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[bookmark: _Toc787557]GLOSSARY
Barriers to learning:  “Refer to difficulties that arise within the education system as a whole, the learning site and within the learner which prevent access to learning and development.”[footnoteRef:1] [1:  Report on the Implementation of the Education White Paper 6 on Inclusive Education: An Overview for the Period: 2013 – 2015. May 2015] 

District Based Support Teams (DBSTs): “A team of professionals responsible for promoting inclusive education in schools through training, curriculum delivery, distribution of resources, identifying, assessing and addressing barriers to learning.”[footnoteRef:2] [2:  Op cit note 1] 

Education Support: ‘Includes all human and other resources that provide support to individual learners and to all aspects of the system and focus on the development of a supportive learning environment for all learners.”[footnoteRef:3] [3:  Department of Education ‘Quality Education for All: Overcoming barriers to learning and development: Report of the National Commission on Special Needs in Education and Training (NCSNET) National Committee on Education Support Services (NCESS) 1997.] 

Full Service Schools: “Mainstream schools, colleges and higher education institutions that provide the full range of support for learning needs in an equitable manner.”[footnoteRef:4] [4:  Guidelines for Full Service Schools/ Inclusive Schools: Education White Paper 6 Special Needs Education Building an Inclusive Education and Training System (2010).] 

Inclusive Education: “A system that acknowledges that all children and youth can learn, require support and enables the education system to meet the needs of all learners by respecting differences in learners while building on similarities.”[footnoteRef:5]  [5:  Promoting the Right to Education for Children with Disabilities (R2CWD) Fact Sheet 3, Education White Paper 6: The Primary South African Policy Document on Inclusive Education, available at www.included.org.za/R2ecwdsite/docs/Factsheet%203.pdf accessed on 17 August 2018.] 

Ordinary Public Schools: “These are Government owned mainstream schools that offer a low level of support to learners with barriers to learning, with trained educators to meet the needs of children.”[footnoteRef:6] [6:  Op cit note 5] 

Section 21 Schools: “Schools that manage their own finances under the supervision of a School Governing Body (SGB) team.”[footnoteRef:7] [7:  KZN Department of Education, www.kzneducation.gov.za/CorporateInformation/FAQ.aspx accessed on 14 October 2018.] 

Screening, Identification, Assessment and Support Policy: “A policy that provides a framework for schools on how to screen, identify, assess and support learners with special needs.”[footnoteRef:8] [8:  Department of Basic Education Policy on Screening, Identification and Support (SIAS), 2014.] 

School Based Support Teams (SBSTs): “Teams established by schools as a school-based support mechanism whose primary function is to put in place co-ordinated school, learner and teacher support services.”[footnoteRef:9] [9:  op cit note 7] 

Special Needs: “Needs or priorities which an individual person or the system has and which must be addressed to ensure effective learning.”[footnoteRef:10] [10:  Op cit note 3] 

Special Needs Education: “An education system that is designed to cater for the needs of learners who face daily challenges of barriers to learning through the provision of support service at the schools to prevent learners from being excluded from their participation in an education.”[footnoteRef:11] [11:  Department of Education, Education White Paper 6: Special Needs Education Building an Inclusive Education and Training System, July 2001.] 

Special Schools: “Schools that are equipped to deliver a specialised education programme for learners requiring access to high-intensive educational and medical support, either on a full-time or a part-time basis.”[footnoteRef:12] [12:  Op cit note 9] 

Special Schools Resource Centres: “Special schools that provide learners attending ordinary and full-service schools with access to high intensity educational support programmes and a range of support services.”[footnoteRef:13] [13:  Ibid] 

Support Specialists: “Specialist teachers, occupational therapists, speech therapists, physiotherapists, mobility and orientation instructors, psychologists, nurses and class assistants who provide support for learners with special educational needs, barriers to learning or learning disabilities, with the necessary support.”[footnoteRef:14] [14:  Op cit note 7, SIAS 2014] 



[bookmark: _30j0zll][bookmark: _Toc787558]CHAPTER 1	
[bookmark: _Toc787559]INTRODUCTION
This dissertation explores the referral process of learners with barriers to learning in two ordinary primary schools in Cape Town and how they were identified, assessed and referred to the support that they require. 
South Africa enshrines the right to education under section 29(1) (a) of the Constitution to provide every person access to their educational rights including adult basic education.[footnoteRef:15] This right is of higher priority over other rights as it is not qualified by terms such as “progressive realisation” or subject to the availability of resources as noted in other socio-economic rights such as the right to health or the right to housing.[footnoteRef:16] It imposes the need for government to implement this right with immediate effect.[footnoteRef:17] In 2001 the department of basic education launched the Education White Paper 6 Special Needs Education: Building an Inclusive Education and Training System policy (thereafter the White Paper 6) to provide a framework of implementing and removing barriers to learning from the entire education system.[footnoteRef:18] The policy recognises that learners who are most vulnerable to barriers to learning and exclusion in South Africa are those with special education needs, disabilities and impairments.[footnoteRef:19] This policy is based on the notion that the provision of education should be based on the level of support that a learner needs to overcome the learning barriers within and outside of the school context.[footnoteRef:20] The White Paper 6 is imbedded in the principle of changing from the view of disability as an organiser of special needs education and is in favour of the availability of support within schools as opposed to moving learners between ordinary and special schools.[footnoteRef:21] This shift in paradigms was premised on the thought that focusing on barriers as opposed to the deficits of learners would facilitate an understanding of the causes of exclusion and the appropriate responses to exclusion in schools in order to open access to schools for all excluded learners.[footnoteRef:22] According to the data by provinces from August 2014, the Metro Central Education District in Cape Town had twelve full service schools in total and a total of 120 learners with disabilities enrolled across these schools.[footnoteRef:23] Despite this, there are still learners with disabilities who are not in school. This infringes on their rights to an education and the opportunity to develop their communities. [15:  The Constitution of the Republic of South Africa, 1996.]  [16:  Section27, catalyst for social justice ‘Submission on the right to education for persons with disabilities in South Africa to the committee on the rights of persons with disabilities’ (2015).]  [17:  Ibid. page 3, para 2]  [18:  Guidelines for Inclusive Teaching and Learning: Education White Paper 6, Special Needs Education Building an Inclusive Education and Training System 2010.]  [19:  Op cit note 7, page 7]  [20:  Op cit note 17, at para 3]  [21:  Op cit note 16, page 3173, para3]  [22:  Ibid]  [23:  Op cit note 1, page 17] 

Endeavours to integrate children of different abilities within mainstream education have existed for almost two decades, but inclusive education has gained legislative support only recently both globally and domestically.[footnoteRef:24] Accommodating learners with barriers to learning in mainstream schools continues to be challenging. One of the challenges is because of a stratified educational system.[footnoteRef:25] Schools from affluent areas always perform better in their end year results, they also have access to better resources and the ability to raise funds for additional school activities.[footnoteRef:26] While schools in lower socio-economic areas perform poorly academically and struggle to raise the necessary funds to support learners not just academically, but with food and additional health and rehabilitation support on-site.[footnoteRef:27]  These differences in resources amongst schools, shapes different experiences of the learners’ access to their rights to an education and potentially perpetuates the marginalisation of disadvantaged learners from the face of the education system. Another research study found that problematic referrals and long waiting lists are some of the other factors that impede access to education in the earlier school going ages for many learners with disabilities across South Africa.[footnoteRef:28] Learners often have to wait for a referral to a special school because their current schools are unable to accommodate them.[footnoteRef:29] This is due to inadequate support in place[footnoteRef:30] which infringes on the learners’ rights to the appropriate support in schools and ultimately their right to participate in their education. There is currently not much research looking at how policy referral processes work in mainstream schools to refer learners with barriers to learning to the appropriate support that they require.  [24:  Zuzana Kusa and Zuzana Juscakova ‘Ready for Inclusive Education? Ethnographic and Survey Perspectives’ (2017) 49 (3) Sociologia.]  [25:  Shalem Y and Hoadley U ‘The Dual Economy of Schooling and Teacher Morale in South Africa’ (2009) Australian Occupational Therapy Journal, 53(1), 3-8.]  [26:  Van der Ber ‘Apartheid’s enduring legacy: Inequalities in education’ (2007) Journal of African Economies 16 (5): 849-880. ]  [27:  Op cit note 27 ]  [28:  Human Rights Watch ‘“Complicit in Exclusion” South Africa’s Failure to Guarantee an Inclusive Education for Children with Disabilities’ (2015).]  [29:  Ibid. page 38, para 1]  [30:  Op cit note 17] 

This research paper will provide a background on the South African education system, the laws and policies on education for learners with disabilities and international human rights treaties that focus on education for all. The research paper will also report on findings from in depth interviews with educators, the school based support teams and one member from the district support team. The research findings will reveal that there is gap in the provision of support for learners in mainstream schools, particularly those from low socio-economic communities. There is also no formal referral process of learners in many schools and this infringes on their rights to attaining support in schools and their ability to enjoy the best education possible.
BACKGROUND
This field of research is governed by a set of domestic and international legislation and policies namely: The White Paper 6, International Human Rights Treaties such as the Convention on the Rights of the Child and the Convention on the Rights of People with Disabilities and the South African Schools Act. The following sections will provide a background on the South Africa education system and some of the policies used in this research.
(a) [bookmark: _Toc787560]The legacy of apartheid 
Democratic South Africa has had to grapple with deeply imbedded iniquities in the provision of inclusive services that fulfil the rights to education.[footnoteRef:31] Inadequacy of services for learners with disabilities in the education sector is linked to the history of apartheid.[footnoteRef:32] During this period, the segregation of learners in schools was on the basis of race which extended to incorporate segregation on the basis of disability.[footnoteRef:33] Specialised education and support was reserved for a small minority of learners,[footnoteRef:34] with the best human, physical and material resources reserved for only white learners.[footnoteRef:35] Many learners with special needs or barriers to learning either fell out of the system or were placed in mainstream schools by default without the necessary support.[footnoteRef:36] The provision of specialist services was based on race (favouring whites), resources were also geographically based and favoured only the urban areas where mostly white people resided.[footnoteRef:37] This resulted in inequities in the provision of inclusive services for children and adults with disabilities, coupled with unequal distribution of resources among various groups of the population.[footnoteRef:38] Thus, the right to education is still not equally enjoyed by all learners, especially those with disabilities due to these vast differences that are still apparent today. [31:  Ibid]  [32:  Apartheid is a word that is translated from the Afrikaans meaning 'apartness' and was introduced in South Africa in 1948. Its main aim was to separate people of different races. Background on the policy of apartheid, available from: https://www.sahistory.org.za/article/history-apartheid-south-africa , accessed on 6 October 2018.]  [33:  Op cit note 11, page 9]  [34:  Ibid, Executive Summary , point no. 4]  [35:  Ibid]  [36:  Ibid]  [37:  Department of Social Development/Department for Women, Children and People with Disabilities/UNICEF (DSD, DWCPD and UNICEF) ‘Children with Disabilities in South Africa: A Situation Analysis: 2001-2011, (2012).]  [38:  Ibid] 

(b) [bookmark: _Toc787561]Types of schools for learners with barriers to learning
The White Paper 6 policy recognises that learners in the foundation phase (Grade R-3) require more attention, as the first four years of formal schooling are of priority because learners are not yet independent in their own learning.[footnoteRef:39] At the start of the implementation of the White Paper 6 policy, the first cohort of schools were handpicked and provided with resources to function as full service schools in different districts and become examples of good practice to chart the way for schools and institutions to eventually become full service.[footnoteRef:40] This was to ensure that learners received the necessary support on site suited for their needs. Today learners can be placed in three types of schools depending on their level of needs and the support that they require.  [39:  White paper 6, 2001]  [40:  Ibid] 

· Learners with low intensive academic or learning barriers can be placed in ordinary or mainstream public schools that provide support through classroom educators and the School Based Support Teams (SBST).[footnoteRef:41]  [41:  SIAS Policy, 2014] 

· Learners with moderate physical or mental barriers to learning are supported in full-service or inclusive schools which are equipped with health specialists from the district and physical resources such as wheelchair ramps to provide support for a range of learning needs and disabilities.[footnoteRef:42]  [42:  Ibid] 

· While learners who require high level support attend special schools which have specialised facilities such as ramps and on-site health practitioners and the District Support Based Team (occupational therapists, physiotherapists, speech therapists, nurses, and psychologists) who provide specialised assistance for these learners.[footnoteRef:43]  [43:  Op cit note 5] 

· Special schools also act as resource centres which offer support to ordinary and full service schools.[footnoteRef:44]  [44:  Ibid] 

The policy requires transformation of ordinary schools (mainstream) to prevent learners from being referred out to special schools, however neither of this has occurred in the past seventeen years since the policy came into existence.[footnoteRef:45] The number of learners out of school and those with disabilities is continuously increasing.[footnoteRef:46] Strategic reviews at national and provincial levels also reveals the absence of a clear strategy to identify and support learners.[footnoteRef:47] Research also indicates that one of the reasons these policies are not adequately implemented is due to the failure of linking policies to national and provincial planning processes.[footnoteRef:48] Although the constitutional protection of the rights of learners with disabilities is strong, the policy framework required to enforce these rights remains inadequate.[footnoteRef:49] [45:  Op cit note 17, page 6, para1]  [46:  Ibid at para 3]  [47:  Ibid]  [48:  Op cit note 38]  [49:  Op cit note 17, page 6, para 4] 

(c) [bookmark: _Toc787562]The Screening, Identification, Assessment and Support (SIAS) policy
Arising from the White Paper 6 policy is the policy on Screening, Identification, Assessment and Support (SIAS) policy.[footnoteRef:50] This policy was first introduced in 2008 by the Department of Education in response to educator’s lack of adequate assessment skills to determine the level of a child’s impairment and the type of support required.[footnoteRef:51] This policy was revised in 2014 and the current version places more obligation on educators to screen and provide support to learners first in the classrooms before referring them to other service providers (or even special schools).[footnoteRef:52] The previous SIAS policy had four phase, while the present (2016) policy only has three phases [Appendix1A and 1B]. The SIAS policy focuses on barriers to learning and development rather than on health conditions and impairments.[footnoteRef:53] The SIAS policy is supported by Section 4.3.7.1 of the White Paper 6 which obliges “the Ministry of Education in collaboration with the provincial Department of Education and the Ministries of Health and Welfare to investigate how learners who experience barriers to learning during the early pre and primary school going years should be identified and supported.”[footnoteRef:54] The main purpose and aims of the policy is to ensure that children at risk for developing learning difficulties are identified early in their school career and referred for further assessment and intervention.[footnoteRef:55]  [50:  SIAS policy approved on 19 December 2014]  [51:  Prevalence of disability among children in South Africa, in Chapter 2, UNICEF (DSD, DWCPD and UNICEF) 2001-2011, 2012]  [52:  Ibid]  [53:  Op cit note 47]  [54:  Chapter 4, Education White Paper 6]  [55:  Op cit note 38] 

To date approximately more than 28 000 educators have been trained on the use of the SIAS referral tools and training is still ongoing.[footnoteRef:56] The screening involves assessing children’s progress against developmental milestones such as crawling, sitting, walking, talking and handling objects from crèche until Grade R.[footnoteRef:57] If a child does not meet the developmental milestones of their age, this can be used as an early identification for barriers to learning in the foundation phase. However, early detection of learners at risk does not appear to be at the forefront of healthcare priorities for children in South Africa and interventions geared towards screening are silent.[footnoteRef:58] The Human Rights Watch study showed that approximately ten to seventy learners that were interviewed from mainstream and full-service schools, were still waiting for referrals to special schools because their own schools could no longer accommodate them.[footnoteRef:59] Such practices contradict the government’s broader aims of ensuring that learners with difficulties or learning challenges, can enrol into nearby ordinary schools while being supported through reasonable accommodation.[footnoteRef:60] [56:  Ibid]  [57:  Ibid]  [58:  Ibid]  [59:  Human Rights Watch study, page 38, para 1]  [60:  Ibid] 

(d) [bookmark: _Toc787563]The Integrated School Health Policy (ISHP)
The Integrated School Health Policy (ISHP) recognises the need to strengthen school health services in South African public schools, as provision of such services is a key component of support provision in teaching and learning programmes.[footnoteRef:61] Such programmes aim to realise the educational rights of children including those who are most vulnerable through schools becoming inclusive centres of learning, care and support.[footnoteRef:62] The ISHP in conjunction with the White Paper 6, aims to assess each learner during the foundation phase primarily to identify barriers to learning and learners who are at risk for long-term health, psychosocial or other problems.[footnoteRef:63]  [61: The Integrated School Health Policy, 2013. ]  [62:  Ibid]  [63:  Ibid at page 13] 

These policies are in line with the early identification, intervention strategies, and vocational aspects of inclusive education and also provide obligations that are imposed on signatories to the 1994 Salamanca Statement.[footnoteRef:64] This Statement also acknowledges that every learner has unique characteristics, interests, abilities and learning needs, thus, education systems and programmes should be designed in such a way to account for the wide characteristics and needs of these learners.[footnoteRef:65] These policies on inclusive education are important as they provide a framework which schools can use in the provision of support for learners with barriers to learning and disabilities to improve better access to education for all. [64:  Guidelines for Inclusive Teaching and Learning 2010. See also, The Salamanca Statement and Framework for Action on Special Needs Education, Adopted by World Conference on Special Needs Education: Access and Equality. Salamanca, Spain , 7-10 June 1994]  [65:  Salamanca Statement, 1994] 

(e) [bookmark: _Toc787564]Classification of South African Schools
The National Norms and Standards for School Funding (NNSF) document[footnoteRef:66] was established to allocate funding to schools according to their poverty score.[footnoteRef:67] The poverty score of each ordinary public school is divided into five quintiles, from the poorest to least poor (quintile 1 to quintile 5).[footnoteRef:68] Schools from lower socio-economic areas are referred to as quintile 1 (Q1) and do not pay schools fees,[footnoteRef:69] while quintile 4 (Q4) and quintile 5 (Q5) schools may be located in more affluent areas and receive less support from the government because the parents from these schools are able to afford the school fees and support their children in extracurricular activities.[footnoteRef:70]  Schools from this research were from quintile 4 and quintile 5. Such schools are referred to as Section 21 schools. Under section 21 of the South African Schools Act (SASA), these are schools that have a governing body that maintains and improves the school’s property, determines the extra-mural activities, purchase textbooks and other educational materials and pay for services to the school.[footnoteRef:71]  [66:  Government Gazette: Department of Education, South African Schools Act, 1996 (Act No. 84 of 1996) and National Educational Policy Act, 1996 (No. 27 of 1996): National Norms and Standards for School Funding (NNSSF), 1996.]  [67:  Education and Training: improved quality of, and equality in education, HSRC Annual Report: Social Services that make a difference, 2009/2010.]  [68:  Op cit note 67]  [69:  Ibid]  [70:  Ibid]  [71:  South African Schools Act, No. 84 of 1996, Section 21] 

	The school’s ranking system as indicated, is important as this determines the amount of funding a school will receive from the government.[footnoteRef:72] As such, schools ranked in quintile 1, 2 and 3 do not pay school fees and are the “no-fee” paying schools.[footnoteRef:73] To compensate for the lack of fees, the National Norms and Standards allocates more funds to these schools than to schools classified as quintile 4 and 5.[footnoteRef:74] Thus, schools in quintile 4 and 5 are usually considered as “wealthy” schools because of the area in which they are located.[footnoteRef:75] The cost of school fees, the activities in these fee-paying schools, are all determined by the parents through their representation in the School Governing Body (SGB).[footnoteRef:76] Thus, SASA encourages schools to also seek voluntary contributions and to engage in fundraising activities.[footnoteRef:77] [72:  Rondebosch Boy’s high School, Newsletter 2015, accessed from http://www.rondebosch.com/high/flipsnap/news9dec.pdf on 27.01.2019.]  [73:  Ibid page 5, para1]  [74:  Ibid]  [75:  Ibid page 6, para 1]  [76:  Ibid]  [77:  Ibid] 

(f) The education support system in South Africa and its functions
The types of support functions are further classified into four different support categories, from institutional support to national support.[footnoteRef:78] Below is a table outlining each support level’s role: [78:  Conceptual and Operational Guidelines for the Implementation of inclusive Education: District-Based Support Teams 2005: Education White Paper 6: Special Needs Education: Building an Inclusive Education and Training System.
] 

	Level 
	Key Support Functions

	(i) Department of Education
	Providing national policy and a board managing framework.

