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ABSTRACT 

Leaners with Specific Learning Disorders (SLD) present a challenge in 

township mainstream schools as they require additional support to cope 

with the curriculum. The specific additional support required is often 

unavailable in a township school. This study explored the nature of support 

provided for Themba, a 12 year old SeTswana speaking boy who was 

diagnosed with SLD in a mainstream township school. The study was 

conducted in a township school with limited resources, in Krugersdorp, 

Gauteng West. 

 In this qualitative descriptive case study data was collected from semi-

structured interviews with the learner, parent and educator. More 

information was collected from the educational psychologist report, referral 

forms, learner‟s school report, optometrist report and researcher‟s 

observation journal. Content analysis was used to analyse the data which 

developed into conceptual themes as described by the participants.  

From the themes that emerged it was evident that the learner required 

support in all systems in his environment. His poor family background and 

parents‟ lack of knowledge about learning difficulties delayed the early 

identification of his learning disorder. So, there is a demand for parental 

training and teaching about learning disorders. The deficiency in educator 

awareness also had an impact on delayed early identification. Therefore 

educators have to be equipped with skills and ability to identify learning 

difficulties within the first two year of schooling. So, the learner in this study 

needed a school environment that would accommodate his learning 

disorder by adapting the curriculum, through strategies like individual 

sessions, extra time and well - structured group work. The teacher also 

needed support from the school management and district office. In addition 

to the support provided in the class, this study also found that more support 

was required from the family, community and extra teacher support staff. 

This implies that a learner with SLD requires the interaction of different 

systems for him to be receiving adequate support. 
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CHAPTER ONE 

ORIENTATION OF THE STUDY 

 

1.1 INTRODUCTION  

This study focuses on exploring the support provided for Themba1, a twelve-year old 

SeTswana-speaking boy in an under-resourced township school, west of Gauteng, 

South Africa (SA). Themba had repeated Grade two three times and was now repeating 

Grade three. His Grade three educator found that Themba was unable to read English 

words or understand their meaning; his written sentences were difficult to read and 

comprehend; he also spelt most words incorrectly; he struggled to understand and apply 

basic mathematical concepts and his performance was below that of his peers in the 

class. In order to support Themba his educator used different teaching strategies and 

individualised support. The educator contacted Themba‟s parents, involved her Head of 

Department (HoD) and the School Based Support team (SBST). When the educator 

observed no improvement in his performance in a period of over a year, she then 

referred him to the remedial class in the school. It was during this referral process that I, 

the remedial class educator, at the time, first met Themba. He could not be placed in the 

remedial class as it was full. Consequently he had to remain in the mainstream Grade 

three class and continue to receive support from his educator. It was at this point that 

this study was conducted and Themba was referred to an educational psychologist. The 

report from the educational psychologist found that Themba had a Specific Learning 

Disorder (SLD) with serious difficulties experienced in reading, writing, spelling and 

mathematics. So, the purpose of this study is to explore the support received by 

Themba, a learner with SLD in a mainstream under-resourced township school.  

This chapter gives an explanation and view of the importance of the study, by 

providing the motivation and setting of the study, as well as the background to the 

learner. It also gives the research question and the aim of the study. The concepts used 

in the study are explained. Finally, an outline of each chapter is given. 

 

 

                                                           
1
 Pseudonym used to protect the child‟s identity. 
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1.2 MOTIVATION FOR THE STUDY 

The signing of the Salamanca Statement in 1994 brought about an international 

awareness of the importance of promoting Inclusive Education (IE) at an international 

level (United National Scientific and Cultural Organisation [UNESCO], 1994). This laid 

the foundation for countries to consider the education of learners with special 

educational needs, including those with SLD. The Statement acknowledged each 

learner‟s right to equal education and to be taught with other learners of the same age 

group; provided for changes and modifications in content, approaches, educational 

structures and strategies (UNESCO, 1994). Following the signing of the Salamanca 

Statement, educational researchers have written about the complexity of IE (Carrington 

