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Abstract

This study examines the role and functions of the Botswana Assessment Centre in diagnosing the
learning needs of pnimary school students. It also examines the issues and challenges faced by
learners with special needs who are not assessed for placement and/or instructional modification in
regular primary schools. This study endeavours to articulate the issues around this lack of
assessment and its implications for the learners and teachers of such learners. Forty-nine teachers
from primary schools in Gaborone and surroundings responded to a thirteen-item guestionnaire.
Data from thus questionnaire was analysed using descriptive stafistics, f-tests and ANOVA. The
results show that the Botswana Assessment Centre (Central Resource Centre (CRC) is unable to
assess all students who require assessment and that there 1s a long waif time for assessments. The
results also revealed that although the majority of schools had School Intervention Teams (SIT)
who were responsible for referring students to assessment, the role of teams was unclear in some
schools. This study recommends that government address the critical shortage of staff facing the
Centre and pay more aftention to the compesition and functioning of the SITs. Finally. the
Ministry of Education should explore other ways of ensuring that assessment for placement and
modification of instruction can be efficiently and effectively carried out across Botswana.
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INTRODUCTION

The tmportance of inchuling l=arners with spacia’ nesds in regnlar classrooms has heen amphasized recently by
researchers {e.g. Kuyinn & Mangeope, 2011 Mukhopadyay, 2009). It is increasmgly evident, especially over the past ten
vears, that mclusive educanon bnngs social, acadenre. and 2ven financial benefits for school systems and children
(Malgorzata, 2007; Mdikana & Neshangase, 2007; Mastropien & Scruggs, 2000, 2004, The inzlusion mevement belisves
that chuldren wirh special needs should leam in the regular school classroom alongside their peers (Mastropien & Scrugzs
2000, 20004). In other words. each child bzlengs to the regular classroom and there 1s no just:ficatien for excluding
certain clhildren from this environment. At the seme time, whils access to equal education 13 necessary for every lzarner
regardless of abilitv. some childrer do not fully benefit from teaching because of undiagnesed special needs. It is
therefore vital that learners are assessad early on or mpon entry irte primary schonl to ensire that schools #zre ahle o
provide them with the necessary services to support thewr in-classroom leaming.

L this studv, assessment 15 definzad as the process of collecting data, ana.vzing and evaluating information about a
student’s achievement or student characteristics 11 order to make sducational decisions sbhout that indiadual student
(Juuila de Swart, 20081 These deasions concein whelher students tneer e ailente fon special education services,
selecting th: most apprognate program and placement for studants. setting wstructional goals. choosing mnstructional
methods and materals, and monttonng student progress and the effectiveness of the pregram (McLoughlin & Lewns,
2001).

Comntries like the Tnired Stares the Thited Kingdam. Canada. Greece. and Sonth Af-ica have clearly atipnlated
assessment procedures. Irom our experience as educators o Botswana, cluldren here are generally adnutied mnto standard
one without any form of assessment to ascertain 1f they have any special needs. This has led to a number of children with
special needs entering the education svstem wnzszessed and without classroom and learning provisiens for them, Tlas
sudy wvestipgales the 1ssues and challenpes faced by these learners who have not been assessed and Ond (hewselves 1
regular =ducation classrooms.

Objectives

This study zuns to exanune how the sole Botswana Ascessmen: Ceatre (Central Resonrce Centre (CRC) meets the needs
ol students who teguiie assessienl, as well es leachas’ knowledge of assessinenl — it 1s how schools/leackiers paestve
assessment of leamers with special needs and the challenges t=achers face m teaching leamers with special needs who
have not been assessed. This study alse aims to explors the challenges faced by learers with special n=eds who have not
been assessed and the availability of services for unassessed learners with special needs. The data gathered m this stady in
turn providss a hace for making recommendations on the hest assessment procedires aducators can nse to leval the “hattle
ficld” for lcarners with special necds.

I other words. th? purpose of the studyv 15 to unvell the problems encounterad :n the processes of assessment in
Botswana and to suggest wayvs m which sach problems can be prevented or reduced. In particular, the study intends to
addiess problems m Boswane schools wherelby exammaiions me modifed only fon those who lave Leen assessed and
identified as Laving a special ne=d. Tlus practice sxcludes and denies access 1o such examinations by students who have
special needs, but have not been diagnosed and identified as such by the educasional psychologists.

Research Questions

Ta zive focus and dirsction to this study, four research quastions were raised:

1. How well do beoth the assessiment of smudents with special needs and in-class educetional paricipation meet the
needs of students m Botswana’

2. How well do aszczsment and inclizive practices in schools mect the nceds of studeats?

3. What challenges do teachers face in t2aching learners with special needs whe have not been assessed?

4 What are the differences hetween ass=ssment processes and melusive practices?

LITERATURE REVIEW

It szems fawr to smggest that there 1s lirtle evidenced-based material on the topic of assessment practices and nclusive
settings in Botswana. and vet both play an important role m educational processes. Regardless of the mtent. the ultimate



zoal of educational assezsment 15 to provide an appropricte program
Goodwin (1907, asscssm

COENIIL L LV

and/or treatment plan for the student. According to

and that egue

D,

rog
and inclus:en arc aaturally connecte

. -
cnt b

¢

&5
I systemn, hey st recoguize (hal

sovernmenl of Boswanan advorales fon e practices of an inclusive educatona
assessment is critical to the achievement of such inclusion.