	(ii)  Provincial departments  in nine provinces
	Coordinating implementation (of national framework of support, in relation to provincial needs.

	(iii) District-based support teams 
Developed within smaller geographical areas and determined in different ways in the nine provinces.
	Provides integrated support to education institutions, Early Childhood Development, schools, colleges and adult learning centres, to support the development of effective teaching and learning.

	(iv) Institution-level support teams 
Local teams in schools, colleges, early childhood and adult learning centres.
	Identifying and addressing barriers to learning in the local context, thereby promoting effective teaching and learning.



Source: Operational Guidelines for the Implementation of inclusive Education: District-Based Support Teams (2005).
The current research focused on support levels 3 and 4 which were the district support based teams and the institution level support teams respectively.
(g) [bookmark: _Toc787565]International human rights treaties on the right to education
The right to education is recognised in several international human rights treaties.[footnoteRef:79] Article 5 of the Declaration of the Rights of the Child states that “the child who is physically, mentally or socially handicapped shall be given the special treatment, education and care required for his particular condition.”[footnoteRef:80] Article 13 of the International Covenant on Economic, Social and Cultural Rights (ICESCR) is dedicated to education and it states that primary education should be made compulsory and be available, accessible, acceptable and adaptable.[footnoteRef:81] However, when read together with article 2(1), this right is subject to progressive realisation.[footnoteRef:82] The Convention on The Rights of the Child (CRC) recognizes the right to basic education in Article 28 and 29.[footnoteRef:83] Article 28(1) recognises the right of children to an education with the view of achieving it progressively.[footnoteRef:84]  [79:  Op cit note 28]  [80:  Declaration of the Rights of a Child, Adopted by the General Assembly on 20 November 1959 (Resolution 1386 (XIV), Article 5.]  [81:  General Comment 13, 1999]  [82: LN Murungi, page 3178, para 2]  [83:  The Convention on the Rights of the Child (CRC), 1990 ]  [84:  LN Murungi, page 3178, para 2, CRC Art 28(1)] 

South Africa was one of the first countries to ratify the Convention on the Rights of Persons with Disabilities (CRPD) in 2007[footnoteRef:85] and has an obligation to respect the right to education for persons with disabilities.[footnoteRef:86] By signing these international human rights documents, South Africa has committed to make equalization of educational opportunity for all and school integration a general principle of educational policy.[footnoteRef:87] Hence the introduction of policies such as the White Paper 6 in 2001 is South Africa’s commitment to making the right to education more accessible to all, especially previously marginalised learners with disabilities. South African courts have also ruled that children with disabilities have the right to education and states infringe on the rights of these learners if they do not provide them with an education that specifically caters for their needs.  [85:  Ibid]  [86:  Ibid]  [87:  Op cit note 25] 

[bookmark: _Toc787566]THIS RESEARCH
The Report on the Implementation of the White Paper 6 indicates that the Western Cape Province is spear heading the implementation of inclusive education policies nationally.[footnoteRef:88] Despite this, it is not clear how schools in the province identify, assess and provide learners with barriers to learning with the support that they require. However research conducted by the Human Rights Watch in 2015, indicated that there are seventy to eighty babies born with foetal alcohol syndrome (FAS)[footnoteRef:89] in the province, yet practitioners have reported that because this condition is not a visible disability, mainstream schools are unable to address the behavioural and learning challenges that come with it.[footnoteRef:90] As a result, many children drop out of school or become absent for long periods.[footnoteRef:91] Despite FAS, there are many other learning challenges and barriers that children face within the mainstream schools in the province, which result in these learners dropping out of schools. These challenges indicate that these learners, like those FAS also slip through the education system in the absence of practices that can identify and provide them with the necessary support to keep them in schools. [88:  Op cit note 1]  [89:  Foetal Alcohol Syndrome: A group of conditions that can occur in a person whose mother drank alcohol during pregnancy and may result in abnormalities in normal brain development (accessed from www.kznhealth.gov.za/fas.htm), on 4 November 2018.]  [90:  Human Rights Watch, page 41, para 4]  [91: Ibid at page 42] 

The identification of children with barriers to learning, especially those in the foundation phase where learners are most vulnerable to risks of developing learning challenges, is crucial as it alters negative developmental trajectories that cause secondary difficulties in schools.[footnoteRef:92] Researchers have found that children and young people who are identified as in need of special education are the ones who are seen to be failing in the mainstream schools and those who are disproportionally from minorities.[footnoteRef:93] This puts emphasis on the need for government to provide specialised services not only within the special schools, but also within mainstream schools where learners are easily missed, especially within lower socio-economic communities where such services are not afforded. [92:  Mengoni S, Oates J. ‘A tool to record and support the early development of children including those with special educational needs or disabilities’ (2014) Support For Learning.]  [93:  Gary Thomas ‘A review of thinking and research about inclusive education policy, with suggestions for a new kind of inclusive thinking’ (2013) (39), page 43 – 490 British Educational Research journal. ] 

The SIAS policy places an obligation on educators to explore different forms of support for learners within the classroom before making a referral to the district offices.[footnoteRef:94] Yet to date, not much has been written about the referral process of learners with barriers in mainstream or ordinary schools and how they access the support services that they require.  [94:  SIAS Policy document] 

(a) [bookmark: _Toc520925115][bookmark: _Toc787567]Purpose of research study
The study therefore aimed to:
· Understand the relevant policies which schools within the Metro Central Education District used in the foundation phase (Grade R, 1, 2 and 3) to identify, assess and refer learners with barriers to the services that they require.
· Identify which of these policies were used to identify and refer learners to the support services that they require.
The main intention behind these aims was to understand the potential risks that learners with barriers to learning face in accessing their right to education when policies are not adequately implemented.
(b) [bookmark: _Toc520925117][bookmark: _Toc787568]Research question
Which guidelines do teachers and the district based support teams in the Metro Central Education District use to assess, identify and refer learners with barriers to learning to the support services that they require? 
(c) [bookmark: _Toc520925118][bookmark: _Toc787569]Objectives
· To identify guidelines and policies used in the schools.
· To identify which of these policies where used to assess, refer and provide intervention to learners with barriers to learning.
· To explore the roles of teachers, school based support staff and the district based support teams and how they identify, assess learners and refer them to the support services.
· To explore the different support services available to learners in schools or within the district. 
· To identify barriers and limitations in the implementation of inclusive education policies for learners with barriers to learning.

(d) [bookmark: _Toc787570]Structure of thesis
Chapter 2 explores the literature review and highlights the education rights in South Africa and also draws from international human rights treaties. This section revels through prior research that to date South Africa has been complicit with the exclusion of learners with barriers to learning. Research also reveals that there is a pattern of poor policy implementation and this is due to the fact that while these policies appear legitimate on paper, as they are not laws of general application, the government cannot be held liable if schools do not comply with them.
Chapter 3 provides the research methodology, the qualitative research design and the data collection tools which were used to obtain data from the research participants. The section also highlights the ethical consideration of this research, the research participants and how the research maintained rigor throughout the process.
Chapter 4 gives a broader view into the findings of the research in response to the research question and the research objectives. It highlights the differences in school support systems within the two participating schools to give an overview of how school support structures are shaped by a school’s finances and the area in which it is located.
Chapter 5 provides the discussion and argues findings from this research in relation to the literature review. The discussion provides an opportunity to expand on issues pertaining to policy implementation in South Africa. This chapter also highlights ways in which schools can address issues with policy implementation and provides recommendations on how research can enable a better practical understanding on the reason for the lack of policy implementation in South African schools.
[bookmark: _Toc787571]CHAPTER 2: LITERATURE REVIEW
Since the reform of education globally and domestically, the approach to special education is transforming with an emphasis that all children need special support services and not only those with disabilities.[footnoteRef:95] This is because children with disabilities are often overlooked in societal activities and this infringes on their rights to dignity and respect. This places more pressure on the education system to put in place the services required to cater for the support of all learners who require special support. However, globally, inclusive education still remains an island considered as a separate territory from mainstream education with its own discourses, policies and practices.[footnoteRef:96] This literature review will look at children’s rights to education using the relevant case law, policies and human rights treaties. It will discuss inclusive education and how South Africa has previously contributed towards its implementation and how it is currently being implemented. [95:  Kirsten Kristensen, Martin Omagor-Loican and Negris Onen ‘The inclusion of learners with barriers to learning and development into ordinary school settings: a challenge for Uganda’ (2003) British Journal of special Education 30 (4).  ]  [96:  Gary Thomas.  ‘A review of thinking and research about inclusive education policy, with suggestions for a new kind of inclusive thinking’ (2013) British Educational Research journal (39), page 43 – 490.  
.] 

(a) [bookmark: _Toc787572]Children’s rights to education
The importance of education is not just practical, protecting the rights of children is fundamental to their ability to access and enjoy their rights as active members of society.[footnoteRef:97] There are four principles that are considered to be the cornerstones of children’s rights, these include: “the best interest of the child, child participation, the right to life and maximum survival and development and lastly the right to equality and non-discrimination.”[footnoteRef:98] Article 2 of the Convention of the Rights of the Child (CRC) orders state parties to respect the rights of children enshrined under this convention within their jurisdiction without discriminating “on the basis of race, gender, culture, or disability.”[footnoteRef:99] State parties are also obliged to make primary education compulsory and free to all and to take measures to encourage regular attendance at schools and the reduction of drop-out rates.[footnoteRef:100]   [97:  General Comment No. 13 (Twenty-first session, 1999). Committee on Economic, Social and Cultural Rights: Implementation of the International Covenant on Economic, Social and Cultural Rights, The Right to Education (article 13 of the covenant).]  [98:  Seminar V: Underlying Principles, Professor Danwood Chirwa, University of Cape Town, Faculty of Law, 25 August 2016.]  [99:  CRC, 1990]  [100:  CRC, Article 28, a & e] 

Article 3 of the CRC indicates that “in actions concerning children whether undertaken by public or private social welfare institutions, courts of law, administrative authorities or legislative bodies, the best interest of the child shall be a primary consideration.”[footnoteRef:101] It is in the best interest of every child to have access to quality education, including early childhood education or non-formal or informal education and related activities.[footnoteRef:102] Article 24 of the CRC recognizes children’s rights to the highest attainable standard of health and to facilities for the treatment of illness and rehabilitation of health.[footnoteRef:103] Which is why the right to health is essential in the assessment of a child’s best interest.[footnoteRef:104] Consequently, formal assessment process of a child should always be carried out in a friendly and safe environment by professionals trained in child psychology, child development and other relevant and human and social development fields.[footnoteRef:105] As far as possible, a multidisciplinary team of professionals should be involved in assessing a child’s best interest.[footnoteRef:106] This is why school based support specialists play a crucial role in schools because they do not only assess learners, but they enable learners with disabilities and those with barriers to learning the opportunity to participate in mainstream schools with the support that they require. [101:  Ibid at Article 3 ]  [102:  CRC General Comment No. 5 ’General measures of Implementation of the Convention on the Rights of the Child (arts 4.42 and 44, para 6), CRC /GC/2003/5, 27 November 2003 para 12.]  [103:  Article 24 of the CRC]  [104:  GC No. 5, page 16 para 5]  [105:  GC No. 5, page 19, para 3]  [106:  Ibid] 

Child participation is probably the most debated and examined aspects of the CRC.[footnoteRef:107] However, girls, younger children and children with disabilities are often denied the opportunity to express their views freely.[footnoteRef:108] Article 7.3 of the Convention on the Rights of Persons with Disabilities (CRPD) and Optional Protocol, reiterates Article 12 of the CRC by stating that the states shall ensure that children with disabilities are able to express their views freely just like other children.[footnoteRef:109] The CRPD recognises that discrimination against any person with a disability is a violation of their inherent dignity and worth.[footnoteRef:110] The CRPD also emphasizes the importance of mainstreaming disability issues as an integral part of relevant strategies of sustainable development.[footnoteRef:111] Article 13 of the ICESCR indicates that education should be directed to the full development of the human personality and their sense of dignity and education shall be viewed as a mechanism that enables people to participate effectively in a free society.[footnoteRef:112] [107:  Gerison Landsdown ‘The realization of children’s participation rights: critical reflections’ in B Percy-Smith & N Thomas (eds) A handbook of children and young people’s participation perspectives from theory and practice (Routledge: London, 2010) 11-23.]  [108:  Gerison Landsdown, para 2, page 12]  [109:  Convention on the Rights of Persons with Disabilities (CRDP) and Optional Protocol, Article 7.3, signed on 30 March 2007, effective 3 May 2008]  [110:  CRDP Preamble, para 8]  [111:  Ibid, CRDP, para 7]  [112:  ICESCR, Article 13] 

(b) [bookmark: _Toc787573] Education as a human right
Globally, there is an emerging focus on inclusive education which stems from the civil rights movement of the 1960s.[footnoteRef:113] The last decade has seen a shift in paradigms as countries move from a disability model to a more inclusive education approach.[footnoteRef:114] This has been in support of supportive learning environments that have the potential of building learners’ capabilities in mainstream schools and contributing towards their human development in society.[footnoteRef:115] Yet, apart from the CRPD the connection between human rights and inclusive education has not been apparent in other human rights treaties and conventions and therefore, provides challenges when advocating for the rights of learners with disabilities in mainstream schools. [113:  Gary Thomas 2013. ]  [114:  Ibid]  [115:  When learning environments are supportive, they have the potential of building the learners capabilities and contribute towards their human development (Hoffman, 2006 as cited in Maarman, 2009).] 

State parties are, however, obliged under Article 24 of the CRPD[footnoteRef:116] to not exclude people with disabilities from the general education system on the basis of their disability and neither should children with disabilities be excluded from free and compulsory primary education.[footnoteRef:117] Under this convention, “reasonable accommodation means necessary and appropriate modification and adjustment not imposing a disproportionate or undue burden, to ensure persons with disabilities enjoy and exercise their human rights on equal basis with others.”[footnoteRef:118] The state has an obligation to provide persons with disabilities access to quality education that is free at an equal level with others in their communities.[footnoteRef:119] To this end, people with disabilities should receive the support required within the general education system, to facilitate their effective education.[footnoteRef:120] This makes support in schools an important enabler for children with disabilities to enjoy their rights to education and to participate equally. [116:  Gordon J. ‘Is Inclusive Education a Human Right?’ (2013), Journal of Law, Medicine & Ethics 41, 4, 754-767.]  [117:  CRDP Article 24.2]  [118:  CRDP, Article 2 - definitions]  [119:  CRDP, Article 24.2 (b)]  [120:  CRDP, Article 24.2 (d)] 

The CRPD is also in favour of the provision of effective individualized support measures in environments that maximize academic and social development, consistent with the goal of full inclusion.[footnoteRef:121] In conjunction with the above, “the model of inclusive education highlighted in the CRPD and proclaimed as a human right, requires the educational sector of each member state that has signed and ratified the CRPD to educate students with impairments in the same class as those students without impairments.”[footnoteRef:122]  [121:  CRDP , Article 24.2 (e)]  [122:  Ibid] 

Within the South African context, researchers recommend that there be a Disability Act in place to strengthen the provisions of the CRPD, to ensure that the state complies with the convention.[footnoteRef:123] As an example, further research indicated that the White Paper 6 “should be translated into tighter legal provisions in order to make article 24 of the CRPD legally binding in South Africa.”[footnoteRef:124] While other researchers argue that the human right to inclusive education is a positive right[footnoteRef:125] which stands for a utopian ideal that will never be realized globally.[footnoteRef:126]  [123:  Op cit note 38, Chapter 7]  [124:  Ibid]  [125:  Positive rights such as welfare rights obligate others, like the nation state, the
Community, and fellow members, to assist, support, and promote the bearer of a positive right to accomplish his or her legitimate claim. Gordon J, op cit note 59]  [126:  Gordon J. ‘Is Inclusive Education a Human Right?’ (2013) Journal of Law, Medicine & Ethics 41, 4, 754-767.] 

For example in the Western Cape Forum for Intellectual Disability vs Government of the Republic of South Africa, the court argued that the right to education has both a positive and negative dimension as was recognized by the Constitutional Court in ex parte Gauteng Provincial Legislature in which the court stated with reference to the interim constitution, that "Section 32(a) creates a positive right that basic education be provided for every person and not merely a negative right that such a person should not be obstructed in pursuing his or her basic education."[footnoteRef:127] This is to create equal enjoyment for all to enjoy their rights to education and it is important for the government to remove obstacles in the education system that prevents learners with disabilities from enjoying their rights to equal education. [127:  Ex Parte Gauteng Provincial Legislature: In re dispute concerning the constitutionality of certain provisions of the Gauteng School Education Bill of 1995 1996 (3) SA 165 (CC) at paragraph [9].] 

However, Gordon indicates that the human rights model of disability proclaims that people with impairments do have enforceable rights and inclusive education can be viewed as a morally justifiable human right. [footnoteRef:128] Other scholars have raised concerns around “inclusive education being expensive and that it requires member states to invest a great deal of resources to provide the preconditions for joint education such as proper buildings and well-equipped classrooms and special training for teachers.”[footnoteRef:129] In addition to these resources, inclusive education requires team teaching “alongside (several) teachers of students with special needs and it turns out, based on teaching experiences that it has proven to be a challenge.”[footnoteRef:130]  [128:  Op cit note 127 at page 755]  [129:  Ibid at page 756]  [130:  Ibid] 

The Western Cape Forum for Intellectual Disability vs Government of the Republic of South Africa and the General Comment number 13 proposed that “education has to be flexible so it can adapt to the needs of changing societies and communities and respond to the needs of students within their diverse social and cultural settings.”[footnoteRef:131] When learners’ diversity is acknowledged, this may allow for the accommodation of their specials needs and barriers in order to enhance their participation in mainstream schools. However, research has indicated that inclusive education did not emerge out of egalitarian or desegregated concerns rooted in social justice, but out of the need to differentiate ability from disability and its cotemporary challenges are a reflection of its history.[footnoteRef:132] Which is why today mainstream education sits with problems of integrating learners with learning challenges in schools.  [131:  General Comment No. 13 (Twenty-first session, 1999) the right to education (article 13 of the Covenant)E/C.12/1999/10, 8 December 1999.]  [132:  Gary Thomas] 

Research indicates that more countries from the South appear to be imposing on themselves a form of cultural imperialism as they take cutting edge inclusive education of the North.[footnoteRef:133] Research further indicates that  practices of copying policies of the northern countries in  countries like South Africa, Namibia, Nigeria, Kenya, Zimbabwe and Tanzania“who are of copycat ideology with policy and practice typical of the North” is damaging, as these policies are often forced into cultures which are alien.[footnoteRef:134] Other researchers suggest that there should be a system in place that allows for the continuum of placement options from mainstream schools to special schools to ensure movement between the different schooling placements.[footnoteRef:135] This will ensure that the two are in constant communication and that learners’ rights and their best interest is taken into account every step of their education career.  [133:  Ibid]  [134:  Harber 2004 – in Graham]  [135:  Garry Hornby ‘Inclusive Special Education: Development of a New Theory of Education of Children with Special Educational Needs and Disabilities (2015), British Journal of Special Education.] 

