
 

SYSTEMATIC REVIEWS IN THE ERA 

 

I. INTRODUCTION 

NCLUSIVE education initiatives are to advance social cohesiveness 
and equitable opportunity in learning environments, and Namibia 
supports several international accords that highlight the value of 

inclusive education, such as the Salamanca Statement (UNESCO, 1994) 
and the UN Convention on the Rights of the Child (1989). To promote 
inclusion and alleviate socioeconomic disparities, Namibia has enacted 
national legislation and programs such as the National Policy on 
Disability (1997), Inclusive Education Policy, and the Namibian 
National Plan of Action for EFA 2001-2015 (Martines-Madrid, 2015; 
Shumba & Moodley, 2018). Conversely, access to high-quality education 
remains a major barrier for marginalized children, underscoring the 
need for ongoing efforts to achieve true inclusion. Many marginalised 
communities face economic constraints that make education 
unaffordable. Schools in underserved areas often lack basic resources, 
such as qualified teachers, textbooks, and technology. Investing in 
infrastructure and ensuring schools are well-equipped can enhance 
educational quality (Moberg et al., 2020). 

Namibia’s commitment to inclusive education began with the 1993 
Education Policy for All and was later strengthened by the 2005 National 
Policy on Inclusive Education (Shumba & Moodley, 2018). These 
frameworks have shifted pedagogical practices toward integrating 
marginalized learners with special educational needs into mainstream 
classrooms alongside their peers (Opio et al., 2023). Despite efforts by 
the government to promote inclusive practices, questions persist 

regarding the effectiveness of these programmes in enhancing academic 
outcomes for marginalised learners (Cherotich, 2023). Marginalized 
schoolchildren are individuals who face systemic barriers that limit their 
access to quality education and other resources due to various social, 
economic, or cultural factors (McKinney et al., 2021). School children 
from low-income families often lack access to essential resources such 
as books, technology, and extracurricular activities, which can hinder 
their educational opportunities (Martines-Madrid, 2021). Moreover, 
they may experience discrimination leading to feelings of isolation and 
disengagement. In addition, school children with physical, learning, or 
cognitive disabilities may face barriers to accessing appropriate 
educational resources and support services (Moberg et al., 2020; 
Shumba & Moodley, 2018). In Namibia, there are about five officially 
recognised marginalised communities, including the San, Ovahimba, 
Ovatue, Ovazemba, and Ovatjimba-speaking marginal groups in 
remote areas. These groups typically face educational challenges, 
including language barriers, inadequate school facilities, and cultural 
expectations that sometimes conflict with formal schooling (Ekandjo, 
2021).  

Statement of the problem 
In Epupa Constituency, located in Namibia's Kunene Region, 

marginalized schoolchildren face significant academic and social 
barriers that hinder their educational progress (Ekandjo, 2021). Learners 
from low-income backgrounds, learners with disabilities, homeless 
children, and children in foster care, culturally and ethnically diverse 
learners, and learners from rural or isolated areas faced many 
challenges. 

Despite efforts to implement inclusive education and support 
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policies for marginalised learners, there is a dearth of empirical evidence 
on the effectiveness of inclusive programmes in improving academic 
outcomes of school children in Epupa Constituency.  Without an urgent 
review of challenges within inclusive education programs, 
marginalized school children in Epupa communities could contribute to 
increased school dropout rates and decreased local engagement in 
future educational initiatives. Hence, the current study aims to evaluate 
the impact of inclusive education programs on the academic 
achievement of marginalized schoolchildren in Epupa Constituency, 
Kunene Region. 

II. THEORETICAL FRAMEWORKS  

To understand the complexities of implementing inclusive education 
and its impact on the academic achievement of marginalized school 
children, the study is centered on the Ecological Theory developed by 
Urie Bronfenbrenner in 1979. This is a psychological and developmental 
framework that explains how a child’s development is influenced by 
different environmental systems (Le Roux, 2016). It emphasizes that a 
child does not develop in isolation but rather within a complex system 
of relationships affected by multiple levels of the surrounding 
environment (Le Roux, 2016). Bronfenbrenner’s Bio-Ecological Model 
consists of five interconnected systems that influence a child's 
development and are discussed as follows: 

Microsystem 
The microsystem refers to the immediate environment, including 

parents, teachers, peers, and the school community (Bronfenbrenner, 
2001). These actors significantly shape children's educational outcomes 
through the nature of their relationships, support, and expectations. In 
the Epupa Constituency, marginalised learners, particularly from the 
Ovahimba community, often face limited parental involvement in 
supporting learning due to traditional semi-nomadic lifestyles. Parents’ 
prioritisation of livestock herding, initiation rites, and seasonal 
migration over formal schooling limits children's regular attendance 
and academic continuity. This lack of direct parental support affects 
learners’ motivation, homework completion, and overall engagement 
with school activities. In Kunene, “nomadic children drop out of school 
mainly because they have to herd animals” (Dumba, 2020).  

Moreover, teachers, another key component of the microsystem, 
often lack adequate training to accommodate learners from such 
culturally distinct backgrounds, leading to misunderstandings or 
limited responsiveness to their unique needs. The national Sector Policy 
on Inclusive Education (2013) does emphasise the need for “trained 
teachers” who can support inclusive classrooms. The policy outlines 
inclusive education principles and states that teacher capacity building 
is a core requirement for effective implementation. Peers may also play 
a role, as children from more settled communities might view 
pastoralist learners as outsiders, thereby affecting social integration and 
confidence within the school setting. According to Silvester (2014) and 
the Ministry of Education, Arts and Culture (MoEAC, 2018), the 
Ovahimba socio-cultural practices often prevent active and sustained 
participation in education. Tapscott (2017) further argues that the 
pastoralist lifestyle conflicts with the rigid time structure of formal 
schooling, causing learners to drop out or struggle academically due to 
inconsistent attendance and lack of educational reinforcement at home. 
Teachers are the primary implementers of inclusive education; hence, 
their approach towards the programme can have a significant impact on 
learners. 

Mesosystem 
The mesosystem examines how different microsystems interact and 

influence the child's development (Bronfenbrenner, 2001). In the 
Kunene Region, the relationship among schools, families, and local 
communities is crucial to the implementation of inclusive education. A 
positive and collaborative connection among these systems enhances 
learners’ educational engagement and academic performance. 
However, in marginalised settings like the Epupa Constituency, this 

interaction is often weak due to cultural norms, geographical isolation, 
and limited parental involvement. According to Le Roux (2016), 
inclusive education in remote Namibian communities faces significant 
obstacles, including weak school-community partnerships, a lack of 
cultural responsiveness in school curricula, and limited communication 
between educators and caregivers. Mutorwa et al. (2021) further 
highlight that in regions such as Kunene, the lack of coordination 
between local traditional authorities and schools hampers efforts to 
promote inclusive education, particularly for pastoralist communities 
like the Ovahimba. This lack of coordination can affect the communities 
being served and, ultimately, impact schools. 

Exosystem 
The exosystem encompasses external factors that indirectly influence 

a child’s education, including government policies, education funding, 
and teacher training programs (Bronfenbrenner, 2001). In Namibia, the 
Sector Policy on Inclusive Education (2013) was introduced to ensure 
equitable access to education for all learners, particularly those from 
marginalised communities. However, in remote areas like Epupa 
Constituency, the implementation of this policy remains limited due to 
inadequate infrastructure, a shortage of trained inclusive education 
teachers, and insufficient learning materials. According to UNICEF 
Namibia (2020) and the Ministry of Education, Arts and Culture 
(MoEAC, 2018), rural schools in regions such as Kunene face ongoing 
challenges in meeting inclusive education goals, mainly due to logistical 
constraints and underfunding. These exosystem-level barriers hinder 
schools' ability to effectively support the diverse needs of marginalised 
learners, especially those from pastoralist and semi-nomadic 
communities in Epupa. 

