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ABSTRACT 

Assessment forms the core strategy in the successful implementation of inclusive 

education by supporting all the learners in the classroom to allow them to participate 

in the learning process to achieve academic success. This qualitative study explored 

how educators in Western Cape primary schools use inclusive assessment methods. 

A phenomenological approach was used in which data were collected using semi-

structured interviews from a purposive sample of educators from schools in the 

Western Cape Province. Qualitative data from interview transcripts and policy 

document analysis were analysed using inductive methods. The data were analysed 

using an inductive data analysis method as proposed by Thomas (2006). This process 

includes the preparation of the raw data and close reading of the text to help me 

understand and create themes. This process led to coding and continuous revision 

and refinement of the themes. The study found that educators believed that some 

assessments present opportunities to identify their learners’ strengths and 

weaknesses; the educators had concerns with some assessments used in South 

African schools, which deprived learners of opportunities to perform well. Furthermore, 

educators were concerned about the many assessments learners need to cope with 

in a few months while little learning took place. The study concluded that large volumes 

of continuous and summative assessments affected the performance of strong 

learners who obtained marks below average at the end of the year. Secondly, 

educators were aware of the effect of assessment methods and that assessments do 

not serve the purposes required for differentiated learning.  
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CHAPTER 1 RESEARCH OVERVIEW 
 

1.1. Background  
  

Assessment forms the core strategy in the successful implementation of inclusive 

education and, more particularly, in supporting all the learners in the classroom to 

participate, learn and succeed scholastically. However, for educators to successfully 

support learners in the classroom and help them to succeed, they need to understand 

the different inclusive education assessment methods. The fact is that all children have 

a basic right to receive a quality education in a regular classroom, and it is not 

unexpected that educators will have a diverse group of learners who present with 

different learning needs. 

Collins and O’Brien (2003) define assessment as a process used to gather information 

about a student’s knowledge, grades, and progress. In South Africa, the approach to 

gathering information about learners’ progress, grades and knowledge involves two 

processes: formative assessment and summative assessment (Kanjee, 2020). 

Inclusive assessment practice should align with the inclusive education policy 

stipulated in White Paper 6 (DoE, 2001). Inclusive Education (IE) involves welcoming 

every learner into the regular classroom without discrimination and ensuring that those 

learners are supported to participate in all the activities in the classroom, including 

assessments (DoE, 2001). The main goal is to support learners to succeed at each 

level or grade (DoE, 2001).  

 

Accommodating learners with different educational needs has led to many changes 

within education in recent years. For example, the South African Government 

developed a White Paper 6 policy on inclusive education. The primary purpose of 

White Paper 6 was to give all the stakeholders guidelines on what the vision of the 

South African government is regarding accommodating all learners in a regular 

classroom. The policy highlights the plan the education department has for the 

implementation of inclusive education. This was based on the recommendations 

adopted at the Salamanca conference (UNESCO, 2017)  
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It is clear from the above discussion that assessment is one of the critical areas that 

cannot be ignored if we want to realise inclusive education in our schools. The 

Salamanca Statement, which was adopted by over 92 countries in Spain and South 

Africa was one of its signatories, stressed the importance of ensuring that education 

benefits all children (UNESCO, 2017). In response to adopting IE, the South African 

Ministry of Education appointed a committee to investigate and make 

recommendations on all aspects of ‘special needs and support services’ in education 

and training. After intensive research by the National Commission on Special Needs 

in Education and Training and the National Committee on Education Support Services 

in 1996, an Education White paper 6 DoE (2001) was developed. White paper 6 is a 

policy document which records the findings. Firstly, the findings by the National 

Commission on Special Needs in Education and Training and the National Committee 

on Education Support Services acknowledged and accepted that “a broad range of 

learning needs exists among the learner population at any point in time, and that, 

where these are not met, learners may fail to learn effectively or be excluded from the 

learning system”. Hence it is crucial to ensure that the IE motion is adopted and carried 

out carefully (DoE, 2001: 17).   

 

The National Commission on Special Needs in Education and Training and the 

National Committee on Education Support Services also found that the “curriculum 

and education as a whole have generally failed to respond to the diverse needs of the 

learner population, resulting in massive numbers of drop-outs, push-outs, and failures” 

(DoE, 2001: 6). The rigid curriculum is noted as one of the stumbling blocks which 

could slow down the adoption or implementation of IE. The education system and 

curriculum needed “to be strengthened and transformed so that they can contribute to 

the building of an inclusive system” (DoE, 2001: 16).  

 

In line with the trends of adopting inclusive education, the South African government 

developed an Assessment Policy (Government Gazette No 19640 of 1998) which was 

meant to improve the assessment of learners and accommodate learners who 

experience barriers to learning (DBE, 2000). The South African government also 

ensured that the curriculum was aligned with the assessment policy. Educators are 

expected to provide continuous assessments throughout the year. Each learning area 
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has a detailed section on assessment. The Curriculum Assessment Policy Statements 

(CAPS) (DoE, 2011) states that the main objective of the assessment should be to 

provide indicators of learners’ performance most effectively and efficiently and ensure 

that learners integrate and apply knowledge and skills. Assessment should also help 

learners make judgments about their performance, set progress goals, and trigger 

further learning.  

 

It is clear from the abovementioned that assessments are meant to provide educators 

with information about the progress of each learner and identify learning areas where 

a learner needs support. This requires educators skilled in different areas when it 

comes to selecting the appropriate assessment because different assessment 

strategies help educators understand their learners in the classroom as they present 

with varying styles of learning (Mäkipää & Ouakrim-Soivio, 2019). This requires the 

educators to change their mindset as the assessment results reflect how the teacher 

supported the learner throughout the year.  

 

However, Sewagen (2013) argued that not all educators are skilled and have 

knowledge of assessing their learners in the classroom. The situation could be worse 

when using inclusive education assessment practices in the classroom, as many 

educators are not yet trained and have less knowledge to deal with learners with 

diverse educational needs (Adewumi, Mosito & Agosto, 2019). Through my teaching 

experience, I have noticed many learners dropping out of school and some repeating 

the same grades. In addition, some of my colleagues feel overwhelmed by 

overcrowded classrooms and pressure to complete the syllabus. Other pressures 

educators face are having to pitch their teaching to different types of learners 

according to their learning needs and learning styles. However, the assessment that 

counts does not take all those efforts into account. The assessments that count are 

Summative Assessments; they are also known as Examinations. These assessments 

count because they determine whether or not the learners can move on to the next 

grade or phase. This clearly shows that educators are faced with so many challenges 

when it comes to supporting learners in the classroom, including challenges with 

assessment methods, as they are meant to give educators a broad picture of each 

learner’s progress. This is likely to defeat the main purpose of inclusive education, 
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namely, to support all learners without discriminating against them to ensure free 

participation and success for each learner. Therefore, the main objective was to 

explore the inclusive education assessment practices utilised by primary school 

educators in the Western Cape province. 

  

This study focussed on the inclusive assessment strategies utilised by primary school 

educators in South African schools. Firstly, it will focus on exploring what inclusive 

strategies are currently utilised by primary school educators in assessing learners. It 

will also focus on the challenges experienced by primary school educators when 

assessing learners with diverse educational needs.  

 

1.2. Problem statement 

The education system uses blanket assessments to assess the knowledge and skills 

of the learners, whereas learners come from different societal backgrounds and 

possess different prior knowledge and learning styles. Understandably, assessments 

are used to improve the quality of education; however, they seem to add to the 

challenges of implementing Inclusive Education fully in schools. These kinds of 

assessments are Summative Assessments, also known as examination assessments 

in South Africa. Herman and Golan (1990) label these kinds of assessments as one 

size fits all. This is unfortunate, considering that inclusion is meant to be for all and not 

work against anyone. The summative assessment is a set of chosen questions written 

by all learners in the grade at the same time. Nowhere in the literature on inclusive 

education, both globally and nationally, does it state that all learners are the same. On 

the contrary, all definitions found in the literature emphasise that learners are different. 

Kelly (2004: 80) quoted Albert Einstein when he said, “everyone is a genius, but if you 

judge a fish by its ability to climb a tree, it will live its whole life believing that it is 

stupid”. Summative assessments somehow contribute to the segregated system 

because assessing all learners in a grade with the same paper and the same sets of 

questions will segregate them according to their exposure and access to opportunities 

for teaching and learning or lack thereof. 

Assessments are activities given to learners to measure or assess their learning. 

Assessing learners may happen in many forms, such as asking them questions, 
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setting or giving spelling quizzes, sending homework and revising the answers, 

essays, and assessments designed by the teacher to pace their class; most 

importantly, these assessments accommodate learners as the teacher may ask 

questions according to the abilities of the learners. These are done to assess the 

knowledge of all taught content and measure growth over time. Summative 

assessments, however, are different as they are written at the end of each term and 

are used to determine who will proceed to the new grade or phase. This is a way of 

comparing learners, whether they are in one class or the same grade. Hence, there 

are awards for top achievers and learners who made it to the top ten. For instance, an 

assessment may include content for learners that are regarded as underperformers,  

average performers and high achievers. Nevertheless, all these different types of 

learners are expected to write the same paper (Fairman, Johnson, Mette, Wickerd & 

LaBrie, 2018). The Salamanca statement (UNESCO, 1994) mentions that “every child 

has a fundamental right to education and must be given the opportunity to achieve 

and maintain an acceptable level of learning”. This statement is only true if inclusivity 

of education is considered in all schools irrespective of whether the society is rich or 

poor. However, in South African schools, examinations or Summative Assessments 

are not in line with the Salamanca statement as they are the same papers meant to 

be written by all learners, despite their differences.   

Assessment forms the core strategy in the successful implementation of inclusive 

education and, more particularly, in supporting all the learners in the classroom to 

participate, learn and succeed scholastically. However, if educators are to successfully 

support learners in the classroom and help them to succeed, they need to understand 

the different inclusive education assessment methods. The fact is that all children have 

a basic right to receive a quality education in a regular classroom, and it is not 

unexpected that educators will have a diverse group of learners who present with 

different learning needs. Therefore, the purpose of this study was to explore which 

inclusive education assessment methods are being used by educators in primary 

schools. This is important to study because, during this stage, learners are in the 

process of developing certain cognitive skills critical for learning (Kanjee & Mthembu, 

2015). 
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1.3. Aims of the study 
 

This study aims to explore the inclusive education assessment practices used by 

educators in the selected Western Cape primary schools. 

1. To understand the effect of assessment practices done by three primary school 

educators for support and scholastic progress of learners who present with 

diverse educational needs.  

2. To highlight challenges experienced by educators when they use inclusive 

education assessment methods. 

1.4. Research Question 

The main research question for this study is: What inclusive education assessment 

practices do three primary school educators in the Western Cape use?  

1.4.1 Sub–questions 
Two sub-questions to guide the study are:  

1. How do the assessment practices used by primary school educators affect the 

support and scholastic progress of learners who present with diverse 

educational needs?  

2. What are the challenges experienced by educators when it comes to using 

inclusive education assessment methods?  
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1.5. Preliminary Literature Review  
 

Looking at the findings in the Salamanca Statement, it is evident that Inclusive 

Education (IE) is important, and advocacy to adopt it in the education system by all 

countries is needed. Hence, South Africa is one of the countries that supported the 

Sustainable Development Goal (SDG) stated above. In 1995, the Department of 

Education (DoE) developed the first White Paper 1 (WP 1) (DoE, 1995) in response 

to the concerns raised at the World Conference held in Spain in 1994. WP 1 equally 

addresses the need to make changes in the education system. WP 1 immediately 

recognised the shortfall within the mainstream schools that did not adequately meet 

the needs of learners with special educational needs and acknowledged that it is 

important to provide an effective response (DoE, 1995: 24).  

 

However, in this study, the researcher focuses on Inclusive Education in the schooling 

system and highlights the need to acknowledge diversity in the classroom, which 

should cater for all learners by using a repertoire of teaching and assessment 

strategies. Furthermore, in this study, the researcher focuses on highlighting the need 

to acknowledge diversity in the classroom when assessing learners from different 

socio-cultural backgrounds, which should cater to all learners through using a 

repertoire of teaching and assessment strategies that will be inclusive to all learners 

in a classroom.  

Inclusive Education is a universal discipline concerned with equality in education and 

with the belief that all learners, including those with special educational needs, have a 

right to education and that they must all be allowed to achieve and maintain an 

acceptable level of learning (DoE, 2001: 11). The DoE (1995) has simplified the term 

IE to eliminate confusion by using the term diversity in the CAPS document. The CAPS 

document states that “respecting diversity implies a belief that all learners have the 

potential to learn”. The CAPS document equally accepts that learners are different but 

must complete the same curriculum (DBE, 2011:2). In 2001, the DoE developed White 

Paper 6 (WP6) to accommodate all the diverse needs of learners. 

The WP6 is a policy fostered to focus specifically on Inclusive Education. It is stated 

in this paper that IE “is about recognising and respecting the differences among all 
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learners” (DoE, 2001:17). South Africa (SA) is a country that encompasses diverse 

cultures, people, and other differences; hence it embraces diversity because SA has 

an unpleasant past, a past that was riddled with inequality amongst the racial groups 

in favour of White people. This brought about racial division in the everyday life of 

every South African because of the Apartheid policy, which was based on the 

separation and segregation of people based on race, colour, or creed and was in 

operation for decades (Sayed, Kanjee & Nkomo, 2013:7). 

The South African DBE accepts the same about this country and recognises that 

classrooms are equally diverse. Hence, the DBE considered responding to diversity 

by including the concept of diversity in the CAPS document. Having merged diversity 

into the curriculum will possibly allow implementation in the classroom. According to 

the DBE (2011), a lack of employing diverse skills within the classrooms will only raise 

challenges, such as “mistaken separation”, where some learners are considered to be 

bright, and others are not, adding to the growth of barriers to learning (DBE, 2011: 3). 

It is therefore suggested in the CAPS document that it is of paramount importance to 

respond to the diverse needs in everyday teaching and learning. To respond to ever-

increasing diversity challenges in the classroom, the Department of Basic Education 

incorporated curriculum differentiation as a strategy to ameliorate such challenges. 

The CAPS document, therefore, states that curriculum differentiation can be done at 

the “level of content, teaching methodologies, assessment, and learning environment” 

(DBE, 2011: 4).  

 

1.5.1 Diversity in the classroom. 
Classrooms in South African schools are as diverse as the country is. A diverse 

classroom is a classroom with different learners, learners with different socio-

economic backgrounds, language, cultural, religious, ethnic, racial, gender, sexual 

orientation, ability groups etc. (DBE 2011). A classroom that embraces and accepts 

that learners come to school with different backgrounds is a classroom that embraces 

the richness of diversity in learners (DBE, 2011). DBE (2011:3) further states that a 

diverse classroom is an environment that is welcoming, accommodating, and 

accepting that learners have diverse learning needs, a classroom designed to support 

learner diversity such as “learners living in poverty, learners with health and emotional 
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difficulties; learners with hearing, visual and coordination difficulties, learners who 

have difficulty in reading and writing, learners experiencing difficulties in remembering 

what has been taught to them”. A diverse classroom should be accommodating, 

flowing with fairness, and most importantly, it should be accommodating to treating 

learners equally, although they are all different. 

