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ABSTRACT Rural schools, by nature and because of their contexts, are different from urban schools. These
schools are situated in rural contexts where resources are scanty. The process of rural depopulation in South Africa
has given rise to the phenomenon of teacher and learner migration from rural areas to urban areas which are closer
to resources. However, teachers and learners from rural school often experience difficulties in adapting or being
included into urban schools. The present paper analyses and contextualizes the inclusion and exclusion experienced
by teachers and learners who move from rural schools to urban contexts. Qualitative data was collected through
case studies by means of unstructured interviews with teachers and learners. Five teachers and ten learners participated
in the study and were purposefully sampled. Inductive analytical framework was used to analyze data. Among the
findings of the study was that teachers and learners from rural schools find it difficult to integrate socially in urban
schools, that the different ways by which the two types of schools function creates constraining effect on learner
and teacher agency. The major findings were that teachers and learners feel excluded from the urban school
community as they have not been socialized adequately to occupy space as members of the new school community.
It is therefore recommended that to enhance inclusion of teachers and learners from rural into urban schools a
comprehensive preparative programme needs to be put in place which can address change in teaching and learning,
dealing with attitudes, handling new school management systems, adapting and socializing learners and teachers
within the new school culture.

INTRODUCTION

The South African Education system is com-
posed of rural and urban schools. Since the ad-
vent of the new political dispensation there has
been an influx of people from rural areas to ur-
ban areas. This rural depopulation has resulted
in the closing of small non-viable farm schools
(Reed 2013). The movement has presented some
challenges to migrating learners and teachers,
for instance, inability to relate to how urban
schools function. This is further aggravated by
the fact that rural schools and urban schools are
by nature operating differently. Coupled with
the issue of different operations is the fact that
there are prejudices and stereotypes about both
learners and teachers from rural schools posing
challenges of exclusion and thus hampered
integration.

It is significant to indicate that the broad
transformation of South African society towards
equality coincided with the initiation of a move
towards inclusion as promulgated in internation-
al documents such as the Salamanca Statement
(1994) and Dakar World Education Forum (2000)
(Engelbrecht 2006 ; Nkoane 2006).

Before 1994, the schooling system was based
on a racial and special-needs education approach

(Engelbrecht 1999; Engelbrecht et al. 2002). Af-
ter 1994, the segregated system began to be re-
placed by a unified schooling system (Christie
1995; Nkomo 1990). However, there is a need to
acknowledge that, although formal desegrega-
tion began after 1994, de facto desegregation
had begun in the late 1970s to mid-1980s (Ma-
koelle 2012). According to King (2001), the no-
tion of an integrated and comprehensive ap-
proach to inclusion focused on a critical review
of institutional policies, practices and programs,
which implies adopting a holistic approach to
inclusion. The implementation of inclusive edu-
cation in South Africa became part of the broad
social transformation of society (Sayed and Car-
rim 1998; Engelbrecht and Waghid 2002; Soudi-
en and Sayed 2004). Mitchell (2005) describes
this period as a paradigm shift from special and
ordinary categories of schooling to a single sys-
tem. But Hay, Smit and Paulsen (2006) found
that teachers’ frames of thought were informed
by the past regime, which made them less ready
to implement inclusion. The government of
South Africa drafted policies that sought to en-
sure the implementation of inclusive education,
conceptualized in Vision 2021 as encapsulated
in White Paper 6 (DoE 2001). Various guideline
documents were published to facilitate the im-
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plementation of inclusive education. On the oth-
er hand there have been efforts to create an in-
clusive society across all spheres of the South
African society making inclusion a process be-
yond schooling. However, the notion of inclu-
sion has mostly been confined to inclusion of
learners with learning barriers into the main-
stream education. This paper though, in re-
sponse to the aims captured in the constitution
(RSA 1996) to create an inclusive society at-
tempts to expand the parameters within which
inclusion is viewed. The paper focuses on in-
clusion and exclusion within a broad social trans-
formative agenda, not only as an educational
matter but as also a human rights factor which
includes teachers as well.

