
 

EXPLORING CONTEXTUAL CHALLENGES  

 

I. INTRODUCTION 

LOBALLY, many institutions have focused on making inclusive 
teaching and learning a national priority through policy, 
institutional, and instructional commitment (Kaur et al., 2017). 

However, many problems hinder the implementation of such policies. 
Muthukrishna and Engelbrecht (2018) allude to the gap between policy 
goals and the practical realities in schools as learners experience barriers 
to learning due to a lack of professional development, human, material, 
and financial resources. Southern African countries must consider their 
social, economic, political, cultural, and historical developments, amid 
the problems faced by implementing inclusive education (Mpu & Adu, 
2021). Without any support, implementation overwhelms and frustrates 
schools. Given the complexity of education policy, the context of policy 
implementation is problematic and obstructs the effectiveness of the 
policies, subsequently affecting the achievement of the policy goals. The 
paper reports on the contextual implementation challenges of the 
Lesotho Inclusive Education Policy 2018. It acknowledges that inclusive 
education policies are complex; however, they must consider the 
contextual realities of each school for effective implementation. Articles 
published about the implementation of LIEP 2018 have not zoomed in 
on the context of learners with hearing impairment. They focus on 
inaccessibility to school resulting from poor infrastructure to 
accommodate diverse learners. There are also concerns about the 
comprehensive implementation plan and monitoring and evaluation 
standards to track progress and identify areas for improvement. 
Additionally, there is limited funding to support adaptations for 

inclusive environments. Many teachers are unaware of the policy and 
its implications for inclusive classrooms (Khumalo & Mosia, 2023; 
Morai, 2021; Rakolobe, 2023; Mosia & Kotelo, 2024). As opposed to other 
published articles above, the distinct nature of this paper zooms into the 
challenges faced by deaf learners in their learning and the challenges 
that teachers face in the teaching of deaf learners in a mainstream school. 
Grounded within the existing literature, the paper aims to analyse and 
contextualise the policy implementation challenges within the context 
of learners with hearing impairment in an individual school and district, 
aligning it to the national policy debates. The study reflects a holistic 
approach to inclusive education in the context of learners with hearing 
impairment and aims to provide a solid foundation for teaching these 
learners. At the policy level, it informs policy decisions to enhance the 
inclusive education policy for better implementation practices. For 
teachers, the study assists them in understanding the policy from 
different angles and learn more about inclusive education as they reflect 
on their practices and share their lived experiences as teachers of 
learners with disabilities.  

II. LITERATURE REVIEW 

Although there has been an advancement in educational policy and 
practice, learners with disabilities continue to face significant barriers in 
schools. Access to quality education that meets their needs is 
questionable, thus leading to their marginalisation and further 
exacerbating inequalities. The literature synopsis indicates that 
inclusive education is poorly funded in Southern Africa. There are lack 
of teachers and specialists in schools and limited district officers to 
support inclusive education (Mphwina, 2022). Further, no qualified 
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teachers, support services, training programmes, relevant materials, 
funding, and an enabling legislature (Suleiman & Isah Mfr, 2022). 
Indeed, Pappas et al. (2018) identify a lack of training, a shortage of 
teaching and learning materials, many pupils in classes, many contact 
hours per teacher, and a poor working environment as militating 
against the proper implementation of inclusion policies. Also, 
unsuitable teaching and learning methods and support material 
negatively impact inclusive education implementation. Lack of funding, 
teaching materials, or aids and support structures constrain learning 
(Mphwina, 2022; Zwane & Malale, 2018). This lack of resources has 
caused overcrowded classrooms (Hummel & Engelbrecht, 2018).  