 

Nel, Tlale, Engelbrecht, and Nel (2016) mention that what happens in the classroom 

is important that learners are inclusively accommodated so that it makes their 

participation meaningful when learning and engaging in various learning activities. 

They further argue that acceptance of learning barriers emanating from diversity in the 

classroom could result in creating a welcoming and effective diverse classroom (Nel 

et al., 2016: 2). Hence, this study argues that a diverse classroom needs to be 

inclusive and accommodative to diverse learning styles because of acknowledging 

that learners have different learning styles. Learning styles embrace multiple 

intelligences as proposed by Howard Gardner (Hawker, 2014; Davis, Christodoulou, 

Seider & Gardner, 1987), defined by Hawkar (2014: 241) as “the complex manner in 

which, and conditions under which learners most effectively perceive, process, store, 

and recall what they are attempting to learn”.  

 

1.5.2 Assessing Learning for a differentiated Curriculum 
In light of different learning styles, educators in different classrooms are expected to 

rely on a variety of teaching styles or methods to suit the needs of learners. The DBE 

suggests that differentiated curriculum content will be best in accommodating different 

learning styles in the sense of diversity in learning. Curriculum content is information 

that is provided or taught to learners. The learners are expected to learn the content, 

know, understand or be able to put the knowledge into practice and or carry out a task. 

Curriculum content “includes facts, concepts, and skills that learners will acquire within 

their learning environment” (DBE, 2011:4). The differentiated content will allow 

educators to modify their teaching plans to accommodate different learning styles. 

Ballone and Czernaik (2001) note that accepting and accommodating different 

learning styles means that there is a belief that all learners are capable of learning as 
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long as they are afforded ample time and different opportunities to acquire knowledge 

and skills content knowledge.  

There are benefits to understanding different learning styles for both the teacher and 

the learner. When educators understand or learn to identify the different learning styles 

of their learners, it will benefit them because they may modify their lesson planning in 

a balanced approach to manage and accommodate various learning styles and limit 

frustrations on how to include all learners. It is equally important for learners to 

understand their learning styles as this will benefit their learning process by making it 

easier, faster, and attainable. As soon as learners understand their learning style, they 

can easily merge it into a learning process. Learners who have identified their learning 

style become independent or even effective at solving problems within their learning 

(Hawkar, 2014).  

Dube and Ma (2010: 44) argue that learners’ learning styles significantly contribute to 

how they assimilate information during the learning process. Therefore, learning 

becomes easy when the learning style is known or considered. While learning is a 

process, there is a need to measure how learners are progressing within the process 

of learning, and therefore, assessment is used as a tool to measure the acquisition of 

outcomes of content knowledge and attainment of envisaged skills (Killen, 2015; Carl, 

2018). Hence, the DoE (n.d.:8) asserts that the purpose of assessing learners is to 

determine how the individual learner grows and develops from the imparted 

knowledge. Therefore, assessments are tools used to establish to what extent a 

learner has developed an understanding of content knowledge, skills, and other 

competencies required by the curriculum. Therefore, when lesson objectives are 

planned, assessments should be included to ensure that the learning process takes 

into consideration that the planned activities are planned with learners’ success in 

acquiring knowledge in mind (Dube & Ma, 2010: 44).  

The DoE (n.d.) states that it is necessary to include assessment strategies to help 

educators make the decisions that will influence learners’ progress. The DoE 

advocates for continuous assessments to monitor the learning progress, and this 

process could inform educators on how to improve their teaching methods. This 

means that assessments are important within the teaching and learning process as it 
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is not only fixated on the learner’s attainment of a pass or fail designed for progression 

but will equally help educators continuously improve their instructional pedagogy 

(Killen, 2015). Ongoing assessment allows educators to employ various forms of 

assessment, as expressed by Dube and Ma (2010: 45) as having the benefit of 

ensuring the accommodation of different learning styles. To be able to employ varying 

assessment strategies, it is required that different learning styles should be taken into 

consideration. Hence, the National Curriculum Statement (NCS) asserts that the 

different types of assessment adopted in South African schools “is based on the 

thinking that the needs of learners cannot all be met in the same way” (DoE, 2011: 

12). 

This study argues that, firstly, learners are accepted as being different in a classroom. 

However, in the summative assessment, the paper that determines the learners’ 

progress within grades and phases is not differentiated according to different learning 

levels or abilities, as advocated by the proponents of progressive learning theories 

that embrace differentiated learning. Differentiating is intended to cater for different 

learners within the same classroom who follow distinct developmental trajectories 

(Davis et al., 1987; Woofolk, 2015; Killen, 2015). It is without a doubt that learners 

need to be tested for mastery and progression purposes to ensure that learners move 

on to complete school as they grow. However, the challenge is that these assessments 

are purposely designed to be in a linguistic form of communication where learners 

must show their knowledge mastery through written work (Sayed et al., 2014). This 

study contends that an examination tool that is supposed to determine the progress of 

all diverse learners in a class should use multiple forms of assessment of diverse skills 

and competencies that are inclusive of all learners’ natural abilities, including different 

learning styles (Sayed et al., 2014). The DoE (n.d.: 11-12) declares that “all teaching, 

learning and assessment needs to consider and embrace all learners in its approach 

to assessing learners’ performance”. Inclusivity is a central principle of the NSC, and 

it is therefore critical that alternative forms of assessment must be planned according 

to the different needs and learning styles displayed by learners. Hence, educators 

need to have a deep conceptual understanding of different approaches to assessment 

to cater to different learners’ learning needs (Bourke & Mentis, 2014). According to 

Bourke and Mentis (2014), “there is a need to ensure that educators have frameworks 
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to support their understanding of assessment to meet the diverse needs of their 

learners within inclusive classrooms”.  

 

1.5.3 Theoretical Framework 
 

Gardner’s theory of multiple intelligences underpins this study as it focuses on the 

diversity and progression of learners based on their unique attributes and different 

styles of learning unique to them. The theory of Multiple Intelligences (MI) was coined 

by Howard Gardner in 1983. Gardner believes that people are different and, therefore, 

they possess different bits of intelligence. He was troubled by the philosophy that 

defined intelligence narrowly, by measuring the scores, by answering questions by 

some form of aggregate. This is what triggered Gardner to challenge the notion that 

intelligence can be measured (Stanford, 2003: 81). Gardner defined intelligence as 

“the ability to solve problems or to create products that are valued within one or more 

cultural settings” (Sree-Nidhi & Tay, 2017: 204). Gardner poses that the human 

organism possesses Multiple Intelligences, eight to put a number to it. The eight MI 

are namely: linguistic intelligence, logical-mathematical intelligence, spatial 

intelligence, musical intelligence, bodily-kinesthetic intelligence, naturalistic 

intelligence, interpersonal intelligence, and intrapersonal intelligence (Gardner & 

Hatch, 1989: 4).  

 

Gardner found different ideas to qualify intelligence as different. According to Gardner, 

everyone possesses eight bits of intelligence without a doubt. However, some bits of 

intelligence may be stronger than others, which will determine each person’s learning 

style. To explain the nature of various intelligence, Gardner proposes that Linguistic 

Intelligence and Logical-Mathematical Intelligence are defined as “superior 

sensitivities”. Music Intelligence and Bodily-Kinesthetic Intelligence are defined as 

“abilities”. Another pair, Spatial Intelligence and Interpersonal Intelligence, are 

described as” capabilities”, and Intrapersonal Intelligence is described as “access to 

one’s feelings” (Morgan, 1992: 6). The above reference serves as evidence that each 

intelligence within a person is different, and some can be more dominant than others. 

For example, Morgan (1992: 7) states that it is Gardner’s view that intelligence has 
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the power to direct a person’s career choice because an individual’s intelligence will 

drive their preferences. In the same instance, learners will find a compatible 

intelligence that will determine or be preferred as their learning style. It is important to 

note that within the MI theory, it is a misconception to mention that some learners do 

not possess some intelligence. However, Gardner says it is true that some learners 

may demonstrate a lack of intelligence. Nevertheless, everyone possesses all eight 

bits of intelligence (Davis et al. 1987: 488).  

 

1.6. Methodology 
 

1.6.1 Interpretivist Paradigm 

The problem being investigated in this study requires answers about the knowledge 

and experiences of educators on assessment in primary schools in the Western Cape 

province. Educators agreed to describe their experiences when asked questions, 

providing the researcher with qualitative data. To understand the meaning of the data 

collected, the researcher used the interpretivist paradigm. Based on these arguments, 

this study was placed in the interpretivism paradigm, which sought to construct 

knowledge about assessments based on the experiences of the educators involved. 

Interpretivism is a philosophical worldview which places subjectivity at the centre of 

knowledge construction based on the notion that there is no absolute truth to daily 

experiences or a phenomenon being studied. Meaning and understanding are 

interpreted in this paradigm as figuring out what the speaker is saying and the ability 

to capture the expression of the speaker’s thoughts (Cohen, Manion & Morrison, 

2015). The interpretivist paradigm allows the researcher to be considerate of the 

different participants’ personalities, feelings and how they need the conversation to 

flow during the interview to elicit the responses to interview questions, and meaning 

may be reconstructed according to the participant’s intentions (Creswell et al., 2013).  
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1.6.2 Methodology Approach 
 

Studies that use interpretivism tend to be qualitative, whose intention is to understand 

the phenomenon in its natural setting (Maxwell, 2013; Creswell et al., 2013). 

Qualitative studies use qualitative approaches to study human beings in their natural 

settings, workplaces, classrooms, or homes. Due to the types of data needed and the 

methods of collection, the qualitative approach was chosen. This study was informed 

by several existing studies in the selection of the qualitative approach (Creswell et al., 

2013; Maxwell, 2013). Maxwell (2013) explains that qualitative research is a design 

that intends to understand the perspectives and meanings of the study’s participants, 

a way to redirect one’s view of the world to look at it from the participant’s point of 

view. In this case, the study sought to understand the perspectives and views of two 

educators per school on differentiated teaching, learning, and assessments. Maxwell 

(2013:8) further explains that qualitative research helps create an understanding of 

how participants’ perspectives are shaped physically, socially, and culturally. 

 

1.6.3 Research Design 
 

The purpose of this study was to explore the inclusive assessment practices employed 

by primary school educators in South Africa. The study used the explorative multiple 

case study design to achieve this. Creswell et al. (2013: 79) state that to select 

participants purposively is to choose participants who possess attributes or qualities 

of participants deliberately. In purposive sampling, participants are sources of 

information; in this study, the educators. 

 

1.6.4 Site 

In order to select the site for the case study, the quintile system was used to select 

three primary schools. South African schools are categorised according to the quintile 

system based on the socio-economic status of the environment in which the school is 

located and its history. The quintile system has been used to address inequality within 

the funding of schools (Van Dyk & White 2019, 1). The authors assert that “a school’s 

quintile ranking is of paramount importance as it determines the status of the school 

in respect of fees and funding”. The study was conducted at three primary schools. 
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The first school was a Quintile 1 school; the second school was a Quintile 3 (former 

model C school), and the third was a private primary school, a Quintile 5. All these 

three schools are located within the same radius and easily accessible by the 

researcher without incurring travel costs.  

1.6.5 Sampling 
 

1.6.5.1 Purposive Sampling  

Purposive sampling is widely used in qualitative studies because it is based on the 

researcher’s judgement about the population or unit of study. According to Creswell et 

al. (2013: 79), a purposive sampling technique allows the researcher to choose 

participants who possess attributes or qualities of participants deliberately. In 

purposive sampling, participants are sources of information. The researcher 

deliberately chose to interview two to three educators at each school. The choice of 

participants was guided by Creswell et al. (2013: 79), who stated that the researcher 

chooses participants considered to have the correct information about the 

phenomenon being studied. In this study, the appropriate participants were primary 

school educators who had the right information about what happens in the classes, 

school and teaching and learning to investigate the depth of strengths and challenges 

in differentiated teaching and learning as well as the strengths and challenges posed 

by administering formative and summative assessments. 

1.6.6 Instruments 
 

1.6.6.1 Semi-structured Interviews  
Semi-structured Interviews (SSI) were used for this study. The researcher opted to 

use SSI so that both the interviewer and the participant are free and have reasonable 

time to converse deeper about the questions and answers. SSI is regarded as 

conversations that allow the interviewer to probe questions using open-ended and 

close-ended questions. In SSI, questions are asked to make the participant relaxed, 

enabling the researcher to delve into unforeseeable issues as the interviewer probes 

further (Adams, 2015). When using SSI, participants can give honest and well-thought 

answers that can assist the researcher in understanding the phenomenon being 
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studied (Adams, 2015:493). A section in Chapter 3 has been allocated to a detailed 

elaboration of the use of the SSI data collection technique. 

 

1.6.6.2 Document Analysis 
 

“Document analysis is a systematic procedure for reviewing or evaluating documents 

both printed and electronic (computer-based and Internet transmitted) material. Like 

other analytical methods in qualitative research, document analysis requires that data 

be examined and interpreted to elicit meaning, gain understanding, and develop 

empirical knowledge” (Bowen, 2009:27). The WP6 (2001) and the SIAS document 

(2014) are the policy documents that were analysed in light of the problem the study 

intended to investigate to ascertain how educators relate their assessment practices 

to the differentiated learning environment. 

 

1.6.7 Data analysis  

The data were analysed using an inductive data analysis method as proposed by 

Thomas (2006). This process includes the preparation of the raw data and close 

reading of the text to help me understand and create themes. This process led to 

coding and continuous revision and refinement of the themes.  

1.6.8 Trustworthiness  
Lincoln and Guba (1985) list four strategies that are used to ensure the trustworthiness 

of the research, namely: credibility, transferability, dependability, and confirmability. 

To be considered trustworthy, qualitative researchers must demonstrate that data 

analysis was performed precisely, consistently, and exhaustively by documenting, 

systematising, and revealing the techniques of analysis in sufficient detail to allow the 

reader to evaluate if the process is credible (Lincoln & Guba, 1985). The process used 

in data explication is precise and thorough, ensuring the study’s trustworthiness. 

Among these strategies, triangulation was used to reduce the risk of biases. This study 

was subjected to the review of two supervisors to ensure the trustworthiness of the 

results. 
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1.6.9 Ethical considerations  

Important ethical issues were considered in this study as required by the Faculty of 

Education Higher Degrees committee. The first requirements were obtaining ethical 

clearance from the Cape Peninsula University of Technology and permission to 

conduct research in schools from the Western Cape Education Department. Before 

data collection, informed consent was sought from participants and confirmed by 

signing the form. The right to privacy of participants was granted as required by the 

Protection of Personal Information Act (POPIA) (Dala & Venter, 2016). Finally, the 

Data Management Plan was submitted to the university system. This plan ensured 

that the researcher binds herself to ensure that the data is handled in a manner that 

will protect the privacy of participants and ensure that it is used solely for what it has 

been intended to do. Issues relating to data storage and how the data will be used and 

discarded have been addressed in the Data Management Plan. 

