


e Learners with specific challenges make gains in jition and social
development and physical motor skills. They do well when the general

environment is adjusted to meet their needs (Gately and Gately, 2001:41) and

Learners with more typical development challenges gain higher leve 5 of
tolerance for the people with differences. They learn to make the most of tl se
they interact with (Hall and McGregor, 2000:114).

The above paragraphs highlight that, in an inclusive classroom, the philosopt of
inclusion hinges on helping learners and educators to become better men iers of a
community by creating new v ons for cc munit  and for 1 10ols in | Lo
Inclusion, in this context, is about membership and belonging to a community. W ite
Paper 6 (Department of Education, 2001) states that Inclusive Education and air }

includes:

acknowledging that all learners and youths can learn and that all learners and

youths need support; and

accepting and respecting the fact that learners are different in some ways and .
have different learning needs, which should be valued equally and should

become an ordinary part of human beings' experiential living.

This means that education and school structures, systems and learning
methodologies must meet all learners ‘needs at various educational levels and kinds
of learning support. Educators must, in this regard, acknowledge and 32 )ect the

differences in learners, whether due to:

e age;

ethnicity;
language;
class;

- disability; and/or -




¢ HIV status

(Allen and Schwartz, 2001: 54; Daniels and Vaughn, 1999: 48; Nagata, 2003;
Munoz, 2007).

Inclusive Education is presented as a broader than formal schooling in that:

it acknowledges that learning also occurs in the home and community, and within
formal and informal modes and structures ( Beverly and Thomas, 1999: 179;
UNESCO, 2009, 2010);

educators are expected to change attitudes, behaviours, teaching methodt »gies,

curricula and environments to meet the needs of all learners
(De Bettencourt, 1999:27; UNESCO, 2009, 2010);

participation of learners must be maximized in the culture and the currict a of
educational institutions and must uncover and minimize barriers to learning
(Rafferty, Leinenbach and Heims, 1999: 51; UNESCO, 2009, 2010);

learners must be empowered by developing their individual strengths and by

enabling them to participate critically in the process of learning; and

some learners may require more intense and specialized forms of learnir
support to be able to develop to their full potential (McConnell, 1999: 14;
UNESCO, 2009, 2010).

Based on the above list, the vision for Inclusive Education in South Africa c: be
described as the practice of promoting the participation and competence of every
learner, regardless of age, gender, ethnicity, language, class, disability and HIV
status. an inclusive society in which dil

valued, and where discrimination and prejudice is actively combated in policies and
practices (Lieberman and Houston-Wilson, 1999: 129; Lipsky and Gartner, 1998: 78;
UNICEF, 2009).

However, an Inclusive Education system can only be created if ordinary schools

become more inclusive. Schools must become better at educating ‘all’ :arners




their communities regardless of the challenges that they might be facing. Educating
all learners in their communities must be their first priority. The Ut :SCO + nference
(2008a) proclaimed that: “...ordinary schools which embark on educatil 3% 1ers
with the principles of Inclusive Education have the most effective way of combating
discriminatory attitudes, creating welcoming communities, building an inclusive
society and achieving education for all learners in their communities.” These schoc 3
can provide effective education to most of these learners and can improve the

efficiency and ultimately the cost-effectiveness of the entire education system.

UNESCO (2008b) specifies policy tools for addressing the needs of four grot s of

learners who are known worldwide to be excluded from schools. These groups

include the following:

Girls (exclusion due to gender): Most girls in communities of third world nations

are excluded from schools.

Learner labourers: In third world countries, most families require 2arners to
supplement the income of the family. Therefore, learners have to find work as

labourers in order to fulfil their roles in their families.

Learners affected by HIV/AIDS: The stigma of HIV and AIDS in schools ultimately
makes learners run away from school, when the school sends them away from
school due perpetual absenteeism, when parents do not protest ar nst this and

when the educators’ attitude is negative towards these learners.

Learners with disability: Inaccessible infrastructure is a major problem, in« neral,
~as there are no funds to rework the school building in order to accommodate

learners with disabilities.

In the light « the preceding statements, inclusion is regarded as a process

addressing and responding to the diversity of needs of all learners, both you s and
adults through increasing participation in learning, cultures and communities. It
reduces and eliminates exclusion within and from education in all respects. It also
involves changing and modifying the content, approaches, structures and quality of
education. This »ne with the common vision of including all learners of the

.. appropriate age range in the same grade .in thevschool. Schools must have the
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conviction that it is the responsibility of the regular school system to educate all
learners of all the communities in the world (UNESCQO, 2003b).

There are several reasons to justify Inclusive Education in schools, this in: ides:

e Educational justification: Inclusive schools are required to educate all learners
together. This means that they have to develop ways of teaching that respond >

individual differences.

Social justification: Inclusive schools are able to change attitudes to rd
diversity by educating all learners together in the classroom of tea ing an

learning. This forms the basis for a just and non-discriminatory society.

Economic justification: It is cheaper to establish and maintain schools that
educate all learners together instead of setting-up complex systems of different
types of schools, which specialize in different groups of learners (UNESCO,
2003b).

Several UNESCO documents form the basis for the development of Inclu e
Education policies and approaches. These documents set out the central elements

that need to be addressed in order to ensure:

e the right to access to education,

e the right to quality education; and

e the right to respect in the learning environment.

The South African Department of Education Policy guidelines on Inclusive Educat”

(2005) highlights the .dJucation For Al \._. A) movement’s concern is with In isive
ity !

accepted definition of quality education, three important components are mostly

incorporated in such conceptual frameworks namely:

e Quality education is education that is concerned with the cognitive develc 'ment

of the ler.

- ...« Quality education that promotes values and attitudes of responsible citizens.. ... . . .
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e Creative and emotional development of the learner.

The departure points of an Inclusive Education and training system as put forward in

White Paper 6 (2001) are the following:

Revise existing policies and legislation for all bands of education and training,

and the framework for governance and organization.

Strengthen district-based education support services.

Expand accessibility and provision of services.

Support curriculum development and assessment, institutional development and

quality improvement and assurance.
A national awareness, advocacy and mobilization campaign.
Strategies for the revision of funding.

White Paper 6 (2001) acknowledges that many of the barriers to learning put forward
in the White Paper are addressed by many other national and pro icial
programmes of the Department of Education, Health , Welfare and Pt ¢ Works in
particular. In the case of the Department of Education, the Tirisano programme,
District Development Programme, Curriculum 2005, the Language-in :ducation
Policy, Systemic Evaluation (of the attainment of Grade 3), the HIV and AIDS Life
Skills Programme and the joint programmes wifh the Business Trust on schos

efficiency and quality improvement are examples of programmes that are already
seeking to uncover and remove barriers to learning experienced by learners in the

mainstream.

e Jdu 1 | »al N J

barriers to learning includes individuals < with diverse characteristics and
backgrounds. Therefore, it should be clearly understood that the strategies to
improve the quality of education should be focused on improving learners’
knowledge and strengths (UNESCO, 2005).




From this point of view, the report suggests five different dime ns that must be
addressed in the context of the teaching and learning processes in the classroom in

order to understand; monitor and improve the quality of education.

The differences in learner characteristics.

The contexts in which the content is presented.

The ways to enable inputs and full participation.

The teaching and learning in the classroom.

The expected outcomes of the learning situation
(UNESCO, 2005: 35-37).

These dimensions are interrelated and interdependent and need to be addressed in
an integrated manner. It must also be understood that educating all learners in the
classroom of teaching and learning is a global human right. All learners have the

" right to be educated.

The following extracts present direct quotes from the Universal Declaration of
Human Rights ratified 1948.

2.2 UNIVERSAL DECLARATION OF HUMAN RIGHTS

The nations of the world made a Universal Declaration of Human Rights asserting
that “everyone has the right to education” more than 40 years ago. Notable efforts
were made by countries around the globe to ensure the right to education for all,
however there were still many challenges (UNESCO, 1948). The following were

noted:

At least 60 million girls and more than 100 million learners have no access )

primary education.

Two-thirds of women and 960 million adults are illiterate. Functional illiteracy is a

seric ; problem in all countries, industrialised and developing.




Printed knowledge, new skills and technology which can et ance e quality of
life and help adapt to social and cultural change had not been accessed by r re

than one-third of the adult population.

Failures to complete basic education programmes number more than 100 million
learners and countless adults; attendance requirements are satisfied by millions

but they do learn the necessary knowledge and skills.

(UNESCO, 1948).

The afore-mentioned challenges resulted in the participants of the World Conference

on Education for all in Thailand, (1990) to make the following declarations:

Recall that it is a fundamental right for all the people, women and men of all ages

to be educated throughout the world.
Know that education is the key to personal and social improvement.

Understand that education can help ensure a safer, healthier, more prosperous
and environmentally sound world, while contributing to social, economic and

cultural progress, tolerance and international co-operation.

Recognise that traditional knowledge and indigenous cultural heritage have a
value and validity in their own right and a capacity to define and | >mote

development.

Acknowledge that the provision of education is seriously deficient. It must be

more relevant and must improve qualitatively. It must be universally availat ».

Recognise that basic education must be sound. This is fundam¢ tal the

stre  tl 7 . ley of _Ju il

capacity. Thus fundamental to self-reliance and development.

Recognise that it is necessary to give to the present and coming generations an
expanded vision, and a renewed commitment to basic education in order to

address the scale and complexity of the challenges.

(UNESCO, 1990; UN, 2007; UNICEF, 2009).
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At this conference in Thailand (UNESCO, 1990) a proclamation was made to:
2.2.1 Meet the Basic Learning Needs

Every person, learner, youth and adult should benefit from the educational

opportunities that are designed to meet the basic learning needs. These are made-

up of learning tools such as literacy, oral expression, numeracy and problem solving.
Knowledge, skills, values and attitudes are also necessary tools required for the
survival of human beings in order to develop their full capacities, to live and wo . in
dignity. Full participation in development is needed to improve the quality of lives, to
make informed decisions and to continue learning (UNESCO, 1990; UNICEF, 2009).

The satisfaction of the basic learning needs empowers individuals in any socic 7 and
gives them the knowledge worth exchanging with people within their communities.
The knowledge they acquire brings upon them the responsibility to respect and build
upon their collective cultural, linguistic and spiritual heritage, to promote the
education of others and to further the cause of social justice and to ai iieve
environmental protection. It enables them to be tolerant towards social, o cal and
religious systems that differ from their own, to ensure that commonly acce ted
humanistic values and human rights are upheld, and to work for international peace

and solidarity in an interdependent world (UNESCO, 1990; UN, 2007; U lICEF,
2009).

