection. This relates directly to
the role of active learning which is encouraged as part of IBL. Another of Dewey’s key
ideas was that activity and thought were intertwined in a single learning experience,
which led to free inquiry, because “experience is synonymous with education”
(Glassman, 2001, p. 8). Dewey (1923) stated that this kind of learning led to an enriched
society. Dewey saw experience as dedicated to the solving of problems. He stressed the
importance of engaging learners in projects that appealed to and interested them. This
focus on solving problems and the answering of relevant questions was directly related
to IBL. Dewey also saw diversity as a vital component in any educational experience

(Glassman, 2001), and that inquiry and diversity were related. Dewey (1923) stated,
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“Education would soon reach a static limit in each class, for only diversity makes change
and progress” (p. 104). By applying this idea to IBL, it showed IBL’s potential to be an
inclusive pedagogy. Dewey’s views on education correlated to IBL, because he included

experiential learning, cooperation with others, as well as the solving of problems.

By applying an inquiry-based approach to research, | used active observation and
interviews to answer the main research question posed in this study. The theoretical
framework of constructivism, the sociocultural model and experiential learning thus
informed both my conceptual framework and the practical research I conducted in the

classroom.

2.4. Critical Engagement with Relevant Literature

2.4.1. Inclusion
Inclusion could be viewed as a process of addressing and responding to diverse learners’

needs through increasing their participation in learning. These envisioned changes and
modifications to the content, structures and approaches to learning in order to educate all
children (UNESCO, 2005). It became the school’s responsibility to change in order to
address all the learners’ needs, rather than to expect the learners to make any adjustments
(Makoelle, 2014; Forslund Frykedal & Hammer Chiriac, 2018). Diversity could make a
contribution to everyone’s learning, however, this is not necessarily the perception in
reality (Abels, 2015). Learning ought to be made accessible for all, and not structured so
that it was suitable for most learners with some differentiation for others (Florian &
Black-Hawkins, 2011).

When examining an inclusive environment, it was important to evaluate the teacher’s
role. Vayrynen (2015) enumerated four teacher competencies necessary for inclusion:
First, to appreciate the value of students’ diversity; secondly, by supporting and having
high expectations for learners; thirdly, by working with other teachers, parents and
professionals; and, fourthly, by being lifelong learners themselves. The attitudes and
expectations are important in setting the tone for a pedagogy to be considered inclusive.
These various attributes need to be examined closely when analysing whether the

teacher’s role in IBL encourages inclusion or not.

To assess whether a practice could be characterised as an inclusive pedagogy, Florian and

Black-Hawkins (2011) listed conditions that were required to be met. First, there needed
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to be a shift in focus away from concentrating on learners with special needs to learning
for all. This entailed making learning opportunities available to everyone and to focus on
the ‘what” and ‘how’ of what happened during the learning rather than ‘who’ was doing
the learning. Secondly, there should be a movement away from deterministic beliefs about
ability, and that ‘others’ could hold their peers back. This entailed a belief that all children
could make progress, but by focusing on the following: what the learners were able to do
rather than on what they cannot; by using a variety of heterogeneous grouping strategies;
and, by using formative assessment to support learners. Finally, is a change in teachers’
perception, from seeing difficulties in others as deficits in the learner to a movement
towards seeing these difficulties as challenges for new ways of working and providing
support. This involved teachers experimenting with new ways of working to support all
learners, working with other adults in a way that respects the learners’ dignity and
continued professional development to develop more inclusive practices. In this research,
| assess whether IBL could be considered as an inclusive pedagogy, by taking the above
factors into account. Next, | discuss how IBL was defined in the literature and how this

impacted on its implementation.

2.4.2. Inquiry-based learning
In order to investigate the effectiveness of IBL, it was important to have a clear

understanding of the nature of IBL and its features. However, this was challenging, as
there were varied interpretations of what constituted IBL. There were some common
characteristics that ran through the various interpretations, but there were also some subtle
differences between the different approaches to learning. In the literature, | noted that
terms such as inquiry-based learning and problem-based learning were at times used
interchangeably as synonymous and at other times their characteristics were clearly
delineated as separate approaches to learning. As part of this discussion, I considered the
various interpretations of IBL found in the literature, and with a view that the three
schools 1 investigated might also have their own interpretations and applications in
practice. Inquiry is not a new teaching approach, because it has been around since
Socrates’ time. According to Dewey the curiosity and interest of the learner will instigate
and maintain an inquiry (Tirkmen, 2009). Dewey and Vygotsky saw inquiry as based on

an open-minded approach to solve problems and the learner’s interest in the inquiry was
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motivation for their continued learning. The learner confronted and displayed interest in
issues that were not easily resolved by their current thinking (Glassman, 2001).

Hmelo-Siver, Duncan, Ravit and Chinn’s (2007) insisted that a distinction needed to be
made between inquiry learning, project-based learning and learning which was minimally
guided. Hmelo-Silver et al. (2007) asserted that project-based learning and inquiry
learning were not examples of a constructivist, discovery-based approach with minimal
guidance. Instead, they defined project-based learning as a situation in which learners
“learn content, strategies and self-directed learning skills through collaboratively solving
problems, reflecting on their experience and engaging in self-directed inquiry.” (Hmelo-
Silver et al., 2007, p. 100). They defined inquiry learning in an alternative manner,
because learners “learn content and discipline-specific reasoning skills and practices by
collaboratively engaging in investigations” (Hmelo-Silver et al., 2007, p 100). The main
difference between these two approaches is the focus, which is either on problems as
opposed to investigations, however, both approaches emphasised collaboration and that
the learners were involved in an activity as part of learning. This meant that the learners
were actively and cognitively engaged in making sense of an authentic problem or
question. All the learning and activities were organised around this question. The learners
developed evidence-based explanations and were responsible for communicating their
ideas. The teacher played a key role in facilitating and mediating the learning process by

providing extra information and guiding thinking on content during lessons

Guven and Duman (2007) highlighted the collaborative, student-centredness and
integrative approach to real-world issues of problem-based learning (PBL), which
involved an in-depth investigation into selected topics. They suggested that this approach
developed creative and reflective thinking as well as problem-solving skills. Tiirkmen
(2009) listed the steps of inquiry as following: asking questions; investigating solutions;
and, creating knowledge by gathering information, discussion as well as reflection. Each
of these steps followed naturally to another, which allowed for “authentic teachable
moments” (Turkmen 2009, p. 2). Further, Turkman (2009) highlighted that there was
disagreement among some teachers as to whether the emphasis of the inquiry was based
on an activity itself or the knowledge created through an activity. The teacher provides

and enables a collaborative and social environment which is supportive to learning.

26| Page



Spronken-Smith, Bullard, Ray, Roberts and Keiffer (2008) posited that the relationship
between IBL and PBL was not well defined. They noted that PBL was the better-known
pedagogy, because there was more research and published literature that pertained to
PBL. However, both used an inductive approach, which was determined by student
engagement. PBL looked at problems which had known answers, and it had a shorter time
scale. Spronken-Smith et al. (2008) defined PBL as a subset of IBL. In that they saw IBL

as an umbrella term for different forms of inquiry, including those based on problems.

The above discussion showed that there was not much agreement about the subtle
differences between these types of learning and their definitions. However, there are
common ideas, such as active learning around a central problem/question with peer
collaboration, as well as using teacher mediation, facilitation and scaffolding. This made
it vital to investigate how the various schools, that participated in this study, interpreted,
defined and practiced IBL. The implementation of an IBL lesson may differ from school
to school, and this research aimed to note the teachers’ level of guidance and scaffolding
at the respective schools. As part of the investigation, the specific approach that a school
adopted to IBL was outlined. In addition, the ways a school understood and implemented
the teachers as well as the learners’ role was noted. This would be reflected in the
classroom by the learner’s level of independence, activity level, degree of collaboration
and final communication of ideas as evidence of learning. This information was garnered
through document analysis of a school’s planning as well as by observation and reflection.
Once a clear understanding of how a school defined and applied IBL was established,
then I could evaluate whether the teachers and learners’ experiences of this pedagogy was

inclusive or not.

2.4.3. Inquiry-based learning as an inclusive pedagogy
In my literature review on IBL within the inclusive classroom, | address the following:

first, the gap in research and the prominence of IBL in certain learning areas; secondly, |
discuss the need for scaffolding; thirdly, | deliberate on the ability of IBL to address
diversity, particularly with children with learning difficulties; and finally, I discuss the

roles of group members in mixed-ability groupings for effective collaborative learning.
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2.4.3.1. IBL and research
There was a definite gap in the literature around the implementation of IBL by focusing

on inclusion, as research in this area with school children appeared limited (Filippatou &
Kaldi, 2010). There seemed to be more research on problem-based and project-based
learning. As some of the main features were similar, I highlighted aspects of this research,
as well as research on IBL. Most of the research on IBL was mainly focused on science
teaching, although the research was applicable to different learning areas. An interesting
study on the application of IBL to geography was completed by Spronken-Smith et al.
(2008). They used an IBL format in various ways and concluded that it led to an improved
understanding of the content, enjoyable learning, and a greater sense of achievement by
leaners once complete. The limitations they identified were due to time, group dynamics
and some group members, when working in groups, felt a lack of security and a sense of
frustration. Spronken-Smith et al. (2008) listed various ways in which facilitation and
scaffolding of IBL was necessary. These included building in previous activities,
questioning techniques, supporting learners, allowing reflective activities, providing

reassuring feedback, monitoring and challenging the learners in an atmosphere of trust.

2.4.3.2. Scaffolding
According to Abels (2015), IBL was a recommended pedagogy for inclusive practices.

In her study on IBL in a science and chemistry classroom, she highlighted the importance
of scaffolding as a tool to make IBL inclusive. Abels (2015) defined this scaffolding as
“careful guidance” (p. 83). In her case study, she demonstrated how scaffolding had had
a significant impact on the learners’ ability to be able to participate in the learning. She
highlighted that it was important to assess the learners’ level accurately to provide the
correct scaffolding for their needs, and to identify their ZPD. This could be achieved
before the lesson during planning and also spontaneously while the lesson progressed. |
will investigate whether scaffolding has a significant place in the planning and
implementation of the IBL program in the classrooms used for my research, and I will

also explore the impact of scaffolding as practiced in the classroom.

2.4.3.3. Diversity
Filippatou and Kaldi (2010) found that learners with learning difficulties benefitted from

project-based learning through group work in terms of an increase in motivation,

acceptance of others and heightened engagement during the task. The learners themselves
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preferred the experiential learning over more traditional methods. In their study, they
found an overall improvement in perceptions and attitudes towards group work.
Filippatou and Kaldi (2010) asserted that project-based learning was an inclusive
approach, as it allowed all learners the opportunity to work to the best of their ability. The
learners who had learning difficulties were able to engage at their own level to meet
academic and social goals. Yet, Filippatou and Kaldi (2010) acknowledged that learners
with learning difficulties could find aspects of this type of learning challenging, as there
was a required level of baseline skills in reading and writing that they might not have
acquired. As a result, this approach could have an impact on a task that used secondary
sources, which would need to be adapted. Alternatively, some individualised instruction
was needed to engage learners fully in the process. This type of accommodation depended
on the unique needs of the class and the range of diversity found in a classroom, but this

qualification was not only relevant to learners who experienced difficulties with learning.

2.4.3.4. Group collaboration
Belland, Glazewski and Ertimer (2009) studied the roles and group dynamics in mixed-

ability inclusive classrooms using PBL. They found that while group members were
primarily concerned with their own learning, they were also able to fulfil different roles
within the group. This situation helped to offset each other’s shortcomings, and it helped
them to solve the problem. The group members valued their peers’ input and this included
diverse learners who had different needs. These learners benefitted, because they were
able to solve problems, engage and use self-directed learning more effectively. However,
the teachers had to challenge and guide the learners’ thinking to avoid their
misconceptions and misinterpretation of information. This showed how important it was
for the teachers to promote effective group interactions. The teachers needed to be
cognisant of the different members’ roles, so that the teachers were able to direct the

learners’ choices of roles.

Forslund Frykedal and Hammer Chiriac (2018) presented a Social Independence Theory,
which was developed by Johnson and Johnson (2002, 2013). This listed five elements
that were necessary for effective collaboration: First was “positive interdependence”, and
for each member to be linked to a group by shared goals; secondly, there was “individual
accountability”, where each member was responsible for a portion of a group’s work and

also to aid others; thirdly, there was “face-to-face promotive interaction”, where group
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members encouraged each other to participate unreservedly; fourthly, there needed to be
“interpersonal and small group skills”, which emphasised the ability to communicate and
resolve conflict; finally, “group processing”, where members discussed and evaluated
their own work (p. 4) These necessary skills should ensure that group work would be
effective, however, if they were not present, then they could lead to exclusion within
groups. Leman (2015) stated that collaboration in groups could be unproductive at times,
as this depended on the group’s dynamics. This meant that teachers needed to be careful
about how they set up conditions to allow for meaningful collaboration. In addition, the
group members should be encouraged to reflect on their work as well as their roles within
the group (Belland, Glazewski & Ertimer, 2009). This was one of the reasons why | felt
that a guided self-reflection could be a valuable data-collection tool for my research. By
gaining feedback from both teachers and learners on the group dynamics when working
on the IBL task, this could help to gain an understanding of IBL’s contribution to

inclusivity or the lack thereof.

The literature on IBL and its effectiveness as an inclusive pedagogy was largely based on
international studies. The theoretical underpinnings found in Piaget, Vygotsky and
Dewey’s theories all contributed to my understanding of IBL and its value as an
experiential, collaborative and problem-based pedagogy. However, the question of
whether IBL allowed for the full and meaningful participation of diverse learners within
a single classroom needed to be examined further. The potential for IBL to be inclusive
required research in classrooms, as it needed to be established as to whether or not it met
the requirements for an inclusive pedagogy within the schools. Further, an interpretation
of this research’s findings as to how the respective schools implemented IBL would also
require an understanding of this theoretical framework. It was challenging to find South
African based research on IBL, particularly in relation to inclusion, and I found a limited
amount of research conducted in South African independent schools. This research aimed
to discover whether the same trends identified in the international studies held true in the

South African context.
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2.5. Conclusion
This chapter provided a review of the relevant literature on the inclusiveness of IBL, and

all the relevant terms were defined in the conceptual framework. The theoretical
frameworks that contributed to an understanding of IBL were the following:
constructivism; a sociocultural approach; and, experiential and active learning. These
theoretical frameworks were briefly explained and their contribution to IBL unpacked.
Finally, this chapter deliberated on the current literature and research on inclusion in
relation to IBL. The next chapter details and discusses the methodology used in the study

to answer the research question.
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CHAPTER 3: RESEARCH DESIGN

“When there is corroborating evidence from qualitative and quantitative data,
conclusions may be drawn with more confidence, and generalization of qualitative
findings becomes possible” (Bernhard, 2019, p. 63).

3.1. Introduction
The purpose of this study, as stated in Chapter 1, is to evaluate the effectiveness of IBL

as an inclusive pedagogy. This evaluation is done from the teachers and learners’
perspectives. It compares the extent to which there is congruence between their
perceptions and experiences. This study aims to give teachers and learners a voice to

describe their own experiences of IBL.

In order to achieve this aim, this chapter discusses begins with a discussion on the
paradigmatic perspective and philosophical assumptions used in this study to examine
IBL. The methodology utilised is then discussed in detail, namely a mixed methods
approach, and the use of embedded design. In addition, | explain the instruments utilised
to collect the data, as well as the context and participant selection. | will provide clarity
on the procedures for data analysis and finally, address issues of trustworthiness and

ethics.

3.2. Paradigmatic Perspective
The paradigmatic perspective and lens that | used to examine IBL was that of

interpretivism. This paradigm proposed a view that showed the world as complex and
ever-changing, where it was experienced, constructed and interpreted by people. It
therefore used human interactions to build a subjective reality, and meaning was
constructed through social interactions (Thanh & Thanh, 2015). Knowledge was not only
understood through observation but was also constructed through individuals’ subjective
beliefs and values. This meant that knowledge was about the way people gave meaning
to their lives (Thanh & Thanh, 2015). Relating this paradigm to the research, it showed
the importance of appreciating every participants’ understanding of IBL. It is their
subjective experience of the pedagogy that would inform its application as an inclusive

way of teaching and learning.
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A second lens that | used to examine IBL was that of inclusion. It is important to be
cognisant of how diversity in the classroom was considered to ensure that each learner
had the opportunity to participate fully and meaningfully in their learning. Many of the
studies | found were based on international literature. It is therefore valuable to educators
and researchers, to gain insight into how South Africa has implemented and progressed
regarding inclusion, especially with relevance to IBL. During my research in the three
independent schools, it was vital to assess all the activities through the lens of inclusion,
insofar as it helped to evaluate the level of inclusion that IBL afforded the learners. There
were various societal and contextual challenges that impacted on inclusion (Engelbrecht,
2006). This meant that it was important to consider various mitigating and contextual
factors, so that inclusive education was shown to be a continually developing ideal. That
inclusion is not a fixed formula but adapts to the needs of the class. When assessing the
participation of the learners in the IBL lesson, it was important to be aware that eternal
factors, such as learners’ knowledge and skills, might have an impact on the inclusive

potential of this pedagogy.

Walton, Nel, Hugo and Muller (2009) looked at how inclusion was implemented in South
African independent schools, which was the context that | chose to conduct my research.
They highlighted a gap in the research in this context, as they found that most of these
schools included learners with barriers and employed inclusive practices as defined by
international literature but there was research lacking in this regard. It was an important
part of my research to describe the various schools’ approach to inclusion through
classroom observations, teacher self-reflection questionnaires and reference to an
acknowledgement of diversity in their planning. It was through locating the specific
schools’ values and overall approach to inclusion that | gained a clearer picture on how
this might affect the development of their IBL lesson. This was relevant to my research,
as it provided important contextual knowledge that helped to inform how the learners and

teachers perceived their respective experiences.

33| Page



3.3. Philosophical Assumptions
An awareness of the researcher’s assumptions was important in a study, as these

influenced the decisions made about research process (Scott & Morrison, 2006).
Researchers bring their own world views, paradigms and beliefs to a study, which would

inform the research (Creswell, 2007).

3.3.1. Ontology
Ontology is the researcher’s position on the “nature of reality” (Scott & Morrison, 2006,

p.85). The idea of multiple realities was embraced in this study, as it accepted that the
participants’ view of reality would be subjective and valid. The implications for this
research was that the study would include numerous examples of the participants’
quotations and the identification of themes that depended on their feedback received from
observations, questionnaires and interviews. There should be evidence of differing
perspectives because the individual’s experience of the learning may differ (Creswell,
2007). The main ontological assumption that informed this study was relativism, because
it assumed that there was no absolute knowledge. Instead, people’s interactions
influenced their perceptions of reality and their beliefs were informed by their society
(Scott & Morrison, 2006). In this study, the participants’ views on IBL were relative to
their experience, and they were also influenced by their society, culture and school. An
understanding of the participants’ experience of this reality was based on their feedback

via the self-evaluation questionnaires, extensive interviews and classroom observations.

3.3.2. Epistemology
Epistemology refers to how researchers know the reality that they try to describe, and it

is closely linked to ontology. The epistemological assumption that informed this study
was that of social constructivism, which is also an assumption linked to relativism. Social
constructivism thus assumed that meaning was not created, instead it was constructed.
There was a social dimension to this construction of knowledge, as humans were born
into a culture that informed their understanding of meaning. In turn, this meaning could
also be socially mediated (Scott & Morrison, 2006). It was thus important to understand
the participants’ perception of reality in this study. The interview process became a
fundamental data-collection technique, because it provided the participants with an
opportunity to expand on their own perceptions. Creswell (2007) stated that the

relationship between the researcher and a participant was important, as it was through the
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interview process that a participant’s reality would be discovered. This meant that the
researcher needed to spend time with the participants in their context, in order to lessen

the distance between them and to become a part of their environment.

3.3.3. Axiology
Axiology articulates the role of values in research. The researcher needed to acknowledge

that biases existed and that data was value-laden. According to Cresswell (2007), it was
important to discuss these values openly, because they have an impact on the researcher’s
own interpretation as well as on the participants’ narratives. This research had to establish
the participants’ values and attitudes regarding IBL and inclusion, as these views would
have an impact on their feedback in all of the interactions with them. As the researcher, |
needed to acknowledge that my own values have had an impact on this research, therefore
it was important to place myself explicitly in this research and to recognise those views
(Creswell, 2007). I particularly needed to state that | value IBL as a worthwhile pedagogy,
because it could potentially accommodate all learners. This admission of my own bias

might ensure that it would not necessarily impact on the participants’ reflections.

