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ABSTRACT The White Paper 6 of 2001 addresses the teaching of the special educational needs of learners in
public schools in South Africa. It provides for all learners - irrespective of barriers to learning and development –
to have the right to be educated in a public school by well-trained teachers. In line with this policy this original
study analysed the experiences of teachers of inclusive classes and the roles played by school-based support team
(SBST) members in terms of adequately capacitating and supporting the teachers. The challenges that are encountered
by principals, SBST members and phase teachers in providing support for teachers of inclusive education were
explored. Semi-structured interviews were conducted with SBST committees to determine the phenomenon and
level of support for teachers of inclusive education. The findings revealed that principals lack training and rely on
the district for support and intervention strategies for teachers and learners in inclusive classes. This paper argues
that inclusive schools do not only require the implementation of new policies but that on-going inclusive development
support, in-service training and planning for differentiated learning methods are also important for the successful
realisation of an inclusive system. Educators need exposure to inclusive teaching in order to coordinate efforts and
understand the needs of the classroom in terms of developing skills and lesson plans.

INTRODUCTION

Despite the considerable progress made in
introducing education policies to support inclu-
sive classes in schools, a number of authors have
concluded that progress in making schools more
inclusive, seems to have ceased (Ferguson 2008;
Vislie 2003). Inclusion requires a participative
situation in which learners with disabilities are
educated together with their non-disabled peers
by providing special education support and ser-
vices; full inclusion means that learners with dis-
abilities should be educated with their non-dis-
abled peers at all times (Bauer and Brown 2001:
33). Factors, such as a lack of knowledge and
skills for teaching learners with special needs as
well as limited training in teaching inclusive class-
es, do not motivate teachers to approach inclu-
sive education with a positive attitude (Black-
Hawkins et al. 2007). Foreman et al. (2001: 239)
further suggest that this can only be realised in
a unified education system where all role-play-
ers work together and are supported in creating
learning that meets the diverse learning needs
of every learner.  However, some countries, such

as Australia, Canada, France and Germany -
among others, have addressed the issue of sup-
port for inclusive education through the use of
task forces, long-term studies, short-term pro-
fessional development and short-term pay in-
centives (Boyer and Gillespie 2000).

Most inclusive class teachers have complet-
ed a basic teacher training programme which
has not sufficiently covered inclusive educa-
tion. For them to change, adapt and become ex-
perts in teaching learners of all abilities could
take years for the effects to be discernible. It is,
therefore, imperative that teachers should be
qualified and motivated by support received
from management as well as other school stake-
holders. School leaders and managers should
establish a variety of external and internal sup-
port structures that provide for the needs of the
teachers. According to Glatter (1997), support
for teachers of inclusive classes has been over-
looked for too long - even though it influences
an understanding of internal school manage-
ment processes. Support given by schools may
influence internal decision-making processes.
Inclusion is “the practice of including another
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group of students in regular classrooms, those
with problems of health and/or physical, devel-
opmental, and emotional problems” (Worrell
2008: 43) and it is central to addressing the prob-
lems caused by a multitude of reasons and bar-
riers that children with disabilities on the Afri-
can continent face in education systems (ACPF
2011). In the South African context many dis-
abled children were previously excluded from
being taught in mainstream education (Depart-
ment of Education 2001).

Learners with special education needs should
be taught in regular schools in order to achieve
Education for All goals (International Disability
and Development Consortium 2013). In most
countries inclusive education occupies centre
stage in the global discourse concerning educa-
tional policy; the discussion shapes its scope
and reform in low income and rapid-growth coun-
tries where the majority of children encounter
barriers to public education (Winter and O’Raw
2010). The policy trends of the past 30 years
have seen a clear shift away from the accep-
tance of orthodox segregated education for chil-
dren with special educational needs (Winter and
O’Raw 2010: 3). In the United States (US) sever-
al reforms, such as the Handicapped Children’s
Act of 1975 and the Disabilities Act (IDEA) of
1990 and revised in 1997, were introduced to
support inclusive education (Evans and Lunt
2002) but with limited success. Furthermore, the
shortage of teachers who are specially trained
and motivated to teach inclusive classes, glo-
bally, is a great concern. There is evidence that
teachers teaching inclusive classes need the
support of principals and school-based support
systems (SBSTs) to deliver results (VSO 2000:
4). A shortage of trained teachers’ impacts seri-
ously on the achievement of learners, more so,
learners from marginalised groups who may need
some extra encouragement or assistance, to
achieve their educational potential.