Another important aim of educational development is the transmission and
enrichment of common cultural and moral values. It is in these values th: e
individual and society find their identity and worth. It is the foundation for lifelong
learning and human development on which countries may build and further the levels
and types of education and training (UNESCO, 1990; UN, 2007; UNICEF, ) ).

Therefore, the educational vision must expand to the required proportion of renewed
commitment in the whole education system, where all the role players work together
to make all the necessary adjustments in areas affecting effective diverse learning in

Inclusive Education.




2.2.1.1 Expand the vision and renew the commitment

To serve the basic learning needs an ‘expanded vision’ is required to surpass
present resource levels, institutional structures, curricula and conventional del ry
systems while building on the best in current practice. The vision must expand to e
universal access and promotion of equity. The focus must be on learning and -
broadening the means and scope of basic education, enhancing the environment for
learning and strengthening partnerships (UNESCO, 1990; UN. 2007; U | I ,
2009).

2.2.1.2 Universal access and promotion of equity

All learners, the youth and adults must have access to basic education and
measures to reduce disparities must be taken into consideration. For the purpo:  of
establishing equity, they must all be given opportunities to achieve and maintain an
acceptable level of learning. Priority must be given to the education of girls and
women, and to remove all obstacles that may be in the way for their active
participation. Gender stereotype must be eliminated in education. Disadvantaged
groups of people such as the poor, street and working learners, rural and remote

‘populations, nomads and migrant workers, indigenous people, ethnic, raci

linguistic minorities, refugees, people displaced by war and people under occupation

should not be discriminated against in accessing learning opportunities. iverse
needs demand special attention and steps must be taken to provide equal access to
education for people including the disabled (UNESCO, 1990; UNESCO, 2001;
UNICEF, 2009).

2.2.1.3 Focus on learning

Active and participatory approaches are important in ensuring the acqui ion of
knowledge and allowing learners to fulfil their potential. Therefore, curricula must be
adapted to acceptable levels of learning acquisition. Improved and appropriate
systems for assessing learning achievement must be applied (UNESCO, 1990;
UNESCO, 2006).







2.2.1.6 Strengthen partnerships

National, regional, and local educational authorities have a unique responsit ty to

provide basic education for all, but it is not humanly possible to expect them to

supply every human, financial and organizational requirement for this task.

Therefore, it is necessary to have new and revitalized partnerships at all levels in

order to achieve the objectives.

Partnerships with all sub-sectors and forms of education should be strengthened,
recognizing the special role of educators and that of administrators and other
educational | sonnel. There must be partnerships between lucation and other
government departments, including planning, finance, labour, communications and
other social sectors. There must also be partnerships between government and non-
governmental organizations, the private sector, local communities, religious groups,
and families. The recognition of the role of both families and educators is important
(UNESCO, 1990; UNESCO, 2009).

2.2.1.7 Develop a supportive policy in specific context

Policies to support the social, cultural, and economic sectors are required in order to
realize the full provision and utilization of basic education for the individual and the
improvement of the society. Effective provision of basic education is dep¢ dant on
political commitment for the edu ional policy to reform and strengthen institu ns.
Suitable economic, trade, labour, employment and health policies enhance learners'
incentives and contribute to societal development (UNESCO, 1990; UNESCO,
2009).

2.2.1.8 Mobilize resources

I | tt ,
action than that of the past will be essential to mobilise the existing and new finan
and human resources, pu’blic, private and voluntary. All communities must contribute
and must recognize that time energy and funding directed to basic education are
probably the most profound investment in people and in the future. We must draw on

the resources of all e vernment agencies responsible for human development

through increased absolute and proportional allocations to basic education se es
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with the clear recognition of competing claims on national resources of which
education is an important one, but not the only one. Improvement in the efficiency of
existing educational resources and programmes will bear more fruit and s attract
new resources. One way in which we can urgently meet the requirements of ba :
learning needs may be reallocation between sectors, for example, a transfer from
military to educational expenditure (UNESCO, 1990; UNESCO, 2009).

2.2.1.9 Strengthen international solidarity

Meeting basic learning needs requires a common and univers: uman
responsibility. It requires international solidarity and equitable and fair economic
relations in order to redress existing economic disparities. All nations have vi Jable
knowledge and experiences to share in order to design effective educational policies
and programmes. Substantial and long-term increases in resources for basic
education will be needed. The world communities, including intergovernmental

agencies and institutions, have an urgent responsibility to alleviate the challenges

that prevent some countries from aChieving the goal of education for all (UNESCO,

1990, 2009; UNICEF, 2009).

The Education for All movement was a preparation for the Salamanca confer¢ ce,
UNESCO that focused on special needs education issues. However, for learners to

benefit from these initiatives, quality education must be accessible to all learners.
2.3 ACCESS AND QUALITY OF EDUCATION

According to Policy guidelines on inclusion in education (draft on Inclusive
Education, DoE, 2005), access to education and quality are linked and are mutual in
reinforcihg Inclusive Education. Large numbers of learners in the classroom affect
quality rning in tt ort - m but lor m for improvi _ r n v
succeed in restoring the required balance. Although, enhancing cognitive
development, basic skills, physical health and emotional growth are considered part
of the affective domain of a learner, these factors are equally important in the
learning process and in reinforcing the quality of a learning experience. On
management level, planning, implementing and monitoring of the progress of these

interventions may present an enormous challenge in schools.




However, access and quality of education in Inclusive Education . _quire finances for
stakeholders to be able to undertake all the inclusive requirements within its eco-

systems.
2.4 ISSUES OF COST AND INCLUSION

Issues of cost and inclusion go together. It is difficult to speak about inclusion without
~ any consideration of cost issues. National budgets often have insufficient funds to
allocate to the inclusion budget and parents very often cannot afford the di and
indirect costs of education. Families often have to prioritize between sending a
learner to school and having him/her adding to the income to feed the family. here
is a risk, therefore, that Inclusive Education is considered too costly for governments,

agencies and even parents.

Shocking estimates made by Oxfam (UNESCO, 2007) stated that the fii cial

support needed to reach Education for All (EFA) corresponds to:
four days worth of global military spending throughout the world;

half of the money spent on learners’ toys in the United States of America every

year;

a smaller amount than what Europeans spend on computer games or mineral

water per year; and
less than 0.1 percent of the annual gross national products of the wo 1.

However, a lot of money could be recovered through developing a more cost-
efficient education system. The context of institutions in which public « enc is
required needs more attention than it has received so far (UNESCO, 2007). ~ s

includes the optimum use of resources in order to achieve a higher cost-bene

relationship between inputs and results. Research has shown that in the

Organization for Economic Co-operation and Development (OECD) countries,
between 5 percent and 40 percent of students drop out, resulting in low sk s and
high rates of unemployment (OECD, 2008:9). Among those who drop out from

oo s ¢ many learners with negative learning experiences ai istory of

having to repeat the same grade because of poor performance.
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ability classrooms, initial literacy in mother tongues, training-of-trainer models for
professional development, linking students in pre-service educator training v 1
schools, peer teaching and converting special schools into resource centres that

provide expertise and support to clusters of regular schools (OECD, 2008).

Jamaica is a good example of early intervention, which shows the cost effectivel ss

of inclusive approaches. An Early Intervention Prc, :t for learners wi | disabilities

that were home-based was developed in Jamaica. The parents were relied on to

provide the services for their learners after being trained. The cost was US $3( per
year per learner. This was less than the cost of special education. In Latin America,
research showed that repetition of the grade of a learner who fails in lies a cost of
US $5.6 billion in primary school and US $5.5 billion in secondary school at the
exchange rate in the year 2000 (UNESCO, 2007).

Research has also indicated that educational quality does not directly depend on
educational cost. In quality education learning outcomes are related much more to
the quality of teaching than to other factors such as class size or classroom diversity.
In fact, a typical feature for the best performing school systems is that, in different
ways, they take responsibility for educating and supporting all students despite the
diversity in the classroom. The best school systems find different ways to support

learners flexibly within the mainstream classrooms (Savolainen, 2009).

Lack of investment in education as a preparation for an active and productive : it
life can be very costly and profoundly irrational in economic terms. A Canadian stuc
showed that the loss in production of persons with disabilities that is ke t outs e
the labour and market amounts to 7.7% of Gross Domestic Product (GDP) ($55.8
billion). Therefore, large amounts of money can be invested in facilitating. education

that could lead to persons who are disabled being employable.

Whether there is investment or not, schools’ attitudes must change to that of seeing
themselves as a necessity for the community in order to fully accommodate learners
with diverse learning needs. A discussion of the Salamanca conference on special

needs education follows.




2.5 THE SALAMANCA CONFERENCE

The Salamanca World Conference on Special Needs Education: Access and Quality
(1994) became a new point of departure for millions of learners who were denied of
education throughout the world. It placed special needs education within a wider
framework of Education For All (E.F.A.), a movement launched in Jomtien, Tl 1d
in 1990.

2.5.1 The main goals of the Salamanca Conference

The main goals of the conference were the inclusion of all the learners of the wo in
schools and the reformation of the school system to make it possible. It called for
major policyvand resource changes in the countries of the world, the setting «
national targets, and partnerships between all the national and international agencies
involved (UNESCO, 1994).

This conference provided a platform to affirm the principle of Inclusive Edu: tion and
discussion of the practice to ensure that learners with special needs are inc id¢ in
these initiatives and take their rightful place in a learning society. Experience has

shown that special educational needs are easily overiooked.
2.5.2 The concept “special education needs’

A significant number of the millions of learners in the world, who have no access to
education, are believed to have special educational needs. Special education is
defined in terms of learners with a range of physical, sensory, inteller ial or
emotional difficulties (UNESCO, 1994; UNICEF, 2009).

In the last 15 to 20 years, it has become clear that the concept of special needs has
to be widened to include all learners who, for whatever reason are fe ngto | efit
from education. To add to that, there are learners with in iairments and dis: il s
who are prevented from attending their local schools. In addition there are millions of

learners who are:

e experiencing challenges which may be temporary or permanent in school;

¢ not motivated or interested in learning;
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forced to repeat grades and are able to complete only one or two years of

primary education;‘
forced to work due to circumstances beyond their control,
living on the streets;
living far away from school;
living in extreme poverty or are suffering from malnutrition;
victims of armed conflict and war;
suffering from continuous physical, emotional and sexual abuse; and
simply not attending school for whatever reason
(UNESCO, 1994; UNICEF, 2009).

The researcher is of the opinion that the above-mentioned learners are denied the
-opportunity to learn and to gain the knowledge, understanding and skills to which
they are entitled. It is clear that the origin of their difficulties lies not just in
themselves but also in the social environments in which they are living. Our iture
task is to identify ways in which the school, as part of the social environment, c:
create better learning opportunities for all learners. In this wéy, the challenges

learning difficulties brought about by the school system itself can be addressed.