 

1.7. Organisation of the dissertation  
 

Chapter 1 presents the overview of the study in which the problem was initially 

identified and clearly described.  

Chapter 2 is a detailed synthesis of the relevant literature from existing published 

studies. The chapter elucidates the Theoretical Frameworks in the study.  

Chapter 3 outlines the research design and methodology adopted for this study are 

discussed critically in this chapter. This chapter presents the data collection and 

analysis techniques used in the study. 

Chapter 4 is presented and interpreted within the context of the purpose of the 

research tools. A synthesis of the findings of the study is presented in the context of 

the research aims and objectives, as well as the literature and theory selected for this 

study. This chapter goes further to summarise the findings of the study, providing 

conclusions drawn from the discussion of the research. Conclusions and 
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recommendations are made in this chapter, as well as suggestions for further research 

are made, presented recommendations.  

1.8. Summary 
 

The purpose of this chapter was to introduce the research study being undertaken. 

This study aimed to explore the inclusive education assessment practices educators 

in South African Primary Schools used. After identifying and describing the problem, 

the chapter provided research questions, background literature, the research design 

and methodology. In this chapter, the researcher developed an understanding of the 

nature of the problem pursued and prepared how to conduct the study by providing 

the outline of the study. The next chapter is on literature review, a key aspect of the 

study.  
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CHAPTER 2 LITERATURE REVIEW 
 

2.1. Introduction. 
 

This chapter presents an in-depth synthesis of the literature relevant to the current 

study, including the theoretical framework selected for this research.  

 

2.2. The demands of Inclusive Education 
 

Inclusive Education is a vast phenomenon that needs much unpacking to be 

understood conceptually. There are so many definitions of IE, and each time IE is 

defined, a threat of misconceptualisation is posed (Makoelle, 2014; Boyle & Anderson, 

2020). Arduin (2015) mentions that two different definitions of IE may be a cause of all 

the misconceptualisation; that is, one is perceived to be narrow because its focus is 

only on Special Needs education. The other definition is perceived to be broad, and 

its focus is on every learner who is at risk of discrimination due to marginalisation 

(Arduin, 2015: 110; UNESCO, 2000). The confusion around the conceptualisation 

opens a gap within the construct when looking at it from the angle of educators and 

how comprehensive their understanding might be around it. It, therefore, presents a 

challenge that might add to the difficulties of implementing the curriculum and the 

success of inclusiveness in the education system. 

 

This study has considered literature that has attempted to define Inclusive Education. 

Even though there are several definitions of this construct, all have not failed to identify 

and present that IE is about putting the learner and their needs first. Villa and 

Thousand (2005: 43) state that Inclusive Education is child-centred, while DoE 

(2001:16) further states that Inclusive Education has a core belief that all children are 

beings that can learn and are all able to learn. Therefore, Inclusive Education as a 

discipline acknowledges that all children can learn by advocating that the core of the 

learning process is the belief that all learners need to be supported. IE advocates for 

the acceptance that all learners are different, have different needs and acquire 

knowledge differently. However, the inclusive education system operates along with 

the assumption that all learners still need to be treated equally with an understanding 
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that they have different human and life experiences (DoE, 2001:16). UNESCO argues 

that the concept of inclusion is “a dynamic approach of responding positively to pupil 

diversity and of seeing individual differences not as problems, but as opportunities for 

enriching learning.” Therefore, the education system should be adjusted to meet the 

different needs of all learners (UNESCO, 2005:13).  

 

It is important to note that inclusive education’s role in education is not only about 

putting learners and their needs first, but it serves as a reform strategy for education 

whose goal is to create social integration and cohesion is achieved. In the past, 

learners were segregated according to their challenges in learning (Armstrong, 

Armstrong & Spandagou, 2011: 29). The importance of creating unity and harmony 

among learners is that the world will become a better place harbouring decent civilians.  

 

Brendtro, Brokenleg, and Van Bockern (2019) mention that in the past, people had a 

sense of belonging because everyone was involved in each other’s lives, and anyone 

could ask for help when there was a need. This notion applies in Inclusive Education, 

social integration and cohesion and is seen as a way of promoting a sense of 

belonging because learners will not feel inferior to others that are academically gifted, 

but they will be free to ask for help and support from their peers. This provides all 

learners with opportunities to grow up knowing that each person is equal and everyone 

matters regardless of their abilities (Villa & Thousand, 2005: 6). Furthermore, Pather 

and Slee (2018: 5) state that inclusion in the African context can be easily described 

as Ubuntu. Ubuntu is an ideology that promotes a sense of belonging and acceptance 

of humans as they are. “Ubuntu values humanness, interdependence and 

dependence, deep caring, understanding of one another and supportiveness through 

sharing means of meeting each person’s needs within a community” (Pather & Slee, 

2018: 5). 

 

The Salamanca Statement attests that when IE is implemented in schools, it will 

contend against discrimination faster; the process can create peaceful communities 

and inclusivity in societies while achieving education for all. The above statement is 

the most important aspect of IE as it builds transformation in people’s lives through 

improving lives and societies through education. Furthermore, Inclusive Education 
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strengthens human rights and freedom, as it further deepens the “understanding, 

tolerance and friendship among all nations, racial or religious groups”. (The 

Constitution of South Africa, 1996:14; UNESCO, 2000:8; DoE, 2001:11; UNESCO, 

2005:12; UNESCO, 1994). The WP6 supports the latter argument in that through 

inclusion, learners are empowered, and the process of individual growth is inevitable 

as an individual’s confidence in participation and involvement within learning and the 

process of learning is encouraged in this manner (DoE, 2001:16).  

 

Above all else, one of Inclusive Education’s foci is equality; hence, all learners should 

be treated fairly and equally despite their varied educational needs (Haug, 2017: 206). 

Furthermore, the WP6 states that because Inclusive Education learners are different 

but equal, they certainly need to be empowered “by developing individual strengths 

and enabling them to participate critically in the process of learning” (DoE, 2001:16). 

Therefore, Inclusive Education is guided by the principle of a human right to education, 

which works hand in hand with the Human Rights Charter that acknowledges that all 

humans, young and old have the right to free education. Therefore, society must 

acknowledge that learning needs should be met to have communities whose citizens 

gain life skills as well as awareness of their strengths, personalities, and abilities 

(UNESCO, 2000:8).  

The rationale behind Inclusive Education is to build societies with holistically 

concerned people and positive cultures, irrespective of any challenges. Everyone is 

different, and there is no dispute about that; however, there must be a common goal 

that will be able to bring humanity together without any form of discrimination. Inclusive 

Education is about observing and accepting people as humans in light of the existing 

difference. The South African Constitution asserts that good citizens need to be 

presented and to achieve the goal of creating good citizens, the school curriculum 

needs to ensure that it goes beyond “traditional academic domains” to help learners 

to become responsible and good citizens (The Constitution of South Africa, 1996: 8, 

Villa & Thousand, 2005: 43).  

According to DoE (2005), Inclusive Education should consider assessing learners’ 

abilities in a differentiated classroom by considering the fact that learners have 

different learning styles, and therefore pacing of the learning process should be at the 
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core of teaching, learning and assessment. Assessment standards could therefore be 

broken into components, and therefore a lesson plan time allocation can range from a 

single activity up to a term’s teaching or more time, depending on the needs of a 

learner. Therefore, flexibility in the selection of appropriate assessment standards 

according to the individual needs of a learner could be considered when assessing 

learners. 

Gordon (2013: 755 & 757) defines a human right as “a universal moral norm that binds 

all people in all places at all times, independently of any legal recognition”. Therefore, 

Inclusive Education can be argued to be a human right. Everyone has the right to 

quality and free education to “ensure the excellence of all to ensure that recognised 

and measurable learning outcomes are achieved by all, especially in literacy, 

numeracy, and essential life skills. Everyone has a right to having their learning needs 

to be met through fair and impartial access to appropriate learning and life-skills 

programmes” (UNESCO, 2000: 8; RSA, 1996:14).  

2.3. Challenges in implementing Inclusive Education 
 

The uppermost challenge in Inclusive Education implementation is that there are many 

long definitions of the concept. Different policies or legislations explain the term 

lengthily, which might be the cause of the challenge in effectively implementing 

Inclusive Education in schools (DoE, 2005)  

Meijer and Watkins (2016: 3) mention that one of the factors that make it difficult to 

come up with a single concept that will classify the inclusion terminology is the use of 

language. Languages are different, and inclusion might mean many things to different 

language speakers; therefore, this factor is the inception of the challenges arising in 

identifying and reaching a shared understanding of the terminology. Furthermore, the 

language on its own is broad as there are different languages, and other countries do 

not use English as a National language. Therefore, terms and concepts may not mean 

or necessarily refer to the same thing, which may be the reason for the 

misconceptualisation of the concept of Inclusive Education (Meijer & Watkins, 2016: 

3). Makoelle (2014) reports on different conceptualisation views of Inclusive Education 

which proved that it depends on an individual’s understanding and not what is 
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documented. In his interview with two inclusive educators, he established that their 

understanding of the construct differs. One practitioner stated that inclusive pedagogy 

means facilitating the learning process for both abled and disabled learners in the 

same class. Another practitioner expressed a divergent view by referring to Inclusive 

Education as giving special support to learners with special needs within the 

mainstream class (Makoelle, 2014: 126). The two practitioners mentioned by Makoelle 

are the epitome of how difficult it is to try and implement inclusivity while there is no 

clear definition.  

Makoelle (2014: 1260) further defines Inclusive teaching and learning (education) as 

an approach designed to promote a culture of accommodating all and ensuring 

practice based on the use of diverse teaching strategies”. The Salamanca statement 

states that Inclusive Education’s fundamental principle is that “all children should learn 

together, wherever possible, regardless of any difficulties or differences they may 

have” (UNESCO, 2014: 7). According to the Education White paper 6 (2001), inclusion 

is about recognising and respecting the differences among all learners and building 

on the similarities, which means that the first step to implementing inclusion is to 

acknowledge and embrace that, learners are diverse, and therefore the education 

system must reach out to learners by adapting the teaching methods, approaches, 

forms and principles to enhance learner participation (Makoelle, 2014: 1260). 

The Education White Paper 6 equally acknowledges that, because learners are 

diverse, it is pivotal that,  

• all children and youth need supportive environments to learn effectively; 

• it is important for education structures, systems, and learning methodologies 

to meet the needs of all learners; 

• to acknowledge and respect differences in learners, whether due to age, 

gender, ethnicity, language, class, disability, HIV status, or other infectious 

diseases; and 

• to maximise the participation of all learners in the culture and the curriculum 

of educational institutions and to uncover and minimise barriers to learning 

(DoE, 2001: 6).  

Therefore, despite many competing definitions of Inclusive Education, there is 

consensus that it is a fundamental right for all children to be given access to quality 
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education to ensure they reach their full potential as individuals (Pather & Slee, 

2018:3).  

 

2.4. The summative methods of assessing 

Taras (2005) posits that an assessment is a practice or an activity that happens 

throughout almost every aspect of our lives because, as Knight (2002: 275) says, “life 

is about learning”. In education, assessments happen daily; therefore, for different 

purposes, different types of assessments happen on different levels. Scholars argue 

that assessments imply observing the outcomes of something and assigning a value 

to what is observed (Huber & Skedsmo, 2016: 201). Moss (2013: 235) asserts that 

assessment is a process of collecting and interpreting evidence of student progress to 

inform reasoned judgements about what a student or a group of learners knows 

relative to the identified learning goals. Therefore, assessments, as stated above, are 

different and are given for different purposes. South African schools adopted four 

types of assessments, namely, (a) Baseline assessment, (b) Formative assessment, 

(c) Diagnostic assessment and (d) Summative assessment.  

A baseline assessment is described as one assessment form that establishes the 

learner’s prior knowledge, abilities and value (DoE, n.d.: 9). The formative assessment 

establishes where the learners are in the process of learning, where they are headed 

as well as finding ways to teach them to get them to where they need to be (Kanjee, 

2020: 3 & 4). Further, Diagnostic assessment is another form of formative assessment 

that informs the educators if any intervention is needed for the individual (learner). 

This assessment also helps with the identification of the strengths and weaknesses of 

the learners. Thus, the result of this assessment helps educators to develop supportive 

documents that will help with the intervention (DoE, n.d.: 9). Finally, summative 

assessment has a distinguishing factor among all the other types of assessments 

mentioned above. Its main purpose is to regulate the learner’s accomplishments in a 

specific area of learning at a particular time (Moss, 2013: 235). It is a type of 

assessment that is considered to capture student knowledge and therefore affect their 

progression of understanding (Tabonea & Weltsekb, 2019: 165).  
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Summative assessment is explained by Taras (2005) as the type of assessment that 

judges the specific basis by collating information on learner performance at a certain 

period in the form of examinations. Taras (2005: 468) further states that examinations 

are seen as a finality at the point of judgement. The intention behind the summative 

assessments is to document the achievements of the learners (Kashif, Rana, Majid & 

Zin, 2020: 24). However, Moss (2013: 236) argues that summative assessments can 

produce valuable information about the learners if the assessed content includes 

valuable achievement targets. Even though summative assessments are important, 

they can also be damaging to learning as they can increase learners’ confidence or 

decrease it. It is, therefore, vital to note the importance and the impact of these 

assessments in the schooling years of learners, whether young or old.  

 

2.5. The impact of summative methods of assessment on learners  
 
According to Munzur (2014), assessments, in general, were formed not only to 

measure the learners’ knowledge of the curriculum but to inform learners of how well 

they are doing in their learning. The marks the learners receive after writing an 

assessment serve as a motivator to keep them eager. When learners see their results, 

it may spark the desire to want to do better in the future (goal setting) or build up their 

self-esteem, which will make it easier for them to take assessments at any time they 

are expected to (Munzur, 2014: 73). However, the above just indicates the positive 

aspects of what assessments can do. In life, there is an opposite to every situation; 

good marks will serve as a source of motivation for the achiever. However, low marks 

may discourage someone who obtains them. When learners are not motivated, they 

may easily get distracted and grow anxious about taking assessments or develop low 

self-esteem, which may result in decreased effort when taking assessments (Moss, 

2013: 237). The summative assessments have no way to aid the downfalls which 

might have been caused after taking them because “there is no follow-up on success 

or failure” (Overall & Sangster, 2006: 20).  