Latin America and Mexico support Millenni-
um Development Goals, especially Goal No. 2
on universal primary education which states that
teachers need to be qualified, motivated and pro-
vided with support. Moves have recently been
made to create a more equitable education sys-
tem through universal access to primary educa-
tion, the eradication of adult illiteracy and an
overall improvement in the quality and efficien-
cy of education (UNESCO 2006). Therefore, in-
clusive education is now seen as central to hu-

man rights and equal opportunities and it is a
priority policy objective of liberal democracies
(NCSE 2010: 3) which is the underpinning idea
embedded in the White Paper 6 of South Africa.
The Constitution of South Africa also states that
all children, young people and adults have the
right to benefit from an education that meets
their basic learning needs in the best and fullest
sense of the term (CRSA 1994). This is in line
with the reform processes that paved the way
and shaped the move towards a more inclusive
society which addresses barriers to learning in
the education system as well as improvements
in rights, fraternity and equality for all citizens
(Roaf and Bines 2004). Several high-level tran-
snational initiatives and advocates for inclusiv-
ity in society have also drawn the public’s at-
tention to the plight of millions of people, espe-
cially children, who have - for centuries - experi-
enced exclusion within their own communities
(UNESCO 2003).

Since the White Paper 6 was introduced in
South Africa the implementation of inclusion
policies – as in the US – has not been effective
(Dalton et al. 2012; Kalenga 2005). While coun-
tries like South Africa and the US have strug-
gled, Scotland, Northern Ireland and the Repub-
lic of Ireland have used parental involvement to
promote mutual respect and understanding be-
tween the home, the school and the wider com-
munity to achieve effective inclusive education
(Winter and O’Raw 2010: 77). The argument has
been that inclusive education means different
things in different countries which often make it
difficult to draw a unified conclusion because of
the differing contexts. Inclusion policy requires
a way of thinking and acting that allows every
individual to feel accepted, valued and safe.
School-based support teams established in
schools should consciously strive to meet the
changing needs of the teachers and learners in
inclusive classes. Through recognition and sup-
port, an inclusive community will provide mean-
ingful involvement and equal access to all learn-
ers in inclusive classes.

Managing the Teaching of Inclusive Education

On issues of training and professional de-
velopment across the whole field of special edu-
cation, Ellins and Porter (2005) maintain that al-
most half the teachers of learners experiencing
learning barriers have no specialist knowledge
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or training. It is against this background that
support is important and that careful planning is
needed to ensure that teachers of inclusive edu-
cation have the knowledge, skills and resources
to develop knowledge and skills (Salisbury and
McGregor 2005). The principal, as a critical mem-
ber of the school, is looked to for direction; if
the leader of a school sends uncertain or contra-
dictory messages, teachers struggling to imple-
ment the new policy of inclusion will not be
motivated. School leaders, mostly school man-
agement team (SMT) members who belong to
school-based support teams, should play an im-
portant role in making all learners feel welcome
and ensure that they are able to learn essential
academic and non-academic lessons, in prepa-
ration for life in the community (Salisbury and
McGregor 2005). School management teams,
principals, deputy principals and heads of de-
partments in schools are promoters of effective
teaching and learning. They play unique roles
in helping learners, staff members and parents
think and act more inclusively. This means that
all role-players should work together and be
supportive of one another in creating learning
that meets the diverse learning needs of every
learner. Supporting the teaching of inclusive
education is a way of protecting inclusive class-
room teachers from the pressures of change,
therefore, the SBSTs need to develop policies
and working practices which assure the success
of teaching and learning in inclusive classes. A
study by Eloff et al. (2002) indicates that teach-
ers of inclusive classes require a great deal of
support because teaching these classes is stress-
ful for teachers. They become frustrated by the
amount of time that needs to be spent in plan-
ning, developing curriculum modifications, and
strategising over social interaction, as well as
the use of a number of different approaches to
teach content and skills. Furthermore, the Na-
tional Curriculum Statement (NCS) presents a chal-
lenge in that it advocates cooperative learning,
whereas inclusive teaching requires teachers to
adapt to a different style and pace of teaching and
learning for different learners (DoE 2005) which
includes their instructional methods that involve
student practice in class, independent work activ-
ities, out of class activities and homework.