It 1s mereasingly acknowledged both intenationally and 1n Botswana, that assessment has a direct wfluence on
teaching and learning, and thas this power can be harnessed and directed towards pesitive outcomes. With the introduction
of the Revized Nanonal Pelicy on Educanion FENPE (1994). Botswana has been presented with an opporiumty to
transform its assessment procedures in line with current educational policies that seek to modernize education.

It 12 wnportant that pupile with epecial needs derive maxnmm benefit from ascecsment to ensure mwaximum
participation 1 school, and eventually society, In the sitvation of Botswana, some researchers (for example Olaumbe &
Malatss, 20037 have observed that most sndenrs with special needs are progressing through school withowr proper
assessinent. Students who miss out on assessiment are unable o access soecific 2dncational programs including modified
classroom instructicn, curriculum, tests and sxanunations. Learners with special neads cen aceess these benefits anly if
thev have been diagnostically assessed. Given the limited number of students who are assessed manv students with special
needs 1 Botswana struggle to succeed with specialized programs in schools (Olkumbe & Malatsi, 2003)

Given the apparent increase in the number of learners with special needs. prunary school teachers are now more
likelv to encountsr a child with dizabilities in their classroom. The assessment of learmers with special nseds presents
these teachers with oppertvnities to provide better classroom suppaort and yet teachers face a huge challenge 1 getting
such assessment information for a substential number of their students. Currently, the ons mam assessment centre (Central
Besource Centre (CEC) and & newly established ounor cenre are responsible tor (and have reterred) all assessments m
the country. The capacity of the single main centrs to ensure national coverage 1s linuted or stramed and thus a sigmificant
number of students with special needs mav not have been assessed.

RBotewans a'ao lacks clear policy sidehines on the assessment of leamess with special needs This contrasts with
the sitnations in mest developed countries, where laws and gridslines aronnd assessment articulate whar shonld happen
for students ar differcar stages of schooling. In Grocee, for cmample. the "Educaton of Individuals with Spoeial
Educatonal Needs” (SEN) law (Law 281720000 provides that the dennficaton of students with special educativnal
needs be realized during the first vear of primary schocl. This law also specifies ths use of a spacial screen-iest sysiem at
the start of every school vear by the local Diagnostic Assessment and Support Centres (DASC) tor the entue Greek
student population. It 1s hoped that these measures will lead to an integrated Indrvidualized Educational Programme (IEP)
for every student id=nufied as having special needs. Once their IEP has been developed. students with special needs ars
placed i the regular schonl setting. which 15 considered by DAST specialists as mnst approprate for the echication of all
students.

In Botswana, :t 1z not clear whoe should be asscssed and whea the asscssment should take olace. In most zascs,
assessinent happens by accidenr or does not happen at all. Despire the fact that the BEXNPE (1994) positions assessimsn: as
one of the cornerstones of the successfinl inclusion of students with special needs into regular classrcoms, a significant
number of sdents with special needs are attending schools bur are a0t bewng formally assessed. As a result, such students
are demied the nght to benefit from the available acccmmeodations mcluding specialized teaching and modified
exanmunations. These smdents then tend to strugzle with tadittonal currionlum and exammations. Ofien. this 1o turn leads
to sirch students droppng ont of schoel die to fimstration. fathwe and lzck o7 clear career paths (Dart, 2007)

METIIODOLOGY
Participants

Fertv-mine regular primary schoel t2achers from ten govenument primary schonls participated in this study. These teackers
were randomly selected from the ten randomly selzcted schools 1 Gaborons and surrounding areas. wiach are all 1n close
proxity to the spezial educasion central resource centre.

There were 6 males (12%) and 12 famales (88%4). All respondents had professienal teacher qualifications. The
wajuitly of them had a teacher s diplomws (57%. u-28). winlz 11 (22%) had bachelor gualifcaton and 10 (83) had a
Primary Teachers’ Ceruficate quelificenion. One teacher held a BGSE/IGSE and ene held a Master's Degree. The
majority of the teachers (n=28. 57%) had been teaching for more than 13 years, while 43% had less than 13 vears of
teaching expenience. Based on the number of vears that most have beea teacluing (15 or more) it seems likely that the
prmary school teachers surveyad wall have expenience helping learners with special needs 1in their classrooms. Al

140



141

participating teacaers had experience teaching in mclusive settings. The majority (71%. = 33) had mers than 5 vears
such sefiings Tha remamnder (75% n=14) had {3-5 vears teaching expanierce 1 sich seinings This 18 a postiive s17n
cscarch has shown that teachers with special educanon awarencss tend to have positive attitudes towards and arc willing

to assist learners with disabilities (Dart, 2006; Kuyvini & Mangope, 201 1; Johnstone & Chapman. 201 [; Mokhopahdahy,
2009).