It is important for UNESCO to organize regional seminars so that the challenges
affecting specific regions could be highlighted, and to find common ground for all
regions, so that solutions could be applied across the globe. A discussion ¢

r« ‘ot ¢ ninars follows.
2.5.3 Regional seminars organized by UNESCO

The five regional seminars organized by UNESCO served as an important element
in the preparation for the World Conference in 1992-1993. The Swedish government

supported the seminars that were held in Botswana, (eight countries participated);




Venezuela, (five countries participated); Jordan, (six countries rticipated); Austria,

(five countries participated) and China (twelve countries participated).

The purpose of the seminars was to bring together senior education decision 1 ers
from the regions, including officials with the responsibility for primary and special
education. The seminars also mobilized policy and professional support for pupils
with special educational needs within the regular school system. The seminar re orts
that were published provided an invaluable source of information on the nds at
national, regional and globa'I levels. They constituted a useful baseline again.  which
to monitor and evaluate progress over the next decade and beyond (U :SCO,
1993; UNICEF, 2007).

The following key themes recurred in the seminars:

¢ Creating inclusive schools that will cater for a wide range of pupils’ nee ssl 1 |

be given high priority. This may be facilitated by :
a common administrative structure for special and regular education;
special education support to regular schools; and

curriculum and teaching methods that suit the needs of the learners in e

classroom.

Educators’ education must also be adapted to promote Inclusive Education to

facilitate collaboration between regular and special education educators. ~ s
concerns both the general pre-service educator education and speci: st in-

service education.

Inclusive Education pilot projects should be established and carefully ev: i1ated
the light of the local needs, resources and services. raluated information can
guide policy and practice in key ways and can be disseminated both v hin
countries and to other countries that share similar circumstances (UNESCO,
1994, 2008; UNICEF, 2007).

UNES( )t ; develt ed educator educational resource packs and material that

accompany the educator innovative project. Its aim is to help educators to develop
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their thinking and practice regarding ways in which school systems and individual
educators can better meet the needs of all pupils having trouble in learning, including

pupils with disabilities.

As stated in introduction and statement of the problem of this research study (1.1),
South Africa responded positively and started its journey from exclusion to Inclusive
Education. The challenges in the schools of Inclusive Education are accommr ng
all trends of differences between learners with diverse learning needs in the
classroom. The following paragraph discusses how these chz :nges may be

overcome by applying the principles of inclusion and knowledge on :arn s

differences.
2.6 TRENDS OF DIFFERENCES BL . +wWEEN LEARNERS

Inclusive Education is founded on the ideal of teaching the entire class. According to
Smith (2000:54, UNICEF, 2007, 2009), all learners given the right social and learning
support can learn. There are many reasons for teaching the entire class. The most

important reasons are:
2.6.1 All learners can learn

This notion is based on the idea that learners can study foreign languages,
Mathematics and Science. They can also learn to write. According to this notion, all
learners, even learners with learning disabilities except those with extensive brain
damage, can learn to do all these things. The only problem could be thal ey cannot
study material in the generally prescribed way (Lieberman and Houston-Wilson,
1999: 129; Reid and Valle, 2005).

2.6.2 Learners cannot all learn in a prescribed way

From time immemorial, learners have been taught by using prescribed ways.
Teaching methods have always focused on the best way to teaCh a learner in
specific subjects. Very few of those methods have been focused on how to teach
specific kinds of learners. There has been a search for a 'magic' method from which

all learners will learn. Educators have found some methods that are more us “u n

others. Often educators have intuitively taught individual learn s by adap




method for the learners in their classroom, yet they have claimed that their success
is due to the method itself. The reality is that no single teaching method fits &
learners, and it is not likely that such a miracle method will be discovered or invented
(Pfeiffer and Cundari, 1999: 109; Dyck and Pemberton, 2002).

2.6.3 Unmotivated learners do not exist

Learners who are not motivated do not exist. Many learners are unmotivated by

educators who do not understand them, parents who do not know how to he¢ 1, peers
who learn faster and curricular materials oriented toward another kind of a learner,
but initially they all want to learn. When the barriers to learning are removed
motivation will often return (Corbett, 2001; 58; Salend, 2004).

2.6.4 Educators should render assistance to learners, they should not give up

on them

The fact that learners can learn, means that educators must help them. Learners
who are unmotivated and reach secondary school present greater challenges to eir
educators than the unmotivated learners in an earlier age group. Secondary school
educators who are not successful in motivating or re-motivating 2arners do not
create any challenges for their successors; in fact, there will be no successors
because unmotivated learners do not enrol in universities. It is time for every person
to achieve access to Inclusive Education (Dinnebell, 2000: 20; Thomas and Loxley,
2001). - o

2.6.5 Learners’ success has to do more with the way they are taught than with

innate ability

There are gifted learners who drop out of school. However, learners wi  disabilities
J I v ) v o 1

another class. In many cases, the cause of poor performance is not inherent to t

learner, but rather the result of a conflict between the learning style and strategy of

the learner and the style of the educator, the learning materials, or the majority of the

learners' peers. In other words, ‘style wars’ are being waged in the classroom

(Dieker, 2001: 3; Tomlit »nand Eic »n, 2003; Tomlir »n  al,




2.6.6 ‘Style wars’ can be won

Winning the ‘style wars’ first requires an awareness of learning styles. Two learners

can be very much alike, yet very different. Being aware that learners differ, creates a
requirement to arrange the input and activities in order for them to be able to learn
differently. Reacting to the awareness of learning differences sets up the conditions
needed for success in the classroom (Kohler, Anthony, Steighner and Hoyson, 2001:
93).

2.6.7 The chaos in the field of learner differences can be organized

Generally speaking, the field of learner differences is relatively new. If an
organization is termed chaotic, a number of systems can be proposed to help order
the chaos. These systems stem from three kinds of brain dominances, as proposed
by Meyer (2001: 10) to four kinds of cognitive styles as suggested by Freeman and
Aikin (2000: 10) to seven multiple intelligences as proposed by Daniels (1998: 7).
These are old systems that are still in use today, and many educators are just
beginning to implement them, although it is known that these very simple designs
inadequately describe the complexity of learner differences. Some of these designs,
such as whole brain learning (McGregor and Vogelsberg, 1998; Collins, 2003) and
Multiple intelligences (Snell and Janney, 2000; Thomas and Loxley, 2001), are
prescribed approaches dictating classroom practices. There are also dest otive

approaches dictating classroom practices.

When educators develop the ability to facilitate learning, they usually find solutions to
the ‘style wars’ that are more situationally appropriate and more effective 1an prior
practices. Some educators find the broad array of learning styles easier to
understand and to manage if types of learning styles (Befring, 1997; <« : er,

) )¢ up v Tt group found to n d

clustered learner differences are put in four categories as follows:

e Sensory modalities - This is when learners perceive and take in information
through « ant physical channels. The common ones are visual, auditory and

motor learning styles. These are briefly discussed.




Visual learners acquire new information through sight.  stinctions that are
important to visual learners include brightness, size, colour, saturation,
distance, clarity, contrast, texture, frame and symmetry. Visual learners
can be subdivided into two groups, Verbalists who see words and Imagists
who see pictures (Coombs-Richardson and Mead, 2001). For example, in
Learning English as Second Language (ESL) or a foreign language,
Verbalists use different strategies from imagists. If Verb: sts want to
remember the French word: ‘lune’ for the English word moon, they see the
letters l-u-n-e in their heads, whereas imagists will associate it wi | an
image of the moon (Coombs-Richardson and Mead, 2001; De: 2
Shriner and Lloyd, 2001).

Auditory learners acquire new information through sound. Distinctions that
are important to them include pitch, tempo, volume, rhythm, timbre and
resonance (Hemmeter, 2000; Tomlison, 2003). Auditory learners can be
further divided into two groups. Aural; they learn by listening to others, and

oral; they learn by talking and hearing themselves.

Aural learners need auditory input - when they read instructions,

they often become lost, because their patience for visual input
wears out, it is limited. In other words, if written instructions are

given, it must be given orally too.

Oral learners need auditory out-put. As learners, they usually
frustrate both parents and educators because they just cannot keep
quiet. Once parents and educators learn to listen to oral learners,
they realize that these learners are the easiest to under and
because they tell whoever is listening just what is going on in their

minds (Lipsky and Gartner, 1998, .omlinson, .= ,.

Motor learners acquire new information through movement. Important
distinctions to them inciude frequency, pressure, duration and density
(McLeskey, Henry and Axelrod, 1999; Tomlison, 2003, World Bank, 2008).

Motor learners can be subdivided into two groups, namely:

Kinaesthetic: they learn through the use of gross motor muscles.
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According to Gardener (1999; IEB, Assessment of Education and Training, 2006;

Armstrong, 2009), there are eight different types of intelligences:
Logical mathematical.
Spatial.
Interpersonal.
Body kinaesthetic.
Verbal Linguistic.
Intrapersonal.
Musical.

Naturalistic.

The differences in the learners should dictate how the curriculum must be
implemented. Recognizing that learners have different or multiple intelligences are
very important in the classroom of inclusion. The learners’ intelligences and e
learning styles should be taken into consideration when deciding on the teaching
methodologies and the assessment procedures that will be employed in e pi :ess
of knowledge impartation. The educator should be aware of the different types of
intelligences that learners possess because it is the guide to the choice of
appropriate teaching. and learning strategies (IEB, Assessment of Education and
Training, 2006; Gardener, 1999; Armstrong, 2009).

' rarners’ process information according to tt  type of intelligences they

Thet - s of intel” 3nces can be recc ized as follows:

Logical mathematical: The learners in this category are strong in Mathematics and
problem - solving skills. They discern the logic and numeric patterns when solving
problems. They are very inquisitive and strong in logical reasoning. These learners
will ask ‘why’, ‘how’ and for ‘what reason’ kind of questions. Intelligence in this
category means having capacities such as recognition of abstract p 1s, ir  Ictive

and deductive reasoning. They recognize relationships..and connections. The.
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¢ Melancholic (moody, withdrawn) (Reddy, 1999; Smith, 2000; McLeaskey and
Waldron, 2002).

The Myers-Briggs type indicator (MBTI) (Gregory, 2000) describes sixteen different
personality types. These personality types are constructed from the combination of

traits found in four personality type domains, namely:

Introversion - Extraversion: Introverts’ energy emanates from within; extraverts

gain energy from interaction with people.