3.3.4. Methodology
The research methods used in this study were informed by the researchers’ ontology,

epistemology and axiology. The research methods used were inductive, because these
methods and strategies were shaped by the researcher’s experience and they were also
influenced by the process of collecting and analysing the data. As a result, | modified the
study depending on the scope and details of the data collected (Creswell, 2007). The
approach | adopted was a mixed methods research, with an embedded design. This meant
that this study was mainly qualitative with a small quantitative aspect (lvankova &
Creswell, 2009). The qualitative aspect of this study was phenomenological, as it
examined the participants’ experiences of IBL. This study also tried to discover what the
participants had in common as they experienced their learning (Creswell, 2007). The
choice of methodological approach suited the ontology, epistemology and axiology
discussed in previous sections. In the final analysis, | have endeavoured to present a
composite description of IBL, which was based on all the participants’ experiences
(Creswell, 2007).
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3.4. Research Methodology and Design
The approach chosen for this study was mixed methods, and the reason for this choice

was that it combined both qualitative and quantitative approaches that allowed for a
“fuller overall research picture” (Scott & Morrison, 2006, p. 158). It was pertinent to this
study to collect not only the participants’ one-on-one perspectives, but also to gather data
on a larger scale by discovering the learners’ overall experiences in the sample. This led
to the employment of both qualitative and quantitative strategies as data-collection
techniques. These strategies provided a more complex and comprehensive investigation
(McMillan & Schmacher, 2010). The mixed methods approach facilitated my ability to
provide a summary of the findings by using numbers as well as an in-depth description
of contexts and experiences (Lodico, Spaudling & Voegtle, 2006).

This research design met some of the criteria for triangulation, because both the
qualitative and quantitative data were collected at the same time. To some extent, the
strengths of each method were used to counterbalance the weaknesses of the other. The
main advantage of the mixed method design was that as it contained the strengths of both
the qualitative and quantitative designs, therefore it might achieve a more complete and
valid result (McMillan & Schmacher, 2010). These findings could be used to validate
each other (Scott & Morrison, 2006). This study qualified as an embedded design, this is
due to that fact that its approach and data-collection strategies were mainly qualitative in
nature however there was a component of the quantitative approach embedded in the
qualitative design. This means that the methodology that guided the study was
predominantly qualitative in nature. However, the quantitative aspect, namely the
questionnaires, also informed the research, as it helped to describe the learners’ feelings
across a broader context (lvankova & Creswell, 2009). The qualitative and quantitative

components of the research is explained in greater detail in the next section.

3.4.1. The quantitative component of the mixed methods approach
Quantitative designs come from a different theoretical background to qualitative designs.

They value empirical, value-free data as opposed to personal perspectives, which may
include anecdotes (Lodico, Spaudling & Voegtle, 2006). Reconciling these different
views in one design required a clear notion of the purpose of using quantitative data for
this study. The aim of the self-reflection questionnaires and the quantitative data extracted

from the questionnaire, was to determine trends in the participants’ experience. This
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allowed for some objectivity in the description and measuring of the participants’
experiences (McMillan & Schmacher, 2010). It also provided some statistical data that
enhanced the information collected from the observations and interviews. The
quantitative data was thus able to support the rich descriptions and observations that the

qualitative data provided.

My sample group was relatively small, because there were just over one hundred learners
sampled. The design was nonexperimental, which allowed for the data gathered via the
self-reflection questionnaire to describe the learners’ experiences of IBL, without any
manipulation of the conditions they experienced (McMillan & Schmacher, 2010). This
nonexperimental design was descriptive and to a certain extent comparative. It was
descriptive as it described the learners’ feelings of inclusion while they were learning.
However, it was also comparative, because these experiences formed the basis of
comparison among the three schools selected for this study (McMillan & Schmacher,

2010). Next, I turn to an explanation of the qualitative design component.

3.4.2. The qualitative component of the mixed methods approach
This research tried to interpret the participants’ subjective experiences (Cohen, Manion

& Morrison, 2011). It also aimed to gain a deep understanding of my research question
(Creswell, 2012). While this research was a small-scale study, because it was located in
three schools, it used an interpretive approach to understand the participants’ views and
experiences of IBL. A qualitative approach allowed for the gathering of anecdotal and
reflective data, so that as the researcher, I gained an understanding of their experiences
by attempting to explain their interactions within the IBL experience (Cohen et al., 2011).
Using a qualitative approach, | aimed to describe and understand how IBL was applied
within three specific contexts and to ascertain how inclusive these applications were.
According to Lodico, Spaudling and Voegtle (2006), qualitative research is research
which included interviews, observations and document analysis. All three of these

components formed part of my data-collection strategy.

The advantages of using a qualitative approach were the following: it allowed the views
of different participants to be explored; it permitted a profound investigation into my
central phenomena, namely, IBL and inclusion; it let me explore the variables that |

uncovered in the process of my research; it allowed for some flexibility; and, the direction
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of the study could be guided by the participants’ views. A disadvantage of qualitative
research is that its findings were limited, and they cannot be generalised, because of the

small scale of the research (Creswell, 2012).

The qualitative design of this study was phenomenological in nature, as | tried to discover
the direct and personal experience of those involved in the study rather than assessing the
context from an outsiders’ point of view at face value: “It sees behaviour as being
determined by the phenomena of experience rather than by external, objective and
physically described reality” (Cohen et al., 2011, p.18). In this study, | attempted to gain
an appreciation and understanding of the core of learners and teachers experience with
IBL. The researcher was interested in gaining an individual’s perspective of this study
(Lodico, Spaudling & Voegtle, 2006). This made it important to understand the
participants’ subjective consciousness, because they were involved in a specific
environment. The researcher could gain a meaningful understanding of this consciousness
through the participants’ reflection on their own experience (Koopman, 2017). It is this
consciousness of the participants’ experience with IBL that was reflected in the
interviews. Referencing the teachers and learners’ voices in my study, | used their lived-
in and subjective experiences as the basis for my research. It was their interpretations and
the meaning they attributed to their experiences that formed the basis for my findings on
how effective IBL was as an inclusive pedagogy for the following reason: “The
phenomenologist’s role is to ‘give voice’ to those perspectives” (Lodico, Spaudling &
Voegtle, 2006, p. 16). An account of the sampling strategies employed follows in the next

section.

3.5. Sampling

3.5.1 Context
The study was conducted in three independent, ISASA-affiliated schools in the northern

suburbs of Johannesburg. These schools were all implementing IBL in the classroom. |
focused on learners in the intermediate phase, and the choice of grade depended on which
one was currently running an IBL lesson. The schools were all monastic girls’ schools,
which limited the data collected. To avoid any mitigating factors skewing my results, |
endeavoured to ensure that the schools were as similar as possible to each other. This
required that the ethos of the schools held similar values towards learning, and that was

the reason why I focused only on girls’ independent schools. At these schools, the parents
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were required to pay significantly higher fees, because these independent schools were
not state subsidised. This had a noteworthy impact on the research, as the majority of the
children were from relatively affluent families who could afford these fees. There was

thus less socio-economic diversity among the participants.

3.5.2. Selection of participants
The selection of participants for this study was based on non-probability sampling. |

targeted particular groups while being aware that they did not represent the wider
population. The reason for choosing this form of sampling was that it suited the small
scale of my research. A disadvantage of this form of sampling was that it hindered the
generalisability of my results (Creswell, 2012). Initially | used a form of non-probability
sampling, known as convenience sampling, for the teacher interviews, class observations
and learner self-reflection tasks. Next, | used purposeful sampling to choose participants
for the learners’ interviews and this selection was done through a screening process
(Cohen, Manion & Morrison, 2011).

The use of convenience sampling meant that | used individuals who were proximate to
me or those who were available at the time of the research to serve as respondents. It was
all about ease of access to the participants (Cohen, Manion & Morrison, 2011). In the
case of my study, | conducted the research at the school where | am currently employed,
as well as at two other schools in the surrounding area. The selection criteria for the
convenience sample were the following: the schools had to be currently implementing
IBL; and, they had to be an ISASA independent girls’ school. After consultation with the
heads of the respective schools, | used their suggestions to select a class and teacher in

the intermediate phase that was currently implementing IBL.

The second method for the selection of participants was through the document analysis
and screening of the learners’ self-reflection tasks. | used purposeful sampling to identify
learners who indicated in their self-reflection task that they felt some form of exclusion.
This allowed me to elaborate on the reasons for these exclusive experiences and to get
input from the learners as to what would have made the experience better for them. The
reason for using purposeful sampling was it provided a way to select knowledgeable
participants who were able to describe their experiences of exclusion (Lodico, Spaudling

& Voegtle, 2006). In this study, the knowledgeable people were the learners who, for
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whatever reason, felt excluded from the learning process. This form of purposeful
sampling was negative case sampling, because it sought to disprove the theory that IBL

was an inclusive pedagogy (Cohen, Manion & Morrison, 2011).

3.5.3. Sample size
The aim of my sample size was to include one class from each of the independent schools

so that there would be a total of three classes. These classes were in the intermediate phase
and they were selected at the discretion of the school. It depended on whether a teacher
was currently implementing an IBL unit of work with their class, so two Grade 6 classes
and one Grade 4 class were selected. The sample size was supposed to be three full classes
of about 25 to 28 learners per class. It also included one teacher from each class, which
made a total of three teachers. However, the size of the sample had to be adjusted, because
there were differences in the ways IBL was implemented at the three schools. Two of the
schools implemented their IBL programmes across the whole grade, which increased the
size of the sample. All learners completed the self-reflection task as part of their class
work. However, | only analysed the tasks and observed learners, if both parents and
learners gave their permission to be part of this study. The size of the sample for learner
interviews was therefore dependent on the feedback received from the learners’ self-
reflection task, as well as whether | received consent from both the parents and the
learners. Table 3.1. summarises the number of participants invited to join the study. The
details of those who participated is explained further in Chapter 4.

School Grade | Class/Grade | Number | Age | Scheduling | Timeframe of IBL | Teachers
of Range | of IBL lesson
Learners (approx.)
School 1 6 One Class 28 11-12 | Weekly 1to 2 (2-hour 1
years | timetabled | lesson/s)
School 2 6 Whole 74 11-12 | Weekly 6to7(landa 1
Grade years | timetabled | half hour lessons)
(3 classes) plus extra time
School 3 4 Whole 66 9-10 | Collapsed | Full day for 3-4 3
Grade years | timetable | days
(3 classes) for a week

Table 3. 1. Participants invited to join the study
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3.6. Data-Collection Instruments
| chose a variety of qualitative and quantitative data-collection instruments to inform this

study. This choice acted as a form of triangulation, which was a process of validating
evidence from different sources and through different means (Creswell, 2012). Using an
assortment of data sources and information from different individuals allows researchers
to enhance the accuracy of their findings (Creswell, 2012). The second reason why |
collected the data from multiple sources using different means was to ensure that the
descriptive detail was rich and varied. This added to the narrative as well as understanding
the phenomena under study. In the next section, I discuss the various data-collection

instruments that | chose.

3.6.1. Document analysis
A valuable source of data is document analysis, which helps researchers’ understanding

of phenomena in a qualitative study. Documents consist of private and public records.
The advantages of document analysis are that they are in the participants’ words and they
are ready for analysis without any need to transcribe them. However, there are
disadvantages too, because some documents could be inaccurate, or a challenge to read
as well as difficult to locate (Creswell, 2012). | used two types of documents in my

analysis in this study.

3.6.1.1. Planning
A teacher’s lesson planning could be considered part of the private and the public record.

It was important to obtain permission from teachers and principals to use a copy of the
planning for the IBL lesson for the following reasons: the information found in the plan
showed the teacher’s interpretation of IBL; how the learners’ needs were taken into
consideration; and, how the teacher aimed to include all of the learners. By including this
planning in the document analysis, it provided an invaluable background to a teacher’s
understanding and interpretation of IBL. It had the potential to provide details on
scaffolding and accommodations that were taken into consideration when planning the

unit. Furthermore, it also helped to inform the classroom observation checklist.

3.6.1.2. Self-reflection task
The self-reflection task was set up and administered by the researcher to be given to the

learners at the end of the IBL lesson but before the final presentation of work by the

learners to their class. It was two pages long, and it allowed each learner to reflect on their
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group work, their participation and contribution during the IBL lesson, on what they had
learnt and their emotions. This was a private record that was not shared with the class
teacher. This task was important for many reasons: first, it provided an overview of the
feelings and experiences of the sample as a whole; secondly, it provided valuable
statistical data of the overall effectiveness of IBL, which allowed for quantitative analysis;
and thirdly, it provided the basis for selecting which of the learners I interviewed.

3.6.2. Classroom observation
| used participant observation, as well as an unstructured form of observation when |

observed the participants in the classroom. This form of observation involved watching
the participants in their natural social setting and practising their everyday behaviour. It
involved describing their context and potentially focusing on one aspect of interest as the
observation unfolds. This might lead to my selecting another area to gather additional
evidence (Bell, 2014). Simpson and Tusan (2003) noted that the researcher had the dual
role of using empathy to gain access to an insider’s view as well as being a neutral
observer. As part on this unstructured observation, 1 made field notes as well as used a
simple observation checklist that was based on pre-established criteria.

There were two areas that | focused on while doing the classroom observations. Each
observation took approximately two hours at each school. | focused at first on the
teacher’s instructions and the scaffolding used by the teacher. | assessed this aspect in
conjunction with the teacher’s planning, which helped me to get an overview of the
teacher’s understanding and experience of IBL. Secondly, | observed the interactions
between the learners, as they completed the inquiry-based task. This was to gauge the
learners’ experiences and to look for any obvious signs of exclusion. As an inquiry-based
lesson could take a significant amount of time to complete, | consulted the teacher as to
the best times to observe the class, so that I would not disrupt the process. According to
Bell (2014), for researchers to gain the most value out of their observations, they needed
to be clear about the purpose of the observation and the questions they were trying to
answer. It is with this idea in mind that observations need to be focused on the interaction
that demonstrate inclusive or alternatively exclusive practices. These classroom
observations became important as they allowed the researcher to watch for any

interactions that displayed evidence of exclusion. A comparison between the self-
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reflection task and learner interviews then yielded a deeper understanding for these

classroom observations.

3.6.3. Interviews
A research interview is “defined as a two-person conversation initiated by the interviewer

for the specific purpose of obtaining research-relevant information” (Cohen, Manion &
Morrison, 2011, p. 411). An interview might have a higher response rate than
questionnaires, although questionnaires could encourage more honesty, as they would be
completed anonymously. There were different types of possible interviews and |
employed a different kind of interview with the learners and the teachers. The teachers
were more in depth and were conducted in a way to gather the teachers’ full experience
of IBL. The learner interviews on the other hand were shorter and were used to qualify
their answers from the self-reflection task. | audio-recorded the interviews, so that I could
focus on conducting the interview while capturing the interviewee’s responses accurately

and minimising any form of bias.

3.6.3.1. Teachers
| aimed to interview one teacher from each of the three schools. However, this had to be

adapted at one of the schools, as three teachers implemented and planned the lesson
together, therefore | interviewed them as a group. My objective was for each interview to
be comprehensive, but no longer than one hour, and each interview took about forty
minutes. During that time, | was able to garner the teacher’s understanding and experience
of IBL and his/her interpretation of IBL as an inclusive pedagogy. The interviews were
in a semi-structured format, as the questions were prepared in advance. But | used open-
ended questions, which allowed me to probe, to digress, and to follow and explore new
directions with the participants (Cohen et al., 2011). | used a general guide of questions
during these interviews that related to specific topics. This ensured that a common topic
of information was discussed with all the teachers. However, | did not use a set of
standardised questions, which were pre-ordered with predetermined language (Gall, Gall
& Borg, 2007). This allowed for a more exploratory approach to a topic, which enabled
individual responses based on a teacher’s specific context. It was important for this study
to gain an understanding of how the teacher’s experience of IBL contributed to enhancing

inclusion in the classroom.
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3.6.3.2. Learners
I interviewed a number of learners, but the exact number of participants in this research

was only finalised after | had analysed the results from the self-reflection task and my
classroom observations. The interviews with the learners were much shorter in duration
than those conducted with the teachers, as each of the learners’ interviews was no longer
than two minutes. These interviews allowed the learners to describe and elaborate on their
experiences of possible exclusion during the IBL task. The format of the interviews was
unstructured. The interviews were a short conversation that focused on the learners’
responses to the classroom interaction that | had observed as well as the results of the
self-reflection task. It was important to gain an understanding of how the learners
experienced the IBL pedagogy, and whether this indicated that this pedagogy was

inclusive or exclusive in practice.

3.7. Data Analysis
Due to the study being predominantly qualitative in nature, my data analysis was mostly

guided by this design. However, | examined the qualitative and quantitative data together,

and coordinated results when analysing the data (Ivankova & Creswell, 2009).

The data obtained from the qualitative research was analysed at different levels,
recognising that it was multi-layered (Cohen et al., 2011). Data analysis happened
throughout the study and it guided some of the collection of the data. According to
Lodico, Spaudling and Voegtle (2006), there were six steps that a researcher should
follow in a qualitative study. | used these steps to guide my analysis of the classroom
observations, the participants’ interviews and the documentary analysis of the teachers’

planning.

3.7.1. Preparation and organisation of the data
When analysing the interviews, the first step was to transcribe the audio-recorded

interviews verbatim. Next, I organised concurrently all the data | had collected according

to the different schools.

3.7.2. Review and exploration of data
At this stage, | needed to get an overall understanding of the data I had collected. | made

a note of any important aspects that stood out, then evaluated whether there was enough
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data to help with the answering of the research question (Lodico, Spaudling & Voegtle,
2006).

3.7.3. Coding data
Coding is the “process of identifying different segments of the data that describe related

phenomena and labelling these parts using broad categories” (Lodico, Spaudling &
Voegtle, 2006, p. 305). | coded the data, which were the results of the participants’
answers in the interviews and the questionnaires, according to the themes that emerged.

3.7.4. Building descriptions of the people, places and events.
Next, | described the learners, teachers, schools, classrooms, events and experiences,

which meant combining field notes, the observation checklists, data analysis and

interviews to provide thick, rich written descriptions.

The quantitative data, namely, the questionnaires, were analysed concurrently with the
qualitative data. This meant calculating the percentages of answers to specific aspects of
the questionnaires. | did this for individuals as well as for each school, then calculated the
mean too. The information obtained from the Blob Tree was depicted as a frequency of

answers. All these calculations were illustrated using graphs for ease of comparison.

3.7.5. Constructing themes and testing propositions
This was the level where a deeper analysis occurred, as it was important that | examined

the coded data for themes that helped to answer the research question. Using these themes,
| needed to reorganise the data into theme-based categories. | also compared the
quantitative data in relation to the themes extracted from the qualitative data. At this point,
| evaluated the data to find out to what extent it either confirmed or contradicted the
research question. This was done by comparing the differing perspectives of the different

participants (Lodico, Spaudling & Voegtle, 2006).

3.7.6. Reporting and interpreting data
This was the final stage of data analysis and it involved reporting and writing up the data.

It included graphs of the trends noted from the quantitative data as well a discussion of
the relevant themes from the qualitative data. The reporting format was largely
determined by the findings that emerged from the data collected in relation to the research

questions.
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It was important to be aware of researcher’s subjectivity that might affect the selection of
relevant information, because of the richness and volume of the data that required sorting
(Cohen et al., 2011). Trustworthiness is something that I, as the researcher, needed to pay
particular attention to when analysing the data that was collected during this study. This
Is to ensure that the obtained data and the subsequent report was an accurate reflection of

the learning experience of my participants and the overall learning environment.

3.8. Trustworthiness
Due to this study being a mixed methods study, | made use of the terms associated with

both qualitative and quantitative approaches. | focused on the issue of trustworthiness and
its four associated concepts namely transferability, credibility, dependability and
confirmability. As this study is mostly qualitative in nature, however, | have also referred
to quantitative terms, such as validity and reliability. Research validity is defined in two
ways firstly whether the data-collection tools being used to measure are accurate and
secondly, whether they are measuring what the researcher would like them to measure
(Winter, 2000). Winter (2000) asserts that qualitatively validity was a matter of degree
rather than a final destination: It was the inferences and meaning given to the data by
participants that was important. In qualitative research, reliability could be seen as a
match between what the researcher recorded as data and what actually occurred in the
research context. The question that needed to be asked about reliability was: Did the
researcher record and present an accurate and comprehensive account of events? (Cohen
et.al, 2011).