Oqly geven teachers had no students with recopnized cpecial needs in their classrooms at the time of the recsarch
The remaining 42 had berween onz and Ave. This i3 a great sign for concern as 1t implies that a substannal mumber of
students with specizl needs are present in recular classrooms and have not been 1dentified and assessed and therefore they
mav not be recerving the appropriate interventions to assist them to perform to their maximum poteatial.

Tleee stall al e assessiuent cenbe also paracipated m e study. A st ol guesiiommane cotngrising of close and
open-ended questions was alsc used o collect informarion from these participants. The questions mainly cenrered on the
assessment procedures and how the officers were coping with a scarcity of resources relztive to the demand for service.

Instruments

Twe cuestionnaires (one for staff of the ascecsment centre and one for teachers) comprised of close and open-ended
guestions were used W collect nfonation fow patcipaus. The guestiomnaie fon eachers focused on how wel the sole
assessment cenire (Uentral Besource Centre (CRC) met the needs of all students neading assessment, teachers know.edge
of assessment. and how they percerved assessmert of learners with special neads There were alan questioms ahout ~he
challenges teachers foce in teaching learners with special needs whoe have not been assessed. the availability of services
for un-assesszad learners with special needs. and the challenges faced by such learners.

Data Analvsis

Datz from this studv was analvsed nsing SPSS software. Descriptive statist:cs were nsed to analvse participants’ responses
to the questtonnaire items. ANDOVA and t-tests were used fo sxplote the differences between schools” assessment
processes and wcdusive prachioss and w deternnne whetlizn any of the backgiownd vatables of tzachiers wers conlinbuling
to ditterences 1n scores m regards to knowledge of assessment and teachung strategies.

RESTI.TS
Research Question 1: Assessment of students with special needs and sducational participation in Botswana

Reeponses from officers of the central resource centre (CRC) revealed that the CRC aceszces about 120 studente a year
The CRC staff does nor proactvely seek out and idenrify children who mway need 1o be assessed. Rather, schools and other
clild znd faruly services mmst rafer cluldren to the centre for assessment. Another major activity of the CRC 15 raismg
commmnity awareness af ifs servic=s To filfill this role the CRC argamizes workshops in different Tocalities ra sensifize
teachers to the impertance of special needs wdentification and assessment.

In responding to whether or not the centre 13 meeting the needs of all children who might require assessment, it
became appareat that the CRC 15 very aware thar the need sxcesds the services thev ars able to provide. The ceatrs’s
linited reack can. o many ways, be attnibuted to school: net adeguately referring students and the reality that it has
linred tramed/qualifisd s1aff 1o assess more children than currently bemg asszssed. Another major facror in the lack of
assessment 15 disiance between the capital and some regions of the counwy. Many remcte areas are too far to visit for
sensitizing schools and conducting assesements.

Inonder o upprove services, the CRC Las muvduced culieach programs (e spending a week 1w g 1egon o do
assessments), workshops for teachers. and is outsourcing qualified personnel from other departments and desigming
assessment tonls that can he nsad hy teachers in schoals to redice the caselnad of the CRC

Research Question 2: Assessment and inclusive practices in schools
Schaool Intervention Team (SIT) exists in the sclhool

Teachers” responses for this guestion showed that 33 teachers (67%) answered in the affirmative, while 16 (31%)
indicated thar their school did no: have a SIT rram Discrepancies around the exisience of SIT among teachers in the same



school may relate o the role of 3IT as discussed below. Results signal a need for teacher awareness tramming around SIT
and the role of the teams m the school. Inconsistent answers generallyv show that the concep: 15 understood differently
henee the aced for awarcness workshops to strengthen the offectrvencss of the tcams mn the schools. It iy alse signel that
teachers 1 the schoaols do not own the systemns or teams. Stndies have shown that Zor these teams to be eftective teachers
mmst take svnzrship of them (Glosckler et al. 2000)

Learners with special needs wrire modified exams

Oaly seven of the 19 teachers who participated in the study reported that learners in their schools sit for modified
sxanunations. When looking at the data by scheol, 10 becomes clear that all teachers in five of the ten schools raported that
thair shulents did nor write modified examinations This 15 rather wornisnme, given that atidents with special needs, who
would require services such as modified exammeations, can be found i all schools. Given the lack of assessment,
hewever, thev de not qualify to write the modified examinations. It can thus be concluded that learners with special needs
in primary schoels in Botswana are expeniencing barmriars to learning which can translate mte poor academuc performance.

Indwvidual Educational Programs (IEPs) for learners with special needs

The results of this study indicate that learners with special needs generally have Iadividnalized Educational Programs
(TEF=) Heowsver inconsistanci=s in answers were givan hy teachers in the same schonls on the design of TEP anggesting
that the practice 15 not a comprehensive one. The design of IE? 1s often contingent upon an assessmen: and given that
many of these students are not assessad. :t 15 not surprising that LEPs are not developed for students. It also suggests that
teachers mav aot fully underctand assesemients and interventione for learners with epecial needs, vaderseoring agam the
need for in-service training sessions to highlight such 1ssues.