In the case of learners with hearing impairment and deafness, most 
digital information and educational materials are provided in spoken 
languages, either in written or audio forms, and it remains inaccessible 
to learners living with deafness (Escudeiro et al., 2022). Mdikanal (2021) 
claims that deaf learners depend on visual learning materials. For 
instance, speaking, drawing, and writing materials for hearing-
impaired learners should be used in their classrooms (Ullah et al., 2022). 
Learners with Special Education Needs (LSEN) must also be supported 
by providing hearing aids, picture boards, and audio. These are 
essential resources since LSENs learn efficiently by hearing and 
touching (Mbewe et al., 2021). These include interpreters for advanced 
teaching and learning in the classroom (Mdikanal, 2021). Mbewe et al. 
(2021) concur that a special education teacher is required to cater to the 
educational needs of LSEN. Subject teachers require special education 
teachers' support to help provide equal opportunities for all learners. 
Through the LIEP 2018, the Ministry of Education and Training (MOET) 
envisions education that provides educational opportunities for all 
learners regardless of their social needs (MOET, 2018). The LIEP 2018 
helps to ensure that students receive quality education and that the 
education system meets the needs of society. It further creates a more 
equitable and inclusive society.  However, the LIEP faces a myriad of 
challenges in the implementation, resulting from poor or insufficient 
teacher training and the provision of inadequate resources. This poses 
problems in the realisation of educational objectives.  

III. THEORETICAL FRAMEWORK  

Inclusive pedagogy theory 
Background of theory  
The paper is framed within the Inclusive Pedagogy theory to analyse 

the implementation challenges of the LIEP of 2018. This theory 
advocates that teachers should believe in the concept of 
transformability, which assumes that learners’ capacity to learn 
depends on the choices and decisions made by teachers in developing 
teaching and learning (Aoife et al., 2019; Florian & Spratt, 2013). 
Transformability can be achieved by creating and enabling rich learning 
opportunities for all children, instead of differentiated work and 
additional activities for learners who experience challenges (Brennan & 
King, 2022). Tenants of this theory allude to diverse abilities, not 
standardised forms of abilities, and reject traditional instructional 
approaches to teaching (Florian & Linklater, 2010; Florian & Spratt, 2013; 
Loreman, 2017).  

Relevance to the study 
When teachers understand this theory, they do not label children 

according to their ability. Instead, they regard each child as capable in 
inclusive classrooms (Hove, 2022; Florian & Spratt, 2014). In this view, 
teachers should not regard education as a one-size-fits-all approach. 
They should vary the learning strategies, incorporate differentiated 
learning through choice, create diversity in their classroom groups 
instead of ability grouping, and value active participation based on 
social constructivism (Florian & Black-Hawkins, 2011; Livingston-
Galloway & Robinson-Neal, 2021). Teachers are responsible for 
translating educational policies into practice through teaching and 
learning, with the theory viewing the teacher as key to inclusive 
education. The paper contends that for teachers to understand inclusive 
teaching, they should understand that policy informs their teaching. As 

such, this theory has been viable for understanding the implementation 
of LIEP (2018) in which teachers conceptualise their inclusive practices. 
Considering a regular school with learners from different backgrounds 
and those living with hearing impairment and deafness, we have found 
the IP theory suitable in exploring the contextual challenges of the LIEP 
(2018) in an inclusive school.  

IV. OBJECTIVE OF THE STUDY  

The paper explored the contextual challenges in implementing the 
Lesotho Inclusive Education Policy 2018 at an inclusive school in the 
Leribe district and how to enhance this policy for better practices.  

V. METHODS 

Research paradigm 
In undertaking this paper, we used the interpretivist paradigm 

(Cohen et al., 2017) based on making sense of the LIEP (2018) contextual 
implementations about the education of learners with hearing 
impairment. The paper adopted an interpretivist paradigm to 
understand the social realities of teachers in inclusive classroom 
settings. It looked closely at teachers' classroom methodologies and how 
they adapt the curriculum to make it inclusive. These interactions could 
better help us understand inclusive education in the context of learners 
with hearing impairment and deafness, and the complexities of 
inclusion in real-life situations. 

