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IE is essentially about supporting all learners irrespective of their abilities. This view is
also supported by Ainscow, Booth and Dyson (2006: 25) who believe that IE is about
the processes of restructuring the cultures, policies and practices in schools so that they
respond to the diversity of students in their locality.

4.2.1.3 Inclusive education as support for all learners

Fifteen participants described IE as an education system that accommodates all
learners in public ordinary schools. According to the participants these learners must be

treated equally and be given human respect and dignity. As one participant describes:

Inclusive education is a system of education whereby learners are accommodated in
one environment, not discriminated against and are all treated equally and given
human respect and dignity. (Participant 16)

In addition to the above statement, IE is understood as a system which eradicates
segregation of learners experiencing barriers to learning. In other words IE is that which
challenges discrimination within the public ordinary school. As one participant

elaborated:

Inclusive education is a system that eradicates the system of segregating learners
experiencing barriers to learning from public ordinary school to special school.

(Participant 3)

Contrary to the above statement, four participants viewed IE as a system that labels
learners according to categories of disabilities like physical, sensory and intellectual
disabilities. They explained that these learners are identified in their classrooms by
teachers and after that those learners identified have to be referred to a certain class in
order to respond to their barriers to learning. As one participant describes:

Inclusive education is a system that labels learners. These learners are identified by
educators as struggling learners in their classrooms. After being identified educators

have to refer these learners to attend a certain class within the school in order to
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respond to their educational needs but not in their class grade that is why |

personally say inclusive education is a system of labelling learners.(Participants 9)

Two participants regarded IE as a support system where struggling learners receive
support that enables them to acquire skills like reading and writing. As one participant

explains:

Inclusive education is a system of supporting learners who were identified by
teachers in the classroom to attend unit class or LSEN class in my school to assist

learners to improve in skills like reading and writing.(Participant 19)
According to Davis (2003) support in education is central to IE. The classroom is not the
context in which the inclusion of learners is implemented. All activities taking place in
the classroom need to be supportive to learners in their learning process, especially
peer and teacher in interaction. This is further supported by Morgan (1998) who
expressed the view for classrooms to be more inclusive and a need to develop teaching
practises that lead to social inclusion in classroom learning activities. These eventually
lead to increased access to the curriculum, development of a child’s independence and

equal opportunities for all learners.

4.2.1.4 Inclusive education as placement of disabled learners

Ten participants from special schools described IE as placement of disabled learners in
mainstream classrooms. The participants further indicated that after a certain period of
time the learner who is not showing improvement undergoes a certain assessment by
the department for placement in the schools of skills and special schools. As one
participant describes:

Inclusive education is about placement of learners with barriers to learning in
mainstream classrooms with the necessary required support and assistance, this
placement is done after an identification process by the educator in the classroom
then other assessments are done by psychologists from the department to
recommend further placement outside the school to schools of skills and special

schools. (Participant 10)
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Twenty participants in the study described IE as a process of integrating learners with
disabilities in a mainstream learning environment irrespective of their diverse abilities.

As one participant indicated:

Inclusive education means a process of catering for all learners, no matter what

barriers these learners have. (Participant 18)

Both public ordinary and special school participants started with the assertion that IE is
about integrating learners with disability or those categorised as special educational
needs in public ordinary schools. While their understandings form part of IE philosophy,
the limited understanding could have serious implications for the way IE will be
implemented in these schools. One may regard this as a narrow view of IE. Ainscow,
Booth, Dyson (2006: 15) questions the “usefulness” of an approach to IE that focuses
on a “disabled” or special needs part of them and ignores all the other ways in which
participation for any student may be impeded or enhanced. These authors propose the
replacement of notions of special educational needs with barriers to learning. This does
not redirect attention to the segregation of learners with disabilities whose rights have

been violated.

Da Costa (2003) acknowledges that in South Africa there is a gap between
conceptualizing IE and understanding how to implement it in the day to day life of the
school which is apparent not only among teachers, but at all levels of the system. While
it is acceptable to accommodate diverse understandings, there is a potential danger.
The danger is to think that IE is a reform of special education (Barton, 2003a)

The problem with diverse understandings has to do with the possibility of framing the
structures, policies, cultures and practices according to these understandings. Some of
the cultures and practices might still be perpetuating the inequities that gave rise to the
exclusion of learners experiencing barriers to learning. Stofile (2008) warns that in a
context like South Africa, where exclusion and discrimination is deeply entrenched,
allowing different interpretations might be dangerous because proponents of specialised
education might deliberately mask special education practices by using IE concepts.

This could be tantamount to what Slee (1998: 131) describes as a “linguistic adjustment
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that presents a politically correct facade to a changing world”. As indicated earlier
Armstrong, Armstrong and Spandagou (2011) argue that inclusion may end up meaning
everything and nothing at the same time. What came from the participants is that it is
crucial that School Based Support Teams be given adequate opportunities to learn

about and fully understand their roles and the fundamental principles underlying IE.

4.2.2 Implementation of Inclusive Education in Schools

Participants were asked to explain how they implement IE in their schools. Participants
from the public ordinary school indicated that they were expected to teach and address
the needs of learners who experience difficulties in their classrooms. They also claimed
that they had an added responsibility of providing support directly to educators by giving
advice on the support strategies to be employed in the classroom. These participants
also reported that they facilitate the provision of emotional, social and educational
support from other stakeholders. Some participants indicated that they are expected to
give advice on the selection and requisition of Learning and Teaching Support Materials
for the school. Most participants claimed that they organise capacity-building
workshops for educators and parents. These workshops are run by experts from the

community, the district and Institutions of Higher Learning. Participants indicated:

| have to teach and support learners in my classroom and after school | sit in the
School Based Support Team meeting to discuss how the case can be handled by

the referring teacher (Participant 7).

We are expected to address the social related problems that are referred by the
educators. Sometimes we address problems of literacy and numeracy (Participant
6).

As a coordinator of the School Based Support Team | liaise with the social workers
or psychologist to address issues that relate to their expertise. For instance learners
that are not coping in our classes as well as those that have been raped are

assessed by the psychologist. (Participant 10)
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Participants from special schools indicated that their responsibilities are threefold. They
teach disabled learners in their classes, they feed those learners who are suffering from
cerebral palsy and they have to develop Individualised Education Plans. Over and
above this work, participants claimed that they had to support other educators by doing
demonstration lessons and advising them on the support strategies. As the excerpts

show:

In our school we teach, feed learners” and support other educators. This is what

inclusive education policy expects us to do (Participant 20).

The School Based Support Team deals with behavioural problems, absenteeism
and learners who have been identified by teachers in the classrooms (Participants
13).

As a School Based Support Team we assess learners for placement in skills

programmes (Participants 19).
In summary, it seems that the way special schools’ School Based Support Teams
implement IE is different from that of the public ordinary school. The roles and
responsibilities of the School Based Support Teams in the public ordinary school
involved teaching, identification, assessment and the referral of learners who perform
poorly as well as assisting other educators who experience difficulties in supporting
learners in their classroom. Special school’'s School Based Support Teams’ roles on the
other hand, include teaching disabled learners, the development of Individualised
Education Plans, feeding and dressing learners who have not developed these care
skills. They also support other educators. While it is not the purpose of this study to
make judgements about the extent to which these teams implement IE, it is worth noting
that the special school support team continues with the roles they played in special
education. The public ordinary school to some extent performs the role outlined in the
Education White Paper 6.
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4.2.3 Experiences of Inclusive Education

In this study, the experiences of inclusive education are consisted both successes and

challenges of inclusive education.

42.3.1 Successes of inclusive education

Most participants reported experience of successes during the implementation of IE.
Four key areas emerged from their responses and these include increased access and
participation, improved teaching practices, established teamwork as well as the
provision of assistive devices. Table 4.2 presents the summary of categories and the

responses.
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Table 4.2 A summary of categories and participants responses

! Categories ‘ Participants’ responses

Improvement of access and participation Improvement in learner
performance
Improved participation in class
activities

Conducive environment for all
learners

Respect for all learners

Every learner attends school they
are not kept at home

Inclusive admission policy
formulated

Inclusive assessment policy
formulated

Physically disabled learners are
accommodated

School buildings are renovated to
accommodate all learners

Establishment of teamwork Establishment of the School Based
Support Team
Co-teaching in classes
Working with parents
Improved working relations with
administrators

Improvement of teaching practises Curriculum differentiation is implemented

Provision of assistive devices e Hearing aids and tape recorders are
used during lesson presentation

e Wheel chairs, adapted computers and
intercom
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423.1.1 Improvement of access and participation

Five participants from the public ordinary school were impressed with their successes in
teaching learners experiencing barriers to learning. Participants felt that learners who
were referred for additional support were integrated into the mainstream classes
because of the improvement in their academic performance. They claimed that these
learners acquired knowledge during support sessions and as a result their participation
in class activities improved. As participants explained:

I am very impressed with the outcomes of implementing inclusive education
because learners are improving in the classroom because of the strategies of

inclusive education and its systems. (Participant 5)

Three public ordinary school participants claimed that through their advocacy campaign
for inclusion, some learners with disabilities in their community applied for admission to
their school. Participants reported that they were no longer kept at home as before.
Some of the participants reported that they have created environments that are
conducive for learning and through their commitment they were able to address the
needs of all learners in their classes. Some participants indicated that their school has
revised their admission policy to increase access to all learners irrespective of disability.
One participant claimed that the introduction of IE assisted her school in developing

assessment policies that are inclusive. As participants explained:

As an educator | congratulate the fact that inclusive education prepared our school
to become a conducive environment for all learners irrespective of their abilities’.
(Participant 14)

I am very grateful for implementing inclusive education in my school now we are
able to admit every learner regardless of disability. Our admission policy has been

revised.(Participant 11)

As an educator | have not been able to accommodate learners that perform below

their grade in my assessment. The school has at least developed an assessment
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policy that explains what educators can do if learners cannot read or write.