Aim of the Study

Since 1994 government of South Africa started
with the transformation process to overhaul the
education system, coupled with that was the
growing phenomenon of the movement of learn-
ers and teachers from rural to urban schools as
some rural schools became redundant. Howev-
er, this process often happened haphazardly and
it has not been very clear as to how to prepare
adequately for inclusion of teachers and learn-
ers from rural schools into urban schools. The
rural-urban migration of teachers presents a chal-
lenge of inclusion and integration. The follow-
ing overarching research questions were there-
fore posed:

What are the inclusion and exclusion re-
spective experiences of teachers and learners
migrating from rural to urban schools?

How can inclusion into urban schools be
facilitated?

METHODOLOGY

The study was conducted qualitatively with-
in a case study design. Qualitative data was col-
lected through case studies by means of un-
structured interviews from teachers and learn-
ers. The participants were asked the same ques-
tion: what are your experiences of moving from
a rural to an urban school? Follow-up questions
were asked to determine the clarity in under-
standing. Five teachers and ten learners partici-
pated in the study and were purposefully se-
lected. Having the unpredictability of migration
of teachers and learners the participants were a

mix of 2 Black male teachers and 3 Black female
teachers. Leaners were 4 Black males in grade 10
and 6 females in grade 10. These were teachers
and learners that were recently accommodated
in an urban school from three small rural schools.
Interviews were conducted in a classroom after
school. The voice recorder was used to collect
data. Interviews were transcribed for analysis.
Data was analyzed using an inductive analysis
framework. The following steps were followed
in the analysis of data: The following steps
formed the basis of the analysis process (Laws
et al. 2003: 395):

Step 1: Reading and rereading all the col-
lected data

The purpose of reading the data closely was
to ensure that the researcher was fully conver-
sant with it, thus making the process of analysis
more manageable.

Step 2: Making a preliminary list of themes
arising out of the data

Data was categorised from which the themes
were derived to make data much more manage-
able.

Step 3: Reading the data again to confirm
the themes

By reading the data several times, the re-
searcher was able to verify that the themes were
correct.

Step 4: Linking the themes to quotations
and notes

The researcher then wrote themes alongside
the quotations and notes as the researcher went
through the data.

Step 5: Looking through the categories of
themes to give an interpretation(s)

In the course of analysing the data, the at-
tempted to answer the following questions: how
is data answering research question?

Step 6: Designing a tool to assist in dis-
cerning patterns in the data

In order to triangulate and determine the pat-
terns during data analysis, a spreadsheet was
used which gave a summary of the themes. For
example, the spreadsheet recorded the title of
the theme and quotations from different sets of
data.

Step 7: Interpreting the data and deriving
meaning

During this stage, the researcher read the
quotations and derived the meanings they were
indicating in relation to each of them. This re-
sulted in interpretations, which that the research-



TEACHERS AND LEARNER’S EXPERIENCES OF MIGRATING FROM RURAL TO URBAN SCHOOLS 1099

er presented according to each theme. Structur-
ation theory was used as a theoretical lens to
deconstruct the duality of teacher and learner
agency and structure. To use structuration as a
lens the following question was asked: what are
the implications of rural to urban migration of
teachers and learners to their agency? (ability to
function within the new schools).

Theoretical Framework

In the present paper it is important to locate
the discussion around three significant con-
cepts, that is, structure, agency and culture which
were adopted from the Structuration Theory of
Giddens (1994, 2013).  In this study the structure
is assumed to be the new school, agency is the
process by which teachers and learners operate
within the new school as structure.  Culture is
conceived to be the conditions and processes
normative for education systems in a specific
school (Hays 1994).

It is often taken for granted that the struc-
ture has a profound influence on agents operat-
ing within it. There is also a contending view
that agents within the structure also have influ-
ence on how the structure functions. Hays (1994)
postulates that a social structure is systematic,
patterned, static and usually constrained in na-
ture and format. It is significant to highlight
Hays’s (1994) argument in attempting to con-
ceptualize agency within the structure but fur-
ther making a contrasting analogous distinction
between the two by noting that agency as op-
posed to structure is active, individual and usu-
ally represents freedom.