(c) [bookmark: _Toc787574]Domestic laws and treaties 
State parties that have signed the international human rights treaties acknowledge that there are substantial benefits stemming from an education[footnoteRef:136] and worth investing for all learners. Within the African context, “Article 17(1) of the African Charter on Human and People’s Rights, states that every individual shall have the right to education.”[footnoteRef:137] This right is granted to everyone regardless of their race, cultural affiliation or disability.[footnoteRef:138] Article 18(3) indicates that “states shall ensure the elimination of all discrimination against women and also ensure protection of the rights of women and children as stipulated in international declarations and conventions”. It further highlights that the aged and the disabled shall also have the right to special measures of protection in keeping with their physical and moral needs.[footnoteRef:139]  [136:  Christine Winter, ‘Curriculum Knowledge, Justice, Relations: The Schools White Paper (2010) in England, 2014. Journal of Philosophy in Education.]  [137:  African Charter on Human and People’s Rights, 1986 – Article 17 (1) ]  [138:  Ibid]  [139:  African Charter on Human and People’s Right – Article 18 (4)] 

The section 5 of the South African Act makes a provision that schools must be full-service schools by stating that public schools must admit learners and “serve their educational requirements without unfairly discriminating in any way.”[footnoteRef:140] Section 12 of the Act also outlines how this should happen by stating that the Member of the Executive Council must, where reasonably practicable provide education for learners with special education needs at ordinary public schools. This includes providing relevant educational support services for such learners and taking all reasonable measures in ensuring that physical facilities at public schools are accessible to disabled persons.[footnoteRef:141] To this end, the White Paper 6 policy also has an international commitment towards inclusive education and it mirrors international human rights treaties and conventions such as the Salamanca Statement and the CRPD. It also draws on the provision of support for learners at risk of barriers to learning from the South African Schools Act and how they should be supported, which is one of the focus areas of this research paper.  [140:  SASA section 5]  [141:  Ibid as cited in The Guidelines for Full Service Schools] 

(d) [bookmark: _Toc787575]Case law
In the Western Cape Forum for Intellectual Disability v Government of the Republic of South Africa,[footnoteRef:142] the focus was on the infringement of the rights of learners who were severely or profoundly intellectually disabled (IQ levels of 20-35).[footnoteRef:143] The applicants argued that the state made no education provision for these children and did not provide schools in the Western Cape for such children.[footnoteRef:144] The court found that the learner’s rights to dignity had “been infringed” since by not providing them a placement in the education system, marginalised, ignored and stigmatised these children.[footnoteRef:145] The court ruled that: [142:  Western Cape Forum for Intellectual Disability v Government of the Republic of South Africa 2007 JDR 0375 (WCC)]  [143:  Ibid]  [144:  Ibid, para 3]  [145:  Ibid, page 28, para 46] 

 “..the failure to provide children with education places them at risk of neglect for it means that they often have to be educated by parents who do not have the skills to do so and are already under strain. The inability of children to develop to their own potential, however limited may be, is a form of degradation.”[footnoteRef:146] The court also indicated that there is no further justification for such infringement.[footnoteRef:147] 		 [146:  Ibid, para 46, page 28]  [147:  Ibid, para 47] 

This was one of South Africa’s first court case which involved children with disabilities.[footnoteRef:148] This case is similar to an American civil action case brought about on behalf of seven (black) school children with a range of physical, mental and learning challenges in Mills vs Board of Education of District (the District) of Columbia.[footnoteRef:149] The District was found guilty for failing to provide supported education and training to “exceptional” children (mentally challenged, emotionally disturbed, physically disabled, hyperactive and other children with behavioural problems).[footnoteRef:150] These learners experienced barriers to learning due to their poor social backgrounds and as a result of their physical, mental and behavioural impairments they were unable to cope with the demands of mainstream schooling. [footnoteRef:151] They were subsequently excluded from an education and deprived from gaining access to publicly supported education facilities.[footnoteRef:152] On this matter, the court ruled that: [148:  Pierre du Plessis ‘Legislation and policies: Progress towards the right to inclusive education’, (2013) De Jure, page 82.]  [149:  Peter Mills et al., Plaintiffs vs Board of Education of the District of Columbia et al., Defendants. Civ. A. No. 1939-71 United States District Court District of Colombia, 1 August 1972.]  [150:  Supra note149]  [151:  op cit note 29]  [152:  Ibid] 

“No child eligible for a publically supported education in the District of Columbia public schools shall be excluded form a regular public school assignment by a Rule, policy, or practice of the Board of Education of the District of Columbia or its agents unless such a child is provided adequate alternative educational services suited to the child’s needs, which may include special education or tuition grants.”[footnoteRef:153]  [153:  Ibid] 

The Western Cape government had also argued that they had financial limitations which prevented their ability to provide support for learners. Thus, this is where the court argued the provision on limitations in section 36 of the South African Constitution which sets out requirements for a justified limitation.[footnoteRef:154]  [154:  Cape Forum for Intellectual Disability vs Government of the Republic of South Africa, page 21, para 31] 

“(1) The rights in the Bill of Rights may be limited only in terms of law of general application to the extent that the limitation is reasonable and justifiable in an open and democratic society based on human dignity, equality and freedom, taking into account all relevant factors including:
· the nature of the right
· the importance of the purpose of the limitation
· the nature and extend of the limitation and the relation between the limitation and its purpose and less restrictive means to achieve the purpose.”[footnoteRef:155] [155:  Section 36 of the Constitution of the Republic of South African, 1996] 

Respondents in the Cape Forum for Intellectual Disability vs Government of the Republic of South Africa submitted that “having regard to the nature and extent of the limitation, the benefits that the White Paper 6 seeks to achieve outweigh the immediate need of the children concerned.”[footnoteRef:156] Although policies, practices and programmes, in this case the White Paper 6, do not really constitute laws of general application,[footnoteRef:157] the court also highlighted that none of the Acts (SASA, Mental Health Act etc.) used by the respondents in this case authorised a limitation on the rights of the affected children.[footnoteRef:158] The court then indicated that “if section 36 is applicable, then the respondents had failed to establish that the limitation was reasonable and justifiable in an open and democratic society based on human dignity, equality and freedom.”[footnoteRef:159] The court therefore followed that the case which the respondents put forward, of having taken steps to “eradicate past iniquities by providing education to as many learners as possible the budgetary constraints which they faced, were enough to justify a limitation.”[footnoteRef:160] However, as the respondents could not substantiate the limitation, the court ruled that as no limitations were applicable and there was a direct infringement of these learners’ rights to dignity resulting from failure to provide them with the necessary education, and from which there was no justification.[footnoteRef:161] This ties in with Gordon’s argument where he indicated that perhaps, there is a possible limitation that may be applicable when advocating for inclusive education as a human right, however limitations which states impose should first and foremost, not infringe on individuals’ human dignity. [156:  Ibid page 24, para 37]  [157:  Op cit note 148, page 94 pa94, Juta, 2010 ]  [158: Ibid]  [159:  Ibid]  [160:  Ibid]  [161:  Ibid, para 47] 

(e) [bookmark: _Toc787576] Barriers to learning
The “Conceptual and Operational Guidelines for the Implementation of Inclusive Education describes barriers to learning as systems that hinder teaching and learning.”[footnoteRef:162] “These can occur at all levels of the system and include factors relating to specific individuals” such as learners and their specific learning needs and styles, educators and their personal factors, teaching approaches and attitudes.[footnoteRef:163] Furthermore, this may “include various aspects of the curriculum such as the content, language medium of  instruction, organisation and management in the classroom, methods and processes used in teaching, the pace of teaching and time available, learning materials, equipment and assessment procedures.”[footnoteRef:164] In other cases, it includes the physical and psychological environment in which teaching and learning occurs and this includes the buildings as well as management styles.[footnoteRef:165] While at times it may be the “dynamics and conditions relating to the learner’s home environment including issues such as family dynamics, cultural and socio-economic background and socio-economic status.”[footnoteRef:166] This indicates that barriers to learning are more than just medical and they extend to incorporate the school and the surrounding school context.  [162:  The Conceptual and Operational Guidelines For The implementation of Inclusive Education: District Support Teams, 2005. Education White Paper 66 Special Needs Education: Building an Inclusive Education and Training System.]  [163:   Ibid]  [164:  Ibid]  [165:  Ibid]  [166:  Ibid] 

One of the aims of this research was to identify policies which enable schools to assess learners with barriers not just those with disabilities, but those who are restricted from enjoying their rights to education because of barriers that exist in their communities. For example, by having two schools, one from a lower socio-economic area and one from a more affluent area, allowed this research to draw on similarities and differences in the implementation of the White Paper 6. As we will note from this research, the context in which the schools are located shapes how learners experience their right to education and what a school can offer within its own means and contextual limitations.
(f) [bookmark: _Toc787577] Inclusive Education 
Inclusive education has been argued to be one of the most controversial developments on the right to education.[footnoteRef:167] However, inclusive education is widely applied and acclaimed as the appropriate approach to achieve education for all.[footnoteRef:168] Currently there is no consistent definition of inclusive education.[footnoteRef:169] However, when it comes to this concepts, it is important to understand what is meant by “inclusion”. Pierre du Plessis defines inclusion as “fundamentally about assuring access, permanence, quality learning and full participation and integration of all children and adolescents, particularly for members of disadvantaged and poor societies, those with disabilities, those who are homeless, and those who are workers, those living with HIV and AIDS and other vulnerable children.”[footnoteRef:170] While Murungi, argues that the distinction between inclusion and inclusive education in the broader context of education is not clear cut.[footnoteRef:171] Inclusion in education entails addressing and responding to the diversity of the needs of all learners through increasing participation in learning, culture, communities and reducing exclusion within and from education.[footnoteRef:172] While inclusive education according to the World Health Organisation provides the understanding that education for all children including those with disabilities should be under the responsibility of the education ministries.[footnoteRef:173] The current literature on inclusive education highlights this movement in education as one “that seeks to challenge the exclusionary policies and practices.[footnoteRef:174] Inclusive education can then “be regarded as part of a wider struggle against the violation of human rights and unfair discrimination.”[footnoteRef:175]  [167:  op cit note 16, page 3166, para 1]  [168:  Ibid]  [169:  Ibid]  [170:  Pierre du Plessis ‘Legislation and policies: Progress towards the right to inclusive education’, (2013) De Jure. ]  [171:  Op cit note 16, p3167, para 2]  [172:  UNESCO Guidelines for Inclusion, para 13, as cited om Murungi page 3167, para  3]  [173:  Op cit note 16, page 3167]  [174:  Op cit note 147 page 76, para 3]  [175:  Ibid] 

Inclusive education is defined as a learning environment that promotes the full personal, academic, and professional development of all learners irrespective of race, class, gender, disability, culture, sexual preference, learning styles and language.[footnoteRef:176] The White Paper 6 defines inclusive education as a system that acknowledges that all children and youth can learn, require support and enables the education system to meet the needs of all learners by respecting differences in learners while building on similarities.[footnoteRef:177] The Salamanca Statement also acknowledges that every learner has unique characteristics, interests, abilities and learning needs and education systems and programmes should be designed in such a way to account for the wide characteristics and needs.[footnoteRef:178]  [176:  Ibid, page 78, para 2]  [177:  Fact Sheet 3, Education White Paper 6: The Primary South African Policy Document on Inclusive Education.]  [178:  Salamanca Statement, 1994] 

Based on the descriptions of inclusive education, it is clear that the push for this concept is geared towards enabling people of all types of abilities to develop their educational potential irrespective of biological, economic or environmental challenges. However, international and local research has indicated that to achieve education for all, there are practical steps that need to be incorporated at an institutional level. The document on Conceptual and Operational Guidelines for District Based Support Teams in South Africa, sees inclusive education as a system which supports not just the learners, but also the educators too, as this will enable them to meet the full range of learners’ learning needs.[footnoteRef:179] Inclusive education in this context focuses on improving teaching and learning strategies informed by diverse learning needs of learners that will benefit all learners and educators.[footnoteRef:180] The main aim of inclusive education in these guidelines is focused on overcoming barriers to learning in the system, the structures and processes at all levels of the system that prevents learners from achieving success.[footnoteRef:181]   [179:  Conceptual and Operational Guidelines for District Based Support Teams]  [180:  Ibid]  [181:  Ibid] 

The end goal of inclusive education is to see all the learners who have been marginalised by the education system from accessing their rights to a free and quality education and being accommodated in schools that are close to them. These are usually mainstream schools and hence the White Paper 6 is aiming to turn most of these schools into full-service schools which will support more learners with disabilities and different needs within their own communities. 
We can distinguish between three main approaches in education for learners with disabilities, namely: “inclusive education, integrative education and segregated education.”[footnoteRef:182] Inclusive education as explained, requires team teaching, where a specialist subject teacher is required to teach alongside teachers of special needs learners.[footnoteRef:183] For example, most South African teachers were previously trained separately in either mainstream or special needs education.[footnoteRef:184] As a result, most teachers often resort to their previous models of teaching, which lacks the principles of inclusivity provided under the above mentioned policies and legal documents. Training for teachers has since changed, as now teachers are required to receive training in both the mainstream and special needs education approaches.[footnoteRef:185] However, most teachers still express concerns that they do not have the adequate equipment or knowledge to support learners with visual impairments, hearing loss, autism or Down syndrome.[footnoteRef:186]  This was also a common finding in the study conducted by the Human Rights Watch, that not all educators have training in inclusive education. [182:  Op cit note 117]  [183:  Ibid]  [184:  Donohue D and Bornman J. ‘South African Teachers’ Attitudes toward the Inclusion of Learners with Different Abilities in Mainstream Classrooms’ (2015). International Journal of Disability, Development & Education, 62(1):42-59. ]  [185:  Ibid]  [186:  Ibid] 

Stemming from this challenge, is also the lack of effective individualised support measures, this is ultimately an important component of inclusive education in the CRPD.[footnoteRef:187] Thus, individualised education support plans (IESPs) should be considered a central feature of inclusive education and the main aims of these IESPs is to allow each student the opportunity of living, studying, and acting autonomously with adequate support, while acknowledging their own unique capacities.[footnoteRef:188] The rationale for inclusive education remains, that the school system must devise means of accommodating learners.[footnoteRef:189]  Which is why the Integrated School Health Policy, aims to combine health services into schools as part of creating an inclusive teaching and learning environment.[footnoteRef:190] [187:  Human Rights Watch, page 66, para 4]  [188:  op cit note 184, page 67, para 3]  [189:  Op cit note 117,  page35]  [190:  ISH Policy, 2013] 

The model of integration offers particular learners the possibility of attending mainstream schools if they have the capacity to adapt to the educational setting in question.[footnoteRef:191] Full service schools have an obligation to cater for learners with moderate type of learning disabilities, however their mandate has the potential of also excluding certain learners with sensory impairments (deaf, blind, or autistic) or those with learning difficulties, who in light of the CRPD have legal human rights to inclusive education.[footnoteRef:192] There is a lack of team teaching in mainstream schools and learners with special needs and disabilities are required to cope with the situation, almost always alone with little external help.[footnoteRef:193]   [191:  Op cit note 117]  [192:  Ibid]  [193:  Ibid] 

Despite the efforts South Africa has taken in inclusive education, discrimination against children with disabilities still persists and this is visible in challenges they are met with when accessing different types of primary schools.[footnoteRef:194] Schools often decide whether they are willing or able to accommodate students with particular disabilities or needs.[footnoteRef:195] Discrimination against learners with disabilities can either be due to physical or attitudinal barriers which learners are required to overcome, just to access an education.[footnoteRef:196] They are also discriminated against through fees and expenses, which parents often seek money to pay high transport and boarding school costs when special schools are far from home, something that could be avoided in mainstream schools if their communities were equipped with the resources to support these learners.[footnoteRef:197] Children with disabilities also receive a lower quality of education in poor learning environments and this is “due to poor teacher training and awareness about inclusive education methodologies and the diversity of disabilities.”[footnoteRef:198] This does not only impact their rights to an education, but it also negatively influences their potential of contributing towards the economy in a meaningful way which can also benefit their communities. [194:  Human Rights Watch, key findings page 2]  [195:  Ibid]  [196:  Ibid]  [197:  ibid, page 3, para 1]  [198:  Ibid] 

The lack of health professionals and teachers who have training in inclusive education has also led to learners falling through the cracks of the education system and dropping out.[footnoteRef:199] This is the reality for many learners in South African schools who attend mainstream schools and the SASA indicates that learners may be placed on waiting lists.[footnoteRef:200] This may only be an option if schools cannot support learners on the severity level of their disabilities and in this case, the Department of Education will have to provide assessments and offer such learners an alternative placement. These learners must then be assessed by a designated team who must facilitate a school placement.[footnoteRef:201]  [199:  op cit note 1]  [200:  Ibid]  [201:  Ibid] 

However, there is a high number of learners in provinces like the Northern Cape Province on the waiting list and this because the majority of special schools are situated in capital city[footnoteRef:202] and there is not enough room in hostels to accommodate all learners who apply for admission.[footnoteRef:203] It is concerning that children still have to wait for placement at schools and this only shows the lack of support in schools across South Africa. The model of segregated schools is focused on the needs of those learners in question, it often establishes special schools that provide a homogenous teaching and learning environment.[footnoteRef:204] Gordon argues that segregated education or special schools, promotes and substantiates exclusion, not only in education, but also in society.[footnoteRef:205]  [202:  The Capital City of the Northern Cape Province]  [203:  Ibid]  [204:  Op cit note 1]  [205:  Ibid] 

Within the South African context the segregation of learners along different disabilities still prevails, as a fully inclusive education system has not been realized. South Africa still has a long way to go before a fully inclusive education system is enjoyed by all learners, especially learners based in remote parts of the country who continue to be ostracised by the education system. In some provinces schools have none or very few professional support staff appointed at district level.[footnoteRef:206] Learners attending mainstream schools without any appropriate support increases the school dropout rates.[footnoteRef:207] There is also no structured engagement between the Departments of Education and Health “to advance the course of inclusion, albeit changing attitudes towards disability, or addressing the shortage of health professionals in the country and within the Department of Basic Education.”[footnoteRef:208] Special schools also do not have adequate specialist professional staff and non-teaching staff.[footnoteRef:209] High numbers of children with disabilities (25.9% in The General Household Survey of 2013) aged five to fifteen years old were not attending an education institution[footnoteRef:210] and schools were not capable of meeting the needs of these learners.[footnoteRef:211] The 2011 national census results further indicated that 5.8% of children between the ages of five and eighteen were disabled. This could imply that more than 500 000 children with disabilities may in fact be out of school, making it all the more urgent to implement inclusive education support systems in schools.[footnoteRef:212] Thus, the gap between rights and realisation is clearly stark. [206:  Ibid]  [207:  Ibid]  [208:  Ibid]  [209:  Ibid]  [210:  Ibid]  [211:  Ibid]  [212:  Ibid] 