Macrosystem 
The macrosystem encompasses cultural beliefs, societal values, 

customs, and national policies that influence how education is perceived 
and implemented within a society (Bronfenbrenner, 2001). In the Epupa 
Constituency of the Kunene Region, the traditional customs of the 
Ovahimba communities significantly affect school attendance and 
participation. Cultural expectations often prioritise herding, household 
responsibilities, and adherence to traditional rites of passage over 
formal education. As a result, many marginalized children, particularly 
girls, are withdrawn from school to fulfill these roles, which undermines 
their academic progress and contradicts the principles of inclusive 
education. 

Although Namibia has strong legislative frameworks supporting 
inclusive education, such as the Sector Policy on Inclusive Education 
(2013) and Article 20 of the Namibian Constitution (1990), which 
guarantees the right to education, the implementation of these policies 
is hindered by deep-rooted socio-cultural norms and economic realities 
in pastoral communities.  This study addresses how the different factors 
create structural and cultural barriers to inclusive education and impact 
the academic achievement of marginalised school children in Epupa. By 
understanding these broader societal influences, the study contributes 
to the design of context-sensitive strategies for inclusive education that 
respect local traditions while promoting educational equity. 

Chronosystem 
The chronosystem focuses on how historical events, policy shifts, and 

societal developments over time influence a child’s educational 
experience (Bronfenbrenner, 2001). In Namibia, several significant 
changes have shaped the country’s inclusive education landscape. Since 
gaining independence in 1990, Namibia has committed to education as 
a fundamental human right, as enshrined in Article 20 of the Namibian 
Constitution (Republic of Namibia, 1990) and reinforced through major 
national policy initiatives such as the Education and Training Sector 
Improvement Programme 2005–2020 (Ministry of Education, 2007) and 
the Sector Policy on Inclusive Education (Ministry of Education, 2013). 
These initiatives aimed to improve access to quality education for all, 
including learners with disabilities, those from rural communities, and 
other marginalised groups. Despite these advances, marginalised school 
children in the Epupa Constituency continue to face persistent barriers 
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rooted in historical and systemic inequities, such as colonial-era neglect 
of rural development, inadequate infrastructure, and linguistic and 
cultural exclusion. Educational reforms have not always reached the 
most remote areas, and rural learners still experience limited access to 
learning materials, trained teachers, and culturally relevant curricula. 
This study situates itself within these historical shifts to assess how 
inclusive education efforts have (or have not) translated into academic 
achievement for marginalised school children in Epupa. By examining 
the long-term effects of policy changes, technological developments, 
and ongoing challenges, the research provides insights into how 
inclusive education can be strengthened in historically underserved 
contexts. 

III. LITERATURE REVIEW 

Factors contributing to academic achievement in inclusive 
education programmes 

Teacher training and professional development 
One of the most significant factors influencing the academic 

achievement of learners in inclusive education programmes is the 
quality of ongoing professional development. According to UNESCO 
(2021), teachers need specialised training to address the diverse learning 
needs of marginalised school children in inclusive classrooms. Effective 
teacher training should include strategies for differentiating instruction, 
managing diverse learning environments, and using assistive 
technologies to support marginalised school children. Haug (2021) 
emphasises that teachers who receive regular training on inclusive 
pedagogy are more likely to implement teaching strategies that 
accommodate the individual needs of marginalised school children. 
Norwich (2020) added that teachers who are well-prepared to identify 
and address the needs of marginalized school children and create an 
environment where all school children feel supported enhance 
children's academic performance.  

Collaborative teaching and peer support 
Another critical factor contributing to academic achievement in 

inclusive education is collaborative teaching. According to Friend and 
Cook (2020), collaboration between general and special education 
teachers creates a more comprehensive learning environment in which 
teachers can share knowledge, resources, and strategies to meet the 
needs of diverse schoolchildren. Peer support enables marginalised 
school children with disabilities to receive academic assistance from 
their typically developing peers, which not only helps the school 
children with disabilities but also promotes empathy and social 
inclusion (Liu & Chiang, 2020). 

Inclusive classroom environment 
The inclusive classroom environment plays a significant role in 

supporting the academic success of marginalised school children. An 
inclusive classroom should be physically and emotionally welcoming to 
all marginalised school children (Sheetheni, 2021). According to Florian 
(2020), a positive classroom climate that encourages respect, empathy, 
and mutual support fosters an environment where marginalised school 
children feel safe and valued. This is particularly important for 
marginalised school children, who may have experienced exclusion or 
discrimination in previous educational settings. Research by McLeskey 
and Waldron (2021) suggests that when marginalised school children 
are included in social and extracurricular activities, their academic 
achievement is positively impacted as they develop a sense of belonging 
and confidence. 

Assistive technology and support services 
Assistive technology (AT) plays a critical role in promoting academic 

achievement in inclusive education programmes. AT refers to any 
device or software that helps marginalized school children perform 
tasks that might otherwise be difficult or impossible. According to 
Alnahdi (2020), the use of assistive technologies, such as screen readers, 
voice-to-text software, and communication devices, can significantly 
improve students with disabilities' learning outcomes. Moreover, 
support services such as speech therapy, counselling, and resource 

rooms are essential to ensure that students with special needs receive 
the help they require to succeed academically (Smith & Tyler, 2020). 
These services, when integrated effectively into the inclusive education 
model, create a more individualized approach to learning that 
accommodates the specific needs of marginalised school children.  

Curriculum adaptation and differentiated instruction 
Adapting the curriculum to meet the diverse needs of students is 

another essential factor in ensuring academic success in inclusive 
education programmes. According to Tomlinson (2021), differentiated 
instruction is a key strategy in inclusive classrooms. This approach 
involves adjusting the content, process, or product based on students' 
individual needs, abilities, and interests (Sheetheni, 2021). By providing 
multiple avenues for learning, differentiated instruction ensures that all 
students have access to the curriculum at a level appropriate to them. 
Curriculum adaptations may include offering school children’s 
different types of content (e.g., visual, auditory, hands-on), modifying 
the pace of lessons, or providing different assessment methods (e.g., oral 
presentations, projects, or written tests) (Gregory & Chapman, 2020). 
Such flexibility allows school children with diverse learning needs to 
engage with the content and demonstrate their understanding in ways 
that suit their learning styles. 

Parental and community involvement 
Parental involvement is crucial for the success of inclusive education 

programmes. Research indicates that when parents are actively engaged 
in their children's education, students perform better academically 
(Hornby, 2020). In the context of inclusive education, parents need to 
advocate for their children's needs, collaborate with teachers, and 
participate in school activities. When the community supports inclusive 
education, students feel a greater sense of belonging and motivation 
(Haitembu & Maarman, 2023). Samaha (2021) asserts that community 
support can help reduce stigma and foster a more inclusive 
environment both within the school and in the broader society. The 
active participation of community members, local organizations, and 
other stakeholders helps create a more inclusive and supportive 
environment for marginalized schoolchildren. 