& Robinson, 2006), the move towards IE (Culham & Nind, 2003) and about 

implementation in schools (Dart, 2009; Da Costa, 2003; Engelbrecht, 2006; Janse van 

Rensburg, 2003; Nel 2014). Thus, IE has become an essential part of education 

internationally and locally, as there is no denying that all schools have learners who need 

further support during teaching and learning. Therefore, including learners with learning 

difficulties in mainstream classes plays a significant role in the implementation of IE. This 

study explores the actual support that a learner with SLD received in an under resourced 

mainstream school. 

IE is important in different contexts globally, regionally and locally. In the context 

of the United States of America (USA) heterogeneity was encouraged in schools 

(Culham & Nind, 2003). In Italy, special schools were closed down so that learners with 

special needs could be included in mainstream schools (Engelbrecht & Green, 2007). 

Kinsella and Senior (2008) stated that in Ireland, learners with special educational needs 

have to be educated in mainstream schools by making appropriate accommodation, so 

that the learners can have access to and participate in educational activities. This is 

evidence that the international community has initiated the process of implementing IE. 

In the Southern Hemisphere, countries including Botswana (Dart, 2009), Lesotho 

(Johnstone, 2009), Namibia (Zimba, Mowes & Naanda, 2009), and Zimbabwe (Mpofu, 

Kasayira, Chireshe & Maunganidze, 2009) have developed inclusive policies for schools 

so as to align themselves with the Salamanca Statement. All the countries discussed 

above are in agreement that all learners have a human right to equal education 

opportunities and that all schools should cater for all learners, regardless of their 

conditions. These countries are at different levels of the actual implementation of IE in 

their schools. Similarly, SA also has a policy on IE and is in the process of implementing 
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this policy across the nation. However, SA does not provide practical ways in which 

educators can successfully work with special needs learners in their large mainstream 

classes. Therefore the following study focuses on including a learner with SLD in a 

mainstream school in SA. It further investigates the roles played by different support 

systems to ensure that IE is implemented in township mainstream schools. 

In the past, South African township schools did not adequately accommodate 

learners with barriers (Da Costa, 2003). Learners were admitted in schools, but the 

curriculum of the school did not always cater for their special needs. Additionally, in 

some African families, learners with physical or mental problems were either kept at 

home or taken to the rural areas to look after livestock. Such learners are not expected 

by parents and community to receive education in a formal setting like the classroom. As 

countries began to adopt the policy of IE, SA was also put under pressure to do the 

same (Da Costa, 2003). The SA education system also moved toward being more 

inclusive. This meant that learners with all barriers, including Learning Disorders had a 

right to be taught in the same environment with learners of the same age, in the same 

school but accommodating their individual special needs and ensure that the previously 

disadvantaged mainstream schools also had enough resources to accommodate 

learners with learning difficulties. However, the South African government is still in the 

process of providing practical ways in which this can be achieved for all mainstream 

schools in the country.  

Under a democratic government, a number of policies that moved for inclusion to 

be adopted in South Africa were: White Paper on Education and Training in a 

Democratic South Africa (1995); The South African Schools Act (1996); The National 

Commission for Special Educational Needs and Training (NCSNET) and the National 

Commission on Education Support Services (NCESS) (1997); White Paper on an 

Integrated National Disability Strategy (1997), Education White Paper Six (EWP6): 

Special Needs Education: Building an Inclusive Education and Training System (DoE, 

2001) and Policy on Screening, Identification, Assessment, and Support [SIAS] (DoBE, 

2014). 

 EWP6 (DoE, 2001), highlights the importance of IE in SA, so as to accommodate 

learners with learning barriers, including various disorders. The EWP6 emphasises that 

all learners have a right to be taught with their peers in mainstream classes or full service 

schools, where their needs can be appropriately accommodated. It also states the 

importance of the establishment of teams at district and school levels to ensure the 

successful implementation of IE in SA schools, and to provide monitoring, support and 
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development for educators. As a result, Fletcher, Lyon, Fuchs and Barnes (2007) state 

that, educators find themselves having to teach learners with various learning difficulties, 

including reading fluency, written expression and word recognition. This study intends to 

look at how far these policies have been implemented in one school and focused on one 

learner with SLD. 

