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the state to practice full inclusion. Furthermore, the study also found that state officials 

had differing views regarding policies on inclusion implementation.  

 

1.6.1 Why teachers teaching inclusive classes should be supported 

Teaching inclusive classes requires teachers to use a number of different approaches to 

teach content or skills. One of the most significant problems in teaching an inclusive 

classroom is the curriculum. The National Curriculum Statement (NCS) advocates 

cooperative learning which becomes a challenge in inclusive education. Inclusive 

education requires the teacher to adapt to a different style and pace of teaching and 

learning (Putnam, 1998: 49), including instructional methods that involve student 

practice in class, independent work activities or out of class activities and homework. 

When evaluating learners in inclusive classes, teachers need to use different strategies 

to identify learners who need support. After identifying the learners the teacher may 

use different strategies to assess those learners, such as a written, oral or narrative 

report (Friend & Bursuck, 1999:11). Inclusive classrooms should also be arranged in 

such a way that the teacher is able to see learners with attention disorders when 

instructing the whole group at one time (Friend & Bursuck, 1999:115). If classrooms 

cannot accommodate these arrangements, it is not easy to improve the performance of 

all learners in an inclusive class.  

 

1.6.2 Support through co-teaching 

Teaching learners in inclusive classrooms might also require co-teaching where the 

school has funds to hire an assistant teacher in a single classroom setting (Bauwens & 

Hourcade, 1995). In this approach one teacher leads the lesson and the co-teacher plays 

an assisting role. For example, while the co-teacher leads a lesson on a listening strategy 

or a test review, the classroom teacher may gather observational data on targeted 

learners. Alternatively, while the classroom teacher leads a lesson, the co-teacher helps 

to keep learners on task; checks written work as it is completed; and responds quietly to 
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the learners. Teachers require a thorough training in how to identify and address 

special educational needs. A change from a content-based approach to an outcomes-

based approach requires teachers to work collaboratively as a team in order to meet the 

diverse needs of the learners. This approach is new to many teachers and requires a 

system that will help them cope with an inclusive education approach (Calitz, 2000:2).  

Knowledge of educational theory, professional knowledge and expertise is required for 

addressing learning barriers as all teachers are responsible for all types and kinds of 

children (Janney, Snell, Beers, & Raynes, 1995).  

 

1.6.3 Teachers teaching inclusive education 

Teaching in an inclusive class requires broad factors, such as social and educational 

conditions and attitudes and actions specific to a particular context (Engelbrecht et al, 

1999).  Inclusion, therefore, caters for more than just mainstreaming because it is 

regarded as a moral issue related to human rights and values. Teachers teaching 

inclusive classes have to change their character in dealing with such classes because 

they challenge a perception and understanding of the way things are in life. Teachers 

do not only have to acquire new skills and tools but they also need to use them. In this 

case teachers need to make time and space to think about creativity in their own lives as 

well as in their teaching. Such teachers require a special type of training in special needs 

education to work collaboratively with other teachers in order to provide support to 

learners in their classroom (Forlin, 2001:124; Welding, 1996:116; Schnorr, Black & 

Davern, 2000:13). Wilson (2005:20) maintains that a useful way of looking at and trying 

to describe and explain the process of teaching inclusive classrooms is through 

creativity and interaction between the SBST and the teachers of inclusive classes.  

 

Wilson (2005:25) further states that trying to identify creative processes helps us think 

about how we address challenges while creativity is taking place. We can see and 

discuss how creativity is expressed through behaviour, activities, experiences and 
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obtained from triangulation of the multiple sources, documents and interviews used 

with teachers teaching inclusive education and members of the SBST.  

 

Being sensitive to his personal bias and how it shaped the study, the researcher tried to 

be as objective as possible, although it was not easy to avoid filtering data through a 

personal lens shaped by his own specific socio-political and historical background 

(Creswell, 2003:182). In acknowledging the existence of bias, values and interests (or 

reflexivity) he affirmed that he had attempted to limit personal interpretation while 

acknowledging that it was intrinsic to qualitative data analysis. 

 

Briggs (2007:115) suggests retaining the records of conversations and checking their 

veracity with participants (member checking). Member-checking is a key means for 

qualitative researchers to obtain evidence of the authenticity and credibility of their 

data and to meet the ethical requirement of constructing trustworthy research that may 

be of some benefit to society. 