Diverse support structures often involve a
range of different staff members, approaches,
and working methods. Established support
structures in schools, such as the school-based

support team (SBST), may sometimes be sup-
portive and at other times act as a barrier to in-
clusion. Resources are important to assist the
SBST structure to respond flexibly to a range of
organisational, individual, staff and family needs
(European Agency for Development in Special
Needs Education [EADSNE] 2009). Inclusive
classrooms may also require co-teaching and,
therefore, schools should be able to access
funds to hire assistant teachers in single class-
room settings (Hazlett 2001). In terms of this
approach one teacher leads the lesson and the
co-teacher plays an assisting role. For example,
while the co-teacher leads a lesson on a listen-
ing strategy or presents a test review, the class-
room teacher may gather observational data on
targeted learners. Alternatively, while the class-
room teacher presents a lesson, the co-teacher
helps to keep the learners’ attention on the task;
checks written work as it is completed; and re-
sponds quietly to learners’ questions (Dieker
and Murawski 2003; Friend and Bursuck 1999:
83). Where schools are not financially viable,
support may not succeed.

Barriers to Teaching Inclusive Classes

According to Pivik et al. (2002), barriers to
teaching general and special education classes
are particularly problematic as inclusive classes
require more teacher attention than would be
the case in a general class. A study by Jordan et
al. (2009) suggests that general education teach-
ers are not prepared for the inclusion of special
learners in their classes; they tend not to focus
on behaviour in general mainstreamed classes
as long as the learners do not exhibit emotional
or behavioural problems. Another problem for
general education teachers is that most of them
are often unaware of special learner needs and
rarely use psychological reports in their plan-
ning (Jordan et al. 2009). It is, therefore, impera-
tive that inclusive class teachers be given assis-
tance in planning for inclusive classes by SB-
STs and other support structures. Teachers
teaching learners with learning difficulties also
require special resources in the classroom in or-
der to help the learners achieve their potential
(Masango 2013). In a study of inclusive classes
and teacher support, Hockings et al. (2008) main-
tain that a paradigm shift is required to an ap-
proach that is proactive, effective and financial-
ly viable for teachers to teach inclusive classes.



184 SHARON THABO MAMPANE

Inclusive education teachers need support be-
cause inclusive education is a complex phenom-
enon requiring differentiated learning to meet
the needs of different learners at different levels
(Scruggs et al. 2007). According to Eloff and
Kgwete (2007), a substantial body research ex-
ists on inclusive education, but more needs to
be done in terms of teacher support. They argue
that there is a fundamental contradiction between
supporting teaching as a strategy for change
and supporting teaching in inclusive education.

Conceptual Framework

The conceptual framework used for the pur-
poses of this paper is based on the diversity
inclusive programme model of LaVergne (2008)
which is framed by the philosophical founda-
tions of Salend’s (2008) Principles of Inclusion,
Bank’s (2008) Dimensions of Multicultural Edu-
cation and Gay’s (2000) Culturally Responsive
Teaching Theory.  LaVergne’s (2008) diversity
inclusion is in line with the White Paper 6 of
2001 which provides for addressing the needs
of all learners - irrespective of barriers to learn-
ing and development – and the right to be edu-
cated in a public school by well-trained teach-
ers. LaVergne’s (2008) conceptual framework
further aligns with the White paper 6 regarding
the support of teachers of inclusive classes in
developing a positive attitude to teaching learn-
ers with diverse educational needs. Because of
South Africa’s post-apartheid history of segre-
gation and discrimination, the existing challenges
regarding a lack of training in inclusive educa-
tion may be why SBSTs struggle to support
teachers teaching inclusive classes. Therefore,
success in managing the teaching of diverse
learners in inclusive classes within the South
African context requires a well-prepared inclu-
sive programme for inclusive education in
schools. The developed inclusive programme
should, ultimately, result in the effective man-
agement of teaching diverse learners in an in-
clusive educational classroom culture that ad-
dresses the needs of all learners and brings with
it the successful achievement of all learners in
inclusive classes (LaVergne 2008).

METHODOLOGY

The focus of this paper is on managing the
teaching of diverse learners in inclusive classes

in a South African context, using three main ques-
tions from the original interview protocol. The
aim was to explore how public school teachers
understand the teaching of inclusive education
- as stated in the White Paper 6; what role SB-
STs play in supporting teachers teaching inclu-
sive classes; and what are the expectations of
teachers teaching inclusive classes. A qualita-
tive multiple case study approach was used to
explore the phenomena, using in-depth semi-
structured interviews. The rationale for choos-
ing multiple case studies was to compare the
different cases in order to gain an understand-
ing of how the teaching of diverse learners in
inclusive classes in the South African context is
managed - as required by the White Paper 6. In
the collection of data this approach allowed for
the exploration of the management processes
applicable in the teaching of inclusive classes;
the unique experiences of teachers teaching in-
clusive classes; the support mechanisms in
place; and the challenges experienced in man-
aging the teaching of inclusive classes. All the
participants were asked the following interview
questions:

• How is the teaching of inclusive education,
as described in the White Paper 6, man-
aged?