Sensory - Intuitive: Sensory people focus on details, facts, reality, probat ies,
and the here and now. They work with the five senses and are comfortal .:
working with their ‘sixth sense’. To convince intuitive learners one must inspire in
them a ‘gut feeling’. If they forget data, they are often suspicious of it and can find
many ways to interpret the same information (Miller, Browness and Smith 1999:
45; Nakken and Pijl, 2002; Gregory, 2000).

Thinking - Feeling: For these learners being fair is as important as being treated
justly. Thinkers build systems and usually need to feel appreciated for their
competence. Feelers on the other hand, generally place people over princ le.
Rather than focusing on justice and fairness, feelers show compassion and want
mercy. Feelers build relationships and usually need to feel appreciated for 1eir
efforts (Farrell, 2000: 35; McLeaskey and Waldron, 2002; Gregory, 2000).

Judging - Perceiving: Judgers tend to plan and to be decisive. Their zed fi
closure makes them comfortable working according to deadlines. Perceivers are
more likely to be adaptable and tolerant. They have a need for freedom and
flexibility. They normally want to explore options before deciding on 1 ac n
(Kit  2001: 69; Grc Hry, 2000).

Extraverted - Intuitive - Thinking - Judgers: Learners in this category are
natural leaders. They compete for leadership in a group (McLeaskey and
Waldron, 2002: 41).

Extraverted — Sensing — Feeling - Perceivers: These people a no v

physically present in a classroom. They actively participate in a group. They tend
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to be friendly and popular, often earning their ‘claim to fame’ throu¢ sporting
activities (Nakken and Pijl, 2002: 50).

Extraverted — Sensing — Thinking — Perceivers: Learners in this category e
hands-on activities in which they are required to think. For them, games,
negotiations and simulatibns represent ways to actively apply their t ught
processes. They are natural problem-solvers (Cooper, Griffith and Filer, 1999:
110; McLeaskey and Waldron, 2002: 41).

Extraverted - Intuitive - Feeling - Perceivers: Learners in this category like
activities that relate to real life. For them, applications of principles are r re
important than the learning of principles themselves. Projects have more
meaning than exercises. They have great imaginations and are usually ready to
help anyone in distress (Crockett and Kauffman, 1998: 76; Nakken and Pij,
2002).

Extravérted - Intuitive - Thinking - Perceivers: They enjoy complicated ideas

and systems. They are entrepreneurs by nature. They enjoy analytici y creative
processes such as evaluation, invention, and the development of procedures
(Bloom, Perimutter and Burrell, 1999: 132; McLeaskey and Waldron, 2002: 41).

Introverted - Sensing - Feeling - Judgers: These learners are orough and
accurate in their schoolwork. Details neither attract nor repel them; they manage
details. They like to pass on values, but they want to make sure that the methods
they use for doing so are well researched (Mastropieri and Scruggs, 2000: 45;
Nakken and Pijl, 2002; 50).

Introverted - Sensing - Feeling - Judgers: They work for e ¢ nmon gc |.
Their work is usually quiet well done. They do what is needed to be
successfully. They tend to be good learners who display creativity in their work
(Dirling, 1999: 126; Nakken and Pijl, 2002: 50).

Introverted - Intuitive - Thinking - Judgers: These learners are characterized
by thoroughness. Organization is a ‘forte’ (strength) and they are able to focus on
a distant goal and ‘march’ toward it regardless of external distractions erg,
- 1998: 275; Mcl.easkey and Waldron, 2002: 41).
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or failure to learn of the learner (Fisher, Sax Grove and Sax, )0: 213; Fernstrom

and Goodnite, 2000: 245; Leeman and Volman, 2001).

If miracles are found, the miracles will be within the individual learners. = e
educator's role is to orchestrate the miracle by focusing on the learner v 10 is n

learning and re-arranging the environment, task, or subject matter in order for e
learner to learn. By accommodating learning style profiles and empowering le: 1ers,

educators bring out learners’ ability to learn (Leeman and Volman, 2001).

2.6.11 Learner-centred teaching is not an easy answer, but it is an effective

way to learn

Paying attention to individual learning needs is far more effective than searching for
a perfect teaching method. Looking for answers from the outside, for example, from
a book, an authority, a method, may seem easier than looking for answers frc 1 the
inside, that is, from analyzing the learners' mental processes and classroom
interactions. However, the time spent searching for external solutions is usuz /
wasted. Ultimately, an internal search must be undertaken to effect any miracles
(Meyer, 2001: 18).

2.6.12 Learner-centred teaching can resolve style conflicts

Educators should assess the learner according to the individual learners' learning
style. For example, in Mathematics, instead of giving a learner a multiple-choice test,
give a test that will make him/her do calculations, in detail. In this way, the educator
can clearly see what to do in order to help learners individually. Educators must

believe in the power of learning via one's learning style preferences (Morocco, 2 1).

2.6.13 Learner- centred teaching can increase success rates and lower

There is a marked difference in the results between ‘when the educator educates the
learner, using prescribed instruction and when the educator adapts to the learners’
learning style’. In the latter, learners participate actively and they get fully involved in

the lesson. This means there is more understanding of the topic which ultimately




yields good results (Webb and Pope, 1999: 41; Wood, 1998: 181; Reid and Valle,
- 2005).

2.6.14 Tools for teaching the entire class

Federico and Venn (1999: 78; Eleweke and Rodda, 2002) state that there are no
miracle methods for helping all learners to learn. Tools or mechanisms are iere to
be used, but the tbols are basic understandings of possible permutations in the
learning processes that allow educators to observe and ascertain how their learners
are learning. They provide educators with strategies and tactics needed to develop a
battle plan for winning t.he ‘style wars’ in their classrooms (Manset and Semmel,
1997: 155; Dyck and Pemberton, 2002).

2.6.15 Educators can teach all types of learners

Giving educators prescribed lessons often contains the insult that educators are not
capable of developing individualized strategies for teaching all learners. Educators
are capable of that sophistication (Voltz et al., 2001:25). Therefore, it is etter that
educators of specific learners make suitable plans and strategies to teac their

individual learners.

' 2.6.16 Learners' profiles, used in teaching the entire class, describe the way

learners learn

Educators who' hévé used a specific learning style may need to re-tear | themselves

to be able to use learning styles that will be suitable to teach individual learners.
Learners' profiles normally have information on the style of learning preferred by the
individual learner (Walton, 2001: 77).

2.6.17 Parents can understand their learners

Parents can also use the learners’ profile to be able to understand the learning styles
used by their learners, so that they can help them do homework projects and

assignments successfully (Palmer et al, 2001: 467).




2.6.18 Learhers can understand themselves

With the help of educators and parents who understand learner profiling, the  arners
can adapt the information to understand their own strengths 1d weaknesses. Such
information can be used successfully to become better learners and to develop
learning style flexibility (Allen and Schwartz, 2001: 50).

A collective effort to understanding learners as individuals who are all different

build bridges towards appropriate support for all learners. The educator must be
aware of the eco-systems that operate around the learner that may affect e
learning of the learner in the classroom. However, we will not under and the
diversity in our schools until we understand inclusion. A definition of the concept of

inclusion follows.

2.7 DEFINING THE ‘CONCEPT OF INCLUSION

Inclusion refe . to a participatory situation in which learners with disabilit 5 e
educated together with their non-disabled peers, with special education st port and
services being provided as necessary (Reddy, 1999: 3; Reid and Valle, 2005). Full
inclusion means that all learners with disabilities should be educated with their non-
disabled peers at all times (Bauer and Brown, 2001). Foreman, Bourke, Mishra and
Frost (2001: 239) further indicate that this can only be realized in a unified education
system, where all role-players work together and are supported in ‘creating’ learning

that meets the diverse learning needs of every learner.

The above paragraph implies that inclusion is a way of thinking and acting that
allows every individual to feel accepted, valued and safe. An inclusive commur
consciously evolves to meet the changing needs of its members. = rc ( .
recognition and support, an inclusive community provides meaningful involvement

and equal access to the benefits of citizenship.

Inclusion, therefore, means enhancing the well-being of every member of the

community (Montgomery, 2001: 4).

The fo i1 authors illustrate how inclusion and Inclusive Education are currently

being d¢ ribed:




Although the terms Inclusion or Inclusive Education cannot be located in the law,
the provision for a least restrictive environment provides the legal impetus for
Inclusive Education. The underlying assumption is that Inclusive Education is an
attitude or belief system, not an action or set of actions. It is a way of fe, a way
of living together, based upon the belief that each individual is valued and does
belong (Dinnebell, 2000: 19).

Inclusion involves learners attending the same schools as - siblings and

neighbours, membership in general education classrooms with chronological age

appropriate classmates, having individualized and relevant learning objectives,
and being provided with the supports necessary to learn (for example: s| :ial
education and related services). It does not mean that learners never receive
small-group instruction or that learners are in general education classes to study

the core curriculum only (Mastropieri and Scruggs, 2001: 265).

Inclusive Education means that all learners are provided with the support and
opportunities that they need to become participating learners and members ¢

their school community. Every effort is made to meet the individual needs of all
learners through a diverse and accommodating curriculum in a regular education
environment. Collaborative planning, shared ownership and common
responsibility for the education of all learners will foster a climate of acce tance

and support for the family, school and community (Obiakor, 2001: 81).

An inclusive school is an educational institution in which all available resources
are collaboratively utilized to meet the educational needs of all learners ho
reside in its attendance area. Inclusive schools have strong site-based
management and educator teams who jointly plan, implement and evaluate their
educational programmes. In an inclusive school, all learners are placed in ‘a

appropriate’ classrooms. Learning is an interactive process which relies on a
variety of instructional formats to address individual needs and learning styles.
Ancillary staff support is provided in the context of the core curriculum and

classroom activities (Bartlett, Weisenstein and Etscheidt, 2002: 161).

Inclus to tt lucation of learners with disabilities in the classrooms

and schools they would attend if they were not identified as disabled, with the

76




appropriate supports and services necessary to enable them to be successful
(Zera and Seitsinger, 2000:16).

Inclusion is a cohesive sense of community, acceptance of differences and
responsiveness to individual needs (Dirling, 1999: 125; Muthukrishna and
Francis, 2004). |

From the preceding bulleted list, it is clear that Inclusion is:

e a never ending process rather than a simple change of state. It is viewed as
processes of increasing the participation of students in, and reducing eir
exclusion from cultures, curricula and communities of local centres of learning
(Leeman and Volman, 2001; 367);

acknowledging that ‘all learners’ and youths can learn and that learners and
youths need support (Macleod, 2001: 191);

enabling education structures, systems and learning methodologies to me: the

needs of all learners (Mushoriwa, 2001: 142);

acknowledging and respecting differences in learners, whether due to age,
gender, ethnicity, language, class, disability and HIV status (Gale, 2000: 253);

and

broader than formal schooling, and acknowledging that learning occurs in the
home, the community and within formal and informal contexts (Coutinho and
Repp, 1999: 53; Muthukrishna and Francis, 2004).