(Participant 9)

Ten public ordinary school participants mentioned that their school had made
renovations to school buildings to accommodate learners who use wheel chairs. They
reported that since their school was built thirty years ago after the introduction of IE
policy in schools, their school took the initiative to improve access to their school
building by providing for example; ramps, adapted toilets and speaker systems in some
classes where needed. As participant one explained:

Since my school was built before the integration of the education system and the

introduction of inclusive education, it was the old style building that doesn’t

accommodate physically disabled learners but after the policy of inclusive education

my school renovated the school building to accommodate everyone. (Participant 12)

42.3.1.2 Improvement of teaching practises

Six participants from the public ordinary school felt that the implementation of IE
enabled them to plan lessons that accommodate all learners in their classrooms. They
attributed this to the curriculum differentiation training they attended. These participants
reported that they felt obliged to accommodate different learning styles and learner
pace. Furthermore, participants acknowledged that they gained skills, knowledge, and
confidence on their own by being able to demonstrate curriculum differentiation in their
classrooms. They also claimed that when implementing differentiation there was an

enormous decrease of behavioural problems displayed by learners in their classrooms.
As participants explained:

As an experienced teacher of eighteen years, | regard inclusive education as an eye
opener to me because now I'm able to plan my lessons that accommodate every
learners need in my classroom. | am also able to accommodate different learning

styles to suit the learner needs. (Participant 20)
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I normally get frustrated when it comes to writing of exams by learners experiencing
barriers to learning. This inclusive education program has made our job easier than
before, as educators we now do things differently, record findings, support and do
the intervention where needed. As educators we have moved away now from
labelling learners now that we understand that each learner is different from each

other and they learn differently. (Participant 14)

One participant indicated that they were better equipped to intervene with the learners
in mainstream classes because they were provided with a tool that guides you on how

to support learners experiencing barriers in each focus area. One participant explained:

| am so pleased with the implementation of inclusive education because now our

learning support advisor has given us the tools that we can use in our school to do

interventions rather than before whereby the educator was expected to think for a

tool, it is working because it is adapted from the national curriculum statement.

(Participant 13)
According to Mentis, Quinn, Ryba (2005) and Westhood (2008), differentiation refers to
doing things differently to target the observed differences among learner behaviour and
learning patterns. A differentiated curriculum is regarded as a programme of activities
that offers a variety of activities for students who differ in abilities, knowledge and skills.
In a differentiated curriculum, teachers offer different approaches to what students
learn, how students learn and how students demonstrate what they have learned,
(Department of Education,2003). Westhood (2008) suggests that in order to achieve
optimum learning in an inclusive classroom, educators must implement differentiated

strategies.
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42313 Establishment of teamwork

Seven participants highlighted that team-building was one of the successes in their
schools. These participants described a team as a group of people made up of
individuals who each contribute their individual knowledge and skills. They reported that
they were able to establish a functional School Based Support Team within their school
setting. The participants claimed that teamwork was the initiative of inclusive education
policy. According to the participants, they supported other educators in their school
because of the training they received from the district. Most participants reported that
the District Based Support Teams facilitated good working relations among staff
members, administration and parents. The schools have developed cultures which
promote a sense of belonging and connectedness especially with parents and where

everyone feels as if they are treated as valued individuals. Most participants indicated:

We are able to identify the needs of the learners and support other colleagues in our

school because of training we received from the district. (Participant 7)

In our school now we have a great improvement in parental involvement; at least

now parents understand that learners can learn differently”. (Participant 4)

Inclusive education has helped us to have a strong administrative team which is
supported with records of interventions done in the classroom. All the paperwork

and supporting documents are now available. (Participant 19)

According to the Education White Paper 6 (Department of Education, 2001), one of the
key levers of IE is the establishment of Institutional Level Support Teams and the
District Based Support Teams. One of the benefits of working together as a team
involves the sharing of individual perspectives, experience, and skills that can be
utilised to solve complex problems.

This policy assumes that the team work will facilitate the provision of appropriate
support for educators and learners in a school environment. The above statement has
been supported by Raymond (2008), who argues that IE cannot be achieved by

individuals. This author believes that it is necessary to build a team of teachers, parents
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and professional bodies to work together in meeting the needs of learners in an
inclusive setting. Park, Henkin and Egley (2005: 462) posit that the success of school
reform depends, in part, on the effectiveness of teacher teams. These authors claim
that “teams can be places where teachers establish and strengthen dispositions
required for positive change and innovative approaches to the solution of complex

problems.”

42314 Provision of assistive devices

Two participants from the special school were impressed with the fact that the school
had been provided with appropriate assistive devices like hearing aids for leaners who
need them, tape recorders that they use during lesson presentation, adapted computers
for learners with visual disabilities, wheelchairs for physically disabled learners, and
walkers as well as standing frames to assist those with physical challenges. One

participant explained:

| feel very proud about inclusive education because now we have devices like
ramps, wheelchairs, speakers, adapted computers, recorders and the intercom at
school”. (Participant 20)

According to the assistive devices Act 1998 (Reid, 2001), the term “assistive device”
means a piece of equipment or product system whether modified or acquired
commercially that is used to increase, maintain or improve the functional capabilities of
individuals with disabilities. According to Muthukrishna, Hill and Hall (2005)), teachers
do not need to wait for learners to be assessed instead they need to bring specific
devices into their classrooms.

According to Jendren (2008) and Reid (2001) assistive devices increases the use of
learners’ senses and personal independence. This enables learners experiencing
barriers to learning to engage in activities with their peers. Kingdom, (1995) believes
that assisting devices are fundamental in the implementation of inclusive education

because learners are able to engage in activities with their peers as well as other
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learners who experience barriers to learning. According to this author, the use of
assistive devices grants autonomy to learners as they possess a sense of control over
decision making. Jendren, (2008) also argues for the use of assistive devices to
accommodate learners who experience difficulties in performing tasks. This author

identifies the use of computers for learners who struggle with writing.

4.2.3.2 Challenges of implementing inclusive education

While participants reported positive gains during the implementation, they also reported
challenges. This section presents the challenges experienced by School Based Support
Teams during the implementation of inclusive education. These include lack of capacity,
lack of resources, problem behaviour, unrealistic workloads and lack of support. Table

4.3 presents a summary of categories that emerged as well as participants’ responses.
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Table 4.3: A summary of categories and participants responses

ICategories IParticipants’ responses ’

Lack of capacity e A lack of understanding of how to implement
inclusive education

Limited resources ‘  Inadequate assistive devices

]Problem behaviours ‘ e Disruptive learners in the classrooms |

Unrealistic workload e Additional administrative work
e Big classes
e Overcrowding

Lack of support e Emotional support
e Protection

Language of teaching and e Language of learning and teaching as a
learning barrier

42321 Lack of capacity

Most participants from the public ordinary school indicated that they were unable to
teach learners experiencing barriers to learning because they were not trained to
implement IE and to teach learners that perform below the grade. Consequently,
learners’ educational needs and the needs of their colleagues were not adequately
addressed. More specifically, participants indicated that they did not think they were
adequately skilled to support other educators when they themselves experienced
difficulties in their classrooms. Participants felt that they did not have adequate
knowledge about when and how referrals should be done to the district officials and

social workers. These participants explained:
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| really do not think | am skilled enough to support my colleagues. | also experience

problems in my own classroom. (Participant 10)

We did training that adequately prepared us for the job we are expected to do in our

team. (Participant 17)

| feel that | cannot provide the support learners need because | don’t have sufficient

knowledge about learning disabilities. (Participant 13)

These findings show that having educators who do not feel they have the knowledge
and skills necessary to effectively teach learners in inclusive classrooms creates an
inevitable barrier to the implementation of IE. The findings also suggest that while the
establishment of School Based Support Teams is an essential component in the
implementation of IE, policy assumes that once established, these teams will
automatically know what to do.

Moreno (2007: 172) contends that “teaching challenging content to learners who bring
very different experiences to the classroom depends on the capacity of practitioners to
create diverse learning experiences and connect to what students know and how they
effectively learn. According to Stofile (2008), Stofile, Raymond and Moletsane (2013)
the success of any public policy, including IE policy, rests on the capacity to implement
it. These authors further argue that without the necessary skills and knowledge,
educators are likely to feel less confident about their ability to effectively include
learners with diverse needs. This will also affect their confidence in supporting other
educators. This resonates with the NCNET and NCESS report (Department of
Education, 1997) which argues that if capacity is lacking then the teaching and learning

will not be effective.

There is a general view that formal training is an important factor in improving
educators’ views and actions toward the implementation of inclusive education (Mentis,
Quinn & Ryba, 2005). According to Brian and Ryba (2005), without a coherent plan for
educator training in the educational needs of learners with barriers to learning, attempts
to include them in regular schools will be difficult. The NCSNET and NCESS Report

67



(Department of Education, 1997) argued that the absence of on-going services training
and upgrading training of teachers often leads to a lack of innovative practices in the
classroom. Walton and Lloyd (2012) also affirm that a lack of appropriate pre and in-
service training and preparation for inclusive classrooms constrain the implementation

of inclusive education in South Africa. .

This resonates with Donald and Hlongwane (2003), Hay (2003), Luseno (2000) Salend
and Duhaney (1999) who argue that effective implementation of inclusive programmes
requires that the educators know the characteristics of children with disabilities, the
special education laws, strategies for assessing the learners needs, and strategies for
teaching and structuring instruction to individual learner needs, if they are to
successfully educate exceptional learners in inclusive settings. Johnstone and
Chapman (2009) indicate that any innovation increases the complexity of educators’
work lives because they are expected to learn new content, teach and assess differently
or use different teaching materials. These authors’ view is that complexity can be
altered by providing educators with sufficient training that allows them to master, and
feel confident about the new approach advocated.

UNESCO (2005) rejects claims for the need for special skills and expertise, viewing
them as misconceptions. UNESCO argues that these claims are obstacles to adopting
an inclusive approach. While UNESCOQ'’s position cannot be dismissed | do think an
inclusive approach needs to be mediated to participants in order for them to understand

and this can be done through training but should not be limited to training.
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4.2.3.2.2 Lack of support

The participants viewed support as critical for the implementation of inclusive education.
Fourteen participants indicated that they did not get support from parents, school
management teams and experts from the Department of Education. This, according to
the participants, made it impossible to effectively provide support to learners who
experience barriers to learning and to other educators as expected by the Education
White Paper 6. The participants expressed the need to receive psychological and
educational support from different stakeholders. Some of the participants claimed that
they suffered from secondary trauma because of the cases they listened to during their
School Based Support Team meetings. They felt that they could have been provided
with counselling services by the psychologists or school counsellors after the meetings.
One patrticipant expressed that:

Our job as School Based Support Teams is hectic. We need counselling services
sometimes. We listen to serious cases and we are sometimes traumatised.