 

As this study has highlighted earlier, summative assessments are taken at a certain 

time of the year, and their sole purpose is to determine if learners have done enough 
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or have acquired adequate knowledge to proceed to the next grade, phase, and exit 

stage. Therefore, it is important to highlight that these are assessments, also known 

as examinations (exams,) that require learners to be well-prepared. The learners must 

ensure they know enough to succeed in the examinations. However, the impact of this 

is (a) during preparing for the exams, the learners overprepare and get exhausted 

when they have to write an assessment. (b) They are required to study, so they spend 

so much time taking in a lot of information which might sometimes not be a part of the 

questions in the assessments or what they have studied will not be emphasised in the 

assessment. This often leads to the disappointment of learners or decreasing 

motivation for learners (Munzur, 2014: 73; William, 2017: 394). Kefallinou and 

Donnelly (2016:212) state that “assessment forms a bridge between teaching and 

learning” since assessments can either be inclusive or serve as a segregation tool. 

 

Overall and Sangster (2006: 8) states that the purpose of these assessments is mostly 

to ensure that the schools can account for teaching and learning progress to the 

education department or other stakeholders. Summative assessments are not 

concerned about an individual learner but the records or data that is collected (Overall 

& Sangster, 2006: 7&8). Therefore, there is no feedback or follow-up for success or 

failure. Regarding the purposes mentioned above of the summative assessments, the 

researcher argues that the summative assessments are not the best in teaching and 

learning as they are not concerned about the learners’ attainment but rather the growth 

of the standard and the evidence of school improvement. Furthermore, Overall and 

Sangster reiterate the sentiments of Clarke (2001: 6), stating that when teaching and 

learning are good, the learning standards will rise on their own, whether summative 

assessments were taken or not. Kashif et al. (2020: 24) add that Summative 

assessments are concerned with what the learners can master at the time an 

assessment is given and disregard all the other information known by the learners as 

it applies specific information (Kashif et al., 2020: 24).  

 

When considering the diversity in South African schools, one cannot stop thinking 

about how inclusion will work when assessing learners. Kratochvílová (2014) states 

that in Inclusive Education, we consider educational outcomes to be any changes in 

the quality of life of the learner achieved in lessons and that the evaluation method 
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affects the quality of life of a learner in all dimensions of human existence, including 

their self-development, and thus the ability to direct their behaviour towards the 

realisation of the set objectives. Therefore, it is evident that assessments play a vital 

role in human existence as the learners’ holistic personal development is dependent 

on the quality of the assessment methods used. Because assessments play such an 

important role in the development of the entire being of the learner, it is also important 

that assessment practices be redesigned in a way that teaching and learning focus on 

acquiring the right skills rather than on assessing the content of learning. Looney 

(2009: 1) says that assessments should focus on cognitive processes rather than 

content if much focus is placed on assessments, especially on the accountability 

system, which uses the assessment outcomes to weigh the success of schools and 

educators’ teaching skills. There will be a lack of innovation and motivation in teaching 

and learning. This causes an injustice with regard to teaching and learning because 

educators, learners and parents may be limited from taking risks or going the extra 

mile in cultivating knowledge and skills (Looney, 2009: 1). Looney also states that it is 

important to establish systems that will support diversity as well as find ways that work 

to assess learning so that rich opportunities may be gained to strengthen knowledge. 

Assessments in education have several purposes, as some assessments are meant 

to be acted upon immediately; as soon as the results display a lack of mastery, then 

planning can be developed to aid the lack thereof. Furthermore, some are meant to 

continue monitoring the progress of the learners, while others are for measuring 

achievement (Overall & Sangster, 2006: 30). However, all assessment processes 

need to be of good quality, and therefore the quality of assessment is measured by 

ensuring that assessments are valid, reliable, and fair. Hence, “Validity, reliability, and 

fairness are three prominent indicators for evaluating the quality of assessment 

processes” (Wesolowski, 2020: 29).  

2.5.1 Validity 

According to Stobart (2012: 233), validity is at the core of all assessments and is all 

about the purpose of the assessment. If the assessment’s purpose is unknown, the 

intention of the assessment will not be met and will also be vague; therefore, the 

validity of an assessment would be compromised as the assessment’s results would 
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be misleading. A valid assessment should therefore be “fit-for-purpose, or it should 

achieve its purpose” (Ibid: 233). Therefore, the purpose of an assessment must be 

clear. Validity in assessment also includes the effectiveness of interpretation and use 

of the results in serving the purpose of the assessment (Stobart, 2012: 233). Further, 

Carmines and Zeller (2011: 17) define “validity as the extent to which any measuring 

instrument measures what it is intended to measure”. It is evident that if the purpose 

of the assessment is known and clear, then the assessment might attempt to be as 

valid as possible. Therefore, Stobart (2012: 234) argues that there should be clarity 

about what is being learned and taught for the purpose to be established. According 

to Taylor (2013: 1), “Validity is drawing inferences and making interpretations as well 

as conclusions”. Drawing inferences is a practice that allows the process of declaration 

among unseen connections between a situation that is observed. In addition, Black 

and Wiliam (2012: 243) assert that “when we know an assessment result, we should 

know what kinds of inferences can justifiably be drawn based on the result”. 

 

2.5.2 Reliability 
According to Black and Wiliam (2012: 244), “an assessment can be made more 

reliable by asking more questions on a particular topic so that the score a student 

receives depends less on the particular selection of questions”. Black and Wiliam 

(2012: 248) posit that no assessment is flawlessly reliable simply because reliability 

draws conclusions on the interpretation of the results. Therefore, the reliability of the 

assessment can be undermined, seeing that there might be inconsistency in the 

learners’ concentration from one day to the other and yet, it is impossible to assess 

the learners in one day. Stobart (2012: 234) adds that reliability is a part of validity in 

an assessment, as unreliable results will weaken the interpretation of the results 

(Stobart, 2012: 234).  

  

2.5.3 Fairness 

According to Rasooli, Zandi and DeLuca (2018: 174), fairness is ensured in learning 

before the assessments can demonstrate that learning has taken place. Fairness is 

about providing opportunities to learn and accessing quality resources at the learner’s 
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disposal. If educators are competent and educational facilities are good, it makes it 

easy for learners to learn the content and prepare for the assessments (Rasooli et al., 

2018: 174; Gipps & Stobart, 2009: 32).  

 

Gipps and Stobart (2009: 33) argue that to ensure fairness in the assessments, a 

broad approach needs to be adapted, such as “assessment tasks involving a variety 

of contexts; a range of modes within the assessment; a range of response format and 

styles”, these approaches will assist in offering different opportunities to display 

achievements if the learners are disadvantaged in any of the assessed contents. The 

National Forum on Assessment (NFA) of 1992 asserts that to ensure fairness, “(a) 

learners should have multiple opportunities to meet standards and should be able to 

meet them in different ways. (b) assessment information should be accompanied by 

information about access to the curriculum and about opportunities to meet the 

standards. (c) assessment results should be one part of a system of multiple indicators 

of the quality of education”. 

 

2.6. Inclusive Assessment 
 

Douglas, McLinden, Robertson, Travers, and Smith (2016: 102) aver that inclusive 

assessment’s aim “is based on celebrating diversity by identifying and valuing all 

learners’ individual learning progress and achievements, and therefore, embraces a 

wide range of assessment methods that are necessary for inclusive assessment to 

make sure that there is a wide coverage of areas (non-academic as well as academic 

subjects) assessed”. Hence, in inclusive assessments, all learners’ efforts must be 

looked at and taken into consideration when making final decisions. Bourke and 

Mentis (2014: 385) suggest that if educators are required to make important decisions 

from the assessments taken by diverse learners, it is important for them to know the 

purpose of each assessment they administer. Douglas et al. (2016: 100) argue that in 

inclusive assessment, the “who is assessed, how they are assessed and what is 

assessed” are important factors to be considered. In other words, if educators know 

the who, how, and what, the purpose of the assessment will be more apparent. It will 

also be easier to be more inclusive as there are other characteristics of diversity that 

will be considered when assessing inclusively, for example, poverty, gender, ethnicity 
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and all other contextual factors that form part of learners’ experiences. Developing 

consciousness about the different types of diversity and aligning it with knowing the 

details of their learners’ lives and circumstances in and outside of school would assist 

educators in understanding the outcome and progress of a particular learner’s 

assessment better. Inclusive assessments are therefore important in education as 

they allow disaggregation for learners who are going through challenges or difficult 

circumstances that may take an assessment that is broken up into parts or take an 

assessment with versions of assessments (Douglas et al., 2016:101-102). Douglas et 

al. (2016: 103) further state that inclusive assessment should “include all, be 

accessible and appropriate and assess and report on areas relevant to learners’ 

journey of knowledge acquisition”. In other words, inclusive assessments should 

accommodate everyone, regardless of their situations and circumstances. 

 

Inclusive classrooms or settings are concerned with learner-centeredness; therefore, 

learners form part of planning in the schools (Bourke & Mentis, 2014). In inclusive 

settings, lesson plans are “no longer developed solely by educators”, but educators 

include them by consulting learners through reflective conversations. When educators 

engage with learners through feedback on an ongoing basis, their planning will be 

influenced by the ideas they get from how their learners are learning. Therefore, 

“inclusive assessments become effective when learners are consulted and are made 

part of the planning, resulting in abandoning the notion of standard programmes and 

emphasis is put on the fact that in a real learning context, one size fits all approaches 

to assessing knowledge, foundational competencies and assessment of skills 

acquired during the learning process” (Kefallinou & Donnelly, 2016:212). Kefallinou 

and Donnelly further argue that inclusive assessment: reduces the need to mark some 

learners as different; shifts from approaches that are used for most learners with 

something ‘additional’ or ‘different’ for some to an approach that provides rich learning 

opportunities for everyone, so that they can all participate in classroom life. It is 

therefore important that inclusive assessments should “drive learning by engaging 

learners in a dialogue about the best ways of assessing them” (Kefallinou & Donnelly, 

2016: 216). 
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2.7. Alternative Assessments for Learners with Diverse Learning Needs 

It is malpractice to rely on one type of assessment to capture the learning of learners 

fully. Instead, this study suggests that other types of assessments should become part 

of determining how much the learners have learned and what they know. Using or 

relying on multiple assessments plays a critical role in determining the success of 

learning and could relieve the pressure on learners and educators to perform well in a 

single, high-visibility, high-stake test (Looney, 2009: 21). According to Looney (2009: 

20) a test can provide an important snapshot of a learner’s performance, but no single 

test can provide enough information to understand how instructional strategies are 

influencing student learning fully. Moreover, learners will perform differently on 

different days; different assessment tools will offer different ways to measure student 

capabilities and needs and may yield different results.  

Therefore, within inclusive education, the assessment of learners can be seen as 

feedback about learners’ levels of achievement in different aspects and the ongoing 

learning process for all participants in the educational process. Together (with active 

participation and collaboration), they can organise learning more sensitively for the 

maximum possible results while respecting the personal characteristics of the learners 

(Kratochvílová, 2014).  

Baseline, Formative and Ipsative assessments are the forms which align with inclusive 

teaching and learning. These assessments consider and are sensitive to the prior 

knowledge of learners, as well as taking into account what the learners have not 

mastered by taking action as soon as the lack of mastery is detected or seen (Overall 

& Stanger, 2006: 25 & 30). According to Wildschut, Moodley and Aronstam (2016), 

educators use various procedures to monitor the progress of learners to prepare 

appropriate lesson plans that will cater for the different abilities of the learners. 

Furthermore, educators use a variety of assessment tools to assess the progress of 

their learners. Educators should observe the learners while they participate in activities 

and record their performances on checklists to monitor their progress. The types of 

assessments this study suggests are sharing assessment objectives which are tools 

of assessing for learning and assessing as learning (Clark, 2012: 208).  It is therefore 

important to consider the holistic development of the child and to realise that 
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assessments affect the learner’s quality of life in all dimensions, including their self-

development, and thus the ability to direct their focus towards the realisation of the set 

objectives (Kratochvílová, 2014) 

2.7.1 Baseline Assessment 

Baseline Assessment was enshrined in the Education Act of 1997 and was adopted 

by the South African D0E in 2006. This type of assessment was initially designed for 

learners in the reception year of schooling, Grade 1, in some countries for learners 

aged 5 (Wildschut et al., 2016: 1; Lindsay & Desforges, 2012: 5). Its main purpose is 

to furnish educators with reliable information which will act as support to them in 

decision-making when assessing learners’ outcomes (Bailey, 2019: n.p.). Tymms and 

Wylde (2003) mention that Baseline assessment is now extended to the Foundation 

Phase, Grades 1-3, in South African schools. This assessment takes place at the 

beginning of the year for purposes such as (a) to establish and monitor the level at 

which learners are, (b) to help the educators with the planning of the curriculum, and 

(c) to identify learners who might be needing educational intervention as early as the 

beginning of the year (Tymms & Wylde, 2003). Bailey (2019) suggests that, upon 

planning these assessments, rigorous research needs to be undertaken to improve 

the assessments in the areas of validity, reliability and fairness. The purpose of 

understanding the learners’ skills, knowledge and attitudes may manifest (Bailey, 

2019). Further, Bailey (2019) states that a good, fair, valid and reliable baseline 

assessment should “(a) complement teacher assessment and observation, (b) provide 

information on what learners know and can do that may not be picked up through 

observation alone, and (c) help educators identify areas for improvement and 

additional support”. 

The rationale behind adopting Baseline assessments in South African primary schools 

assumed that learners are underperforming. Therefore, Baseline assessments were 

adopted to provide intervention and support to learners as early as possible (Wildschut 

et al., 2016; Roberts-Holmes & Bradbur, 2017). There are several reasons leading to 

the assumption that learners are underperforming. One of the main rationales behind 

adopting Inclusive Education by the Department of Basic Education is to recognise, 

acknowledge and support learners' different socio-economic backgrounds. Learners 
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come from varying socio-economic backgrounds, meaning that opportunities and 

experiences leading to various engagements at home are significantly different. The 

impact on learning will be visible in the learners’ prior knowledge. As some learners 

come to school with more limited knowledge than others, this already lays out a gap 

at the learners’ starting point in a class (Wildschut et al., 2016: 2). Using Baseline 

Assessments will reveal accurate information about where the learners are as well as 

lay bare what they know and can do, notwithstanding, whether the average of their 

prior knowledge is below, above or in line with the suggested curriculum. The 

information emerging from the baseline assessments will help the “schools to tailor 

their planning, teaching and learning, contributing to finding the ways to allocate 

resources and track learners’ progress through their schooling process” (Bailey, 

2019).  

 

2.7.2 Formative Assessment  

Classroom practice is formative when evidence of the achievements of the learners is 

drawn out, explained and used. This process informs educators to make decisions to 

modify their lessons or change their pedagogical strategies so that learners may be 

scaffolded to form better conceptual understanding. This process is important because 

it allows change and conceptual growth within learners without any pressure to 

underperform. It also offers opportunities to motivate learners to make different 

decisions from the ones they would have made if scaffolding had not taken place 

(Black & Wiliam, 2009: 7). Pinger et al. (2018) affirm that formative assessments are 

surrounded by positive results following assessment interventions and achievements. 