In South Africa, the approach to Inclusive Education is to create an ordinary
education system that is responsive to learner diversity and to ensure th: all
learners have the best possible opportunities to learn. The understanding that has
developed in South Africa is that inclusion is concerned with all learners and young
people who are vulnerable to exclusionary pressures in schools and communities
(Department of Education, 2001). This, in turn, means the creation of a culture and
an ethos in schools that value all learners irrespective of their diverse needs
(Carrington and Elkir  2002: 10).




The belief is that although inclusion focuses on marginalized groups, it increases the
effectiveness of the system in responding to all learners. Therefore, inclusion is
dependent on continuous educational and organizational developments w iin the
mainstream. Inclusion would therefore involve an understanding of systemic change,
and an ecological conceptualization of learning and of the school as an organ 1 n.
This would mean a need to engage with social, economic, political, environment:

and other factors that affect centres of learning (Corbett, 2001: 55).

It is clear that the concepts of inclusion and Inclusive Education involve the practice
of including everyone in a social setting or in supportive general schoc¢ 5 and
classrooms where all learners' needs are met irrespective of talent, disability, socio-
economic background, or cultural origin (Visoky and Poe, 2000: 68). The agenda of
Inclusive Education is, according to McCoy and Keyes (2002: 70), concerned w

overcoming social barriers to social participation in learning that may e experienced

by any learner.
A discussion on ‘mainstreaming’ and ‘integration’ or ‘inclusion’ follows.

2.7.1 Mainstreaming

Mainstreaming refers to the inclusion of learners with disabilities in general educa n

classrooms (for part of- or for all school days), to the extent that their specific needs
can be met (Shevlin and O'Moore, 2000: 29; Spalding, 2000: 129). These learners
were, in the old paradigm of a special education system, allowed to be
mainstreamed only if they could keep up and 'fit' into a general education classroom
and school. In South Africa, the special education system of the past provided for the
creation of separate classrooms and schools for various categories of learners with

disabilities.
2.7.2 Integration

According to Swart and Pettipher (2005), integration relies mainly on a social and
political discourse. Issues of humanitarian and civil rights are the origins of
integration. Civil rights and professional understandings of disabilities in the United

A v p ot y. i Educ ion “tF } (£ of
1975), now it is called the Individuals with Disabilities Education Act (IDEA). The
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democratic rights of every learner are emphasized in public schools. Contrary to
mainstreaming, the aim of integration is to ensure that learners with disabilities are
given equal membership in the community. Integration maximizes social integration

between the ‘disabled’ and the ‘non-disabled’.

The next section presents the history of inclusion and inclusive practices in

education.

2.7.3 The history of inclusion and inclusive practices in education

It is impossible to think of inclusion and Inclusive Educational practices without
acknowledging the exclusive practices from which it emerged. The idea of legacy in
this context puts an emphasis on certain ways of looking at learning difficulties,
which have inevitably been shaped by traditions of medical and psychological
practices. Many of these traditional practices are still experienced in the structu

and culture of schools, for example in the language that is used as medium of

instruction and in the attitudes of difference that it reflects (Ainscow, 1997: 3).

Some of the traditions originate from religion and Biblical views of difference and
deformity as ‘ills to be cured’. The ‘legacy’ of a medical model of disability is one
which constructs disability as a problem to be solved or contained with procedures
tried and tested much as medical remedies. The same structure exists in the
‘Psycho-medical’ response to learning difficulties (Danforth and Rhodes, 1997: 357;
Stiker, 2002).

2.7.3.1 Psycho-medical problems

The concepts of ‘psychological’ and ‘medical model’ give an impression of bc |
conformity of definition and an easily identifiable model for use and practice. The
rea is that there is no such orthoc <y

no significant meaning uniess understood alongside the social (or other) model,

which provides critiques of these models (Cook and Semmel, 1999: 9; Stiker, 2002).

To understand this, it is important to know that while the terms may not have a
distinct ‘conceptual’ identity, their use does clearly imply an operational meaning.

That is to talk of ‘medical’ in the context of learning difficulties to point to acti
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which refer to pathology (science of disease) for example: The medical model

focuses on sickness instead of health and etiology of the problem instead of the
experiences of the individual. It concentrates on the subject, specific pathology and
not on environmental factors. It offers specific treatment (taking capsules/y s) ri 1er
than offering a holistic ecosystem support sysfem and it looks at reactive measures
(Reisberg, 1998: 272; Rix and Simmons, 2003).

The origin of ‘special education’ is in truism. The development of pathology of
differences first came through medical inquiry and, then later, through psychological
inquiry. Clinically based assessments have been prevalent in the last forty years and
involved doctors as well as psychologists. Assessment was mostly done in one
session, by doing normative testing of particular full-scale intelligence tests
accompanied by ‘projective’ testing of personality. Ironically, the main reason for
testing was simply to determine whether the learner needed a transfer to a ¢ iecial

school of a particular category (McDonnel, 1998: 199; Thomas and Loxley, 2001).

These learners were ultimately excluded from their local schools and referred to
‘special schools’ that were situated far from most of their communities. lowever,
much as this led to social exclusion, it was and still is not the only factor thalt 2ads to

social exclusion.
2.7.3.2 Social exclusion

Social exclusion starts even before a learner is born. It is rooted in overty,
inadequate housing, chronic ill health and long-term unemployment. earners that
are born in poverty are denied the resources and opportunities available to other

learners. Additional obstacles faced by these learners are:
Gender;
Race;
Religion; or

Disability (Krall and Jalongo, 1999: 83; Brown, Rennie, Prescott and Richards,
): ~J0; N a, X N







burriculum. In broad historical terms there has been a change of the conception of
‘curriculum’. The entire history of Inclusive Education in schools might be plotted in
terms of this shift that effectively encapsulates what is meant by inclusion, for if
inclusion is essentially about maximizing participation in communities and cultures
then in schools the medium for achieving this is through the curriculum (King, 20 1

67).

According to White Paper 6 (Department of Education, 2001) curriculum,
assessment and quality assurance are central to the accommodation of diversity in
South African schools. Curricula create the most significant barriers to learning nd
exclusion for many learners, whether they are in a special school setting, or i an
ordinary school setting. These barriers to learning arise from various inte > ing

parts of the curriculum, such as the:

content of learning programmes ;

language and medium of learning and teaching;

management and organization of classrooms, teaching styles and pace ne

frames for completion curricula;
material and equipment that are available, and
assessment methods and techniques.

(MclL.eskey and Waldron, 2002: 41; Lombardo, 2000: 99).

Curriculum and assessment initiatives should focus on inclusion of the fi  range of
diverse learning needs. The key responsibility of the district educatior  sup rt
teams is to provide curriculum, assessment and teaching support to schc ;5 in the
form of illustrative Iearning programmes, learning support materials and assessment
instruments Sauvca, 2003: 2; Taylor, Muller and Vinjevold, 2003: 6).

All learners must be involved in participative classroom activities in order to learn.

The following paragraphs will focus on constructivism.




2.8 CONSTRUCTIVISM

According Atherton (2009) constructivism is a set of assumptions about the 1y

human beings learn. This set of assumptions guides constructivist learning th« ries
and teaching methods. The value of constructivism is that educators develop
appropriate content and support as initiated and directed by the learners. The l¢  ner
is an active ‘maker of meaning'’. In its ‘social forms’ constructivism suggests that the
learner is more actively involved in a ‘joint enterprise with the educator in creating or

constructing new meanings’.

There are two strands of constructivism identified namely: cognitive and soci:

constructivism.
2.8.1 Cognitive constructivism

Learners understand things individually in accordance with their deve¢ >pmental
stageé and learning styles. This is traced to the work of Piaget and John Dewey.
Piaget demonstrated that the minds of learners are not empty. Learners are actively
involved in the material which is presented. He also postulated e mechar sm of
accommodation and assimilation. John Dewey emphasized the place of ex} ‘ience

in education, as learners learn from their experiences (Atherton, 2009).
2.8.2 Social constructivism

Social constructivism is traced to Vygosky (1962). The emphasis is on the meaning
and understanding which comes out of social interactions. In his theory of the

of Proximal Development’ (ZPD), Vygosky (1962) observed that when learners ere
assessed on tasks which they worked on without help, they did not do as well as
they did when they worked in collaboration with an adult or other learners. This is not

3cause aching the learners all the but 3

with an adult and other learners helps to refine the thinking of the learners a  as a
result they perform better. A learner interacting with an adult or with other learners
will enter another zone or level of understanding to reach attainable levels of
expectations and beyond expectations. Learning takes place when learners are
stretcl 1 beyond their own knowledge with. arange thatisv h ) given
the prior knowledge and skills that they bring to the task (Atherton, 2009).
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Language is necessary for learning: Vygosky (1962) points out that language and
learning are intertwined. We cannot learn without the use of language. Rese: chers
have noted that people talk to themselves as they learn. Therefore education in e
mother tongue is very important. ‘Human knowledge and thought are ems¢ /es
therefore fundamentally cultural, deriving their distinctive properties form the nature
social activity, of language, discourse and other cultural forms’ (Eggen and
Kauchack, 1997; Mwamwenda, 2004; Atherton, 2009).

Learning takes place through social ac rities: Learning cannot be separated
from relationships with other human beings: educators, peers, families 1d even
people that we casually associate with. We learn from our social relationships with
other people (Eggen and Kauchack, 1’997; Mwamwenda, 2004; Atherton, 2009).

We learn from the context we are familiar with: We learn from at we know and
what we believe what we fear, and so on (Eggen and Kauchack, 1997;
Mwamwenda, 2004; Atherton, 2009).

We build on prior knowledge: We build knew knowledge from the nowledge
already built in our minds. The more we know, the more we learn. To teach knew
knowledge, we must take the learner on the path that they already have and bu 1on
that, then learning becomes easy (Eggen and Kauchack, 1997; Mwamwenda, )04;
Atherton, 2009).

Learning takes time: Learning does not take placevin an instant, it takes time. We

need time to think through what we have learned, work on the ideas and play\ h
them until the knowledge at hand is acquired (Eggen and Kauchack, 1997;
Mwamwenda, 2004; Atherton, 2009).

Motivation is an important key to learning: Motivation is essential for learning.
Learners get interested in learning when they know the reason for doing activities.
Therefore hands-on activities are necessary for learners to fully engage in it because
they can see the outéome or the product ¢ their activities (Eggen and Kauchack,
1997; Mwamwenda, 2004; Atherton, 2009).