 

1.10 Limitation of the Study 

 

The findings of this study cannot be generalized to all areas of education because they 

represent the perceptions of a small sample of teachers teaching in inclusive classrooms 

and are the results of what is seen through the eyes of available members only. 

Furthermore, the findings of this study cannot be reproduced because the conditions 

under which the phenomenon was investigated cannot be exactly the same for other 

groups as for those groups studied in this inquiry. The findings are applicable only to 

teachers in the schools in Tshwane South District of Gauteng Province - to which this 

study was confined -where the researcher concentrated on teachers who are teaching 

inclusive education in inclusive classrooms.  
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1.13 Chapter Outline 

 

The study is divided into five chapters which are outlined as follows: 

Chapter 1 gives an introduction to, and orientation of, the study by stating its 

purpose,the research problem, the main research question and sub-questions. The 

literature review, a conceptual framework and research methodology serve to clarify 

the research aim. Strategies of enhancing credibility of the study, ethical issues, 

limitations and significance of the study are also included. In the next chapter, Chapter 

2, a comprehensive literature review is presented. Chapter 2 focuses on a literature 

review that provides an understanding of the role of the principal and the school-based 

support team (SBST) in supporting teachers teaching inclusive education in primary 

schools and considers the White Paper policy of the National Department of Education.  

Chapter 3 presents the research design and methods used. It explores the 

appropriateness of a qualitative approach as well as an interpretative paradigm and 

data collection technique.  

Chapter 4 presents the data obtained during the interviews, its analysis and 

interpretation.  

Chapter 5 discusses the findings, recommendations and conclusion emanating from the 

data analysis of this research. These findings are elaborated upon and, finally, 

recommendations are made.  
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the eradication of adult illiteracy; and the overall improvement of the quality and 

efficiency of education (UNESCO, 2006). The realisation of these goals was set for the 

year 2000. In order to deliver good quality education, the principal and the school-based 

support team (SBST) need to support teachers teaching inclusive classes as the school 

community is accountable for the education of children (VSO, 2000: 4).The question 

posed is: Can South African teachers who are teaching in the mainstream general 

classroom and now have to teach inclusive classes be supported and prepared to teach 

inclusive classes? 

 

When the policy on inclusion was introduced in schools, many thought that educators 

would be capable of teaching it. Many people thought that teachers were qualified and 

would be able to do whatever was expected of them. Unfortunately, this was not 

always the case. It came as a shock when some teachers felt nervous because they did 

not understand what inclusive education was all about, and they were confused 

because they did not understand what they were supposed to do. Eloff and Kgwete 

(2007) suggest that the majority of teachers feel unprepared and unequipped for work 

dealing with inclusive education and that there is no available research on teacher 

support in inclusive education.  

 

Given the changes brought about for inclusivity through diversity, it is imperative for 

school managers to consider different ways to support teachers to cope with the 

challenges of teaching inclusive education. Boyer and Gillespie (2000) mention that 

some countries have addressed the issue of support through the use of task forces, long-

term studies, short-term professional development and even short-term pay incentives. 

Arbeiter and Hartley (2002) suggest that the support that teachers need includes 

appropriate training as well as community and parental involvement. According to 

Ritter (1995), regular classroom teachers lack the necessary skills to deal with the 

behaviour of learners experiencing education barriers. They are used to a particular 

 
 
 





























35 

 

a background of poverty and who have barriers to learning. This programme is only 

conducted at a few primary schools in the Mamelodi informal settlement. The Real 

Madrid programme identifies learners for extra afternoon classes who are helpless and 

achieve poorly in their academic work. The programme is divided into two sessions: an 

academic session that last for one hour and an extra-mural session which last for two 

hours in the afternoon. This programme is best suited to this study as the teachers who 

support learners in the afternoon are involved in the SBST programmes. The 

programme is relevant in the sense that learners are given holistic support that is 

intellectual, emotional and physical. 

 

3.3.2 Selection of Participants 

 

Purposive sampling was used to select participants who are involved in inclusive 

education. Five participants were selected from each of two schools. The sample 

comprised the principal, the coordinator of the school-based support team (SBST) and 

three teachers who are members of the SBST. The principals of the selected schools were 

chosen because they have the responsibility of leading and managing all the activities in 

the school which includes teaching. The SBST coordinators were selected to participate 

in this study due to role they play in supporting teachers and different programmes in 

the schools.. The three teachers are phase coordinators - one in each phase: foundation, 

intermediate and senior phase. These phase coordinators are teachers who have real 

experience in teaching inclusive education at their schools. The participants are teachers 

between the ages of twenty five and fifty and they are members of the school-based 

support team. 