(Participant 8)

The majority of the participants expressed the need to be protected from the threats
they were subjected to by the perpetrators who did not want them to report and refer
cases of neglect, and physical and sexual abuse to the social workers. As participants

explains:

| feel that the Department of Education does not support or protect us from hostility
when we report cases of abuse to social workers. We stay with the perpetrators in
our communities and there are possibilities that we could be killed when we report
crime. | sometimes wonder whether this is really our responsibility to listen to some

of these cases. (Participant 9)

| need administrative support, parental support, and support from experts in the
Department of Education and School Management Teams in order to do what is

expected of us in assisting our learners in the classrooms. (Participant 9)
The majority of participants from the public ordinary school also indicated that they need
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assistance from professional experts (e.g. medical practitioners, psychologists, speech
and language therapists, occupational therapists, etc.) to effectively deal with the
physical and psychological problems experienced by learners and educators. While one
should not under-estimate the teaching experiences of participants and their passion for
supporting learners and educators, it is clear from these findings that this responsibility

is quite challenging.

The results of this study confirm what is already known, that the lack of on-going
support does not lead to effective implementation.

The need for protection and psychological support by participants in the study stands
out as a critical issue to be explored by policy makers. Policy seems to assume that
School Based Support Teams are adequately skilled to address the complex social
problems that South African learners and educators experience. The participants’
experiences of threats and secondary trauma reveal that the well-being of the members
of School Based Support Teams is under siege. School Based Support Teams, unlike
psychologists and social workers, are ordinary teachers who have not been trained in
the ethics and strategies of addressing sensitive psychosocial problems. It is not
surprising that they would feel traumatised and overwhelmed by some of the cases they
seek to address. Supporting members of these teams through debriefing sessions

becomes critical if they have to provide support to other people.

These findings resonate with other research studies. The study conducted by Stofile
(2008) showed that lack of support for the implementation of IE can impact negatively
on the implementation process. A study by Dreyer (2008) on the provision of learning
support in an inclusive system concluded that support aimed at addressing barriers to
learning in mainstream schools is not effectively implemented. According to Caputo and
Langher (2014), Donohue and Bornman (2014) lack of support to successfully integrate
students with disabilities into the general education classroom leads to negative
attitudes, which can constrain the implementation of inclusive education. Bojuwoye,
Moletsane, Stofile, Moolla and Sylvester (2014: 1) posit that in order to ensure learner

success, education support services must be strengthened and placed at the centre of
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teaching-learning relations as a key strategy for addressing challenges to teaching and
barriers to learning.

According to Beyer, Boyer and Gillespie (2009) it is imperative to think about different
ways to support teachers in coping with the challenges of inclusive classrooms. Many
researchers support Beyer et al and argue that some countries have addressed the
issue of support through task force; long term professional development and even short
term pay incentives. Support in IE is described as a complex and multi layered
phenomenon (Boyer, 2011). Pillay and Di Terlizzi (2009) contend that while IE has been
accepted, the reality is that South Africa, as a developing nation, is not equipped with
resources and facilities required to meet the needs of inclusion. In reality if positive
results are to occur for both educators and learners, better monitoring and support
should be provided. Johnstone and Chapman (2009) support the idea of continuous
support for implementers and they argue that one-off workshops with little or no follow-

up support usually do not yield to widespread implementation.

4.2.3.2.3 Unrealistic workload

The unrealistic workload emerged as a challenge to the participants’ roles in School
based Support Teams. The participants felt that the implementation of IE is an
additional workload because of its call for addressing the needs of learners who
experience learning difficulties. They indicated that in their school ever since they were
nominated as members of the School Based Support Team, numbers of learners in
need of support in the classrooms have increased. They claimed to have received many
referrals from the classroom teachers, which has led to feelings of being overloaded.
According to the participants, School Based Support Teams were expected to lead the
process of developing Individual Support Plans for learners who performed poorly

academically. One participant explained:

| am becoming negative towards inclusive education. It makes our work as
educators more difficult and more stressful. We are expected to help other

educators to develop individualised support plans. This is not an easy process.
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(Participant 11)

I have an overcrowded class. This is overwhelming and stressful and | am expected

to serve in this structure as well. (Participant 10)

Most participants claimed that they attempted to meet all the learners’ needs with
limited time for consultation as well as serving in a School Based support Team. They
indicated that they felt overstretched. Participants attributed their frustration to the
Department of Education’s pressure to produce good literacy and numeracy results.
Some patrticipants confessed that they wanted to resign from the school Based Support

Team. As participants explains:

I think inclusive education itself is a barrier to teaching. | am expected to give
individual attention for each learner experiencing barriers to learning without being
given the tools to support those learners in my classroom. (Participant 7)

To be honest | want to resign from this team. It’s too much. | have to improve my

learners’ literacy and numeracy results. There is just no time for meetings and trying

to solve problems.(Participants 15)
Given the South African Department of Education’s call for good literacy and numeracy
results, it is not surprising that participants felt that serving in another structure like
School Based Support Team adds more responsibility. Hay and Malindi (2005)
acknowledge that overcrowded classes may jeopardize the implementation of IE.
Dupoux, Hammond, Ingalls and Wolman, 2006; Hay and Malindi, (2005) assert that the
inclusion of learners with barriers to learning into mainstream classrooms could be
regarded as an additional burden, especially in the context of large class sizes. It is
often argued that IE does not add new responsibilities but rather requires a different
way of thinking and creativity in organising teaching. As Bartlett (2007) and Veen,
Sleegers and van der Ven (2007) note, teachers are expected to be more involved in
activities in the school and outside their classrooms. This extension of their roles and

responsibilities is a barrier to effective teaching and therefore to implementation of IE.
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4.2.3.2.4 Language of teaching and learning

Thirteen participants indicated that the language of teaching and learning is a challenge
to the effectiveness of the implementation of IE especially when English is a medium of
instruction. This, according to the participants, poses a challenge to the learners and
parents whose mother tongue is isiXhosa. These learners experience challenges in
learning other subjects because they do not understand the medium of instruction.
Parents also experience challenges in supporting their learners because they do not
understand the language of instruction. This situation has led to the increase of learners

who are referred to the School Based Support Teams. One participant explained that:

Learners we teach do not benefit much from the curriculum because they receive

their education in their second language and so they need lots of support.

(Participant 5)
In support of the participants’ view, Ntombela and Raymond (2013), Department of
Education (1997) argue that mismatches between learners’ home language and
language of teaching and learning have serious implications for learning. This resonates
with Stofile, Raymond and Moletsane (2013); Department of Education (1997) who
assert that learners who have limited ability to understand and communicate through
the language of teaching and learning are likely to experience difficulties in learning.
Brocke-Utne (2000: 15) regards the imposition of a second or third language as a
“violation of the structure of thinking.” This suggests that learners will not have the tool

for thinking that is required in learning.

42325 Problem behaviours

The participants regarded problem behaviours as a huge challenge in their classrooms.
These include bullying, truancy and failure to complete tasks. Participants indicated that
some learners’ behaviours made it impossible to manage classrooms. This in return,
made it difficult to teach all learners in the classroom effectively. These participants felt

that the strategies they advised educators to use to address problem behaviours were
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not effective. As one participant explains:

Learner discipline is a problem especially the ones who are cognitively challenged,

they tend to lack discipline and behaviour by disturbing others in the classroom.

(Participant12)
Lim (2006) supports the view that learner behaviour in an inclusive classroom can
create a challenge for teachers. According to Hallahan and Kauffman (2004), learners
who experience barriers to learning tend to have emotional problems and poor self-
concepts. This sometimes leads to rejection by their peer group which could lead to
exclusion. Many of the behaviours that have caused concern to the participants include
shouting in class, bullying, hurting others, and failure to complete tasks, are the result
of conditioning and/or the result of inappropriate behaviour modelled by other peers in
the learner’s environment. Bartlett (2007), Sleegers and Van der Ven (2007) support
that, teaching learners with behavioural challenges can be a burden to some teachers
especially if they are not fully trained to deal with those challenges. Bornman and Rose
(2010) also acknowledge that challenging behaviour is a major obstacle to independent

living and educational and employment opportunities.

4.2.3.2.6 Limited and inappropriate resources

Although participants acknowledge the availability of resources in their schools, they
claimed that these were inadequate and sometimes inappropriate for the learners in
their contexts. They reported the shortage of appropriate instructional materials needed
for teaching learners with disabilities. These include mathematics and science kits for
each class, computers, software, food, graded readers, a professional nurse who can
administer medication and sanitary pads. Participants indicated that this constrained
their efforts in teaching learners effectively. As participants indicated:

In theory, inclusive education is a fantastic idea; but the reality of the classroom
dictates what can be done. There are not sufficient resources to make it work,
although perhaps this will only improve when there is more awareness and visibility.

(Participant 1)
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Bornman and Rose (2010: 247) acknowledge that one of the greatest challenges that
face many schools is that the resources to accommodate children with disabilities are
not in place, which leaves teachers to cope on their own. These authors argue that in
order to make inclusion a reality, appropriate resources should be provided. Ntombela
et al (2013) also appeals for the provision of materials that are appropriate to the
learners’ cognitive level, curriculum content, learning environment, learners’ language
proficiency and socio-cultural identities. Tikly and Barrett (2011) regard different kinds
and levels of resource inputs as critical for enabling educators to provide effective
intervention. One may argue that the provision of adequate and appropriate resources
does not guarantee successful inclusion. Tikly and Barrett (2011: 9) further argue that
‘learning materials do not work in isolation to enhance learning outcomes but rather are
dependent on and need to be compatible with teachers’ pedagogical practices,

professional values and language proficiency.