Research indicates that learners attending schools in affluent areas (quintile four and five schools) have more access to opportunities to participate in a wide variety of activities that form part of their learning, while learners who attend schools located in low-income areas have fewer options to choose from.[footnoteRef:213] Schools in quintile 5 have more funds available to create School Governing Body posts for teachers[footnoteRef:214] and since the working conditions in these schools are usually of better quality and more qualified teachers are usually attracted to these posts.[footnoteRef:215] This results in more transference of skills, learning and better outcomes for these schools.[footnoteRef:216] However the opposite is true for learners in lower socio-economic schools where because of a lack of funding, they do not have the means to subsidise additional activities or support for their learners. This creates a gap between schooling experiences for learners from different communities. [213:  Weissbourd, R and Dodge, T. ‘Senseless Extravagance, Shocking Gaps’ (2012) Educational Leadership, 69(5), 74-78.]  [214:  Yael Shalem and Ursula Hoadley ‘The Dual Economy of Schooling and Teacher Morale in South Africa’ (2009) International Studies in Sociology of Education 19(2) page 119-134.]  [215:  Ibid]  [216:  bid] 

From an ecological perspective, education and learning orbits three main foci, namely the micro level which is the immediate social context, such as the family, the meso level in which communities, schools and peer groups operate and the macro- level which focuses on social structures, the notions of power, and inequality.[footnoteRef:217]  The success of learners in schools depends on the context and culture for learning and students’ success or failure at school has less to do with “learning disabilities” and more with an array of factors around which acceptance and inclusion are constructed.[footnoteRef:218] Research also highlights that the disparities in prevalence of disabilities in an area may “reflect the general development or poverty level of an area, access to nutritious food, exposure to environmental or infectious agents or social or other risk factors for disabilities.”[footnoteRef:219] Therefore, if the context is not supportive, learning does not happen.[footnoteRef:220] Many young people from affluent backgrounds are generally more confident in their literacy and this confidence is derived from having “routine support for homework, parental oracy, role models, favourable environment for reading and writing, absence of distractions and opportunities to talk about literacy.”[footnoteRef:221] Young people from poorer backgrounds tend to have a few of these opportunities.[footnoteRef:222] Studies suggest the need for effective family support within education and scholars like Shonkoff and Phillips suggest that interventions might be profitable at the pre-school and early school ages.[footnoteRef:223] This is to ensure that despite poor backgrounds, learners are provided the opportunities to also attain the best form of education as early as possible. [217:  Ibid]  [218:  Op cit note 94]  [219:  Executive summary, page 11, para2 of the DSD, DWCPD and UNICEF 2012.]  [220:  Ibid, op cit note 94]  [221:  Carlo Raffo, Alan Dyson, Helen Gunter, Dave Hall, Lisa Jones and Afroditi Kalambouka ‘Education and poverty: mapping the terrain and making the links to educational policy’ (2009) International Journal of Inclusive Education 13(4) page 341-358.]  [222:  Ibid]  [223:  Ibid] 

Schools have a special role to play as supportive centres of learning by equipping learners from disadvantaged backgrounds with the necessary skills which may pave their future trajectories. Early intervention of learners is key in tracking the needs of learners from an early age.[footnoteRef:224] Furthermore, research indicates that the special school system is expensive. Investment in 25 special schools in 2012, “amounted to R787 million, in contrast, upgrading infrastructure of 202 full-service schools to accommodate students with physical disabilities cost an estimated R821 million.”[footnoteRef:225] Thus, creating new special schools will not solve the current challenges faced within South African schools as it may only cater to the small minority of learners with severe disabilities, while the majority of learners who remain without support in mainstream schools continue to slip through cracks of the education system.[footnoteRef:226] As stated in the White Paper 6 and now supported by the Human Rights Watch study, there needs to be more emphasis on support in schools to prevent drop-out rates in both learners with barriers to learning and those with disabilities. [224:  Subban P., & Sharma, U. ‘Primary school teachers’ perceptions of inclusive education in Victoria, Australia’ (2006) International Journal of Special Education, 21, 42–52.]  [225:  Human Rights Watch 2015, page 84 para 2]  [226:  Ibid, page 85, para 2] 

[bookmark: _Toc787578]Conclusion
[bookmark: _tyjcwt][bookmark: _3rdcrjn]For contexts such as South Africa with a rich history of segregation, the Salamanca Statement enables us to view inclusive education as an effective means to combat discriminating attitudes and create inclusive environments of learning and living.[footnoteRef:227] Human rights treaties and conventions are important reminders of the principles abiding children’s rights to education and the ways of creating a non-discriminatory atmosphere within areas where children learn and play. The recognition of inclusive education as a human right, despite its critics plays an important role in the functioning of society and inclusive education can function only when it works well and benefits both the society as a whole and individuals.[footnoteRef:228] Thus the shift for schools to become more inclusive is supported by section 12 of SASA and in order to make education accessible, inclusive education must begin within mainstream schools. [227:  Ibid]  [228:  Op cit note 220] 

However, South Africa, has emerged as being complicit with exclusion in its plight towards the realization of education for all and with promoting inclusive education within mainstream schools.[footnoteRef:229] This is due to a number factors, such as the lack of support services in most mainstream schools, despite the push for these schools to become full-service as per the White Paper 6 policy. Section 29 of the South African Constitution, places an urgent obligation on governments to provide education for all, but in the instance of learners with disabilities or those with barriers to learning this realisation is still pending. Existing literature highlights that part of the problem is that the referral system in schools has rather focused on extensive waiting lists, with no indication of probable placements or follow-ups[footnoteRef:230] and in turn has created a burden of children out of school. This needs urgent attention and the solution which research suggests is for schools to move away from a model of ‘dumping’ learners into special schools which often do not guarantee quality education. Efforts should be focused on support measures within mainstream schools where there is much needed educational reform and more learners who will benefit from this this type of support system. This is indeed possible under the current policy framework, the SIAS policy in conjunction with the White Paper 6 policy, have established that a good referral system with guidelines on identifying and assessing learners is where schools can start. In this process, schools will begin to identify the gaps in the support services and the need to create posts for SBST to allow for smooth referrals and support structures for learners with barriers to learning. [229:  Human Rights Watch, 2015]  [230:  Ibid] 

[bookmark: _Toc787579]CHAPTER 3
(a) [bookmark: _Toc787580] Methodology
This research compares two schools from quintile 4 and 5 from two different areas.  Respectively, the one school was from a township (Cape Flats) and had less resources while the other school was from an affluent community. Choosing schools in different contexts enabled the research to document the disparities that exist in the school support systems for learners with barriers to learning. A qualitative research approach and in-depth interviews with the teachers from primary schools in the Western Cape Province and the district based support team was used. This approach allowed the researcher to interview the teachers and the specialists who provide support to learners with barriers to learning in their own context. Seven interviews with seven school based support specialists (SBST) were undertaken using a qualitative research approach and in-depth interviews to collect the data. 
(b) [bookmark: _Toc787581] Research approach and design
Using a qualitative research approach enabled the researcher to gain context-dependent-knowledge on the participants and the learners.[footnoteRef:231] The strength of qualitative research lies in the recognition that participants shape the research study and play an integral role in providing unique contextual information, unlike in quantitative research where variables are manipulated to test a hypothesis.[footnoteRef:232] The researcher chose this approach above the quantitative approach because of its focus on gaining knowledge on a research phenomenon as it takes place in practice.[footnoteRef:233] This approach also appreciates the uniqueness of an individual and collectives involved in a study and places an emphasis on the particularity of the events in question[footnoteRef:234]  which, in this case was the assessment and referral of learners with barriers to learning to the support services which they require.  [231:  Flyvbjerg, B ‘Five Misunderstandings about Case-Study Research’ (2006), Qualitative Inquiry 12 (2), 219-245.]  [232:  Ibid]  [233:  Stake, R. E. ‘The Art of Case Study Research’ (ed), SAGE publications 1995.]  [234:  Ibid] 

This research was designed as a comparative case study of two schools from the Metro Central Education District to understand the complexity of the referral system and focus on the case.[footnoteRef:235] This particular research design allowed the use of different methods of inquiry such as interviews (open ended and close ended questions, structured and non-structured questions) and observations of specific incidences stemming from the participants.[footnoteRef:236] This was further facilitated by the ability to interview participants in their own environment.[footnoteRef:237] A single case study was used to look at the critical test of an existing theory (inclusive education policy implementation within the Metro Central Education District).[footnoteRef:238]  [235:  Robert K. Yin ‘Case Study Research: Design and Methods’ 5th (ed), SAGE publications 2014.]  [236:  Ibid]  [237:  Robert K. Yin, 2014.]  [238:  Ibid] 

(c) [bookmark: _Toc787582]Research Site 
Western Cape has eight school districts, namely: “Cape Winelands Education District, Eden and Central Karoo Education District, Metro Central Education District, Metro East Education District, Metro North Education District, Metro South Education District, Overberg Education District and West Coast Education District.”[footnoteRef:239] There are in total 753 ordinary schools in the Province and in 2013, approximately a total of 6708 learners with disabilities were enrolled in the ordinary schools across all the districts.[footnoteRef:240]  [239: Western Cape School Districts, Accessed from https://www.westerncape.gov.za/directories/facilities/1234 on 2 August 2018.]  [240:  Op cit note 1 at page 14 ] 


 With regards to support on site, the Western Cape, Free State and the North West provinces have reportedly built capacity in their provincial, district circuit offices by appointing staff to drive the process which has had a huge impact on the success to take the White Paper 6 policy to scale.[footnoteRef:241] The reported progress made by the Western Cape Province is that the province is trailblazing the implementation of the White Paper 6 and the situated nature of the Metro Central Education District, placed this area at an advantage over other provinces and districts for this research. Some of the supportive resources found in this district includes tertiary hospitals like Groote Schuur Hospital, Red Cross Children’s Hospital, the University of Cape Town and special schools which are meant to act as support centres for primary schools in the district. There are also various events and projects that take place in the district which support teachers and parents.[footnoteRef:242] These factors made the Western Cape and the Metro Central Education District an optimal case selection for the research. [241:  Ibid, page 45, para 4]  [242:  Basic Concepts Unlimited workshops in the Metro Central Region, accessed from 
http://www.basicconcepts.co.za/projects/metro-central-education-district-cape-town, on 17 April 2017.] 

(d) [bookmark: _Toc787583]Sampling
To enrich the collection of in depth information from knowledgeable participants, this research made use of purposive sampling. In purposive sampling, the researcher identified educators and support specialists who would provide the best information to achieve the targeted objectives of the research study.[footnoteRef:243] The researcher selected participants who would be able to answer the research questions based on their knowledge and experience,[footnoteRef:244] taking into account the amount of years they had been at the school. Most of the participants had been at the schools for more than three years, which was important as they were more knowledgeable on the schools processes and could provide in depth information on the referral processes at the schools and their experience with the system. This sampling method is useful for mapping a historical reality, providing rich descriptions of a phenomenon or developing an understanding on a well-known topic.[footnoteRef:245] [243:  Ranjit Kumar, 2005]  [244:  Ibid]  [245:  Ibid] 

(e) [bookmark: _Toc787584]Inclusion criteria
In determining schools for the research, the researcher selected schools from a list of ordinary and full-service public primary schools, classified under this category by the Western Cape Department of Education. Schools had to meet the criteria of a public school in the South African Schools Act.[footnoteRef:246] The researcher selected full-service schools with the highest number of support specialists on site. By selecting these two categories of schools in different demographic areas, enabled the researcher to gather valuable insight into how contextual factors and resources shaped the implementation of school policies and the support which learners with barriers to learning had access to. Each school had to meet the following criteria: [246:  Chapter 3.12.3(a) of the South African Schools Act, defines a public schools as: “a public schools that provides education with a specialized focus on talent including sport, performing arts or creative arts” and one which the Minister determines norms and standards for school funding (3(b)).] 

· A school defined as a public school under chapter 3 of the South African’s schools Act[footnoteRef:247] [247:  (3) (a) A public school may be (i)an ordinary public school;(ii) a public school for learners with special education needs; or (iii)a public school that provides education with a specialised focus on talent sport, performing arts or creative arts.
] 

· A school from the Metro Central Education District.
The schools also had to have teachers in the foundation phase (Grade 1 to Grade 3) and at least one support specialist at the school. The district support team were independent and did not need to meet the criteria above, as they oversee the provision of support services in all the schools within the district, particularly those without support on-site.
At the start of the research, the aim was to conduct the study with a total of five schools, however by the end of data collection, only two schools were successfully studied as three other schools declined to participate. One ordinary school declined to take part in the study due to the limited availability of teachers at the schools who could participate because exams were in process and the teachers were inundated with school work. The second ordinary school was lost to follow-up despite constant email follow-ups and phone calls, the school never responded. The third school (full-service school) declined to participate due to an influx of researchers at the school during the time of this research’s data collection.
This did not limit the continuation of the study as the research had already accumulated a variety of participants such as school teachers, the SBST from the two schools and a member of the DBST who successfully participated. The two schools were also from different geographical areas and income bands, which still satisfied the aim of this research. Choosing a qualitative research was beneficial as the methodology is not number driven, but rather focuses on the quality of information that is gathered from participants and from observations. Hence the number of participants did not implicate the data.
(f) [bookmark: _Toc787585]Interviewee selection 
(i) [bookmark: _Toc787586]Principals
“According to the South African Schools’ Act, section 16(a), school principals must undertake the professional management of a public school as contemplated in section 16(3), carry out duties which include, but are not limited to the implementation of policy and legislation.”[footnoteRef:248] School principals have a responsibility to implement policies within their schools and should also be knowledgeable on how the policies in question, are currently being implemented in the school(s). It was important to involve them in this research as they were able to indicate which of teachers would be suitable to participate in the study. As a result, they acted as secondary participants to the research and were not formally interviewed. [248:  Section 16A, 2(a)(iv)] 

(ii) [bookmark: _Toc787587]Teachers and Specialists
The researcher targeted teachers from the foundation phase (Grade R to Grade 3). According to the SIAS policy, teachers are the gate keepers and case managers in the process of identifying and assessing learners with barriers to learning because they directly interact with the learners on a daily bases.[footnoteRef:249] Their role in the SIAS policy is to initiate the process of referrals at schools and hence they played an important role as participants of this research.  [249:  SIAS Po] 

The researcher targeted one teacher with extensive experience in the foundation phase Grade 1 and another teacher from Grade 3. This insured that the teachers who were interviewed would be the most knowledgeable on the research topic, given their experience within the foundation phase. The school support based teams were selected simultaneously with the educators from the schools. The school receptionists helped to organise meetings with the specialists and the researcher then organised the dates and times of the interviews with the interviewees. While the district support team member was recruited by one of the lectures from the School of Occupational Therapy at the University of Cape Town and from then on, she was in contact with the researcher who informed her about the research purpose and process. 
(iii) [bookmark: _Toc787588]Sample Size
The research comprised of a total of seven primary participants. Of these participants, there was one occupational therapist, two remedial teachers, one resource teacher, one Grade 1 teacher, one Grade 3 teacher and one member from the district based support team who was also an occupational therapist by profession. 
[bookmark: _Toc787589]PARTICIPANT PARTICULARS
	Name 
	Occupation
	Type of School 
	Experience
	Number of years in the school

	K1
	Resource Teacher
	Q4 School
	More than 10 years’ experience.
	More than 3 years, unspecified

	K2
	Occupational Therapist 
	District Based Support Team (DBST) member
	18 years of experience. 
	8 years in the DBST 

	L1
	Remedial Teacher
	Q5 School 
	21 years of remedial teaching and 19 years in the Foundation Phase.
	7 years

	L2
	Remedial Teacher
	Q5 School
	10 years of experience as a remedial teacher.
Started working in the Foundation Phase in 2016 (1 year at the time of this research).
	5 years

	L3
	Occupational Therapist
	Q5 School
	5 years overseas private practice.
	11 years

	L4
	Grade 1 Teacher
	Q5 School
	28 years teaching experience and in the Foundation phase. 
	5 years

	L5
	Grade 3 Teacher
	Q5 School
	14 years teaching experience.
	8 years


(i) [bookmark: _Toc787590]Gaining access
[bookmark: _35nkun2][bookmark: _Toc529109666][bookmark: _Toc534915171]The Law Faculty Research Ethics Committee at the University of Cape Town, granted ethical approval for this research and the Western Cape Department of Education (WCED) granted permission to conduct the study at the chosen schools. Once permission to conduct the research was approved, the researcher was in contact with five schools and organised appointments with each school. This process took place in June 2017. At the time, the schools were preparing for the June school holidays and it was also exam period and the teachers were occupied with finalizing term marks and reports. It was challenging to schedule interview appointments during this period. The researcher also conducted physical site visits at the schools to hand out the consent forms in order to speed up the initial contact with the schools who did not respond to the appointment requests on email.  
(ii)   Document reviews
Documents such as national policies, United Nations Human Rights Treaties and Conventions, Domestic Treaties, South African case law on the right to education and existing policies and statements (domestic and international) on inclusive education also formed part of the data collection. They also enabled the researcher to identify the aims of these policies with regards to inclusive education, the principles and strategies which they set out for schools to implement. This then probed the types of questions to ask in the interviews about policy implementation.



(iii) Interviews
Interviews were the main method of data collection which enabled the researcher to gain in depth information on the research question.[footnoteRef:250] The other benefit of using interviews is that questions can easily be elaborated if misunderstood by the interviewee and that an interview can be used with any type of population for example, children, people with disabilities, illiterate people and the frail or old population groups.[footnoteRef:251] However, interviews can also be time consuming and expensive especially when the potential participants are scattered over a wide geographical area.[footnoteRef:252] This was one of the issues and challenges of interviewing different participants individually as it required making time for each one of them at a given time.  [250:  Johnstone C, Chapman D ‘Contributions and Constraints to the Implementation of Inclusive Education in Lesotho’ (2009) International Journal of Disability, Development & Education 56(2) page 131-148.]  [251:  Ibid]  [252:  Ibid] 

The interview questions [Appendix 6] were a combination of open-ended and close-ended interviews which were standard for all the participants. The interviews were audio-taped with the participants’ permission. This was disclosed on the consent forms which the participants signed before the start of the interview to agree or disagree with the recording.  Each participant received a consent forms [Appendix 5] to read and sign before the interview and this ensured that the researcher and the participants were in agreement about the research process. The interviews were scheduled during periods when the participants were not occupied with school work and this was either early in the morning before the school started or later in the afternoon.  Each participant was only interviewed once during the data collection process and the interviews were approximately twenty minutes to an hour long.
	The researcher made use of semi-structured interviews in the study.[footnoteRef:253] This type of interview is commonly used by healthcare researchers as it provides participants and researchers with some guidance on what to talk about, which may be helpful for obtaining the targeted responses to arrive at the answers for the research question.[footnoteRef:254] All the interviews were transcribed verbatim once all the participants’ interviews were concluded. [253:  P. Gill, K. Stewart, and E. Treasure & B. Chadwick ‘Methods of data collection in qualitative research: interviews and focus groups’ (2008) 204(6).]  [254:  Op cit note 252 ] 

(iv) [bookmark: _Toc397686059][bookmark: _Toc397686383][bookmark: _Toc787591]Data management 
The researcher stored the interview recordings securely on password protected shared drives. Only the researcher was responsible for transcribing each interview verbatim, this allowed the researcher to become familiar with the data and to ensure the safety of the information shared by the participants. Once the data was transcribed verbatim, this information was transferred onto a software which assisted in managing data analysis securely and effectively. The researcher allocated each participants a pseudonym in all the interviews as well as the transcriptions to maintain confidentiality throughout the research process and the reporting of findings.
(v) [bookmark: _Toc397686060][bookmark: _Toc397686384][bookmark: _Toc787592]Data analysis
The researcher ensured accurate transcription by reading the transcripts while listening to the audio-recordings. Thematic analysis follows a process of discovering patterns, themes and categories in one’s data.[footnoteRef:255] After accumulating common responses, the researcher searched for the patterns in the content and developed categories and themes relevant to the research objectives.[footnoteRef:256] This process helped the researchers to gain a better understanding of the information collected before the data was analysed.[footnoteRef:257] Thematic analysis consisted of the following six phases: getting familiar with the data, generating codes which are units of meaning from the data, finding themes, revising the themes, providing names for these themes and documenting the findings.[footnoteRef:258] [255:  Michael Quinn Patton ‘Qualitative Research and Evaluation Methods’ 4th (ed) Integrating Theory and Practice, SAGE publication (2014).]  [256:  Ibid]  [257:  Creswell, J.W ‘Qualitative inquiry and research design: Choosing among five  
  Approaches’ (2nd ed.) Thousand Oaks, CA: SAGE (2007).]  [258:  Braun, V. and Clarke, V. ‘Using thematic analysis in psychology’
Qualitative Research in Psychology (2006), 3 (2) page 77-10.] 