Government policies and resources 
Government policies and resources are essential in enabling the 

successful implementation of inclusive education programs. Effective 
policy frameworks provide guidelines and standards for inclusive 
education and ensure that schools have the necessary resources to 
implement these practices (Sheetheni, 2021). According to Kauffman 
and Pullen (2020), governments must allocate funding for professional 
development, provide resources for assistive technologies, and ensure 
that schools have access to the necessary teaching materials and support 
services. Moreover, policies that promote awareness and combat stigma 
surrounding disabilities and marginalisation are important for fostering 
a culture of inclusion in schools. The support of government agencies is 
crucial to providing the infrastructure, funding, and strategic guidance 
necessary to ensure that inclusive education leads to improved 
academic achievement for marginalised schoolchildren (Gregory & 
Chapman, 2020). 

Influence of stakeholders’ perceptions and attitudes towards 
inclusive education programmes 

Stakeholders’ viewpoints have a huge impact on the success of global 
inclusive education programmes. DeMatthews et al. (2021) investigated 
primary school administrators' involvement in promoting diversity in 
low-income Mexican American neighbourhoods, emphasising the 
numerous problems they confront. Some of the problems identified 
include limited resources, accountability pressures, cultural and 
language barriers, institutional racism and discrimination, community 
mistrust, and policy constraints. Sheetheni (2021) explored teachers' 
perspectives on inclusive education programme implementation in the 
Oshana region and found a disconnect between policy aims and 
implementation due to a lack of skills and awareness among teachers. If 
teachers lack the skills, awareness, or positive attitudes needed to 
support inclusive practices, even the best policies will fail to make a 
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meaningful impact in classrooms. Without understanding their 
experiences and concerns, any interventions may miss critical barriers 
or opportunities. According to Ainscow (2022), teachers’ attitudes 
towards inclusive education are critical to influencing the academic 
outcomes of marginalised school children. Ainscow believes that when 
teachers view inclusion as a positive and necessary approach, they are 
more likely to employ differentiated teaching methods and provide the 
support needed to ensure that all schoolchildren, including those with 
disabilities or from marginalised groups, succeed academically 
(Gregory & Chapman, 2020). van der Walt et al. (2020) found that 
teachers who were sceptical of inclusive practices often resorted to 
traditional, one-size-fits-all teaching methods, which failed to address 
the diverse needs of their school children This lack of adaptation can 
lead to lower engagement and academic performance among 
marginalised school children, as these school children may struggle to 
keep up with a curriculum that does not cater to their individual needs 
(Pijl et al., 2022).  Not only teachers, but principals also play a crucial 
role in shaping school culture and influencing the implementation of 
inclusive education. Leadership style and principals' attitudes can 
significantly affect the success of inclusive education programmes 
(Hollings, 2021).  It is further reported that the perceptions and attitudes 
of the broader community, including parents, local leaders, and other 
community members, also play a significant role in the effectiveness of 
inclusive education.  

Systemic and policy-related challenges 
Governmental obstacles 
Governments play a crucial role in shaping inclusive education 

through policy development, resource allocation, and oversight of the 
education system. However, several governmental challenges continue 
to hinder the successful implementation of inclusive education 
worldwide (Mukhopadhyay & Riddle, 2022). Hollings (2021), after 
synthesising findings from 18 academic papers, identified various 
societal, developmental, and governmental obstacles that impede the 
progress of inclusive education across different contexts. These include 
policy inconsistencies, lack of political will, and insufficient integration 
of inclusive principles into national education systems. In the South 
African context, Mpu and Adu (2021) identified key challenges within 
the education system through their study of three schools in the Buffalo 
City Metro area. These challenges highlight the disconnect between 
policy intentions and classroom realities, where teachers are expected to 
accommodate diverse learners without adequate support. 

Inadequate educational settings and a lack of facilities 
The quality of the physical and instructional environment is crucial 

for the success of inclusive education. In many developing countries, 
including Namibia, educational settings often lack the necessary 
infrastructure and support services to accommodate learners with 
diverse needs (Avramidis & Norwich, 2022). According to Sheetheni 
(2021), Namibian schools frequently lack adequate educational settings 
and a significant shortage of facilities to support learners with learning 
impairments. These include the absence of assistive technologies, 
modified teaching materials, accessible classrooms, and specialised 
support personnel. Moreover, educators and school administrators lack 
understanding and the capacity to effectively accommodate and teach 
children with learning difficulties. This shortfall exacerbates exclusion, 
as children with disabilities are either placed in mainstream classrooms 
without proper support or are excluded altogether from formal 
education systems (Gregory & Chapman, 2020). Without inclusive 
physical environments and pedagogical adaptations, learners with 
disabilities struggle to engage with the curriculum and fall behind 
academically (Pijl et al., 2022). 

Insufficient resources and funding 
Another major barrier to access and participation in inclusive 

education is the lack of sufficient financial and human resources. 
Schools operating under tight budgets often prioritise general 
operations over specialised support for learners with disabilities 
(Gregory & Chapman, 2020). A study by Kauffman et al. (2022) revealed 

that in resource-constrained educational settings, children with 
disabilities frequently receive inadequate academic support, thereby 
hindering their progress. The lack of funding limits schools' ability to 
hire qualified special education teachers, purchase assistive 
technologies, and invest in ongoing professional development for staff. 
In many cases, inclusive education is underfunded or treated as a 
supplementary initiative rather than a core educational mandate. This 
marginalisation in budget allocations reflects a deeper systemic neglect, 
in which the rights and needs of marginalised learners are not fully 
recognised or prioritised (Gregory & Chapman, 2020). Consequently, 
these learners experience educational exclusion not only in physical 
terms but also in the quality of teaching and learning they receive 
(Avramidis & Norwich, 2022). 

Infrastructure and resource-related challenges 
Inadequate school infrastructure 
One of the biggest challenges in accessing and participating in 

inclusive education is poor school infrastructure. Many schools, 
especially in rural or under-resourced areas, lack the physical features 
needed to support students with disabilities. According to UNESCO 
(2021), infrastructure such as ramps, accessible toilets, and adapted 
classrooms is often missing, making it hard for students with mobility 
challenges to fully engage in education. In regions like Sub-Saharan 
Africa, where resources are scarce, this obstacle is even more significant 
(Mukhopadhyay & Riddle, 2022). 

Lack of assistive devices and materials 
Assistive devices and specialised educational materials are vital 

elements of inclusive education for learners with physical, sensory, or 
cognitive disabilities. These tools, which include hearing aids, 
wheelchairs, Braille materials, communication boards, and screen 
readers, play a crucial role in bridging the gap between learners’ 
individual needs and the standard educational environment 
(Avramidis & Norwich, 2022). Unfortunately, in many developing 
countries, including Namibia, there is a significant shortage of these 
tools in public schools. A study by Irem and Östürk (2021) revealed that 
many school environments remain physically and pedagogically 
inaccessible. This inaccessibility discourages regular school attendance 
among learners with disabilities and limits their ability to engage with 
the curriculum. For example, a child with a hearing disability may 
struggle to follow lessons without a hearing aid. In contrast, a learner 
with a mobility disability may find it physically exhausting or even 
impossible to navigate school premises without a wheelchair or ramp 
access (Mukhopadhyay & Riddle, 2022). This lack of assistive devices 
and materials is often compounded by limited awareness and training 
among teachers on how to use these tools effectively. Even when devices 
are available, they may not be properly integrated into teaching and 
learning due to insufficient professional development or support 
(Loreman et al., 2021). As a result, learners with disabilities are at a 
distinct disadvantage, often falling behind academically and becoming 
socially isolated within the classroom. This situation undermines the 
goals of inclusive education and perpetuates educational inequality (Pijl 
et al., 2022). 