Schoels have measnres to accominodate learners with special necds

Althongh teachers irdicate thas stidents in their schools tend to have TEPs the results show that there are. at the szme
time, no measures i thewr schools to cater to the needs of learners. The responses of the teachers to this question are not
necessanly contradictory, as mdividnal teacher practice may datter from broader school level programs desizned to
acconmmadate students’ special needs Thus finding thus peoints to the possibilitsy that many teachers are left on their own to
cope withh special nseds in the classroom, a simaton ar odds with the recomumendanons of the inclosive scheooling
plulosophy that advocates for a whole schocl approach. These results mav also. once agamn. peint to teachers™ lack of
knowladge on what n=eds to be done for leamers with special needs in their schools so that these students recerve
assistance.

Learners with Special needs receive support

Recponess to quactcns 10 and 11 suggest that special suppor: servizes i the schools for learners with special needs are
el adeyuate. More than 00% of wachers saxd thal such services were nol provided. Guiven thal 33% swd that such services
were provided. more investigation 1s needed o determine what exactly is available. Azain this migh: mean that teachers
ars not aware of what 15 going on in their schools. as their responses are somewhat inconsistent, or thas there are no
conerete schoeol wide approaches in the schools investigated.
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Table |: Assessment praciices and sarvices to support students with special needs

Item and Respeonse Frequency (W) Percent (%a)
Scheolhas SIT Team

Tesg 3¢

Ne 15 3l
Students write modified exams

r
Yeg

e

Lh

Nc

[EP [o1 sludents will special needs

e 41
‘R—’.:.;: LA e Y
- ] &
Neo - .9
School has mezsurss 1o accommodate students with special needs 15 126
Vo 5 326
B

Ne il 674
Learers with special needs receive support

Vag lG 341
Ne 31 6509

SIT role and assessinent referral process

The muajonty of teachers notsd that the SIT wdentifies students with special nesds. Ilowever thess responses were not
uversal Sinular results were regorted tor 510 s rol2 m reterrng students for assessment m lable 2 below. LThe majonty
of teachers felt that SIT referred students for assessment, although come t2achers again ancwered no to thic gquestion. Such
z discrepancy suggests thar ewther the practce is not consist=mly Zollewsd or thar some reachers are unaware of the
process. In any case. thie question lighlights the n=ed for consistency i what SIT does and how 1t does 1ts works 1n
schools. These discrepancies in responses may again peoint to the fact that general education tz2achers may not consider
SIT their responsibilitv. but a respoasibility of only special education. There 1z conszquently a need for awarensss
workshops 1 schools to malee awre that such 1ninatives are not seen as 7 new service bt rather as a service that aulds
on existing services and efforts w order so upgrade a school’s ability to respond effectively to student needs.

Perception of need for assessment for learners and teacher actions

Almost all teachsrs n this study wdentifiec the need for the assessment of learners m their schools. The majoriy of
teachers [98%) alse reported that they were aware that the resource conter was a conter for assessing learners with special
needs, Their respoases were, however, incongruous with their views on awareness of the need to assess learners. I
teachers are aware that leamers with special needs need assessment, and are aware of the centre whers this assessmens 13
perforrasd, the gquestion becomes why are they not being taken to the centre for assessment? Thus answer may wvolve a
number ot factors. wcluding lack of accountabality on the part of teachers or that school wtervention t2ams are not
effectively downg their job Research hac revealed tha: effective mtervention teame wuapact schoole 1 several ways,
including the prevision of grearer suppors 1 genersl sducanon reachers (Balu er al., 1939). This m torn mmplizs thar if
such teams are noi effectrve. teachers mav aot recerve the support thev need to assist learners. The government of
Botswana thus nceds to strengthen school intervention teams.
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Table 2: Teacher knowledge of assessment processes

Item and Response Frequency (N) Percent (%0)
Teacher knows SIT role
Yes 28 396
No 19 404
Teacher knows assessment referral process

Tes 29 64.4
No 16 356
Teacher knows where assessment 15 performed _

es 47 980
No 1 20
There 15 a need for assessment

= 46 980
No 1 20

Inclusive practices

Teachers were asked to rate their use of modified instruction and curriculum on a four poimt-Likert type scale. The results
indicate that teachers themselves are malking an effort to meet the needs of learners with special needs in their classrooms.
Approximately 73% of teachers indicated that they made modifications “sometimes™ (2), “often™ (3) or “all the time™ (4).
Although this 15 encouraging. reported measures such as these one may not reflect the evervday actions of teachers. This
1s a limitation of this study as 1t did not evaluate actual classroom practices.

Results for the curriculum modification question showed that only 19 teachers (39%) were modifying currniculum for
students with special needs who had not been assessed. Participants™ rating of the extent to which they modified their
curriculum was low (M=1 8) and so students i need are unlikely to benefit fully from classroom teaching if they are not
assessed. Botswana has a centralized curniculum with stipulated objectives that must be coversd by all teachers. Even
though some teachers noted that they modified the curriculum to cater to special needs. this will remain an ongomg
challenge as the curriculum 1s not flexible. This observation calls for mereased awareness around such practices so as to
strengthen both teachers’ efforts and school mtervention teams whose mandate 1t 15 to guide teachers i situations such as
these.