(vi) [bookmark: _Toc787593]Rigor in qualitative research
While interviews were valued for this particular research, their credibility and reliability can often be confounded by factors that are not controlled for within the environment, such as the reliability of the information which is often experience dependent. To control for these unexpected confounds, interviews were held with participants who were relatively experienced in the field of inclusive education such as the principals and the specialist teachers and the inclusive education district professionals. The study maintained trustworthiness by ensuring that the findings provided were accurate, relevant and valid for the topic in question.
(i) [bookmark: _Toc787594]Member checking
As researchers we bring assumptions, beliefs and prejudices to the research setting and these views have the potential to interfere with the research.[footnoteRef:259] Through member checking, participants were emailed their transcribed interviews to review and agree or disagree with the information from their interviews.[footnoteRef:260]  [259:  Lincoln, Y. S., & Guba, E. G. ‘Naturalistic inquiry’ Beverly Hills, CA: SAGE. (1985).]  [260:  Ibid] 

(ii) Reflexivity
The researcher ensured reflexivity by making her biases explicit to the supervisors before starting the research process through discussions and regular meetings.[footnoteRef:261] The researcher identified her own assumptions and biases reflected on her own experiences of schooling by keeping a journal to document these reflections. The supervisors acted impartial and provided further insight into the problems and the emerging themes that were captured during the analysis phase with their guided feedback.   [261:  Ibid] 

 Ethical Consideration
(i) [bookmark: _Toc787595]Confidentiality
The schools and the participants were assigned pseudonyms to remain unidentifiable to the readers. The interview recording and the transcripts were stored in a password protected drive which only the researcher had access to.
(ii) Informed consent
A process which ensures that the participants of a study are fully informed about the research study in terms of the purpose, method and procedure to be followed. The participants were given the opportunity to give their consent to participate in the study after the school principals recommended them. Before interviews, they were informed that the interview would be recorded and the researcher also gave them the opportunity to consent or disagree to the recording on the consent forms.
(iii) [bookmark: _Toc787596]Autonomy
To respect participants’ autonomy, they were informed of their right to withdraw from the research at any particular point during and after the interviews and were allowed to schedule the interviews at a time which suited their schedules best.


(iv) [bookmark: _Toc787597]Respect
The researcher respected the participants, by keeping to the scheduled interviews and scheduling interviews at a time which the participants chose in order to not disrupt the school activities.
(v) Non-maleficence 
 No direct or indirect harm was inflicted to the participants by virtue of their participation in this study. The aims of the research were explained to the participants to ensure that they understood the study. The participants were also informed that they could withdraw from the research at any given point. The interviews were conducted in a safe space with the relevant participants, to maintain confidentiality and privacy of the information shared.
(vi) [bookmark: _1ksv4uv][bookmark: _44sinio][bookmark: _Toc787598]Role of the researcher
The researcher was responsible for compiling the research proposal, as well as maintaining timeous correspondence with the Western Cape Department of Education and the University of Cape Town to ensure that all the ethical requirements were met before the interviews took place. Further responsibilities included organising meetings with the schools, interviewing the participants, transcribing the interviews and analysing the data. The researcher was also responsible for member checking and drafting the findings as well as organising regular meetings with supervisors.
The researcher also brings her experience from an occupational therapy background, where she has intervened with the education system as a clinician in the Free State Province. At the time, she was required to assess learners who had special education needs and barriers to learning in a community based clinic during her Community Service year as an occupational therapy graduate (2015). She also brings her experience in school-based research within the Cape Town Region. In 2014, she dedicated her fourth year thesis to a study titled: An Exploration of the Occupation of Learning in a Low Quintile School in Cape Town (UCT, 2014) together with three other colleagues in her undergraduate year. Her background experience in this area of child education is therefore credited by her academic research and her practical work experience, which has fuelled her passion of establishing proper referral systems within the health and education sectors for learners with disabilities.
CHAPTER 4: FINDINGS 
The theme of this research is taken from one of the interviewees who stated that “We have made it on the journey, but we have not yet arrived” – [L5]. This is what one participant described inclusive education within South Africa. As reported in the literature review, South Africa has come a long way since 1994 in equalising educational opportunities post-apartheid and has further extended to policies to ensure that equal participation in the right to education through the inclusive education approach is realised in all schools . However, as these findings will reveal, the journey is not without its challenges as schools battle with a lack of funding for support staff to cater to all the needs of learners with barriers to learning. Furthermore, based on contextual segregation of the past, the research findings revealed that despite the two schools being from upper quintiles (4 and 5), contextual factors plays a huge role in the activities which schools have access to. This means that learners in lower socio-economic areas, despite their quintile ranking, the school will often not afford quality services which schools in the higher income areas might have access to. 
Context therefore shapes different experiences of the right to education and access to resources. However, while this research did not draw on the learners’ experiences, future research can build on this research by looking at the experiences of the right to education from learners in different school contexts.  
This research study aimed to explore the guidelines which teachers and the district based support teams in the Metro Central Education District used to assess, identify and the refer learners with barriers to learning to the support services that they required. The objectives were to identify these guidelines and the support staff in schools, to identify learning barriers that learners faced, how the schools assessed, referred and provided learners with interventions and the learning support that they required. Furthermore, the research also explored whether participants were aware of policies such as the White Paper 6 and the SIAS policy as by being familiar with these policies, they would be knowledge of the process to follow when they are presented with learners with barriers to learning. Thus, enabling such learners the opportunity to participate in their right to an education.

The findings are presented in the following categories:
	Category name
	Description 

	1. The referral process
	This category describes the process which schools usually follow in the referral of a learner with disabilities or barriers to learning.

	2. Screening 
	This category describes the signs and symptoms which the teachers or the SBST usually draw on to alert themselves to learners with barriers to learning in the class room. 

	3. Identification
	Highlights the ways in which the two schools identified learners with disabilities or barriers to learning in the classrooms.

	4. Assessment
	Also indicates the assessment tools used by the staff members in the assessment of a learner with barriers to learning.

	5. Support
	This category looks at the types of support structures that were available in each school and how they enhanced or hindered the implementation of the SIAS policy or the school’s own internal referral system.

	6.  The role of teachers, school based support staff and the district support team in the referral process.

	This section maps the roles of all the participants in practice when they have to identify, assess and plan interventions for learners with barriers to learning.

	7. “Learners sitting on the fence” and “grey area learners”

	A term that emerged from this research to describe learners who are too low functioning for mainstream schools and too high functioning for special schools and further indicates the challenges that they face in accessing support in schools.

	8. “We support them as best as we can – we just keep going”
	Despite the challenges in implementing the policies, the participants were able to make means meet with whatever resources they had in place.

	9. Not everyone is talking the same language (difficulties of implementing policies)
	There is currently no clear mandate on how DBST are to run their programmes. This also extends to the SBST and even between the two schools there are no clear guidelines on how they should implement these policies.

	10. Barriers to learning

	The research identified examples of barriers to learning in practice, of which the curriculum was one of the factors.

	11. “It’s the right of that learner to be able to be supported” – Views on inclusive education.
	This section ends of with a reminder to the reader that ultimately the goal of inclusive education is to honour each individual learner’s right to learn and to meet their capabilities with the right amount of support required for a successful school career.



The findings are presented from category one to eleven, in response to the research objectives. The two schools are referred to as Q4 School and Q5 School and these refer to the school from quantile 4 and the quintile 5 respectively.  
The following support services were found in the two schools:
	Type of support
	School

	Occupational Therapy (as well as speech therapist, psychologist and a social worker).
	Q5 School

	Remedial Teachers
	Q5 School

	Resource teacher/ Learning support teacher
	Q4 School



Collectively these professionals listed in the table above are called the school based support team.
(a) The referral process (Guidelines used to refer learners with barriers to learning)
The research found that despite being in force for the past ten years, the SIAS policy had not been formally introduced in schools. Even though previous research indicated that almost 28 000 teachers were trained in the use of this policy.[footnoteRef:262]  However, some participants from this research were familiar with the SIAS policy, while other participants were not familiar with the policy. Participants who were not familiar with the SIAS policy were mainly from the Q5 School. Despite not knowing this policy, the school had a working referral system in place which was familiar to the SIAS process and they had enough support on site to refer their learners to. [262:  South Africa Department of Social Development/Department for Women, Children and People with Disabilities/UNICEF, 2012] 

Below is a diagram showing the referral processes from the 2014 SIAS policy.

Figure 1: Diagram showing the process of referrals in schools, SIAS Policy 2014.
(b) [bookmark: _Toc787599]Screening
The teachers and the support staff from the two schools reported that most of the learners were screened in Grade R, a year before starting Grade one. This is in line with the aims of the White Paper 6 to mobilize early detection of a range of learning needs, especially in the foundation phase.[footnoteRef:263] Chapter 6 of the Children’s Act, defines early childhood development (ECD) as the process of emotional, cognitive, sensory, spiritual, moral, physical, social and communication development of children from birth to school-going age.[footnoteRef:264] The importance of this is to establish the learners’ learning needs early on.[footnoteRef:265] Grade R forms a part of the ECD programmes and prepares learners for formal schooling. [263:  From Grade R,  one, two up to Grade  three]  [264:  Children’s Act 38 of 2005, Chapter 6, section 91 (1)]  [265:  White Paper 6 , Executive summary page 8] 

In the Q5 School, the teachers reported that: “they do a lot of work with the children in Grade R” [L4], meaning that the school has a system in place that insures that the learners are supported as early as Grade R before they start formal schooling. However, the participants reported that Grade R was not a compulsory grade and nor was it subsidized by the government.  The Q5 School had Grade R and learners with learning barriers or developmental delays, were screened by the teachers to establish their developmental milestones before going into Grade 1. Learners from Q5 School had support teams onsite who ensured that they were screened and referred to the appropriate intervention. However, these services were billed and the parents had to pay for them. The support staff at the school included an occupational therapist and speech therapist who had their own independent practices where they billed the parents separately. The two remedial teachers were employed on a full time basis by the School Governing Body (SGB). They were an additional support resource which the school could afford to have onsite.
The class teachers were responsible for screening learners at this school. They also had their own internal process which they followed and did not follow any guidelines from the department of education with regards to the referral of learners with barriers to learning. However, this internal process was much like the SIAS process. Every Wednesday, the school held individual learning support team (ILST) meetings with the SBST, the school principals and parents of learners with barriers to learning. The aim of these meetings were to discuss the learning needs of a particular learner and plan the necessary intervention.
The support staff from the Q4 School followed a similar screening process. Learners from this school were also identified in Grade R, however learners did not have access to rehabilitation services such as an occupational therapist on site and only had a learning support teacher who alternated between two schools every week. The learner support teacher was responsible for screening the learners from these two schools. Some of the tools which the teachers used in their screening, particularly in Grade 1, were the learners’ performance scores (code 1-7) during the baseline test results at the beginning of the year.
(i) Grade R not fully subsidised	
The participants from both schools revealed that Grade R was the main screening phase in the foundation phase. However, not every school within the district had access to an ECD center and what was concerning was the fact that not every learner from Q4 School had prior exposure to Grade R as this was still not yet fully subsidized by the government. K2 indicated that Grade R is not compulsory:
 “Grade R isn’t compulsory yet. So you will have parents that cannot afford Grade R…It’s kind of sort of not fully subsidized like Grade 1, parents must pay for Grade R. So they can’t afford, child will be at home. So child will be able to be in Grade 1 and will have no prior background or anything like that...straight into Grade 1” [K2]. 
The absence of ECD centers for most learners, particularly learners from lower socio-economic areas, places them at risk for barriers to learning later in their formal schooling. While the Children’s Act highlights the importance of having early childhood development programmes as a key role in providing learning and support appropriate to the child’s developmental age and stage,[footnoteRef:266] this is not fully subsidized in practice.  [266:  Chapter 6(91) (3) of the Children’s Act.] 

As K2 highlighted, children are not prevented from starting formal schooling without an ECD background, but their chances of falling behind at school are higher than those with prior exposure to ECD. As ECD forms part of the White Paper 6’s aims for early detection, the government needs to facilitate resources to these centers and to subsidize them to help drive early detection and support for all learners. While both schools did not make use of the SIAS policy as a guideline, the results indicate that teachers were still the main gatekeepers for screening learners as set out in the policy.
(ii) [bookmark: _Toc787600]The District Based Support Team (DBST)
One of the policies which the DBST made use of, was the Caring and Support for Teachers and Learning policy (CSTL). This policy according to K2, is relevant after the assessment of a learner has taken place. She reported that despite the aims and objectives of this policy, the Department of Health (DOH) was failing learners in terms of providing them with the necessary screening. However, the DBST were still in the process of training teachers on the use of the SIAS policy. According to K2:
“…they have been rolling out SIAS now for the last few years,” but as she also noted, “it’s up to the school to accept the invitation.” – [K2]. By invitations, she means that schools are invited to workshops to discuss policies and other school related matters and invitations are sent to all the schools, however participants from Q5 School did not have insight into these policies and neither was the school mentioned by the DBST as one of the schools receiving support. 
At present the department of education gives schools the autonomy to choose whether they would like to participate in implementing these policies. Participants from Q5 School also indicated that the deputy principal would be the key person who mainly updated them on which policies were important to focus on for the school. The other possible reasons for the school not having insight into such policies may be because they have the support in place and have devised alternative means of providing this support through fundraising activities at the school, thus allowing the DBST to intervene in other schools that do not have support in place.
The DOH has a responsibility to ensure that all children are screened and provided with the necessary vaccines and efforts have been made to improve early detection of disability in children.[footnoteRef:267] In 2011, the DOH released the Road to Health booklet (RtHB), to include a potential tool for the identification of children at risk of disability.[footnoteRef:268] However, at school level, only the occupational therapist mentioned that one of her screening involved obtaining the child’s previous medical history from birth and the Road to Health card is one of the resources which she probably makes use of. The country is also making efforts to reengineer primary health care (PHC) in communities by strengthening screening for disability through school health programmes, through policies such as the SIAS to determine the nature of a child’s disability and their educational support needs.[footnoteRef:269] Other research shows a strong link between the DOH and the education sector and thus all schools and not just those that receive direct support from the district must be trained on the use of the SIAS policy and this training should not be optional. [267:  Prevalence of disability in South Africa, Executive summary, page 11 DSD/DWCPWD/UNICEF, 2012]  [268:  Ibid]  [269:  Ibid] 

(c) Identification
Learners with barriers to learning are identified through formal academic and health assessments, which outlines their performance and measured against the Curriculum and Assessment Policy Statement (CAPS).[footnoteRef:270] This is part of the National Curriculum Statement for Grades R to twelve (NCS) which stipulates policy on curriculum and assessment in the public schooling sector.[footnoteRef:271]  [270:  Department of Education, Curriculum and Assessment Policy Statement (CAPS) Grades R-3, English Home Language, 2011.]  [271:  Ibid] 

The teachers identified learners with barriers to learning from their first class assessments. According to K1, “All teachers do a baseline assessment at the beginning of the year - first two weeks.”  Teachers like L5 indicated that some of the learners who have problems may have been missed in the former grades and might only be identified when they get to Grade 2 or 3 where the school days are longer and the demands for attention and concentration is intensified. This highlights the need for ongoing screening throughout a learner’s school career and not just in Grade R or Grade 1. As Grade 3 falls part of the foundation phase, it essential to have continuous assessments of learners with barriers throughout the first three years of schooling. These research findings indicate that barriers to learning can appear within any Grade. Teachers need to be aware of changes in learners and to intervene when they see a decline in the learners’ performance and to make the referral for screening or assessing the learner to find out where the problem is. Once schools are familiar with the SIAS principles, implementation of the policy will form part of the academic process and this will give learners access to ongoing support and the ability to enjoy their right to supportive learning environments.
The learning support educator from Q4 School relies on the school codes system, which is an indication of a learner’s point average score, where they are either allocated a code 7 (average grade mark of 80-100), code 6 (70-79), code 5 (60-69), code 4 (50-59). To pass the Grade, learners must obtain a code 4 pass mark for English, as part of the CAPS curriculum outcomes. As a result, she would often prompt teachers and ask them who of their learners were struggling with their language and would then include these learners in her groups. As teachers assume the role of case managers in the SIAS process, often times in the absence of support services they may be reluctant to refer learners to support. 
However, K1’s proactive approach advocates her services to the school teachers and allows the teachers to be accountable in referring learners with barriers to learning. Once the teachers knew that there was support, they were able to make the link between identifying learners with barriers to learning and making the referral to K1. In this example, K1 demonstrated her advocacy for the rights of learners with barriers to learning and this is part of the SIAS goals, which is to get all the SBST involved in schools. This is mainly to try and keep the support services within the school and prevent referring the learners out to special schools.
The occupational therapist L3 mentioned that she relied on her battery of tests such as the Developmental Tests of Visual Perception (DTVP2), the Beery Visual Motor Assessment and her clinical observation on the learner’s handwriting, their gross motor assessments and would also ask for a medical and developmental history of the child since birth to identify the strengths and weakness of the learner and what interventions could be beneficial. L1 and L2 also mentioned the same process, that the class teachers would often inform them of a learner with a barrier to learning. As mentioned in the previous paragraph, the SBST’s role is to receive referrals from the class teacher. In this case, the difference between the two schools was the number of specialists on-site which meant that the teachers and learners had more options of referrals of learners with barriers to either an occupational therapist, a remedial teacher or a speech therapist. While Q4 School was limited to only one SBST member and the choices that learners with barriers to learning had in this school and as a result, some learners would often be referred out.
The role of the DBST is to ensure that the SBST is functioning well and their main function is to support teachers who have identified learners in need of support. As such, the DBST is not usually involved in the identification of learners because they receive referrals of these learners from the SBST. However, in other schools without any support on site, the DBST is obliged to take on the role of the SBST to screen and assess learners to identify barriers in their learning and subsequently provide the intervention. The DBST member, K2 mentioned that she has a schedule of the schools she sees every week and when they conduct site visits, she would then focus on her intervention with either the learner or sometimes with the teachers.
(d)  Assessment
The SIAS policy indicates that the assessment should not be based on a learner’s scholastic achievement, but rather on an assessment that determines barriers to learning, their level of function and participation to determine support needs.[footnoteRef:272] This assessment must also be continuous.[footnoteRef:273]As such, SIAS indicates that the School Based Support Teams and the District Based Support Teams[footnoteRef:274] play an important role in the assessment of learners because they are able to assess how best to provide support for the learners within the classrooms.  [272:  Principles of assessment, Chapter 3, page 15 of the SIAS policy, 2014]  [273:  Ibid]  [274:  Ibid] 