The significance of Hays (1994)’ argument
becomes central to the researcher’s conceptual
prism in the sense that it brings the notion of
culture which is subjective, ideal and not struc-
tured and as opposed to structure. Culture is
internal and requires interpretation while the
structure is external and publicly available. The
central tenet of the argument given in the above
conceptualizations is to unmask the role of edu-
cational culture within the system as influenced
by agency and visa versa, thus determining du-
ality between the two. Like Hays (1994) it suffic-
es to argue that culture is part of the structure,
however, mostly linked to agency. Hays (1994)
argues that the fact that humans choose value
they wish to subscribe to encapsulate the no-
tion of voluntarism which posit that agency be-

comes part of such a process. In the same argu-
ment, a culture therefore relates to agency and
consequently becomes part of the structure. The
following quote illustrates the argument.

A structural argument is overly determinis-
tic while cultural arguments are celebrated as
those that demonstrate human freedom and re-
sistance in the face of structural constraints
(Hays 1994: 23)

The central idea is to expose the determinis-
tic, enabling, constraining nature of the struc-
ture. In the present paper it is therefore argued
that teachers and learners operate as agents with-
in the school as a structure, their agency is sub-
jugated and constrained by the structural deter-
minism and vice versa. Their activities which
transcend voluntarism produce traits compati-
ble to the constraining structure, thus develops
in what Hays (1994) calls the structurally repro-
duced agency. Conversely the communicative
rational acts of agents reject the structural de-
terminism and may often result into what could
be described as a revolution against structural
dominance resulting in a transformative agency
which has the potential to change the very na-
ture of the structure. Therefore culture becomes
an intermediary between structure and agency.
Thus culture in structure is conceptualized as:

a social durable, layered, pattern of cogni-
tive systems that are at once material and ide-
al, objective and subjectively embodied in arti-
fact and embedded in behavior, passed about
in interaction, internalized in and personali-
ties and externalized in institutions (Hays 1994:
18).

The above quote emphasizes the composi-
tion of culture in structure as embodied in hu-
man social relations and meanings. The systems
of social relations could include roles and rela-
tionships in education, religion, race, gender,
beliefs or values. Hays’ conceptualization of
culture provides a valuable insight into what
could be called educational culture which pre-
supposes the sub-cultures in schools which may
be rural or urban. This further indicates that ed-
ucational culture in rural and urban contexts with-
in the structure may or may not influence teach-
er agency.

The migration of teachers from rural to ur-
ban schools is conceptualized within the broad-
er context of social structuration. Gross and
Lindquist (1994) in their work draws their con-
ceptualization of migration as concept that re-
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sembles principles in Giddens’ structuration the-
ory (1994). They argue that the dialectical  rela-
tions between the structure and agency which
manifests in what is termed the “duality of struc-
ture” presupposes a critical  lens that is used in
the paper to deconstruct the notion of teacher
and learner agency within the structure. Accord-
ing to Gross and Lindquist (1994), the migration
of labor is a process influenced by the social
structure with its constraining character and
determinism. The structure and its constraining
impact on agents places an emphasis on the pro-
cess through which either structure is repro-
duced or transformed as a result of transcen-
dental agency (Giddens 2013).

Conceptualizing School Culture
Within Structure

It is crucial at this stage to conceptualize the
notion of school culture and discuss how is re-
lated to the structure (school in this case). The
impact of how structure (school and all its val-
ues) presupposes the role of teachers and learn-
ers as agents and respond to their agency and
produce the duality between agency and struc-
ture becomes crucial.

Culture is conceptualized as a group’s shared
beliefs, customs and behavior (Raywid 2001).
School culture encompasses aspects such as
school schedules, curriculum demographics and
school policies (Mack 2013). Raywid (2001) sub-
mits that school culture is heavily influenced by
social interactions which occur within its exis-
tential structures to give the school its charac-
ter and nature. School therefore has different
sub-cultures which operate within the broader
school culture which function in the broader
school community’s socio-cultural framework.
Raywid (2001:107) sums the notion of school
culture as:

A school is also a culture and has personal-
ity of its own. It has hopefully, some cherished,
traditions, unwritten rules, unspoken expecta-
tions, a proud heritage or pats, and a sense of
spirit, it may have a special song symbolizing
what is important, it may have special tradi-
tions and meaning that are uniquely its own, in
the other words  it has a unique personality of
its own (Raywid 2001:107).