Table 3: Teachers modifv curriculum and teaching for learners with special needs

Frequenev (2 Percent (%)
Item and Response q v () o)

Modifies teaching for students with special neads

25

~l
.l
1

(¥}

No 10 213
Modifies curriculum for students with special needs

Yes 19 413
No 27 387

Research Question 3: School and teacher challenges associated with implementing inclusive practices

Responses showed that the biggest challenge for teachers was the lack of resources (n=23, 47%), followed by a lack of
knowledge and skills (n=20. 41%). Factors such as time linutations (n=2_ 4%) and lack of administrative support (n=2,
4%) were also mentioned. This 1s 1n line with other research i this area (Kuyim & Mangope. 2011, Johstone & Chapman,
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2011) as most of the challenges that teachers identfy i teaching learners with special nzeds are not unsually student
related but are due to factors external to the child. The qualitanve responses provided a range of challengz=s and these
mcluded knowledge of how to handle these l2amers. madequate matenal'resources, congested curmenlum and a lack of
time as the curnenlum for the y=ar 15 prescubed by the distant avthonties (Mimstry of Education Slalls and Development,

curiiculuin developers).

Table 4: Challenges associzted with teacling learners with speciel needs

Tssue Frequency (V) Percen. (o)
Lack of kuowledge and skills 20 408
Lack of resources 23 469
Students' zlow pace of learning 2 1.1
Time limitatons 1 2.0
Lack ot admunustrative support 2 41
Total 48 89 8

Research Question 4: Exploring differences between schools” assessment processes and inclusive practices

This anzlysis souzht to detzroine whether there were eny sigmificent differences in the responses of the different schools
an the assessment and teaching practices items. The ANOVA showed a p value of .00 and he post hoc showed that means
scores for schools 2. € and 8 (m=11.0) were significantlv lower than these ef schoels 2, and 10 (m=16.0). Thus scheels
2. 6 and 8 had lesser vnderstandmegs of the procedures for assessment and supporting students with special needs. The
other schools had lewer scores but these were not significant. This find:ng snggests that not all schools are fully aware of
the assessment procass and are not maling similar provisions for assessme and supporting students with disabilines.

Table 3: Mean Scores for schools™ assessment and mnclusive practuces

Schoal N Mean 5D
1 5 140 2.121
2 5 11.6 1.949
3 5 1318 1.613
4 5 138 1.923
3 5 16.4 1.140
o 5 11.0
7 s 178
g 5 116
9 : 146
10 L 16.3

Table 6: ANOVA: School assessment and inclusive pracrices

Sum of Squarcs Df Mezan Sqguarc F Sig.
Between Groups 144112 9 15.012 40l4 000
Within Gronps 131 867 iR 1470
Total 275970 7

145



146

Table 7: Post Hoc — Dunnetrs” C

(I} School Name () School Name Mean Difference (I-J} Std. Error Sig.
1 10 -233 1.360 372

2 10 1.360 008
3 10 1.360 294
4 10 _ 1.360 294
5 10 066 1.360 1.000
6 10 -5.3% 1.360 002
7 10 -3.53 1.360 071
8 10 473 1.360 .008
9 10 -1.73 1360 668

Further analvsis was undertaken to determine whether anv of the other background vanables were contnibuting to
differences in scores 1n regards to knowledge of assessment and teaching strategies. The t-test analysis for gender, showed
no significant differences between males and females (M=48) and Females (M=49). A one-way ANOVA analysis of
teaching qualification and assessment and teaching knowledge showed that those with a bachelor’s degree had a higher
mean score (m=52) than other categories of teachers. However. the result was not sigmificant. For years of teaching
experience, those with 16-20 years of experience had a slightly higher knowledge of the assessment and teaching that
could support students with disabilities, but the finding was also not statistically significant (See Tables 8 and 9 below).

Table 8: Teacher qualifications and responses to assessment and inclusive practices

Vanable N Mean sD
BGSEIGSE 1 3.0
PTC g 3.0
Diploma 27 4.7
Bachelor Degree 11 52
Master's Degree 1 40

Table 9: Years of teaching expenience and responses to assessment and mnclusive practices

Variables

N Mean
0-5 vears 7 4.6
6-10 years [§] 48
11-15 years 7 47
16-20 vears 15 5.1
21 and Above years 13 48 725

DISCUSSION

This study examined how the sole Botswana assessment centre (Central Resource Centre (CRC) addressed the needs of
students needing assessment. Data was also collected on teachers” knowledge of assessment processes. the ways in wlich
schools try to accommedate students with special needs who are not formally assessed. and the challenges teachers face
teaching such students. It also explored the availability of services for un-assessed learners with special needs.