• What is the role of SBSTs in supporting
teachers of inclusive classes?

• What are the expectations of teachers teach-
ing inclusive classes?

• What are the challenges of managing teach-
ing in inclusive classes?

Sampling

Purposive and convenience sampling were
used to select information rich cases that would
answer the research questions asked. The sam-
ple consisted of 14 male and female primary
school teachers on the SBST committee of
Gauteng Province. Seven teachers from each of
two schools who were members of the SBST
committee and who were involved in inclusive
teaching were purposively sampled. The sam-
ple consisted of two school management team
(SMT) members, two school-based support team
(SBST) members and three teachers from each
school phase - one Foundation Phase, one In-
termediate Phase and one Senior Phase teacher.
The criteria for sampling the participants were:
involvement in the SBST committee; teaching
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an inclusive class in a South African public
school; a willingness to participate in the study;
and working within a radius of 50km to Pretoria,
for ease of access.

Data Collection

Data was collected directly from participants
by means of one-on-one semi-structured inter-
views which allowed for additional probing ques-
tions to be asked for clarity and for greater depth
(Creswell 2003). The participants were inter-
viewed at their various schools and permission
to conduct the research was granted by the rel-
evant department of education which also sup-
plied the researcher with the names and e-mail
addresses of the selected schools. Each partici-
pant was interviewed  for approximately 30 min-
utes and the interview questions used were open-
ended (Rubin and Rubin 2005). The primary data
from multiple cases was triangulated to cross-
check the consistency of the findings and to
provide more comprehensive and relevant in-
formation (Cole 1994). Participants were given a
copy of the transcripts after each round of inter-
views, for feedback. Any deletions or revisions
to the transcripts during member-checking gave
this study greater validity because the partici-
pants checked the data analysis and its inter-
pretation (Atkinson and Hammersley 1998;
Glesne 1999). Peer reviewers and colleagues of
the researcher looked for researcher bias in the
study and requested clarification on specific
analytical findings.

Document Analysis

Official documents, like the White Paper 6 of
2001, on the rights of learners with barriers to
learning and development, and the South Afri-
can Schools Act (1996), were analysed as a
means of acquiring information on how teach-
ers of inclusive education should manage and
teach. Other documents, such as the inclusion
policy, circulars, minutes of SBST meetings and
evaluation reports used by teachers of inclu-
sive classes, were analysed and triangulated with
data from the interviews. Data was analysed in
terms of logic and for varied understandings of
how the teaching of inclusive education was
managed. The data was then coded using open-
coding to establish initial codes (Strauss 1987:
55-56). The codes were grouped into categories

and emerging categories were merged into broad
themes (Glasser and Strauss 1999: 76). Ethical con-
siderations and consent for access were adhered
to  in line with the policies of the Gauteng Depart-
ment of Education, the ethics committee of the
University of Pretoria and the School Governing
Bodies of the selected schools. Participants signed
letters explaining the purpose of the study  as their
agreement to be interviewed. Participants were
assured of confidentiality of responses, as well as
their rights to withdraw at any time - should they
wish to do so. Appointments were scheduled with
the participants outside school working hours, to
conduct the interviews.

RESULTS

Theme 1: Participants’ Understanding of
Inclusive Education

All participants understood inclusive edu-
cation as it is explained in the White Paper 6 and
in the new constitution of South Africa (1996).
They claimed that it is practiced in their schools
because they believe that all learners can be
taught at the same public schools, despite dif-
ferences in their abilities. They were also of the
opinion that no learner should be discriminated
against and, therefore, their learners with differ-
ent learning abilities were in the mainstream.
Most participants understand the concept of
inclusive education because the government
requires all schools to comply and implement
this policy in all regular South African public
schools. They gave different explanations but,
basically, all agreed that inclusive education can
be summed up as the non-discrimination of learn-
ers. Although South Africa is among the coun-
tries that implement inclusive education policies,
there is, nevertheless, no indication that these
policies have achieved their purpose which is
similar to the situation in the US (Boyer and
Gillespie 2000); it is also a popular scenario
among emerging economies or countries due to
the lack of proper support – except in Latin Amer-
ica and Mexico.