Research approach 
The paper used a qualitative approach to explore the implementation 

challenges that teachers experience in their inclusive classrooms. 
Mohajan (2018) defines qualitative research as a form of social inquiry 
that focuses on how people understand and make meaning of their 
experiences to comprehend people's social reality better. Thus, a 
qualitative approach was suitable for understanding teachers’ 
experiences implementing LIEP 2018. 

Research design 
For this paper, an exploratory case study was relevant. This is 

because an exploratory case study is appropriate primarily when a 
phenomenon under study does not have a clearly defined, single 
specific set of results (Yin, 2018). The paper aims to narrate teachers’ 
experiences, thoughts, and behaviours in regular classrooms and the 
challenges that hamper their teaching environment to achieve the 
expectations of the LIEP 2018. Further, it considers the support the 
MOET gave in implementing this policy. 

Participants 
Nine teachers were purposively selected based on their interaction 

with inclusive education as key policy implementers in an inclusive 
school in the Leribe district. 

Data collection tools 
Focus group discussions 
Focus group discussion is often used in qualitative research because 

it is best for gaining a deep comprehension of social issues. The method 
obtains information from purposely selected people, not from a 
statistically representative sample of a big group (Nyumbal et al., 2017). 
The study used a focus group discussion with nine teachers. The 
discussion grid comprised open-ended questions that focused on the 
contextual challenges teachers experience in teaching inclusive 
classrooms.  

Semi-structure interviews 
In semi-structured interviews, participants engage in an open-ended 

discussion through the researcher’s facilitation. Face-to-face in-depth 
interviews help to elicit the participants’ experiences, perceptions, 
thoughts, and feelings (Moser & Korstjens, 2018). The semi-structured 
interview with the special education manager allowed for probing the 
participant for further clarification, thus understanding how the MOET 
supports teachers through training and resources to teach inclusively in 
schools.  

Research site  
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Lesotho has five inclusive secondary schools (MOET, 2016), so the 
study used one school in the Leribe district. This school has learners 
living with hearing impairment and deafness. Many studies have 
focused on Maseru as the capital city, and other districts have been 
understudied. Also, many studies have focused on visual impairment 
settings, while hearing impairment and deafness have not been 
systematically researched.  

Data analysis 
The paper employed thematic analysis, guided by the research 

questions, to identify themes and trends that emerged from the data. 
Data was broken down into large parts of the text and into small 
segments to make meaning of its contents (Creswell, 2007).   After that, 
data coding involved identifying themes that emerged. This coding 
assisted in organising the data and making meaningful connections in 
the data for easy interpretation and discussion. To meet the demands of 
trustworthiness for this paper, the four principles were considered: 
credibility, transferability, dependability, and confirmability (Lincoln & 
Guba, 2003). The research procedures were transparent, and the 
gathered data were read repeatedly to participants to ensure the 
responses were captured correctly and reflected their opinions.  

Ethical considerations   
All ethical protocols were followed, and ethical clearance from the 

Ethics Committee, ethical clearance number – UFS-HSD2021/1666/21 - 
from the Faculty of Education, at the University of the Free State was 
obtained. This was followed by a clearance letter from the Leribe district 
Education Office, which required access to the target school. In the 
letters, all the aims of the study and all potential risks and benefits 
related to the study were communicated. Furthermore, the respondents 
were informed of their consent and voluntary participation. To protect 
their identity and that of the school, pseudonyms were used (BERA, 
2018). Oliver (2010) stresses that confidentiality and anonymity in 
research are important features of research ethics. 

VI. RESULTS  

Biographic results  
Table 1: Biographic results of participants 

Participants 
 

Teaching 
experience 

Subjects they teach Gender 

Participant A 3 Sign Language Interpreter Female 
Participant B 15 English Language Female 
Participant C 14 Sesotho and English Language Male 
Participant D 3 Religious Knowledge Female 
Participant E 5 Mathematics and Science Male 
Participant F 4 Sign Language Interpreter Male 
Participant G 30 Social Sciences Female 
Participant H 9 Sign Language Interpreter Male 
Participant I 6 Science & Geography Female 