4.3 CONCLUSION

The findings in this study reveal that School Based support Teams had negative and
positive experiences during the implementation of IE. The positive experiences shed
light on the possible strategies that can be used to develop functional and effective
School Based Support Teams. The negative experiences suggest that the IE policy’s
assumption that educators can play a role of teaching in their classrooms as well as
supporting teaching and learning at the level of the school is unrealistic and therefore,
rethinking of the role of this team is necessary. The following chapter makes

recommendations based on the findings of the study.
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CHAPTER 5: CONCLUSION AND RECOMMENDATIONS

5.1 INTRODUCTION

As outlined in the previous chapters, this study explores educator’s understandings and
experiences of Inclusive Education, examining particularly the challenges and the
successes of implementing IE. Chapter 4 presented a descriptive analysis of data. This
chapter presents a discussion of the findings described in the previous chapter. In order
to bring the discussion into perspective, this chapter begins with a summary of findings
and proceeds to the discussion under two topics: Educator’s challenges and successes

of implementing inclusive education.

5.2 SUMMARY OF FINDINGS AND RECOMMENDATIONS

5.2.1 Educators’ understanding of Inclusive Education

As indicated in the findings chapter, participants in this case study have different
understandings of what IE means and how it should be implemented. Some of the
understandings show that participants have not shifted from the medical model or
explanations of special education. In order to avoid confusion, it is recommended that
the districts and the schools organise colloquia where the common meaning of IE is
negotiated. This can be done in schools by clustering schools and sharing the

information.
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5.2.2 Successes of implementing Inclusive Education

Participants reported that they experienced success in the implementation of inclusive
education in their schools. These include established teamwork, increased access and
participation, improved teaching practices as well as the provision of assistive devices.
These experiences are described in detail in Chapter 4 and are summarised in the

section below.

5.2.2.1 Established teamwork

Participants in this study reported that through their service in the School Based
Support Team, they establish good relationships with other educators and parents.
They claimed to have established a solid team and they worked together harmoniously.
Through this practise, teachers indicated that they gained a better understanding of
leaners’ needs and they could more easily identify learner’'s needs and support them. In
order to sustain these working relations, it is recommended that the School based
Support Teams ensure that all members including the new members understand what
their role is and what their responsibilities are. It is also recommended that School
Based Support Teams continue to create environments where problem-solving and

decision-making are done in a collaborative and participative manner.

5.2.2.2 Increased access and participation

Participants felt that through their engagement in advocacy for IE, their schools
managed to encourage parents to bring learners with disabilities into their schools. They
further claimed that their schools developed inclusive assessment policies. The
participants reported that they made efforts to motivate learners and parents to
participate in school activities. They also celebrated the fact that IE prepared their
school to become more conducive for all learners irrespective of their abilities. If IE on is

desirable in schools, it is recommended that more inclusive policies be developed in the
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school, and inclusive cultures and practices be created in order to increase access and

participation.

5.2.2.3 Improved teaching practises

In this study, participants were satisfied with the training they received on curriculum
differentiation strategy. Participants indicated that the strategy enabled them to
intervene in the public ordinary schools. While a school that reaches this milestone has
much to celebrate, it is necessary to maintain or even continuously improve the status
of IE. It is recommended that on-going professional development opportunities are
provided to the entire school staff to update and enhance teaching strategies in working
with diverse students. Secondly, when new staff members join the School Based
support Team, it is recommended that they be orientated on the school’s inclusive
practices and expectations to enhance implementation. Lastly, applicants for positions
within the schools should declare their position on IE and should be provided with
information about the schools commitment to IE practices.

5.2.2.4 Provision of assistive devices

In this category, participants felt very proud of IE because the schools have devices like
wheelchairs, adapted computers recorders and intercoms. They felt that the availability
of the above devices like recorders makes their lesson presentations more easily
understood by learners especially those who are partially hearing impaired. Some felt
that the availability of adapted computers accommodates those learners with visual

impairments.
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5.2.3 Challenges of Implementing Inclusive Education

5.2.3.1 Lack of capacity

Some participants claimed that they were not adequately trained to implement IE; as a
result they lacked the skills and knowledge of how to fully implement IE. Specifically,
they indicated that they experienced difficulties in teaching learners that perform below
the grade with other learners as well as supporting and addressing the needs of their
colleagues. Based on this finding, it is recommended that school districts, in
collaboration with educator training institutions provide School Based Support Teams
with in-service training to enhance their knowledge of strategies that relates to their role
and teaching learners experiencing barriers to learning. Further training on IE needs to
be provided to bring about a mind shift and the acquisition of new skills for educators.
Educators should also take responsibility for keeping themselves abreast with the latest

developments in inclusive practices through upgrading and reskilling courses.

5.2.3.2 Challenging behaviours

Participants regarded discipline in their classrooms as challenging. They indicated that
some disciplinary and behavioural problems make it difficult for them to manage the
class activities. Instead of teaching, participants reported that they are sometimes
restricted to addressing behavioural issues in the classroom. It is recommended that
behaviour management strategies be implemented in schools and these should focus

on identifying specific situations that trigger the behaviour.
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5.2.3.3 Language of teaching and learning

Teachers indicated that the language of teaching and learning militated against the
implementation of IE in their schools. Participants reported that some of their learners
were denied access to the curriculum content and could not participate in class activities
because they did not understand the language of instruction. It is recommended that the
school governing bodies and school management teams establish language enrichment
programmes to enhance the acquisition and development of the language of teaching

and learning.

5.2.3.4 Lack of support

The participants viewed support as critical for the successful implementation of IE. They
claimed that they did not get psychological, educational, administrative and parental
support from experts. This, according to the participants, limited their ability to provide
effective support to educators and learners. Continuous professional development is
recommended for the structures like School Based Support Teams and other relevant
stake holders to empower them to perform their roles effectively. It is also
recommended that the District Based Support Teams establish structures that can
provide psychological support for the traumatised members of the District Based
Support Teams. In terms of the threats for reporting crime, the school should liaise with
the community policing forums so that incidences of this nature are curbed. It is also
important and beneficial to have on-going monitoring and review to determine how
policies are being implemented on the ground. This would help in detecting challenges

and becoming aware of what works in terms of implementing polices.
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5.2.3.5 Unrealistic workload

Participants claimed that they were often stressed because of the workload they have in
their classrooms. According to the participants they were expected to teach, write
reports about each learner and to have an individualised support plan for each learner.
Some patrticipants felt that IE is a barrier on its own because educators are expected to
include learners experiencing barriers to learning in classes with big numbers. To
alleviate this problem, it is recommended that the schools find creative strategies for
dealing with large classes. In terms of the increase in numbers that are referred to the
School Based Support Teams, educators should be encouraged to address problems in
their own classrooms and provide evidence of the intervention strategies they have
employed. It is also recommended that School Based Support Teams in collaboration
with District Support Teams must organise training sessions to address the needs of the
educators and to build their capacities. This could include the explanation of the referral

process to be followed.

5.2.3.6 Limited resources

Participants mentioned their schools have inadequate resources. They reported the
shortage of appropriate instructional materials needed for teaching learners
experiencing barriers to learning. It is recommended that the school should raise funds
in order to be able to buy resources that will assist in improving teaching and lowering
learner’s barriers effectively in the classroom. It is difficult to implement IE if the vital
resources are not available. It is therefore important that the Department of Education
provides these for the smooth implementation of IE. It is recommended that teacher

development should include training on the use of resources.
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5.2.4 Limitations and Implications for Future Research

It is important to note that this study was conducted in the mid years of implementing
inclusive education in South Africa. It is anticipated that there might be further changes
in policies and practical implementation of IE. An on-going study to develop best
practice models for the implementation of IE in resource constrained settings is
recommended. Based on the findings of this study, the following are limitations and

implications for future research.

This study is limited in scope, as only two schools were sampled. It may be helpful to
determine if the experiences of School Based Support Teams in this study are similar to
those responding to the same issues in other similar schools in the Western Cape
Province and in South Africa as a whole. Another limitation of this study is that the
sample size was small, which makes it difficult for the findings to be generalized to the
whole population of educators working in schools where IE is being implemented in
South Africa.

The researcher recommends that for future research on this topic and/or relevant topics,
the sample size should be bigger. It might also be helpful to conduct a study on the
challenges of inclusion, taking into account type and severity of the learner disability. In-
depth qualitative studies that would look specifically at the factors that have shaped the
educators experiences could be informative. A study by Lieber et al. (2000) found that
inclusion was a success where school principals initiated inclusive programmes.

Therefore, further focus on the characteristics of principals could throw insight onto
inclusion. All participants in this study were working at the primary school level. It may
be interesting and beneficial to determine if educators working at the high school levels
have similar experiences about IE. As there is little research addressing the
effectiveness of inclusion in the Western Cape Province, it is suggested that this area is
researched in the near future. It is crucial to determine if educating learners
experiencing barriers to learning in mainstream classrooms has quantifiable benefits for
educators and for learners with and those without barriers to learning. It might also be

interesting to consider the participants level of education.
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5.3 CONCLUSION

The study found that most educators have different experiences of IE. Some educators
have not been trained in inclusive and special education especially those educators with
less than five years teaching experience. Some educators felt incompetent and some
felt the education system is failing to provide the necessary support needed to perform
their functions. Knowledge of change management is an important ingredient if we are

to be successful in our attempts at educational transformation.

The School Based Support Teams’ positive experiences suggest that they can make a
difference in schools if appropriate support and continuing professional development
are provided. The findings also revealed challenges that cannot be ignored if these
teams are to provide effective support to learners and educators. The Education White
Paper 6 (Department of Education, 2001) assumes that educators who serve in the
School Based Support Teams would have expertise in learning support and counselling,
however, the lived realities in the study reveal that educators in both contexts do not

have the capacity to perform the stipulated functions.

Although one cannot generalise, the findings are alarming. Of concern is that if
educators continue performing counselling roles they were not trained for, they might do
more harm to the learners or other educators they seek to support. It can be argued that
educators are expected to perform six roles which include pastoral care. The reality in
South Africa is that the teacher pre-service training curriculum does not include
counselling modules and ethics. Given the complex social problems learners
experience in their communities, it would be dangerous to think that educators can
address these problems without the guidance and support of experts that are trained in

the area.

The findings revealed the dangers that School Based Support Teams are exposed to

when reporting cases of abuse, neglect and crime. It is often argued that it is illegal for
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educators not to report crime. The study argues that failure to provide protection is

detrimental to the educators.