3.8.1. Transferability
This was the extent to which results could be transferred or generalised to other settings

(Lichtman, 2012). It is also referred to as applicability. Quantitatively, Krefting (1991)
defined applicability as the management of threats to external validity and the ability to
generalise to a larger community. Qualitatively, Krefting (1991) highlighted two
perspectives, firstly is that generalisability to a larger population was not seen as so
important, because each context was unique. Secondly, was that the results should be able
to be transferable to at least two contexts. Considering these perspectives, for
transferability to be achieved a thick description of the context or setting where the

research was conducted was required (Scott & Morrison, 2006; Krefting, 1991).
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To address concerns around transferability, my description of the contexts in Chapter 4
were detailed. This included not only the context, but also any comments about my
observations and the participants’ interviews. To attempt to ensure external validity with
the self-reflection questionnaire (quantitative), | provided as little oral input as possible
when administrating the questionnaire, apart from reading it through with the learners.
This was done to ensure that the results could be applied to some other cases and studies
(Scott & Morrison, 2006).

3.8.2. Credibility
Credibility is referred to as a truth value, which determines whether researchers are

confident in the truth of their findings. This judgement is based on the design, participants
and context of the study (Krefting, 1991). From a quantitative perspective, this is judged
by using the measures of internal validity and validity of the instruments, whereas from
a qualitative viewpoint, it is viewed by looking at the participants’ lived-in experience
(Krefting, 1991).

To ensure credibility, | audiotaped the participants’ interviews so that their reflections
were accurate, and | replicated their perceptions and feelings truthfully, by transcribing
the interviews verbatim. | made detailed field notes on the observation page about what |
observed while watching the learners and teachers’ interactions. The internal validity of
the questionnaire (quantitative) was assessed according to whether it was accurate and
whether it matched reality (Scott & Morrison, 2006). This was measured, through
triangulation, against the learners’ various reflections in interviews and my observations

in the classroom.

3.8.3. Dependability
Dependability is the need to consider the changing nature of the context during the

research (Lichtman, 2012), while consistency looks at whether the study could be
replicated in a similar context (Krefting, 1991). From a quantitative view, reliability
depends on whether a repetition of the study would produce the same results. However,
variability is expected in a qualitative study, and the researcher has to account for and
explain this variability (Krefting, 1991).

| ensured that there was a triangulation of the data, by crosschecking the evidence and
findings and | collected different kinds of data (Scott & Morrison, 2006). In addition, |
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used a variety of different instruments: interviews, questionnaires, observations and
document analysis. This ensured that | was able to compare the information collected
about the same phenomenon. By administering the same questionnaire in the three
different schools, it provided similar results. | was able to locate some variability in the

data collected between the three schools and to account for this variability.

3.8.4. Confirmability
Confirmability is the extent to which the results can be confirmed or substantiated by

others (Lichtman, 2012). Neutrality is freedom from bias in the process and results of the
research. Quantitatively, this aimed at objectivity, which could be achieved through
rigour in methodology and by establishing a distance between the participants and a
researcher. However, in a qualitative study, confirmability could be achieved by
decreasing the distance between a researcher and the study’s participants, so that there
was lengthy contact between them (Krefting, 1991).

Due to this study being mostly qualitative in nature, it was important that | spent a
significant amount of time in the classroom observing the interactions among the learners
as well as between the learners and the teachers. There were various informal
conversations and discussions surrounding these interactions, thus | was able to gain a
good understanding of the subjective experiences of the various participants. However, |
also had to maintain some distance from the participants, because if my relationship with
participants was too close, then this could have affected my judgement. Other factors that
I needed to take into consideration during the observations included: a lack of awareness
of other important contributing events; the sample might not be representative; the
observer’s presence might change the participants’ behaviour; and, the researcher might
become too attached to participants. It was, therefore, important to keep all these factors
in mind in order to guard against them or to factor them into the research findings (Cohen
et al., 2011). It is important to be aware that an observer always has their own
interpretation of the events that they observe, and it is therefore vital that the researcher

is aware of this and endeavours to be a neutral as possible (Bell, 2014).

A potential cause of bias during the interviews could be either the characteristics of the
interviewer or the interviewees as well as the content of the questions. To help avoid this

bias, it is important to be aware of the baggage and ideologies that might be brought into
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the interview process. A way of managing bias could be to use a highly structured
interview, where the wording would be carefully considered (Cohen et al., 2011). In this
study, I used semi-structured interviews for the teachers, where the phrasing and wording
of the questions were balanced between the interviewer’s objectivity and immersion. |
allowed the interviewees to do most of the talking during the interviews and used
questions to probe their answers further, but | avoided including my own views and

perceptions in these interactions.

3.9. Ethical Considerations
While gathering information for a qualitative study, a researcher asks in-depth,

descriptive and personal information, therefore the researcher needs to establish a certain
level of trust with the participants. Thus, there were ethical considerations that needed to
be considered when doing this study (Creswell, 2012).

3.9.1. Informed consent
Informed consent meant that the participants have been given all the information about

the study and its possible risks. They should be informed that their participation is
voluntary and that they could withdraw from the research at any time in the process
without any consequences (Lodico, Spaudling & Voegtle, 2006). To acquire the support
of participants, the researcher should clearly explain the purpose of the study to them. It
was vital that the researcher did not employ any deception about the nature of the study
(Creswell, 2012).

After ethics approval was granted by the university, the school principals were contacted.
They were provided with information, which outlined all the relevant information
pertaining to the research. The research questions, the study’s focus, as well as the
methodologies used during the research, were defined in detail. | requested permission to
conduct research at their schools, and the principals signed consent forms to allow me to
do so. In discussion with the principals, a suitable class was selected to be part of the

research.

However, participation in this research was voluntary, and the teachers and their classes
were under no obligation to participate in this study. There were thus additional consent
forms that needed to be signed before this research could start, because the teachers also

needed to sign consent forms as proof of their voluntary participation. The teachers gave
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me consent to do the following: to use information from their IBL lesson planning for a
documentary analysis; to interview them individually; for these interviews to be recorded

by using an audio device; and, thereafter for the recordings to be transcribed.

In addition, consent forms needed to be signed by the learners’
parents/guardians/caregivers as proof of their voluntary participation. The learners and
their parents/guardians/caregivers gave their consent to the researcher to do the following:
to observe the learners during their classes; to use information from the documentary
analysis of the learners’ self-reflection task; to interview individual learners; for these
interviews to be recorded by using an audio device; and, thereafter for the recordings to
be transcribed. While there were some learners whose parents did not give them
permission to be involved in the study, they were still part of the class. These learners
were included in all aspects of the classroom routines and inquiry-based lesson, although
their interactions during the classroom observation were neither noted nor were their self-

reflection tasks included in the data collected by the researcher.

3.9.2. Confidentiality
Confidentiality was adhered to throughout the research. It was reflected in the consent

forms, as well as the verbal assurances given to the principals, teachers and learners by
the researcher. My contact details and my supervisor’s contact details were given to all
the participants in case they or the learners’ parents/guardians/caregivers required more
information. | guaranteed that no information would be discussed with anyone else and
that the only person I could share information with was my supervisor. This meant that
no information would be shared among the schools, within the schools or with any of the
participants. In addition, the participants’ interviews were regarded as confidential and
no information would be shared with a school’s management. This research thus aimed
to encourage open dialogue and honesty. However, the final research report would be
shared with the schools once it was completed and had been evaluated by the university.

3.9.3. Anonymity
The participants’ anonymity was of paramount importance and pseudonyms were used

throughout this research report (Creswell, 2012). The assurance of anonymity was stated
on the consent forms, and | gave verbal assurances to the principals, teachers and learners

too. These participants were guaranteed that their names should not be identifiable in
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print, because they would be given pseudonyms and/or codes in the final report. As |
conducted this research at the school where |1 am currently employed, this limited this
promise of anonymity to some extent in that my relationship to the school would give an
indication that this school was part of my sample. However, the anonymity of all

participants as well as the other two schools was high.

3.10. Conclusion
This chapter described the methodology and design of the research study. It provided the

reasons for the adoption of a mixed methods approach with an embedded design. It t
presented the paradigmatic perspective, with the various philosophical assumptions, that
informed this study. The adopted approach was phenomenological and nonexperimental
in nature. Both the context and the criteria for the participants’ selection were explained.
The various data-collection instruments used in the study included the following:
documentary analysis of the teachers’ planning and the learners’ self-reflection tasks;
classroom observations; and, both teachers and learners’ interviews. There was an
explanation of the basic data analysis and presentation procedures, and | addressed issues
of trustworthiness and ethical considerations. The following chapter will present the data
collected during the study and this information is structured around the different data-

collection techniques utilised.
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CHAPTER 4: PRESENTATION OF DATA

“I hear and | forget, | see and | remember, | do and I understand” (Confucius, 551 BC-
479 BC).

4.1. Introduction
The main question that informed this research was to determine to what extent the IBL

pedagogy promoted inclusive participation by the learners. To answer this question, | had
to investigate the teachers’ understanding of the learners’ needs in an IBL lesson.
Secondly, I needed to explore how the teachers’ experiences of the IBL pedagogy
contributed to the promotion of inclusion. Thirdly, I investigated whether the learners’
experience of the IBL pedagogy indicated inclusive practices. Finally, | considered the
extent to which individual participation in IBL, from teachers and the learners’
perspectives, reflected congruence with their respective experience of inclusivity. The
main aim of this study was to answer these questions from the teachers and learners’
perspectives, so that they had the opportunity to voice and describe their own experiences.
Keeping these questions and aim in mind, | present the data and the data-collection tools,

while unpacking each of them separately in this chapter.

4.2. Synopsis of Research Site
In order to protect confidentially and anonymity, the following pseudonyms were used

for the participants in this study:

Pseudonyms for Various Participants
Schools Teachers Learners
Kilo Gamma Kilo 1,2, 3...
Sierra Chi Sierra l, 2, 3...
Bravo Mu, Alpha, Zeta Bravo1,2,3 ...

Table 4.1. Pseudonyms for various participants.

4.2.1. Schools
I conducted my research in three schools in the Northern Johannesburg area. These

schools were monastic, girls’ schools, independent and affiliated to ISASA. All these
schools used IBL in their teaching, which had been introduced relatively recently into
their curriculum, within the past two or three years. The three schools adjusted IBL to

their respective needs, which meant that they implemented IBL in slightly different ways.
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4.2.1.1. Kilo School
The Kilo School’s approach to IBL was to apply it to a whole grade. This meant that this

school scheduled an hour and a half per week throughout the year in order to embark on
different IBL units. The aim was for the whole grade to work on the IBL lesson together
during this time, and the school hall was used for these lessons to accommodate all the
girls comfortably. There were times where the hall was being used for other activities,
with the result that the girls were split between three classrooms.

4.2.1.2. Sierra School
The Sierra School’s approach to IBL was planned so that it could be implemented in the

whole grade or in individual classes, and this decision depended on the requirements of a
specific inquiry. There was an IBL lesson, which was part of the timetable throughout the
year, and it was applied across the curriculum. The inquiry | observed was with a single
class and teacher within one classroom. This contrasted with Kilo School and Bravo

School, where | observed a whole grade and numerous teachers.

4.2.1.3. Bravo School
Bravo School’s approach was to suspend the timetable at the end of a term, then to use

this school time to work exclusively on a specific IBL lesson. The whole school would
participate in different inquiry tasks at the same time, while each grade worked together
on a particular task. This school’s approach to IBL was more problem-based than
answering a specific question. The furniture was removed from one of the classes, so that
the children could move around in the class freely, and they were also able to use the

outside spaces.

4.2.2. Teachers
The teacher’s role became more of a facilitator while doing IBL in the three schools,

which fulfilled one of the criteria for an inquiry-based lesson. All the teachers planned
the IBL lesson, then they implemented it by assisting the learners. However, each of the

schools assigned different roles and responsibilities to the teachers.

At Kilo School, one of the teachers (Gamma) took control of the unit by planning and
implementing it for the whole grade, while other staff assisted her. In the lesson I
observed, Gamma was helped by two staff members, who were in separate venues as the

grade was divided into their three separate classes. At Sierra School, the teachers planned
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collaboratively, but each teacher took responsibility for the implementation of a specific
lesson with her own class. | observed Teacher Chi at this school. While at Bravo School,
the teachers planned collaboratively (Teachers Mu, Alpha and Zeta) and they were

equally involved in the lesson’s implementation.

Demographic Information About the Teachers Who Were Interviewed

Teacher’s | School | Teaching | Experience —IBL | Additional information

name experience | in South Africa

Gamma Kilo 33 years 2 - 3years Taught various grades including music.

Chi Sierra 15 years 1 -2 years Taught at Sierra School for 15years.

Mu Bravo 5 years 1 -2 years Worked in an internship before teaching, and
is currently studying to  improve
qualifications.

Alpha Bravo | 19 years 1 -2 years Has taught in different environments
including overseas.

Zeta Bravo S years 1-2 years High school qualified. Taught IBL in
Bangkok.

Table 4.2. Demographic information about the teachers who were interviewed.

Table 4.2. shows that the teachers’ experience ranged from five to thirty-three years in
total. They had a variety of different teachers’ experiences that spanned their respective
careers. However, their experience of IBL was short in South Africa, because it was
between one to three years.

4.2.3. Learners
The sample size of learners varied at each of the schools, because Kilo School and Bravo

School implemented IBL with the whole grade. However, Sierra School implemented
IBL with an individual class. The following table depicts the learners’ grade and the size
of the sample at each of the schools:

Learners’ Sample Size
School Grade Number of learners in Final sample size based on permission
the grade/class letters that were returned.
Kilo 6 74 52
Sierra 6 28 23
Bravo 4 66 42
Total learners in the sample: 117

Table 4.3. Learners’ grades and the size of the sample at each of the schools.
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4.3. Data-Collection Tools
In order to present the data, | unpacked the information from each of the data-collection

tools separately. The teachers’ interviews helped to answer the questions on their
respective perspectives, understanding and experience of IBL in the promotion of
inclusion. In turn, the learners’ questionnaires and interviews assisted in gaining an
understanding of their perspectives and understanding of IBL as an inclusive practice.
The lesson observations, unit planning, questionnaires and various interviews should aid
in gaining a deeper understanding of whether there was any commonality and congruence
between the teachers and learners’ perspectives. This data provided evidence to support
my answer to the main question. It also determined the extent to which the teachers and
learners’ experiences of the IBL pedagogy promoted learners’ inclusion. The various
data-collection methods aided with the triangulation of the results, which ensured an
accurate representation of this study’s findings. In the next section, | report on the lesson

planning and its impact on guiding the lessons in practice.

4.3.1. Lesson planning
There was evidence of extensive planning and discussion for all the observed lessons.

The lesson plan at the Kilo School indicated that there was a two-part overall question
that guided the inquiry, thus this plan fulfilled one of the criteria for an inquiry-based
lesson. The two-part question was: “What is the value of exploration? Is it the same for
the explorer and the explored?” There were other questions that needed to be answered
in order to build towards the main question. The planning indicated the following: the
overall objectives, the core skills, and the subject-specific, digital-tech and thinking skills
that the unit aimed to develop. It also indicated the factual and conceptual knowledge the
learners should acquire, as well as the links made to specific subjects. This task included
aspects of English, Mathematics, History and Geography, which meant that IBL was
implemented across the curriculum. The planning also described the various tools and
strategies for learner assessment, and it included a list of both the formative and
summative assessment tasks. There was an estimated time for the unit’s completion that
was five weeks. Specific accommodations and scaffolding were not mentioned in the
planning. However, as part of the core skills, there were specific strategies mentioned that
could encourage the development of various communication and problem-solving skills.

For example, there were questions in the planning that encouraged listening with empathy
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and understanding, such as: “What is it?”” and “So your idea is ...?” This planning was
detailed, and it provided clear guidance and understanding of the lesson’s goal. The
planning was supplemented by a mobile application on their iPads called Showbie. The
girls registered with this app and the lesson’s material was provided on this platform. This
included the instructions for the task, various questions that helped to scaffold the task

and self-evaluation rubrics.

The purpose of the lesson planning for Sierra School was different to Kilo School,
because it included topics that were to be covered throughout the entire term, instead of
a specific section of work. There were six overarching gquestions and numerous topical
questions that contributed towards the answering of the overarching questions. The
presence of these questions fulfilled one of the criteria for an inquiry-based lesson. In
addition, the planning included concepts that should be highlighted throughout the inquiry
process. These concepts included the following: a Round Square ideal; an attribute of a
Sierra School’s girl; a big idea; essential understanding; and, transdisciplinary concepts.
The plan included information on what the learner could know, be able to do and the
concepts she should be able to understand by the end of the planned unit. As was found
in Kilo School’s planning, the formative and summative assessments were described, but
in far more detail at Sierra School. This planning was specifically focused on the Social
Sciences, namely, History and Geography. There was no mention of specific
accommodations to ensure the inclusion of all the girls. However, there were specific
activity descriptions mentioned that encouraged scaffolding through rubrics, think-pair-
share and questions. The planning was detailed, and it provided information on the overall

inquiry goal and focus for the entire term.

The lesson planning for Bravo School was not included in a specific planning document,
but it was found on a PowerPoint presentation that formed part of the introduction given
to the girls. Instead of using a question, as found at Kilo and Sierra Schools, the teachers
at Bravo School expressed their inquiry in the form of a problem. Due to this shift in
focus, the inquiry could be classified as PBL, and the problem given to the girls was the
following: “Water, water everywhere and not a drop to drink.” This problem’s focus was
on the floods in Mozambique and the lack of drinkable water. The PowerPoint described

the various steps that the girls needed to follow to complete the inquiry. Various
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documents were included to help scaffold their learning. Due to no formal planning
document being available, there was no formal mention of specific accommodations,
concepts or skills that needed to be covered. The next section detailed the researcher’s

observations during the implementation of the lessons at the three schools.

4.3.2. Classroom observations
| observed one lesson at each of the schools, which meant that | observed in total three

lessons. However, each lesson spanned a number of different days, and included a number
of sessions. | watched the introduction to all of the lessons, then observed the girls while
they were working on the task. In this section, | started by providing a brief summary of
each lesson, then | unpacked each classroom observation separately. Next, I discussed the

commonalities and differences observed in the different environments.

4.3.2.1. Description of lessons
At Kilo School, they started their IBL with a guest speaker. She spoke about her

expedition to the top of Mount Everest, and the girls were fully engaged, as they were
able to ask the speaker questions. The second session involved the girls researching their
own explorer within a group of six, where the aim was for the group to construct a
dodecahedron, which contained pertinent information. This activity was completed in
three separate venues with a teacher facilitating in each of the venues. The final session
was a dinner party, where learners presented their information to each other and the
teacher. A difference in approach was shown by Kilo School: the teachers highlighted the
main question in their planning, but they omitted to mention the question to the girls. This
had an impact on the girls” ability to learn around the central question or problem. As a
result, there was some confusion at the beginning about the school’s expectations from

the girls.

At Sierra School, the first session was an explanation of the questions and a teacher-led
discussion on the different diseases that had an impact in Africa. The girls were given
the task to research their chosen disease in groups of four. The question and key words
was written on the board to help guide their inquiry, and the overall aim was a group
presentation of their findings to the class.
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At Bravo School the introduction included a PowerPoint presentation to the Grade 4s,
where several elements were highlighted and the problem of lack of available drinking
water, was given to the girls. Then they were split into pairs, and they were given the
following instructions: to research; draw a plan; construct their invention; devise a

presentation; and, finally to present their findings orally to the rest of the grade.

4.3.2.2. Commonalities in the lessons
Commonalities observed in all three schools were that all the learners were engaged in

the tasks, because they interacted with one another, and were able to participate actively.
The girls were mostly on task, although there were times that they talked about other
topics in their groups, or they were distracted by their devices. The focus of the lessons
was on ‘What needed to be done?’” and ‘How should it be achieved?’ There was an
emphasis given by the teachers, which ensured that all the learners were able to participate
in the learning. This was evident at the three schools. There was no evidence during the
lesson of any deterministic beliefs about ability, as all the girls were treated equally and
given the same tasks. These tasks were generally not modified in any way. However,
there was scope for the learners to modify the tasks themselves, as they worked with them.
For example, while working on the topic of diseases, the learners at Sierra could make
the following choices: what they wanted to include; what diseases to select; how they
wanted to divide tasks in their groups; and, how they wanted to present their information.
There was no evidence of any difficulties that the girls might have experienced. Instead,
all the learners appeared to feel supported, and no one expressed an opinion or portrayed

any learner as having a deficit in any way.