Overcrowded classrooms 
Overcrowded classrooms are another significant obstacle to inclusive 

education. In many public schools, particularly in under-resourced or 
rural areas, class sizes frequently exceed recommended limits due to 
population growth, teacher shortages, and inadequate school 
infrastructure (Pijl et al., 2022). While overcrowding affects all learners 
to some extent, it disproportionately impacts marginalised learners, 
especially those with disabilities, learning difficulties, or language 
barriers, who require more individualised attention and support 
(Mukhopadhyay & Riddle, 2022). Avramidis and Norwich (2022) note 
that in overcrowded classrooms, it is extremely challenging for teachers 
to implement differentiated instruction or provide one-on-one support. 
Teachers are often overwhelmed by the sheer number of students, 
which reduces the quality of interaction and diminishes the 
effectiveness of inclusive strategies. In such settings, marginalized 
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school children are more likely to be overlooked, misdiagnosed, or 
mislabelled as underachievers, when in fact they are simply not 
receiving the support they need to thrive (Pijl et al., 2022). Moreover, 
overcrowding can lead to increased noise levels, limited mobility within 
the classroom, and restricted access to learning materials. These 
conditions are especially detrimental to learners with sensory 
sensitivities, attention disorders, or physical impairments (Loreman et 
al., 2021). The resulting academic disengagement, frustration, and 
behavioural issues can lead to higher dropout rates among marginalised 
learners, thereby exacerbating existing inequalities in educational access 
and outcomes (Hehir et al., 2022). 

Teacher and staff-related challenges 
Insufficient teacher training and a lack of knowledge and skills 
The shortage of trained and qualified teachers is another critical 

barrier to the effective participation of marginalised children in 
inclusive education programmes. According to a World Bank report 
(2021), a lack of professional development and specific training in 
inclusive teaching practices limits teachers’ ability to meet the diverse 
needs of their schoolchildren. Teachers who are not equipped with the 
necessary skills to support school children with disabilities or other 
special educational needs (SEN) may struggle to modify their teaching 
methods, leading to a less supportive learning environment for 
marginalised students (Mukhopadhyay & Riddle, 2022). 

Lack of teacher preparedness  
Avramidis and Kalyva (2022) emphasise the importance of teacher 

preparedness in overcoming barriers to inclusion. Without proper 
training in inclusive pedagogy, teachers may view the inclusion of 
school children with disabilities as an additional burden, leading to less 
engagement and lower academic achievement for these school children. 
Moreover, the absence of specialised staff, such as teaching assistants, 
who can provide individualised support further contributes to the 
problem (Pijl et al., 2022). In rural and marginalised communities, the 
scarcity of trained personnel compounds this issue, often leaving 
children with disabilities at a disadvantage compared to their peers. 

Attitudinal and societal challenges 
Negative attitudes and stereotypes 
Attitudes towards inclusive education are significant predictors of 

the extent to which marginalised children are included in educational 
programmes. The resistance to inclusive education often stems from 
societal stereotypes and prejudices against school children with 
disabilities or those from marginalised backgrounds, such as ethnic 
minorities or economically disadvantaged groups (Mukhopadhyay & 
Riddle, 2022). Research by Loreman et al. (2021) highlights that negative 
attitude from teachers, principals, and even peers can create hostile 
learning environments for marginalised school children. 

Lowered expectations 
One of the most subtle yet damaging challenges faced by 

marginalised school children in inclusive education settings is the 
phenomenon of lowered expectations. Teachers, whether consciously or 
unconsciously, may hold negative beliefs about the academic potential 
of learners with disabilities or those from disadvantaged backgrounds 
(Mukhopadhyay & Riddle, 2022). These biases can lead to a self-
fulfilling prophecy in which learners are not challenged or motivated to 
achieve, resulting in academic disengagement and underperformance. 
According to Sheetheni (2021), when teachers assume that certain 
learners are incapable of achieving the same level as their peers, they 
may simplify tasks, avoid calling on them in class, or overlook their 
progress. This not only deprives these learners of growth opportunities 
but also sends a clear message that their abilities are not valued. The 
internalisation of such messages can lead to low self-esteem, reduced 
motivation, and a lack of confidence in one's academic potential 
(Haitembu & Maarman, 2023). Ultimately, this negatively affects their 
academic outcomes and deepens the educational divide between 
mainstream and marginalised school children (Avramidis & Norwich, 
2022). 

Lack of curriculum adaptation 

Inclusive education requires a flexible curriculum that can be 
adapted to meet the diverse needs of all learners. However, in many 
classrooms, a rigid "one-sise-fits-all" approach persists, where teachers 
do not sufficiently modify content, teaching strategies, or assessment 
methods to accommodate learners with different abilities, learning 
styles, or cultural backgrounds (Mukhopadhyay & Riddle, 2022). 
Ainscow (2022) emphasises that curriculum adaptation is fundamental 
to inclusion, yet many educators lack either the training or the 
willingness to tailor their lessons appropriately. 

The failure to adapt the curriculum results in marginalised school 
children being excluded from meaningful learning experiences. For 
example, a learner with a cognitive impairment may struggle to 
understand abstract concepts unless they are simplified or supported by 
visual aids (Haitembu & Maarman, 2023). Similarly, learners who speak 
a different home language may need additional linguistic support. 
When these accommodations are absent, learners fall behind, experience 
frustration, and may eventually disengage from school altogether 
(Hehir et al., 2022). Moreover, the lack of curriculum adaptation 
reinforces existing inequalities and promotes a form of passive 
exclusion, where learners are physically present in the classroom but are 
not active participants in the learning process (Mukhopadhyay & 
Riddle, 2022). This is especially concerning in contexts where inclusive 
education is mandated by policy but not supported by adequate teacher 
training and resources (Haitembu & Maarman, 2023). 

Negative community attitudes 
Beyond the school environment, the broader community plays a 

critical role in shaping the attitudes and behaviours of learners and their 
families. When communities harbour negative views towards children 
with disabilities or those from marginalised groups, it creates additional 
barriers to access and participation in education (Mukhopadhyay & 
Riddle, 2022). Gregory and Chapman (2020) argue that societal stigma, 
prejudice, and ignorance about disability or difference can discourage 
families from sending their children to school, especially when they fear 
discrimination or ridicule. In some cases, community members may 
believe that education is not necessary or appropriate for certain groups 
of children, particularly those with severe disabilities. Such attitudes not 
only contribute to low enrolment and high dropout rates but also 
undermine the social inclusion and well-being of these learners (Hehir 
et al., 2022). These views are true for many ethnic minority communities 
in the Kunene region of Namibia. 

Economic challenges 
Financial constraints on families 
Economic constraints are also a substantial barrier to the full 

participation of marginalised children in inclusive education 
programmes. Families living in poverty often cannot afford school-
related expenses such as uniforms, textbooks, or transportation. For 
school children with disabilities, the costs of specialised equipment, 
such as hearing aids, wheelchairs, or Braille materials, can be 
prohibitively expensive (Hehir et al., 2022). This economic burden 
disproportionately affects marginalised school children, thereby 
preventing them from accessing the resources needed for academic 
success (Gregory & Chapman, 2020).  

Limited school funding 
A critical determinant of a school’s capacity to implement inclusive 

education effectively is the availability of financial resources. Without 
adequate funding, even the most progressive educational policies or the 
most committed educators may struggle to meet the needs of diverse 
learners (Haitembu & Maarman, 2023). Limited school funding, 
especially in impoverished or rural regions, significantly undermines 
efforts to create an inclusive learning environment by restricting access 
to essential resources, infrastructure improvements, and specialised 
support services. This financial constraint perpetuates educational 
inequity and hampers the academic and social development of 
marginalised learners (Hehir et al., 2022). As highlighted by Kauffman 
et al. (2022), the lack of critical tools makes it difficult, if not impossible, 
for learners with disabilities to fully engage in the educational process. 
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Moreover, funding shortages often result in overcrowded classrooms, 
insufficient teaching staff, and a shortage of trained special education 
professionals, all of which further compromise the quality of instruction 
(Loreman et al., 2021).  