Moreover, the positive effects also generate motivation in learners’ process of 

learning. Therefore, formative assessment is the form of assessment which is used 

for purposes of development (Pinger et al., 2018).  

Clinchot et al. (2017: 70) mention that there is a cycle of core teacher practices in 

formative assessment, which is “(a) eliciting learners’ ideas, (b) noticing the substance 

of learners’ thinking, (c) interpreting to make sense of learners’ ideas, and (d) acting 

to guide and support student learning”. This simply means that in formative 

assessment, it is important to establish where the learners are in their learning 
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process, where they are going (outcomes of the learning experience), and what needs 

to be done to get them there (Black & Wiliam, 2009: 5). According to Kefallinou and 

Donnelly (2016:212), formative assessment is the one assessment that promises to 

“include all learners in the assessment process and provide high-quality information”. 

This assessment form is thus referred to as an assessment for learning. Therefore, 

formative assessment sets up involvement, active learning and collaboration, which 

contributes positively to learner success and achievement of learning outcomes. 

2.7.3 Importance of Formative Assessment in Inclusive Education. 

Pinger et al. (2018: 160) assert that “formative assessment is known to be a promising 

teaching practice in which information on learners’ understanding is used employing 

feedback to promote teaching and learning processes”. In addition, Clinchot et al. 

(2017: 70) state that when formative assessment is used, educators undergo a 

process that assists them in identifying strengths and weaknesses in their learners’ 

understanding of content knowledge, focuses learners’ attention on relevant 

information and ideas, and provides scaffolds that guide and support student 

progress”. The above definitions or reasoning refer to formative assessment as a tool 

that recognises how learners learn and respond to their learning process and 

enhances learning. Formative assessment can also be referred to as interaction 

because the interaction is activated through hearing feedback and internalising 

information to form new knowledge and understanding (Black & William, 2009: 9). 

Furthermore, Black and William state that formative interaction “involves looking at 

three aspects, the external, the internal and learners’ interactions. The teacher 

administers a task to the learner, perhaps in the form of a question, the learner 

responds to this, and the teacher then composes a further intervention, in the light of 

that response” (Black & William, 2009: 9). “It is therefore important in education to note 

that educators cannot simply transmit knowledge to learners, but learners must be 

given opportunities to actively construct knowledge in their minds and among each 

other’s lived experiences” (Bada, 2015: 66). 

This study advocates for formative assessment because if Inclusive Education was 

enacted in the classroom environment, educators might embrace the fact that learners 

are different and develop at different levels; therefore, formative practice 
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acknowledges the practice of construction of knowledge. Formative assessment is an 

assessment for learning as it allows learner empowerment. It plays an essential role 

in influencing learners’ conceptual understanding, attitudes, values, motivation, and 

effort, especially among underperforming learners (Overall & Sangster, 2006: 69; 

Clinchot et al., 2017: 70; Hughes, 2014: 131). Formative Assessment aligns with the 

purpose and nature of Inclusive Education because it views learning as an ongoing 

process which creates multiple cycles within teaching and learning. Furthermore, 

Kefallinou and Donnelly (2016:213) state that Formative Assessment is more 

favourable in inclusive settings because it is integral to the adequate teaching and 

learning process. It occurs in a classroom culture that encourages risk-taking and 

learning from mistakes. It provides effective feedback with careful use of questioning 

as it includes self- and peer-assessment strategies. Therefore, these elements of 

Formative Assessment set it apart as being learner-centred, where learners are 

involved and are given fair opportunities to “influence their assessment and the 

development, implementation and evaluation of their learning targets” (Kefallinou & 

Donnelly, 2016:213).  

2.7.4 Ipsative Assessment. 

According to the constructivism theory, as stated by Bada (2015), “Learners confront 

their understanding considering what they encounter in the new learning situation. If 

what learners encounter is inconsistent with their current understanding, their 

understanding can change to accommodate new experiences. Learners remain active 

throughout this process: they apply current understandings, note relevant elements in 

new learning experiences, judge the consistency of prior and emerging knowledge, 

and based on that judgment, they can modify knowledge into a new schema in the 

brain” (Bada, 2015:67). This study aligns with the fact that learners construct their 

knowledge and that the learners construct knowledge best when linking it to their prior 

knowledge (what they already know regarding the topic taught). Ipsative assessment 

is an assessment that encourages one to look within themselves and compete with 

themselves. This is truly one of the strongest points in developmental growth, which 

teaches one to compete with oneself only to get better. In education, people must be 

encouraged to think out of the box, resulting in creative thinking being developed in 

the schooling process.  
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This study adopts Ipsative assessment as a step towards grooming independent 

thinking beings because it allows dialogue between the teacher and a learner 

(Hughes, 2014). In the process of the dialogue, the learner develops intellectually 

through engaging. Hughes (2014) points out the strengths of Ipsative assessment with 

regards to engaging (discourse), as giving feedback to learners helps them to be 

aware, recognise their starting point, and be mindful of their progress in understanding, 

and it includes the discussion of their goals on the next step. According to Hughes 

(2014: 131) “feedback to learners amount to the three dimensions of the assessor’s 

response, which are noted as the strengths of Ipsative assessment (a) “feed up, which 

allows learners to answer questions about goals; feedback, which lets learners 

respond based on their current level of knowledge; and feed forward, which provides 

learners with the ability to answer questions about where they need to or wish to go 

next”. Seery et al. (2018: 705) state that Ipsative assessment feedback is an 

instrument that qualifies the development over time in response to a target or goal”.  

2.7.5 Strengths of Ipsative assessments 

Seery et al. (2018) state that Ipsative assessment is concerned with human 

intelligence. In the education setting, Ipsative assessment serves as an approach to 

measure the learner’s individual development or growth. Unlike summative 

assessment, this type of assessment is not concerned with a group of learners, the 

performance of the schools or putting pressure on learners to compete with each 

other; it positively influences each learner to compete with themselves. In other words, 

Ipsative assessment influences learners to compete with their better selves to become 

the best. “This concept of reference to the self makes the learners progress explicitly” 

(Seery et al., 2018: 705). Formative and Ipsative assessment benefits are interlinked 

in that they are both feeding to the teacher and the learner. For the learner: the 

response the learner receives from the Ipsative assessment approach provides 

feedback which serves as motivation with regards to the progress they are noticing 

from their previous results or knowledge. This clearly shows that there would have 

been growth from what they previously acquired. For the educators: the advantage is 

that the learners’ performance allows the educators to interpret it and structure their 

lessons with defined projections for individual learners (Seery et al., 2018: 705). 

Finally, Ipsative assessment enhances learners’ logical and conceptual growth as it 
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provides feedback, feedforward and feed-up as learners go through the processes of 

learning.  

2.8 Policy on Screening, Identification, Assessment and Support (SIAS) 
Framework background 

“The Screening, Identification, Assessment and Support (SIAS) policy 

document was put in place to improve access to quality education for vulnerable 

learners and those who experience barriers to learning. These include learners 

in ordinary and special schools who are failing to learn due to barriers of any 

nature (family disruption, language issues, poverty, learning difficulties, 

disabilities, etc.) and children of compulsory school-going age and youth who 

may be out of school or have never enrolled in a school due to their disability 

or other barriers” (DBE, 2014: 10). 

This document’s background aims to look at this policy document in order to see if the 

above is accessible; if all the planning in the document has been implemented; 

whether it has been effective, and what has been done to ensure that this document 

works successfully and if it supports diversity in assessments for all. To evaluate the 

above, I will look at the following: Firstly, I will focus on the screening process, which 

is stated as a tool that helps identify learners who are at risk in the policy. Secondly, 

the SIAS policy states that teachers need to be trained for this policy to be a success 

in schools.  I will also look at the efforts made by the Department of Education to 

ensure that teachers get training and that the training processes continue to include 

new teachers. Lastly, the SIAS policy has programs of specialised support, which is 

curriculum differentiation to help reach every learner. 

 

2.8.1 The screening processes 

The screening process requires teachers to gather information through screening and 

assessing learners with the aim of “identifying learners at risk, learning breakdown” 

(DBE, 2014: 16). The screening processes allow teachers to acquire information that 

will make it possible to look at the child as a whole including their contextual 
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background and/or all the factors that might affect or have an impact in a child’s 

learning abilities (DBE, 2014: 10).  

The SIAS policy looks at a learner's development by tracking and identifying what 

might become a hindrance in their learning and development. This is done by using 

the screening tools known as Support Needs Assessment (SNA) forms and these 

forms are able to help identify barriers that might exist. However, Raines et al. (2012: 

283) say these processes have their own challenges. They state that, although they 

might be able to identify the barriers and/or the cause, they have been inconsistent 

and have had an impact on the incorrect placement of learners in the past. The reason 

for that is the incapability of the screening tools to measure the severity of the barrier 

or a diagnosis. For instance, the screening and assessments may discover that a 

learner is autistic but fail to discover that a learner is not only autistic but also 

profoundly mentally disabled or that a learner is not only speech impaired but has a 

traumatic brain injury.  

Inclusive Education South Africa (2018) explains that the SNA forms are designed to 

identify barriers and provide the necessary intervention but not necessarily to measure 

the severity or the intensity of the barrier.  This makes it difficult for the serving 

committee to assist learners fully and/or place them in the correct schools because 

the SNA forms cannot precisely establish the intensity of the barrier. Another factor is 

that these tools are not replacements for any of the four assessments considered in 

the schooling system, so this means that whether a learner passes or fails the 

screening process, they are not excluded from taking summative assessments. 

2.8.2 Teacher training  

Inclusive Education South Africa (2019) states that teacher training is needed in order 

for the SIAS policy to work effectively and reach its goals of improving access to quality 

education and benefitting all the learners experiencing barriers to learning in schools. 

It is said that “teachers will need to be familiar with the policy and be able to implement 

the process. This will require regular training and support beyond the initial orientation” 

(Inclusive Education South Africa, 2019). DBE (2014: 34) SIAS states that it is 

important that the teachers have a conceptual understanding of Inclusive Education 
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(IE) and what is expected of them when it comes to implementing the SIAS policy. 

This means that teachers need the training to gain competency and knowledge of the 

SIAS in order to implement it well. Teacher training is vital as teachers are working 

with learners daily and have to apply the SIAS process, “the teacher must assume the 

role of case manager to drive the support process” (DBE, 2014: 34).  

I am a qualified teacher with seven years of teaching experience. However, I only 

received SIAS training when I assumed the School Based Support Team (SBST) co-

ordinator role.  This makes me think that IE with regard to SIAS might not be fully 

implemented due to minimal knowledge. Hess (2020: 57) has had an opportunity to 

conduct interviews with teachers, and her findings show that the teachers are unaware 

of the SIAS document. This is a clear indication that most teachers do not really 

receive training on the SIAS Policy Document. Hess' research findings prove this as 

she stated, "It is evident that most teachers at school A have not received training 

regarding the SIAS policy. Their knowledge of the policy only extends to completing 

the SNA1 and the learner’s profile” (Hess, 2020: 57). 

2.8.3 Curriculum differentiation 

One of the specialised supports stipulated in the program is curriculum differentiation 

which includes adjustments and accommodations in assessment (DBE, 2014:18). 

This program is meant to support all learners according to their abilities, and this 

strategy is to ensure inclusivity for all learners. Toombs and Tierney (1993: 175) define 

policy to act as an instrument to bring about change. The differentiated curriculum 

acknowledges that learners are different and do not learn the same way, which also 

means that they cannot be assessed in the same way. The SIAS policy states that 

adjustments must be made to accommodate different learners and learning styles. 

Therefore, the curriculum has been differentiated to accommodate a variety of 

abilities. 

In this case, I will refer to a variety of abilities as the Multiple Intelligences (MI) from 

Howard Gardner’s theory. Gardner (1993: 6) says that he decided to call abilities 

intelligence because, according to him, “intelligence enables the individual to resolve 

genuine problems and difficulties” (Gardner, 1993: 60).  The MI might be embedded 
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in the curriculum, but the reality is that the assessments are adjusted to cater for all 

the MI. Although, all the MI are not weighed equally in the assessments.  

The intelligences which weigh the most in the assessments are visual-spatial (the 

ability to accurately view the finer details and visualise content), linguistic (the ability 

to use words – orally or written), and logical-mathematical (the ability to use or 

understand numbers). I share the same sentiments as Armstrong (2017) as he says, 

“In my years of teaching, I have witnessed papers accommodate bodily-kinesthetic 

(physical skills), musical (composer, rhythm, melody) and accommodated very little to 

nothing of interpersonal (the ability to distinguish different moods, such as: reading 

facial expressions, feelings of other people), intrapersonal (relying on self-knowledge, 

ability to adapt from that knowledge and being aware of the one’s space) and 

naturalistic intelligences (the ability to recognise and classify different species –flora 

and fauna- environment)” (Armstrong, 2017: 2-3). Although these are included in 

assessments, the weighting is not so much that whoever relies on these intelligences 

would benefit and be considered smart. 

The SIAS policy needs a better-specialised support strategy to include all learners in 

their uniqueness fully. Armstrong (2017) mentions Gardner’s sentiments about the 

importance of recognising different human intelligences as he says, “It is of the utmost 

importance that we recognize and nurture all of the varied human intelligences, and 

all of the combinations of intelligences. We are all so different largely because we all 

have different combinations of intelligences. If we recognize this, I think we will have 

at least a better chance of dealing appropriately with the many problems that we face 

in the world” (Armstrong, 2017:1). Considering the different MI in assessments would 

motivate all the learners, and they will know that they are all smart. This act would 

correct the old style of looking at assessments as a threat that would portray some as 

dumb because one could not perform in a paper that limits them (Emmiyati et al., 2014: 

103).   

In conclusion, for the SIAS policy to work effectively, it needs to be able to identify 

problems and find effective ways to solve them holistically. Some problem solutions 

are within the SIAS document; the only measure lacking is the implementation and/or 

lack of proper training. Therefore, it is recommended that all the regulating documents 
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in the education system correlate with all those of the other departments so that there 

are no contradictions in implementation. Furthermore, it has been proven that some 

teachers are not aware of the SIAS document; it is therefore recommended that the 

Department of Basic Education (DBE) work with the Department of Higher Education 

(DHE) to imbed the SIAS policy document in the teacher training colleges and 

university curriculum from the first year of training so that the teachers get to know it 

well since it is an important document. 

2.9. Theoretical Framework  
 

Gardner’s theory of multiple intelligences underpins this study as it focuses on the 

diversity and progression of learners based on their unique attributes. The theory of 

Multiple Intelligences (MI) is a theory coined by Howard Gardner in 1983. Gardner 

believed that people are different and therefore possess different bits of intelligence. 