It was important to note that the general ethos of the three schools was inclusive, and the
girls seemed comfortable interacting with each other and the staff. There were authentic
teachable moments throughout the learning process that were utilised by the teachers at
these schools. The energy in the learning space was one of mutual respect and
cooperation. There was a high motivation to learn from most of the learners and overall
a productive tone was set. The learners were neither nervous nor suspicious of my
appearance in the classroom. At Kilo School, one of the learners was comfortable enough

to ask me, in my role as an observer, some questions about the task.
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4.3.2.3. Teacher intervention and mediation
In the three schools, there was evidence of teacher mediation during the task and various

forms of scaffolding were present. The learners were able to get assistance whenever they
required it: after the teachers had presented their introductions, they were involved with
the learners while they were working. These teachers walked around and facilitated the
different groups’ discussions and their research. The teachers asked questions that probed
the learners’ answers to encourage discovery, helped with technology, kept the girls
focused on their tasks, and they were vigilant about redirecting girls who might be off
task or topic. It was evident that there were generally a variety of strategies used to support
the learners. This allowed the girls to fulfil the requirements of the task and it encouraged
all-round participation. The teachers approached all learners in a respectful and dignified
manner. During one of the sessions, | observed that one of the teachers was less involved
in mediation and her interaction with the girls was limited. This resulted in the girls
having a reduced focus, where they were distracted and not meeting the task’s
requirements. However, this was remedied at a later session when a different teacher was
able to re-explain and therefore refocus the learning. | observed different forms of
scaffolding, such as the use of checklists, rubrics, targeted questions, repetition, listed
instructions, key words, presentations, conversations, QR codes, thinking-skills maps,
cooperative group work strategies and other class management strategies that directed
resource location. All this scaffolding contributed to making the inquiry more structured

rather than something that was unstructured.

4.3.2.4. Peer collaboration
The learners were actively involved in their learning, and the three schools set up the

inquiry so that it encouraged collaboration and social interaction. Kilo School’s used
groups of six members who were randomly selected to encourage heterogeneous
groupings. At the Sierra School, the group consisted of four members. These were also
heterogeneous groups, where the learners selected the topics that interested them, and
then they were grouped according to the selected topic. Bravo School decided to put their
learners into pairs, as the teachers felt that they worked better in pairs than in bigger
groups at their age in Grade 4. These pairs were selected by their individual class teachers
according to different criteria, such as peer relationships and ability, in order to group

learners who were well suited to working with one another. The result was mostly
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academically heterogeneous pairs. At times, groups of three were created, because the
numbers of learners did not allow for an even split. The learners were able to work
independently in these groups, although there was evidence, based on class observations
and interviews, that they helped and supported each other, and used the available teacher’s
support. However, there was also evidence of conflict in these groups, because some of
the members disengaged from the task, while the others continued to work. This was
particularly evident in the younger learners at Bravo School, and this mostly happened
while they were working on shared laptops. Some of the groups were able to resolve these

issues with their peers; others required a teacher’s intervention.

4.3.2.5. Technology
Technology was used extensively in all three schools. At both Kilo and Sierra Schools,

the girls’ research was completed with the help of their iPads, as each girl had her own
personal device. The iPad was also used for the group’s presentations at Sierra School.
However, at Kilo School, there was evidence of exclusion when one of the girls forgot
her device at home and she was unable to participate until the iPad was delivered to her.
In Bravo School, each pair had one laptop, which they used to aid their research, to
construct their invention through Minecraft, and, finally, to present their findings. The
laptops were owned by the school and issued to the girls, but the girls had to negotiate the
sharing of this device with their partners. The following sections detail the information
garnered from teacher and learner feedback.

4.3.3. Interviews with teachers
In my interviews, | asked teachers to elaborate on their understanding of inclusion and

IBL. In addition, there were questions about their experience of the benefits and
challenges of IBL. We discussed their observations of the learners’ experience of this
form of learning and its ability or inability to encourage everyone’s participation. The
teachers discussed how their lessons were structured, and they reflected on the
implementation and effectiveness of the specific lesson that | observed. Table 4.4. that
follows summarised what was discussed in the interviews. This included a combination
of direct quotations and paraphrases of the participants’ views from the interviews. I will
present a further analysis and discussion of these ideas presented in the table in Chapter
5.
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Teacher Gamma

Teacher Chi

Teachers Mu, Alpha and Zeta

Evidence that the aim of a lesson was achieved

Assessed according to final
presentation/product; learners were able
to show case their knowledge; and.

observed oral interactions during class.

Learners were able to give direct answers to
questions. Evaluation conducted by a

prepared rubric. Quality of final product.

Teachers’ experience of implementation

and planning of IBL

Felt that she lacked training and would
appreciate more input in the planning of a
unit of work. Positive about IBL, as she
liked the concept. Difficulties in finding

time to give feedback to learners.

Was introduced to IBL through a
provocation. Initially found planning
challenging and would have appreciated
a template at the start. Found it
challenging when there are lots of
teachers involved, as finding the time to

meet was difficult.

Teachers worked together as a team, but did
not have set plans, because the team was
constantly reassessing and adapting. IBL
was a new approach, but the teachers were
enjoying it, and they were surprised by the
learners’ creativity. IBL required teacher

collaboration.

IBL and inclusion

IBL was linked with inclusion, because
everyone was different. During the year
there should be something that interested
would  increase

everyone,  which

motivation.

IBL leant itself to inclusion, because the
learners were working with others.
However, independent work in IBL was

also possible.

IBL promoted inclusion, because it used
different learning styles and the learner

oversaw their own learning.

Modifications and planning of IBL

IBL

collaboration and

required teachers’ teamwork,
lots of planning.
Moderation and scaffolding were pre-
planned, but you could not always

anticipate all situations.

Any modifications needed to be

planned, as well as included during the
lesson as the need arose. This applied to
and extension

additional  support

opportunities.

The question was phrased as a problem, so
it was very structured, and questions were
imbedded in the problem. Modification and
accommodations could be pre-planned as

well as incidental (e.g. the checklist).

Teacher’s role

There needed to be buy-in from the
teachers, so that they interacted with the

learners.

must be committed to
that the

A teacher

ensuring lesson reached
everybody. Learners needed support

and guidance through the process.

A teacher might need to sit with some of the
learners and go through the task step-by-
step. However, the teacher should also
extend stronger learners. A teacher took on

the role of a facilitator.
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Comments on group work

Concerned about girls being side lined in
group work due to more dominant
participants. Kagan’s strategies
(cooperative group work strategies) were
helpful in regulating and managing group
interactions. Group work should be

monitored to avoid any issues.

Learners who struggled were often
pushed along and boosted by their
group. They were able to participate,
they might learn more and be less
anxious, because of the support and
guidance of their peers. Group
accountability encouraged more peer

cooperation.

Academically  strong learners, who
struggled with group skills,
underperformed during IBL. Group work
skills would be required in the future, so the
children needed to learn them in class.
These skills were assessed during IBL
interactions and through self-reflection.
The same learners were identified who
found interactions in groups challenging,
irrespective of their group members.

Learners were grouped intentionally.

Individual learner’s characteristics

“At some level every learner can get
something out of it (IBL)”.

Learners who are struggling to learn
might be less easily picked up, that is why
IBL must be planned and structured. It
was easy for some learners not to
contribute and for dominant and
knowledgeable learners to monopolise the

conversation.

Children  who  were  struggling
academically - you couldn’t start to
think that they would be fine now, as
this system might carry them along.
You’ve got to identify and monitor
them. Learners who didn’t understand
might be less easily picked up, because

of the option to copy from others.

Some of the children who struggled in
normal classroom settings do well during
IBL. There was the hope that learners who
tended to disengage took something away
from this learning experience. Tried to
encourage these learners during the lesson,
but it didn’t always help. It was easier to
detect learners who were struggling,
because you interacted individually with
them using probing questions and could

assess the final product.

Overall feedback from lesson

The aim was not achieved in IBL, but it

was achieved in other subject areas.

All the learners were actively engaged
with the task and they coped well with
it.

Overall, the teachers were happy about how

the lesson was implemented.

Positive outcomes from the lesson

Learners enjoyed the dressing up, the
food and the dialogues were good. All
learners participated in the
conversation/dialogue. The
scaffolding/structure provided with the
task, helped with the learners’ research
skills. It was good to be together as a
whole grade, and the learners were able to

feed off each other.

The following reasons were given for
the learners’ engagement: They were
able to help and support each other in
their groups; scaffolding was helpful in
keeping the learners focused and
directed on the task; there were time
limits given to the learners; the
structured nature of the task; and, the
learners’ ability to choose their own
topic. They showed far more interest in

novel topics.

Learners had to apply information to solve
real-world problems. The learning was
purposeful. Learners were excited to have
the freedom to create and explore. Some of
the ideas that the learners produced were
excellent. The learners were constantly
learning, even if it was not the intended
content or skills, they gained from the
experience. Learners chose what interested

them in the topic.
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Negatives from the lesson

Learners needed to address the question
more, as lots of the work was shallow.
They were limited by the topic they chose
on their own. The results of self-reflection
task indicated that the learners have not
yet developed the skill to self-reflect
sufficiently. Learners battled with higher-

order questions.

iPads could be distracting at times, but
strategies were put in place to monitor

this situation.

The task was a bit advanced for them at this
stage, and it was very work intensive. The
learners were a bit vague at times, and they
lacked critical thinking. Learners did not

always conduct research appropriately.

Interesting results from the lesson

The teachers introduced the question at
the end of the lesson and this made a big
difference to the focus of the learning.
More time was given for the learners to
prepare their results than originally

stipulated.  Learners’  self-reflection
indicated that they could have worked

better in their groups.

Learners were asked to select what

interested  them and  grouped

accordingly.

The teachers introduced a checklist during
the lesson to help direct learning and to
keep the learners on task. The learners had
access to the final rubric, which guided their
learning. According to teachers’ current
perceptions, they work better in pairs at this
age (Grade 4).

Feedback about specific learners

Some of the learners did not put much
effort into their final presentations. The
learners who generally contributed
minimally in class were the same during

this task.

Chi was able to identify one of the
learners in her class who struggled to

remain focused.

Some of the learners seemed lost at the

beginning.

Table 4.4. Summary of interviews with the teachers.

4.3.4. Learners’ feedback.

4.3.4.1. Self —reflection questionnaire (Front page)
The learners’ feedback was garnered through a self- reflection questionnaire and

interviews. In the three schools, I administered the self-reflection questionnaire to the

whole grade or class near the end of the process. The questionnaire was completed before

the learners presented their work to the class/group. | timed this specifically, as | wanted

their reflections on the process of working on the task, not the final product. The table

that follows illustrated the frequency of answers that indicated inclusive feelings from the

learners. | converted each to a percentage in order to facilitate comparison. In the final

column, | added all the learners together and found a percentage based on the whole

sample size, namely 117 learners.
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Responses from Self- Reflection Questionnaire

Questions as reflected on self-reflection questionnaire.

Frequency of

Options given were the following: yes, no, maybe and | | answers that Kilo | Sierra | Bravo Ig:ners in

don’t know indicate inclusion sample
1 I enjoyed working in my group on this task. % of yes answers 83% | 96% 55% 75%
2 Everyone worked together well. % of yes answers 58% | 78% 31% 51%
3 | The work was shared fairly. % of yes answers 79% | 83% 38% 65%
4 | felt that | was able to do the work % of yes answers 85% | 83% 76% 81%
5 | felt that the work was too difficult. % of no answers 90% | 87% 69% 82%
6 If I needed help, | knew where to go. % of yes answers 87% | 87% 85% 86%
7 I felt lost and didn’t know what to do. % of no answers 85% | 100% | 67% 81%
8 | felt like I was welcome in my group. % of yes answers 83% | 91% 60% 76%
9 | felt like | was an important member of the class. % of yes answers 54% | 70% 36% 50%
10 | Other learners were Kind to me. % of yes answers 81% | 96% 55% 74%
11 | Other learners were helpful to me. % of yes answers 75% | 74% 60% 69%
12 | 1 was busy with the task/project all the time. % of yes answers 65% | 74% 69% 68%
13 | I felt like I knew what | was doing. % of yes answers 75% | 87% 67% 74%
14 | I enjoyed learning. % of yes answers 79% | 92% 81% 82%
Mean of responses 7% | 86% 61% 2%

Table 4.5. Learners’ responses from the self-reflection questionnaire.
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Line graph 4.1 illustrated Table 4.5 by displaying diagrammatically the average for each
of the questions in relation to each school. Using both sources, some initial observations
were that: Most of the averages were above 70%; and, some were within the 80 and 90
percentiles. These results indicated that most of the girls in this study expressed feelings
of inclusion during their learning. It was significant that the learners at Bravo School
showed some of the lowest percentages in the results, and the lowest one was 31% for
question two. This was clearly shown in the line graph, where the Bravo School’s line
was below the other schools and the average line. These findings and their implications

will be discussed in greater detail in Chapter 5.

Percentage of Answers Indicating Feelings of Inclusion.

e Kj|0 === Sjerra Bravo === Alllearners

Graph 4.1. Percentage of answers from learners indicating feelings of inclusion. The above graph is
diagrammatic representation of the responses from Table 4.4. It illustrates the feelings of inclusion from
the learners at the different schools. The higher the line the more feelings of belonging and inclusion were
expressed.
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4.3.4.3. Blob Tree feedback (Questionnaire- back page)

The question that related to the Blob
Tree asked the learners to identify, for
whatever reason, the blob that best
described their experiences. Many
learners identified various blobs, as an
indication that they experienced
multiple emotions throughout the
learning process. Bar graph 4.2. that
follows displayed the frequency of their
responses. These were depicted as a
frequency not a percentage, because
some of the girls chose many blobs in
their responses. The varying sample
sizes at the different schools also
needed to be considered when

analysing this data
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FREQUENCY OF BLOBS SELECTED ACROSS ALL
THREE SCHOOLS
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Graph 4.2. Frequency of blobs selected across all three schools.

Table 4.6. highlighted some of the themes and common answers given by the learners
when asked for their reasons in selecting their blob/blobs. Graph 4.2. was read and
combined with the themes found in Table 4.6, and some initial observations were that the
frequency of positive responses was greater than those of negative responses. According
to the learners’ responses to the Blob Tree, most of the learners experienced the IBL
lesson as positive and worthwhile, which enhanced feelings of inclusion.
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Common themes Assigned to the Blob Tree by the Learners

1 Happy, enjoyed the task, fun, on top of it, | 12
confident. Mad, lonely, jealous, left out.

2 Left out, feeling mad/annoyed, difficulties | 13 | Mean, bossy partner, lonely, partner took

with partner. over and didn’t listen.
3 Happy, friendly. 14 | Scared, worried, lonely.
4 Tried to help. 15 | Helping others.
5 Conflicting responses of either happy or | 16 | No comments provided.
lost.
6 17 | Others helped me and each other.
7 Working well as a team and helpful to each 18 | I helped others and each other.
8 other. 19 | Enjoyed, having fun.
9 Positive, ready, halfway, doing well. 20 | Interesting, fun, At the beginning — excited/
10 | Worked well together, helped each other, curious, part of a group.
11 and enjoyed working in a group. 21 | Notincluded, lonely.

Table 4.6. Common themes assigned to the Blob Tree by the learners.

4.3.4.2. Learners’ interviews
Through the learners’ interviews, the reasons for the different answers on the

questionnaire were unpacked. The learners were selected based on their responses to the
questionnaire and | mainly interviewed the girls who indicated some negative experiences
about the process, when their answers were “maybe, I don’t know, and no” (except for
questions five and seven where a ‘yes’ answer indicated a negative response). | conducted
the interviews by taking individual learners out of a session to a separate venue, while the
rest of the grade/class was presenting or busy finishing off their tasks. Before | started to
record the interview, | asked each learner if they were comfortable about being recorded
and gave their permission for me to do so. This was in order to double check that they
were still happy to be recorded after having already referred to their permission letters.
Some learners chose not to be recorded, | then made notes while they spoke, and this
information was included with all the other data collected. Table 4.7. that follows showed

the number of learners selected and interviewed in each school.
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Learner Interviews

School Questionnaires Selected for an | Declined to be | Non-recorded Recorded
Completed interview from | interviewed interviews Interviews

questionnaire

Kilo 52 40 7 3 30
Sierra 23 16 4 1 11
Bravo 42 37 10 5 22

Table 4.7. Number of learners who were interviewed.

Although the learners’ responses to the questionnaires were generally positive and
showed an overall inclusive trend, | asked questions in the interviews in order to establish
the reasons behind any exclusive practices or feelings. The interviews, with the individual
learners, were short and | asked them for explanations of their experiences that were
reflected in the questionnaire. There were various common themes that emerged from
these conversations: problems with peer interaction and group dynamics; specific
learner’s characteristics, such as shyness and distractibility; differing opinions and
challenges with the content; reflections on the support provided by their peers and
teachers; and, finally the use of technology. It was some of these interactions and factors
that contributed towards feelings of exclusion and limited participation. Table 4.8.
provided a summary of the percentage of the learners’ complaints during their respective
interviews. The biggest limiting factor, according to the learners across the three schools,
was problems with peer interaction and group dynamics. Each of these themes will be

discussed in greater detail in the next chapter.

Learners’ Interviews: Factors that Limited Participation
School Peer Interactions/ | Engagement with Personality Technology Reflections on
Group Dynamics Content Characteristics Support
Kilo 40% 25% 23% 3% 9%
Sierra 35% 25% 20% 10% 10%
Bravo 42% 21% 8% 19% 10%
Total 40% 23% 17% 10% 10%

Table 4.8. Learners’ interviews: Factors that limited participation.
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4.3.4.4. Final comments from the self —reflection questionnaire
The final question on the questionnaire was a section that invited the learners to comment

on the entire learning experience. It asked the learners to explain whether they had learnt
any interesting information, and what their specific experiences were during the whole
process. Although there were many comments that were based on the content, there were
also comments that described their experiences and the skills that they had developed.
While there were some negative reflections, for example Bravo Learner 3 stated, “My
partner was bossy. She thinks she knows best”, most of these final comments were
overwhelmingly positive. The learners stated that they had enjoyed the process, for the
following reasons: they had fun, they enjoyed working in groups, they found the content
interesting and relevant; and, they liked having a choice about what they had to learn.

4.4. Conclusion
This chapter presented data collected from the three schools that agreed to be part of the

research sample. The data was collected through document analysis, classroom
observations, learners’ self-reflection questionnaire and participant interviews with both
teachers and learners. In the following chapter, I elaborate on the results by discussing
the findings based on this data. These results will be unpacked in order to answer the main
research question, namely, to what extent did the use of an IBL pedagogy promote

inclusive participation by all the learners?
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The extent to which the teacher and learners experiences of an IBL pedagogy promotes inclusive participation
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Figure 5.1. Conceptual map of findings.
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CHAPTER 5: FINDINGS AND DISCUSSION

“If a child can't learn the way we teach, maybe we should teach the way they learn”
(Ignacio Estrada).

5.1. Introduction
This chapter’s structure is based on answering the four sub-research questions and the

main question presented in Chapter 1. Each of these questions were rephrased as a
statement, which I discussed in relation to relevant literature and data collected during the
research process. First, | ascertained the teachers’ understanding of the learners’ needs.
Secondly, I described the teachers’ experience and their impact on promoting inclusion.
Thirdly, | presented the learners’ experience of IBL. Fourthly, I described any similarities
and differences in these experiences. Finally, the main question was addressed, namely,
to what extent the experiences of an IBL pedagogy promoted inclusive participation.

Figure 5.1 served as a guide and summary for the discussion in this chapter.

5.2. The Teachers’ Understandings of the Learners’ Needs in IBL.
This section focusses on the first research sub-question concerning the teachers’

understanding of the learners’ needs and evidence of their ability to take these needs
into consideration through IBL. The discussion is focused around firstly, the teachers’
attitudes and understanding of IBL and inclusion. Secondly the teachers’ perception of
the needs of the learner and their views on supporting these needs through IBL is
unpacked.