The Q5 School had an occupational and a speech therapist onsite and this was a huge advantage as these therapists were able to perform ongoing assessments on the learners whenever they were required. The occupational therapist reported that she relies on background information on the child from both the teacher and the parents for her assessment. She reported that part of her assessment of the learner involves a questionnaire which the class teacher fills out:
“…which gives [her] an idea, or a more in depth idea of what a child’s doing in the classroom. So it’s broken down into all the postural things, fine motor, spacing and then other general things like attention, organization, concentration and social…” [L3]. 
She further reported that the learners’ parents complete lengthy questionnaires which provide a detailed background on the child. This includes their medical history, the child’s scholastic history, and developmental information on what has happened during childhood and anything extra that she should know. 
One of the assessments the remedial teachers used was a scholastic assessment, which learners were placed on for a period of six months and evaluated until they have shown optimal progress. Learners remain in the programme and “very often one or two will be absolutely fine … and so he’ll be discharged.” [L1] This programme was not from the WCDE and was therefore their own programme. On the other hand, the SBST members such as K1, conducted basic concepts classes in the foundation phase to assess the learner’s language and listening skills. She explains that: 
“Grade R- I go into the classroom and I do a listening skills programme which is a little story a little song…So it’s an oral exercise...by the middle of the first term I will then ask the teachers...your language? Who do you feel needs a bit of extra and then they will give me groups.” – [K1]. Through her preparatory programme, she was able to monitor the progress in learners and kept sight of the learners who required continuous intervention in her groups.
According to K2, the DBST’s assessment starts when there is a referral from the School Based Support Team who needs help with a learner. “So for example me as an OT [occupational therapist], my direct support would be if a child is referred for an assessment, via the school based support team, then okay looking at their ISP [Individual Support Plan], the child may need OT. So I will do an assessment, the assessment is directly working with the child.” – [K2]
	Their intervention with the learners will be ongoing, but will require the SBST to allow for a transference of skills for the support to continue in schools. She reported that some of these learners cannot progress because they may need the support, the time, smaller classes and perhaps the teacher to explain a concept seven times before they actually get it. They would then look at the learner’s individual support plan (ISP). Through these plans, learners are able to exit the system and most of them would go to a school of skills. She further mentioned that there are three exits once their assessment of a learner is complete: either a school of skills, an ordinary mainstream high school or a special school, depending on the learner’s intellectual function. These are some of the available options which inclusive education in South Africa caters for learners with barriers to learning who are unable to progress in mainstream schools. 
	The ISP is similar to the one the UN office refers to in the Human Rights watch study. They indicated that individual educational support plans (IESPs) should enable the learners to receive the necessary support to accommodate them while taking into account their own needs and capabilities.[footnoteRef:275] For the ISPs and IEPs to work, they must involve teachers, other professionals and the student.[footnoteRef:276] [275:  Human Rights Watch, page 67, para 2]  [276:  Ibid, page 68, para 1] 

	Based on the findings from the participants so far, Q5 School already had an established SBST on site and this team comprised of an occupational therapist, remedial teachers and a speech therapist. The school also had a referral process which they followed. Given the school’s working referral practice, the SIAS process would be a good fit in this context as the participants meet the requirements of the SIAS process as they already have an active SBST and a process of screening, identifying and assessing learners with barriers to learning. If the school were to implement the policy, it would serve as an example of good practice to other primary schools within the district. 
	However within Q4 School, where there was only one SBST member, a clear referral process was not apparent as K1 often had to personally draw learners with barriers to learning from their classes. This could imply that the teachers from this school were not well informed on the referral of learners to her services or that they simply do not have the skills to screen, identify or assess learners with barriers to learning. However, by virtue of having an SBST member on site does meet the requirements of the SIAS process, but due to the limited capacity, this may not be sufficient for all learners, especially those who require specialised language training or physical rehabilitation. Thus having a team of more than one SBST member is essential in schools to cater for the needs of different learners.
(e) Support
The type of intervention learners had access to, reflected the disparities that prevail between the lower socio-economic and upper socio-economic schools. For example, Q5 School had specialists on site who were private rehabilitation specialists who charged the parents per session for their services and remedial teachers who were employed by the School Governing Body. None of these participants were employed by the government and this was not the norm in most public schools as indicated by L2. 
“So that’s why I was saying , this is not exceptional , it’s not like the norm in states schools, because our therapists work privately, so they’re not funded at all by the state  and you know neither are we. You know, we are governing body owned” [L2].
 This shows that there is still a huge gap in the education system and there is a need secure health services within the education system to ensure that every learner receives support on-site when they need it. There should be an inter-departmental obligation imposed on the state for the responsibility of delivering inclusive education in all schools. Thus, other departments should also play a key role in the implementation of this policy. Such departments includes the department of social development, who may aid with social grants and care programmes, the department of health which can provide health care, occupational therapy and assess children for the care dependency grant or provide them with assistive devices and the department of public works which can assist with school infrastructure and the department of transport to supply transport to learners with disabilities.[footnoteRef:277] Given the multi-sectoral collaboration required for implementing this policy, it does create complexities in practice as these sectors are not always operating within an inclusive approach, or working together unless instructed to. Therefore, more advocacy for a mutli-sectoral collaboration is needed in order for inclusive education policies to be fully implemented in all schools. [277:  Human Rights Watch, page 16 – 17, para 3] 

At the Q5 School, the individual learner support team (ILST) comprised of teachers, therapists, remedial teachers, the school principal and the parents. However, according to the teachers, even though the support in this school appeared sufficient, it was still not enough. Part of the problem was the limited time spent with the learners in these sessions compared to the amount of work they were required to cover in class. 
“So you see even good support, there’s limited support that you can do when you see them for half an hour a week. Even if you have two half hours a week… you continuously playing catch up” [L3]. 
Thus, although they had the support, time was ultimately a huge challenge for interventions. The Grade 3 teacher [L5], also indicated that they had a “Learning Support Department”[footnoteRef:278] to whom they report any learners in need of support and this team will come and fetch children that they [the teachers] have identified and with the parents’ permission, provide them with the intervention. This was also similar to what the Grade one teacher [L4] reported, that their support team was very good and they relied a lot on them on how to support learners in the classroom. The school based support team from this school mentioned that their role was to support learners to function in the mainstream school system. The SBST (remedial teachers) revealed that they had a particular phonological programme which they followed to support the learners to function in the mainstream school system. Furthermore, they had a phonological programme which they followed to support the learners that they had identified with barriers to learning. For example, L1 followed her own phonological programme: [278:  Also referred to as the ILST] 

“I follow a phonological awareness programme which is the basics of them to be able to read and write….I don’t follow anybody’s programme.” [L1]. 
This was an independent programme that was not provided by the department of education. Which shows the depth at which this school goes in order to maximise support for their learners because they have the resources to do so. In light of L1’s response, this is one of the requirements of the SIAS policy, for teachers and the SBST to be creative in their interventions for learners. These interventions at school ultimately form part of the evidence to support the means which schools have adopted to provide learners with barriers to learning with the support that they require. Which is evidence that the DBST will ask for when they receive a referral from the school.  
As parents from this school could afford these services, learners could enjoy individual sessions with their respective SBST member. Even though there were learners who were unable to afford the services, the school was still able to support them through raising additional funds to pay for their services. This is also supported by SASA under the mandate of school governing bodies (SGB) and this is an example of one the functions of the SGB.
“if there are learners that need therapy intervention and then they can’t afford it, they [the school] will fund usually depending on ...size, usually it’s 50% the schools pays and then the parents pay the other 50%. It helps parents who can’t maybe afford therapy so that’s really great.” [L3].
This was indicative that learners who were from poor backgrounds, could still be provided an education within this school, provided that there was funding within the school for these learners.
The resource teacher from Q4 School reported that she mainly provides her intervention in the form of groups. She [K1], reported that:
 “[The] learning support teachers…in the normal schools- there are too few of [them].” 
This explains why she resorts to having group work interventions with learners as opposed to individual sessions because of the limited capacity of the SBST in this school. The SBST from this school, indicated that there is not much support in the schools where she practices. She further indicated that part of the reason that there was not enough support was due to the lack of funds to employ more support staff.
“Because of money we are …shared between two schools” – [K1]. 
The quote above indicates that the district was unable to provide support for these schools due to budget constraints. However, it could also be assumed that having even one support specialist on site is rare and thus a privilege. This why South Africa remains complicit in exclusion because despite court ruling on inclusive education and the policies indicating the need for support in schools, the government still treats inclusive education support as a liability rather than an asset in realising the right to education for all. While the Department of Education claims to not have funds to add additional SBST members at the school, it is also important to note that the parents of learners attending Q4 School were not able to afford these services. 
According to K2, there are 21 special schools in the district, and a team of professionals who specialises in support for learners. The DSBT forms the highest form of support and the last intervention point within the SIAS process. Furthermore, K2 only mentioned that they were currently providing direct support to only six schools which the district identified and these “were the schools that [they] visit regularly, weekly providing direct and indirect support” [K2].  She also mentioned that they provided support to Q4 School from this research and that the SIAS training was still ongoing in these schools to ensure that schools had one similar process of providing support to learners. This is because “…in the past there were different documents, assessments. So now I think they trying to standardize it, for example the concessions.” [K2]
These findings support previous research studies and indicated how learners from poorer communities continue to be at a disadvantage of receiving an education. While learners from Q5 School are fortunate to have parents who are able to compensate for the lack of public services through private consultations. One of the participants highlighted these disparities as follows:
“Not all parents can afford a full R5000 some can and some can claim back from their medical aid, but not everyone has that ability. So I think it becomes very much...I think in South Africa children, people who can afford the support get it, but those who don’t, end up slipping through the system.” [L2] 
These are the lived realities of many children in South Africa and a similar finding was noted in the Human Rights Watch study, which indicated that often most parents are not capable of affording the fees for special schools or to transport their children to these schools. The SIAS policy indicates that inter-sectoral collaboration is required in order to support learners and each learner’s support should be differentiated to meet their own individual needs.[footnoteRef:279] [279:  Page 14 of the SIAS policy] 

(f) [bookmark: _Toc787601]The role of teachers, school based support staff and the district support team in the referral process.
Based on the aforementioned, the research participants revealed that class teachers where primarily responsible for screening learners, which was in keeping with phase one of the SIAS process. The SBST were mainly responsible for providing support to the learners who have been identified with barriers to learning and for reporting this matter either to the LST in the case for Q5 School or directly to the DSBT in the case for Q4 School. However, despite the reports that the SIAS will be rolled out in 2018, K1 reported that she and her colleagues were concerned about how the SIAS process will function in schools and even the district officials were also not sure about how the policy will look like in practice. 
	“… [They] don’t actually know how it is going to work and [they] don’t know what [their] boss will decide.” [K1].
She further expressed that the teachers had “a lot to fill” when completing the SIAS forms as they need to include everything from the child’s weakness, the child’s social background and their emotional wellbeing. Therefore, as SIAS takes on a more holistic approach and understands that barriers learning are complex, more information is required on paper to allow SBST and the DBST members to fully understand the causal factors behind a learner presenting with a barrier to learning. Whether these issues are medical, contextual, or psychosocial, providing comprehensive information on a learner will enable the teachers to know who to refer the learner to for the intervention. Therefore, this is why the SIAS demands a “lot” from teachers.
(g)  “Learners sitting on the fence” and “grey area learners”
Guidelines for Full Service Inclusive Schools[footnoteRef:280] puts emphasis learners who have or continue to face disadvantages in educational provision.[footnoteRef:281]  The role of any support specialist in the Education Department is to assist learners who require additional assistance with the necessary support. These learners were referred to as “learners sitting on the fence” by K1 and “grey area learners” by K2. Learners sitting on the fence “are learners who sit at the fence of code 4 [SBTS] are asked to push them over that fence to code 5. Otherwise they fall back.” – [K1] [280: The Guidelines For Full Services Inclusive Schools, 2010]  [281: 
] 

 This must be a difficult task to achieve for SBTS with limited support such as K1, given that most of these learners present with undiagnosed learning challenges, but are still required to be “pushed over” just to suffer in another highly intensive grade. This only sets learners up for failure as K2 indicated.
Grey area learners according to K2 are the “…so called “grey area learner”...that were too high functioning for a school for children with severe intellectual disabilities, but too low functioning for a school like this….special school for specific learning disabilities. The curriculum at the mainstream was too high for them, for their needs and the curriculum of the severely intellectually challenged schools was too low for them. So they were really that in between - grey area learner” – [K2] 
The goal of the White Paper 6 policy is to ensure that these “grey-area” learners remain within mainstream schools and receive support in their classrooms, by bringing the support to the learners, instead of making learners wait for support which previously could take up to 2 years (K2). As such, K2 argued that the main aim for the inclusive education policy is to also assist these grey area learners in the mainstream, so that they remain in the school, to avoid outward referrals to special schools. Therefore, the support must be taken to the learner.  
However, given the lack of support in most schools, there appears to be a number of “grey-area-learners” who remain marginalised by the education support when the SIAS process is not supported with the correct resources. The fact that there are many learners who sit at the fence of the pass requirements is concerning and it only indicates the need to have more support staff based at the school and the health professionals, to assist these learners with the appropriate support. As noted, pushing these learner onto the next code does not really help with their coping skills in future grades and L1, L2 and K1 mentioned that often they have to “fill in the gaps” to try and help these learners catch up with concepts that they may have missed in prior grades. However, the challenge remains and this is due to time and simply not having enough SBST for a class of 35 learners for example.
(h) “We support them as best as we can – we just keep going” 
Despite the shortage of support staff in schools, curriculum difficulties, participants continued to assist learners as best as they could with the resources that they had. Currently, there are 120 learners in 12 full service schools in the central district (the case for this research), yet there are only two DBSTs and too little support staff to cater for the needs of all these learners as indicated by K2 below. 
“But in a system, social system with these barriers, it’s not easy on the teacher. The current limit on schools is 36 per one teacher, it never is. If it is 36, it’s like “Woah”. Almost 42 per teacher ...kids in a class. They can’t sit in a classroom and learn. That is a big barrier [K2].
Both participants from Q5 School and Q4 School, mentioned that they were unable to attend to the needs of every learner in their classrooms because of time constraints. Part of the challenge, was as mentioned by L2, the “withdrawal system” – where learners are taken away from their classes for a remedial lesson only to go back to class having missed out on a lesson. Thus, the participants indicated that the curriculum was not differentiated and learners with barriers to learning were still expected to write similar assessments to learners without barriers to learning, which did not make sense to them and the parents of these learners. 
“You see we don’t differentiate the curriculum, we’ve got to follow the curriculum, we are a state school, also we have to follow the CAPS curriculum...” [L1]. 
Although the schools are obliged to follow the CAPS curriculum, it gets in conflict with the SIAS policy as the two policies are not well integrated in practice to accommodate learners with special needs. For example the CAPs curriculum has its own weekly outcome measures which teachers must complete and learners are also forced into meeting these outcomes, even if they do not have the required skills set in that particular grade. Whereas SIAS requires learners to have support in the class, but often as indicated by the participants, it difficult for a teacher of 36 learners to attend to one or two learners and fully pay attention on them without neglecting the rest of the class. While these are some of the concerns raised in this research, it has been highlighted in this research that the new SIAS policy places more responsibility on teachers and aspirations of support on site, however given these findings this support is still being established. 
Despite the challenges, there was an attitude of hope and resilience as the educators continued to strive to advocate for learners and to do their best in the realization of children’s rights to education. South Africa emerged as a country with state of the art policies however it struggles to meet the expectations of these documents with the appropriate implementation strategies. Furthermore, K1 indicated that the schools must request assistance from universities
 “…they must get us psychology students please, from the universities, and he must get us occupational therapy students please!  Because there is just too little help all around and the children, it’s like they will come to school weaker and weaker each year.” – [K1]
This above is a recommendation that could easily be implemented within the various schools from this district, given the universities surrounding this particular district.
To this end, L5 mentioned, “We have made it on the journey, but we have not yet arrived.” This was the overriding theme of the approach to inclusive education in this study that despite challenges in the system, South Africa has committed to implement inclusive policies in schools, but there are still challenges to overcome.
(i) [bookmark: _Toc787602] Not everyone is talking the same language (difficulties of implementing policies)
While progress may have been made with regards to putting in place processes for referrals and different methods of support in schools, it appears that a further policy or mandate which informs the practice of specialist working within the inclusive education system, is required. Currently there is no mandate for practicing professionals in the DBST. 
“There is no mandate yet that we know from national to say: “IE teams, this is how you are going to operate”. – [K2] 
It was also surprising to find that the SIAS policy was not yet compulsory, hence why the schools in the study had not fully implemented the policy. “It’s not compulsory yet…by next year [2018] our manager has said by next year…everyone needs to talk SIAS. The last couple of years they were still busy slowly bringing it into schools.” - K2. 
It would therefore be worth following up with the district to find out if the policy was successfully rolled out in 2018. As the Western Cape Education Department only authorised the study to take place from June 2017 until September 2017, it was not plausible to go back and request further information on how schools implemented the SIAS policy in 2018.
It is however interesting that the policy is still not compulsory, despite being in force over 10 years now. This therefore reiterates the fact that the assessment of learners with barriers to learning and their support is not at the forefront of the education department’s planning. This places learners at risk of dropping-out of school and neglecting their rights to an equal education.
(j) [bookmark: _Toc529109672] “It’s the right of that learner to be able to be supported” – Views on inclusive education
Participants also shared their views on inclusive education and barriers to learning. According to L4 inclusive education is about acknowledging every learner’s right to an education that is acceptable for whatever level they are at, without any exclusions. Thus the push for the SIAS policy is to have every learner receiving reasonable accommodation in an inclusive setting. She further indicated that what the aim of inclusive education was:
“Just that every child has the right to learn, every child has the right to be in a classroom and to be taught at a level that is acceptable for him or her and that whatever his barriers are, that we as teachers we need to find a way of almost to overcome. Not overcome them, but to find a way through them ...to enable the children to learn. It’s every child, any child any you know, there should be no exclusion in any way when it comes to learning” – [L4] 
The quote above correlates with the Organising Principles of the SIAS policy namely, “that every child should have the right to receive quality basic education and support within his local community.”[footnoteRef:282] It further highlights that the right to education, should push every barrier and every policy that seeks to exclude learners for a particular reason.[footnoteRef:283] [282:  Chapter  of the SIAS Policy]  [283:  Ibid] 