Thematic results 
An inflexible curriculum and inappropriate instructional teaching 

methodologies 
The MOET shall, in Section 3.4 (a) of the policy, ensure changes and 

modifications of the curriculum so that it caters to the different 
educational needs of learners at all levels of the learning system, while 
Section 3.4 (b) aims to alter assessment standards so that they are 
representations of individual learners’ needs (MOET, 2018). Given the 
nature of their classrooms, teachers demonstrated that they use both 
teacher-centred and learner-centred approaches in their respective 
classrooms. Some argue that they use group work where they expect 
learners to present their work and discuss. In many instances, they rely 
on the lecture method, in which the teacher teaches and gives notes to 
learners. 

From the responses, “we still teach traditionally, we teach, they write” 
(Participant F). 

“We use teacher-centred approaches and in a few instances, we use learner 
centred approaches. In some classes, there are presentations where they research 
a topic before it is discussed in the classroom” (Participant H).  

“But discussion is rare. It is because we feel like we waste a lot of time which 

we could use to cover the syllabus” (Participant I). 
“Indeed, the practices are still normal like in any other school” (Participant 

I). 
Teachers point out the large teacher-learner ratio as one of the 

challenges hindering principles of inclusion.  
“Although the expected teacher learner ratio is 1:40 or 1:35, in our situation, 

when we talk of deafness, one learner is equal to ten learners (1:10). There are 
many learners in each class. In a class of 23 deaf learners, the teacher-learner 
ratio is 1:23” (Participant C). 

When asked about the kind of teaching aids they have in the 
classrooms, the teachers responded,  

“Some classrooms have and are few, some do not” (Participant D).  
“Although they are there in some classes, they are not communicating 

because they are handwritten. They explain concepts in words rather than 
pictures” (Participant A). 

“We rely more on the syllabus and textbooks for support material” 
(Participant E). 

Analysis of the teachers’ responses from the focus group discussion 
demonstrates that teachers’ practices speak against the principles of IP 
theory. Mokoetle (2012) emphasises that the role of the teacher is to 
facilitate the teaching and learning process while learners discover the 
learning content and solve problems for themselves. On the same note, 
teaching learners living with learning disabilities using mainstream 
approaches segregates the learner in an inclusive class (Zwane & 
Malale, 2018). When teachers rely more on a top-down approach in 
teaching and learning, their practices make classrooms traditionally 
unresponsive to modern-day classrooms. Since inclusive classes 
incorporate learners with different educational needs, there is a need for 
different teaching practices within inclusive schooling (Paseka & 
Schwab, 2020). In line with the IP, teachers should employ teaching 
methodologies that help to stimulate participation of all children and 
those with special educational needs and might require additional 
support to maximise learning outcomes (Florian & Black-Hawkins, 
2011). Florian and Spratt (2013) advise that inclusive classroom practices 
should reflect strategies that focus more on including LSEN and exclude 
learners who experience difficulties in learning. This will engage 
learners in the teaching and learning process so that they feel valued 
and regarded as partners in the whole process. Classrooms should be 
organised to offer learners choices without relying solely on ability 
grouping. Using inclusive pedagogy theory to analyse the situation, the 
synopsis of the literature on Inclusive Pedagogy indicates that this 
theory encompasses teaching methods and principles that work on 
learners’ participation. Thus, teachers should understand that inclusive 
education recognises learners’ individual differences and acknowledges 
the complex challenges of everyday classroom experiences (Black-
Hawkins et al., 2020). 

Inadequate teacher preparedness and support 
According to the LIEP policy document, Section 3.2, implementation 

of LIEP requires skilled and competent education providers equipped 
with the required skills and knowledge to properly implement their 
mandate (MOET, 2018). As Section 3.2 (f) of the LIEP document 
indicates, coordination of compulsory pre- and in-service inclusive 
education training for teachers is necessary. The teachers reported 
having no training in teaching learners living with hearing impairment 
and deafness, and those from diverse socio-economic backgrounds.  