Traditional t 1« ow  or instructivist approaches striv  for context ind¢  :ndence,

whereas a social constructivist paradigm views the context in which the  arning
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and become important foundations for their thinking on  nstruction of social
meaning’ (Gredler, 2005).

Pragmatic approach

Social constructivists, according to this perspective assert that social issues can
be dealt with within the classroom as needs arise (Gredler, 2005), soci: issues
such as racism, ethnic tensions, xenophobia, and so on. We do not have to wait
for a project of unity, equality and social justice to sort out these issues, they can
be solved as needs arise within the class, it does not matter what st > and
social tensions need solutions immediately. ‘Knowledge, mear and

understanding of the world can be addressed in the classroom from h tl

view of the individual learner and the collective view of the entire class’ (¢ : n,

2002; Karr, 2002).
Situated cognitive perspectives

These perspectives focus on the relationship between people and their
environment. Humans are part of the constructed environment that includes
social relationships. Therefore, learning should not take place in ist on from
the environment. School work must relate to the environment of’ e learner
(Slavin, 2002; Blankstein, 2004).

Methodology in social constructivism

Blankstein (2004) and Danielson (2007) argue that this approach st sses e
need for collaboration among learners and with practitioners in the society. They
further assert that a society’s practical knowledge is situated in relations among
practitioners, their practice and the social organization and political economy of
commur 2s ¢. practice: ‘social construt vist approaches can ini 1de recip l
teaching, peer collaboration, cognitive apprenticeships, problet based

instructions, web quest, anchored instrur  on and others.

Every society has a way of constructing meaning and understanding according
to their cultural perceptions. Thus, the following paragraphs deal with social

meaning through shared understanding of the community.




2.9 SOCIAL MEANING THROUGH SHARED UNDERSTANDING OF THE
COMMUNITY

Shared understanding among individuals whose interaction is based on )mmon
interests and assumptions that form the ground for their community is called inter-
subjectivity (Kim, 2001). Communication and interaction entail socially agr. d-upon
ideas of the world and the social patterns and rules of language use. The
construction of social meaning and knowledge are shaped and evolve Jugh

negotiation with the communicating groups. hrough experience personal meanings

are shaped and are affected by the inter-subjectivity of the community to v iich the

people belong.

Inter-subjectivity does not only provide the grounds for communication but also
supports people to extend their understanding of new information and activities
among the group members (Vygotsky, 19 1; Kim, 2001). What is derived from
interactions between people and their environments and resides within cultures is
knowledge. The construction of knowledge is also influenced by inter-subjectivity
formed by cultural and historical factors of the corhmunity (Gredler, 2005; Wormeli,
2003). It is easier to understand new information and activities that arise in

community when the members of the community are aware of their inter-st  2c

meanings.

The above paragraphs show clearly that the schools of inclusion are affectéd by e
eco-systems of the school. The following paragraphs will deal with eco-systemic

perspectives on Inclusive Education.
2.10 THE ECO-SYSTEMIC PERSPECTIVE ON INCLUSIVE EDUCATION

The eco-systemic perspective's central a-—iment is that individual ec le and
groups at various levels of the social conte are linked in dynamic, interdependent
and interacting relationships. The ecosystem theoretical framework sees learners as
being influenced by forces around them and constantly making meaning of their lives
within their social context (Castle, 2001; Kim, 2005). Therefore, when considering
the constructivist worldview, reference to the context of e family leads to

concept of ‘ecosystem perspective’ which stresses the involvement of other 3 3,

including the families in learning activities, support and planning (Grove and Burch,
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1 7: 259; Castle, 2001). It further postulates that different soc  groups of peo| 3,
including individuals, operate as systems, which depend on the interaction of their
different components or subsystems for st vival. This implies that every human
being has a particular relationship with the world. It also includes all knowledge and
conceptions of a philosophical, theological, scientific, historical and theoretical nature
(Davis, 2005).

On the other hand, the individual person's interaction with a limited spectrum of
objects, conditions, people, events, knowledge and concepts in the outside world
represents his or her inner world. Therefore, the information a person ¢ sorbs from
the outer world into his/her inner world is in accordance with the way in which it is
subjectively experienced and understood (C 1dington, 2001: 463). This im} es that
people do not live in an objective, impersonal world. The ecological perspective
recognizes that learners both influence and are influenced by their families (Colyvan
and Ginsburg, 2003: 50).

In the ecosystem theory, the emphasis is not to seek the cause of the behaviour, b
to explore the possible meanings of the behaviour from pupil, educator and parent
perspectives. This approach, promotes an appreciation of the pupil-class-school

dynamic, in connection with the home-family relationship (Essex, 2006).

From the point of view of Copper and Upton (1991) the fundamental characte stics

of the theoretical aspects of this approach include the following: .

It focuses on change in the problem situation rather than on the diagon: ; of the

problem individuals.

It does not require elaborative or exhaustive plans either to rc lace or to
)" nent current practice. I' " icators who have different styles and work in

variety of settings can readily and comfortably employ the ideas.
It enables educators to start small with manageable aspects of problems.
It encourages divergent explanations for problem behaviour.

It encourages light heartedness and open-mindedness in the face of chronic

- problems.













The social construction of ecological knowledge implies that ecological intervention
is situated in people's behaviour and their meaning in context, which in turn relates to
the social construction that professionals and systems have created in their contexts.
The social constructive theory about belief systems merely reflects points of view
that are held about the world. There is s no one true reality (Eigen and
Oswatitsch, 1996: 78, 2003; Allen, 2001, 2003; Allen at al., 2001).

In the light of the above, it is clear that Inclusive Education needs to be considered in
relation to the ecological and systems theories. The idea of Inclusive Education
would then be to contribute towards the development of an inclusive society and
social integration, where all citizens are able to achieve their potential, fi y

participate and function optimally.

Corbett (1999, 2001; Allen, 2001, 2003; Allen ef al., 2001) argue that a focus on a
child with disability, while ignoring other family members, is short sighted.
Professionals only play a part in the form of specialized advice and support. ~ e
family members of children with disability therefore have a great de: to teach
educators and other professionals, because ey have an intimate knowledge of 1eir

child and his/her particular impairment.

In addition, the research also shows that in many countries the parents of learners
with special education needs (Daniels and Vaughn, 1999: 49) have brou¢ it about
transformation of schools and education. Inclusive Education presents many exciting
opportunities as well as challenges for education in South Africa. The m: »r
challenge at this point is to develop and involve support structures from human
resources available both inside and outside e school (Beverly and Thomas, 1999:
179, 2003; Allen, 2001, 2003; Allen et al., 2001).

t il imp 1 ion of Inc L, o o

envisages a broader role for the education support services that entails a st : from
focusing on the problem in the individual and adopting curative measures typical of
the former exclusive education system, to a systems approach. The
recommendations include attending to social problems affecting learners, as well as

coordinating the process of health promotion and prevention. Considering Shevlin







curriculum, in order to accommodate and address special needs in the general

curriculum within the mainstream.

The final principle of cost-effectiveness ac nowledges that any model, particularly

within the South African context, needs to be maximally effective within the

constraints of limited fiscal resources (Ta' »r, Muller and Vinjevold, 2003: 15).

Inclusive Education may be perceived as a complex issue in terms of the practical
implementation of its principles. Bronfenbrenner (1979) brings understai ng of
- ecosystems through the environmental structure of the social ecological systems
model. In this model, discussed in the following paragraphs, Bronfenbrenner
highlights the systems in the environment ¢ the learner that affect learning in the

classroom.

2.11 BRONFENBRENNER ENVIRONMEN AL STRUCTURE OF THE SOCIAL
ECOLOGICAL SYSTEMS MODEL

Bronfenbrenner’'s (1979) theory of social ecology holds a significant understanding
that human development involves interchange with the environment. These systems
are where individuals are nested. He identified five systems which play a major role

in the life of a learner:
The micro system;
The meso system;
The exo system,;
The macro system and
1€ rono sy :m.

The relationship between the youth and the system in the social ecology ; bi-
directional and reciprocal. This simply means that each system in which the learner
is involved has an impact on the learner. It has a level of influence on the learner.
The learner also impacts on each one of the systems in the irner’s social ecology.

To understand the impact of each of the sy: :ms in the learner’s social ecology, the







people providing treatment are the least in the social ecology system because they
have lin :d time with the learner and the family in comparison to the other systems
(Swenson and Chaffin, 2006). Social ecology approaches place more emphasis on

the social and cuitural environment of the lea er.

2.11.3 The Exo system

This layer is a larger social system in which the learner does not function directly.
The structures in this layer have an impact on the learner's development through
interacting with some structures in her/his micro system (Berk, 2000; Paquettes and
Ryan, 2001). Parent workplace schedules or community-based family resources are
given examples. The learner is not directly involved with the parents’ work place, but
he does feel the positive or negative force involved through the interactions with

his/her parents (promotion or demotion).
2.11.4 The Macro system

This layer may be considered the outer layer in the learner’s environment.  1as no

specific framework and consists of cultural values, customs, and laws (Berk, 2000;

Paquettes and Ryan, 2001). The effects of larger principles defined by the macro

system have a cascading influence throughout the interactions of all other laye¢ 3. F

example, if it is the belief of the culture that the responsibility for raising learners is
solely the parents’ responsibility, that culture is less likely to provide resources to
help parents. This, in turn, will affect the structures in which the parents function. The
parents’ ability or inability to carry out the responsibility toward their learner within the

context of the learner's micro system is eque  affected.
2.11.5 The Chrono system

i 1is system includes the dimension of time it relates to a learne . _ ¢

Elements within this system can be either external, such as the timing of a parent’s
death, or internal, such as the physiological changes that occur with the maturation
of a learner. As learners get older, they may react differently to the changes in their
environment and may be more able to determine how change will influence the
le I R )01).




For the school to accommodate learners v h diverse learning needs, curriculum

must transform so that the school can embrace all the learners in the community.

2.12 CURRICULLUM TRANSFORMATION IN SOUTH AFRICA

The Constitution of the Republic of South Africa (Act 108 of 1996) provides the | sis
for curriculum transformation and development in South Africa. The aims of the
constitution are to heal the divisions of the past and to establish a society based on
democratic values, social justice and fundamental human rights, to in rove the
quality of life of all citizens and free the potential of each person. Education and the
curriculum have an important role to play in realising these aims. The curriculum
aims to develop the full potential of each learner as a citizen of a democratic South
Africa. Adapting curriculum to accommodate diverse learning needs is one of the

ways in which it is made possible.