The culture of the school influences agents
within it which are in this case, teachers and
learners. Teachers and learners as agents within

the structure develop traits and characters de-
volving from the structural determinism and con-
straints. The migration of teachers and learners
from small rural school to large urban school
require that their agency transcends the con-
straining boundaries of the structure to adapt to
the new situation. This can be achieved, firstly
by determining how teachers and learners as
agents change within the structure function, and
secondly, by determining how change is resist-
ed. The understanding of how change happens
would give a clear picture of how teachers and
learners use their agency within the school edu-
cation structure to determine the character and
nature of the structure and how the constraints
of structure determine their beliefs, values and
character.

Conceptualizing Change as a Prerequisite
for Agency within the Structure

Fullan (1999) distinguishes between two the-
ories of educational change, namely, complexity
or chaos theory and evolutionary theory. Com-
plexity theory of change denotes that change is
an interactive rather than a linear process. The
link between cause and effect does not exist and
change operates in a continuum ranging from
the scale of stability to instability (Fullan 1999).

Evolutionary theory refers to how humans
evolve with time in relation to their interaction
and cooperative behavior (Fullan 1999). The
school are places where activities take place in a
planned routine and time tabling, however when
things have to be implemented the school as
part of the broader social structure is an unpre-
dictable environment. It is for this reason that
complexity theory becomes important for the
process of educational change.

Change is dependent on the capacity of
teachers and learners (their agency) to create
knowledge with the purpose of learning new
ideas (Hargreaves 2013). Change takes in what
is called a “social collaboration context”. The
process of social collaboration occurs within the
framework of a collaboration culture as part of
the broad school educational structure. The cul-
ture where all members of the school community
work as a team to achieve a common purpose
supposes an interwoven immediate structural
network. Social collaboration respects diversity
while building trust among the participants. So-
cial collaboration may instill anxiety among the
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participants and also likewise absorb it. Knowl-
edge is created through interactive engagement
and connections. Change is an open system,
subject to the contribution from the collaborat-
ing member (Fullan 1999). The spiritual, political
and intellectual aspects are significant during
the process of change. The process of change
could transcend beyond the periphery of the
school into the outside world through making
connections, what Ainscow et al. (2006) refers
to “network”.

Similarly, Hoban (2002) conceptualizes com-
plex theory by using the analogy of “systems
approach” to define the school’s change pro-
cess as a system. He postulates that education-
al change is a complex system, and change is
dynamic and metabletic in nature. The dynamic
nature of teaching also makes change even more
complex, because each situation represents a
unique educational context drawn from a diverse
knowledge, cultural and socio economic back-
ground. Hoban (2002) accepts that educational
change can only materialize as a collective rath-
er than an individual endeavor.

To think about a change teachers and learn-
ers have to apply what Hoban (2002) calls “sys-
tems thinking” which is seeing the interrelation
between the whole and its parts. Systems think-
ing is in contrast with the notion of a piecemeal
approach to the implementation of change, draw-
ing from the fact that reality could be so complex
and dynamic that it refutes the linear cause–
effect model of educational change.

The notion of how teachers and learners
change is a complex phenomenon. Mittler
(2000:134) refers to this process as ongoing.
Mittler (2000) highlights that it is significant for
teachers and learners to take opportunity to re-
flect on the proposal for change by reviewing
their values and beliefs affecting their day to
day work. Fullan (2001) goes further to indicate
that educational change should be planned
around the context and the prevailing local cul-
ture. It requires that all involved with the change
process show high level of commitment acknowl-
edging diversity and instilling tolerance of the
opinions of other. It is significant that the partic-
ipants in the change process exercise have at-
tention and patience as every change takes time
to be realized. Conversely, Richards et al. (2001)
conceptualizes the notion of change by refer-
ring to it as a process encompassing concepts
like beliefs, attitude, knowledge, understanding,

and self-awareness and teaching practice.
Teacher and learner beliefs are important because
their belief and context shape how they will re-
late to the change process. Change process be-
comes more effective when a bottom up approach
rather than a top down approach is modeled.