“We have never been trained on how to teach deaf learners. When we come 
to this school, we just join those who are already there and teach, nobody 
prepares us for the challenges that we meet in the classrooms” (Participant D). 

For Sign Language interpreters they are not knowledgeable about 
subject content material; they lack the jargon of other subjects for 
translation. To clarify this, the Special Education Manager defended 
these claims, 

 “Teachers were trained in terms of their roles in schools after the 
development of the policy. Our focus was more on how teachers should develop 
a positive mentality; now we use a social model, not a medical one. Our training 
is based more on changing perspectives so that they review their teaching 
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methodologies. We train them on multiple intelligences so that they become 
aware that kids are different according to their special needs.” 

Participants stated that even tertiary institutions do not offer 
sufficient teacher training.  

“For those who have enrolled for special education, they do only the basics 
of Sign Language through a semester course, so that you can imagine. They are 
not fully equipped with it” (Participant B).  

Yet objective 3.2 sub-section (a) states that the Institution of Higher 
Learning (IHL) should review teacher education programmes that are 
in line with IE principles at a pre-service level (MOET, 2018). From the 
findings, in line with IP’s assumption on teachers’ professional 
knowledge and development, the study raises questions about teachers' 
knowledge and skills to teach inclusively and teacher preparedness for 
inclusive education. With teachers lacking training in inclusive 
classrooms, teacher education and professional continuous 
development could be at stake. Legislation and policies are essential in 
promoting inclusive education; competent teachers should support 
policy agendas (Asamoah et al., 2018). Inclusive education success 
depends on teachers' adequate knowledge and skills. 

Lack of Assistive Teachers and Teaching Materials  
Section 3.5 (f) stipulates that the MOET will develop extensive 

guidelines on transforming special schools by providing appropriate 
support services and resources that best align with learners’ 
requirements and preferences, especially those with extreme disability 
(MOET, 2018). The policy document further speaks of the recruitment 
of teachers to enable the smooth implementation of the policy (MOET, 
2018). Also, the Teaching Service Department (TSD) should recruit and 
place teachers and provide qualified resource persons in inclusive 
education. It must also modify and change the employment processes 
of resource persons (MOET, 2018). Yet, the teachers claim that their only 
support is the presence of Sign Language interpreters. There are two 
teachers: subject teachers and an interpreter. Although the policy 
stipulates that the implementation requires additional teacher supply 
and teaching and learning materials, no supply of teachers and 
infrastructure development followed post-2018, when the policy was 
developed and implemented. This results in poor lessons as teachers are 
overwhelmed by these learners, especially Sign Language interpreters 
who must be in class the whole day without breaks. Also, teachers are 
worried that the teachers’ salary structure does not acknowledge them.  

“Despite what the policy says, the teachers’ salary structure does not 
acknowledge the presence of assistant teachers/Sign Language interpreters” 
(Participant F). 

 One participant claimed they do not have grants allocated to them 
because the TSD does not recognise them.  

“The MOET says in the hierarchical structure of teachers, Sign Language 
interpreters are not included, yet the MOET preaches inclusive education” 
(Participant H). 

Because of a lack of teachers, the teachers lamented that interpreters 
are pressurised and swamped with work since they must fit in every 
schedule of the subject teachers, whether that means coming in the 
morning before school begins, after school, or on Saturdays.  

“This discourages us from offering extra lessons during weekends or beyond 
the designated school hours” (Participant D).  

 “This means inclusivity is not so practical here. We are supposed to have 
assistive staff members, yet we do not have such people here” (Participant A).  

“Because of the shortage of interpreters, teaching becomes hugely affected 
when the interpreters are absent from school. Teaching does not happen; we 
only give notes or do note-taking” (Participant C). 

“It becomes difficult and challenging to meet the curriculum requirements 
and complete the syllabus” (Participant A).  

All teachers explained that this hinders progress in the classroom as 
they constantly must stop to ensure everybody follows.  