Furthermore, the EWP6 outlined how discriminatory practices and imbalances of 

the past could be corrected and it promoted the principles of inclusion (DoBE, 2014). 

This was achieved by focusing on the barriers that prevented the education system from 

fully meeting various learning needs. The main purpose of the SIAS policy (DoBE, 2014) 

is to “provide a policy framework for the standardisation of the procedures to identify, 

assess and provide programmes for all learners who require additional support to 

enhance their participation and inclusion in school” (p.9). In relation to this study, the 

SIAS policy (DoBE, 2014) further aims to improve access to quality education for 

learners who are vulnerable in mainstream schools. These are described as those 

learners who fail due to barriers caused by a number of factors, including learning 

difficulties, poverty, and family disruptions. Furthermore, the SIAS policy will use the 

framework of the National Curriculum Statement Grades R–12 (DoBE, 2011) to manage 

and support teaching and learning for learners with learning difficulties (DoE, 2014). 

EWP6 states that all learners have the right to be integrated in mainstream 

schools regardless of their disability. As such, Themba a learner diagnosed with SLD 

was included in a mainstream school. The school respected his educational right to be 

taught with his peers in order to prepare him to interact with other people in the 

community. In the context of teaching support, Mrs. Dire2, his Grade three educator had 

been supporting and providing opportunities for him to learn. In order to effectively 

provide support for Themba, the educator received support from the Head of Department 

(HoD), School Management Team (SMT) and the District Based Support Team (DBST). 

In supporting the teacher, the HoD assisted with teaching strategies such as individual 

attention and group work, and the DBST provided opportunities for further general 

training. 

The challenge that is presently facing some District Based Support Teams 

(DBSTs) in SA is their inability to fully provide support and training for educators to 

enable them to accommodate learners with learning difficulties in mainstream schools 

(Nel, Müller, & Rheeders, 2011). This might raise a question in educators‟ minds about 

                                                           
2
 Pseudonym for the Grade three class teacher 
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the successful implementation of IE in some schools. In my 18 years as a teacher, I have 

noted that the reality in some SA township schools is that educators find themselves with 

more than forty learners in a class, while inclusive policy requires them to support all 

learners with learning challenges. In these circumstances, they have to adapt the 

curriculum so as to accommodate the special requirements of learners with SLD. In this 

study the teacher had to find alternative teaching strategies and work with other 

stakeholders to accommodate, support and motivate Themba in her Grade three   class 

of fifty-four learners. 

One research question that can be asked is whether the supporting systems in 

public primary schools are functioning adequately, to provide the necessary support (Nel, 

Müller, & Rheeders, 2011). For learners with learning barriers to be able to cope in 

mainstream schools, the support systems have to be in place. These systems include 

the DBST, School Based Support Team (SBST), support staff, community, parents, 

educators and remedial educators. It is therefore the responsibility of the Department of 

Education, via the DBST, to ensure that there is communication and collaboration among 

these systems in supporting learners with learning barriers in mainstream schools. 

Educators maintain that, if the aim of IE is to be achieved, support systems must be 

available (Nel, Müller & Rheeders, 2011). Furthermore, as IE is still relatively new to 

most educators in South African mainstream schools, educators require as much support 

as can be offered to them in supporting learners with SLD in their classrooms. This study 

investigates the support that Themba received from his educator, parents, school, home 

and community. It further looks at the support provided for the educator to ensure that 

Themba received appropriate interventions. 