 

The sample population was intentionally small in order to acquire an in-depth 

knowledge and explanation related to teaching inclusive education.  Qualitative 

research usually involves a smaller sampling for in-depth study and for thorough 
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meetings discussions on inclusive education . In addition, the evaluation reports on 

inclusive education were analyzed to establish the kind of support given to the teachers 

to triangulate the information with the data from interviews. 

 

3.3.6 Data analysis 

 

A content analysis was done to transform raw data into new knowledge. The researcher 

preferred to use an inductive approach to data analysis to help participants identify the 

multiple realities that were potentially present in the data (Jansen in Maree, 2007). 

Interpretivism is based on the assumption that there is not one reality but many and, 

therefore, interviews were held in natural contexts to reach the best possible 

understanding of how teachers receive support in dealing with inclusive education. The 

process of data analysis involves making sense out of text and image data (Creswell, 

2009) by preparing the data for analysis, conducting different analyses, moving deeper 

and deeper into understanding the data and identifying themes and establishing how 

the themes are related.  

 

In the case of this study the data was analyzed to construct an understanding of teacher 

support received from the SBST in terms of inclusive education. The principles of 

constructive theory were applied to identify themes from emerging data, and how it 

would assist educators to deal with support in inclusive education. When doing data 

analysis, the researcher reflected continuously on the data by asking analytic questions 

and by writing memos throughout the coding process (Creswell, 2007:184).  

 

Coding refers to a process of transforming raw data into a standardized format for data 

analysis. Nieuwenhuis in Maree (2007:105) defines coding as a process of reading 

carefully through the transcribed data, line-by-line, and dividing it into meaningful 

analytical units. It can be described as a process of marking the segments of data with 
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symbols, descriptive words or unique names and identifying recurrent words, concepts 

or themes. According to Gray (2009:408), coding schedules are structured schemes that 

use predetermined categories for recording observable events. These events range from 

quite simple approaches, such as a system based upon time, to quite complex event 

systems. The researcher developed coding schedules by using the Flanders system of 

interval coding, where a code is selected for every three seconds of interaction. A 

coding sheet was used which showed that three minutes of interaction had been logged 

with a code number noted for every three seconds. The use of open-coding helped in 

breaking down, examining, comparing, conceptualizing and categorizing data (Strauss 

& Corbin, 1990:61). The open-coding offered a method of generating ideas by close and 

detail inspection of the data. The data was coded line-by-line.  

 

After coding the data, the codes were grouped in categories. In generating categories of 

information, for example, the researcher followed certain steps, such as selecting 

categories and positioning them within a theoretical model and then explicating a story 

from the interconnected categories. The final phase involved integrating the analysis 

even further around a core category. A core category was selected in order to achieve 

the right integration of categories. In tracing connections, the categories were written on 

note cards and spread across a table. The researcher kept in mind what was working 

across the data analysis and asked questions concerned with what seemed more 

important and what seemed less important. Links were based on commonalities in 

meaning between categories, (Nieuwenhuis in Maree, 2007). He was also mindful of 

possible contradictions, paradoxes, conflicting themes and evidence that seemed to be a 

challenge. The emerging categories were grouped into themes. 
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3.5 Enhancing Credibility and Trustworthiness of the Study 

 

 Rossman and Rallis (2003) indicate that the trustworthiness of a qualitative research 

project can be judged by adhering to standards for acceptable and competent practice 

and by complying with the standards for ethical practice. Information should be 

gathered over time and shared with the participants (Rossman & Rallis, 2003). An 

overall standard of trustworthiness is when research is conducted in a manner that is 

sensitive to the complex interpersonal situations and politics that encompass being in 

the field (Rossman & Rallis, 2003). Patton (2002) defines it as the extent to which the 

findings of the researcher can be trusted. Therefore, in this study trustworthiness was 

adhered to by keeping an audit trail.  

 

Credibility is the process of establishing whether the results of a research are true from 

the perspective of the participants (Trochim, 2001). One of the strategies used to 

enhance credibility was member-checking. It was done by giving the participants 

transcripts and drafts of findings to obtain their agreement or disagreement of how the 

researcher had portrayed them (Patton, 2002). In this study, the participants were given 

the interview transcripts to verify accuracy and interpretation (Patton, 2002).  