The special education manager reported having experienced some 
challenges with the Teaching Service Department (TSD) regarding 
teacher recruitment because the TSD indicated that their policy as a 
department is to hire subject teachers.  

“But with the presence of the inclusive education policy, we have managed 
to convince TSD that the LIEP policy talks of modifications and adjustments 
so that they make reasonable accommodation. The policy mandates them as TSD 
to change or adjust the regulations and policies so that they deploy teacher 
assistants.”  

When teachers complained that TSD does not acknowledge the Sign 
Language interpreters, the Special Education Manager acknowledged 
that,  

“Lawfully, there should be two interpreters per class, but it is challenging 
to have many because funds do not permit. All the stakeholders now understand 
that we are not saying to change your policies completely; we are simply saying 
to be flexible enough to adjust.”  

The LIEP 2018 policy clearly stipulates that in Section 3.2. (d), MOET 
will mobilise resources for providing inclusive education (MOET, 2018), 
while in Section 3.4. (d), MOET aims to provide suitable instructional 
materials and learning resources accessible in modes for effective 
inclusion of individual needs (MOET, 2018).  

One participant raised a concern over the lack of teaching and 
learning materials.  

“There is a lack of teaching materials and aids. We need wifi and laptops to 
enable learners to watch things instead of just talking about them.” 
(Participant E). 

 The Special Education Manager pointed out that “resources are still 
challenging. Still, this year alone, the Ministry could source funds from 
UNICEF and buy all primary and secondary special and inclusive schools’ 
equipment, such as whiteboards and technological devices. Even in schools, we 
advocate that teachers make visual aids and use video pictures to enable learners 
to visualise what is being taught instead of relying on the interpreters; they 
must see what is being taught. It makes it even easier for them to understand.”  

The literature acknowledges that inclusive education's main 
challenges are lacking competent teachers, support services such as 
teacher training programmes and relevant materials, inadequate 
teaching personnel, and funding structures (Suleiman & Isah Mfr, 2022). 
Lack of teaching aids and support structures often leads to educational 
gaps for learners (Mphwina, 2022). This is because inclusive education 
funding in Southern Africa is poor, as evidenced by inadequate teachers 
and specialists in schools and district officers supporting inclusive 
education and overcrowded classrooms (Hummel & Engelbrecht, 2018; 
Mphwina, 2022). Regarding teaching aids, the literature says most 
digital information and educational materials are accessible in spoken, 
written, or audio forms. However, such information has remained 
inaccessible to deaf students (Escudeiro et al., 2022). Deaf learners also 
depend on visual learning materials (Mdikanal, 2021), thereby having 
various learning materials such as speaking, drawing, and writing for 
hearing-impaired children to be used (Ullah et al., 2022). Mdikanal 
(2021) proposes employing interpreters, while Mbewe et al. (2021) 
encourage the deployment of special education teachers to meet the 
needs of inclusive education. 

Poor performance  
The school also experiences pressure from the MOET to perform like 

other schools, yet it faces different challenges.  
Participant B said, “by virtue of our school, we admit all deaf learners, we 

do not have any selection process. Other schools can select the kind of learners 
they need through aptitude tests. Then there is a deaf learner who comes in 
school without resources matching his/her disability. Teachers must work very 
hard to help them cope, but the results do not reflect that input; they are 
terrible.” 

Participants lamented the fact that they admit every learner 
regardless of their abilities. Therefore, they attribute the poor 
performance of learners to factors such as the inability of learners to 
understand what is being taught, which means they must take a longer 
time to teach a concept.  

“One of the challenges is that we fail to achieve our classroom objectives as 
stated in the lesson plan. We spend a lot of time explaining a concept, especially 
to learners living with deafness, which would otherwise have taken a shorter 
time in a normal classroom” (Participant E).  

“Some of them, when they are supposed to write tests, re-write the questions 
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and submit without responding. Sometimes we promote them to the next grade 
to enable them to get the matric certificate” (Participant B).  