This study concludes that if the School Based Support Team is critical in the
implementation of IE in South Africa, the Department of Education as well as the
schools need to rethink these roles or develop a Human Resource Development
Strategy that will empower educators with the knowledge and skills necessary to play
the role. Secondly, the Department of Education should seriously consider ways in
which educators can be protected from perpetrators. Lastly, based on the lived
experiences of the School Based Support Teams in the study, educators should
continue with the good work but be allowed to provide support in ways that work within

their capacity and broader socio-cultural contexts.

84



REFERENCES

Ainscow, M. (1999). Understanding the Development of Inclusive Education. London:

Falmer Press.

Ainscow, M., & Booth, T. (2002). Improving Schools, Developing Inclusion. London:

Routledge.

Ainscow, M., & Booth, T. & Dyson, A. (2006). Improving Schools, Developing Inclusion.

London: Routledge.

Allan, A. (2008). Law and ethics in psychology: An international perspective. Somerset-
West: Inter-Ed Publishers.

American Psychiatric Association (APA). (2000). Diagnostic and Statistical Manual of

Mental Disorder (4™ Ed.). Washington, DC: American Psychiatric Association.

Arendse, A. (2010). Investigating the challenges facing itinerant learning support
educators (ILSE) in the context of Inclusive Education in the Metro South
Education District. Masters of Education thesis, University of the Western

Cape,Cape Town.

Armstrong, D., & Barton, L. (1999). Action research for inclusive education: Changing

places, changing practice, changing minds. London: Routledge Falmer.

Armstrong, D., Armstrong, A. C., & Spandagou, I. (2011). Inclusion: by choice or by
chance? International Journal of Inclusive Education, 15(1), 29-39.

Barton, L. (2003a). Inclusive education and teacher education: A basis for hope or a

discourse of delusion. London: Institute of Education, University of London

Barton, L. (2003b). The politics of education for all. In M. Nind, J. Rix, K. Sheehy, and K.
Simmons (Eds.), Inclusive education: Diverse perspectives. London: David

Fulton Publishers.

85



Barton, L. (2003c). Inclusive education and teacher education: A basis for hope or a
discourse of delusion. London: Pear Tree Press Unlimited.

Beh-Pajooh, A. (1992). The effect of social contact on college teachers’ attitudes
towards students with severe mental handicaps and their educational
integration.European Journal of Special Needs Education, 7, 231-236.

Bloor, M., Frankland, J., Thomas, M., & Robson, K. (2012). Focus Groups in Social

Research.London: Sage Publications.

Bogdan, R.C., & Biklen, S.K. (2011). Qualitative research for education: An Introduction
to Theory and Methods. Boston, MA: Allyn& Bacon.

Bojuwoye, O., Moletsane, M., Stofile, S., Moolla, N., & Sylvester, F. (2014). Learners’
experiences of learning support in selected Western Cape schools. South
African Journal of Education, 43(1), 1-15.

Booth, T. (2008). Viewing inclusion from a distance: Gaining perspective from
comparative study. In M. Nind, J. Rix, K. Sheehy, and K. Simmons (Eds.),

Inclusive education: Diverse perspectives. London: David Fulton Publishers.

Booth, T., Ainscow, M., & Kingston (2006). Index for Inclusion: Developing play,
learning and participation in early years and childcare. Bristol: Centre for Studies

on Inclusive Education.

Bornman J., & Rose, J. (2010). Believe that all can achieve: Increasing classroom
participation in learners with special support needs. Pretoria: Van Schaik

Publishers.

Bornman J., & Rose, J. (2014). Believe that all can achieve: Increasing classroom
participation in learners with special support needs. Pretoria: Van Schaik

Publishers.

Boyatzis, K. E. (1998). Transforming Qualitative Information: Thematic Analysis and

86



Code Development. Thousand Oaks: Sage Publications.

Boyer, L.C., & Gillespie, P. (2009).Keeping committed: The importance of induction and
support for new special educators. Teaching Exceptional Children, 33(1), 10-15.

Briggs, J. D., Johnson, W. E., Shepherd, D. L., &Sedbrook, S. R. (2007).Teacher
attitudes and attributes concerning disabilities. Academic Exchange Quarterly,
6(2), 85-89.

British Columbia Teachers’ Federation (BCTF) (2001).BCTF Work life of teacher’s
survey series 2. Special education. Retrieved February 09, 2005, from
http://www.bctf.bc.ca/education/worklife/specialed.pdf#search="BCTF%20W orklif
€%200f%20teachers%20survey%20series%202:%20special%20education’

British Columbia Teachers® Federation (BCTF) (2004).The challenge of specialist
support teachers in multiple roles: A PSA/BCTF research discussion paper.
Retrieved February 11, 2005, from

http://www.bctf.bc.ca/education/InclusiveEd/challenge/

Broke-Utne, B. (2000). Whose education for all? The colonization of the African mind.

New York: Falmer Press.

Bronfenbrenner, U. (1973). The ecology of human development: Experiments by nature
and design. Cambridge, MA: Harvard University Press.

Bronfenbrenner, U. (1979). The ecology of human development: Experiments by nature

and design. Cambridge, MA: Harvard University Press.

Bronfenbrenner, U. (1999). The ecology of human development: Experiments by nature

and design. Cambridge, MA: Harvard University Press.

Brown, K., (2006). Challenging Behaviour In Secondary School Students: Classroom
Strategies For Increasing Positive Behaviour, New Zealand Journal Of
Teachers’ Work, 1(10), 125-147.

87


http://www.bctf.bc.ca/education/InclusiveEd/challenge/

Caputo, A., & Langher, V. (2014). Validation of the Collaboration and Support for
Inclusive Teaching Scale in Special Education Teachers. Journal of Psycho-

educational Assessment, 1-13.

Carrim, N. (2002). Inclusion/exclusion in South African education. Institute of

Development Studies. Discussion paper 2, 2-6.

Carrington, S., & Robinson, E. (2006). Inclusion needs a different school culture.

International journal of Inclusive Education,3(3),257-268.

Christie, P. (2008). Changing Schools in South Africa: Opening the Door of Learning.

Cape Town: Heinemann.

Clough, P. & Corbett, C. (2006). A student’s guide to methodology justifying enquiry.
London:SAGE.

Cohen, L., Manion, L., & Morrison, K. (2010). Research Methods in Education. New
York: Routledge.

Cole, R., & Hodge. (2009). The context of the Eastern Cape Province. In L. Lawrence &
G. Moyo (Eds.), Education and Social transformation: An Eastern Cape Study

(pp 25-41). East London: University of Fort Hare Press.

Cook, B.G., Tankersley, M. & Cook, J.(2000). Teacher’s attitudes towards their included
students with disabilities. Exceptional children, 67(1), 115-135.

Creese, P. (1997). Transition tricks? Policy models for school desegregation in South
Africa, 1990-94. Journal of Education Policy, 10(1): 45-55.

Cummings, C., Dyson, A., & Millward, A. (2013). An international perspective on
inclusion. In P. Engelbrecht, L. Green, N. Sigamoney& L. Engelbrecht (Eds.).

Inclusive Education in action in South Africa. Pretoria: Van Schaik.

Da Costa, M. (2003).0Opening Schools for All Children in South Africa: The experiences

of inclusive education in Mpumalanga and Northern Cape provinces. South

88



Africa; SCOPE.

Dakar Framework for action. (2000). Education for All: Meeting Our Collective
Commitments. Text adopted by the World Education Forum 26-28 April 2000.
Dakar: Senegal.

Daniels, H., & Garner, P., (Eds.) (2007).Inclusion in education system. In M. Nind, J.
Rix, K. Sheehy, and K. Simmons (Eds.), Inclusive education: Diverse

perspectives. (pp. 54-62). London: David Fulton Publishers.

Daniels, H., (Ed.). (2000). Special Education Re-Formed: Beyond rhetoric? London:

Falmer Press.

Department of Education. (2001).Education change and transformation in South

Africa:A Review 1994-2001. Pretoria: Government Printer.

Department of Education (DoE). (1995). White paper on education and training.
Government Gazette, 357, 4-80.

Department of Education (RSA). (1997). Quality education for all: Report of the National
Commission for Special Needs in Education and Training (NCSNET) and the

National Commission on Education support Services (NCESS), South Africa.

Department of Education (DoE). (1997). Education White Paper 3: A Programme for the
Transformation of Higher Education. Pretoria: Government Printer.

Department of Education (DoE). (1999). Consultative paper no 1on special education:
Building an inclusive education and training system, first steps. Pretoria:

Government Printer.

Department of Education (DoE). (2000). Draft: Education white paper 5 on special
needs education: Building an Inclusive Education and Training System. Pretoria:
Government Printer.

Department of Education (DoE). (2001). Education change and transformation in South

89



Africa: A review 1994-2001.Pretoria: Government Printer.

Department of Education (DoE). (2001). Education white paper 6 on special needs
education: Building an Inclusive Education and Training System. Pretoria:

Government Printer.

Department of Education (DoE). (2002). Draft Guidelines for the Implementation of

Inclusive Education.Pretoria: Government Printer.

Department of Education (DoE). (2003). Education statistics in South Africa at a glance

in 2001. Pretoria: Government Printer.

Department of Education (DoE). (2003). South African department of education: Vision
and mission. Retrieved February 11, 2005, from

http://www.education.gov.za/?src=vami

Department of Education (DoE). (2005). Conceptual and operational guidelines for the
implementation of inclusive education: District-Based Support Teams. Pretoria:

Government Printer.

Department of Education (DoE). (2005). Conceptual and operational guidelines for the
implementation of inclusive education: Full-service schools. Pretoria:

Government Printer.

Department of Education (DoE). (2005). Conceptual and operational guidelines for the
implementation of inclusive education: Special schools as resource centres.

Pretoria: Government Printer.

Department of Education (DoE) (2005). Framework and management plan for the first
phase of implementation of inclusive education: Managing the Transition

towards an Inclusive Education System.Pretoria: Government Printer.

Department of Education (DoE) (2005). Guidelines for inclusive learning programmes.

Pretoria: Government Printer.