He was troubled by the philosophy that defined intelligence narrowly, by measuring 

the scores, by answering questions by some form of aggregate. This is what triggered 

Gardner to challenge the notion that intelligence can be measured (Stanford, 2003: 

81). Gardner defined intelligence as “the ability to solve problems or to create products 

that are valued within one or more cultural settings” (Sree-Nidhi & Tay, 2017: 204). 

Gardner posits that the human organism possesses Multiple Intelligences, eight to put 

a number to it. The eight Multiple Intelligences are namely: linguistic intelligence, 

logical-mathematical intelligence, spatial intelligence, musical intelligence, bodily-

kinesthetic intelligence, naturalistic intelligence, interpersonal intelligence, and 

intrapersonal intelligence (Gardner & Hatch, 1989: 4).  

 

Gardner found different ideas to qualify intelligence as being different from other 

theories. According to Gardner’s theory of Multiple Intelligence (MI), everyone 

possesses eight bits of intelligence without a doubt. However, some bits of intelligence 

may be stronger than others, which will determine each person's learning style. To 

explain the nature of various intelligence, Gardner asserts that “Linguistic Intelligence, 

Logical-Mathematical intelligence is defined as superior sensitivities. Music 

Intelligence and Bodily-Kinesthetic Intelligence are defined as abilities. Another pair, 

Spatial Intelligence and Interpersonal Intelligence, are described as ‘capabilities’, and 
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Intrapersonal Intelligence is described as ‘access to one's feelings” (Morgan, 1992: 6). 

The above quote serves as evidence that each intelligence within a person is different, 

and some can be more dominant than others. For example, Morgan (1992: 7) states 

that it is Gardner's view that intelligence has the power to direct a person's career 

choice because an individual's intelligence will drive their preferences. In the same 

instance, learners will find a compatible intelligence that will determine or be preferred 

as their learning style. It is important to note that within the MI theory, it is a 

misconception to mention that some learners do not possess a certain intelligence. 

However, Gardner says it is true that some learners may demonstrate a lack of 

intelligence. Nevertheless, everyone possesses all eight bits of intelligence (Davis et 

al., 1987: 488).  

 

Takahashi (2013: 607) states that “the eight bits of intelligence are classified based 

on 1) potential independence with neuropsychology; 2) the existence of a ‘genius’ in 

each intelligence; 3) a specific application 4) differences in developmental processes 

between people with high and low abilities in each intelligence; 5) scientific validity 

related to evolution; 6) agreement with psychophysical findings; 7) agreement with 

psychometric findings, and 8) an encoding system”. The above assertion clarifies that 

within a person, there are forms of intelligence which help an individual to become or 

assist them to be moulded into becoming who they are meant to become. 
 

 

 

2.10. Summary 
 

This chapter covered a conceptual framework where key concepts have been 

discussed using an in-depth synthesis of literature from scholars ranging from the field 

of assessment and evaluation in educational practice. Furthermore, Gardner’s theory 

of Multiple Intelligences has been discussed as the lens through which the researcher 

will solicit data to answer the study’s research questions. This theory will be used in 

Chapter 4 to explicate data collected for this empirical research, and together with the 

literature reviewed in this chapter, it will be used to discuss the findings of the study. 
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Finally, the following chapter will unpack how the researcher collected the data and 

the research methods and design selected for this study. 
  



44 

 

CHAPTER 3  METHODOLOGY 
 

3.1. Introduction 
 

This chapter presents in-depth research methods used for data collection and analysis 

that attempts to address the research problem statement by answering the following 

key research questions: How do the assessment practices used by Western Cape 

primary school educators affect the support and scholastic progress of learners who 

present with diverse educational needs? What are the challenges experienced by 

educators when it comes to using inclusive education assessment methods? The 

various stages of research, including the selection of participants, data collection 

processes as well as the processing of data analysis that were dealt with, will be 

described in this chapter. The chapter also discusses the role of the researcher in 

qualitative research concerning reflexivity. Finally, the chapter ends with a discussion 

of trustworthiness in qualitative research and discusses how these two requirements 

were met in the current study. 

 

3.2. Interpretivist Paradigm 

This study utilised an interpretivist paradigm. An interpretivist paradigm is a paradigm 

that acknowledges understanding as a process that allows the construction of 

knowledge. Meaning and understanding are interpreted in this paradigm as figuring 

out what the speaker is saying and the ability to capture the expression of the 

speaker’s thoughts (Cohen, Manion & Morrison, 2015). The interpretivist paradigm 

allows the researcher to be considerate of the different participants' personalities and 

feelings and how they need the conversation to flow during the interview to elicit the 

responses to interview questions, and meaning may be reconstructed according to the 

participant's intentions (Creswell et al., 2013).  

An interpretivist paradigm is best used when one (the researcher) is situated in the 

setting they want to explore because one has their views about the setting, 

surrounding or background. Therefore, it becomes necessary for a researcher to want 

to look for more complex views rather than just relying on the narrow view they had 

before conducting research (Creswell, 1994:9). Hence, the researcher utilised this 
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paradigm to explore the understanding and perceptions of the participants’ points of 

view. The researcher wished to understand the ‘how’ of the participants so that the 

way they view the world is clearly understood.  

The interpretivist approach values social constructivism that each truth is shaped by 

social concerns and social experiences (Gemma, 2018: 44). Rowlands (2005: 81) 

states that interpretive researchers believe that “knowledge is gained, or at least 

filtered, through social constructions such as language, consciousness, and shared 

meanings”. Consequently, it is apparent that the interpretivist paradigm is the objective 

approach to take as it is concerned about what the participants offer in the study, and 

the knowledge and truth of their world shape the truth of the findings in this study. In 

this case, the researcher wanted to gain the participants’ knowledge and truth 

regarding the effect of assessment practices done by primary school educators for 

support and scholastic progress of learners who present with diverse educational 

needs as well as the challenges experienced by educators when they use inclusive 

education assessment methods if there are any to point out.   

 

3.3. Research Approach 

This study utilised a qualitative research approach. Creswell (2007: 35) quotes the 

clear definition of qualitative research by Denzin and Lincoln (2005: 3), where they 

state that    

“Qualitative research is a situated activity that locates the observer in the world. 

It consists of a set of interpretive, material practices that make the world visible. 

These practices transform the world. They turn the world into a series of 

representations, including field notes, interviews, conversations, photographs, 

recordings, and memos to the self. At this level, qualitative research involves 

an interpretive, naturalistic approach to the world. This means that qualitative 

researchers study things in their natural settings, attempting to make sense of, 

or interpret, phenomena in terms of the meanings people bring to them”.  

Kelley (1999) asserts that qualitative research is when words are used to measure any 

information gathered. Furthermore, Maxwell (2013) explains that qualitative research 
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is a design that intends to understand the perspectives and meanings of the study's 

participants, a way to redirect one's view of the world to look at it from the participant's 

point of view.  

In this case, the study sought to understand the perspectives and views of six 

educators from three schools purposively sampled in the Western Cape Department 

of Education.  Maxwell (2013:8) further explains that qualitative research helps create 

an understanding of how participants' perspectives are shaped physically, socially, 

and culturally. The teacher’s role in the study was to have them paint a picture of how 

inclusivity is implemented in the assessment of the learners in the differentiated 

learning environment.  

3.4. Research Design 

This study aims to explore the inclusive assessment practices employed by primary 

school educators in the selected Western Cape schools. This study has used a 

collective case study design to achieve this aim. A case study was chosen to show 

different perspectives on the abovementioned issue. The researcher opted for a case 

study to give the researcher a clear picture of the assessment practices done by 

educators at the three schools. The purpose of this is to ensure that generalisation is 

eliminated but instead get views from different sites (in this case, sites are schools 

distinguished by quintiles); hence three different quintiles were chosen.  

Creswell (2007: 74) states that a case study, also recognised as a ‘multiple case 

study’, is a study that uses a “logic of replication” where the researcher reproduces 

the plan of action in each case. Also, this study sought to ensure that the study is well 

explored and does not explore the case through one lens but through multiple lenses 

to allow a revelation of many sides within the phenomenon. The study used the same 

interview instruments to interview participants in different settings, sites or contexts. 

This was to ensure that whichever data came out of the interviews would be true in 

terms of context, culture, social experiences, etc. Therefore, this study adopted 

purposive sampling.  
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3.5. Site 
The study was conducted at three primary schools, one of which is a Quintile 1 school, 

another primary school is a Quintile 3 (former model C school), and the last primary 

school is a private school which is a Quintile 5 school. All three schools are situated 

within the same radius as the researcher for accessibility and saving travelling costs. 

Schools in South Africa are categorised according to the quintile system based on the 

socio-economic status of the environment where the school is situated as well as the 

history of how the school came into being. The quintile system was introduced as a 

strategy to aid the inequality within the funding of schools (Van Dyk & White 2019, 1). 

Using different sites as categorised in this study aimed to check how educators at 

different types of schools could incorporate inclusive assessment strategies for better 

learning and progression of learners with different learning needs. 

 

Longueira (2016: 1) asserts that the quintile system is the funding system that aims at 

directing "more funding to those learners in need of financial support than more 

affluent learners.” Quintiles 1 & 2 schools are regarded as poor schools and are 

specified no-fee schools; Quintiles 3 & 4 are schools ranked as middle schools from 

middle communities according to the “employment rate and literacy rate” of the 

community. Quintile 5 schools are schools situated in wealthy communities. (Van Dyk 

& White 2019). According to Van Dyk & White (2019: 3), schools in the Western Cape 

are divided into the different quintiles as follows: Quintile 1 = 8.6%, Quintile 2 = 13.3%, 

Quintile 3 = 18.4%, Quintile 4 = 28% and Quintile 5 = 31.7%.  

There were two participants from a Quintile 1 school, three from a Quintile 3 school 

and two from a Quintile 5 school. The limitations in finding the same number of 

participants from each school were the availability of the educators due to other 

commitments, and other participants were reluctant to meet, seeing that it was still 

during the pandemic (COVID-19) and they could not meet virtually due to lack of 

competence on the 4IR or technology.   
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3.6. Sampling: Purposive Sampling  
 

This study adopted purposive sampling. Creswell et al. (2013: 79) state that in 

purposive sampling, participants are selected due to the attributes and qualities they 

possess. In purposive sampling, participants are sources of information. According to 

Etikan, Musa and Alkassim (2016:2), the process of choosing participants purposely 

involves identifying and selecting participants who are well-informed about the case 

being explored. It is vital to choose well-informed individuals when collecting data, as 

they should be able to communicate their opinions about their experiences with pride, 

articulation and expressive tone (Etikan et al., 2016:2)  

The researcher has deliberately chosen to interview two teachers at a Quintile 1 

school, three teachers at Quintile 3 school and two educators at a Quintile 5 school. 

The criteria used when choosing the participants were knowledge, experience, 

availability, and willingness to participate. These participants had to be qualified to 

teach in the Foundation Phase and have experience of at least three years of teaching 

in the Foundation Phase. Selecting more than one teacher per school qualified the 

researcher to use ‘logic of replication’ and draw inferences on certain issues as there 

was more than one participant. Well-informed participants’ knowledge and experience 

would provide the study with a great deal of information. The participants in this study 

are educators who work in classrooms every day. It was, therefore, crucial for the 

researcher to select a pack which would be able to lead the study in exploring inclusive 

teaching and learning in diverse classes, to investigate the depth of strengths and 

challenges in differentiated teaching and learning as well as the strengths and 

challenges posed by administering inclusive assessments in diverse settings.  
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Table 1: Composition of the sample of the study with details of the participants 

School Quintile 

number 

Participant Highest 

Qualification 

Teaching 

experience in 

years 

School 1 1 T1 Diploma, 

ACE 

27 

School 1 1 T2 Diploma & 

BA 

32 

School 2 3 T3 B. Ed. 8 

School 2 3 T4 B. Ed. 

honours 

6 

School 2  3 T5 B.Ed.; ACE 11 

School 3  5 T6 B. Ed 

honours 

9 

School 3 5 T7 B. A; H. DE, 

B. Ed 

Honours 

12 

 

 

3.7. Instruments (Methods)  
 

3.7.1. Semi-structured Interviews  
 

Semi-structured Interviews (SSI) were used in this study. The researcher opted to use 

SSI so that both the interviewer and the participant are free and have reasonable time 

to probe deeper into the questions and answers. In addition, since SSI allows the 

researcher to “reflect and act upon the nature of the exchange between the researcher 

and the participant, you may prompt the participant, rephrase questions, and make 

changes according to the interview situation” (Galletta & Cross, 2013: 75). SSI is 

regarded as conversations that allow the interviewer to probe questions by using open-

ended communication that is reflective where the researcher would need a participant 

to elaborate or clarify further. This creates a communicative space where the 
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researcher and participant can mutually discuss ideas and issues that are contrasting 

or have alternative explanations and those with various versions. “This is crucial, as 

your understanding of the participant’s response may be inaccurate. Engaging for 

clarification ensures, as much as possible, accuracy in interpretation” (Galletta & 

Cross, 2013:77 & 78).  

Adams (2015) further states that in SSI, questions allow the participant to be relaxed, 

and SSI can delve into unforeseeable issues as the interviewer probes further. SSI 

allows participants to give open and well-thought answers and not just yes or no 

answers (Adams, 2015:493). When conducting an SSI, there are opportunities to gain 

a deeper understanding of the case being explored by keeping in mind where you are 

and where you are headed (Galletta & Cross, 2013: 76). Galetta and Cross continue 

to state that SSI plays an important role in the development of themes (thematic 

patterns), which are then investigated and labelled as codes which lead to evidence 

and findings of the study.  

The SSI with pre-formulated and suggested probing questions were used to collect 

data. The following methods were used while collecting data: face-to-face interviews 

and computer-assisted interviews. Each interview lasted an hour per participant, a 

recommendation by Adams (2015: 493) that “one hour is considered a reasonable 

maximum length for SSIs to minimize fatigue for both interviewer and respondent”. 

Thematic patterns and coding were used to analyse data. 

3.7.2. Document Analysis 
 

Document analysis in this study was used to analyse what policy documents stipulate 

compared to data collected through interviews. According to Colebatch (2009: 1), “a 

policy is an idea that we use in both the analysis and the practice of the way we are 

governed”. Therefore, schools, principals, educators, procedures, didactics, 

assessments, etc., are governed by policies, which means some of the answers will 

be provided by policies. Furthermore, within these policy documents, principles guide 

the participants on how to handle processes.  
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Document analysis is a real-life experience as documents drive institutions and 

organisations, and it is necessary for the “social settings where lives are represented, 

lived and told” (Coffey, 2014: 3). Coffey (2014: 6) states that it is impossible to read or 

produce documents in isolation from other documents. Thus, the researcher opted to 

look at both Inclusive Education policy documents. The researcher analysed these 

two documents focusing on their function (use), where the researcher looked at what 

was intended when the document was produced as well as the message received by 

the audience of the documents. The researcher also looked at the intertextuality of the 

three documents, where documents can be analysed in terms of their relation, “tracing 

the dimensions of similarity, comparison, contrast and difference” (Coffey, 2014: 9). 