Theme 2: The Role of the SBST in Supporting
Teachers Teaching Inclusive Education

The SBST members, including principals, aim
at implementing inclusive education by ensur-
ing that the district is brought on board in terms
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of the challenges experienced in the affected
schools. They also involve NGOs collaboratively
and interactively in their schools. The NGOs
sponsor learners who are visually impaired with
free spectacles and encourage student psychol-
ogists from the University of Pretoria to support
the teachers. There is a supportive relationship
between the school and the district office so
that when assistance is needed, it is always giv-
en. Similarly, principals are aware of the role of
the SBST in supporting teachers of inclusive
education and ensure that SBST members have
the relevant qualifications. Although the princi-
pals do not teach inclusive education, they are
able to apply a number of strategies to provide
materials that support and improve the skills of
teachers in effectively teaching inclusive class-
es. Educators are given opportunities and finan-
cial support to attend workshops to develop their
skills. Other initiatives include inviting parents
to support the educators, but support from par-
ents is limited because of their low literacy lev-
els. According to Winter and O’Raw (2010: 73),
international and European studies insist that
adequate teacher training, both initial teacher
training and in-service training, be prioritised
for inclusive teaching.

Theme 3: Teachers’ Expectations in Teaching
Inclusive Education

Some teachers believe that principals should
be trained so that they have some knowledge of
the relevant types of resources to be purchased
and that they manage the school with a more
directed programme. Thorough preparation and
knowledge of differentiated teaching methods
is important because of the demands that are
made on teachers who have not been trained in
inclusive education. Teachers should show care,
love and empathy for learners with special
needs; however, some teachers are less prepared
for their task because support is only received
in a few workshops which are rarely held and,
hence, the lack of motivation to teach inclusive
classes. If support is forthcoming from all stake-
holders, including the principals, teachers may
be more committed to helping learners from di-
verse backgrounds and different abilities. Colle-
gial support is recommended as a positive fac-
tor that can boost the morale of educators of
inclusive classes. The lack of a clear solution
concerning the types of intervention schools

should use, requires principals, SBST commit-
tees and teachers to have the necessary skills to
teach inclusive classes, and to support inclu-
sive education teachers.

DISCUSSION

There is an urgent need for teachers to un-
derstand and address the range of diverse learn-
ing needs in their inclusive classrooms, if South
Africa is to address the exclusion of learners
from the education system (Dalton; Mckenzie;
Kahonde 2012). In managing the teaching of di-
verse learners in inclusive classes within a South
African context, principals and teachers encoun-
tered challenges in terms of support received
for inclusive education. Although White Paper
6 asserts that a conceptual shift is needed re-
garding the provision of support for learners
who experience barriers to learning for inclusive
education to become a reality, schools do not
have systems in place for managing inclusive
education. Teachers and therapists need to find
ways to plan and work collaboratively, for the
greatest benefit to their learners (Chataika; Mck-
enzie; Swart; Lyner-Cleophas 2012). School-
based support team members in South Africa,
though given the power of overseeing inclusive
education, do not have the skills to teach inclu-
sive education; they rely mostly on the guide-
lines which are provided by the department of
education and their own discretion in implement-
ing inclusive education. It seems that no teach-
er has been trained to teach inclusive education
and apply common sense when it comes to in-
clusive education. Principals cannot monitor the
process of teacher support because of their lack
and depth of knowledge of inclusive education.
White Paper 6 guidelines and, therefore, aspects
that address support for teachers teaching in-
clusive education are not dealt with.

CONCLUSION

There is a call for school managers to be
trained in special needs education so that they
are able to monitor teacher support in inclusive
education. There is a need to work collabora-
tively with teachers and parents in order to pro-
vide support for teachers and learners in inclu-
sive schools. The successful management of
inclusive education relies on thorough prepara-
tion and training as well as teamwork and com-
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mitment from all stakeholders, including those
in the home, the school and the wider community,
to inculcate an inclusive educational classroom
culture that addresses the needs of all learners
for them to succeed. Schools should develop
systems for implementing inclusive education in
terms of the policy set out in the White Paper 6
guidelines. The school-based support team mem-
bers should use the guidelines provided by the
department of education and their own discre-
tion in implementing inclusive education.

RECOMMENDATIONS

More specific recommendations are that prin-
cipals should be encouraged to acquire relevant
qualifications or knowledge concerning inclu-
sive education and to attend workshops and
meetings organized by district officials and NGOs
on the teaching of inclusive education, in order
to support teachers teaching inclusive classes.
All stakeholders should work collaboratively to
develop intervention strategies that support
teachers involved in inclusive education. SB-
STs should motivate teachers through their col-
legial support, to care and support learners ex-
periencing barriers in education through in-ser-
vice workshops on inclusive education. Schools
should follow the exact guidelines of the White
Paper 6 for inclusive education by implementing
support structures and planning for differenti-
ated teaching from the beginning, in order to
cater for the needs of all learners in the system.
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