90


http://www.education.gov.za/?src=vami

Destefano, L., Shriner, J.G. & Lloyd, C.A. (2001). Teacher decision making in
participation of students with disabilities in large-scale assessment. Exceptional
Children, 68(1), 7-22.

De Vos, A.S. (2006). Qualitative data analysis and interpretation. In A.S. de Vos, H.
Strydom, C.B.Fouche& C.S.L. Delport (Eds.), Research at grass roots: For the
social sciences and human services professions (3" ed.).Pretoria: Van Schaik.

Dictionary of South African Education and Training (2000). Johannesburg: Hodder &
Stoughton.

Donald, O., &Hlongwane, M. (2003). Consultative psychological service delivery in the
context of Black education in South Africa. International Journal of Special
Education, 4, 119-128.

Donohue, D., & Bornman, J. (2014). The challenges of realising inclusive education in
South Africa. South African Journal of Education, 34(2), 1-14.

Dreyer, L. M. (2008). An evaluation of a learning support model in primary schools in
the West Coast/ Winelands Area. Doctoral dissertation: Stellenbosch University,

Stellenbosch.

Duncan, N., Bowman, B., Naidoo, A.,Pillay, J.,.&Ro0s, V. (2007). Community of
psychology: Analysis, context and action. Cape Town: UCT Press.

Dupoux, E., Hammond, H., Ingalls, L., & Wolman, C., (2006). Teachers’ attitudes
towards students with disabilities in Haiti. International Journal of Special
Education, 21(3), 1-13.

Durrheim, K. (2001). Research Design. In M. Terre Blanche & K. Durrheim (Eds.).
Research in practice: Applied methods for the social sciences (pp. 29-53). Cape
Town: UCT Press.

Durrheim, K. (2006). Research Design. In M. Terre Blanche & K. Durrheim (Eds.).

91



Research in practice: Applied methods for the social sciences (pp. 19-33). Cape
Town: UCT Press.

Dyson, A. (1999). Inclusive and inclusions: Theories and discourses in inclusive
education. In H. Daniels, & P. Garner (Eds.), World yearbook of education:

Inclusive education (pp 36-53). London: Kogan.

Dyson, A., & Millward, A. (2003). Schools and special needs: Issues of innovation and

inclusion. London: Paul Chapman Publishing.

Engelbrecht, P., Kriegler, S.M., &Booysen. M. |. (Eds.) (1996). Perspectives on learning
difficulties: International concerns and South African realities. Pretoria: Van
Schaik Publishers.

Engelbrecht, P. (1999). A Theoretical Framework for Inclusive Education. Pretoria: Van
Schaik.

Engelbrecht, P., Green, L., Naicker, S., & Engelbrecht, L. (Eds.) (1999). Inclusive
Education in Action in South Africa. Pretoria: Van Schaik Publishers.

Engelbrecht, P., & Green L. (2001). Promoting Learner Development: Preventing and

working with barriers to learning. Pretoria: Van Schaik.

Engelbrecht, P.,& Green, L. (2001). A theoretical framework for inclusive education. In
P.Engelbrecht, L. Green, S. Naicker, & L. Engelbrecht (Eds.), Inclusive

education in action in South Africa. (pp 3-12). Pretoria: Van Schaik.

Engelbrecht, P. (2001). A theoretical framework for inclusive education. In
P.Engelbrecht, P., & Green, L. (Eds.).Promoting learner development:
Preventing and working with barriers to learning. Pretoria: Van Schaik

Publishers.

Engelbrecht, P.,& Green, L. (2007). Responding to the challenges of inclusive education

in Southern Africa. Pretoria: Van Schaik Publishers.

92



European Agency for Development in Special Needs Education. (2009). Key Principles
for Promoting Quality in Inclusive Education: Recommendations for Policy
Makers. Odense: EADSNE.

Fontana, A., & Frey, J.H. (2008). The interview: From neutral stance to political
involvement. In N.K. Denzin & Y.S. Lincoln (Eds.). Collecting and interpreting
qualitative materials (3 Ed.)(pp. 115-159). Thousand Oaks, CA: Sage
Publications.

Green, L. (2001). Theoretical and contextual background. In P. Engelbrecht, & L. Green
(Eds.), Promoting Learner Development Preventing and Working with Barriers to
Learning, (pp. 3-16). Pretoria: Van Schaik.

Grossman, D.L. (2008). Democracy, citizenship, education and inclusion: A multi-

dimensional approach: Prospecs, 38:35-46.

Hallahan, D. P., & Kuffman, J. M. (2004). Exceptional Learners: Introduction to special
Education (6" Ed.). Boston: Allyn& Bacon.

Hay, J. F. (2003). Implementation of the inclusive education paradigm shift in South
African support services. South African Journal of Education, 23(2),135-138.

Hay, J., & Malindi, J. (2005). South African inclusive education policy-celebrating human
rights? Paper presented at Inclusive and Supportive Education Congress
(ISEC), International Special Education Conference, Inclusion: Celebrating
Diversity? Glasgow, Scotland. August 01-04.

Hay, J. F., Smit, J., & Paulsen, M. (2007).Teacher preparedness for inclusive education.
SuidAfrikaanseTydskrifvirOpvoedkunde, 21(4),213-218

Heart of Wisdom. (2002). What is education? Retrieved February 11, 2005, from

http://homeschoolunitstudies.com/T G/biblicaleducation.htm

Henning, E. (2005). Finding Your Way in Qualitative Research. Pretoria: Van Schaik.

93


http://homeschoolunitstudies.com/TG/biblicaleducation.htm

Hergarty, S. (1993).Meeting special needs in ordinary schools: An Overview. London:

Bloomsbury Academic.

Holstein, J.A., &Gubrium, J.F. (2011). Animating interview narratives. In D. Silverman
(Ed.).Qualitative research: Theory, method, and practice (3" Ed., pp.149-167).

London: Sage.

Jendren, JC. 2008. Mainstream or special: Educating students with disabilities. London:

Routledge.

Jonsson, B.,& Green, L. (2007).Thinking differently about education
support.In:Engelbrecht, P & Green, L (Eds.). Responding to the challenges of
inclusive education in Southern Africa.Pretoria: Van Schaik Publishers.

Johnstone, C.J., (2009). Responding to the Challenges of inclusive education in
Southern Africa. Journal of Education, 23 (2), 152-156.

Kingdom, J.W., (1995). Agendas, alternatives and public policies. Boston: Little, Brown.

Koay, T. L., Lim, L., Sim, W. K., & Elkins, J., (2006). Learning assistance and regular
teachers’ perceptions of inclusive education in Brunei Darussalam. International
Journal of Special Education, 21(1), 131-14

Landsberg, E., Kruger, D., &Nel, N. (Eds.) (2005). Addressing barriers to learning: A
South African perspective. Pretoria: Van Schaik Publishers.

Lang, H.G. (2001). Higher Education for Deaf Students: Research Priorities for the New
Millennium. Journal of Deaf Education and Deaf Studies, 7 (4), 267-280.

Lawson, H. (2005). Understandings of inclusion: the perceptions of teachers and
teaching assistants. Paper presented at Inclusive and Supportive Education
Congress (ISEC), International Special Education Conference, Inclusion:
Celebrating Diversity? Glasgow, Scotland. August 01-04.

Leedy, P. D. (1993). Practical research: Planning and design (5" Ed.). New York:

94



Macmillan Publishing Company.

Lieber, J., Hanson, M. J., Beckman, P. J., Odom, S. L., Sandall, S. R., Horn, E., &
Wolery, R., (2000). Key influences on the initiation and implementation of

inclusive school programs. Exceptional Children, 66(1),83-98.

Lincoln, Y. S., & Guba , E.G. (2000). Paradigmatic controversies, contradictions, and
emerging confluences revisited. In K.N. Denzin& Y.S. Lincoln (Eds.). The Sage
Handbook of Qualitative Research (4" Ed.). Thousand Oaks, CA: Sage.

Lomosky, R., & Lazarus, S.M., (2001). A space for all: An introduction to inclusive

education. Cape Town: Renaissance.

Luseno, F. K., (2001). An assessment of the perceptions of secondary special and
general education teachers working in inclusive settings in the commonwealth of
Virginia. Ph.D. Thesis. Virginia Polytechnic Institute and State University,
Virginia.

MacMillan, J. H., & Schumacher, S. (1993). Research in Education (3" Ed.). New York:

Harper Collins.

Makoelle, T.M., (2012). The State of Inclusive Pedagogy in South Africa: A Literature
Review. The University of Johannesburg, South Africa, Development of

Educational Psychology.

Maree, K., (2007). Sampling. In K. Maree. (Ed). First Steps in Research. Pretoria: Van
Schaik.

McMillan, J. H., & Schumacher, S. (1997). Research in Education: A Conceptual
Introduction. Pretoria: Longman.

McMillan, J. H., & Schumacher, S. (2007). Research in Education: A Conceptual

Introduction. Pretoria: Longman.

Mentis, M., Quinn, S., &Ryba, K. (2005). Linking inclusive policies with effective

95



teaching practices. In D. Fraser, R. Moltzen& K. Ryba (Eds.), Learners with
special needs in Aotearoa New Zealand (3™ Ed.) (pp. 74-98). Palmerston North:

Dunmore Press.

Merriam, S.B. (1998). Qualitative research and case study applications in education.

San Francisco: Jossey-Bases.

Merriam, S.B. (2000). Qualitative research: A guide to design and implementation. San

Francisco: Jossey-Bases.

Merriam, S.B. (2009). Qualitative Research: A guide to design and implementation. San

Francisco: Jossey-Bass.

Miles, S. (2000). Overcoming resource barriers: The challenge of implementing
inclusive education in rural areas. Workshop paper presented at a Symposium
on Development Policy entitled “Children with Disabilities and the Convention on
the Rights of the Child”, Gustav Stresemann Institute, Bonn, Germany. October
27-29.

Miles, S., Ainscow, M., Kangwa, P., Kisanji, J.,& Lewis (2003).Learning from
difference:Understanding community initiatives to improve access to
education.Research report to the UK Department for International
Education.http://www.eenet.org.uk/resources/docs/learning_from_diff _yes.pdf
Retrieved November 24, 2005.