The promotion of values is important not only for the sake of personal develc 'ment,
but also to ensure that a national South Africa identity is built on values very different
from those that underpinned apartheid education. The future learner is one who w

be inspired by these values, and who will act in 'the interest of a society based on
respect for democracy, equality, human dignity, respect for life and social justice
(Alston and Crawford, 2005; Brownlie and Guy, 2006; Chandler, 2002). What the
curriculum intends to do is to create a lifelong learner who is confident and
independent, literate, numerate, multi-skilled, compassionate, with respect for the
environment and the ability to participate in society as a criﬁcal and active citizen.
The stakeholders in the school must know that the school is a part of society and the
values upheld within the society must be upheld by the school. The following

paragraphs deals with the envisaged citizen ¢ a democratic South Africa.
213 1 : J)LA APARTOFA )JXC TIY

It has been indicated in the above discussion on curriculum transformation that the
aims of the South African curriculum is to ensure that the learner reaches his/her full
potential as a izen of a democratic South Africa, valuing the interest of the society
based on respect for democracy ,equality, uman dignity, life and soci justi

Considering our past underpinned by apartheid education, the following que ns

may be asked: What are the moral conce] ; and ideals appropriate to guide the
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Establish equal opportunities;
Help in the moral development of the lear 3rs and

Help its members to develop and pursue a conception of good will (Greer, 1999;
Brownlie and Guy, 2006; Alston and Crav >rd, 2005). '

Greer (1999; Chandler, 2002; Alston and Crawford, 2005; Brownie and Guy, 200¢
argues that constructivism requires us to inquire, first and foremost, to whom
principles of justice apply. It must be justifiable to all parties involved in the schox

namely:
Learners;
Educators;
Parents;
Administrators.

- Therefore, different schools may require different principles; however each set of
principles justifiable by constructivist reasoning must be justifiable to ¢ members of

a school to whom they are to apply.

, The school as a part of the’basic structure of society must recognise morally relevant
features of personhood which are shared by all 'citizens and potential citizens. All
students are potentially free and equal members of a political society and have
particular educational and developmental needs. They develop a sense of theirc 1
self-worth sufficient to enable them to a fair equality of opportunity. They must
develop morally in such a way as to acquire the civic virtues of reasonableness and

a sense « ness. ..i.ey must learn to understand t

opportunities which will be granted to them as citizens, as well as public justifications

of these rights, liberties and opportunities. We can clearly see that it is the school's
role within the basic structure of society to help to provide‘for these educational and
developmental needs (Chandler, 2002; Alston, and Crawford, 2005; Brownlie and
Guy, 200 . Greer ) argt ; that n ng the above needs de| « on

. relative urgency of such needs.




Parents play a vital role in the education of learners. Involvement of parents in the
school is important. The following paragraphs deal with parental involvement within

the school.

2.14 PARENTAL INVOLVEMENT IN THE SCHOOL

Parental involvement can be regarded as parental participation, for exam; 3 in

attending a general school meeting; attending a scheduled meeting with eir
learner’s educator; attending a school event; volunteering in the school or serving on
a school committee (U.S. Department of Education, 2003). Learners wi ‘ents
who are involved in the school demonstrate fewer behavioural problems ar  etter
academic performance. These learners are more likely to complete secondary
school than are students whose parents are not involved. Parental involvement gives
parents an opportunity to monitor the school and the classroom activities. The
parents coordinate their efforts with the educators. Learners with parénts who are
involved in the school are more favoured, they are given greater attention and
problems that may cause learning challenges are identified by the educators in
earlier stages than those of learners with parents who are not interested in the affairs
of the school (U.S. Department of Education, 2003).

The Yale Child Study Centre Team (U.S. D¢ artment of Education, 2003) ex; »red
the parental involvement issue in two elementary schools in New Haven,
Connecticut in 1968. The two schools were both located in low-income
neighbourhoods, they were 100% black, with over 80% of the students on free or
reduced lunch programmes. One school had Kindergarten to Grade 4 learners wi . a
learner population of approximately 250. The other school catered for Kindergarten
to Grade 5 with a learner population of 520. was discovered that it was necessary
to consider theories from the social ecology in the interactions of individuals in
groups in a social system; in this case it was schools, in order to address parental
involvement, instead of addressing it in isolation. They also relied on theoretical
concepts from learner development, social a 1 behavioural sciences and psychiatry
in order to understand behaviour in schools and to be able to develop an effective

intervention approach (U.S. Department of Education, 2003).




The observations and analysis suggested th: difficult interactions| ween staff and
students led to low levels of school success for both and that a difficult and
uncomfortable school climate results in limited parental involvement and often

negative parental interactions.

Their task then was to change the approach to parental involvement to an ecology
approach so that they could promote adequate learner development and enhance

learning.

2.14.1 Parental involvement: an ecological approach

U.S. Department of Education (2003; Epstein et al., 2007) showed that there are 3

different levels of mechanisms or operations in which parents can be involved

namely:

e The school planning managemen‘t team.
e The mental health team.

e The parent programme.

The school planning management team, mental health team and parent programme

are discussed in the paragraphs that follow.
2.14.1.1 The School Planning Managemer Team

This team consists of adult stakeholders in the school, namely, parents, educators,
administrators, professional support staff, (for example, the psychologist, speci:
education educators, social workers, and any other person in the school building),
and non-professional staff including the clerk, custodian and so on. Tl urpose of
it p) \ TR S

the school climate and academic programmes, staff development, assessment and
modification of the school programme where it is necessary. This school programme
facilitates communication, establishes a sense of direction, and gives all the involved
people a sense of programme ownership and purpose (U.S. Department of
Educa n, 200 E| einetal, 2007).




The guidelines followed for the school programme are derived from the School
Planning Management Team. Theses guide lines spread through the work of the
school and give birth to a ‘no-fault’, problem-solving approach; consensus decision
making based on learner development principles; and collaborative management
which will not paralyse the school principal. These elements when coordinated
effectively will create highly positive interactions among all the people in the s« 100ls.
It allows parents together with educators to support whole-some development of
fearners in the school and improves teaching and learning in the classroom (U.S.
Department of Education, 2003; Epstein et al., 2007).

The School Planning and Management Team, as expléined above, work with the

educators, professional and non-professional support staff and the principal, ey

also help parents to become more active participants and develop solutions »

obstacles that limit their participation. Parents are a natural link to the communities in -
which schools are located. This is especially important to the educators and the staff

who do not live within the community where the school is located. Elected parents on

this team bring the community perspective to lanning and management of activities.

An understanding of their learners’ needs and experiences enriches the educe rs

understanding of the culture of the learners and they can, as a result, plan social and

academic programmes appropriately (U.S. Department of Education, )03; Js 1

et al., 2007).

2.14.1.2 Mental health team

This team addresses the developmental and behavioural needs of learners, and
shares the team members’ knowledge, skills and sensitivity in the area of learner
development with the class educators and administrators. This team slo ¢
decreases the difficulties in interactions etween school staff and parents, schot

staff and learners, and among school staff themselves (U.S. Department of
Education, 2003; Epstein et al., 2007).

2.14.1.3 Parent programme

This team primarily focuses on supporting the social programmes of the
comprehensive school plan and the academic programme as needed. This enables

the parents and staff to help the social development of learners and to motivate them
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to achieve well balanced social and academic success (U.S. Department of
Education, 2003; Epstein et al., 2007).

Parents involved at this level take part in daily activities of the school and they join
organizations of parents that exist. Parents at this level make the school become
part of the community. Parents develop strong positive attachments with the scho
and vice-versa and become involved in the areas of their greatest e 'ertise and
interest. From the observations made during the above research project, sever:

patterns of parental involvement were observed, namely:
Most of the parents are interested in activities in which their learners participate.
Parents want to assist in the classroom activities.

Parents are interested in school programmes and practices (U.S. Department of
Education, 2003; Epstein et al., 2007).

Epstein, Hutchins and Greenfeld (2007) developed a five-part typology of parent
participation:

Type 1: Basic obligation of parents

Type 2: Basic obligations of schools

Type 3: Parent involvement

Type 4: Parent involvement in learning ac vities at home

Type 5: Parent involvement in school governance and advocacy

The Michigan Department of Education Decision Making Yardstick (2002) also

discussed the developments of Epstein’'s Research and reported that he actually

developed a framework of six types of involvements namely:
Type 1: Parenting
Type 2: Communicating

..,....1ype 3: Volunteering




Type 4: Learning at home

Type 5: Decision making

Type 6: Collaboration with community
The framework of parental involvement was ¢ veloped as follows:
PARENTING

Parents should be helped in establishing home environments suitable for the support

of their learners through:

Parent education and courses for parents, that is, family literacy is practical for

parents with school-going learners.

Family support programmes must be established to assist families with health,

nutrition and other services.

Home visits at transition points to pre-sct >l, elementary school, midt 2 and high

school are necessary
(Michigan Department of Education, 2002; Epstein et al., 2007).
COMMUNICATING

Schools must design effective forms of school-to-home and home-to-school
communications about school programmes and learners’ progress. These

programmes must cater for the following:

Conferences with every parent at least once year to build ‘bridges’ between the

parents and the school.

Language translators must be provided for the parents who do not speak the

medium of instruction at school.

Regular schedules of useful notices, memos, phone calls, newsletters, and other

communications to the parents

(Michigan Department of Education, 2002; Epstein 2001; Epstein et al., 2007).
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VOLUNTEERING

Recruiting and organising, helping and supporting parents in school activities is very

important in building a good partnership with e parents and the community.

The following paragraphs discuss what School Management Teams must do in order

to involve and accommodate parents in inclusive schools.

School and classroom volunteer programmes designed to help e educators,
administrators, students and other parents, for example, standing in fc

supervision when educators are on sick leave.

A parent room or family centre for volunteer work, meetings, and resources for
families. This is important for accommodating the parents and giving the
volunteers space of their own to plan or wait for their time to report for their

activities.

Surveys to identify talents, times available for voluntary work and locations «
volunteers. This information is necessary »r the effective organization of pare 3
volunteering to help at the school. A ¢ sorganized programme may frustrate
parents and the school may then lose out on their expert services (N :hi¢ 1
Department of Education, 2002; Epstein et al., 2007).

LEARNING AT HOME

This is a very important aspect in the learner’s life. The school must have a system
of providing information and ideas to families about ways to help the learners at
home with homework and other curricular related issues, activities, decisic s a

~

The following section presents ideas on how the school can help parents to get

involved in the studies of their learners.

e Information on skills required for learners in all subjects at each grade must be
supplied to the parents so that they can make sure that their learner has the

necessary skills required for the grade.







e Information on community activities that link to learning skills and talents,

including summer programmes for the learners, are all necessary for the learner’s

holistic development.

e All the above activities will bring about programmes with standards of exce :nce
(Michigan Department of Education, 2002; Epstein et al., 2007).