Curriculum-related challenges 
Curriculum rigidity and lack of flexibility 
One of the key challenges in the implementation of inclusive 

education is the rigidity of the curriculum, which often fails to 
accommodate the diverse learning needs of marginalised school 
children (Haitembu & Maarman, 2023). An inflexible, standardised 
curriculum that does not allow room for adaptation or differentiation 
poses a significant barrier to the full participation and academic success 
of learners with disabilities, learning difficulties, or those from 
culturally diverse backgrounds. This rigidity undermines the principle 
of inclusive education, which emphasizes equity, accessibility, and 
learner-centered approaches across all educational settings (Loreman et 
al., 2021). In many educational systems, the curriculum is designed with 
the assumption that all learners progress at the same pace, have similar 
cognitive abilities, and can be assessed using uniform methods. 
However, this "one-size-fits-all" approach fails to acknowledge the 
realities of learner diversity, particularly in inclusive classrooms 
(Tomlinson, 2021). As Sheetheni (2021) notes, school children with 
disabilities or from marginalised communities often face unique 
challenges that require curriculum modifications to facilitate 
meaningful engagement in learning activities. For instance, a learner 
with a visual impairment may need learning materials in Braille, while 
a child with autism may benefit from structured routines and visual 
cues embedded in lesson plans (Haitembu & Maarman, 2023). 
Tomlinson (2021), a prominent advocate for differentiated instruction, 
argues that when curricula are not adaptable to individual learning 
profiles, they effectively exclude a significant portion of learners. 
Consequently, school children who need additional time to grasp 
concepts, require alternative assessment methods, or benefit from 
hands-on learning activities are often left behind (Ladson-Billings, 
2022). This exclusion can result in feelings of inadequacy, low self-
esteem, and disengagement from the learning process, which ultimately 
contributes to poor academic performance and higher dropout rates 
among marginalised learners (McLeskey et al., 2021). 

Irrelevance to cultural backgrounds 
School children from marginalised ethnic or cultural backgrounds 

may find the curriculum irrelevant or disconnected from their lived 
experiences. This can result in a lack of engagement and low academic 
achievement (Hehir et al., 2022). According to Ladson-Billings (2021), 
culturally responsive teaching, which integrates school children's 
cultural backgrounds into the curriculum, can help improve academic 
outcomes for marginalised school children. However, when such 
approaches are not implemented, marginalised school children may 
struggle to see the relevance of their education, affecting their 
motivation and achievement. 

Social and emotional challenges 
Stigma, discrimination, and lack of social support 
Stigma and discrimination remain powerful forces that marginalise 

children with disabilities and those from minority or impoverished 
backgrounds. As McLeskey et al. (2021) emphasise, children who are 
perceived as "different" are often treated unfairly by peers, educators, 
and even community members. This treatment can manifest in both 
overt and subtle ways, ranging from being excluded from group 
activities to being treated as less capable by teachers (Tomlinson, 2021). 
The resulting sense of isolation or inadequacy can severely undermine 
a child's confidence and willingness to participate in school activities. 
The lack of social support, such as positive peer relationships or 
encouragement from adults, further compounds these effects by 
depriving children of the interpersonal connections essential to 
emotional development and academic motivation (Hehir et al., 2022). 
Inclusive education relies on creating a supportive school culture where 
every learner is respected and valued. When stigma and discrimination 

go unchallenged, schools fail in their mission to provide equitable 
learning opportunities (Haitembu & Maarman, 2023). For marginalised 
school children, this failure contributes to a cycle of disengagement and 
academic underperformance, reinforcing the very stereotypes that 
excluded them in the first place (Gregory & Chapman, 2020). 

Bullying and exclusion 
Bullying and social exclusion are among the most damaging 

experiences a child can face within a school environment. According to 
Waldron and McLeskey (2020), children with disabilities or those from 
minority groups are disproportionately targeted for bullying, often 
because of visible differences, cultural misunderstandings, or 
communication barriers. Being bullied can lead to anxiety, depression, 
and low self-esteem, all of which hinder a child's ability to focus, 
participate, and perform academically (Tomlinson, 2021). Furthermore, 
exclusion from peer groups denies marginalised learners the 
opportunity to develop essential social skills and a sense of belonging, 
which are critical factors in maintaining school engagement. The 
emotional toll of isolation or rejection can cause children to withdraw 
entirely from the learning process (Gregory & Chapman, 2020). Some 
may develop behavioral issues as a coping mechanism, which can 
further alienate them from their teachers and peers. Thus, bullying and 
exclusion are not merely disciplinary or social issues; they are serious 
obstacles to inclusive education that demand targeted interventions 
(Hehir et al., 2022). 

Lack of home support 
Parental and family involvement is a crucial pillar of educational 

success. However, many marginalised school children come from 
homes where such support is limited or entirely absent. McLeskey et al. 
(2021) note that families facing economic hardship, limited education, 
or unstable living conditions may lack the capacity to meet their 
children's educational needs. Epstein (2021) further explains that 
parental involvement, whether through helping with homework, 
attending school meetings, or simply encouraging academic effort, has 
a strong positive correlation with learner achievement. In marginalized 
communities, however, structural inequalities often prevent such 
involvement. Parents may be working multiple jobs, struggling with 
language barriers, or dealing with unresolved trauma (McLeskey et al., 
2021). In some cases, education may not be prioritised simply because 
survival takes precedence. This lack of support creates a gap between 
the school and home environment, leaving children without the 
reinforcement needed to succeed academically (Hehir et al., 2022). 
Teachers may also misinterpret the absence of parental involvement as 
a lack of interest rather than a symptom of broader socio-economic 
challenges (Gregory & Chapman, 2020). 

IV. METHODS 

Research approach  
A qualitative research approach was used for this study, which is a 

method of inquiry that seeks to understand human experiences, 
behaviours, and social phenomena from the perspective of the 
participants (Du Plooy et al., 2021). Qualitative research is known to 
provide rich, detailed insights rather than numerical data, allowing for 
a deeper understanding of the "how" and "why" behind a phenomenon 
(Du Plooy et al., 2021).  

Research design 
A qualitative research approach was used for this study, a method of 

inquiry that seeks to understand human experiences, behaviors, and 
social phenomena from participants' perspectives (Du Plooy, Davis & 
Besuidenhout, 2021). In the context of the study, the qualitative 
approach was particularly applicable because it allowed exploration of 
the lived experiences and perceptions of marginalized learners, 
teachers, parents, and community members regarding inclusive 
education. It also captured the complexity of social, cultural, and 
institutional factors influencing academic achievement in a specific 
context, that is, in the Kunene region. The researcher used a 
phenomenological research design, which aims to uncover the essence 
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and meaning of experiences from the viewpoint of those who have 
directly encountered the phenomenon (Maree, 2021). Phenomenology 
was valuable because it allowed for an in-depth exploration of how 
marginalised children, their parents, and educators in the Kunene 
region experience and understand the impact of inclusive education 
programs on academic achievement 

Population and sampling method 
A population, the entire set of individuals or entities from which data 

is needed (Du Plooy et al., 2021), is School principals, teachers, parents, 
and Heads of Departments (HoDs) in the Epupa Constituency, 
comprised the population of this study.  