 

Multiple data collection methods were also used to reduce bias. Transferability is the 

degree to which the results of a research can be transferred to another setting (Trochim, 

2001). In making sure that transferability could take place, the researcher gives an in-

depth, informative description of the school where the interviews were conducted. The 

aim is to ensure that detailed information about the research project is provided to 

enable the reader to relate the study to his/her own situation concerning support.  The 

findings of this research study provide information that has led to a better 

understanding of the role of principals and the SBST in supporting teachers teaching 

inclusive education.  
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according to learning capabilities. With appropriate support, all teachers of inclusive 

education classes will be able to attend to every student's individual needs by using 

welcoming class activities dependent on individual performance. The new focus in 

instruction supports the human right provision of access to education for all that is in 

line with the No Child Left Behind Act of 2001 and the Individuals with Disabilities 

Education Act.  

 

 

 

 

 

 

 
 
 



57 

 

CHAPTER 5 

SUMMARY OF THE FINDINGS, RECOMMENDATIONS AND 

CONCLUSION 

 

5.1. Introduction 

In chapter 4, the research findings from the interviews with the principals and the SBST 

members were presented. This chapter focuses on a summary of the findings, 

recommendations and conclusions.  It discusses the analysis and interpretation of the 

data obtained during interviews with the principals and SBST of two schools that were 

involved in the study. The limitations, strengths and the contributions of the study are 

highlighted.  

 

5.2. Findings from Empirical Research 

 

5.2.1 The importance of inclusive education through the lens of the participants 

 

When it comes to the support of teachers teaching inclusive education, the perception of 

participants is that it is full of challenges. Participants indicated that inclusive education 

is a government policy and, as a result, it is implemented as a directive regardless of the 

degree to which the educators are prepared for it. Some participants admitted that it has 

been a learning curve for some members of the SBST and grade representatives to be 

able to teach under the conditions they encountered in their schools. Other participants 

remained positive and pointed out that despite the hardships, such as a lack of 

resources; a lack of proper classrooms; a lack of facilities; as well as inadequate formal 
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training, they were still enthusiastic about teaching in an inclusive classroom in a public 

school especially because it follows a policy that addresses the imbalances of the past.  

 

5.2.2. The role of the SBST in supporting teachers teaching inclusive education 

 

Most of the participants serving on the school-based support team (SBST) seem to have 

an understanding of inclusive education. Some of the participants have attended special 

needs tertiary training provided by the ACE programme and others that have been 

developed by Department of Education facilitated workshops. Other opportunities for 

inclusive education training included seminars organized by NGOs.  These training 

forums have given the educators a chance to develop an interest by reading handouts 

and other materials received at the workshops and seminars. The participants also 

indicated that they were able to assist and support all staff members in their schools to 

assist other educators through school-based mini-workshops and meetings.  

 

The SBST members stated that their efforts are aimed at trying to make inclusive 

education work in public schools by making sure that the district is brought on board in 

terms of the challenges experienced in the affected schools. They also stated that NGOs 

are invited to their schools to collaborate and interact with them. The NGOs sponsor 

learners who are visually impaired with free spectacles and ensure that student 

psychologists from the University of Pretoria also support teachers.   

 

The participants indicated that they have developed a supportive relationship between 

the school and the district office, so that when assistance is needed it is always given. 
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The district helps the schools to identify and classify learner problems by recording 

them on support forms which contain confidential information about learners who have 

serious learning problems. These learners are then encouraged to apply for E-numbers 

(electronic numbers) that make it possible for them to be placed in special schools. The 

follow-up on the progress of such learners is done by means of the E-number. 

 

5.2. 3. The role of principal supporting teachers teaching inclusive education 

 

The findings of this study indicate that the principals who were interviewed are aware 

of the role of the SBST in supporting teachers teaching inclusive education. They make 

sure that SBST members have relevant qualifications. Although the principals are 

unable to teach inclusive education, they are able to apply a number of strategies to 

provide material which support and improve the skills of teachers in teaching 

effectively in inclusive education. Educators are given opportunities and financial 

support to attend work-shops in order to develop skills. Other initiatives include 

inviting parents to support the educators and involving stakeholders, like the NGOs, to 

work in partnership with educators. However, support from parents is limited because 

of their literacy levels. 

 

Principals indicated that White Paper 6 is implemented at school level, even though 

teachers do not follow the guidelines to the letter. Although most of the staff members 

have been provided with White Paper 6, very few have a content knowledge of it. 