The findings indicate great pressure on the teachers to complete the 
syllabus and produce good results for learners and the school. Most of 
the time, the government, through the MOET, has pressured the 
teachers with big targets and expectations for implementation, without 
due support for meeting such targets. Any pressure that comes with 
coverage of curriculum content affects inclusive education. This also 
curbs the teachers’ capacity to individualise learning experiences for 
each student. Also, a lack of time, the pressure to increasingly perform, 
and the fear of poor learner attainment outcomes all affect performance 
(Klibthong & Agbenyega, 2018). In addition, schools are few and widely 
apart, resulting in an increasing drop-out rate, especially of learners 
with disabilities (Mphwina, 2022). 

Vulnerability and absenteeism  
The school is non-discriminatory, with many learners coming from 

very disadvantaged families. They struggle with other hidden schooling 
costs such as uniforms, books, and transport. Such conditions contribute 
to poor daily attendance at school, and they are left behind and 
ultimately drop out.  

“From the school's mission statement, the school admits very vulnerable 
learners, most of whom come from poor households. This results in a lot of 
absenteeism, and as a teacher, time and again, you constantly must go back and 
repeat what has been taught to accommodate those who were absent” 
(Participant A).  

“because of this vulnerability, the learners do not have books. In Grade 8, 
they write all the subjects in one book. As a teacher, when you have given 
assignments or want to mark, the book has been submitted for another subject” 
(Participant I).  

All teachers said that most of the time, learners do not have learning 
materials such as books. The special education manager admitted that 
many of the learners living with deafness are financially challenged as 
they come from poverty-stricken families, which is why they have other 
ministries to help in their designated areas.  

She said, “deaf learners are struggling financially; many can only afford 
public schools. Ministry of Social Development is the main stakeholder in 
helping these learners with bursaries and other related school expenses, such as 
books, to avoid dropping out.”  

Muthukrishna and Engelbrecht (2018) believe that socio-economic 
imbalances shape education provision and are the major barriers to 
developing resourced school environments that provide quality 
education for all learners. Therefore, Southern African countries must 
consider their social, economic, political, cultural, and historical 
singularities in responding to the challenges facing implementing 
inclusive education (Mpu & Adu, 2021).  

VII. DISCUSSION 

The paper has unravelled the LIEP 2018 implementation challenges 
through the findings, literature, and theoretical framework. The policy 
covers the broader spectrum of education, outlining aspects to be done 
as stated in the policy objectives, without necessarily considering the 
context of learners with hearing impairment and deafness. The goals are 
broad, so the policy must be recontextualized in the context of each 
school and district, aligning it with the national policy. While the 
challenges are universal, some salient challenges are pertinent to the 
Lesotho context. The policy covers the whole of Lesotho; there are no 
district-based and school-based policies to contextualise the LIEP. This 
obstructs teachers’ inclusive practices. With the implementation cutting 
across the different contexts: rural, peri-urban, and urban, issues 
relating to context have been ignored, making the implementation 
process futile. Yet the IP theory assumes that teachers must employ 
teaching approaches that increase participation and good performance 
of all learners (Florian & Black-Hawkins, 2011). While the study 
acknowledges some positive strides made by teachers in making their 
classroom practice inclusive, full implementation of the policy has been 
restricted. 

Moreover, teachers are poorly trained and lack the competencies to 
effectively change their classroom methodologies to implement the 
curriculum and vary the lesson presentation for the participation of all 
learners. There are concerns about new teachers coming from schools, 
fresh from institutions of teacher education training, without training 
on teaching these learners. For teachers, teacher training institutions 
should strengthen the training programmes for pre-service teachers and 
offer continuous professional development for in-service teachers. 
Teachers require professional knowledge and skills in assessment, 
instructional methodologies, and managing children's behaviours, 
including those with disabilities, in regular classrooms (Majoko, 2016). 
The government needs to invest more in continuous in-service training 
so that these teachers can practically change their teaching strategies. 
Also, as shown by their responses, teachers do not receive enough 
support from the MOET, such as additional supply of subject teachers 
and Sign Language interpreters. They are stuck with many classroom 
learners who are pressured to do well in the national results. These 
challenges implicate contextual realities of policy implementation that 
cripple the realisation of policy goals. Similarly, Pappas et al. (2018) also 
agree that lack of training, shortage of teaching and learning materials, 
overcrowded classrooms, many contact hours per teacher, and poor 
working environments mitigate against proper implementation of 
inclusion policies. As indicated in the findings, learning materials 
remain inaccessible to learners with deafness as they are in the spoken 
and written language, yet they rely on visual learning materials. For 
Mubarok et al. (2020), the policy implementation process must consider 
activities that support implementation with enough allocation of funds 
to realise these goals and objectives in the implementation.  