Creswell (2020) describes a sample as a subgroup of a population that 
represents those with the characteristics of the study. Using a purposive 
sampling technique, a sample of 25 participants, including 5 principals, 
5 Heads of Departments (HoDs), 5 teachers, and 10 parents, was selected 
from five primary schools within the Epupa circuit. Purposive 
sampling, according to Newbay (2020), is a nonprobability sampling 
technique in which the researcher selects participants based on specific 
characteristics or qualities deemed relevant to the research study. This 
technique enabled the researcher to target individuals with experience, 
knowledge, or specific insights relevant to answering the research 
questions. For parents, snowball sampling was used to select 
participants due to the area's geographic layout. Snowball sampling is a 
non-probability sampling technique commonly used in qualitative 
research to identify and recruit participants who may be difficult to 
locate or reach through conventional sampling methods (Creswell, 
2020).  

Data collection instruments 
The study used face-to-face semi-structured interviews to collect data 

because they foster communication and a rapport between the 
interviewer and the interviewee (Fossey et al., 2021). Interview guides 
with a set of questions were used to enable more concentrated 
examination of a particular issue. The interviewer benefited from this, 
as it allowed them to gather as much information as possible from the 
interviewees.  

Data collection procedures 
This study sought Ethical Clearance from the University of Namibia 

and a permission letter from the regional director of the Kunene Region 
to conduct the study. After obtaining permission, the researcher 
approached schools and community members and requested their 
participation in the study. Data collection appointments were scheduled 
with the participants. The participants were interviewed face-to-face by 
the researchers. Each interview lasted for 30-50 minutes. To avoid 
interfering with participants' professional and personal activities, 
interviews were conducted during their free time.  

Data analysis 
The researcher used thematic analysis to analyse the data. With the 

thematic method, the researchers identified themes or patterns within 
the qualitative data. The investigator highlighted patterns that emerged 
in the textual data and categorised themes based on the data's structure 
and content. Inductive thematic analysis involved the following steps: 
the researcher becomes familiar with the data, applies initial codes to 
describe the content, searches for patterns or themes across different 
interviews, reviews the themes, names, and defines them, and then 
creates a report (Maree, 2021). The researchers followed these steps: 
analysing data: reading and rereading the data helped the researcher 
become familiar with it, facilitated the discovery of preliminary 
perceptions and trends, and identified codes, themes, concepts, and 
patterns, categorized themes and names that convey meaning. Lastly, 
the researcher documented/described the themes and their significance 
in the report.  

Ethical considerations 
To uphold ethical standards, the researcher sought approval from 

both the University of Namibia's Decentralised Ethics Committee and 
the University of Namibia's Research Ethics Committee. Upon receiving 
approval, participants were informed via a written letter detailing the 

study's purpose and participation requirements. Participants were 
made aware that their involvement was voluntary and that they had the 
right to withdraw at any time without repercussions. Confidentiality of 
all provided information was assured; emphasising that participation 
carries no risk of harm. Additionally, participants' anonymity was 
safeguarded throughout the study. The participants were informed of 
their rights to refuse to participate in the study and to withdraw from it 
at any time. Participants participated of their own will and without 
intimidation.  Data collected was securely stored in an encrypted format 
and will be deleted after 5 years, ensuring adherence to data protection 
protocols. 

V. RESULTS AND DISCUSSION 
Table 1: Demographic results and emerged themes 

Demographic characteristics Total % 
For educators 

Gender 
Female  6 40 
Male  9 60 

Age range  

25-30 2 13 
31-35 5 33 
36-40 4 27 
41-45 3 20 
46+ 1 7 

Qualifications 

Diploma  5 33 
Bachelor’s 6 40 

Master’s 4 27 

Years of experience 
  
  
  

0-5 2 13 
6-10 3 20 
11-15 5 33 
16-20 3 20 
21+ 2 13 

Phase of teaching 
  
  

Pre-primary phase 4 27 
Junior primary phase 5 33 
Senior primary phase 6 40 

For parents 

Age range 
  

Below 30 years 3 30 
30-39 4 40 
40+ 3 30 

Marital status 
  
  

Married  6 60 
Single/unmarried 3 30 
Widowed/separated 1 10 

Occupation  
  
  

Unemployed  3 30 
Informal sector 4 40 
Formal employment 3 3 

Language at home 
  
  

Oshiwambo  2 20 
Herero 5 50 
Damara/Nama 3 30 

Inclusive education programmes impact on the academic 
achievement of marginalised school children  

During the interview, participants were asked to share information 
on how inclusive education impacts their academic achievement. 
Participants indicated that at Schools A and B, where targeted 
interventions such as remedial sessions, mother-tongue instruction, and 
parental engagement were implemented, promotion rates for 
marginalized learners reached 82% and 75%, respectively. In quotes, the 
principal for school A stated:  

“We saw one Grade 6 learner with a hearing impairment move to Grade 7, 
scoring 61% overall. This was possible due to the inclusive support strategies 
we applied.”  

This aligns with the work of Nguyen et al. (2021), who found that 
culturally responsive teaching and parental involvement directly 
enhance the educational outcomes of learners from disadvantaged 
backgrounds. Importantly, School B’s success in reducing dropout rates 
to zero also reinforces findings by Molosiwa and Gaotlhobogwe (2020), 
who highlight that school feeding programs and parental collaboration 
significantly reduce absenteeism and early school leaving. 

Despite these gains, challenges remain, as illustrated by School C’s 
lower promotion rate (68%) and high dropout rate (13%). Teachers 
reported difficulties in implementing inclusive practices due to 
inadequate training. This is consistent with Khumalo and Hadebe 
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(2023), who stress that teachers often lack the pedagogical knowledge 
and confidence required to support learners with special needs, 
particularly in rural African contexts. The persistent dropout of girls due 
to pastoralist duties at School A and learners withdrawing from School 
C because of long walking distances underscore the role of socio-
economic and cultural barriers. In quotes, principal for school B said: 

“Through peer learning groups, at least three struggling learners improved 
from Level 1 to Level 3 in end-of-year assessments.”  

Mwania and Wanjohi (2022) found that rural African children, 
particularly girls, are disproportionately affected by cultural practices, 
seasonal migration, and household responsibilities, which hinder 
consistent school attendance despite inclusive policy frameworks. 

Positive outcomes were also noted in Schools D and E, where 
infrastructure improvements, supplementary language lessons, and 
NGO-led training workshops enhanced learner performance. For 
instance, School E reported a marked increase in Grade 7 pass rates from 
40% in 2019 to 65% in 2023, reflecting the benefits of multi-stakeholder 
support in advancing inclusive education.  

“Government learning materials, teacher aides, and NGO workshops have 
improved teaching for diverse learners,” noted the principal. 

This aligns with UNESCO (2023), which emphasises that 
partnerships between governments, NGOs, and local communities are 
crucial for overcoming structural inequities and advancing equity in 
education. However, the absence of formal academic tracking systems 
in School D highlights a gap in monitoring long-term learner outcomes, 
a shortcoming also reported by Mutai and Kosgey (2021), who argue 
that the lack of systematic evaluation mechanisms undermines the 
sustainability of inclusive education programmes. 

Key elements of inclusive education are driving academic success 
for marginalised children in Epupa 

During the discussion, the findings revealed that leadership plays a 
critical role in shaping school culture, prioritizing inclusive education, 
and ensuring that teachers have the resources and support they need. 
As quoted, HOD C reinforced this point by saying:  

“If we focus on changing the perceptions of the teachers, we can shift the 
entire school's culture. Teachers need to see the positive impact of inclusive 
education on both the marginalised school children and the general classroom 
dynamic.” 