Debates on IE are generally about appropriate training for schools, principals and 

educators (Ladbrook, 2009); inclusion of learners with physical disabilities in mainstream 

schools (Ngcobo & Muthukrishna, 2011); support received by learners with social 

problems like gangsterism, poverty, learners living with the human immunodeficiency 

virus or acquired immune deficiency syndrome and sexual abuse (Naidoo & Human, 

n.d.); and reflection on how far the implementation process of inclusive education has 

progressed (Janse van Rensburg, 2003). The most recent discussions include the 

implications of the Annual National Assessment (ANA) on the implementation of IE in SA 

(Nel, 2014). There is limited research focusing on support received by a learner with SLD 

in township schools. There are few studies conducted on a single learner. However, 

there is a case study conducted by Basson (2013) on support, which is similar to this 

study, but it was on a learner with Asperger‟s Syndrome transitioning from a special 
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school to a private mainstream school. Basson‟s case study is similar to this study in that 

it focuses on one learner who needed support during transition to a mainstream school, 

as opposed to other studies that are general or focus on a group of learners, such as the 

study conducted by Ngcobo and Muthukrishna (2011). This focuses on including 

learners with physical disabilities in mainstream schools. Basson‟s study is different from 

this study in that it focuses on the learner‟s experiences and needs during the transition 

period, instead of the support received during teaching and learning, as this study does. 

While Basson‟s study focuses on the learner, very little is discussed about the actual 

support the learner received from the educator, parent, school and community. There 

has been limited study of support provided for learners and, therefore, there is still much 

to discuss on the nature of support received by a learner with SLD in a mainstream 

township school.  

The support given to educators is general. However, educators are expected to 

identify, assess and support learners with learning difficulties in their classrooms. There 

are still challenges in implementing IE in SA schools (Engelbrecht, 2006). There is a 

need for various sectors of the community to cooperate with each other, so as to ensure 

that learners in schools are identified and adequately supported.  

Another challenge is the assumption that the problem is located within the learner 

and that this has to be treated with medical intervention (Swart & Pettipher, 2005). In 

contrast to the medical model, which indicates that the problem is within the learner, 

Bronfenbrenner‟s (1979) bio-ecological model suggests that there are layers or levels of 

interacting systems resulting in change, growth and development, such as the physical, 

biological, psychological, social and cultural. The school is a system that works with 

other systems in and around the learner‟s life, to bring about change, growth and 

development. These systems include; the DBST, SBST, SMT, support staff, community 

and parents. Similarly, the movie „Won‟t Back Down‟ (2012) produced by Mark Johnson, 

highlights Bronfenbrenner‟s model by illustrating the importance of the role of educators, 

parents, learners, district officials and educator unions in supporting learners with 

learning difficulties in a mainstream school. Swart and Pettipher, (2005) further state that 

IE is about including everyone, regardless of gender, language or disability and the 

EWP6 advocates that it is each learner‟s human right to be included in any mainstream 

school and that all learners must be provided with quality education. This implies that for 

learners to receive equal and quality education the school as a system has to 

successfully interact with all other systems found in the learner‟s environment. Therefore, 

Themba, a learner with SLD also has the right to be in a mainstream school. So this 
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study investigated how the parent, school, educators, district and community worked 

together to support Themba‟s special learning needs.   

The recognised characteristics of SLD are seen when a learner presents with 

severe challenges with academic skills, including reading, mathematics and written 

expression (American Psychiatric Association [APA], 2013). „Bokoa ba go ithuta 

dithuto tse direleng’ refers to the SeTswana expression of what SLD means. The 

learner and family in this study are SeTswana speaking and it was important for the 

family to understand exactly what SLD meant in SeTswana. According to the Diagnostic 

and Statistical Manual of Mental Disorders, version 5 (DSM5) (APA, 2013) there are four 

diagnostic criteria which must be present for a learner to be identified with SLD: 

Firstly, the learner must exhibit difficulties in learning and using academic skills, for 

example, reading, understanding, spelling, written expression, mastering numbers 

and mathematical reasoning.  