Teachers have also complained that they do not have teaching aids 
with pictures. One may wonder, who is responsible for providing the 
aid? The teachers or the MOET? We argue that it is rather unsettling for 
teachers to expect everything from the MOET; standards have been set 
for them to follow, and what they could do in this case is improvise. This 
is quite surprising and inappropriate for learners with hearing 
impairment, as they learn better by seeing and forming pictures. All 
these make education inaccessible for these learners and cause them to 
remain segregated in the classrooms. The long-term effects of these 
discriminatory practices are often high failure rates and, ultimately, 
drop-out. The findings indicate a systematic exclusion of LSEN from the 
learning process (Mphwina, 2022). Brausteiner and Mariano-Lapidus 
(2014) concur that in South Africa, learners in the regular classrooms 
with special education needs continue to be taught separately inside the 
classroom, thus being segregated within the walls of the inclusive 
classroom. Eriamiatoe (2013) supports this argument by pointing out 
that in Lesotho, inclusive education practices focused mainly on 
placement of learners in the mainstream classroom with no resources. 
This integrated system requires LSEN to fit into an inclusive system. 

The teachers’ responses show that many of these learners are 
vulnerable since they come from poor households and do not live near 
the school. This contributes to poor attendance as they do not have 
transportation to schools, books, and uniforms, and ultimately drop out. 
As a result of poor attendance, high repetition rates indicate exclusion 
of children with disabilities from the school system (Mphwina, 2022). 
Kumar and Varghese (2022) state that these outcomes can result in 
learners dropping out. When a policy fails to consider the local context, 
it has limited chances of success. Therefore, policies should consider the 
context, and secondly, each policy should have a clearly articulated 
implementation plan (Sharma et al., 2019). Resources and support 
should target vulnerable children to assist them with school costs for 
attendance and good performance.  

VIII. CONCLUSION 

This paper has revealed inclusive education as a multi-faceted 
phenomenon requiring an implementation plan, thus posing 
challenges. The policy goals are always ambitious and ambiguous, 
resulting in a complex and fragmented implementation. This 
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fragmented implementation is characterised by a lack of resources and 
teachers’ pedagogic skills, thus constraining measurement of outcomes 
against the policy expectations. Consequently, there is poor attendance 
and performance, ultimately disallowing learners from completing the 
school cycle. There are also shortcomings of the LIEP 2018 relating to 
context. A one-size-fits-all approach to inclusion distorts the policy 
goals. As such, the policy should be understood in different contexts, 
and without trained teachers, policy intentions become frustrating and 
overwhelming. Considering the analysis, the study recommends that 
the MOET develop a clear implementation plan and a useful roadmap 
to guide teachers’ practices, supported with a sufficient budget for 
implementation. The MOET should focus on teachers’ pedagogical 
skills that target the participation of all learners. In-service training and 
systemic continuous support for teachers could develop more inclusive 
teaching techniques for lesson presentation. This would also help 
teachers to effectively carry out the mandate of the education system. 
The MOET should ensure appropriate teaching and learning materials 
to support inclusive teaching and learning. Access to learning resources 
is key to teaching inclusive classrooms effectively. Additionally, the 
MOET should secure more funds to turn many regular schools into 
inclusive ones so these learners can live near their school. 
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