The Botswana assessment centre (Central Resource Centre (CRC) 15 unable to assess all students who require
assessment and there 1s a long wait tune for assessment This difficulty 1n meeting the needs of all students stems from the
fact that the centre 1s critically under-staffed and many more tramed specialists are required to close the gap between
existing nead and available service capacity. Another cause of this lack of assessment 15 the failure of schools to refer



students for assesement. even though the CRC organizes workshops to ratse awareness of the importance of assessment.
The latter points to the possibility that teachers are fully aware or are being negligen:. given that many teachers i this
study lamented the difficulties associated with adapting teaching to students who ar= not proper’y assessed.

In terms of school level responscs. our study found that the majority of schools did have School Intervention
Teams (SIT) and that these reams were responsible for referriag students for assessment. However. within schools thers
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differently understood, thar SIT expecred actions/processes are not consistenily followed. or that some teachers are
unaware of these processes. These inconstancies may also result from a lack of ownership or responsibility among general
education teachers for SIT and the fact that they fail to participate in the teams” activities. Sudies have shown that for
these teams to be eftective general education teachers mst take ownership of the team (Gloeckler et al. 20090 This
drawe attention to the need for schools to have some consistency 1 what SIT does and how 1t does 1te work. There 15 aleo
a need for teacher awareness tramnmg on ST aad the role SIT teams plav in the school with regard to securing assessment
for children.

All teachers in this study said that there was @ great need for students to be assessed. signaling that teachers are
mndeed aware of learners with special needs and that assessment can play an impertant rele in their effort to assist these
stndents. However, many students requiriag assessment were not referred to the CRC. This confirms the results of the
study by Okumbe & Malassi (2003) who found that many studants with special needs mn priumary scheols 11 Boiswana are
progressing throngh their edincation nn-assessed These leamers are more likaly to stmggle with the enrriendum
examuinations and ultimately expenence schoo! failure or dropout. This potential for failure and dropout was observed by
both Dart [2006) and the 2008 Education Report (Government of Botswana, 2008).

The guestion remains, if tzachers are aware that many learners with special needs require assessmen:, and also
know where snch services are provided. why are so many students not referrad for assessment? The implications of this
failure cannot be 1gnored. When SIT and teachers do not refer students for assessment. kuowmg fully well that the
ovleome of such an exercise will wlfonn Letler leannny stategies [on slodenls, 10 amounts Lo an implicil dstegand fon e
relevance of assessment to schocl success, or teacher complicity 1 the provision of poor quality education to such
stndents. This 1s certainly an unacceptable practice from the pomnt of view of Mimistry policy and professional ethics.

Research has shown that effective iwntervention teams mayv impact schools in s=veral wavs, one of which is
mncreazed support for general education teachers (Bahr et al.. 1999 The obvious flip side 1 that 1f teame are not effective,
teachers don’t receive the support thev need to assist leamners. Thers is aeed therefore to strengthen the school intervention
teams by being clear about their roles and expectations with regard to referrals, assessment-licked mnstructional planning
and execuion, and accountability across the spectrum of these actions.

This study’'s findings also show that in five of the ten schools surveved. students did not write modifisd
exanunations. This 15 a duect outcome of aot referrng students for assessment. The Miumsry of Education stipulatzs that
access to services such as medified exanunations 1s contingent upon assessment. Rough estimares show that there are
aithstantial numbers of learners with special needs o all primary schools . Botawana and that these learners a
experiencing barriers to leamning which mav result in their poor performance. However, smee most of these students are
net assessed, they do not qualify to write modified exaningtions. Many of these students are thus disadvantaged comparsd
to thew pears with sinular needs who have been assessed and further accentuates educational mequality.

Despite the finding that many learaers do not access modified exams. teachers reported that they were making an
effort to meet the needs of learners with special needs in their classrooms. About three-quarters of teachers reported that
ey mwodified el wsuciional stalegies and s 15 cucomaging. Indeed, wodificaton should 1o lnoughout the sysiein
to benefit learners. not just in the classrooms but all setiings including examinations. Sadlv, reperted measures such as this
oue mav not reflect the evervdav actions of teachers and tlus 15 a linutation of this studv. Further in-classroom research on
the modification practices of teachers is recommended.

The findings with regard to curnculum modification showed that only 19 teachers (39%) ware modifying

e

curriculum for students with special needs who had not besn assessed and thewr rating of their sxtent of medification was
low. The implication is that students in need are unlikely to fully benefit from classroom teaching if they ar= not assessed.
Botswana has a centralized curriculum with stipulated objectives that must be coversd by all teachers i Botswana.
Modifying the curriculum for leamers with special needs thus remamns challenging, given its inflexibility. Issues with
curriculum flexibility need to be addressed at both the policy end scheol 1structional level: workshops on such practices
way also siengllicn teaches” elfluns.

While many teachers m thus smdy indicated that theyv developed Individualized Educational Programs (IEPs) for
learners with spec:al needs, there were inconsistencies i teacher responses suggesting that the practice 1s not widespread.
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strategies — 15 undertaken by a team based on assessment information. Given that many of these siudents have not been
asseseed, who designs the IEPs for un-assessad students and to whar extent can the [EZs effectively targst the studeats’
real leaming problems? Indeed a proper asscssmen: will obligate schools. as per the Botswana Mastrv of Education
policy, W use o leai of experts and stakeliolders w develop an IE2. TUmway be that wachars i thiese schiools do nol [ully
uncerstand the true relevance of assessment backed LEPs or the other 1ssues of asszssment and wmterventions for learners
with special neads. It 15 thus critical that the Botswana Assessment Centre (CRC) take more proactive steps to sensiiizing
teachers to referring smidents, and training t2achers on ways to assist l2amers in their schools.