These findings align with Florian's (2021) research, which found that 
leadership is a key determinant of the success of inclusive education 
programs. Effective school leaders who champion inclusive education 
create an environment where teachers are motivated to adopt inclusive 
practices and where marginalised school children feel welcomed and 
valued. The study also revealed that without leadership that prioritises 
inclusion, it becomes difficult for teachers to execute inclusive strategies 
effectively.  

These findings confirmed that teacher collaboration was important 
because when teachers collaborate, share resources, and develop 
strategies together, the school becomes a more inclusive and supportive 
environment. The Principal at School B highlighted that:  

“Teacher collaboration is key. When teachers share strategies and resources 
to support marginalised school children, it makes a huge difference. Working 
together creates an environment where learners feel accepted and understood.”  

This finding aligns with recent research by Hargreaves and Fullan 
(2022), who suggested that teacher collaboration is essential for 
improving educational practices, particularly in inclusive settings. 
Collaboration fosters the exchange of ideas and solutions to the 
challenges faced by marginalised school children, creating a more 
inclusive classroom environment. 

The findings also highlighted the importance of peer learning and 
cooperative learning strategies. For example, teacher B also emphasised: 
“Classroom strategies like cooperative learning and peer tutoring have been 
extremely effective. When school children with different abilities work together, 
they learn from each other and feel more included.”  

This aligns with Johnson and Johnson's (2021) findings, which 
showed that cooperative learning enhances academic achievement by 

promoting social interaction and peer support. In the context of 
marginalised school children, these strategies can foster a sense of 
belonging and enhance their academic performance. 

The findings also revealed the need for teacher support systems, such 
as mentoring and ongoing professional development, especially for new 
teachers learning inclusive practices. HOD at School B added, 

“Teacher support systems, such as mentoring and peer learning, are crucial. 
We need to ensure that teachers who are less experienced with inclusive 
education have the necessary support to implement strategies successfully.”  

This observation aligns with research by Maughan et al. (2020), 
which suggests that effective professional development is crucial for 
equipping teachers with the skills needed to meet the diverse needs of 
schoolchildren in inclusive classrooms. 

Another critical element identified by the study was the provision of 
emotional and psychological support for marginalised school children. 
HOD at School E said: “Schools must provide emotional and psychological 
support to marginalised children. Many come from difficult backgrounds, and 
having a school counselor or psychologist can significantly improve their ability 
to succeed academically.”  

The findings tally with Rose and Howley (2022), who highlighted 
that emotional and psychological support is particularly beneficial for 
marginalised school children, many of whom face trauma or social 
challenges outside the classroom. Providing a safe and supportive 
school environment can significantly boost students' academic 
performance. In support, Cohen et al. (2022) stated that school-based 
mental health services are associated with improved academic 
outcomes and greater school engagement for marginalised school 
children. 

The findings also demonstrated that when community leaders are 
involved in the educational process, marginalised children feel more 
valued and motivated to succeed academically. Principal D and several 
parents recognised that involving the community strengthens inclusive 
education. Parent C explained:  

“I have seen a big change since they started involving parents in school 
meetings and planning. We feel part of our children’s education now.” 

This is consistent with Epstein's (2021) findings, which suggest that 
family and community engagement are key factors in improving 
educational outcomes for schoolchildren, especially those from 
marginalised groups. In support, Ainscow (2022) further argued that 
community involvement in inclusive education is crucial to its success. 
When communities are educated about the benefits of inclusive 
practices, they are more likely to support inclusive policies and 
contribute to the creation of a more supportive environment for 
marginalised school children. 

Challenges to inclusive education access and their influence on 
student performance in Epupa 

Participants were asked about the challenges marginalised 
schoolchildren face in accessing and participating in inclusive education 
programs in the Epupa Constituency, and how these challenges 
influence their academic achievement. The results demonstrated that 
the schools are poorly equipped, with overcrowded classrooms and 
insufficient facilities, such as ramps for learners with disabilities. 
Principals frequently noted the limitations of school facilities.  

As Principal A explained 
“Our school struggles with basic infrastructure. We lack ramps for learners 

in wheelchairs, and some of our classrooms are overcrowded. This makes it 
difficult for school children with disabilities or those from disadvantaged 
backgrounds to participate fully in lessons.” 

This physical inaccessibility is a significant barrier for learners who 
face mobility challenges or other physical impairments. In line with 
O'Connor's (2021) findings, inadequate physical infrastructure is a 
primary obstacle to inclusive education, particularly in rural and 
underserved areas. Schoolchildren with disabilities often experience 
challenges accessing classrooms and participating in lessons, leading to 
academic disengagement and low academic achievement (Florian, 
2022). 



Int. j. sud. syst. rev.                                                                              Maekopo et al., 2026 

79 

It was also confirmed from the findings that remote locations and 
poor road infrastructure exacerbate the issue, making it difficult for 
marginalised school children to attend school regularly. Parents echoed 
these challenges. Parent A shared: 

“Sometimes my child misses school because we live far and there is no proper 
transport. Walking long distances in the heat makes her tired and late.” 

This aligns with Ainscow (2022), who emphasised that physical 
barriers to education, such as inaccessible school buildings or 
transportation issues, can prevent marginalised children from fully 
participating in learning activities, thereby negatively impacting their 
academic outcomes. 

The findings also indicated that there is still a prevalent belief that 
children with disabilities or those from marginalised communities are 
"less capable," which negatively affects their self-esteem and their ability 
to engage fully in school activities. Cultural perceptions continue to 
hinder progress. Principal B observed: 

“Cultural attitudes in this community still view children with disabilities 
or those from marginalised groups as less capable. This affects their self-esteem 
and hinders them from fully engaging in school activities.” 

This aligns with the findings of Rose and Howley (2022), who noted 
that stigmatisation and negative societal perceptions can diminish the 
self-worth of marginalised school children, leading to a lack of 
motivation and poor academic performance.  

It was also revealed that marginalised children, including those from 
disadvantaged ethnic or socioeconomic backgrounds, face additional 
barriers to inclusion, making it harder for them to integrate into the 
classroom setting. HOD C also stated:  

“There is a stigma associated with inclusive education here. Some children 
are marginalised not only because of disabilities but also due to their ethnicity 
or economic background. This makes it difficult for teachers to reach them 
academically.”  

The findings are in correspondence with Pivik et al. (2022), who said 
that societal attitudes often create an environment where marginalised 
children are overlooked, which can significantly hinder their academic 
progress and engagement. 

The findings also pointed out that general education teachers often 
lack the specialised training required to effectively teach learners with 
diverse learning needs. Participants across all categories highlighted the 
gap in teacher preparation. Principal C pointed out: 
“We do not have enough trained special education teachers. Teachers in general 
education are often ill-prepared to accommodate school children with specific 
learning needs, which impacts the quality of education for these children.” 

This finding aligns with the work of Avramidis and Norwich (2022), 
who argued that teacher training plays a pivotal role in the success of 
inclusive education. Without adequate knowledge and skills, teachers 
struggle to implement inclusive practices, and marginalised school 
children are left with insufficient support. The findings also confirmed 
that teachers often experience frustration due to a lack of resources and 
curriculum-adaptation guidelines. 

The findings also highlighted that some parents from marginalised 
communities do not understand the value of education, and as a result, 
they may not prioritise sending their children to school. This lack of 
parental involvement significantly limits the number of children who 
could benefit from inclusive education programs. Some parents 
expressed limited engagement with the school. Principal D noted: 

“Some parents from marginalised communities don’t see the value of 
education, so they don’t prioritise sending their children to school. This limits 
the number of children who could benefit from inclusive education”. 