Conclusion
This research aimed to explore the policies and guidelines which the teachers and SBST used to identify, assess and refer learners to the support that they require. However, the findings revealed that the new SIAS policy was due to be rolled out in all schools at the start of 2018. At the time of this research, schools were not following any policy or guidelines to identify and assess learners with barriers to learning. This therefore meant that schools with no support still struggled with high drop-out rates and due to the lack of support in place. The findings also revealed the roles of the teachers, who were the gate keepers and case managers of referring learning for support, the SBST who mainly supported the teachers and the learners and the DBST who oversee the support system within the schools. The research found that one of the challenges in fully realizing an inclusive education system, was a curriculum that was not flexible to the needs of learners with barriers to learning. These learners are still required to write the same assessments as other learners, which does not take into account their barriers to learning. 
Furthermore, the findings revealed that despite both schools being given high quintile ranking (quintile 4 and 5), they differed in their provision of support services. The Q4 School was a full-service school based in a lower socio-economic area and it did not have a full SBST on site and only made use of one resource teacher. While Q5 School was an ordinary school based in affluent community and thus had different SBST members to cater for the range of learning needs for learners. These disparities in school support indicate that support is mainly available to those who can afford it. Therefore, as long as the economic disparities prevail, we can expect the differences in schools to continue as school quintile rankings are provided on the basis of the economic status of their communities. 
Therefore, it raises questions on whether Q4 School should have been given a quintile 4 ranking or even considered a full service school as it did not have the adequate support on site to provide support for learners in tis school. The Department of Education needs to perform an analysis on school quintiles to see if schools are still meeting the criteria according to policy and the norms and standards. The Department also needs to ensure that when a school is given a certain status, for example “full-service” school, despite the context the school belongs to, this status should be followed with the necessary support in place. This research revealed that there were disparities in what the White paper 6 policy states and what schools were currently practicing, where a full-service school had limited support and an ordinary school had more support, all because of funding and the nature of the context.
[bookmark: _Toc529109675][bookmark: _Toc787603]CHAPTER 5: DISCUSSION
This research study explored how two schools, a full service and an ordinary primary school in Cape Town, were implementing the White Paper 6 policy on inclusive education for learners with barriers to learning using the SIAS policy as a framework. The schools were located in two different communities within the Metro Central Education District, Cape Town and the Cape Flats. It was important to capture the geographical differences in this research given the education history in South Africa. The Metro Central Education District was the case for the research and the data was driven by interviews, observations and document reviews. 
The aim of the research was to identify national and provincial guidelines and policies used in the schools to identify, assess, refer and provide intervention to learners with barriers to learning. The research further explored the roles of teachers, school based support staff and the district based support teams and how they identify, assess and refer learners to the support services that they require. By understanding the roles of the teachers and the support staff, the research was able to identify the different support services which were available to learners in schools or within the district. Furthermore, the research aimed to identify barriers and limitations in the implementation of inclusive education policies for learners with barriers to learning. 
Policies such as the SIAS acknowledge that in order to determine barriers experienced by a learner, the school should have systems in place to assess learners’ learning challenges using the SIAS process.[footnoteRef:284] The research found that to date, the Western Cape Province has not fully implemented the SIAS policy process and schools are still using their own internal practices. The slow progress in SIAS implementation hinders the goals of inclusive education underpinned under the White Paper 6 because if schools continue to have their own referral systems, this has the potential to perpetuate the exclusion of marginalised learners with barriers to learning. These are usually learners without any form of support in schools.  [284:  SIAS 2009] 

Training in the use of the SIAS process in schools that participated in this research appears to have not yet taken place, despite the policy being in existence for over a decade. What was also interesting was the fact that practitioners in the more affluent Q5 School were not familiar with the SIAS referral process. This was interesting because having more resources results in more access to opportunities as this research indicated and because of the situated nature of the school, it would be expected that the staff would be up to date with school policies. However, this research also revealed that the SIAS policy was not yet compulsory, thus schools were not obliged to implement the policy and hence why participants from Q5 School were not aware of it.
(a) [bookmark: _Toc787604]Categories of schools in policies vs in practice
The aim of the White Paper 6 policy on inclusive education in line with the CRPD, is to transform ordinary schools into inclusive schools (full-service) in order to allow for a system where learners with disabilities can be supported in mainstream schools within their own communities.[footnoteRef:285] One of the ways of accomplishing this, is by equipping ordinary schools with resources and support specialists on site to support leaners.[footnoteRef:286] However, in this research study, although Q4 School was given a full-service status, it did not have the full support staff that could cater for the need of all learners in the surrounding schools. This was indicated by K1’s comments where she indicated that she is “shared by two schools” due to a lack funding. She then proposed that schools seek alternative support from the universities in the district to account for the lack of support. Whereas Q5 School, was an ordinary school that had access to a multi-disciplinary team of professionals and was equipped to provide support for learners with any types of barrier to learning. Therefore, the contrast in school categories and their functions is relative to the contexts in which these schools are based. [285:  CRPD and White Paper 6, as cited in  LN Murungi, ]  [286:  Ibid] 

The Full Service Guidelines 2010 indicate that a full service schools  “…should be amenable to sharing resources with other schools while serving as a model for inclusion and must, therefore, have a level of human resource capacity that can built on.”[footnoteRef:287] The guidelines also indicate that learning support educators (LSE) play a crucial role in facilitating support at schools.[footnoteRef:288] To an extent, Q4 School, by virtue of having a learning support educator or a resource teacher as K1 referred to herself, was in keeping with the provisions of a full-service school in the Guidelines. The Guidelines further indicate that learners with moderate, high or very high support needs can be supported in full service schools. Schools must then first review their own capacity before considering outplacement.[footnoteRef:289] The full-service school studied in this research did not have enough resources to cater for all learners with disabilities. These findings corroborated the findings from previous research from the Human Rights Watch, which revealed that the lack of inclusion in nearby mainstream schools results in some learners having to travel to neighbouring provinces or to bigger cities to seek this support in special schools which in turn offer a low quality education.[footnoteRef:290]   [287:  Full Service School Guidelines 2010, page 11, point  3.4.10]  [288:  Ibid, page 21, para 7.1.2]  [289:  Ibid page 25]  [290:  Human Rights Watch, 2015, page 31, para 3] 

Ordinary schools by definition, are supposed to have less amount of support than full-service schools because they support learners with lower level of support needs.[footnoteRef:291] However, in this research, the Q5 School, an ordinary school based in an affluent community had more resources on site which allowed the school to support its learners across the various learning needs. This was not the norm for most state schools. As L1 and L2 indicated, as much as support was present in this school, it was not free and parents had to pay for these services. This type of paid support was not common in a context like Q4 School because not all the parents from this community could afford the additional support and they had to rely on the government.  [291:  White Paper 6, SIAS Policy] 

Researchers have argued that conflicts with achieving equality for children with disabilities and proposes that the White Paper 6 should take a rights approach to inclusive education.[footnoteRef:292] For example, giving learners’ parents the option of choosing between education in mainstream or in special education system.[footnoteRef:293] Thus, for parents to have the ability to choose their children’s school is seen as one of the steps in taking a more rights approach to education. However the current findings in this research study, revealed that South Africa is not at a point where it can afford to offer learners, especially those from poor backgrounds, the freedom to choose where to learn. As the country still lacks transformation in inclusive education and the realization of a rights based approach in education is still in progress. [292:  Ibid]  [293:  Ibid] 

(b) The impact of privilege and access to support in schools
To fully grasp an understanding of the differences between the two schools, the focus needs to shift onto the discourse of privilege and how it has become a dominant gatekeeper on access to benefits in society. One participant who touched on the issue of privilege is L2, who mentioned that “In South Africa, people who can afford support get it, but those who cannot, continue to slip through the system.”  This highlights how financial status, one form of symbol of power, places others at a better position to access certain privileges in society. Mindell in 1995 identified factors that lead to ones privileges and classified them according to different ranks and defined rank as the sum of a person’s privilege.[footnoteRef:294] He further sees rank as “conscious or unconscious social or personal ability, or power arising from culture, community support, personal psychology, or spiritual power.[footnoteRef:295] Depending on a person’s position relative to others, they may present with a higher or lower rank on an attribute.[footnoteRef:296] Thus higher the rank a person poses, the more privileges and power in that given area.[footnoteRef:297] [294:  Mindell ‘Process work contributions to the Theory of Power’ (1995), in Dr Stephen Schuitevoerder. ]  [295:  Ibid ]  [296:  Ibid]  [297:  Ibid] 

	As the research has indicated, the differences in access to benefits such as support at the two schools from this research were their environment and having the money to access further support. Therefore, environment shapes learners access to education and their future trajectories. This is why it is important to draw on the legacy of apartheid and its contribution towards the current power dynamics in society, but particularly within the education sector. This research identified categories of social rank in the two schools that either afforded better privileges or did not. For example Q5 School is predominantly a white school based in an affluent urban area in Cape Town. As a result of its position in this area, access to this school was controlled by fee payers and only parents who were able to afford the fees at this school could afford to pay for their children to attend this school. Children from this school had better access to support services. Many learners from this school, who reside in similarly affluent neighbourhoods, were sheltered from the harsh experiences of crime, poverty and non-supportive environments that many learners from Q4 School were faced with on a daily basis. Mindell highlighted the social ranks applicable to this study, such as race (the lighter the skin, the favourable the rank) and economic class (the more wealth one has, the more affluent neighbourhoods one lives in.[footnoteRef:298] Thus, it is noticeable that because of the poorer neighbourhood where Q4 School was based and the race being primarily coloured, these were some of the factors affecting resource provision in the school.  [298:  Ibid] 

(c) Failing policy implementation in South Africa
The findings from this study highlighted the failure in policy implementation in South Africa and it remains unclear whether such policy documents or norms and standards, qualify as laws of general application.[footnoteRef:299] These policies and guidelines are not binding by law and schools are therefore not penalised for not incorporating them into their curriculum. The research also indicated that the curriculum and the lack of funding for more support resources on site, were some of the barriers to learning. [299:  Western Cape Forum vs Government of the Republic of South Africa] 

For example, in the Western Cape Forum vs Government of South Africa judge, revealed the departments of education had and continue to struggle to accommodate learners with barriers to learning in schools due to financial constraints. The court then ruled that by not providing learners with the appropriate support in schools infringes on their right to an education and further perpetuates experiences of marginalisation, exclusion and as a result, infringes on their rights to dignity.[footnoteRef:300] This research also revealed that there are full-service schools that do not have access to all support services and this is worrying as learners in these schools will continue to progress to higher grades without ever grasping the basic concepts in prior grades. [300:  Western Cape Forum case (supra) ] 

(d) Guidelines used in practice
At the time of the research, Q5 School had their own internal practices and the individual learner support team (ILST) which met every Wednesday with parents of learners who had been identified with barriers to learning. At these meetings, parents would provide their consent if they felt that their child would benefit from the additional support. This was an extra school committee which K1 did not mention on behalf of Q4 School. She only mentioned meetings with the district manager and these meetings were generally held at the beginning of each year where the district manager would present the grades that did not perform well in the previous year and then the support for the year would be targeted to those grades. However this approach while it served in the best interest of learners, it does not address the learners who go ahead to the next grade who potentially still need support. The reason why learners in schools such as Q4 School battle in school is because there is not enough support staff at the school, as this research indicated. Learners end up getting lost in the system without a guideline such as the SIAS to keep record of those who require continuous support in their schooling careers.
South Africa as a member of the Southern African Development Community (SADC) is also committed to complying with the Care and Support for Teaching and Learning guidelines, which focus on schools becoming inclusive centres of learning, care and support and now includes a more child centred focus on the rights to education, safety and support.[footnoteRef:301]  The programme operates in phases, with the first pilot phase having taken place between 2008 and 2015.[footnoteRef:302] The current phase is from 2014 until 2018 and at school level it facilitates the development of processes that identify and assess vulnerable students to ensure that their basic survival needs are met and monitor them over time.[footnoteRef:303] One of its strategies for this phase, looks at policy harmonization and implementation. The objective is to support member states to advocate and to implement policies and programmes promoting and protecting the rights of vulnerable and marginalised children and youth.[footnoteRef:304] However given the slow progress in policy implementation in South Africa, it is unlikely that the South Africa has met the goals of these guidelines too. [301:  Ibid, page 24]  [302:  Ibid]  [303:  Ibid, page 14, para 1]  [304:  Ibid, page 27] 

(e) Types of support
Special needs education assumes that human differences are normal and learning must be adapted accordingly to meet the needs of the child rather than the child being fitted to the preordained assumptions regarding pace and nature of the learning process.[footnoteRef:305] The White Paper 6 also acknowledges that learners who are prone to experience barriers to learning are those who have been historically termed “learners with Special Needs”, learners with disabilities and impairments.[footnoteRef:306] The White Paper 6 also acknowledges that learning needs may also arise because of an inflexible curriculum.[footnoteRef:307] Which is why the support team at Q5 School was a good example of the type of multi-disciplinary support system that is required in schools to cater for the needs of learners. As the same support structure was not available at Q4 School, learners attending this school were unfortunately excluded from benefitting from similar services due to a lack of funding. [305:  Ibid]  [306:  White Paper 6, page 7, para 3]  [307:  Ibid] 

The disparities in resources provision at schools ultimately affected the capacity of support which schools from this research could provide. According to the applicants in Western Cape Forum vs Government of the Republic of South Africa there are insufficient Special Care Centers to cater for all children with severe intellectual disabilities in the province.[footnoteRef:308] As we know from literature, special schools are meant to act as resource centers for ordinary and full-service schools. However, this research indicated that the two schools from this research were not benefiting from any support from the special schools and this possibly indicates that the resource centers are also faced with similar challenges. This could be another research area of exploration in future.   [308:  Page 2, para 3.6] 

The Western Cape Forum vs Government of the Republic of South Africa, further indicated that thirty ordinary schools had been identified as schools that required to be converted into full service schools and twelve of these schools had their physical infrastructure improvements completed.[footnoteRef:309] In 2006 and 2007 district based support teams had been established in thirty designated districts and had started to provide support services to special school resource centers.[footnoteRef:310] According to the White Paper 6 “District-based support teams, designated full-service and other primary schools and educational institutions should be established, to provide a coordinated professional support service.”[footnoteRef:311] This research found that while the DBST were active in most schools, they were also not targeting all the schools as they only saw a total of six schools at the time of this research. This illustrates that there are still many learners with disabilities in ordinary schools who are possibly not receiving any support. One of the biggest challenges in fully realizing an inclusive school system in South Africa, is addressing financial constraints as reported by respondents of the Cape Forum Western Cape Forum vs Government of the Republic of South Africa. As Gordon mentioned, inclusive education is expensive and in South Africa, it is still unfair that people who can afford support get it, while those who cannot continue to suffer because the government has not made enough provision for them to access the support that they require.  [309:  Page 7, para 15]  [310:  Ibid]  [311:  White paper 6] 


We all have legal and rightful claims to support in personal as well as professional relationships, in health service, education and the legal system.[footnoteRef:312] This is why is important especially in children’s rights, to look at the effectiveness of the types of support children are expected to receive. Research indicates that without the right amount of support at an early age, children run the risk of dropping out of schools and turning to crime as a viable option.[footnoteRef:313]  It is still astonishing that in South Africa, context still shapes the types of opportunities one has access to. These disparities in the provision of resources, reflect the general development or poverty level of an area, its access to nutritious food, exposure to environmental or infectious agents, or social or other risk factors for disability.[footnoteRef:314] Like in the case for Q4 School where by virtue of the area’s economic standing, learners attending schools in these areas are often subjected to the minimum standard of education which the general population is able to afford. The research has therefore supported prior research as it shows that in Cape Town, there is still a huge gap between the poor communities and the more affluent communities and schools are a direct reflection of their surrounding environments. [312:  Monar Sommer and Tone Saevi ‘Beyond Support: Exploring Support as Existential Phenomenon in the Context of Young Peomple and Mental Health (2017) Indo-pacific Journal of Phenomenology 17(2).]  [313:  Statistics South Africa, 2011]  [314:  DSD, DWCPD and UNICEF 2012] 

(f) Grey Area Learners
The research showed that there are a group of learners who were too low functioning for mainstream school, but too high functioning for a special school. These are the learners, either than those with disabilities who the inclusive education policy aims to identify and support. The Salamanca Statement urges member states to invest greater effort in early identification and intervention strategies as well as vocational aspects of inclusive education.[footnoteRef:315] It further suggests that states must allocate funds to improve education systems to enable them to include all children regardless of individual differences or difficulties.[footnoteRef:316] As a result, the Statement refers to ‘special educational needs’ to “all those children and youth whose needs arise from disabilities or learning difficulties and thus have special educational needs at some time during their schooling.”[footnoteRef:317]  This definition directly correlates with the concept of grey-area learners as these are learners who will likely require support in schools and may not necessarily be disabled to such an extent that they cannot continue to learn in a mainstream school.  [315:  Salamanca Statement, 1994, preamble, point 3. ]  [316:  Ibid]  [317:  Salamanca Statement, page 6, ] 

In this instance, the other challenges or barriers to learning was the CAPs curriculum, which allocates a maximum time of seven hours a week in which teachers in Grade R to Grade 3 have to spend with learners when teaching English.[footnoteRef:318] This time is split into segments of listening and learning, reading and phonics, handwriting and writing.[footnoteRef:319] For example, reading and phonics is allocated a suggested four hours and thirty minutes a week and writing only forty-five minutes.[footnoteRef:320] Considering the reported challenges of time being one of the major factors that thwart the teachers and the SBST’s ability to fully support learners, the curriculum in itself is not designed to be ‘flexible.’ Participants from both schools in this research, complained of too little time being allocated to reading and writing which are the basic concepts required for optimal learning. Which is why learners receiving special needs intervention, often remain behind in the class and constantly having to “catch-up.”  [318:  CAPS curriculum, English Home Language, page 8, time allocation]  [319:  Ibid]  [320:  Ibid] 

(g) The right to education and inclusion
The right to education, forms part of the Bill of Rights in the South African Constitution.[footnoteRef:321] These rights apply to all law and binds the legislature, the executive, the judiciary and organs of the state.[footnoteRef:322] The state should, therefore, take reasonable legislative and other measures to achieve the progressive realisation of these rights.[footnoteRef:323] Which is why today, the White Paper 6 advocates for a strong inter-sectoral collaboration between the different departments. Section 2.2.1.2 of the White Paper 6, indicates that the Ministry will collaborate with Ministers of Health and Social Development to design and implement early identification, assessment and education programmes for learners with disabilities in age group 0-9 years. The right to education is enshrined in many international and domestic human rights treaties and legislative documents. Within this right, the concept of inclusion in the learning space is still emerging, however with many challenges. The SIAS policy, White Paper 6, CRDP and the Salamanca Statement all point towards inclusion of learners within mainstream education, by providing them with the necessary support. At the time of this research, the SIAS policy was not yet implemented in schools, despite having been introduced almost a decade ago. This further means that it will take the school system another five to ten years for this policy to work effectively within all schools. [321:  Bill of Rights, Chapter 2 of the South African Constitution]  [322:  Section 8(1) of the Bill of Rights]  [323:  Chapter 27(2) of the Bill of Rights] 

This research study indicated that while schools have made progress in the implementation of the White Paper 6 policy on inclusive education, the right to education is not equally enjoyed by all learners and the right to education in South Africa is not evenly spread. Inclusive education and support is not the same across all South African schools and learners in low income areas remain without adequate support. One of the challenges was that along with the tasks of supporting learners, teachers are struggling with volumes of learners in one class and time constraints due to an inflexible curriculum. This means that unless there is more support focused in classrooms, the issues this research study found will likely persist.
In the Western Cape Forum vs Government of Republic of South Africa, the court ruled that government had infringed on the rights of learners in this case as they failed to take reasonable measures to make provision for the educational needs of severely and profoundly intellectually disabled children in the Western Cape, in breach of the rights of those children to a basic education protection from neglect or degradation, equality and human dignity.[footnoteRef:324] Thus, the respondents were directed to take reasonable measures (including interim steps) in order to give effect to the said rights of severely and profoundly intellectually disable children in the Western Cape.[footnoteRef:325] This included (but not limited to) ensuring that every child in the Western Cape who is severely and profoundly intellectually disabled has affordable access to a basic education of an adequate quality. There should also be provision for adequate funds to organizations which provide education for severely and profoundly intellectually disabled children in the Western Cape at special care centers.[footnoteRef:326] Recruitment of adequate staff for this purpose, providing appropriate transport for the children to and from such special care centers enabling the staff of such special care centers to receive proper accreditation and training are other measures that could be taken.[footnoteRef:327] Thus, remuneration and making provision for the training of persons to provide education for children who are severely and profoundly intellectually disabled, these are still factors that need to be re-visited in many of the schools in the Western Cape province.[footnoteRef:328] [324:  Para 52 ]  [325:  Ibid]  [326:  Ibdi]  [327:  Ibid]  [328:  Ibid] 

(h) Limitations of this research
As this was a minor dissertation, the practical research could only be carried out using a small sample from one area. Ideally it would have been worthwhile to conduct a comparative research on all the schools across different districts, but there was not enough funding for such a research project. One other limitation was that the data collection took place during the second quarter in the school calendar which is a very busy school term filled with examinations and anticipation of long winter school holidays. As such, future research should explore collecting data during the first half of the year and this could require more support from different data collectors who can target the different schools at similar times as opposed to having one person doing all the data collection.
[bookmark: _Toc787605]CHAPTER 6: RECOMMENDATIONS AND CONCLUSION
(a) Recommendations
The participants from this research, given their experience on the practice of these policies have also indicated recommendations which the Western Cape Department of Education and the South African government at large, can consider when they train or roll out the SIAS policy. Based on the findings from this research, it would be beneficial for the education department to take into account the referral process of each school before incorporating the SIAS training, so that the training can build on the knowledge of past referral processes in schools and compliment these processes to prevent overwhelming teachers, but also to ensure optimal participation in the implementation of these new practices.
The lack of differentiation of the curriculum for learners with barriers to learning was one of the major barriers which this research found. Therefore, there needs to be a specialised process in place to ensure that learners with barriers to learning are provided with a downgraded curriculum which can be used to assess them according to their academic development, rather than at a level similar to learners without barriers to learning. These learners would need to be marked and scored differently. The teachers also need to be trained on how best to adapt CAPS to each learner’s individual needs.