This study found that while teachers reported that smudents in their schools had [EPs. they alse reported that there
were madequate or 1o measures m the schools to cater 1 the nzeds of leamers with special needs. Although this mught
appear contradictory, it 15 perhaps a signifier of the gulf between mdividual teacher pract:ce and broader school level
measures designed to accommedate special needs. In other words. many teachers are left on thewr own in the absence of
uniform echool measurss for special etudents. Such 2 sitvation 13 at odds with the recommendations of the inchizive
schooling plulesoply that advocates for a whole school appreach (CECD 19935, 1997: Lupsley, 2003; Lipsky & Gartner,
1997, 1998). It is esseatial that schools b2 encovraged to adopt this philosophy and pursue a more whole-school asproach
5o that teachers are all on the same page.

Responses to gquestions about special support services 1 the schools for learners with special n=eds showed that
these were inadequate. More than 60% of teachers said that such services were not provided st all. However, since 33%
1epotied al such sz1vices were provided, wore wvesligation 1s needed. Again, (lese mconsislenl 1espuonses unghl wiean
that teachers ars not aware of what 1s going o 1n their schools, or that there are no conecrete school-wice approaches in the
schools mnvestigated. This conclusion 1s supported by the one-way ANOVA, which sought to answer the gnestion of
whetler thers were any significant diffsrences in the respeonses of the different scheols on the items of zssesunent and
teaching practiccs. The results showed that there wers significant differences (p= .00) between the mean scores of schools
2. 6 and & (M=11.0) and school: 5 and 10 (M=16.0). This findiag mmplies that not all schools are fully aware of the
assessmen: process and are not makmg smular provisions for assessing and supporting students with disabilities.
Together. these findings suggzest that the Mimstry of Education’s policy on assessment and inclusion of students with
gpecial needs 1 not comprehensively being followed by all echools. It aleo indicates that while schoels may have clear
wclusion policies, umplementing these policies still requures considerabls effort, mncluding dealing with conflicting
abjzctives of schools and contradict:ons in school operations. A proact:ve and v:gorous approach to achieving a nmiform
policy implementation agenda 15 therefore essennal if the goals of inclusivensss are to be realized.

An important part of this study was the findings mn relation to the challenges teachers face 1 tryvinz to teach
studente witk epecial needs. The raeult: chowred that the biggest challenges for teachers were the lacle of resouress (47%),
[llowed by a lack of luvwledge and skalls (1% Factars sucl as e hnntanons (4%0) and Jack of adimsizabve
support (4%) were also mentioned. Uualitative responses murrered the quanfitative responses and mcluded limated
knewledge of how to handle these learners. imnadequate matertal/tesources. conzested curraculum and the lack of sufficient
tim= as the enrrieninm for the year s preseribed by education anthorities (Miniatry of FEdncation. enrnierinm developers)
Sinular challenges have besn foeund in other Botswana studies affirmuing the fact that most of the challenges teachers face
i tzachmeg leamners witl special needs are reluled w factors extemal w bie stwdent (Jobstone & Chapisan, 2011, Kuviu &

Desar, 200/ Koy & Mangope. 20117,
CONCLUSION

The findings of thiz study have some wrplicetions for the success of inclusive educenon praciices and promorning beter
outcomes for sudents with special nzeds i Botswana.

Tlas study sheds light on the fact that the single assessment centre 11 Botswana 1s unable to meet the needs of all
schools. Moet children whoe would get a betrer education after a comprahensive assezement are thus missiag out becanse
school teams are madequately wformed about specific student needs and therefore wnable to employ the best wstraciional
strategies. Correspondingly, schools are providing inadeqguare accommedations and services to optinuze learming for
students with special ends and this sugzests that there 15 disconnect between the espoused policies of the schools and thetr
practices. Tlis clearlv aligns with the conchisions of Clark et al. (1999) an the UK's experience of inclusion in the 19905
whicl showed widespread discrepancies betweer the espoused policies of schocls their practices tlwongh which the
polices were1ealiced, and teachss” wndersiandings of diversity willun the schools.
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If this sitmation remams, teachars wiall contirue to encovnter difficultizs becauss of the conflict betwreen official
policy and the realitics of school covironments. This will in turn prolong both curriculum inacecssibility for students and
the difficulries thar come with translanng inclusion principles 1910 pracuice.