5.2.1. Teacher attitudes and understanding of inclusion and IBL
All the teachers were able to define both inclusion and IBL during their interviews. The

idea of full participation for all learners, as described in Chapter 2, was in one way or
another present, when the teachers described their understanding of inclusion. An
example was when Teacher Mu said, “(inclusion is) catering to all learning styles and
being accommodating to learners, (as well as) to the heterogeneous group. The varied
learners including their learning abilities (and) including even (their) social
background.” This definition showed that the teacher had a good understanding of what
inclusion meant. VVayrynen (2015) described four teacher competencies for inclusion,
which were mentioned in Chapter 2: they were appreciating diversity; supporting and

raising expectations for learners; working collaboratively; and, being lifelong learners.
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These competences were fulfilled by all the teachers in this study. The five teachers
showed an appreciation for the value of student diversity and encouraged their learners to
express this diversity during their presentations. For example, Teacher Chi asked a learner
from a different part of Africa to share her experiences with the rest of the class. The
teachers were able to support the learners in the IBL lesson in all three contexts, and they
had high expectations, for the learners to achieve. The teachers also collaborated as a
team when they worked on the IBL units. This was particularly true at Bravo School,
where every facet of the programme was planned and executed as a team. The Bravo
School teachers also reflected in their interview that they had parental involvement in that
parents can be contacted in order to provide support at home as well as learners sharing
their learning experiences with their parents. Collaborative teaching practices improve
the quality of instruction provided and the learners’ involvement. It allowed the teachers
to meet the various needs of their learners (Chu, Tse & Chow, 2011). The teachers met
the final criteria of being lifelong learners, as this was evident in their approach and
attitude to learning and implementing IBL. This pedagogy was new to the teachers, yet

they were willing to adapt, change and learn in order implement it.

The teachers’ inclusive attitude should have a significant impact on the learners’
experience of their own learning. The fact that the overall atmosphere of the schools
embraced the learners’ differences and they were all treated with dignity boded well for

an inclusive experience in IBL.

There were certain characteristics that needed to be fulfilled for a lesson to qualify as IBL
or PBL. These criteria were the following: IBL required the learners’ active participation
around a central question or problem; there needed to be encouragement of collaboration
among the learners; and, teachers needed to facilitate and scaffold the process (Spronken-
Smith et al., 2008; Hmelo-Silver et al., 2007; Guven & Duman, 2007). The teachers’
understanding of IBL had a direct impact on their ability to implement this form of
learning, as they could not implement a pedagogy that they themselves had not grasped.
All the definitions provided by the interviewed teachers showed a general understanding
of IBL. An example of one definition provided by Teacher Chi stated, “There is a big
question to be asked (during the lesson); not just learning (a topic) in isolation; (the

learning is) linked to a bigger idea”. Teacher Mu echoed this sentiment by stating, “It’s
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learning through sort of questioning, an investigation ”. The lessons mostly fulfilled all
the criteria needed to qualify them as IBL lessons: The learners were active; there was
collaboration through group work; the teachers facilitated the lesson; and, they provided
scaffolding to support the learning. However, the lesson at Kilo School lacked one aspect,
the question and Teacher Gamma admitted that her IBL units became “more of a big
project”. This problem was clearly seen during the lesson observation, as it became
evident that the question was missing. While this question was present in the planning of
the unit, it was not clearly stated during the lesson’s implementation. The question would
have focused the inquiry and fulfilled the criteria of being inquiry-based lesson. It is
important to keep this idea in mind, as it changed the implementation of this lesson from
an inquiry-based to a project-based one. This was an important consideration as this
change in pedagogy affected its relevance to this study’s research question. There was,
however, valuable information to be garnered from this difference in implementation
methods. This could affect the potential of this lesson to allow for the participation of all
learners and thus its value as an inclusive pedagogy. The inclusive potential of this lesson

will be explored in greater detail.

5.2.2. Understanding and supporting the needs of all the learners.
In interviews, there was a consensus among the teachers, that every learner would not be

accommodated automatically through IBL. If necessary, all learners would require some
form of monitoring and intervention. Teacher Chi stated, “Children who are struggling
academically, you can’t start to thinking that they will be fine now, this system will carry
them along. You've got to have identified them and monitor them”. The hope was
expressed by Teacher Alpha, that even learners who tended to disengage in class, would
gain some benefit from their experiences in the lesson. Overall, it was felt by the teachers
that support and interventions needed to be pre-planned as well as applied incidentally as
the need arose. Teacher Gamma stated that this approach was needed as, “you don’t
anticipate (situations) . Yet, IBL could be more effective than other approaches as long
as the learners were supported sufficiently. The effectiveness depended on the guidance
received during an inquiry (Lazonder & Harmsen, 2016). I will discuss some of these

specific interventions and support in detail while answering the second research question.

The teachers interviewed for this study were able to describe the learners’ needs and to
suggest actions required to accommodate them. An example was given when Teacher Mu
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spoke of her learners being “overwhelmed” and it being “work intensive”, however she
also suggested that, “It ran for too long or if we needed more break outs”. Teacher
Gamma reflected, “They haven’t got the depth of reflection yet”. She indicated that this
was an area that required further development in order to be utilised effectively. |
observed teacher understanding of learners’ needs through the interactions between the
learners and teachers in class, where the teachers provided additional explanations and
extra support whenever required. The teachers’ attitudes, understanding and expectations
regarding inclusion and IBL had a positive impact on the learners, because the teachers
looked for opportunities to support the learners. Teacher Chi commented, “Children who
need extension, it could quite easily come up through their (IBL) ”. In addition, Teacher
Alpha stated, “We are enjoying it and they amaze us with their creativity”. The following

section delves more deeply into the teachers’ individual experiences of IBL.

5.3. The Teachers’ Experience of IBL and its Contribution to

Promoting Inclusion
This section focuses on the second research sub-question concerning the teachers’

experience of IBL. It meant a discussion was necessary on the various themes that
emerged from the research, which reflected teachers’ perspectives and experiences. These
general themes based on the teachers’ experience could have either contributed to
inclusion or they might have provided obstacles to inclusive practice. There were various
factors, such as learners’ enjoyment and collaboration, and their development of skills,
which were mentioned in the teachers’ interviews. All these examples provided evidence
that IBL was a pedagogy that could nurture and promote inclusion and thus provide the
opportunity for all learners to be actively involved in the learning. However, the teachers
were able to describe some of the challenges too. The challenges highlighted by the
teachers could have an impact on whether IBL would be considered inclusive, because it
posed barriers to the participation of some of the learners. Both the positive factors and

challenges will be unpacked further.

5.3.1. Learners’ attitudes and experiences
Teachers highlighted that the learners seemed to enjoy and be interested when IBL was

used. Teacher Chi stated, “The kids were really engaged” and Teacher Zeta shared that,
“They really enjoy it, because ... they take charge of their learning ”. The learners seemed

to find purpose in their learning, and they were inquisitive and enthusiastic. They were
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motivated, actively involved and liked to have some choice in aspects of the task. Teacher
Alpha stated, “The excitement of having this freedom to create and explore. They’ve
almost chosen what interests them in the topic”. This allowed for the learners to be
independent and to take responsibility for their own learning. As a researcher during the
classroom observations, | noted this engagement and interest in the task too. According
to Englebrecht and Green (2018), an inclusive pedagogy was one that allowed the learners
to make choices, where they were free to select a topic that they found most interesting,
and to form groups based on this choice. Chu, Tse and Chow (2011) stated that the
provision of choice allowed learners to take responsibility for their own learning. During
the lesson at Sierra School, this aspect of an inclusive pedagogy was particularly evident.
The learners were able to choose their own topic, which facilitated the formation of their
groups. This meant that the broadness and less restrictive nature of IBL ensured that the
learners could find something that interested them, and it accommodated different ways
of learning. All learners were able to participate in the lesson, although some were more
involved than others. Teacher Alpha observed that, “Even if'it’s not related to my topic,
they hopefully have taken something away. It might not be the learning we intended from

it ... So, they are learning and (an) inquiry is still happening ”.

There was some disagreement between the teachers about how easy it was to identify
learners who found the work challenging. The teachers from Bravo School indicated that
the learners’ ability to interact individually allowed them to make this identification.
However, Teachers Chi and Gamma indicated that given the nature of group work, it
might be less easy to identify learners who were struggling, as these learners could copy
from their peers or more assertive learners would monopolise the conversation. Even
though the teachers’ perspectives were different, they both indicated a trend towards
inclusion. The learners who were struggling were supported in both cases, either through

interactions with their teachers or with the members of their group.

5.3.2. Collaboration and group work
The ability to engage in group work and to collaborate with their peers was seen as a

positive by all the teachers. Another criterion for an inclusive pedagogy was the ability
to learn collaboratively with and from their peers (Englebrecht & Green, 2018).
According to the Bravo School teachers, this collaboration allowed for improved

communication skills and mutual support. It also meant that the group provided assistance
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for one another when the tasks were challenging. Teacher Chi said, “(The learners)
weren’t alone and floundering. They had the others to guide them and nudge them along”.
She also mentioned that learners’ anxicty was less because they had they support of their
peers. Teacher Gamma noticed that learners were able to “‘feed off each other” during
their interactions. This is reiterated in the literature where Slavin (1996) stated that group
members could provide support, information and motivation in order to solve a problem
or answer a question. They are able to bounce their ideas off of each other. Group
interactions provided learners the opportunity to discuss, to debate and to gain multiple
perspectives. All the teachers made use of heterogeneous grouping strategies, where the
groups consisted of learners of different abilities. These groupings were done
intentionally in order to encourage interaction, support and inclusion. Teacher Chi also
mentioned accountability by individual members in a group, as an important way to
encourage all learners to participate in the learning process. Learners were accountable
when they gave feedback, and when they provided and received help from individuals as
well as their groups (Forslund Frykedal & Hammer Chiriac, 2018). This form of
accountability was observed during the classroom interactions, and it was reflected in the
teachers’ interviews and evident in the learners’ presentations in the three contexts,

particularly at Sierra School.

The teachers highlighted the positive aspects of collaboration regarding inclusion,
however, they also listed these interactions as potential barriers to inclusion. The teachers
were aware that some of the learners could be excluded and side lined from group
discussions. Those learners that lacked the necessary collaboration skills were
particularly vulnerable during activities. This concern was echoed in the literature where
Forslund Frykedal and Hammer Chiriac, (2018) listed skills that were required to promote
effective group work, such as conflict management, encouraging and affirming others and
the search for acommon goal. The teachers at Bravo School were able to identify specific
learners who found the group interactions a challenge. All the teachers stated that there
needed to be alternative strategies to guide and manage collaboration in order to facilitate
productive group work. Teachers were aware that group work might not always succeed,
therefore they should strive to set up the correct conditions for effective collaboration.
One of these conditions includes a sensitivity to the fact group work skill development

may be immature in younger learners and therefore less effective due to age differences
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(Leman, 2015). Teachers at Bravo School were aware that they needed to be sensitive
and make accommodations in order to facilitate working with younger learners in Grade
4. This was the reason given as to why they chose pair work for their learners instead of
placing them a larger group. However, in Leman’s (2015) study it was thought to be more
beneficial that the younger children were placed in larger groups, not smaller ones. It was
understood that in the Leman study, that larger groups were more age appropriate and
productive. The optimal size of the group could potentially have an impact on the ability
to collaborate. Effective group work also required the setting up of well-structured group
work, where specific collaborative strategies were given to the group (Forslund Frykedal
& Hammer Chiriac, 2018). Lang, Costley and Han (2016) highlighted that group work
was more effective when the tasks were structured and scaffolded. The teacher-led
structuring of groups was observed in all three contexts to a greater or lesser degree. The
teachers at the schools also utilised incidental conflict management when necessary. In
addition, at Kilo School, Teacher Gamma used cooperative group work strategies and at
Sierra School the groups were given clear expectations on how they were expected to

interact.

5.3.3. Skills and knowledge development
The teachers stated that they observed the development of the learners’ skills during the

IBL lessons. They found this encouraging, as they noted via their own observations that
the learners were able to attach more meaning to their learning. In addition, the teachers
observed that the learners developed better analytical and critical engagement with
resources. The skills required for answering questions improved. For example, Teacher
Chi stated, “They (the learners) actually did better at answering the big question”.
Teacher Zeta added, “(The learners) are still developing, (so) they have to use higher-
order thinking ... That is what we are pushing them towards”. The teachers gave another
advantage of IBL for the learners: It provided the opportunity and scope for including and
exploring their creativity, as shown by Teacher Gamma who stated, “It gives them (the
learners) a chance to make things and create things . The teachers from Bravo School
stated that they were pleased with the quality of work that the learners’ produced.
Research by Chu, Tse and Chow (2011) also demonstrated the following about IBL.: It
encouraged deep thinking; it developed the ability to apply knowledge and reasoning

skills; and, it helped with problem-solving and decision-making skills.
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However, there was some contradiction shown in the interviews. Some of the teachers
were encouraged by the learners’ development of deeper thinking skills, while others
indicated that the learners were unable to display the required depth of knowledge. In
addition, they lacked the prerequisite critical thinking skills needed to engage fully with
the content. As a result, some of the learners showed a decreased involvement in their
tasks. The lack of depth of knowledge was a particular concern to Teacher Gamma, as
she stated, “They battled with the higher-order questions”. This observation was made
about a lesson that lacked a question to focus its inquiry. This question could have given
direction to the inquiry, which may have promoted a more in-depth understanding of the

content and thus learners’ answers to questions may have been less superficial

The teachers maintained that some of the learners’ inability to work effectively with
resources contributed to them being excluded from the learning process. In the three
lessons | observed, there was a reliance on resources found on the Internet or provided by
the teacher. The expectation was that learners needed to decipher and extrapolate relevant
information from Internet sources. They then had to select what was required in order to
answer the questions/problems posed and complete the task. The learners’ immaturity in
research skills could thus have had a negative impact on the process. Teacher Zeta
observed that some of the struggling learners “sometimes get lost” as to what was
required, as they found the volume of information overwhelming. The use of scaffolding,
in the form of checklists and rubrics helped to develop these research skills, but these

tools sometimes added to the confusion.

5.3.4. Teacher as facilitator and mentor
The role of the teachers in these IBL lessons was vital, as they were able to contribute

towards the inclusion of the learners or conversely their exclusion. Makoelle (2012) stated
that when a teacher worked alongside their students, then a teacher provided support for
them while they solved problems and discovered knowledge. These actions showed the
potential to include all the learners. | observed this supportive role during the classroom
observations. Teacher Gamma stated the following regarding teacher interaction in the
class, “(You require) buy-in from your team ... (you need to be) on the same page, it’s a
team effort”. Although the teachers saw their role in IBL as a facilitator rather than

imparting information, there was still a large amount of guidance given by the teachers
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during the three lessons. Some more traditional teaching methods, like direct instruction,

were used as an introduction to the lesson.

The teachers highlighted the importance of providing support and guidance as well as
working individually with their learners in order to cater for their needs. Teacher Chi,
reflected on the scaffolding she provided, stated, “I think if I hadn’t given them those
questions, they could have floundered and gone off completely”. In addition, Teacher Zeta
explained, “You have to kind of sit with them and go through it step-by-step. You are
clarifying things for them as they go”. This inclusive practice allowed for all the learners
to participate in the learning. Lazonder and Harmsen (2016) reported that learners
perform better in an inquiry that is structured and guided over one that it unstructured.
This is particularly true of younger learners. This was observed to some degree at Kilo
School, where an intern teacher, a university student studying to be a teacher, was with a
class for the lesson. She was less involved in the lesson, with the result that, the learners
were less focused, and goal directed. This showed that if teachers did not provide support
or they relied on more unstructured methods, then it had the potential to lead to some
learners being excluded.

5.3.5. Structuring and implementation of the lesson
The teachers agreed that for IBL to be successful it needed to be a well-planned unit with

structured lessons. Reid, Zhang and Chen (2003) made a distinction between three types
of support: First, is support that helps the learners understand the content while
completing the task, which they called interpretive. Secondly, experimentation support is
that which scaffolds, guides and helps the learners through the learning process. Finally
support that helped learners reflect on the skills and knowledge gained during their
learning experience. It was clear, during the class observations, that the teachers were
able to employ all levels of support. Some of the interventions and scaffolding suggested
and used by the teachers included the following: sitting with individual learners;
structuring the unit of learning with embedded questions; limiting time; the provision of
key words or headings; and, the use of learner self-reflections, checklists and assessment
rubrics. As an inclusive pedagogy, scaffolding was recommended in order to pre-empt
any difficulties and to help the learners overcome these potential difficulties. Once the
aim of supporting learners in order to minimise difficulties was achieved, then the

scaffolding could be reduced (Englebrecht & Green, 2018). It was clear during the
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observations and the interviews that scaffolding formed an integral part of the
implementation of IBL at the three schools.

To conclude the discussion of the teachers’ experiences, the teachers’ practices
contributed a great deal to the understanding and promotion of IBL as an inclusive
practice. The teachers were able to describe the positive outcomes of using this pedagogy
and they were aware of areas that needed further development. They were also proactive
in ensuring that these issues were addressed and monitored. This was expanded upon in
the sections on: collaboration and group work; skills and knowledge development; the
teacher as a facilitator; and, the structuring and implementation of the IBL lesson. All
these ideas contributed towards the teachers’ perceptions that this form of learning was
positive for the learners. Teacher Mu stated, “This (IBL) is the way forward” and Teacher
Gamma concluded, “/ think the majority of girls enjoy IBL.” In the next section, | discuss

IBL from the learners’ perspectives.

5.4. The Learners’ Experience of IBL and Indication of Inclusive

Practice
This section addresses the third research sub-question and delves into the learners’

experiences of IBL. It uses the information garnered through classroom observations,
interviews and questionnaires to unpack the various trends and themes evident in the
learners’ reflections. The discussion centres around firstly, the positive reflections from
learners about the learning and factors according to them that contributed towards their
ability to participate fully in the learning. Secondly the discussion unpacks the various
limiting factors that could form barriers to their learning and their ability to participate.
Finally, there is a discussion around the differing perspectives and experiences seen

across all three schools and the possible causes for these differences.

5.4.1. Positive learner experiences of IBL
Upon analysis of the information from the first page of the student questionnaire, there

seemed to be a high percentage (72%) of learners who felt included and able to participate
in this form of learning. Another statement on the questionnaire, “I enjoyed my learning”,
indicated as 82% positive overall across the three schools. This high percentage showed
that the learners were happy and positive about IBL as a pedagogy. The learners expressed

how much they enjoyed the lesson in the final comments on the questionnaires. Examples
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of some of the comments written by learners follow: Bravo Learner 1 said, “Team work
makes dream work, you can’t do everything alone”; Sierra Learner 1 said, “I got to learn
about the real world not just some perfect fake one”; Sierra Learner 2 said, “My brain is
filled with knowledge”; Kilo Learner 1 said, “I enjoyed being in a group, where they
helped me understand when I didn’t”; and Kilo Learner 2 said, “It was very fun, exciting
and interesting”. When observing the learners during class time, the overall atmosphere
was productive and most of the learners were actively engaged with the task. They
displayed a keen motivation to learn and the majority were on task and participating

actively.

When analysing the Blob Tree, this positivity was evident, because 52 learners chose blob
ten that indicated they enjoyed working together with their peers. Some indicated that this
was the best aspect of the lesson. Kilo Learner 3 said, “We all worked well together,
everybody had their own opinion and we did well”. Next, 43 learners selected blob one,
which indicated feelings of happiness and confidence. Bravo Learner 2 said, “When | did
something, I felt good about it.”” The blobs that depicted negative learning experiences
(2, 12, 13 and 14) were the ones that were least selected with an average of six to seven
votes each. However, these negative responses account for a relatively small percentage,
namely six per cent (21 of 371 blobs) of the overall sample. | explain the reasons behind

some of these negative experiences in the next section.

5.4.2. Factors according to learners that limited participation.

5.4.2.1. Group dynamics and peer interactions
When | analysed the questionnaire, the areas with the lowest ratings were statements that

related to the following: unfair division of work in group (65%); working well together
(51%); and, feelings of importance within the class (50%). According to the learners, it
seems that the biggest contributor to feelings of exclusion was their interactions with their
peers. This was once again reiterated in the different learner interviews. However, the
statement related to a lack of feeling important was further qualified during the learners’
interviews. In general, the learners stated that they did not feel the most or the least
important, instead they felt that they were equally important to everyone else. Examples
were from Kilo Learner 8 who stated, “I didn 't think I was more important than anyone

else” and Bravo Learner 6 explained, “I feel everyone’s important in the class”. This
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indicated that feelings of less importance, were not evident or factor in limiting their

participation.