FINDINGS

The analysis of data pointed out that within
the structure agents (teachers and learners) are
subjugated by the structural trajectories and
these manifests into commonly held discursive-
ly and structurally produced stereotypes. These
were synthesized into the following themes:

Teaching and Learning

This theme focused on the conditions of
teaching in terms of the resources and peda-
gogic approach between the rural and the urban
school. Firstly the data has demonstrated that
the difference in terms of resources in rural and
urban schools influenced how both learners and
teacher conceptualized teaching and learning
processes. For example teachers highlighted that
the under resourced conditions of their previ-
ous rural school has resulted in them working in
a different way from that in urban schools; one
teacher alluded “because we do not have elec-
tronic machines such as photocopy and com-
puters our work in rural schools is different as
most of the things have to be done manually”
while there seemed to be an excitement about
the impact technology will have on their work,
teachers were worried that their ability to use
some of the technology  acted as a barrier to-
wards effective teaching, for instance this is
what one of the teachers said “ I am happy that
we are going to use computers, I hear that they
make the work easier but I still have to learn
how to use it”

The analysis has revealed that learners had
challenges being taught by different teachers
per grade. For instance one learner said “at our
previous school we were taught by one teacher
for all grades so, we had similar things to ex-
pect from a teacher, unlike here” It also seemed
as though that learners felt learning in urban
schools was more individualistic in the sense
that less collaborative learning occurred across
grades as learners are in different classes. For
instance the following extract provided evidence
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in that regard “here you can’t work with learn-
ers in other grades because grades are sepa-
rated, at our school we had only two classes for
all grades”

Data informs that change from a multi-grade
teaching used in a rural school to a mono-teach-
ing approach poses challenges to both teachers
and learners. Asked about the change in teach-
ing approach one teacher indicated “in rural
school you present one lesson that integrates
all grades but here you have to plan each les-
son and assessment for every grade separately
and because of high numbers marking becomes
a challenging task”

It also seem clear that teachers are concerned
that in rural schools where some were principals
the control of work was not as frequent and ro-
bust as at urban school, for example one teacher
who was a principal at a rural school said “at my
school no one controlled my work Learning
facilitators and Circuit Managers did not come
as frequently as they do here, and also the HOD
here is checking”

Attitudes and Beliefs

Data displays that teachers and learners from
rural schools developed an inferiority once in
urban schools, for example asked about how
confident they are about been in an urban school
one teacher postulated “because of the size of
the urban school one does not always feel con-
fident and motivated to do good, but maybe the
feeling will improve over time.” The same sen-
timents were echoed by the learner who indicat-
ed “I see that here there were more clever learn-
ers in our class, they speak English.”

Data also points out that learners and teach-
ers had perceptions about how they are regard-
ed by their fellow urban counterparts, for in-
stance one teacher said “because I am from the
farm school, my colleagues here feel I am a less
teacher than them.” The same sentiments were
supported when one of the learners said this
“learners here lough at me when I can’t speak
English in the class, I am now afraid to answer
question in the class.”

Governance and Management

The analysis points out that teachers felt
parents at urban schools are more active in the
school and are more informed about the school

policies, for instance one of the teacher indicat-
ed “here parents are interested to know what
is happening to their children’s work, on the
farm parents are working late hours and few of
them are interested in what is happening to the
education of their children…they do not even
challenge the teacher if they are not happy
about progress of children compared to here.”
It was also a feeling that there were too many
conflicts at the urban school such that some-
times teaching is affected negatively for exam-
ple the extract of this teacher supported this
“because there is too many teachers and learn-
ers I experience lots of conflict as weekly there
are issues between teachers or a teacher and
learner or teachers and a parent.”