As part of integrating healthcare into schools, participants suggested that more clinical students from the universities (occupational therapists, physiotherapists, speech therapists, psychologists and social works students) should also be placed at schools to help with the support of children in schools. The DSBT must also ensure that they look into more quintile 1 schools and schools in lower socio-economic communities and make provisions to get more DBST going to support those schools.

At provincial and national level, the government must incorporate the provisions of White Paper 6 into legislation to make these provisions binding. More dedication towards implementation of policies especially at institutional level is thus required and the government has a responsibility to ensure that resources to schools are provided in line with the needs that they are designed to accommodate. For example, all schools designated “full-service” statuses must also have the infrastructure and the support specialists in place to provide the necessary services required. 
	While the list or recommendations made may seem extensive, these are practical steps which could ensure that the Western Cape Department of Education takes into account to try and speed up the implementation of the SIAS policy. If universities offer students exposure at schools and they too start using the SIAS referral system, this will ensure that by the time they are practicing professionals, they have had training into how to identify and assess learners with barriers to learning and to also empower the staff members to use the policy to refer to them.
Conclusion
The right to education is for everyone to enjoy and there is urgent implementation warranted on it. Children with barriers to learning, particularly those who live is lower income communities in Cape Town continue to be isolated from enjoying the benefits of support services which they require to enhance their learning potential. Despite efforts made by the government to accommodate learners in schools and pushing for mainstream schools to be full-service, there is still a demand for additional support staff at schools who can ensure that these learners are accommodated in schools closer to home. 
The findings from this research showed that the government has had a backlog in implementing the SIAS policy, which was established to be a framework for implementing the White Paper 6. However, this policy, from a human resource perspective will demand more action from the teachers and more support in schools. Therefore, to be fully inclusive and to ensure that this policy is implemented optimally, the functions of this policy need to be in place first. 
This research also indicated how environments in which learning happens shapes the learners’ experiences and how they access their rights to an education. Thus learners in affluent communities are likely to receive better support service and as such, a better education, while those from poorer communities receive the bare minimum education which the government or the school can afford to provide. 
Further research looking into support in other low income schools in the Western Cape is required to identify similarities and differences in barriers to learning in all schools. Given the nature of inclusive education, the requirements from CRPD, the demands from the White Paper 6, and research in this space, it appears that South Africa is still far behind on realising a fully inclusive education system. As such, it is therefore discouraging that despite the efforts made in post-apartheid South Africa in opening the gates of education for all learners, learners with disabilities and those with barriers to learning are not afforded the same accessibility, affordability and acceptable education as other learners. It is imperative that when schools are built or refurbished, that they start to incorporate a universal design approach, which will ensure that in the design process of buildings and classrooms and learning materials, learners with disabilities are considered.
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APPEDIX 1A 
SIAS STRATEGY 2008[footnoteRef:329] [329:  National Strategy on Screening, identification, Assessment and Support, School Pack 2008: This Strategy dorms part of the Implementation of Education White Paper 6 –Special Needs Education: Building an Inclusive Education and Training System. ] 

Stage 1: Learner Profile
School teacher gain background information of the learner to understand basic needs, talents and aspirations.
Tool kit: Learner profile, School Needs Assessment (SNA): section 1; Diagnostic profile and any other reports.
Stage 2: Identify barriers to learning and Development 
Teacher reflection, parent consultation, identify support needs, identify contextual barriers, review teaching and classroom practices and arrangements, review whole school changes and support strategies, identify community resources and track support.
Toolkit: SNA: Section 2; SNA Individual support plan
Stage 3: Assessment support requirements – Determining level and nature of support needed
Consultation with DBST with institution level support team, teachers and parents.
Toolkit: SNA: Section 3 and b.
APPENDIX 1B
SIAS Process 2014
The SIAS process consist of three main phases of referral of learners to special support services as listed below. [footnoteRef:330] [330:  Section 3; Identifying and Addressing Barriers to Learning and Development at School-Level, SIAS Policy document] 

Phase 1
(i) Once the learner has been identified to be vulnerable or at risk during the screening process, the teacher assumes the role of case manager who drives the support process.
(ii) The learner and the parent need to be involved in this process. The teacher will then be guided by the SIAS policy forms, starting with the completion of the Special Needs Assessment form 1 (SNA1).[footnoteRef:331] Under this form, the teacher documents the child’s areas of concern, strengths and weaknesses across the spectrum, with the collaboration of the parent. [331:  This form is completed by the class teacher ( SIAS Policy guidelines)] 

(iii) On the basis of these findings, the teacher then formulates an action plan, to support the learner and a review date is formulated and such plans should be reviewed at least once a term. Only when the support provided by the teacher proves to be insufficient will the SBST be involved.

Phase 2
(iv) Special Needs Assessment 2 (SNA2) is then completed to guide the School Based Support Team in this process. They follow a similar process of reviewing and identifying the barriers of learning of the child and the intervention provided. This intervention may range from the adaption of the class room environment which the teacher might have initiated to accommodate the learner’s needs, medical care treatment or rehabilitation that the child might have received, and family support through the support of a social worker if required. 
(v) A plan of action is then formulated, which the school can implement to strengthen the support for the learner(s) in question. Once a review date approaches, the SBST may escalate the referral to the District Based Support Team to assist, which is a higher level of support. This referral is triggered when the efforts taken to support the learner(s) in the previous two phases, prove to have been ineffective. These plans should be reviewed once a month.
Phase 3
(vi) The Special Needs Assessment (SNA) form 3, guides the DBST in their review of the teacher’s action plan and SBST’s intervention. There is a guideline called the Guideline for Support and a checklist which the DBST uses to determine the decision on the support that is required for the learner. 

Once assessed and identified, learners with barriers to learning can be referred to one of the support levels mentioned in Chapter 4.5 of the SIAS policy:
· Low level of support, learners identified under this category will receive support from their teachers or a specialist based within the school, the SBST or the District Based Support Team (DBST)[footnoteRef:332]. Accommodations can be provided within the schools’ regular budget and the minimum frequency of this intervention should be once or twice a term.  [332:  The DBST is a higher level of support who oversee the work of the SBST ] 

· Medium level of support provision will be done by specialist support teams and such support will be provided once a month, for a short period of one year. Thereafter, quarterly support will be provided. If the support is not available at the schools, it will be outsourced by the Department of Education, through its network of stakeholders – such as health professionals from the health departments.[footnoteRef:333] In this instance, adjustment of the curriculum is advised, with regular monitoring by the DBST, at least twice a year. [333:  Health Department/health care practitioners
(ii) Department of Social Development/social workers
(iii) NGO/DPO/HEI programmes
(iv) ECD service providers
(v) Special School/Resource Centre] 

· High  level support , learners in this category have access to a range of  support services such as specialist teachers, occupational therapists, speech therapists, physiotherapists, mobility and orientation instructor, psychologist, nurse and class assistants- required on a daily or weekly basis; and to be available full time onsite. 
As set out in the policy summary above, teachers act as case managers and are responsible for screening learners at admission and at the beginning of each schooling phase and to record these findings in a document called the Learner Profile.[footnoteRef:334] These documents are used to gather information during the screening and consists of the following: [334:  Chapter 6 , Section 2: Initial Screening Guided by The Learner Profile, of SIAS Policy] 

· Admission form[footnoteRef:335] [335:  A letter or form of acceptance into the school – accessed from http://www.education.gov.za/Parents/Childregistration/tabid/407/Default.aspx, on 9 February 2017.] 

· Road to health Card, which is a record of immunisations and growth rate, which is given to mothers when their infant is born and is used to monitor the development of the child until they turn five years old.[footnoteRef:336] [336:  Available at https://www.westerncape.gov.za/general-publication/road-health-card, on 9 February 2017.] 

· Integrated School Health Programme Reports[footnoteRef:337] [337:  The Departments of Basic Education and Health are jointly implementing the Integrated School Health Programme that will extend, over time, the coverage of school health services to all learners in primary and secondary schools. The programme offers a comprehensive and integrated package of services including sexual and reproductive health services for older learners. The report is a summary of the health intervention that the learner has received in the school. Accessed from http://www.education.gov.za/Programmes/HealthPromotion/IntegratedSchoolHealthProgramme.aspx, on 9 February 2017.] 

· Year End School-end Reports[footnoteRef:338] [338:  Summary of the learners’ academic performance throughout the academic year. – Department of Education, South Africa.] 

· Parent or stakeholder reports, these includes reports taken from the legal guardian of the child, either in writing verbal reports about the child.
· The reports of teachers currently involved with the learner. This includes the teacher’s reports on the child’s psychosocial, academic and over all class performance throughout the term or academic year. 
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Audrey.wyngaard@westerncape.gov.za 
tel: +27 021 467 9272 
Fax:  0865902282
Private Bag x9114, Cape Town, 8000
wced.wcape.gov.za
REFERENCE: 20170517 –988
ENQUIRIES: 		Dr A T Wyngaard


Ms Rafiloe Thaisi
129 Corner of Main and Penzance Road
Observatory
7925

Dear Ms Rafiloe Thaisi


RESEARCH PROPOSAL: IMPLEMENTATION OF THE EDUCATION WHITE PAPER 6 POLICY ON INCLUSIVE EDUCATION IN PRIMARY SCHOOLS IN CAPE TOWN

Your application to conduct the above-mentioned research in schools in the Western Cape has been approved subject to the following conditions:
1. Principals, educators and learners are under no obligation to assist you in your investigation.
2. Principals, educators, learners and schools should not be identifiable in any way from the results of the investigation.
3. You make all the arrangements concerning your investigation.
4. Educators’ programmes are not to be interrupted.
5. The Study is to be conducted from 22 May 2017 till 29 September 2017
6. No research can be conducted during the fourth term as schools are preparing and finalizing syllabi for examinations (October to December).
7. Should you wish to extend the period of your survey, please contact Dr A.T Wyngaard at the contact numbers above quoting the reference number? 
8. A photocopy of this letter is submitted to the principal where the intended research is to be conducted.
9. Your research will be limited to the list of schools as forwarded to the Western Cape Education Department.
10. A brief summary of the content, findings and recommendations is provided to the Director:  Research Services.
11. The Department receives a copy of the completed report/dissertation/thesis addressed to:
         	The Director: Research Services
Western Cape Education Department
Private Bag X9114
CAPE TOWN
8000

We wish you success in your research.


Kind regards.
Signed: Dr Audrey T Wyngaard
Directorate: Research
DATE: 18 May 2017
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A) Letter to the principal and informed consent form

Letter to the School Principal

 	  Dear Madam/Sir

I am a Human Rights Law student at the University of Cape Town and an Occupational Therapist by profession. I am currently conducting a research study to investigate how primary schools are using inclusive education policies to refer and support learners with special needs for the necessary intervention.

This research aims to establish how learners with barriers to learning are supported in schools. It will add to the pool of research available, to provide useful information to the schools on how they can improve the support for learners with barriers to learning to prevent further learning barriers.

I require your permission to use your school as a research site for my study, to further my understanding of how your school currently refers learners with special needs.

Please note that the school’s participation in this study is voluntarily and you may choose to withdraw the school from the study at any point in time, without any negative consequences to you, the school, the teachers or the learners. 

Please note that there will not be any direct benefits derived from participating in this study. 

Each participant selected by you, as a suitable candidate for this study, will be interviewed twice for a maximum period of 45 minutes. In the first interview, I will ask the participants questions about the school and the learners and in the second interview, I will give you feedback on the findings. The interview will take place in a safe space, with limited noise as indicated by the participant, to allow for effective communication and privacy. 

These interviews will be recorded for quality purposes, with permission from the participant. 

The participants will not be harmed directly by participating in this study. 

The school and the participant’s names will not be mentioned when the writing or presenting a report on this study. Fake names will be allocated to each person and the school and these names will be used in the final research paper. None of the salient features of the participants will be used to give away their identity.

I will be the only person handling the recorded interviews and the notes made, at the final stage, I will have to forward the written feedback of these interviews to my supervisors.

 Once the research findings have been finalised, you will be provided with a copy of the paper and a debriefing session will be held with you and the relevant participants. We will hold a discussion on the results gathered from the interviews. You will have the opportunity to disagree or change any information from your interview during this meeting.

If you have concerns about the research, its risks and benefits or about your rights as a research participant in   this study, you may contact the Law Faculty Research Ethics Committee Administrator, Mrs Lamize Viljoen, at 021 6503080 or at lamize.viljoen@uct.ac.za.  Alternatively, you may write to the Law    Faculty Research Ethics Committee Administrator, Room 6.28 Kramer Law Building, Law Faculty, UCT, Private Bag, Rondebosch 7701.

Please do not hesitate to contact me or the faculty for any further information on this study.

Yours sincerely,
[image: C:\Users\Student\AppData\Local\Temp\Mapitso Thaisi.jpg]
Refiloe Mapitso Thaisi
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B) Letter to the teacher and informed consent
          
INFORMED CONSENT FORM

The Principal

I have read the information provided in the letter about the research study on the referral of learners with barriers for support in a public primary school in Cape Town.

I understand the purpose of the research study.

I understand that one teacher will be asked to participate in two interviews of 45 minute duration each. 

I understand that all information will be treated confidentially and if reference is made to my name or something that they have said in the interview, a pseudonym will be used. I understand that a final research report will available for me to access at the school. 

I understand that I have chosen the school to participate in this study voluntarily and that I can at any time withdraw the school from the study should I wish to, without negative consequences to myself, the teachers or the school.

I have had an opportunity to ask questions and my questions have been answered satisfactorily.

I agree ⎕/ disagree⎕ for my interviews to be recorded (Please tick ONE of the boxes).

Name:………………………………………………………………………


Signature:……………………………………………………………………


Date:…………………………………………………………………………

APPENDIX 5


Letter to the research participants

              Dear Madam/Sir

I am a Human Rights Law student at the University of Cape Town and an Occupational Therapist by profession. I am currently conducting a research study to investigate how primary schools are using inclusive education policies to refer and support learners with special needs for the necessary intervention.

This research aims to establish how learners with barriers to learning are supported in schools. It will add to the pool of research available, to provide useful information to the schools on how they can improve the support for learners with barriers to learning to prevent further learning barriers.

I require you to participate in my study as this will help me understand your role in the referral of learners with special needs.

Please note that your participation in this study is voluntarily and you may choose to withdraw from the study at any point in time, without any negative consequences to you, the school, the teachers or the learners. 

Please note that there will not be any direct benefits derived from participating in this study. 

You will be interviewed twice for a maximum period of 45 minutes. In the first interview, I will ask you questions about the school and the learners and in the second interview, I will give you feedback on our interview. The interviews will take place in a safe space, with limited noise as indicated by the participant, to allow for effective communication and privacy. 

These interviews will be recorded for quality purposes, with permission from the participant. 

The participants will not be harmed directly by participating in this study. 

The school and the participant’s names will not be mentioned when the writing or presenting a report on this study. Fake names will be allocated to each person and the school and these names will be used in the final research paper. None of the salient features of the participants will be used to give away their identity.

I will be the only person handling the recorded interviews and the notes made, at the final stage, I will have to forward the written feedback of these interviews to my supervisors.

 Once the research findings have been finalised, you will be provided with a copy of the paper and a debriefing session will be held with you and the relevant participants. We will hold a discussion on the results gathered from the interviews. You will have the opportunity to disagree or change any information from your interview during this meeting.

If you have concerns about the research, its risks and benefits or about your rights as a research participant in   this study, you may contact the Law Faculty Research Ethics Committee Administrator, Mrs Lamize Viljoen, at 021 6503080 or at lamize.viljoen@uct.ac.za.  Alternatively, you may write to the Law    Faculty Research Ethics Committee Administrator, Room 6.28 Kramer Law Building, Law Faculty, UCT, Private Bag, Rondebosch 7701.

Please do not hesitate to contact me or the faculty for any further information on this study.

Yours sincerely,
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INFORMED CONSENT FORM

The Participant

I have read the information provided in the letter about the research study on the referral of learners with barriers for support in a public primary school in Cape Town.

I understand the purpose of the research study.

I understand that I will be asked to participate in two interviews of 45 minute duration each. 

I understand that all information will be treated confidentially and if reference is made to my name or something that they have said in the interview, a pseudonym will be used. 

I understand that a final research report will available for me to access at the school. 

I understand that I have chosen to participate in this study voluntarily and that I can at any time withdraw from the study should I wish to, without negative consequences to myself, the teachers or the school.

I have had an opportunity to ask questions and my questions have been answered satisfactorily.

I agree ⎕/ disagree⎕ for my interviews to be recorded (Please tick ONE of the boxes).

	Name:……………………………………………………………………………      	
	  
        Signature ………………………………………………………………………...


  	Date:………………………………………………………………………………


APPENDIX 7
Interview questions

1) What does inclusive education mean to you?
2) How long have you worked in your role as a school based support teacher/ specialist teacher or as part of the school governing body? 
3) How many learners are in your classroom and the foundation phase?
4) How many learners in the foundation phase have been identified with barriers to learning?
5) What are some of the challenges of learners in most schools?
6) Where are these learner supported?
7) Who provides support for these learners?
8) Are there specialists at the school or the district that can support the learners with barriers to learning?
9) Which specific guidelines do you refer to when faced with such learners? 
10) Do you have a copy of the SIAS policy/protocol?
11) Can you explain how a learner with a barrier to learning is assessed?
12) At what stage of the process does referral to health care workers take place?
13) How long does it take for referrals to be processed?
14) How does the school manage these referrals?
15) What support does the school offer in the process?
16) Who trains you on how to use these guidelines?
17) How do you define barriers to learning?
18) When does the dbsts intervene?
19) What support is currently in place for these learners with special needs?
20) How long does a learner spend in a supportive programme?


APPENDIX 8

Questions for the District Based Support Team
1. How are support specialists appointed to the schools?
2. Who makes up the DBST?
3. How does the district determine the number of specialists in a school?
4. When there are no specialists or ELSEN teachers at a school, how are learners with barriers to learning supported?
5. At what point do teachers or schools refer to the district support team?
6. How long must a child wait before he or she starts the intervention?



2. Identification


3. Assessment


4. Support


5. Independent Education Plan


1. Screening
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