This finding is supported by Epstein's (2021) research, which 
emphasises the importance of parental engagement in the educational 
process, particularly for marginalised schoolchildren. Community 
awareness about the benefits of inclusive education is critical for 
ensuring that marginalised children are enrolled in school and 
supported throughout their academic journey. In support, Ainscow 
(2022) said that this issue is particularly evident in rural areas, where 
cultural norms and economic constraints can result in the exclusion of 

marginalised children from educational opportunities  
Stakeholder attitudes and the effectiveness of inclusive education 

in the Kunene region 
Participants were asked to share their opinions on how stakeholder 

attitudes toward inclusive education influence the academic success of 
marginalised learners in Kunene. The analysis of interviews revealed 
that some educators view inclusive education as an additional burden 
rather than an essential right for all school children. Teachers expressed 
that accommodating school children with diverse needs, including 
those with disabilities, can be overwhelming without sufficient 
resources or training. Several principals reflected on the role of school 
leadership and staff mindsets in either enabling or hindering inclusive 
education. Principal A noted:  

“I believe that inclusive education is a fundamental right for all school 
children, and we strive to provide that in our school. However, not all teachers 
are on board, and there is still resistance from some staff who feel that it is too 
much work to accommodate school children with disabilities.” 

This sentiment is consistent with findings by Avramidis and 
Norwich (2022), who suggested that teachers' attitudes toward inclusion 
are often shaped by their perceived readiness and ability to 
accommodate diverse learning needs. The findings also confirmed that 
the absence of specialised training in inclusive teaching strategies can 
lead to frustration and reluctance among teachers to fully embrace 
inclusive practices. Teacher preparation was frequently linked to 
positive perceptions. Principal C argued: “ 

“We need more government support in terms of resources. If the government 
provides proper training for teachers and invests in assistive technologies, I 
believe the academic outcomes of marginalised school children would improve 
significantly”. 

This aligns with Sharma et al. (2022), who argued that teacher 
training in inclusive practices is essential to creating an inclusive 
classroom environment. Teachers who are not adequately prepared 
may struggle to provide the necessary support for marginalised school 
children, undermining the potential benefits of inclusive education. 

Further novel findings were that a shift in the attitudes of teachers 
can significantly impact the learning outcomes of marginalised school 
children. Parent D shared a personal experience: 

“Omaunguriro womwatje wandje yaa ruka kehi tjinene mena ronkutja 
osomitiri tjiva kase yandja ombango ndjiveso kujandja kovahongwa, poo rumwe 
irira kokutja kasomitiri avehe nda muna omahongero okuvatera ovanatje otja 
pombunguriro yavo poo pounongo wouripura wavo.’ (Translated: ‘My child's 
progress was slowed down because the teacher was not supportive. My child 
has a disability, and we faced discrimination.” 

 In line with this, Forlin (2020) said that positive teacher attitudes that 
view inclusion as an opportunity for growth and development can 
enhance both the learning environment and academic outcomes for 
marginalised school children. By changing teachers' perceptions, 
schools can create more engaging and accessible lesson plans that 
benefit all school children, as suggested by Günay et al. (2023). 

The results also revealed that leadership is a key factor in either 
fostering or hindering the implementation of inclusive education. HOD 
C reinforced this point:  

“If we focus on changing the perceptions of the teachers, we can shift the 
entire school's culture. Teachers need to see the positive impact of inclusive 
education on both the marginalised school children and the general classroom 
dynamic.” 

Similarly, Fullan (2021) supports this finding, noting that principals' 
leadership can significantly shape a school's culture. When principals 
model inclusive values, engage in continuous professional 
development, and advocate for the resources needed, they set the tone 
for the entire school. In this context, principals who actively promote 
inclusive education create an environment where both teachers and 
community members are more likely to adopt positive attitudes toward 
inclusion. 

The findings also showed that community leaders' support is critical 
to the success of inclusive education. When community leaders endorse 
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inclusive practices, it can enhance enrollment and participation, while 
stigma and resistance within the community can undermine these 
efforts. Supporting this, Teacher E said:  

“There’s a lot of stigma about learners with disabilities or different needs. If 
the community and school worked together to reduce this stigma, we could 
create an environment where all school children thrive.” 

As noted by Jeynes (2022), strong community involvement and 
support are essential for sustaining educational initiatives, including 
inclusive education. Community leaders who actively promote the 
benefits of inclusive education can help shift negative perceptions and 
reduce the stigma associated with marginalised school children. 

Strategies for enhancing inclusive education and academic 
achievement for marginalised learners in Epupa 

Results from the participants emphasised the importance of teacher 
training in inclusive education practices. Teachers who participated in 
continuous professional development workshops were more confident 
in adapting their teaching methods to diverse learning needs, while 
those without such training reported challenges in implementing 
inclusive strategies. Parent B: 

“Nda mono kutja osongariva sositambi poveta osomwatje vitji. Mena 
okuravapehi vovakuru pombasu navo osongariva” (Back-translation: “I have 
seen that teacher training helps children. We need more training programmes 
for teachers in our schools”). 

This observation is supported by Sharma et al. (2022), who found that 
teachers with inclusive pedagogical skills were more likely to use 
differentiated instruction, thereby improving learner engagement and 
performance. Conversely, Slee and Tomlinson (2018) caution that 
training alone cannot address systemic issues such as large class sizes, 
rigid curricula, and cultural attitudes that marginalise learners. This 
highlights the need to integrate professional development with broader 
systemic reforms. 

Another key point emerging from the findings is that inclusive 
education cannot thrive without sustained government investment. 
While NGOs and donor agencies have helped fill gaps, long-term 
sustainability depends on national policies and funding commitments. 
Principal D emphasised:  

“The government must provide more infrastructure ramps, accessible 
classrooms, and transport. In rural areas like Epupa, the lack of facilities is a 
major barrier.”  

According to UNESCO (2023), governments must integrate inclusive 
education into national planning and budgeting processes to ensure that 
resources, teacher training, and infrastructure improvements reach all 
schools equitably. Similarly, Mwania and Wanjohi (2022) emphasised 
that policy coherence, particularly in rural African contexts, is essential 
for overcoming cultural and structural barriers. Without such 
investment, inclusive education risks fragmentation and donor 
dependence, undermining its effectiveness. 

The findings underscored the pivotal role of community and parental 
engagement in strengthening inclusive education programs. 
Participants consistently highlighted that active involvement from 
families and communities is essential for reducing stigma and 
reinforcing inclusive practices. Parent D: “Tjinene kutja va tokereke 
ovasikore vokarunga. Ovanatje vedu va hanga ovipuka pokukara nounguro, 
kutja tu vaterere.” (Back-translation: “It is good that schools involve parents. 
Our children face challenges, and only through collaboration can we support 
them.”) For instance, a study by Mwania and Wanjohi (2022) found that 
engaging low-income and underserved families can reduce barriers to 
children's learning, especially when schools initiate communication and 
design strategies to work collaboratively with them to support student 
learning. While the benefits of community and parental engagement are 
well-documented, challenges persist in implementing these strategies 
effectively. Barriers such as insufficient communication, language 
differences, and time constraints can hinder meaningful involvement.  

VI. CONCLUSION 

Inclusive education is an essential step toward creating a more 

equitable society where all children, regardless of background or ability, 
can succeed. While challenges remain, there is clear evidence that when 
schools, teachers, communities, and government work together, 
inclusive education can have a positive impact on the academic 
achievements of marginalised school children. It is therefore vital that 
policymakers and educational leaders in the Kunene region and beyond 
continue to invest in inclusive education to break down barriers and 
unlock the full potential of all schoolchildren. 
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