Secondly, these academic skills must be below those expected for the learner‟s 

chronological age.  

Thirdly, the learning difficulties begin during the school years but only manifest 

when the skills are required.  

Lastly, the learning difficulties are not better accounted for by intellectual 

disabilities, uncorrected visual or auditory acuity, other mental or neurological 

disorders (p.67).  

These are discussed in detail in Chapter two. The characteristics and four 

diagnostic criteria are important in diagnosing a learner as having SLD. Themba 

indicated having the four criteria outlined by DSM5 (APA, 2013). 

Learners with SLD have difficulty with accurately reading and understanding the 

meaning of words. They have difficulty with grammar, punctuation, relationship of 

numbers and applying mathematical concepts. SLD is a neurodevelopmental disorder 

that interferes with learning of academic skills (Pennington, 2009; Developmental 

Medicine and Child Neurology [DMCN], 1999). Difficulties affect the brain‟s ability to 

receive, process, analyse and store information (Numerous Foundation, 2012). This 

means that the individual‟s ability to understand, remember and respond to new 

information is affected. The National Institute of Neurological Disorders and Stroke 

[NINDS], (2012) adds that in addition to understanding, remembering and responding to 
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information, listening, speaking and paying attention are also problems that indicate 

signs of SLD. Children with SLD can be found in all schools and require support to 

enable them to cope with the educational environment. Low self-esteem, demoralisation 

and social skill deficits are often also apparent in these learners (Conners & Schulte, 

2002). Other features in older individuals, mentioned by Conners and Schulte (2002), are 

dropping out of school and difficulty in employment or social adjustment.  

 In my experience, there are a number of learners in township schools who 

experience the above-mentioned problems of reading, writing and mathematics. These 

problems in turn affect their expected normal progress in school, in comparison to their 

peers. Educators are expected to find ways of identifying and diagnosing the specific 

problem that each learner has, so that learners can receive appropriate interventions. 

The SIAS policy provides steps that may be followed by the educator in identifying, 

assessing and supporting a learner with learning difficulties (Department of Basic 

Education [DoBE], 2014). According to the SIAS policy; firstly the educator uses the 

learner profile to screen the learner. Then, when the learner has been identified as being 

at risk, parents are invited to complete forms, as well as identify the strengths and 

weaknesses of the learner. From this information the educator formulates an action plan 

to support the learner that will be reviewed once a term. If the support is not effective, the 

educator then invites the SBST and presents the needs of the learner. Lastly the SBST 

reviews the action taken by the educator and develops another action plan to strengthen 

the support provided by the educator. This plan is reviewed once a term. At this review 

the SBST may decide that a high level of support is required, in which case the DBST is 

asked for assistance. It is at this level that an educational assessment may be conducted 

as it was with Themba.  

This study also explores how this process was followed by the school. Diagnosing 

SLD can only be done by a professional psychologist. This calls for continuous 

communication between the systems within the school community and outside agencies. 

It is therefore important that referrals for educational assessment be made as soon as 

the educator suspects that the learner might have SLD. This study is based on the 

educational assessment that diagnosed Themba as having SLD (Appendix D).  

Support needed for learners with SLD increases as SA moves forward in 

implementing IE. During this process, both educators and learners in South African 

classrooms are presented with many challenges, in the attempt to support these 

children. Though there is much support given in schools to learners with different 
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learning challenges, limited research has been conducted on the support received by a 

single learner with SLD in a mainstream, under-resourced township school. 

It is the aim of this study to explore and describe the different kinds of support that 

a learner with SLD receives in a township school.  

1.3 SETTING OF THE STUDY 

This study was conducted in a developing township in South Africa, Mogale City, in the 

Gauteng Province, dominated by SeTswana-, IsiZulu- and IsiXhosa-speaking residents. 