School Culture and Socialization

There was an indication by teachers that
school culture in urban schools is very enter-
taining for example one teacher alluded “on the
farm you are alone with learners or with only
one or two colleagues and no other activities
to entertain yourselves after work.” However
there was also a strong feeling that more enter-
tainment in urban schools was sometimes a dis-
ruption to effective teaching and learning for
example one of the teacher highlighted “there is
too many functions here at our school which
sometimes waste the learner’s time for tuition.”
Data also shows that teacher felt excluded so-
cially by their counterparts and are still referred
to as farm school teachers by their peers, this
quote evidenced this “I feel one has not been
fully accepted here, during break people sit
into little groups, I am still struggling to find a
person to sit with.”

DISCUSSION

The study investigates that teachers and
learners once accommodated in an urban school
experience challenges in terms of the use of elec-
tronic resources that  are not been used in rural
schools. This apparently will impact on the ef-
fectiveness of their teaching and learning pro-
cess. The study further indicates that the differ-
ence of teaching approaches could impact neg-
atively on both teachers and learners in that ru-
ral mode of teaching in predominantly multi-
grade and in urban is mono-grade. The way
teachers prepare and present lessons in the two
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modes is different and apparently poses chal-
lenges to teachers employed in urban schools.
The issue of numbers presents a challenge es-
pecially when teachers are used to a few rural
numbers where it is easy to give all learners the
attention they require. Further numbers in ur-
ban schools come with more administrative load
of teaching and marking which teachers are of-
ten not prepared for.

The study has demonstrated that learning is
also affected, being taught  in a different style
and by different teachers creates a learning bar-
rier for learner who have been in rural schools
where such was not a practice. Further, the study
posits that learning in a rural context is highly
collaborative therefore the less collaborative
nature of urban school classroom seems to im-
pact negatively on learners.

The study points out that teachers and learn-
ers experience less confidence and the conse-
quence is that could potentially impact on their
motivation and consequently their ability to be
effective during teaching and learning.

There seems to be a clear indication that
teachers are not prepared for the increase in con-
flict situations in large urban schools which are
caused by the fact that the schools are bigger
and complex and have more learners and teach-
er than rural schools. The study indicate that
teachers are overwhelmed by parental involve-
ment and activity which according to then is
alien to rural schools. It is also clear that the
routine urban schools or the way they function
presents a challenge to teachers as there are
usually more disruptions as compared to their
previous school. The study has also found out
that teachers are usually less prepared for the
frequent and robust control measures in urban
school. Finally, both teachers and learners feel
excluded from the urban school community as
they have not been socialized adequately to
occupy space as members of the new school
community.

CONCLUSION

While there could be a critique that rural
schools are different, so are urban schools and
that there cannot be a universal way of dealing
with transition from one school to the next, how-
ever, the study provides the ground breaking
framework to enhance inclusion and integration
of learners into urban schools particularly those

from small rural schools.  The study has expand-
ed the dimension through which inclusion is
viewed and makes a valuable contribution to
inclusion as a philosophy.

RECOMMENDATIONS

While it is acknowledged that each situation
is unique and that no recipe could be helpful in
all situations it is in order though to recommend
that to enhance integration and inclusion of
teachers and learners from rural into urban
schools a comprehensive preparative pro-
gramme needs to be put in place by the depart-
ment of education. Such a programme must fo-
cus on preparing teachers and learners about
the different teaching and learning approaches
between their previous rural school and the new
urban school. The items of the training pro-
gramme are derived from the themes in the find-
ings:

Teaching and learning modalities of an
urban school: the item could focus on facil-
itating both teaching and learning within
urban context.
Changing attitudes in schools: addressing
the basic human relations among fellow
learners and colleagues.
Adapting to new school culture and so-
cialization processes: exploring alternative
coping and adaptive mechanism to new
school culture.

There may also be efforts to socialize teach-
ers and learners into the new school and mem-
bers of the new schools should also be subject-
ed to programme such that there could be ac-
ceptance to facilitate a smooth inclusion.

REFERENCES

Ainscow M, Booth T, Dyson A 2006. Improving
Schools, Developing Inclusion. London: Routledge.

Christie P 1995. Transition tricks? Policy models for
school desegregation in South Africa. Journal of
Education Policy, 10(1): 45–55.

Department of Education 2001. Education White Pa-
per 6: Building an Inclusive Education and Train-
ing and System. Pretoria: Government Printers.