Principals also indicated that they rely on the unit dealing with learners with barriers to 

provide support by having the affected learners placed in special schools. They do not 

have any intervention strategies in place, but offer guidance and recommendations to 
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referrals to special schools. This kind of support does not cater for inclusivity as it 

works against the demands of an inclusive education policy. Teachers felt that 

information on inclusive education should not only be communicated in staff meetings, 

but should also be made available to all stakeholders. 

 

 Participants expect teachers to develop themselves by attending workshops and 

meetings so that they may become experts in their field of work. They should know and 

understand the learners that they are dealing with. Most teachers teaching inclusive 

education have not completed any remedial courses in their teacher education and, 

therefore, find it difficult to teach or deal with learners in these classes. 

 

As heads of institutions, principals are expected to have a strategic plan when it comes 

to inclusive education. They are expected to do follow-ups and make sure that teachers 

are given the necessary support in their attendance of workshops and that they are 

encouraged to further their studies in the field of  inclusive education. Participants also 

mentioned that principals should be capacitated so that they are well-informed about 

inclusive education. This would assist them in procuring the correct learning support 

materials for teachers. 

 

5.3 Significance of the Study 

 

This study aims to assist the SBSTs to develop tools and strategies to support teachers 

teaching inclusive education by working in collaboration with other stakeholders to get 

 
 
 





63 

 

 They should procure relevant learning support materials that cater for inclusive 

education. 

 They should support both the SBSTs and grade representatives by making sure that 

there are sufficient funds for training. 

 They should work collaboratively with all stakeholders to develop intervention 

strategies that support teachers involved in inclusive education. 

 

5.4.2  Recommendation for SBSTs practice 

It is recommended that 

 SBSTs should intensify their role of liaising and planning for inclusive education 

with teachers on the ground. 

 They should encourage teachers to attend formal and informal training courses to 

improve their teaching approaches in the classroom. 

 They should motivate teachers through their collegial support to care and support 

learners experiencing barriers in education. 

 They should organize more workshops and allocate time for in-service workshops 

on inclusive education. 

 Regular meetings on teacher and learner challenges should be held with district 

officials to reach better solutions. 

 

5.4.3  Recommendation for grade teacher representatives 

It is recommended that 

 Teachers should be encouraged to attend formal and informal training on inclusive 

education. 
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 Teachers should be encouraged to assist one another through in-service workshops 

and meetings organized at their schools. 

 Teachers need more knowledge and support from all stakeholders, including their 

own colleagues.   

 Regular meetings to discuss challenges and solutions to teaching inclusive 

education should be held. 

 

5.4.4  Recommendation based on the theory  

It is recommended that 

 The majority of teachers should be prepared and equipped to deal with inclusive 

education. 

 Internal arrangement of the school management process regarding inclusive should 

be strengthened. 

 Teachers should be well-equipped with knowledge, skills and resources to grow 

and to be able to develop others in the area of inclusive education.   

 

5.4.5  Recommendation based on the policy 

It is recommended that 

 Schools should follow the specific arrangements prescribed by the Department of 

Education regarding the way schools manage inclusive education. 

 Schools should follow the exact guidelines recommended for implementing White 

Paper 6 on inclusive education through support structures. 

 Differentiated teaching should be planned for from the beginning in order to cater 

for the needs of all learners in the system. 

 
 
 



65 

 

 Regular meetings should be conducted in explaining and discussing policy 

challenges and deciding on solutions to these. 

 Teachers should be monitored to ensure that policy is addressing the needs of 

inclusive education. 

 Experts from the district should constantly monitor the implementation of policy to 

come up with intervention strategies that lead to the success of inclusive education. 

 The White Paper should be revised to outline support for teachers and learners in 

inclusive education. 

  

5.4.6  Recommendations for further research 

It is recommended that 

 Further research should focus on exploring the nature of the support that exists 

between principals, SBST and teachers as well as other education stakeholders. 

 Teachers should be motivated to apply for funding in furthering their studies in 

inclusive education. 

 Teachers should be encouraged to form clusters and to hold seminars and 

conferences on inclusive education. 