Group dynamics and peer interactions presented itself in the interviews, as the most
overwhelming and prevalent factor to limit inclusion. The most complaints (40%) related
to learners’ interactions with their peers, where there were: specific incidents of arguing
or disagreements; examples of a lack of listening to one another; times when learners
talked over each other; and, examples of unequal distribution of workload and resources.
In addition, the learners indicated that that some group members tended to take over or
there were others who did very little or there were also those who isolated themselves
from the group, because they did not feel welcome. A few examples from the learners
highlighted these negative interactions: Sierra Learner 3 stated, “Some of the people do a
lot more work than the others and other people just slack off”’; and, Bravo Learner 7
complained, “We didn’t really get along very nicely”. This was a trend observed by
Leman (2015), where if one child is perceived as more knowledgeable than the others,
then this child might have a negative impact on collaboration, as the others would fail to
engage with the collaborative process. There were also those learners who were nervous
about expressing their opinions, because they feared being judged by their peers. This
was shown by Kilo Learner 9 who confessed, “I feel that I can’t say my opinions because
I might get judged by it”. Some of the learners expressed feelings of frustration and
loneliness regarding unkind treatment by their peers. This was particularly evident in the
younger age group at Bravo School, as Bravo Learner 8 commented on her partner, “She
was shouting at me. It made me feel very sad”. Leman (2015) stated that there were
cognitive and social benefits to collaboration, even when this involved conflict and
disagreement. However, he added that there were times when conflict in group work
could prohibit productive discussion. This was particularly true when the learners lacked

the social skills to interact successfully.

Some of the learners’ negativity around peer interactions appeared to contradict earlier
statements made by them concerning their enjoyment of IBL. This apparent contradiction
highlighted the importance of the group interaction to influence the learning and the
inclusive potential of IBL either positively or negatively. It is the learners’ ability to feel

safe with their peers in a cooperative process that had the most impact on IBL as an
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inclusive pedagogy. They need to feel accepted and recognised by their group in order to
fully participate (Forslund Frykedal & Hammer Chiriac, 2018).

5.4.2.2. Engagement with the content
The interviews revealed other themes that impacted on the learners’ ability to participate.

This was evident in the second most prevalent theme, which related to the challenges the
learners experienced with the content, as 23 per cent of the concerns raised were based
on struggles with the task itself. There were some girls who stated that they found the
content challenging, especially at the beginning of the task. Sometimes the instructions
were confusing, or expectations were unclear, and they were unsure of whether their
approach was correct or not. Bravo Learner 9 stated, “Like I really didn’t understand
somethings”. The learners indicated that the task required a large amount of mental
energy. Another challenge the learners highlighted was the difficulties they experienced
with the research process. Some girls found the sheer volume of Internet information was
overwhelming, therefore they found it challenging to locate the information required for
their task. Kilo Learner 5 said, “There was so much information, it was hard to find”;
Sierra Learner 4 stated, “It was quite difficult to find answers and everything ”. However,
the learners indicated that the majority of these challenges dissipated once they were
working with the given resources and were able to learn from their peers within their
group. Sierra Learner 5 stated, “I didn 't really know what I was doing, but then ended up
knowing what I was doing towards the end”. In two of the schools, Kilo School and Bravo
School, there were some negative reflections on the length of the task, as the learners
stated that it could have been shorter. Kilo Learner 10 commented, “The IBL lessons are

nice but they are quite long”.

5.4.2.3. Learners’ individual personality characteristics
A third theme that emerged from an analysis of the data was how individual

characteristics impacted on participation. This accounted for 17 per cent of the negative
reflections during the learners’ interviews. One of the main individual barriers identified
by the learners was shy personalities, as the latter led to an inability to ask for help or a
lack of assertiveness in a group setting. Another issue was that of distractibility, because
87 per cent spoke of when their team members tended to get involved in unrelated
conversations to the task or they got distracted by their devices. Bravo Learner 10

confessed, “We were just fooling around, while the other one was working”’; and, Sierra
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Learner 6 explained, “You would look at a photo and get quite carried away”. This
concern was echoed by Haller, Major and Hennessy (2016) who stated that entertaining
features on a device could prove to be a distraction during learning, which could lead to
reduced outcomes. However, some of the learners reflected that their distractibility was

less in a group situation using IBL than it was in a traditional classroom setting.

5.4.2.4. Use of technology
A fourth theme that emerged was the use of technology, which accounted for 10 per cent

of the negative reflections in the interviews. Challenges with finding information on the
Internet was grouped with the theme about engaging with the content discussed
previously. This theme related to the challenges experienced by learners when technology
and devices either failed them in some way or had to be shared. The use of technology
caused frustration, when the learners’ devices did not connect to the Internet or when they
lost parts of work on their devices. Bravo Learner 3 stated, “The laptop had difficulties
and started deleting everything”. At Bravo School, conflict arose between some of the
learners who shared a device with their partners, because this often led to unequal
workloads within the group. The result was that one of the partners was forced to observe
and felt excluded. Although some of the learners found using technology a challenge and
| detected some charging of devices issues at Bravo School, | observed that the majority
of the learners worked well with their devices, and the benefits of using this technology
to support their inquiry was evident during the classroom observations. HaRler, Major
and Hennessy (2016) enumerated the benefits of using technology as follows: it allowed
for greater depth in an inquiry; it encouraged real-world situations; it increased
motivation; and, due to its inclusive potential, devices increased the ability to support
learners in the IBL setting. However, Hal3ler, Major and Hennessy (2016) also stated that
the instructional approach was more valuable than the technology, therefore the teacher
must monitor the effective use of the learners’ devices through the lens of IBL and

inclusion.

5.4.2.5. Reflections on support.
Finally, the last theme was the learners’ reflections on the support provided by both their

teachers and their peers, and this accounted for 10 per cent of the negative reflections in
the interviews. Lazonder and Harmsen (2016) stated that the level of guidance and

support provided in the classroom, have a substantial, positive effect on inquiry learning,
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performance achievement and the learning outcomes. Guidance had a larger impact on
inquiry skills than on gaining knowledge, and the learners performed better when they
were given this support. Reflections by learners on the guidance received was mostly
positive, however, some of the individual comments showed that the learners sensed a
teacher’s frustration or that a teacher who was less involved gave less support. Kilo
Learner 7 stated, “The teacher that was filling in for her isn’t as supportive as she was”.
In addition, where many teachers were available, this caused the learners to feel uncertain
about where to get information and who to consult. The issue of support also related to
their peers who were not always helpful. Sometimes the learners’ peers would ignore
requests for assistance, show their frustration when asked for help, or be so focused on
their own work that they were unwilling to help others. This once again highlighted the

importance of peer relationships and interactions in the IBL context.

5.4.3. Differing experiences and causes of divergent perspectives
In the questionnaire, there was evidence of different perspectives according to the three

schools. These perceptions related directly to feelings of inclusion by the learners.
Sierra’s learners indicated that they felt the most included (86%), Kilo second (77%) and
the learners at Bravo School highlighted feelings that indicated the least inclusion (61%).
Differences in approach, dynamics and implementation of the lessons could account for
these differing viewpoints. | have identified specific differences and will explain each one
of them in the next section. By understanding these differences, it would help to identify

the strategies that might lead to a more inclusive pedagogy.

5.4.3.1. Differences in age
The first difference relates to age. The sample consisted of two Grade 6 classes and one

Grade 4 group. The Grade 4 group were the learners at Bravo School, and they had the
lowest inclusive score of 61 per cent, when compared to 77 per cent at Kilo School and
86 per cent at Sierra School. Learners at Bravo School had the most complaints about
conflict and peer tension, with peer interactions making up 42 per cent of the negative
views expressed in their interviews. An example, Bravo Learner 4 said, “We fighted [sic]
a lot and 1 felt that I wasn’t welcome”. Leman (2015) stated that age has an influence on
collaboration and that younger children struggled to grasp that collaborating required
working with differing perspectives. There was also less scope for resolution through

compromise. Older learners would be more sensitive to social dynamics within a group.
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Taking Leman’s (2015) findings into account, this could provide a reason for some of the
differences seen in the responses between the Bravo learners and the rest of the sample.
Their lack of maturity could have had an impact on the development of their social skills
and consequently their ability to interact within their groups. The learners’ age also
seemed to have impact on conflict resolution in that the older children were able to resolve
conflict easier than the younger children, as well as their feelings of confidence when
contributing to group ideas. Children, as they grow and develop, improve their abilities
to conduct sound investigations and to transfer this knowledge and skills into novel
situations. Research has also suggested that less experienced learners needed more
explicit guidance (Lazonder & Harmsen, 2016).

5.4.3.2. Differences in group sizes
The group sizes were different at the three schools: Kilo School’s groups were the largest

with six participants, then Sierra School’s learners were in groups of four and Bravo
School’s learners were arranged in pairs or triads. Sierra School’s scores indicated that
there was the least conflict and most social cohesion among their learners, as 78 per cent
of them responded that they worked well together. While 58 per cent of Kilo School’s
learners and only 31 per cent of Bravo School’s learners indicated that their groups
worked well. Apugliese and Lewis (2017) asserted that groups of four or less, were most
effective when communicating in groups but acknowledged that other factors in the
learning context, such as the lay out of the learning space, could contribute to this
cohesion. There might be no causal link between group size and social cohesion, however,
it was interesting to note these different scores as the specific dynamics of members
within the bigger group sizes at Kilo School may have negatively influenced their
interactions. This however contradicts evidence from Bravo School, where they had the
smallest groups and the least cohesion. If we looked at group size alone it would seem

that groups of four (Sierra School) seemed to be optimal.

5.4.3.3. Class versus grade implementation
Differences in group size had the potential to affect the third difference, which was that

two of the schools chose to implement IBL across a whole grade (Bravo School and Kilo
School), while one school used a single class (Sierra). The question of the size of the
whole learning group, as well as the different number of teachers in this environment,

could have had an impact on the learners’ feelings and experiences of IBL. The fact that
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Sierra School’s scores about social cohesion were the highest could have indicated that
the class’s size should be considered when setting up an IBL lesson.

5.4.3.4. Differences in implementation and engagement with content
The differences addressed related specifically to the characteristics of the lesson and the

learners’ engagement with the content. Statements on the questionnaire that related to
these aspects were, “I felt like I knew what | was doing”, and conversely “I felt lost and
didn’t know what to do”. The results were as follows for both questions: learners at Sierra
School responded with 87 per cent agreement with statement one and 100 per cent
disagreement with statement two; Kilo School’s learners responded at 75 per cent and 85
per cent; while Bravo School’s learners responded at 67 per cent to both questions. These
results were high percentages, which indicated an overall positive engagement with their
learning. However, the way IBL was implemented could account for the small differences
between the schools. The first difference was how the schools approached their inquiry,
namely, whether they used a problem or a question. As stated previously, Kilo School did
not highlight the question for their learners’ inquiry, but Sierra School did, while Bravo
School phrased their question in the form of a problem. Secondly, the length of the task
and time allocated at Sierra School was limited to just over 2 hours excluding presentation
time, when compared to the three days set aside by Bravo School and the ongoing weekly
lessons at Kilo School. The lessons at Sierra School and Kilo School were seen as part of
the school day, whereas the timetable was collapsed for the IBL at Bravo School. These
differences in implementation could account for some of the varied responses to the

questions and the ability of learners to fully participate in the process.

5.4.3.5. Differences in the use of technology
All three schools made extensive use of technology, but, as mentioned previously, this

caused some frustration. The difference in approach was that at Bravo School they made
use of a shared device, whereas at the other schools the learners each had their own
devices. When asked whether the work was shared fairly, only 38 per cent of the learners
at Bravo School agreed with this statement. During the learners’ interviews, | probed this
finding, and the learners revealed that their complaints were based on their perception
that they did not have fair access to the shared device. For example, Bravo Learner 5
stated, “My partner, she hogged the laptop”. At the other end of the spectrum, I observed

at Kilo School that some of the girls did not interact with others, because of a
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preoccupation with researching the content on their own devices. Haller, Major and
Hennessy (2016) indicated that when many learners were allocated to one device, it
encouraged discussion and therefore it led to a more detailed final product. They
suggested that allocating two learners to one device was more effective than each learner
having access to individual devices. This study’s findings did not support this study’s
research, as there was far less conflict and more task focus and motivation when each of
the learners had their own device. However, a qualification to this observation was that
there were times when these learners were not as engaged with their group, because they

were working on their individual devices.

The overall experience of IBL for the majority of learners indicated that they felt included
and able to participate in the learning. There were aspects of the pedagogy that the
teachers needed to monitor more closely in order to promote inclusive practice,
particularly in relation to interactions among the peers. However, these aspects were
highlighted by a minority of learners, and some of these challenges were overcome
through the process of participating in IBL. The next section showed the extent to which
the teachers and learners’ experiences matched, by considering similarities and

differences between individual responses.

5.5. The Extent to Which Individual Participation of Both Teachers and

Learners in IBL Were Congruent
This section presented the findings related to the fourth research sub-question and

discussed the level of similarities and differences between the teachers and learners’
perspectives of the IBL lesson. There was general congruence between the learners and
the teachers’ experience of IBL, as they were positive and enthusiastic about this form of
learning. The benefits identified by the teachers and the learners were the following: the
level of engagement and enjoyment; the acquisition of skills and knowledge; and, the
collaboration. For example, Sierra Learner 7 stated in her questionnaire, “It was fun to
learn about new things” and Teacher Chi reflected, “I'm teaching with more meaning”.
This form of learning was perceived as inclusive as shown by many positive responses,

although some challenges were highlighted too.

The teachers and learners identified challenges to IBL’s inclusive potential, although they

placed emphasis on different aspects. For the learners, the most challenging factor was
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their relationships and interactions with their peers (40 per cent). However, they also
included these potential barriers in their reflections: their engagement with content; the
support received from teachers and their peers; individual characteristics, such as
distractibility; and, problems with technology. The five teachers also mentioned
collaboration and peer interactions as an issue. However, they saw this issue as one of the
challenges, but not the predominant one. They identified different challenges which they
gave equal status, such as the learners’ limited skills; the teacher’s role as facilitator; and
implementation which focused on the need for structure, planning and providing support.
The teachers briefly reflected on the use of technology as a potential barrier to learning,
but the teachers’ reflections on the use of technology was limited and mostly positive. An
example, Teacher Chi stated, “I might use Apple Classroom ... SO | can monitor from my
iPad ... (but) I could see they were all engaged and working”. The teachers’ views
focused on how to solve these problems and what the best strategies were for them to
employ. Another example was that Teacher Gamma reflected on her change in strategy
to encourage peer cooperation. She stated, “Once I did that Kagan (cooperative group
work strategies), I mean that was really an ‘aha’ moment for me”. This showed an
inclusive way of approaching problems, because it displayed the proactive way that
Teacher Gamma focused on finding solutions to encouraging effective group work in her
lesson. The learners, particularly at Kilo School, also seemed to display this problem-
solving attitude, as they were able to manage and solve many of the challenges they faced.
This was expressed by Kilo Learner 6 who stated, “l got a little confused on how

everything worked out but managed to get back on track and do it”.

As the teachers and learners reported mostly sharing similar experiences during IBL, and
the themes and the individual experiences have been analysed and the findings discussed,
it is now possible to turn to the main research question. This question asked whether IBL

could be viewed and experienced inclusively.

5.6. The Extent to which the Experiences of an IBL Pedagogy Promoted

Inclusive Participation
The main question that this study raised and has tried to answer was whether IBL

promoted inclusion or not. After taking into consideration the learners and teachers’
views as well as my own in the role as the observer, it is evident that IBL does have the
ability to promote inclusive participation. According to the criteria laid out by Florian and

90| Page



Black-Hawkins (2011) mentioned in Chapter 2, the three lessons | observed did fulfil the
conditions for an inclusive pedagogy. First, there was a focus on learning for all rather
than concentrating on learners with special needs. This was clear during observations as
all the learners were treated equally and there were the same expectations of success.
Secondly, there was no evidence that deterministic beliefs about ability were present and
all learners were seen as being able to contribute to each other’s progress. The use of
heterogeneous grouping, and the way the teachers encouraged and supported the learners
throughout the process, this all contributed towards an inclusive experience for the
learners. Finally, it was clear that teachers viewed the difficulties that learners
experienced as challenges towards new ways of working. This was apparent in the way
the teachers adapted their teaching throughout the process to cater for the learners’
different needs. Examples were the way the Bravo School teachers introduced a checklist
during the process and Teacher Chi’s use of keywords on the board to prompt thinking
and focus. This support was geared towards the whole class and not just individual
learners. The teachers supported and treated each learner with dignity and care, and the

idea that any learners might have had deficits was not evident in their teaching practices.

However, there were aspects that needed to be monitored to ensure inclusivity, for
example: collaboration among the groups; how IBL was implemented; the teacher’s role
during IBL; how the lesson’s level was structured; how teachers and peers provided
support to the learners; and, the use of technology. These issues would need to be
carefully considered, as they could not only contribute to inclusivity but also hamper it.
The flexibility, as well as the problem-solving and solution-focused nature of IBL,
allowed for adjustments to be made according to the learners’ needs during
implementation. This was observed in the three schools. Overall, the feedback from
teachers and learners was predominately positive, and they agreed that participation in

this form of learning was worthwhile and productive.

5.7. Conclusion
This chapter provided a discussion and analysis of the findings presented in Chapter 4.

The analysis was structured around the main research question and four sub-questions
posed in Chapter 1. IBL was shown as a way of teaching that had the potential to be

inclusive; the teachers and the majority of learners in this study confirmed this
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possibility. While some challenges were experienced with IBL, strategies were
implemented by the teachers to address most of them. This analysis provided the basis
for the recommendations, limitations and suggestions for further study to be presented

in the next chapter.
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CHAPTER 6: OVERVIEW, RECOMMENDATIONS AND
LIMITATIONS

“That is, in the inclusive pedagogical approach, teachers focus on how to make rich
learning opportunities available for everybody so that all learners can participate in the

community of the classroom” (Black-Hawkins, 2017, p.13).

6.1. Introduction
This chapter is separated into four parts. The first section provides an overview of the

research and its related conclusions. Next, the second section summarises the implications
and recommendations based on the results of this research. The third section presents
some of the limitations of the study. Finally, the fourth section makes suggestions for

further research.

6.2. Overview of Research
Chapter 1 served to introduce and provide background to the study. It was here that the

question was posed as to what extent IBL could be an effective pedagogy for inclusive
practice. In Chapter 2, the conceptual, theoretical and philosophical underpinnings of the
research was examined. The influence of constructing knowledge around subjective
beliefs and experiences was highlighted. Next, there was a presentation of the work of
theorists who advocated for the importance of active learners, who constructed their own
knowledge via experiential learning. Chapter 3 provided the methodological approach to
the study, where its approach, using mixed methods, allowed for the collection of both
guantitative and qualitative data. These included document analysis, classroom

observation, interviews and gquestionnaires.

Findings extrapolated from this study were presented in Chapter 4 and discussed in
Chapter 5. They provided insight from the teachers and learners’ perspective about a
pedagogy that had the potential, if it was well-guided, to allow the whole class to
participate actively in their learning. The reflections about IBL from both teachers and
learners were mostly positive and they were able to describe their feelings of confidence
and enjoyment while learning. IBL allowed all the learners to participate in many ways

while learning. However, there were some barriers that were identified that had the
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potential to impact negatively on IBL’s inclusive potential. These included the following:
the interactions of learners during collaboration and group work; the use of technology to
aid learning; the learners’ ability to engage with the content; the individual personality
characteristics of learners, such as distractibility and shyness; the quality of support
provided by both the teachers and peers; the level of learners’ skills and knowledge
development; the teachers’ choices when implementing the lesson; the role of the teacher
as a facilitator to learning; and, finally, the impact of the learners’ attitudes towards IBL
in practice. As much as these factors would potentially cause exclusion, they could also
add to the inclusive potential of IBL, if they were well managed. Based on the findings,
it was revealed that IBL had the potential to be an effective pedagogy that promoted
inclusive practice. However, there were significant amounts of teacher intervention and

structuring that might have contributed to IBL’s inclusive potential.

6.3. Recommendations for the Implementation of IBL
When implementing an IBL module, it is necessary that certain recommendations are

taken into account to maximise the inclusive potential of the learning situation. These
recommendations are extrapolated from the findings in Chapter 5.

The first recommendation addresses the understanding and attitudes of the teacher. Itis
important that the teachers have a good understanding of inclusivity and what constitutes
an inclusive learning environment. This requires that the teacher values and embraces
student diversity and sets up a classroom environment that encourages these values. The
teachers’ understanding of IBL is also vital in that it has an impact on their ability to

implement this form of learning.

The second recommendation involves the support and monitoring provided by the teacher
to the learner so that the environment caters for their needs and individual personality
characteristics. This support can be pre-planned as well as incidental. The needs of the
class inform the structuring of the task, the scaffolding provided and teacher’s role as
facilitator and mentor during the learning. The support provided can be to help understand
content, provide guidance through the learning process or to help reflect on learning. The
structure and scaffolding can take on a variety of forms and can be tailored to the needs
of the students. Structure that was highlighted as particularly important in the study was

around ensuring that the question or problem was made explicit. Scaffolding that was
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mentioned was strategies that ensured that resources and content was made accessible
and manageable. This guided approach to IBL ensures that all the learners would be able
to conduct the inquiry which could prevent anyone from being excluded. This seems to
be particularly important for younger learners who require more structuring and

scaffolding than their older counterparts.