Engelbrecht P 1999. A theoretical framework for in-
clusive education. In: P Engelbrecht, L Green, S
Naicker, L Engelbrecht (Eds.): Inclusive Education
in Action in South Africa. Pretoria: Van Schaik, pp.
3–12.

Engelbrecht P 2006. The implementation of inclusive
education in South Africa after ten years of democ-
racy. European Journal of Education, XXI (3):
253–264.



1104 T. M. MAKOELLE

Engelbrecht P, Howell C, Bassat D 2002. Educational
reform and the delivery of transition services in South
Africa: Vision, reform and change. Career Develop-
ment of Exceptional Individuals, 25(2): 59–72.

Fullan M 1999. Change Forces: The Sequel. London:
Open University Press.

Fullan M 2001. The New Meaning of Educational
Change. 3rd Edition. London: Routledge Falmer.

Giddens A 1984. The Constitution of Society: Outline of
the Theory of Structuration. California: University
of California Press.

Giddens A 2013. The Constitution of Society: Outline
of the Theory of Structuration. New Jersey: John
Wiley and Sons.

Gross J, Lindquist B 1995. Conceptualizing internation-
al labour migration: A structuration perspective. In-
ternational Migration Review, 29(2): 317-351.

Hargreaves A 2013. Push, pull and nudge: The future of
teaching and educational change. In:  X Zhu,  K
Zeichner  (Eds.): Preparing Teachers for the 21st

Century. Berlin, Heidelberg: Springer, pp. 217-236.
Hay J F, Smit J, Paulsen M 2006. Teacher preparedness

for inclusive education. South African Journal of
Education, 21(4): 213–218.

Hays S 1994. Structure and agency and the sticky prob-
lem of culture. Sociological Theory, 12: 57-57.

Hoban GF 2002. Teacher Learning for Educational
Change: A Systems Thinking Approach.  Bucking-
ham: Open University Press.

King KL 2001. From numerical to comprehensive in-
clusion: Utilizing experiences in the USA and South
Africa to conceptualize a multicultural environment.
International Journal of Inclusive Education, 5(1):
67–84.

Laws S, Harper C, Marcus R 2003. Research for Devel-
opment. London: Sage.

Makoelle TM 2012. The state of inclusive pedagogy
in South Africa: A literature review. Journal of Soci-
ology and Social Anthropology, 3(2): 93–102.

Mack DR 2013. Teacher Evaluation and School
Culture. Doctoral Dissertation. Minneapolis Walden
University.

Mitchell D 2005. Contextualizing Inclusive Educa-
tion. London: Routledge, Taylor and Francis Group.

Mittler P 2000. Working Towards Inclusive Educa-
tion: Social Context. London: David Fulton.

Nkoane MM 2006. An Analysis of Factors Inhibiting
the Access of Students with Special Educational
Needs to Higher Education in the Free State. PhD
Thesis, Unpublished. Bloemfontein: University of
the Free State.

Nkomo MO (Ed.) 1990. Pedagogy of Domination:
Toward a Democratic Education in South Africa.
Trenton, NJ: Africa World Press.

Raywid M A 2001. What to do with students who are not
succeeding. The Phi Delta Kappan, 82(8): 582-584.

Reed HE 2013. Moving across boundaries: Migration
in South Africa, 1950–2000. Demography, 50(1):
71-95.

Republic of South Africa 1996. The Constitution of the
Republic of South Africa Act No.108 of 1993. Pre-
toria: Government Printers.

Richards JC, Gallo PB, Renandya WA 2001. Exploring
teachers’ beliefs and the process of change. PAC
Journal, 1(1): 41–48.

Sayed Y, Carrim N 1998. Inclusiveness and participa-
tion in discourse of educational governance in South
Africa. International Journal of Inclusive Educa-
tion, 2(1): 29–43.

Soudien C, Sayed Y 2004. A new racial state? Exclusion
and inclusion in education policy and practice in
South Africa. Perspectives in Education, 22(4): 101–
116.

Waghid Y, Engelbrecht P 2002. Inclusive education,
policy and hope: Mapping democratic policy chang-
es on inclusion in South Africa. International Jour-
nal of Special Education, 17(1): 20–25.