Miles, M. B., & Singal, A.M. (2010). Qualitative data analysis: An expanded source
book. Thousand Oaks, CA: Sage Publications.

Miller J., & Glassner, B. (2011). The “inside” and the “outside”: Finding realities in

interviews. In D. Silverman, (Ed.).Qualitative research (3" Ed.). London: Sage.
Mittler, P., (2006). Working Towards Inclusive Education Social Context. London: Fulton

Mohay, H. & Reid, E. (2006). The inclusion of children with a disability in child care: the

96



influence of experience, training and attitudes of childcare staff. Australian
Journal of Early Childhood Education, 3(1), 35-42.

Moreno, J. M. (2007). Do the initial and the continuous teachers’ professional
development sufficiently prepare teachers to understand and cope with the
complexities of today and tomorrow’s education?Journal of Educational Change,
8, 169-173.

Moreno, J.D. (2007). Ethics of research design. Accountability in Research,7, 175-82.

Mouton, J. (2001). Basic concepts in the methodology of social sciences. Pretoria:
HSRC.

Mouton, J., & Marais, H.C. (1990).Basic concepts in the methodology of social

sciences. Pretoria: HSRC.

Muthukrishna, N. (2002). Inclusive education in a rural context in South Africa:
Emerging policy and practices. International Journal of Special Education,
17(1),1-11.

Muthukrishna, Hall, Hill. (2005). Early childhood, poverty and social exclusion in
England and South America. International Journal of Special Education, 17(1),
1-11.

Naicker, S.M. (1999). Curriculum 2005: A space for all: An introduction to inclusive

education. Cape Town: Renaissance.

Naicker, S.M. (2000). From apartheid to inclusive education: The challenges of
transformation. International Education Summit for a Democratic Society,

Detroit, Michigan, 26-28 June, Wayne State University.

Naicker, S.M. (2000). From apartheid to inclusive education: The challenges of

transformation. Cape Town: Renaissance.

Ngcobo, J.,& Muthukrishna, N. (2011).The geographies of inclusion of students with

97



disabilities in an ordinary school.South African Journal of Education, 31(3), 357-
368.

Nind, M., Rix, J., Sheehy, K., & Simmons, K. (Eds.). (2007). Inclusive education:

Diverse perspectives. London: Fulton Publishers.

Ntombela, S., & Raymond, E.B., (2013). Making Inclusive Education Work in

Classrooms. Cape Town: Pearson Holdings.

O’Brian, P., & Ryba, K. (2005). Policies and systems in special education, In D. Fraser,
R. Moltzen& K. Ryba, Learners with special needs in Aotearoa New Zealand (3"

Ed.). Palmerston North: Dunmore Press.

O’Leary, A. (2010). Analysing qualitative data.In O’Leary, Z.The Essential Guide to
doing your research project (pp. 256-272). London: Sage.

Pandor, N. (2004). Address by the Minister of Education at the Gala Function of the

South African National Association for Special Education. August 12, 2004.

Park, C. A., Henkin, L., &Egley, S. (2005). Development of integrated preschools: A
qualitative inquiry into sources of resistance among parents, administrators and

teachers. Journal of Early Intervention, 13, 353-364.

Patton, M.Q. (1987). How to use qualitative methods in evaluation. Newbury Park,

California: Sage.

Patton, M. Q. (1998). Qualitative evaluation and research methods (2nd Ed.). Newbury
Park, CA: Sage Publications.

Paulsen, J. (2005). Sources of occupational stress for educators, with specific reference
to the inclusive education model in the Western Cape. Master's Thesis.

University of Western Cape, Bellville, Western Cape.

Pettipher, R. (2000). Jack of all trades for manager of all: Roles of the inclusive

principal. Paper presented at the International Special Education Congress,

98



Including the Excluded, University of Manchester.

Pillay, J. & Di Terlizzi, T. (2009). A case study of a learners’ transition from mainstream
schooling to a school for learners with special educational needs (LSEN): lesson

for mainstream education. South African Journal of Education, 29: 491-5009.

Polat, F. (2011). Inclusion in education: A step towards social justice. International

Journal of Educational Development. 31, 50-56

Pomerantz, E., Altermatt, E.,& Saxon,J. (2002). Making the grade but feeling distressed:
Gender differences in academic performance and internal distress. Journal of
Educational Psychology, 94(2): 396-404.

Raymond, E.B.(2012). Learners with mild disabilities: A characteristics approach

(4"ed.). Boston: Pearson.

Republic of South Africa (RSA) (1995). White Paper on Education and Training. Cape

Town: Government Printers.

Republic of South Africa (RSA). (1996). South African Schools Act No. 84 of 1996.

Pretoria: Government Printers.
Reed, G. (2005). Learning Styles and Inclusion. London: Paul Chapman Publishing.

Salend, S. J., & Duhaney, L. M. G. (1999).The impact of inclusion on students with and
without disabilities and their educators. Remedial and special education, 20(2),
114-126.

Sayser, N. (2014). Development of an instrument that supports and monitors inclusive
cultures, policies and practices in a Western Cape School. (Master’s thesis).

University of the Western Cape, Bellville, South Africa.

Scruggs, E. T., & Mastropieri, A. M. (1996). Teacher perceptions of mainstreaming /
inclusion, 1958-1995: A research synthesis. Exceptional Children, 63(1), 59-75.

99



Shimman, P. (1990). The impact of special needs students at a further education
college: A report on a questionnaire. Journal of Higher and Further Education,
14, 83-91.

Singal, N. (2008). Working towards inclusion: Reflections from the classroom. Teaching
and Teacher education. 24: 1516 -1529.

Slee, R. (1998). The politics of theorising special education. In C. Clark, A. Dyson, and
A. Millward (Eds.). Theorising special education. London: Routledge: 125-135.

Slee, R., & Allan, J. (2001).Excluding the Included: A reconsideration of inclusive
education. Sociology of education, 11 (2), 173-191.

So, C., (2005). Perspectives towards inclusive education in Macao.US-China Review,
2(11), 52-64.

Stainback, W., &Stainback, S. (1990). Support networks for inclusive schooling:
interdependent integrated education. Baltimore: Paul H. Brookes Publishing.

Stainback, S., & Stainback, W. (1996). Inclusion: A guide for educators. Baltimore: Paul
H. Brookes Publishing.

Stake, R.E. (1994). Case studies. In N. K. Denzin, & Y. S. Lincoln (Eds.), Handbook of
qualitative research (pp. 236 -247). Thousand Oaks, CA: Sage.

Stofile, S., & Green, L. (2014). Inclusive Education and Thinking Schools. In L.C. Green

(Ed.), Schools as thinking communities. Cape Town: Van Schaik.

Stofile, S., Raymond, E., &Moletsane,M. (2013).Understanding barriers to learning. In
E. Raymond & C Pienaar (Eds.).Making inclusive education work in classroom.

Cape Town: Pearson.

Stofile, S. (2008). Factors affecting the implementation of inclusive education policy: A
case study in one province in South Africa. D (Phil) Thesis in the Faculty of

Education, University of Western Cape, Bellville.

100



Stofile, S. Y., & Green, L. (2007). Inclusive education in South Africa. In P. Engelbrecht,
& L. Green (Eds.), Responding to the challenges of inclusive education in
Southern Africa (pp. 52 -63). Pretoria: Van Schaik.

Stofile, S. Y., & Green, L. (2014).Inclusive education in South Africa. In P.Engelbrecht,
& L. Green (Eds.), Responding to the challenges of inclusive education in
Southern Africa (pp. 52 -63). Pretoria: Van Schaik.

Sofile, S., Linden, N., & Maarman, R. (2012). Teacher reported poverty effects on
education participation in a South African district. Journal of Psychology in
Africa, 21(4), 603-606.

Stoler, R. D. (1992). Perceptions of regular education teachers toward inclusion of all

handicapped students in their classrooms. Clearing House, 66(1), 60-62.

Swart, E., & Green, L. (2001).Teachers’ attitudes towards and experiences in
implementing inclusive education in South Africa. Acta Academia, 33(2).

Swart, I. S., & Pettipher, C. (2005). Inclusive schools: Good for kids, families and
communities: Reconsidering our definition of inclusion and redefining its
outcomes for all children. Paper presented at National Inclusive Schools Week

Conference in Washington, December 3-7, 2005.

Taylor, R. L., Richards, S. B., Goldstein, P. A., & Schilit, J. (1997).Teacher perceptions
of inclusive settings. Teaching Exceptional Children, 29(3), 50-54.

Tikly, L., & Barrett, A.M (2011). Social justice, capabilities and the quality of education in
low income countries. International Journal of Educational Development, 31. 3-
14.

Todds, S. (2007). Educational policy on politics of change. London: Routledge

United Nations Educational, Scientific and Cultural Organization (UNESCO). (1994).

Final report: World conference on special needs: Access and quality. Paris:

101



UNESCO.

United Nations Education, Scientific and Cultural Organisation (UNESCO).(2001) The
Salamanca Statement and framework on Special Needs Education.Paris:
UNESCO.

United Nations Educational, Scientific and Cultural Organization (UNESCO). (2002).
Inclusive schools and community support programmes: report phase two 1999-
2002. Paris: UNESCO.

United Nations Educational, Scientific and Cultural Organization. (UNESCO). (2005).
Overcoming exclusion through inclusive approaches in education: A challenge &
a vision. Paris: UNESCO.

United Nations. (1989). UN convention on the rights of the child. New York: United

Nations.

United Nations. (1993). United nations standard rules on the equalisation of

opportunities for persons with disabilities. New York: United Nations

United NationsDivision for Social Policy and Development.(2003). Ad hoc committee to
Consider Proposals on a Comprehensive and Integral international Convention
on Promotion and Protection of the Rights and dignity of Persons with
Disabilities. Retrieved March 18, 2006, from

www.un.org/esa/socdev/enable/rights/adhoccom.htm

Urban, D, J. (2013). Towards a Framework of Inclusive Social Studies: Obstacles and
opportunities in a Pre-service Teacher Education Program. D (Phil) Thesis. New

York: Columbia University.