Parental involvement at school has a positive influence on the performance of
learners at school. The following paragraphs will enumerate the characteristics

families with successful learners at school.
2.14.2 Characteristics of families with successful learners at school

Families with learners who are doing well at school have the following

characteristics:
A DAILY ESTABLISHED FAMILY ROUTINE

The parents provide time and a quiet place for their :arners to study and assign
responsibilities for household chores to their learners. They are firm about bed-time
and having dinner together (Data Bank-Parental Involvement in Schools, )03;
Sugarman, 2003; Connolly, 2005; Proctor and Groza, 2008).

OUT-OF SCHOOL ACTIVITIES ARE MONITORED

Learners have limited time to watch television. Parents arrange che -t s on
learners when they are not home. They arrange for after-school activities and
supervised care (Data Bank-Parental Involvement in Schools, 2003; Sugarman,
2003; Connolly, 2005; Proctor and Groza, 2008).

1 ! N DEL THE VALUE C L ARNING, SELI J Pl E ID
HARD WORK

Parents communicate through questioning and conversation and demonstrate that

achievement comes through hard work (Data Bank-Parental Involvement in Schools,
2003; Sugarman, 2003; Connolly, 2005; Proctor and Groza, 2008).




THE PARENTS EXPRESS HIGH BUT REALISTIC EXPECTATIONS FOR
ACHIEVEMENT

The parents help their learners in setting goals and standards that are appropriate
for the learners’ age and maturity. They recognise and encourage special talents.
They also inform friends and family about the successes of their learners (Data
Bank-Parental Involvement in Schools, 2003; Sugarman, 2003; Connolly, 21 5;
Proctor and Groza, 2008).

THE PARENTS ENCOURAGE LEARNERS’ DEVELOPMENT OR PROGRESS |
SCHOOL

The parents maintain a warm and supportive home, showing interest in their

learners’ progress at school. They help with homework, discuss the value « a good
education and possible career options. They also stay in touch with educators an
schdbl staff to check-up on the learners’ progress and behaviour (Data Bank-
Parental Involvement in Schools, 2003; Sugarman, 2003; Connolly, 2005; Proctor
and Groza, 2008).

THE PARENTS ENCOURAGE READING, WRITING AND DISCUSSIONS / TONG
FAMILY MEMBERS

The parents encourage reading and they rea to learners at home too. = ey listen to
the learners reading and talk about what is being read to determine e
comprehension skills of the learners (Data Bank-Parental Involvement in Schools,
2003; Sugarman, 2003; Connolly, 2005; Proctor and Groza, 2008).

The following paragraphs elaborate on the different trends associc 1 with par ts

LS B s who su ad in edt ion.

'2.14.3 Trends of differences between parents with learners who succeed in

education

Child Trends Data Bank-Parental Involvement in Schools (2003) highlights that

parents differ in terms of the following trends:




2.14.3.1 Differences by grade

Parents of primary school learners attend meetings and volunteer to be more
involved in the school activities than the parents of learners in secondary schools.
The example given is that in 2003, a little over 90% of learners in kindergarten up to
the fifth gréde had parents who attended meetings with educators. 75% of middie
school learners, 59% of ninth and tenth grade learners and only 53%, of elevel 1
and twelfth grade learners had parents who attended (Data Bank-Parent:
Involvement in Schools, 2003; Sugarman, 2003; Connolly, 2005; Proctor and Groza,
2008).

2.14.3.2 Differences by parental education

Parents who have a high level of education and income are more likely to be
involved in their learners’ school’'s activities. In 2003, for example, eighty percent of
parents with a Bachelor's degree or above attended a school event, in comparison
with forty-two percent of parents with less than a high school education ¢ 3:nding
these events (Data Bank-Parental Involvement in Schools, 2003; Sugarman, )03;
Connolly, 2005; Proctor and Groza, 2008).

2.14.3.3 Differences in poverty level

in households where the families live above the poverty level parents are mo | 3ly
to be involved in school activities than parents of learners living in househc Isv ich
alive below the poverty line. In 2003, for example, forty-five percent of learners living
above the poverty line had parents who acted as volunteers or se 2d on a
committee at their child’s school, in comparison with twenty-seven percent of pa nts
who acted as volunteers or served on a committee living at or below the pover line
(Data Bank-Parental Involvement in Schoc 3, 2003; Sugarman, 2003; Connc vy,
2005; Proctor and Groza, 2008).

2.14.3.4 Differences in parents language

Non-English speaking parents are less likely to attend school events and si 100l

meetings or to volunteer their services on any committee. For example, fifty-two

percent of parents who do not speak ._.glish attended school me ngs in




comparison with sixty-two percent of parents where one of the parents speak English
and seventy-two percent of parents who bc 1 speak English (Data Bank-Parental
Involvement in Schools, 2003; Sugarman, 2003; Connolly, 2005; Proctor and Gr
2008)

The school must establish some form of support to form a link between the parents
and the school. The Department of Education encourages schools to form Inst  tion
Based Support Teams so that support can be provided for parents. The fc owing
paragraphs highlight the definition, Policy contribution and the roles of the

Institutional Based Support Team in schools.
2.15 INSTITUTION BASED SUPPORT TEAM

The Department of Education in South Africa is well aware of the fact that ey have
no means of supporting all learners that need support in terms of clusi
Education. Thus, tt ' have instituted internal support systems within schc s. The

definition of Institutional Based Support Teams is as follows:
2.15.1 Definition of Institutional Level Support Teams (ILST)

An institutional level support team is an ‘internal’ support team within an institution.
Institutions such as early childhood centres, schools, colleges, adult learning centres
and higher education institutions must have institutional-level support teams. This
team is responsible for liaising with the district-based support team and other
“relevant support providers in identifying and meeting the needs of their institutions.
Institutional level support teams should consist of educators and staff from ea

institution (Department of Education, 2005).

2.15.2 Policy contribution to Institutional-Level Support Teams

White Paper 6, on Inclusive Education (DoE, 2001:29) states that an 1stit oni

Level support Team must be established in every institution. In general, this implies
all institutions such as, pre-schools, primary and secondary schools including further
and higher education. The main role of these institutional-level support teams will be |
to start properly co-ordinated learner and educator support services. The:  servic

will provide support to the learners and e icators in the learning and teaching




process by identifying and addressing learner, educator and institution: needs.

When necessary, these teams should be strengthened by the experts from the local

community, district-based support teams and higher education institutions, that is,

universities. The District-based support teams will provide the full range of education
support services, such as professional develc ment in curriculum and assessment to

the institutional-level support teams in every school.
2.15.3 The role of the Institutional Level Support Team (ILST)

The main role of the Institutional Level Support Team is to support the teaching a

learnin process (DoE, 2005). The main functions of this team include:

Co-ordinating of all learners, educators, curricula and institutional deve >pment
support in every institution. This will include linking the support team to other
school-based management structures and processes and integrating them for

better coordination of activities and to avoid duplication of work.

Making a collective effort in identifying institutional needs, especi: y barriers to
learning, educator developmental needs, curriculum adaptation and modification

at institutional levels.

Creating collective developmental strategies to address the above mentioned
needs and barriers to learning. This should include a major focus on educs r
development, parent consultation and suy ort of learners experiencing barriers to

learning.

Drawing resources from within and outside of the institution, to address barriers

to learning.

ing tt wo of tt n within

framework (DoE, 2005).

The above functions can best be met through the development of a problem-solving
process that could bring together the various team members around specific needs

and challenges regarding Inclusive Education. This process is discussed further.




2.15.4 The members of the Institutional-Level Support Team

Although White Paper 6 on Inclusive Education does not specify who should be

members of these teams, the Report of the | ational Commission on Speci: Needs
in Education and Training and the National Committee for Education Support
Services (NCSNET/NCESS, Department of Education, 1997) give direction in s
regard, namely: The Institution-Level Support Teams should include members « the
school/institution and the community who can help the institution to fulfii e roles of
the teams as mentioned above. The needs and conditions of the institution w be a
determining factor on who will best fits 1to these teams (NCS =T/NC :SS,
Department of Education, 1997).

The roles of the Institution-Level Support Team should provide the guid¢ nes for
determining who should be members of the team. However, the following people
have been suggested as people who may be selected to make up the core members

of this team:

o Educators who have special skills and nowledge in areas such as learning
support, life skills/guidance, or counselling (NCSNET/NCESS, Department of
Education, 1997).

Educators from the school/institution w > volunteer out of interest, or v o
represent various levels of the programme, for example; Foundation Phase,
Intermediate, Senior Phase, and so on, or who represent various learning areas,
for example Language, Communication, Mathematics and Social Sciences
(NCSNET/NCESS, Department of Education, 1997).

The School Management Team of the school including, the principi  deputy-
princ’ 1l or any other member of the management team (NCS!M T[/NCESS,
Department of Education, 1997);

Educators on the staff with specialization in specific needs or challenges, for
example: Offering support in diverse learning needs, and so on
(NCSNET/NCESS, Department of Education, 1997).







Assist in setting-up the Institutional-Level Support Team in the school/institution.

Assist in building the capacity of identifying and addressing the barriers to

teaching and learning in the early stages of the Institutional-Level Suppori . cam.

Assist the Institutional-Level Support Team when they are faced with cha 1ges

that they do not have the capacity to handle.

Inform institutional-level teams about the available expertise in the district support

structure and what they should do to obtain assistance when they need it.

A st institutions in forming ‘clusters’ with other neighbouring institutions, *

the purpose of providing ‘peer-support’;

Assist the Institutional-Level Support Teams in identifying and using loc:
community support networks for the purposes of improving teaching and learning

processes in the classroom (Department of Education, 2005).

Ensure that a well-coordinated and collaborative support to the institution is
provided (Department of Education, 2005).

2.16 CONCLUSION

In this chapter, the meaning of Inclusive Education is discussed. The vision for

£

Inclusive Education in South Africa is described as ‘...practice of promoting the
participation and competence of every learner, regardless of age, gender, ethnicity,
language, class, disability and HIV status. South Africa aims at forming an ini isive
society in which differences are respected and valued and where discrimin: >n and

prejudice is actively combated in policies and practices (cf. 2.1).

. .e A
systemic perspectives of Inclusive Education (cf. 2.10) under which the ecological
(cf. 2.10.1) and systemic theories (cf. 2.10.2) were discussed. The above theories

acknowledge the importance of parental involvement, thus parental involvement in

schools was discussed (cf. 2.14).

The next chapter will focus on the management of inclusive schools.