  

3.8. Data analysis  

Phenomenological thematic data analysis is an important process in any research 

study that has to be undertaken to understand the problem from the participants' 

perspectives. In this study, phenomenological analysis was used for the qualitative 

data collected through SSI.  The phenomenological analysis process led to coding the 

data in continuous revision and clarifying the themes. Coding is a way of sorting data. 

In data analysis, it is important to ensure that every word uttered by the participant is 

transcribed so that the participants’ reluctance and stumbles are noted to enrich the 

representation of the findings. The transcripts would then be edited to ensure 

readability (Roulston, 2013: 299). 

Interviews with two participants were conducted in IsiXhosa, and the transcriptions 

were made in IsiXhosa and not interpreted so that the representation of data is 

authentic and there would not be misinterpretations. “The concern is how to convey 

the original meanings of the cultural and contextual nuances of the interviewee's 

important accounts” (Roulston, 2013: 301). Roulston also states that “some research 

reports include interview excerpts in the language of delivery with translations, others 

do not”.  

 

On the other hand, policy documents have been used to cross-check whether the 

assessment strategies stated in the interviews accommodate differentiated learning in 

the classroom with learners with diverse learning needs. 
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3.9. Trustworthiness 
 

Lincon and Guba (1985) list four strategies that are used to ensure the trustworthiness 

of the research, namely: credibility (in preference to validity), which is explained as the 

quality of being trusted and being believable, transferability (in preference to external 

validity/generalisability) which refers to the degree to which the results of a qualitative 

study can be transferred to other settings, dependability (in preference to reliability), 

referring to the quality of how one can trust the findings of the study and confirmability 

which relates to the degree of which the other researchers could confirm the findings 

of the study (in preference to objectivity).  Credibility goes hand in hand with 

dependability (Shenton, 2004: 71). 

The credibility of this study was ensured by purposively sampling the participant, the 

researcher selected the schools via quintiles and different institutions to try and get 

corroborating views from participants in different settings, and a different of 

participants were selected to participate in the study. Furthermore, interviewing 

participants who are professionals in the field the study is investigating was another 

form of ensuring credibility. Also, the participants were given opportunities to reflect 

on their answers and rephrase their views after the interviews, and the transcripts were 

provided to the participants so that they read and confirm all they said. Lastly, 

credibility was confirmed in the form of triangulation, where document analysis was 

used to verify some of the views of the participants as well as to understand the 

background and reason for the challenges in implementing inclusive assessments.  

Transferability is important in the study since qualitative research is done within a small 

environment; transferability helps ensure that “the findings of the study can be applied 

to other situations” (Shenton, 2004: 69). It is difficult to draw conclusions or 

generalisations when dealing with findings gathered from a small number of people or 

institutions. Thus, the researcher opted to collect data from different areas 

(environments, contexts, cultures) and quintiles (socio-economic backgrounds) to get 

broader and unique yet corroborating perceptions.  

Lianne Hugo
Is this spelling correct or should it be Lincoln?
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Shenton (2004:72) states that confirmability understands that the collected data may 

be tracked to ensure that the findings are the participants’ experiences and not the 

researcher's preferences. Therefore, the data collected in this study is available for an 

audit trail to ensure confirmability. In addition, this study was subjected to a review by 

a supervisor to ensure the trustworthiness of the results. 

 

3.10. Ethical considerations  
 

Ethical considerations refer to processes and procedures to ensure that research is 

done according to stipulated procedures, which ensure that the rights of participants 

are considered during the research process until the data is analysed and the findings 

of the study are published. The anonymity of participants is one of the key issues that 

the researcher needs to be considered throughout the research process. The Cape 

Peninsula University of Technology granted ethical clearance, and the Western Cape 

Education Department granted permission for the study to be conducted at schools. 

The educators were given informed consent forms, which granted the researcher 

permission to use them as participants in the study. The researcher informed the 

participants that they have a right to privacy as informed by the POPI Act (Dala & 

Venter, 2016) and to ensure confidentiality, pseudonyms were given to participants 

instead of using their real names and fictitious names were given to schools. 

Participants were informed of their right to withdraw from the study should they desire 

to do so. The participants were constantly reminded that there would be no harm to 

them from engaging in the study. Recordings were deleted after the transcription of 

data was done. Sophisticated data systems like fig tree were used to store data to 

conform to the requirements of POPIA. 

 

3.11 Summary 

This chapter presented the research design and methodology to be utilised in the 

study. A qualitative approach was selected due to the nature of the problem being 

researched. The phenomenological design in which the suggested data collection 

method was the interview with a purposive sample of educators. The chapter 

accounted for the ethical considerations and trustworthiness of the study in terms of 
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credibility and transferability. This described the data analysis methods used and how 

findings were to be presented in Chapter 4, the next chapter.   
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CHAPTER 4 DATA PRESENTATION, ANALYSIS AND DISCUSSIONS 
 

4.1. Introduction. 
 

In the previous chapter, the research design and methodology leading to the collection 

and analysis of data for this study were presented. The purpose of this chapter is to 

present and interpret the findings from the qualitative data collected by presenting and 

making meaning of the experiences and views of the participants on the topical points 

of the study. The data was collected from the participants to answer the main and sub-

questions. The main question of the study was: What inclusive education assessment 

practices are used by primary school educators in the Western Cape? The two sub-

questions are: 

• How do the assessment practices used by primary school educators 

impact the support and scholastic progress of learners who present with 

diverse educational needs?  

• What are the challenges experienced by educators when it comes to 

using inclusive education assessment methods?  

The chapter is structured into two major sections, namely, the presentation and 

interpretation of findings and conclusions and recommendations of the study. The 

presentation starts with categories, themes and findings. In some instances, sub-

themes are given. 

 

4.2. Presentation and interpretation of findings 
 

4.2.1 Category A1: Data collected from semi-structured interviews. 
 

Theme 1: Frequency of Assessments and its impact on teaching and learning 
in classrooms 

 
This theme addresses how the frequency of assessments affects the successful 

learning of content. 
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T1: “I think there is an over-assessing element within our South African system”. 

However, feel that “assessments are definitely important, and you need to see the 

child, you need to know what ability, or their abilities are. So, you need to assess.” 

T2: “I think assessment as a whole in education is important and valuable… but it’s a 

lot to expect learners to get through.” 

T3: “I feel that assessments are important but not all of them, I also feel like I need 

more time to teach.” 

T4: “assessments are important, especially Baseline and Formative. Formative feeds 

me with what learners know. Other assessments take up too much of my teaching 

time.” 

T5: “for me. I would say assessments help me to set a pace and help me learn my 

learner’s strengths and weaknesses, I think. But we must do less of them.” 

T6: “assessment is important, we need to change how we look at assessments.” 

T7: “my line of work focuses on one type of assessment; I would say diagnostic 

assessments are important.” 

Findings and Discussion of findings 

The educators who participated in this study were required to reflect on their 

understanding of the importance of assessments, the various assessments and their 

impact on teaching and learning. The finding is that various assessments are 

employed for different purposes in the Western Cape schools; also, the educators 

accept that some assessments are important in many ways within teaching and 

learning, and some negatively impact learners.  

The researcher identified that the participants confidently believe that some 

assessments present opportunities to identify their learners’ strengths and 

weaknesses. Identifying the strength and weaknesses of learners is a positive in 

teaching and learning as the Multiple Intelligences theory states that understanding 

learners in-depth is vital for all teaching to be aligned to learners and their different 
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abilities. This will benefit the learners’ development (Takahashi, 2013: 607). However, 

the educators are concerned that not all assessments used in South African schools 

present the same opportunities.  

Some educators’ concerns are based on the frequency of assessments expected to 

be conducted within a given period of time, leading to teaching learners for 

assessments rather than assessing learners’ acquired knowledge). Too many 

assessments have been highlighted as hampering the amount of content to be taught 

and subsequent learning of the required content knowledge and skills. The educators 

felt that the muchness of the assessments takes time away from teaching and learning 

and takes a toll on learners. Narayanan (2011: 2) states that assessments are 

necessary as they contribute to finding out knowledge gained and successes; 

however, assessments should not be the centre of attention where educators feel like 

they are negatively impacting teaching time. 

The educators have also indicated that it is too much for the learners to be expected 

to write assessments months after learning certain content. The assessments written 

long after everything has been learnt are ‘summative’. It has emerged from some of 

the educators’ views that summative assessment often results in some of their strong 

learners’ marks being below the average of the learners’ abilities.  

This finding has highlighted in the literature review that summative assessment puts 

learners under a lot of pressure. The pressure of preparing, which in most cases 

results in exhaustion, might cause learners to produce marks below their usual 

working ability. Overall and Sangster (2006: 8) state that the main purpose of 

summative assessments is mostly to ensure that the schools can account for the 

progress of teaching and learning to the education department or other stakeholders 

and have no concern about individual learners’ abilities.  

Implication 

The frequency of assessments seen in this study as conforming to the required 

number of assessments affects the quality of learning and teaching rather than 

incorporating various assessment strategies to equip learners to learn in their 

preferred learning styles and considering their skills and abilities inherent to them 



58 

 

could exclude some learners that are perceived as slow learners or non-achievers by 

the system. This defeats the aim of the differentiated learning styles in the classroom 

with learners from diverse backgrounds with diverse skills and abilities. Furthermore, 

the use of summative assessments, which is displayed from the data, is seen as being 

placed as important in the schooling system as it has the deciding power of who 

succeeds and does not consider the adverse effect on learner performance as it has 

no way of correcting the mistakes and errors the learners made. This is therefore 

considered a systemic flaw to expect that all learners can learn at their own pace or 

through the use of learning strategies, as some learners learn visually, auditory and 

numerically.  

Theme 2: Educators’ views on the use of various assessment strategies to 
enhance learning opportunities for all learners in differentiated classroom 
environments 

T1: “I don’t think that learners shouldn’t be subjected to a big summative exam every 

term, I do continuous assessments every Friday…” 

T2: “if I were the government, I would just use the formative… to get my results, cause 

formative is informative.” 

T3: “I think the small informal tests are valuable… I don’t understand why we should 

have big end-of-term and year-end assessments.” 

T4: “the now and then tests are for me very helpful, exams just give me worries cause 

even my smart ones don’t do that well…” 

T5: “I like Baseline and formative assessment; diagnostic is also good… we also 

consider observations as assessments…” 

T6: “the assessment I use is diagnostic. It is focused, but I also do formative 

assessments when doing intervention.” 

T7: “the diagnostic assessment is already created for a specific type of learner.”  
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Findings and Discussion of Findings: 

The finding is that, indeed, the educators in the Western Cape schools employ various 

assessments and are aware of the purpose of the assessments and the value each 

assessment brings to learners’ learning. However, the educators have different 

opinions about different assessments and how useful some assessments are over 

others. Bourke and Mentis (2014: 384) state that the purpose of various assessments 

is to integrate into an inclusive portrait of learners’ learning so that each assessment 

plays a contributing role in every child’s learning and progression. Various 

assessments are necessary for learning as they each have a purpose.  

The participants are confident that formative assessment is the type of assessment 

that should be used to judge the progress of learners because the formative 

assessment can show the learners’ growth and progress. However, the participants 

feel that baseline and diagnostic assessments are also valuable in teaching and 

learning because they have a rectifying factor that opens up opportunities for 

scaffolding, modification of lessons, change in pedagogical strategies and creating 

growth as well as a deeper understanding of the subject. “Assessment is a process in 

which rich, usable, credible feedback from an act of teaching or curriculum comes to 

be reflected upon by an academic community, and then is acted on by that community” 

(Narayanan, 2011:4). 

Implications: If the Department of Education could explore various assessment 

approaches to be included in the curriculum, learners with challenges grasping content 

given could be best assisted and equipped with skills that would enhance their 

success, and more opportunities could be given to learners to achieve progressive 

results to move from one grade to the other. Feedback from baseline and formative 

assessments could provide teachers with ways of applying interventions to ensure that 

all learners are included and catered for in the differentiated learning environment. 

Each learner is able to get an individual opportunity to learn based on his or her skills 

and abilities. 
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Theme 3: Educators' views on the diversity of learners with regard to providing 
learners with access to learning opportunities  

T1:“… because we are a diverse school… I base my teaching on a whole class and 

then micro-groups… my lessons start with a video and song… I always start from 

concrete to abstract.” 

T2: “we adapt our teaching around the background of the learners… we are diverse, 

diverse like Internationally diverse… our lessons accommodate auditory learners, your 

visual learner … so we have to work around all those different learning styles.” 

T3: “I try to accommodate all my kids. Not all lessons will be accommodative since we 

are struggling with resources… I try by all means to have all my learners engage and 

participate in lessons.” 

T4: “I do group work, I put them in ability groups… that helps a lot because the content 

gets easier as you get to the struggling learners.”  

T5: “we do our group work, we have intervention worksheets, we have brainy buddies, 

enrichment worksheets… for our kids that struggle a bit.”  

T6: “I get a few learners from the educators with specific struggles, then I focus just 

on that.” 

T7: “I do focus groups for my intervention learners.” 
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Findings and Discussion of Findings 

Gardner (1983) proposed that learners do not learn the same way and that each 

learner relies on different learning styles to help them learn. It has emerged from the 

SSI that participants understand the value of accommodating learners by engaging in 

different styles of teaching and learning so that the learners’ participation may 

contribute to knowledge acquisition, thereby bringing about effective teaching and 

learning.  

The educators try to incorporate small groups when educators, which will be the ability 

groups. The content in the ability groups is divided and specific; this means that the 

educators understand that learners are different. Therefore, they differentiate their 

teaching as the MI theory states that learning should be differentiated to stimulate 

growth in learning (Xie & Lin, 2009: 107). 

4.2.2 Category A2: Causes of the challenges experienced by educators 
regarding the implementation of Inclusive Education and assessments.  
 

Theme 4: Educators' views on what Inclusive Education is (with special 
reference to the diversity of learners in a classroom)  

T1: “… involving all learners in my class… visual learners, kinaesthetic learners, 

auditory learners etc., the lessons must accommodate all of them.” 

T2: “our school have a lot of diverse learners… we have ASD learners, FAS learner, 

so to me. If I manage to include them as well, that is IE.” 

T3: “Inclusive Education means to include everyone in all types of lessons and 

accommodations, especially learners with special needs.” 

T4: “Inclusive Education is to try and see that every child feels welcome.” 

T5: “tricky… special needs maybe, or it has to do with treating everyone the same or 

helping each one with the same passion.” 
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T6: “well, it is to include each learner, considering their strengths and weaknesses… 

it’s easy for me because I teach a handful of kids.” 

T7: “IE is inclusion. Include everyone without any discrimination.” 

Findings and Discussion of Findings 
 

It has emerged from the SSI that educators are aware of IE; however, each teacher 

understands what it is. There is no standard definition; participants can only refer to 

the learners in their classes who have a specific or identifiable challenge to try and 

define what IE is. This means that if a teacher has no learner with specific challenges, 

it will be difficult for them to define IE, although they might still be inclusive in their 

pedagogical approaches. 