It can be concluded from this study that. i Betswana todey. thers are conflicts between Ministryv policies about
assessment and inclusive education and the contextual realit:es of schools. whereby local school policies and practices are
falling short of the wmehisive education vision. The Ministry of Education, Slalls and Development, must take action to
overcome this problem, because, “the principles espoused by the schools, however simcerely held. are (sometimes only)
articulated at a level of generality. In translating them iato practice, however, thar generaliry (has) to give way 1o specific
forms and practices, which were not given m the principles themselves, and which nught stend 1n spparsnt contradiction
to them™ (Clark etal 1999 p 9)

REFERENCES

Babr. M. W.. Whitten. E.. Dizker. L., Xocarek. C. E.. & Manson. D (1999]. A comparison of school based mrervention
teams: Implications for adicatinnal and legal refarm Fyreptional Childven, 66, 67-83

Clask. C.. Dysen, A Millward A . & Fobson, 5. (1997}, Theorics of mclusion, throries of schools: Deconstructing and
reconstueting the ‘inclusive school'. Brivish Educarional Research Jowrnal, 23(2). 127-178.

Dart, €= (200/). Prowisions for learners with special educatioral needs in Botswan sitvational analves. faternational
Journal of Special Education. 22(2). 56-36.

Dart, 5. (2008). "My eyves went wide open —an evalvation of the special n=eds education awareness course at Malepolale
College of Education, Botswana’™ British Jowriial of Special Edvcetion, 33(3). 120-138.

Cloeckler, L. C., Johnson, N., Lanzv, P., Malaveko, G.. Maloof, W., Sword. P.. & Thanner, J. (2009). Tnternational Center
Jor Laadership in Educarion, Inc. TTSA.

Goodwin. L. A (1997, Assessment for equitv and inciusion: Embrocing oll owr ciildren. Londonr Hodder and
Strovghton.

Jehastore, €. J., & Chapman, D. W._(2011). Contributions and constraints to the inplenwntation of nclusive sducation
Lesotho. international Jowmal of Disobility, Development and Educarion, 30(2), 131-148.

Kuvim. A B & Desar, L (20077, Principals” and Teachars” Atutudes and Knowledee of Inclusive Education as Predictors

of FEffertive Teaching practices in (Ghana Jowraal af Researeh in 3pacial and Inclvsive FEducation, 7(7). 104 113

Euyim. A B.. & Mangepe. B. (2011). Student teachers™ attitudes and conesrns about meclusive aducation 1 Ghana and
Botswana. fferaational donrnal of Wholesciooling, 7(1), 1-18.

Lipsley. DK (2003). The cozxistznce of standards and inclusion. School Adwmmsirator. 00(2). 32-33.

Lipsley. D.CL. & Garteer, & (1998). Taking mrclusion wte the future. Educational Leadership 56 (2), 78-81

Lipsley, DL K, & Gartner, A. (Eds ). (1997}, Inclusion and school reform: Trangforming American classrooms. Baltimore:
Brocles.

Mdikana, A Nwishangasze, 5., & Mavekiso, T. (2007). "Pre-service educators’ amimdes towards inclusive eduncaton.
international Journal gf Special Education, 22(1). 123-37.

Malgorzata. G. (2007). From segregation to equalizetion: The Polish perspective an aducatmg children with mtellectaal
disabilities. Jowrnal of Contemparany Issues in Eaucation, (1), 40-52.
Mangope. B. (20020 *The artifudes of regular primary and seconamy schoel feachers fowards fhe incliusion of students
with dizabilities in theiv classreoms in Borswana,” Unputlished Master's thesis, Umvarsity of Melbowrne.
Mastropieni. ML, & Scruggs, T. (2000). The inclisive ciassroom: Sirategies for effective instriction. Upper Saddle River,
NI Prentice- Hall.

Mastropeen, ML & Seruggs, T, (2004). The inclusive classroom: Strafamios for effective instruction. Upper Saddle River,
NI Prentice [Iall, Inc.

McLoughlin, J. A & Lewis, R.. B., [2001). Assessmig stuaents with special needs. [5d‘ed.} Upper Saddle River, NI
Prentice —Hall, Inc.

Muchapadyay, 8 Maolosiwa. S & Meawela E (2008) Teacher trainees” level of preparsdness for inchiive sdncation in
Botswana schools: Need for change, International Jewsnal of Scientific Research in Education, 2(2), 51 58.

Muskhopadyay. 5. (20097, Factos mluencing the statws of mclusive education fon leamiers wilh dusalalines m Botswaa
primary schools, Unpublished Dectorzal thesis. Department of Educational Foundations. University of Botswana.

Dorothy KermerLipsky: Alan Gartner: (1998) Taking inclusion mte the future Educanional Leadership, 30(2), 78-82.

149



OECD ! Ceatre for Educational Fesearch and Innovation [1995) Integrating Students with spacial needs mnto Mainstrsam
schocls. OECD. Par:s.

OECD | Centre for Educational Recearch and Innovation (1997} Implementing Incluzive Education. OECD, Paris.

Okumbe MA. &Malates MWL (2005). The Need for Inclusive Sducational practices in Botswana: The Caszz of Learners
with Specizl educational needs: Paper presented at Mot Ulniversaty Zurst Anrual Conference- 14th-16th February.
2005

Taylor, B. L., (2003). Asressment af Exceptional Students. Edurational and Prychaloagical Pracedurer (6th ed ). Boston,

MA- Allyn& Bacon

150