  

5.5 Limitations of the Study 

 

This study focuses on the role of the principal and the SBST in supporting teachers 

teaching inclusive education. Therefore, it cannot be generalized to all areas of 

education because it represents the role of a limited sample of principals, SBST 

members and phase teachers in support of teachers teaching inclusive education in the 

primary schools in the informal settlement of Mamelodi East.  The other limitation is 

 
 
 



66 

 

that this study cannot be reproduced because the conditions under which the 

phenomenon was conducted cannot be exactly the same in a study in another setting. In 

other words, other limitations are applicable to those teachers of schools in the Tshwane 

South District of Gauteng Province, an area to which the study was confined. The 

current study was limited by its qualitative research paradigm and also by its reliance 

on interviews and data collection tools. The researcher only concentrated on the support 

of teachers that are teaching learners experiencing challenges in inclusive education.  

 

 5.6 Conclusion 

 

This study focused on the role of principals, school-based support team (SBST) 

members and phase representatives in supporting teachers teaching inclusive education 

in primary schools. The study has revealed the challenges encountered by principals, 

SBST members and phase teachers in the support of teachers teaching inclusive 

education. 

 

Schools do not have systems in place for implementing inclusive education in terms of 

the policy set out in White Paper 6 guidelines. Aspects that address the support of 

teachers teaching inclusive education are not dealt with. The school-based support team 

members are given the powers of overseeing inclusive education but they, too, do not 

have the skills to teach inclusive education. They rely mostly on the guidelines which 

are provided by the Department of Education and their own discretion in implementing 

inclusive education. Some teachers teaching inclusive education do not understand the 

content of White Paper 6 and how to implement it at school level and they are left to 

struggle because their supervisors are not empowered in this area.  
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Data has revealed that teachers have not been trained to teach inclusive education. Most 

teachers do not know how to implement inclusive education despite some form of 

support from other stakeholders. Most teachers apply common sense when it comes to 

inclusive education. Principals cannot monitor the process of teachers support because 

of a lack and depth of knowledge regarding inclusive education.  
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3. What is your 

role as a 

teacher to 

teachers 

teaching 

inclusive 

education? 

 

We try very hard to help them 

with problems they encounter. 

We watch those learners when 

they go to other classes, and we 

try to find out their problems. We 

give information or challenges we 

encounter with learners. When 

those challenges arise, the teacher 

already knows, and they will 

address them from the 

knowledge they have from the 

previous teacher. Making sure 

that all learners are able to learn 

even if they have different paces. 

identification of 

learner problems 

provision of 

information to 

other teachers 

pace setting 

differentiated 

teaching and 

learning 

support by 

empowering 

inclusive 

education 

teachers 

4. What do you 

understand 

about White 

Paper No 6 

I think is all about including those 

learners who have barriers, it 

deals with special educational 

needs. Yes, I think is like 

including all learners in the 

mainstream - not to segregating 

them like taking them to special 

schools or something. 

inclusion of all 

learners in the 

mainstream 

non- segregation 

understanding 

of inclusive 

education 

5. What 

guidelines 

from WP6 do 

you use to 

teach 

inclusive 

education? 

Yes, some of the guidelines but 

this needs continuous assistance 

from the Department of 

Education. Expecting us to do 

those things they must also 

provide us with enough materials 

or something like workshops or 

something, not only just 

providing us with papers just for 

us to go through. 

In most cases they just invite us 

for workshops whereby one or 

some guidelines 

 

 

 

 

 

second hand 

information 

guidelines for 

inclusive 

education 

teaching 
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two reps will go there and as you 

know that the information that is 

given on the second hand is not 

like exactly like initial 

information that was received by 

our reps. 

6. What role do 

you play in 

supporting 

other 

teachers 

teaching 

inclusive 

education? 

We try very hard to help each 

other especially with those 

learners in need. We try very 

hard to help with those problems 

they encounter. We watch those 

learners when they go to other 

classes, and we try to eliminate 

some problems. We give teachers 

information about challenges we 

encountered with learners. When 

those challenges arise, they 

already know how to deal with 

them from the knowledge they 

have from the previous teacher. 

Making sure that all learners are 

able to learn even if they have 

different paces, at different levels 

- to accommodate every learner in 

class. 

As a phase rep we usually have a 

meeting like assessing the 

progress of the learners. In that 

case we sometimes give guidance 

on how to assist learners or how 

to accommodate those learners in 

the classes. If we discover that 

this is not what we can cope with, 

there are some support facilities 

that we use. 

identification of 

learner barriers 

 

provision of 

learner problems  

 

watch over 

learners  

 

 

pace setting 

 

guidance on how 

to assist learners 

 use support 

facilities like 

 University of 

Pretoria and  

psychologists  
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