The third recommendation pertains to managing collaborative learning. This aspect of
IBL was highlighted by both teachers and learners as incredibly important to the inquiry
process. It is also a source of inclusivity as well as exclusion, therefore, managing these
interactions appropriately is vital to encouraging the inclusive potential of IBL. This
involves encouraging communication skills, mutual support, conflict resolution,
individual accountability and the use of heterogeneous groupings. The teachers would
need to employ various strategies in order to guide and manage collaboration to allow for

productive group work.

There were other pertinent recommendations that would need to be considered during the
planning and implementation of an IBL lesson. These came from feedback from both
learner and teacher interviews. There was positive learner feedback around having a
choice in an aspect of their learning. Favourable feedback on the length of the task tended
towards being on shorter rather than longer units of work. The use of technology and
devices is encouraged as very useful, however, teachers need to monitor its effectiveness
through an inclusive lens and particularly when sharing devices verses learners having

their own devices.

6.4. Limitations of this Study
There are limitations which were identified during the research process. These included

the sampling location, the target respondents and time limitations. These shortcomings
will be discussed in further detail and have the potential to provide impetus for further
potential research topics. These limitations, however, did not impact on the value and
substance of this study. The results were a true reflection of the defined context in which

the study took place, namely independent girls’ schools.
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6.4.1. Sampling location
One of the main limitations to this study is the context in which this research was

conducted. The three schools in the sample were independent, well-resourced and they
catered for an affluent community. These schools also prioritised inclusion as an
important consideration when planning and implementing lessons. The applicability of
these findings to all South African schools would thus be severely limited. IBL is not
necessarily about how many resources a school has, although the lack thereof could
potentially make its implementation a challenge. But the majority of public schools in
South Africa are under-resourced and over-burdened: they have overcrowded classrooms;
lack space for learner discussions; lack equipment to enable investigations; and, there is
a lack of resources to make learning stimulating, relevant and challenging (Englebrecht
& Green, 2018). This could have a significant impact on the ability of IBL to be used for

the purpose of inclusion in these environments.

6.4.2. Target respondents
This study focused on learners in the intermediate phase, which meant that the

applicability of these results to either the foundation or senior phase learners might be
limited. Within the intermediate phase, Grade 4 and 6 learners were part of the sample. It
was fortuitous that | was able to focus on learners at the beginning and at the end of the
phase, as this enabled some interesting observations and dissimilarities, such as
differences in their cooperative learning experiences. Further research could address a
discussion round age and IBL.

6.4.3. Time limitation
Some IBL modules ran over many sessions and some were implemented as part of a

programme over the whole year. The researcher had a limited time within each of the
schools and was able to observe only a portion of the schools’ IBL programme. A
longitudinal study might prove to be enlightening, as far as gathering information about
the learners’ progress and their ability to develop skills. It could also show the teachers’
growth, as they become more familiar with the pedagogy. This would have a direct impact

on the capability of IBL to play an important role in inclusive education.
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6.5. Implications for Future Research
The implications of this study for further research are exciting, as many interesting

questions arose throughout the research process. Some of these questions were linked to
the following: the study’s limitations; the differential findings between the schools; and,

through the implementation of IBL itself.

As far as addressing the studies limitations, the first possibility is that a larger study could
be conducted in schools that are not independent and monastic. This means targeting
public schools that might implement IBL. This study could also be expanded into the
different phases of schooling, other than the intermediate phase, so that the results
obtained in this study would be compared with either older or younger children. As
mentioned in the limitations, a longitudinal study might also be beneficial in gauging
teachers and learners’ development and its impact on inclusivity. This could address any
potential developments in the learner’s inquiry skills over time, with repeated exposure

to this form of learning, that could potentially increase or decrease IBL’S inclusivity.

The differential findings in the three schools lead to questions that can be expanded on
through further study. All of these could be researched separately with regards to their
effects on inclusivity and the learners’ participation in IBL Firstly, the impact of age on
inquiry and collaboration requires further investigation. This study included learners from
different age groups and the results gathered regarding collaboration indicated that age
could potentially play a role in effective group work. It would therefore be worthwhile to
research the effect of age on collaborative activities, especially if the age difference was
even larger than the one in this study. Leman (2015) advocated specifically for more
research on the ways group work connected with learning as well as the impact of age on
these interactions. The second potential research topic also relates to collaboration. This
is the use of different group sizes on the efficacy of collaboration and group dynamics.
This topic could explore the best size of groups and the number of participants for optimal
group cohesion. This study had groups of two, three, four and six in the sample and varied
collaboration feedback was received from the different combinations, with four
participants showing the most cohesion. Further study could either prove or disprove this
finding.
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A third area that could potentially be investigated further, is that of a single class versus
a whole grade implementation of an inquiry. This study has examples of both and a more
detailed study, where this was the specific target of the research question, could
investigate this variable and its impact on inclusivity. Fourthly, researching whether
utilising a question versus a problem as the base of the inquiry could lead to differential
results could be beneficial. This could consequently have an impact on the inclusive
potential of these alternative approaches. In this study there were examples of both of
these approaches. Fifthly, feedback from the learners and teachers were received with
regards to the length of the inquiry. Further investigation on the effect of the length and
complexity of the task could reveal interesting results with regards to the tasks
effectiveness, student motivation and engagement and inclusivity. Finally, the use of
technology within the inquiry task could be studied. A particular focus on the difference
and effectiveness of sharing devices over learners utilizing individual devices could be
examined. There was a fair amount friction reported by learners around negotiating the
use of a shared device in this study. It would be worthwhile to explore whether this is an

overall trend when making use of devices during learning.

With regards to the implementation of IBL, all three schools made use of a guided model
of inquiry. The teachers in all examined contexts provided a significant amount of
structure, support, guidance and scaffolding to the learners. It might be valuable to
conduct research in a context which uses an unstructured inquiry as a pedagogy, where
teachers provide less guidance and more independence from the learners is encouraged.
It would be valuable to investigate its impact on inclusivity. Once again other variables
could be examined separately within this unstructured format of IBL, variables such as

age, previous IBL experience and skills development.

6.6. Conclusion
This research on IBL has shown exciting benefits. It is a pedagogy that allows diverse

learners to interact and to learn in an environment that sees their differences as an
advantage. The unique perspective of individuals is developed through collaboration,
facilitated by the answering of pertinent questions, and problems are solved by
considering different viewpoints. IBL also allows the teachers to interact individually

with the learners via facilitation and to support their development effectively.
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APPENDIX A- DATA COLLECTION INSTRUMENTS

An Example of a classroom observation checklist and fieldnotes:
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Examples of self-reflection questionnaires from two different age groups:

Name: — Age: \2

Circle the answers you agree with. You can circle as many options as you like.

1. I generally enjoy working:
a. ina group
b. by myself
c. with a partner

2. I generally find school work

a. easy
b. difficult

c. average

IR AR A ! 5%

;’ B il enjoyed ;I;IOI"l(.ingl ill"my groué on this tl:;.sk-." ; E— - \/ i

2 | Everyone worked together well.* N

3 | The work was shared fairly.* v

4 | Ifelt that I was able to do the work v/

5 | Ifelt that the work was too difficult. \/
6 | IfI needed help, I knew where to go. V4

7 | Ifelt lost and didn’t know what to do. \/
8 | Ifelt like I was welcome in my group.* ; \/

9 I felt like I was an important member of the class.

R

10 | Other learners were kind to me. \/

11 | Other learners were helpful to me.

12 | I was busy with the task/project all the time.

13 | Ifelt like I knew what I was doing.

14 | I enjoyed learning.

SN N7
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Colour in the figures on the Blob Tree that best descrimking on this

task. You may colour in more than one. Please explain why you chose these particular
figures.

T cWose Lheese g\‘gures

because T semelimes folt

a bit bared ond an03ed at

how 10113 Uhis 'DFQJIEC‘( IS

Lakine Ond  how mmang steps
J J !

there o buk nost 0f She

e onee T At aeing b
1> V) w)

wos fine and enjonalde

M by
R Toos  Wia
RIT%

The most interesting thing I learnt while working on this task was:

T leactdY ¢ lok Obeut g EQD\O(GT Henrg Wudsopn bub

the wost ix\kexeshmg thing_a lealnt  woe  alpub s

discovenes o0d T O\so esea leatny, o lok _avest Srom the

Everese tolk Whicw 1 ?“ecij\g) W \edy

What else would you like to add about your experience while working on this task?

The differenty tosks and the dintec poc by age/uece

goil\% ko be NeMy deti(\cj and T cone woank?
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Circle the answers you agree with. You can circle as many options as you like.

1. I generally enjoy working:
a. in a group
b. by myself
with a partner

2. T generally find school work

a. easy
b. difficult
average
E:::ur the block that describes your experience with this task Yes | Maybe | No Iki(::;t

1 I enjoyed working in my group on this task.* \/
2 | Everyone worked together well.* \/
3 | The work was shared fairly.* \/
4 | I felt that I was able to do the work \/
5 I felt that the work was too difficult. ‘/
6 | If I needed help, I knew where to go. J
7 | I felt lost and didn’t know what to do. ‘/
8 | Ifelt like I was welcome in my group.*
q | Ifelt like I was an important member of the class. \/
10 | Other learners were kind to me. \/
11 | Other learners were helpful to me. /
12 | I was busy with the task/project all the time. /
13 | I felt like I knew what I was doing. P
14 | I enjoyed learning. ‘/
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Colour in the figures on the Blob Tree tha

task. You may colour in more than one. Please explain why you chose these pamcular
figures.

L7.T _chase, ©hs bl BINIB

hecuse SoOMme uecpkeg\J
where, v@bw/: e Wi

when T wos stuck. W(j,jbmf
01T selt URe these s
blabbs  becdus Yy parfnef%\\l A
was working well uith me. | S 477
| T <cele  Uke this MY& ,

blob becaviee T wog
Proud  of my worp.

The most interesting thing I learnt while working on this task was:

that sy need to  be eq(ld\ wa\

your Sortner o yau both get o

% .
uryy € do -fsoﬁ’iffi'z”'}’wl”)g'

What else would you like to add about your experience while working on this task?

T would 11ke o add that (s nice

k9 have o partner because s Yol
mdubeq -ﬁof\déﬁ cam@thing Yowr

Jgor*-b ner i o)\n-t r&nemngr.




APPENDIX B- ETHICS CLEARANCE

Wits School of Education \’VITS é
UMIVERSITY v

27 5t Andrews Road, Parktown, Johannesburg, 2153 Private Bag 3, Wits 2050, South Africa.
Tel: +#27 11 717-3064 Fax: +27 11 717-3100 E-mail: enguiriesi@educ.wits.ac.za Website: www. wits.ac.za

18 April 2019

Student Number: 9501485H

Protocol Number: 2019ECE011M

Dear Michelle Decker

Application for Ethics Clearance: Master of Education

Thank you very much for your ethics application. The Ethics Committee in Education of the
Faculty of Humanities, acting on behalf of the Senate has considered your application for ethics
clearance for your proposal entitled:

The committee recently met and | am pleased to inform you that clearance was granted.
However, there were a few small issues which the committee would appreciate you attending
to before embarking on your research.

The following comments were made:

+ Title: Why the unfamiliar spelling for Pedagogy?

* This is more Low risk as opposed to Medium risk

* Formal permission is pending

= Letter to the principal/rector or other governing body that needs approval
* Learner assent form needed.

+ describe which specific risks need to be addressed and how

Please use the above protocol number in all correspondence to the relevant research parties
(schools, parents, learners etc.) and include it in your research report or project on the title

page.

The Protocol Number above should be submitted to the Graduate Studies in Education
Committee upon submission of your final research report.

All the best with your research project.

Yours sincerely,

) :
M Mateie,

Wits School of Education
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APPENDIX C- LETTERS TO PARTICIPANTS
2019

Dear Madam/ Sir

My name is Michelle Decker | am a Masters Student in the School of Education at the
University of the Witwatersrand. | am doing research on Perspectives on the
Effectiveness of Inquiry-Based Learning as an Inclusive Pedagogy in Independent
Schools in Johannesburg.

My research involves the observation of one Intermediate Phase class and teacher,
where the teacher is implementing inquiry/problem-based learning as a pedagogy. | will
need to analyse the planning of the unit of inquiry as well as observe the teacher’s
lesson and learner interactions with the pedagogy of inquiry-based learning. | will use
an observation checklist and make field notes during this observation. The learners will
then complete a short self-reflection task at the end of the learning experience. | will
need to interview selected learners based on their responses on the self-reflection
guestionnaire. | will also need to interview the teacher to gain an understanding of their
experience of inquiry/problem-based learning. Both of these interviews will be recorded
for accuracy and reference.

The reason why | have chosen your school is because [school name] is implementing
inquiry/problem-based learning as a pedagogy. | am inviting your school to participate
in this study to further our understanding of the potential of inquiry/problem-based
learning to address the needs of all learners in a single classroom.

The research participants will not be advantaged or disadvantaged in any way. | will
obtain teacher, learner and parental consent and assent before conducting the study.
Learners and parents will be reassured that they can withdraw their permission at any
time during this project without any penalty. There will be learners whose parents will
not give them permission to be involved in the study. These learners will still be
included in all aspects of the classroom routines and inquiry-based lesson. Their
interactions during the classroom observation will not be taken note of and their self-
reflection task will not be included in the data collected. There are no foreseeable risks
in participating in this study. The participants will not be paid for this study.

The names of the research participants and identity of the school will be kept
confidential at all times and in all academic writing about the study. Your individual
privacy will be maintained in all published and written data resulting from the study. All
research data will be destroyed between 3-5 years after completion of the project. The
findings garnered from this research will be used for my research report to obtain a
Masters in Inclusive Education and may be published in articles or presented at
conferences.
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Please let me know if you require any further information. | look forward to your
response as soon as is convenient.

Yours sincerely,
f\){\J der
_;T‘-_Q \-'k 2

Michelle Decker [Residential Address] [Email Addresss] [Telephone Number]

Supervisor: Dr. Moeniera Moosa [Email Addresss] [Telephone Number]

Please fill in the reply slip below if you agree that your school participates in my study
called: Perspectives on the Effectiveness of Inquiry-Based Learning as an Inclusive
Pedagogy in Three Independent Schools in Johannesburg.

l, the principal/rector at give
my consent for the above research to be conducted at the school.

Sign Date
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Dear Parent 2019

My name is Michelle Decker and | am a Masters student in the School of Education at
the University of the Witwatersrand. | am doing research on Perspectives on the
Effectiveness of Inquiry-Based Learning as an Inclusive Pedagogy in Three
Independent Schools in Johannesburg. The reason why | have chosen your child’s
class is because [School Name] is currently implementing inquiry/problem-based
learning as a form of learning.

My research involves the observation of teaching and learner interactions in your
daughter’s class. Your daughter will then be requested to complete a short self-
reflection questionnaire at the end of the learning experience. Based on the answers
on the questionnaire, | may select your daughter for a short interview to unpack the
reasons for her reflection and experiences. This process entails your daughter being
observed with the other members of her class as well as completing the self-reflection
questions at the end of the lesson. She may be selected for a short interview which will
be audio-recorded for accuracy and reference.

Your daughter will not be advantaged or disadvantaged in any way. She will be
reassured that she can withdraw her permission at any time during this project without
any penalty. Should you choose not to give permission for her to be involved in the
study, your daughter will still be included in all aspects of the classroom routines and
inquiry-based lesson. Her interactions, however, during the classroom observation will
not be taken note of and her self-reflection task will not be included in the data
collected. There are no foreseeable risks in participating and your daughter will not be
paid for this study. Your daughter's name and identity will be kept confidential at all
times and in all academic writing about the study. Her individual privacy will be
maintained in all published and written data resulting from the study. All research data
will be destroyed between 3-5 years after completion of the project. The findings
garnered from this research will be used to obtain my Masters and may be published in
articles or presented at conferences.

Please let me know if you require any further information.
Thank you very much for your help.

Yours sincerely,

Michelle Decker [Residential Address] [Email Address] [Telephone Number]

Supervisor: Dr. Moeniera Moosa [Email Address] [Telephone Number]
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Please fill in and return the reply slip below indicating your willingness to allow your
daughter to participate in the research project called: Perspectives on the Effectiveness
of Inquiry-Based Learning as an Inclusive Pedagogy in Three Independent Schools in
Johannesburg.

l, the parent of give my
consent for the following:

Permission to review/collect documents/artifacts Circle one

| agree that my daughter’s self-reflection questionnaire can be used for this study
only. YES/NO

Permission to observe my child in class

| agree that my daughter may be observed in class. YES/NO
Permission to be interviewed

| agree that my daughter may be interviewed for this study. YES/NO

| know that she can stop the interview at any time and doesn’t have to answer all the
questions asked. YES/NO

Permission to be audiotaped
| agree that my daughter may be audiotaped during the interview. YES/NO

| know that the audiotapes will be used for this project only. YES/NO

Informed Consent
| understand that:

e My daughter’'s name and information will be kept confidential and safe and that
my name and the name of her school will not be revealed.

e She does not have to answer every question and can withdraw from the study
at any time.

e She can ask not to be audiotaped.

e All the data collected during this study will be destroyed within 3-5 years after
completion of this project.

Sign Date
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2019
Dear Learner

My name is Michelle Decker and | am a Masters student in the School of Education at
the University of the Witwatersrand. | am doing research on inquiry-based learning in
schools in Johannesburg.

My investigation involves watching you and the rest of your class while in a lesson.
After the lesson is finished you will need to fill in some questions on a worksheet. |
might ask to speak to you for a short while at a convenient time to chat about some of
your answers. At this meeting | will record your answers so that | make sure to
remember exactly what you say.

Remember, this is not a test, it is not for marks and it is voluntary, which means that
you don’t have to do it. Also, if you decide halfway through that you would prefer to
stop, this is completely your choice and will not affect you in any way.

I will not be using your own name but | will make one up so no one can identify you. All
information about you will be kept confidential in all my writing about the study. Also, all
collected information will be stored safely and destroyed between 3-5 years after | have
completed my project. The information gathered from this research may be published
in articles or presented at conferences.

Your parents have also been given an information sheet and consent form, but at the
end of the day it is your decision to participate in the study.

I look forward to working with you!
Please feel free to contact me if you have any questions.

Thank you
(Seckcar

Michelle Decker [Residential Address] [Email Address] [Telephone Number]

Supervisor: Dr. Moeniera Moosa [Email Address] [Telephone Number]
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Please fill in the reply slip below if you agree to participate in my study called:
Perspectives on the Effectiveness of Inquiry-Based Learning as an Inclusive Pedagogy

in Three Independent Schools in Johannesburg.

My name is:

Permission to review/collect documents/artifacts
| agree that my worksheet can be used for this study only.
Permission to observe you in class
| agree to be observed in class.
Permission to be interviewed
I would like to be interviewed for this study.
| know that | can stop the interview at any time and don’t have to
answer all the questions asked.
Permission to be audiotaped
| agree to be audiotaped during the interview.

| know that the audiotapes will be used for this project only.

Informed Consent

| understand that:

Circle one

YES/NO

YES/NO

YES/NO

YES/NO

YES/NO

YES/NO

e My name and information will be kept confidential and safe and that my name

and the name of my school will not be revealed.

¢ | do not have to answer every question and can withdraw from the study at any

time.
e | can ask not to be audiotaped.

e All the data collected during this study will be destroyed within 3-5 years after

completion of this project.

Sign Date
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APPENDIX D- SAMPLE TRANSCRIPT

Transcript of interview with Teacher Chi

Interviewer
Teacher
Interviewer
Teacher
Interviewer
Teacher

Interviewer

Teacher

Interviewer
Teacher
Interviewer

Teacher

Interviewer

Teacher

Interviewer

Teacher

Interviewer

Teacher

First of all, you’ve been teaching for how many years?
15 years

Of which time, how long...

Actually 15 years in the primary school

And how long here?

Here at [school’s name]?

I just wanted to discuss the lesson a bit. Your lesson was on the illnesses in Africa and how did you feel
that it went?

I thought it went really well and | thought the kids were really engaged and | was happy. It was one of
those lessons where...

You felt?
This was fine.
How did you feel that the children coped, the girls coped with the lesson?