Urie Bronfenbrenner Ecological Systems Theory. Retrieved, March 21, 2006, from

http://www.education.umd.edu/Depts/EDHD/geron/lifespan/6.html

Van Rooyen, B., & Le Grange, L. (2003). Interpretive discourses in South Africa’s

102


http://www.education.umd.edu/Depts/EDHD/geron/lifespan/6.html

education white paper no. 6: Special needs education. South African Journal of
Education, 23(2),152-156.

Van Veen, K., Sleegers, P., & Van den Ven, P. (2007). One teacher’s identity, emotions,
and commitment to change: A case study into cognitive affective processes of a
secondary school teacher in the context of reforms. Teaching and Teacher
education, 21, 917-934.

Van Zyl, E. (2002). Measurement of work stress within South African companies: a
luxury or necessity? South African Journal of Industrial Psychology, 28(3), 26-
31.

Vislie, L. (2003). From integration to inclusion: focus global trends and changes in the
Western European societies. European Journal of Special Needs Education, 18
(1):17-35.

Wade, S. E. (Ed.). (2009). Inclusive education: A casebook and readings for prospective
and practicing teachers. London: Lawrence Erlbaum Associates, Publishers.

Walker, H. M., Ramsey, E., & Gresham, F. M. (2004). Antisocial behavior in school:

Evidence-based practices. Belmont, CA: Wadsworth Publishing Company.

Walton, E., Nel, N., Hugo, A., & Muller, H. (2009). The extent and practice of inclusion in
independent schools in South Africa. South African Journal of Education, 29,
105-126.

Walton, E., & Lloyd, G. (2012). From clinic to classroom: A model for teacher education
for inclusion. Perspectives in Education, 30(2), 62-70.

Walton, E., & Lloyd, G., (2012). An analysis of metaphors used for inclusive education
in South Africa. Department of Education Studies, School of Education.

Johannesburg: University of Witwatersrand.

Wearmouth, J. (2001). Special educational provision in the context of inclusion. Policy

103



and practice in schools. London: David Fulton Publishers.

Western Cape Education Department (WCED) (2002). Equal opportunities for all
learners to succeed: httpm/wcape.school.za/site/40/page/view/96. Retrieved
February 11, 2005.

Westhood, P. (2008).Common-sense methods for children with special needs:

Strategies for the regular classroom (4™ Ed.). London: Routledge Falmers.

Yates, C., Patrdge, H., & Bruce, C. (2012).Exploring information experiences through
phenomenography. Library and information Research, (36) 112, 96-119.

Zimba, R. F., Mowes, A. D., & Naanda, A. N. (2007). Inclusive education in Namibia. In
P. Engelbrecht, & L. Green (Eds.), Responding to the challenges of inclusive

education in Southern Africa (pp 39-51). Pretoria: Van Schaik.

104



APPENDIX A: Permission Letter to the Western Cape
Department of Education

University of the Western Cape
Robert Sobukwe Drive
Bellville

7535

14 November 2014

Sir/ Madam
Re: Request for permission to conduct research in your school

| am a Masters in Education student at the University of the Western Cape, conducting
a research project titled: ‘School- Based Support Teams’ understanding and
experiences of inclusive education in the Western Cape’ | would like to explore the

School Based Support Teams’ understandings and experiences of inclusive education.

| humbly request your assistance in this research project by being granted permission to
conduct my study in your school. The participants in my study will be members of the
School Based Support Team. They will be required to participate in individual interviews

that are expected to last between 45 to 60 minutes after school.
Please note that:

e The schools and participants will not receive material gains for participation in

this research project.

e The teachers will be expected to respond to each question in a manner that will

reflect their own personal opinion.

e The schools’ or the participant's identity will not be divulged under any

circumstance.
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e There is no right or wrong answer.
e All teachers’ responses will be treated with strict confidentiality.

e Pseudonyms will be used (real names of the participants and the institution will

not be used throughout the research process).

e Participation is voluntary; therefore, participants will be free to withdraw at any

time without negative or undesirable consequences to them.

e The participants will not, under any circumstance, be forced to disclose what they

do not want to reveal.

¢ Digital recording of interviews will only be done if the permission of the participant
is obtained.

e Data will be stored in the Universities locked cupboard for a maximum period of

five years thereafter it will be destroyed by means they deem fit.

Thanking you,

Yours faithfully

B. Rulwa - Mnatwana Supervisor: Dr.Sindiswa Stofile
0734842181 021 959 2925
babalwarulwa@gmail.com sstofile@uwec.co.za
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APPENDIX B: Consent Form for a Western Cape Department
of Education

If permission is granted to conduct the research in the District schools, please fill in
and sign the form below.

Ly e (Full Name)
hereby confirm that | understand the contents of this document and the nature of the
research project. | hereby grant permission for the researcher to conduct the
research project within the schools in the Western Cape District. | understand that

teachers are free to withdraw from the project at any time, should they so desire.

Name:

Signature: Date: /12014
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APPENDIX C: Letter to the Principal

University of the Western Cape
Robert Sobukwe Drive

Bellville

7535

14 November 2014

Sir/ Madam
Re: Request for permission to conduct research in your school

| am a Masters in Education student at the University of the Western Cape, conducting
a research project titled: ‘School- Based Support Teams’ understanding and
experiences of inclusive education in the Western Cape’ | would like to explore the

School Based Support Teams’ understandings and experiences of inclusive education.

| humbly request your assistance in this research project by being granted permission to
conduct my study at schools in your district. The participants in my study will be special
school teachers from two schools in the district. They will be required to participate in
individual interviews that are expected to last between 45 to 60 minutes after school.

Please note that:

e The schools and participants will not receive material gains for participation in

this research project.

e The teachers will be expected to respond to each question in a manner that will

reflect their own personal opinion.

e The schools’ or the participant's identity will not be divulged under any

circumstance.
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e There is no right or wrong answer.
e All teachers’ responses will be treated with strict confidentiality.

e Pseudonyms will be used (real names of the participants and the institution will

not be used throughout the research process).

e Participation is voluntary; therefore, participants will be free to withdraw at any

time without negative or undesirable consequences to them.

e The participants will not, under any circumstance, be forced to disclose what they

do not want to reveal.

e Digital recording of interviews will only be done if the permission of the participant
is obtained.

e Data will be stored in the Universities locked cupboard for a maximum period of

five years thereafter it will be destroyed by means they deem fit.

Thanking you,

Yours faithfully

B. Rulwa - Mnatwana Supervisor: Dr.Sindiswa Stofile
0734842181 021 959 2925
babalwarulwa@gmail.com sstofile@uwec.co.za
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APPENDIX D: Consent Form for a Principal

If permission is granted to conduct the research in the District schools, please fill in

and sign the form below.

PP (Full Name)
hereby confirm that | understand the contents of this document and the nature of the
research project. | hereby grant permission for the researcher to conduct the
research project within the schools in the Western Cape District. | understand that

teachers are free to withdraw from the project at any time, should they so desire.

Name:

Signature: Date: /12014
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APPENDIX E: Letter to a member of School Based Support
Team

University of the Western Cape
Robert Sobukwe Drive
Bellville
7535
14 November 2014

Sir/ Madam
Re: Request for permission to conduct research in your school

| am a Masters in Education student at the University of the Western Cape, conducting
a research project titled: ‘School- Based Support Teams’ understanding and
experiences of inclusive education in the Western Cape’ | would like to explore the

School Based Support Teams’ understandings and experiences of inclusive education.

| humbly request your assistance by being a participant in this study. The interview will
be conducted in your school premises at your convenient time. The interview is

expected to last between 45 and 60 minutes

Please note that:

The schools and participants will not receive material gains for participation in

this research project.

e The teachers will be expected to respond to each question in a manner that will

reflect their own personal opinion.

e The schools’ or the participant's identity will not be divulged under any

circumstance.

e There is no right or wrong answer.
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e All teachers’ responses will be treated with strict confidentiality.

e Pseudonyms will be used (real names of the participants and the institution will

not be used throughout the research process).

e Participation is voluntary; therefore, participants will be free to withdraw at any

time without negative or undesirable consequences to them.

e The participants will not, under any circumstance, be forced to disclose what they

do not want to reveal.

e Digital recording of interviews will only be done if the permission of the participant

is obtained.

e Data will be stored in the Universities locked cupboard for a maximum period of
five years thereafter it will be destroyed by means they deem fit.

Thanking you,

Yours faithfully

B. Rulwa - Mnatwana Supervisor: Dr.Sindiswa Stofile
0734842181 021 959 2925
babalwarulwa@gmail.com sstofile@uwc.co.za
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APPENDIX F: Consent Form fora Member of School Based
Support Team

If permission is granted to conduct the research in the District schools, please fill in

and sign the form below.

Ly e (Full Name)
hereby confirm that | understand the contents of this document and the nature of the
research project. | hereby grant permission for the researcher to conduct the
research project within the schools in the Western Cape District. | understand that

teachers are free to withdraw from the project at any time, should they so desire.

Name:

Signature: Date: /12014
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APPENDIX G: Interview for School Based Support Team
Members

The purpose of this interview is to gather information on your understandings and
experiences of implementing inclusive education. To ensure anonymity, you are not
required to write your name on the questionnaire. Please answer all the questions as

accurately and fully as you can.

PLEASE ANSWER THE FOLLOWING QUESTIONS BY PLACING AN (X) IN THE
RELEVANT BLOCK/S OR WRITING YOUR ANSWER IN THE SPACE PROVIDED.

SECTION A: BIOGRAPHICAL DATA

1.  Age: [120 -30yrs [ 30-40yrs [] 40-50yrs ~ [150 and over

2. Gender: [ Male[ Female [ Declined

3. Teaching experience: [lless than 5years [15-10years [110-20years [1more than

20 years.

4. Number of years at this school: [lless than 5 years [J5-10 years []10-20
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SECTION B: EDUCATORS UNDERSTANDINGS AND EXPERIENCES OF
INCLUSIVE EDUCATION

PLEASE ANSWER THE QUESTIONS FULLY.

1. What does inclusive education mean to you?



5. What success do you experience in implementing inclusive education?

6. What challenges do you experience in teaching learners experiencing barriers in

your class?



7. What challenges do you experience in in facilitating support for your colleagues

in your school?

8. What successes have you experienced in teaching learners experiencing barriers

in your class?

9. What successes have you experienced in facilitating support for your colleagues

in your school?
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