 

It is therefore important that Inclusive Education has a definite definition attached to it 

to eliminate confusion and uncertainty in cases where one does not have a learner 

that has a specific limitation. Different documents define Inclusive Education 

differently. The different definitions are mentioned in Chapter 2 of this study. The 

broadness of definitions might cause confusion because if there are many definitions, 

each person will align themselves with one close to their values or beliefs.  

 

The following are examples of different definitions of IE. According to WP6, IE is about 

“recognising and respecting the differences among all learners” (Education White 

paper 6, 2001: 17). Inclusive education is a motion that strives to include all learners 

in learning regardless of who they are or where they come from (Boyle and Anderson, 

2020). The Department of Education (DoE) states that IE is about recognising and 

respecting the differences among all learners and building on the similarities (DoE, 

2001: 17). 
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4.2.3. Category B: Documents Analysis highlighting challenges in implementing 
inclusive assessment at Western African Primary Schools 
 

The WP6 (2001) is a policy that drives Inclusive Education in South Africa, along with 

the Policy on Screening, Identification, Assessment, and Support, also known as the 

SIAS document (2014). These two documents mention their purpose for the building 

of IE in the South African education and training system. However, the challenge is 

that these documents do not focus on inclusive assessments. The type of assessment 

these documents mention or focus on “does not refer to an assessment of learner 

scholastic achievement, but to assessment to determine barriers to learning, level of 

functioning and participation to determine support needs” (DBE, 2014: 15). This type 

of assessment is known as diagnostic assessment where the outcome would lead to 

the instruction and support of the particular learner or a small group of learners. It is 

important to note that the SIAS document mentions that curriculum differentiation 

includes “modifying, changing, adapting, extending and varying assessment 

strategies”. Looking at the above quote from the SIAS document, page 15, point 1, 

one has to ask, are the assessment strategies that have to be differentiated for the 

diagnostic assessment only or does it include every other child? If it includes every 

other child, is it practical to modify, change, adapt, extend, and various assessments 

to accommodate every learner?  

 

The challenge is that the assessment strategies are not mentioned and stipulated in 

the policy documents, which creates a pullback in the implementation flow. This 

challenge also opens up elements of assumptions for the educators because the 

information is not stipulated.  

 

Noticing that the SIAS document’s page 15 prescribes the principles of the 

assessment, it is correct to conclude that these stipulated principles only speak to the 

diagnostic assessment judging by the first point of the principles that the “assessment 

does not refer to the assessment of learners’ scholastic achievement”. Therefore, the 

principles in figure 1 will not help a teacher in a diverse class trying to develop and 

implement inclusive assessments. Because the SIAS policy document’s focus is 

diagnostic assessment, it is, therefore, necessary to have a similar document 
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dedicated to all types of assessments that will aid the challenges regarding the 

scholastic achievement of learners.  

 

Documents tell stories, much like buildings do. This is not because they carry words 

that comprise a narrative but because they embody the political processes by which 

they are produced. The document itself is a practised thing: not a dart (Brown and 

Duguid, 1996), but a conduit or corridor, something through which other things (power, 

meaning) flow. It is contingent (it always could have been otherwise): it arises in what 

Smith (1990: 3) calls ‘back and forth work’ among and between writers and readers, 

authors and editors. Documents, and the production and reproduction, serve as 

common denominators of practices that would otherwise remain incompatible: in 

policy, the document mediates between decision-makers and practitioners. The 

document appropriates interests and practices to combine and recombine them in new 

forms” (Freeman & Maybin, 2011: 164 & 165).  

 

Therefore, a policy document is a guide in practice. It stipulates the rules and principles 

of the practice. It is meant to mediate and intervene in confusing matters; it is meant 

to bring clarity where there are challenges in practice. This category in this study will 

focus on looking into the two Inclusive Education policy documents in the South 

African education system to try and highlight the challenges in implementing inclusive 

assessments.  
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Figure 1: Policy on Screening, Identification, Assessment and Support (2014) 
15pp. (used for document analysis) 

 

In addition, the WP6 DoE (2001: 31, 32 & 49) makes mention of the assessments that 

are accessible to all learners; however, the challenge is that there is no mention of the 

principles that should be followed when administering inclusive assessments. The 

WP6, however, mentions that “new curriculum and assessment initiatives” will be 

developed, which will help with “the focus on the inclusion of the full range of the 

diverse learning needs”. The WP6 states that this will be done through the 

“instructional support, illustrative learning programmes, learning support materials and 

provision of assessment instruments” (DoE, 2001: 32). The WP6, page 33, point 
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2.2.6.8 states that “Assessment processes will address barriers to learning and current 

policies and practices will be reviewed and revised to ensure that the needs of all 

learners are acknowledged and addressed”. The challenge is that there is no mention 

of how the assessment processes will actively address barriers to learning for all 

learners successfully.  

 

Page 32, point 2.2.6.5 of WP6 posits that “The Ministry fully appreciates the 

importance of assessment and interventions during the early phases of life. It is during 

the pre-schooling years that hearing and vision- testing programmes should reveal 

early organic impairments that are barriers to learning Community-based clinics are in 

the best position to conduct an initial assessment and plan a suitable course of action 

in conjunction with parents and personnel from various social services such as 

education. To ensure the continuity of such services throughout learning, the Ministry 

recognises that it is essential that links be established between community-based 

clinics and other service providers and the education and training system. Once 

learners have entered the formal education system, school-based support teams 

should be involved centrally in identifying ‘at risk’ learners and addressing barriers to 

learning. To achieve this important objective, the Ministry shall work closely with the 

Ministries of Social Development and Health and the provincial departments of 

education. Concerning the school system, early identification of barriers to learning 

will focus on learners in the Foundation Phase (Grades R-3) who may require support, 

for example through the tailoring of the curriculum, assessment and instruction”. This 

assessment is a diagnostic type of assessment. 

 

There is no mention in either document that refers to inclusion within summative 

assessments. These assessments are the most important in the schooling life of 

learners as they determine their progress throughout their schooling career. The long-

term goals on the WP6 page 45 also do not include how inclusion towards or within 

summative assessments will be addressed and accommodated.  
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Figure 2: Educational White Paper 6 (2001) 45pp. 

 

The WP6 page 49 acknowledges and accepts all the challenges that cause barriers 

to learning in education. The document also presents suggestions on how the 

challenges can be resolved. Despite that, the document fails to present suggestions 

on how to deal with unfairness, segregation, and irregularities caused by a summative 

assessment. This study argued that such assessments are ‘one size fits all’. An 

example of unfairness that might feature in the summative assessment is that 

everyone is expected to write the same paper, whereas they were not taught at the 

same level. Different levels might be featured in the assessment; however, the 

disadvantage would be that some learners are perhaps only at a level 3 and have 

been taught at that particular level, which is according to their abilities, but the 

assessment has up to 5 levels and needs more thinking and reasoning skill and 

abilities.  

 

In other words, all learners are taught the same content at different ability levels, which 

leads to different thinking and reasoning skills. Surely the mark allocation should be 
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different for different abilities as all learners would have excelled in their level of 

thinking.  

 

An excerpt from one participant which attempts to condense the researcher’s 

observation is:  

“I make notes, and I write stuff where if there are reversals because sometimes 

the kids get everything right, they get 12 out of 12 spelling words; all of them 

are reversals … or something like that. There are no reversals for the other 

learner, now you want to give them both a code 7, but this particular child that 

got 12 out of 12 with no reversals will also get a code 7? it doesn't make sense 

then, so then we will take observation book highlights and give that child a 6 

even though he still has 12 out of 12, but there are reversals and then also in 

the workbooks there will be proof for the reversals that happened”. So how do 

educators solve challenges of mark allocations among learners with different 

abilities or capabilities?  

This observation depicts the truth that if the educational documents do not scrutinize 

and make specific stipulations that will help educators solve hidden or not-so-clear 

problems.  

 

Some participants mentioned the challenges that might be caused by the irregularities 

in the learners’ lives:  

“…one of my stronger learners may struggle in assessments because they had a bad 

day or a mom that is busy going through a divorce or whatever the case might be…” 

 

“…he can remember something for a week if we write spelling test, but at the end of 

the term when we do the spelling test of all the words then the child gets zero. So short 

term they can remember but not long term”.  

 

This study has mentioned the importance of educators knowing their learners in 

diverse classrooms so that they may be able to accommodate their learners. The 

educators are expected to know their learners’ lives inside and outside the classroom. 

However, educators are not given the power to change the marks of learners that did 

not do well because of difficult circumstances. There should be a way or power that 
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educators can exercise when learners fail due to what they are going through outside 

of class. This should be stipulated in the educational documents. The documents 

speak about accepting and embracing diversity in the class, but they do not mention 

ways to solve problems that come with diversity in assessments.  

 

 

Figure 3: Educational White Paper 6 (2001) 49pp. 
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4.3. Conclusion  
 

This study concludes that the effect of various assessment methods used is known. 

However, the challenge is that the purposes of the various assessments used do not 

ultimately speak to the learners with diverse needs and are not entirely 

accommodative to the Inclusive Education settings, especially considering the 

differentiated learning culture as stipulated in the policies. This study suggests that to 

aid this concern, educators should be exposed to various assessment methodologies 

and alternative assessments to help emphasise learner independence and choices; 

intrinsic motivators and natural curiosity; rich, timely, usable feedback coupled with 

occasions for reflection and active involvement in real-world tasks. These are argued 

in this study as emphasising higher-order abilities with others in high-challenge, low-

threat environments that provide practice and reinforcement. Ipsative assessment, 

collaborative learning, cooperative learning, multicultural learning, and problem-based 

learning are suggested as an alternative to conventional methods of assessment that 

are currently used in the education system.  

 

This research contributes to existing knowledge of assessment practices used in 

Western Cape Education schools. Further research could probe deeper into how 

assessment could add value to the success of learners from diverse backgrounds in 

the same classroom and how inclusive assessment practices could give learners 

opportunities to succeed. 

 

Limitations 
 

Limitations of this study stem from the sample size; this study has been conducted in 

one out of nine provinces in South Africa. This province differs significantly from other 

provinces, and results cannot be used to paint the full picture of what happens in South 

African schools in its entirety. Furthermore, separate studies could be conducted in 

the different quintile schools to paint a clear picture of the reality of different school 

categories found in South Africa. 
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Recommendations  
 

The study recommends that all assessment efforts should count towards the 

progression of the learner (DoE, 2005). If summative assessments are to be kept and 

are important in the education system for whatever reason, it will be beneficial to 

learners and educators if summative assessments are differentiated so that learners 

can write from their ability level as they were taught in that particular level and the 

mark allocation will corroborate with the different types of abilities as Douglas et al. 

(2016: 102) testify in view of Inclusive education assessments’ aims. The study further 

suggests that formative assessments should not be in vain, but they should be a part 

of decision-making regarding the learners’ scholastic achievement as they are a tool 

that recognises how learners learn and respond to their learning process and 

enhances learning (Clinchot et al., 2017: 70).   
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APPENDIX D: Interview Schedule for educators 
 

 Main question Reason for the question Possible probing question Body 
movements 

1. 
 

How long have you been 
teaching? 

Introductory question   

2.  Are you involved in 
extracurricular programs? 

Introductory question   

3.  How many learners do you 
have in your class? 

Introductory question 1. What is the ratio at your 
school? 

 

 

4.  Are you involved in lesson 
planning and planning 
assessments at your 
school? 

Some schools furnish 
lesson plans; some 
educators modify those 
lesson plans while others 
use them as they are.  
 
In some schools, the 
SMT develops 
assessments.  

  

5.  What are your beliefs about 
the children in your class? 
 

To establish the 
teacher’s beliefs about 
her children. 

1. Do they come from the 
same backgrounds? 

2. What are the 
challenges or 
opportunities for your 
learners caused by their 
context? 

 

6.  What forms of teaching 
methods do you employ?  
 

To establish whether the 
teacher uses any form of 
different teaching styles. 

1. In your teaching, do you 
think it is important to 
cater to different 
learning styles? Why? 

 

7.  What is your view about 
knowing your learners? 

To find out the teacher’s 
level of intimacy and 
relationship with the 
learners. 

1. What is the significance 
of knowing your 
learners? 

2. What are the benefits of 
knowing your learners, 
especially in 
academics? 

 

8.  How do you gauge the 
knowledge and skills of the 
learners?  
 

To cue in the 
assessment questions 
as well as find out if that 
is the only way to gauge 
learners’ knowledge and 
skills. 

1. What types of 
assessments do you 
employ? 

2. Which assessment type 
do you think feeds back 
to learning or helps to 
learn? How?  
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9.  What are your views about 
assessments? How 
important are the 
assessments in learning? 
 

To learn the teacher’s 
views about 
assessments. What their 
importance is. 

1. Do you think that all 
assessments which you 
use in your class cater 
to all the needs of the 
learners in your class?  

2. Looking at all 4 types of 
assessments, which of 
them do you think 
ensures fairness 
(caters for all ability 
groups), validity and 
reliability (you can rely 
on its outcome to test 
the knowledge and 
skills) for all learners, 
and why do you say so? 

 

 

10   Do you have an LSEN 
educator at the school? 

To establish if there is an 
LSEN and the 
professional relationship, 
and the link between 
their work. The 
intervention, the process, 
feedback and the 
progress after the 
intervention. 

1. What is the relationship 
between educators and 
LSEN educators? 

2. Which types of learners 
get to work with the 
LSEN educator? 

3. Do you receive any 
feedback from the LSEN 
about your learners? 

4. What is the process you 
both follow after 
receiving feedback? 

5. Are the assessments 
administered by LSEN 
educators helpful in 
learning? How do they 
help?  

 

11   Do you think there is any 
relationship (skills and 
knowledge integration) 
between what the educators 
and the LSEN educators do 
within learning?  

To see if there is any 
working together 
between educators and 
LSEN educators.  

1. What is the relationship? 
2. How do you interpret the 

LSEN educator’s work 
(results, feedback) and 
integrate it into your 
class to ensure that 
learning is continuing? 
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12   
 

Do you think there are 
assessment frameworks 
that you can use to ensure 
that all assessments are 
inclusive, fair, reliable, valid, 
and consider the 
background of the learners? 

To find out if the teacher 
is entirely satisfied with 
the current assessment 
frameworks they are 
using or if they have 
thought about something 
else. 

1. What approach would 
you consider when 
assessing your 
learners? 

 

13  

 

 

 

 

What is inclusive 
education? 

To find out if the 
educators are familiar 
with inclusive education 
and the term itself 

1. 1. What does Inclusive 
education mean to you? 
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APPENDIX E: Turnitin Similarity Report  
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APPENDIX F: Proof of technical Editing 
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APPENDIX G: Proof of Languge Editing 
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