Well, surprising well. In that there were very few times where | thought somebody was not engaging. | felt
most of them were engaging.

And your girls that normally find work challenging?

Also seemed to be fine and | can’t tell you why. It seemed that they just seemed to be okay. Ya maybe
because they weren’t alone and floundering. They had the others to guide them and nudge them along.

Okay fabulous and um I’m just going to unpack the term inclusion and inquiry-based learning a bit. What
is your understanding of inclusion?

My understanding is that children if you aren’t normally of the same level academically, cognitive ability
is below the others. That they actually in class and learn along with the others. That’s my understanding.

And what is your definition or understanding of inquiry-based learning?

It’s where there is a big question to be asked, an important question. So that what they are learning it just
sort of gives a bit of, what’s the word, meaning or gravitas to what they are learning. Why are they
actually learning what they are? So, it’s not just learning diseases in isolation, like we used to. My
thinking used to be, “Oh it’s important they need to know these diseases to protect themselves in the future
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Interviewer

Teacher

Interviewer

Teacher

Interviewer

Teacher

Interviewer

Teacher

Interviewer

Teacher

Interviewer

Teacher

and now at this age is the right time.” And um.. so that was enough of a reason to teach it. But now I'm
seeing, actually linked to a bigger idea the devastation these diseases can cause to the continent, to the
country, to the society.

And do you feel that inquiry-based learning allows for inclusion or does it allow for children with
differences to participate?

I think it does because you know instead of them just sitting feeling frightened in their own bubble. If they
are working with others. But | mean inquiry-based learning to me isn’t always just group work. There are

times when they are alone and then sometimes, we can intervene but if it’s an assessment then, sometimes
you can’t. So that you see the true reflection of what the child’s ability is.

And so what have you seen as the benefits for those children of having in enquiry? Whether it involves
group work or doesn’t involve group work. What are the benefits that you’ve seen for the kids that..?

I think it might be that it’s not just homed in on one small thing and then they are well I don’t know that so
therefore I can’t move on. It’s quite broad. So, they can somewhere grasp onto something that they
understand.

And your perception of the challenges that you’ve found with the girls who find learning challenging?

I think the challenge is always that they don’t slip through the net. And if it group work they are not
thinking, “Ahh well so-and- so will carry me.” That’s a problem.

And working with resources how do you find?

Well sources actually giving them a source, they do struggle with the resources. One child did a whole
comprehension about a ship sinking and the name of the ship was The Mary Celeste. And when | marked
her comprehension, she thought The Mary Celeste was a person. So, then | realized the whole thing that
she hadn’t understood.

What is your training and your experience of the training involve with inquiry-based learning? How did
your school approach the training and how did you find the training? What training if any have you had?

So [name of person] started at our school and that was her, you know she introduced it to us and trained
us. And initially she had a brilliant provocation on children working in chocolate plantations, and the coco
plantations. So that sort of grasped all our interests quite quickly. Then we all, speak for everybody but it’s
myself. | started to struggle with actually how do | do it? And I think that if in the very beginning I’d been
given a template, here’s a template, this is how it works. Explained to me and this is how you work
through it. I think | would have been a lot, we could have grasped it and run with it months and months
ago.

Do you think it’s very different to the way you’ve been teaching already?

Um, no in the essence of it, in terms of; we are still teaching a lot of the same content because it’s
important and the children need to know. We can’t just throw it out the window but what’s good is we
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Interviewer

Teacher

Interviewer

Teacher

Interviewer

Teacher

Interviewer

Teacher

Interviewer

Teacher

Interviewer

Teacher

forced to think about the, what’s the word, not the importance or how necessary is it to teach it. Or is it
just because it’s in the syllabus and we always have. How necessary is it? How important is it? Does it fit
in with the big picture? And also, the most important thing has been linking it to cross disciplinary
concepts. So, then they are learning about concepts and then those concepts are covered in all the other
subjects. So then when they hear the similar word used in the other subject. Then they say, “Oh ok, cause
and effect, change, power.” It gives them an understanding of that concept.

What do you feel your biggest sort of take- away or your biggest sort of benefit take away that you’ve
seen, since moving in this direction?

I think it’s perhaps that I’m teaching with more meaning. I don’t know how to explain that. Actually,
analysing how important it is. Why do they need to know it? And what is it linked to? Is it worth teaching
it at all? And I think, as | said, if we started off in an easier way, with a template and starting to go and that
the template can be changed over time. But it was just initially for us, it was all over the show and
changing and we don’t know, and we need to go to this page of this book. We all just got lost. Anyway,
and once the template came along suddenly everything fell into place, but it was months later. Sorry can |
just go back; you asked a question about the children who struggle. Ya, it’s T almost feel that maybe I
haven’t been doing it long enough to really assess how they are doing. Are they picking up on the concept
of it or is this now actually making it worse for them?

S0, you’ve been...

It’s not just little pockets of information

Because you’ve been doing it for about a year now?
Mmm vya.

Year and a half started this journey?

Ya, but only within the year and trying to adapt all the time so...

Have you noticed anything with them? I know it’s such a short period of time, but have you noticed any
changes or difference in all the girls not just the girls who struggle? Or is it business as normal?

Mmm, I’ve just noticed that they’ve seen a connection between the different learning disciplines. They’ve
picked that up and um no I don’t know. I don’t know yet.

Do you think it reaches everybody? IBL?

I think it does but if the teacher is aware all the time not on its own. Only if the teacher is committed to
ensuring it reaches everybody. Because you can’t say that those children who struggle, now that we are
doing IBL. They will be fine on their own. Because they won’t. They still need to be guided and helped to
read and helped to understand and..
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Teacher

Interviewer

Teacher

Interviewer

Teacher

Interviewer

So, they still need the support in place?

Yes, and they still need to be and if you are breaking up topics. It’s still really up to the teacher to structure
it and if you are giving them different topics to make sure that there is less challenging than the others.

And so, what changes do you have to make, if any to your unit of inquiry, to ensure that all the children
are accommodated in that way?

You know, | think maybe it should be in our planning it should be in the template. Okay, so what are you
going to do for those children? Sometimes you know you are planning, and the reality is sometimes you
are now in class. Now to think about it quickly on the spot. I think it might have to be in your planning
how, and not hectically, but how you are going to accommodate those children because sometimes you
can think quickly on the spot in the classroom.

S0, it’s like your perception, if [’'m hearing correctly, please correct me if I’'m wrong. Is that it’s like any
learning, it will accommodate all learners, but you still have to change and adapt and scaffold to make sure
you accommodate all the learning needs?

You do exactly, you do.
In itself it doesn’t do that?

I don’t think so, no, because you are extending so much. I think, I mean, | don’t know if you need to know
this but for the children who need extension it could quite easily come up through their.. and it doesn’t
need to be planned and scaffolded as much. Whereas your weaker children you’ve got to think, how am |
going to accommodate them? In this situation they will find a challenge. What am | going to do? Um what
might be good for them is perhaps there is less teacher standing talking. So, for those children who can’t
concentrate or who can’t retain it. The audible or the word that they are hearing actually maybe for them
it’s better because they are working on their own making the notes, they are forced to.

So, if you look at the lesson that you did, how do you feel that you reached the children that you are
talking about?

So, | spoke to a colleague before my lesson and | asked how she was planning on doing it. And she was
not planning on going through notes with them at all. Her plan was to just give them the work and they go
on. But | felt they still needed that time of being talking through the notes with them, highlighting their
notes, and then letting them go. And I’ll be quite interested to see because now we are doing another
assessment on that same topic but a more sort of traditional test where we give them symptoms of different
diseases. Little case studies and they are the doctor and they must diagnose. And you know we give them
some source material and pictures and say; What do you think that? What disease could come from this?
And there is stagnant water there and that sort of thing. So we are going to do that assessment, so then I'm
almost interested to see how my children do compared to hers, having had that ..

structure
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My feeling is that, mine might do better. | hope so, | might be wrong. But | felt they needed that. So, we’ll
see. So, they’ve got that to fall back on.

But also, the way you stopped the lesson and wrote words on the board. That was also very good.

Oh ya. That’s for when they were doing their research. I think if T hadn’t given them those questions, they
could have floundered and gone off completely. And the one thing is, you know when they do their
research on the iPad, a lot of pictures come up, quite graphic. So maybe they are too young to see them,
but they also get carried away by it. So, keeping them on track, “Okay this is what you are going to look
for” and guiding them. | think that worked.

And on reflection, would you change anything of what you did?

I might use Apple Classroom. I should have used it. So that | could monitor from my iPad if anyone
happens to be not on task and was doing something they shouldn’t have been doing on the iPad. But I
thought, “Why didn’t T do it?” and | thought because | could actually see that they were all so engaged and
working. I think it would have triggered my memory to use it if I was, “What’s this lot doing? What’s that
lot doing?” So, but I did think I should have used that. Um, what | also thought was good, was that this
task compared to the previous task | gave them, because there was a huge improvement. Um, was that |
gave them less time to work on their research. It was very structured and limited. It wasn’t okay you know
and then they were...and also you know um, | kept stressing to report in their own language. Because the
first time they did presentations there was a lot of copy, paste and reading off the Internet. It was horrific
but I was quite firm with them. | was harsh with all of them about it and um. They were all quite upset,
and I gave them bad marks and so now | think they got a fright. And they are actually okay. But | also
think it was because there was limited time. If they had thought, “Oh we can drag this out.”

They’ve got hours and ages.
Ya, it was time and they better find it and they all had their own roles, and it seemed fine.

Were there any children that stuck out for you during the lesson that weren’t able to participate for any
reason?

Well there was one and she gets a lot of support at home from mom, from a tutor and she was a little bit
disruptive in the lesson when they were doing their research and she was all. But | thought about it and |
think it was, now she had to work alone, and she didn’t know how to and she didn’t like it. So, a way of
getting attention to herself was to distract the others so she didn’t have to do her work. So that was quite
interesting but also knowing the situation at home. Maybe I’m wrong but that’s what | thought. But
actually no, she was the only one. It was one, it just was one luckily. It was one of those particularly nice
lessons. Lucky you came for that one.

I think the topic was particularly interesting as well.

Yaya
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Not that I’m saying your other lessons wouldn’t be, but it was interesting.

But I also think is that I’ve noticed with them, is that you can’t drag the same topic on. You’ve got to keep
bringing in something new and so don’t drag the same thing out. Um ya.

Have you got anything else as far as IBL as a whole that you feel you’ve noticed? Have you enjoyed it?
Have you anything else you want to add about IBL as a whole learning experience?

Ya, I have enjoyed it and because and I do think there’s, it’s valid and I don’t feel that it is a waste of time.
I personally, I don’t know why, I find this you know initially you do the provocation. I haven’t come to
grips with that yet. | see the importance of a good provocation because with [Teacher’s name] that’s what
gripped us. So I see the importance and I’ve seen when it’s worked. But I’ve also seen when it’s a waste of
time. And you put all this time and effort into it and actually, did they grasp the true meaning? Did they
get it? And how much effort went into it and you can’t get to clever and carried away. It’s a fine line and |
think.

I just want to find out, what do you think the aim was in this lesson? What were you trying to achieve?

Um | wanted them. The big question was; What are the effects on Africa of these diseases? So, | wanted
them to just think beyond the person being sick and | wanted them to think what would that do if we have
a lot of ill people in a society? What does it do to the community? What does it do to the economy? How
will it affect tourism? How will it affect the family structure? All of that sort of thing so | wanted them to
see beyond the symptoms of a sickness.

And then? Sorry | am jumping around. How do feel inquiry-based learning, how the Kids experience it, do
they enjoy it? How do they find it? Overall since you’ve been

I think they do, from my, in my subject. | think sometimes they have struggled in subjects where there is a
lot of teachers involved and they are not too sure, when they don’t feel secure. But is it here, is it there?
Which teacher is it? What are we doing? They need to still have that structure, ya that’s the only time that
I’ve seen them sort of floundering.

So, do you find that IBL can sometimes be a bit unstructured?

It can be because, | think there are a lot of teachers involved. You are not just working independently. So
now it’s to constantly find the time to chat to the other teachers, have a meeting, negotiate, check who’s
doing this, who’s responsible for this. And then perhaps, how | decide to implement it is different to your
way. Ya, so as teachers, you do need time to plan and you all need to all be on board. And then also the
thing with that is that sometimes with IBL you yourself have your own particular interests and passions.
Which you can’t necessarily follow now because you’ve got to follow mine as well, you’ve got to fit in.
You can’t just teach what you wanted to teach, and I think that can sometimes be a bit hard for teachers.
And maybe sometimes, ya its early days, teachers are teaching maybe something they don’t quite
understand themselves. It’s not their passion or their interest. You know so because I’m suddenly doing a
lot more history. So, then I didn’t get a lot of guidance from the other teachers.
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Because you are more, your experience is more..?

Geography, Ya and the... | have to take a lot from the other teachers and if there is a presentation. They
will do it and I must listen. You have to be very careful about what concepts you come with in the
beginning, the transdisciplinary concepts because those are really your guidelines. And you know so
sometimes you choose a concept just because you like the idea of it, and it doesn’t work. It’s quite hard
but do you fit in your work, whatever subject you may be teaching. Do you fit that in around the concept
or do you fit the concept around what you want to teach? So, choose your concept according to what you
want to teach. Um which actually shouldn’t be the case, so you’ve got to choose very carefully and think
carefully. And then what I’ve also worked out, what I’m going to do, and I’ve done it sometimes, is write
those concepts on the board at the start of the lesson because the children are just reading them, you don’t
need to mention them. But when you do mention them, they are there. And in their subconscious, they
read them all the time and you are reminded to keep reverting back to that. So, let’s say you’ve got 4 or 5
concepts, just write them, I’ve just written them.

And how do you find, are you doing that currently or is that something you would want to do?
I did do that, | did it with Grade 7s
How did you find the reaction from the girls?

They didn’t comment on it but they them went to EMS and then they told the EMS teacher that the
concepts were the same as the geography lesson. So, they had absorbed it.

And then they can see the links?

Ya, so writing them, just writing those words. You don’t even have to say I’'m writing these because just
write them and it reminds the teacher and the children. One problem can be the planning you can get a bit
carried away in your planning. Oh, we can do this and that and make it so exciting and contribute. And
actually, at the end of the day, what is the value in that? Does it need to be taught? You have accounted for
something that actually on its own going to take 6 weeks. Never mind, and then the assessments that final,
is it the summative assessment. I think that’s meant to be sometimes, community-based, there actually
isn’t time for that. There isn’t time you know. So, Grade 6s | see for two and a half hours a week. Grade 7s
for one and a half hours a week. There’s no time.

S0, you’ve got to be very careful with the planning so that you cover what you need to?
Ya ya and you’ve got to do your formative assessments, your summative.

But I think what you said earlier about the time limits you place in class at so valuable. Like you said you
had one inquiry-based, one lesson where you gave far more time and then this one time was far more
restricted, and they were actually able to get the content done.

And that one, where | gave too much time, that was an inquiry-based lesson, but I just hadn’t structured it
enough.
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So, do you find the structure that you put in class is vital?
Yes, it is.
For participation of everybody as well as the understanding and pacing of the lesson?

Yes, exactly for them and for us. But I think the main thing is with children who are struggling
academically, you can’t start thinking that they will be fine now this system will carry them along. You’ve
got to have identified them and then monitor them.

Because ...do you feel it’s easier to slip through the cracks in inquiry-based learning than traditional
teaching?

Ya because they can copy from the others, you know in a group work situation. The others push them,
boost them. Um so ya so I’d think so. They not just sitting on their own and handing in a piece of paper
with one or two answers on.

But they actually are able to participate?

They are able to participate, and | think maybe that perhaps they might learn more. In this situation
because they are not sitting there panicking and, I don’t know what’s going on? They are with their peers.
Their peers will talk them through it or inadvertently guide them. Not that the peers are teaching them,
they pick up easier from their peers perhaps through the understanding of using the same language than
what their peers do. So | think in terms of learning they may learn more and maybe have less anxiety. And
they will also be given and take maybe the slightly easier topic or side of the group work. Even without
you allocating it because their peers know.

Does the having a question like that allow for the children who would want to give more, to give more?
And the children who are able to give less to give less?

It does, it does. What | find quite interesting was, so in the assessment there was one section which was
really just talking about the disease and the other was answering the big question. They actually did better
at answering the big question. I don’t know why but they did. So, | think maybe because they were
limited. So ya | think it’s wonderful that you are doing this. We need to know, are those children more at
risk? You know or less at risk? And what do we do because now it’s a sudden change? What could be a
problem though with a lot of group work is if someone has a facilitator? Does she sit there with the group?
Does she only help that child? Does she help the whole group?

Does she need to be there on that day?
Ya, should she be there? Or not? Um
It’s an interesting conversation.

How does that facilitator sit there, hear other group members going off track, not correcting them and
guiding them? So, if she’s fair, she helps them all but then that’s also not fair on the other groups. So it
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might be better if she doesn’t sit with the group. She lets the child sit alone with the group, then the child
can go back to her and say, “This is what | need to do.” And then she helps her but not actually pull up a
chair and join the group, especially the older or maybe in the beginning to get a feel for it.

I think it also depends on the composition of your group because especially in a group work situation,
there is something to be said for peer teaching. Which I think tends to happen in these situations.

Yes, ya.
It is interesting, hey?
It is interesting.

So, it would have to be tailored for classes. So, you wouldn’t be able to include it on the planning as a
whole grade?

Look and we all have children who have needs and need support. So, you could say okay now those
children in this situation, they must do this or that. But then on the actual day, when you look at the reality
of the situation. You’ve got to then make a call sometimes.

And when you are doing group work, what about those children who prefer to work independently? Do
find that they able to work in the group?

They don’t like it but actually they have to do it and for me with kids who have gone for job interviews
and who are working now, all their interviews were through group work and they were observed through
one way glass and they were always put in group situations.

So, it’s almost a skill?

It’s a skill you actually, too bad if you don’t like it. My daughter hates it because she feels she knows more
than the others. She was on a graduate program and then she ran the graduate program and she said you
will notice how those people, even when they know they are being observed, in the the beginning they
hold back, “We are all equal, it’s all fair, I’'m not bossy,” and then they can’t help themselves. Then they
push and take over. You even have to... it’s a skill you have to learn to hold your own and not be bossed
around or to hold yourself back. So, I think they don’t like it and it’s horrible but it’s actually not going to
go away.

Yes, and would you have to facilitate that, or not really?

Sometimes what the thing | often wonder about is so, should you then say, “Okay you’re working on this
aspect and I’'m working on that aspect. Should I put my name on that slide or that screen? You put yours.”
And then the teacher can see well [name] didn’t do much. So, but is that group work?

Well is it? Itis in a form isn’t it?
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It is in a way but if your slides come up in a presentation with beautiful thinking. But mine is... Do you
mark individually? Or do you mark as a group?

If you are working as a group for participation and you want everybody to participate, doing that. May that
not be exclusionary? If you are having to put your name on a slide.

They also um, what did | want to say about it? Ya, they always want to know am | getting a mark on our
own, an individual mark or is this a group mark? So maybe it is better if it’s a group mark because then I’11
help you and I’ll guide you and I won’t just let you struggle along. [learner’s name], So she does struggle
and then she put up her hand and answered a question. “Oh, that was ex... oh brilliant, yes, exactly now
wa wa wa” and draw the others in to make, how good. And then she was just beaming and then you only
need to do that once for that child and then she is actually caught the rules for this topic. “I know this I'm
good at this.” And to give them something that I can do this I’m fine.

Thank you

Thank you

Is there anything you want to add that we have not discussed?
No, but can I send you an email if | think of anything?
Later.....

Tell me about the organisation of your groups.

The children have chosen their groups according to which disease to research. So there was a choice of 6.
“Is there anyone thing that interests you, or that you would like to know more about? Ok come and write
your name”. And | think, we were trained in that we were taught that give them a choice and then they buy
in.

And that is because that’s something they...

And the reality is that is that they a probably equally interested in them all or disinterested in them all. But
the fact is that there was that choice.

Ya a choice makes a big difference. And the fact that your grouping was not all the... it was
heterogeneous. So, you had girls who were able to help the girls who were struggling. Or some of the
context they might not have been familiar with so there were girls who might be more familiar the
contexts of the...because they’ve had experience with it.

But what | was also trying to get across was with aids and I didn’t want to go into too much detail. But just
the ... I was just trying to stress that being a drug addict and using drugs can give you aids. Because they
are at that age now, I think if you tell and instil in them now at this young age. So

In Grade 6 are they old enough?
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Teacher They are old enough. | did try bypass the sex side of things.
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