During the 1986 township violence between the Inkatha Freedom Party (IFP) and the 

African National Congress (ANC), the informal houses in the township were destroyed 

and burned. The residents then built shacks in the present location. Over the past two 

decades, with the government‟s Reconstruction and Development Programme (RDP) 

housing projects and improvement in the economic status of the people, it has slowly 

developed into a township, with well-structured brick houses, a clinic, three primary 

schools, two high schools, a community hall, tarred roads and an effective municipality. 

The school which Themba attends was built in 2000, the second primary school to 

be built in the community. The learners were previously at the first school that used the 

platooning system to teach learners. This meant that the Foundation Phase started in the 

morning and left at midday, to provide the Intermediate and Senior Phase with the space 

required to teach the older learners. The researcher was part of the teaching staff that 

moved from the previous school to the present school. 

Few learners were admitted to special schools from this area, as parents were not 

well-informed about their role and importance, and they lacked the finances to transport 

their children to these special schools. In 2010 the school started a remedial class, with 

the researcher as the remedial class educator. A reason for starting the remedial class 

was that, as an educator in this school for 13 years, I had observed many of the learners, 

whom I had taught and who had required support, return to the school. They came back 

as criminals who were in a community service project operated by the school with the 

local Correctional Services Department, to clean the school. On being questioned, these 

learners stated that they had dropped out of high school as they could not cope with the 

school work anymore. They then fell in with the wrong friends and committed crimes like 

house burglary, rape, car hijacking and even murder. 

I started this remedial class with no training in working with learners with Learning 

Difficulty (LD). My only motivation was to try and help these learners to have basic 

reading, comprehension and mathematical skills before they left primary school. At this 
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point, the District introduced cluster meetings between mainstream schools and special 

schools. The purpose of these meetings was to start a support programme in which the 

special schools would serve as resource centres, as stated in EWP6 (DoE, 2001). 

Because of my desire to work with learners with learning difficulties, I attended all of 

these meetings. The special schools were willing to cooperate, but indicated that they 

needed financial support from the Gauteng Department of Education (GDE) to be able to 

provide the support required by surrounding mainstream schools. They committed 

themselves to providing support every Thursday, to any educator or school that required 

their support. I took the opportunity to attend these sessions at the nearest special 

school every Thursday over a period of three months. I was assisted mostly with 

diagnostic tests and remedial activities. Some of these tests were used by Themba‟s 

teacher to assess him (Appendices J, K & M). Assessment, identification and referral 

processes were also highlighted in these sessions. 

Later in the year, as Nel, Müller, and Rheeders (2011) state,  special schools and 

resource centres were not being fully used by GDE and this special school complained 

of lack of financial support from GDE. The special school had a financial challenge in 

providing resources that would assist me. I was then unable to access the special 

school‟s support and had to find other ways to access alternative intervention and 

support strategies. These included reading more on inclusive strategies. In 2012, I had 

an opportunity to be trained as a Learning Support Educator (LSE), by the University of 

Johannesburg (UJ) Soweto Campus, which provided more required strategies. It was 

also at this point that I met Themba, when his Grade three educator started the process 

of referring him to the remedial class, which was full at the time. 

1.4 THEMBA‟S BACKGROUND  

Themba, then a twelve-year-old, SeTswana-speaking boy, had problems with reading in 

English, writing sentences and mathematics. He had repeated two grades more than 

once and his parents were aware of his slow progress. He had no diagnosed medical 

challenges. Further support was given by the educator, assisted by the Head of 

Department (HoD) in the Foundation Phase (FP). Donald, Lazarus and Lolwana (2010) 

refer to this process as the remedial cycle and the DoBE refers to it as the SIAS process 

(DoBE, 2014). Later in the year, referrals to the remedial class in the school were made. 

The DBST approved this referral. As there were no learners who left the remedial class 

in 2012, Themba had to remain in his Grade three class for that year and receive support 

from his mainstream educator. He was still awaiting placement when the remedial class 
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educator was promoted and the class was closed. Themba then had to remain in the 

Grade three mainstream class as Full Service schools were not yet operational in the 

district. It appears that, in many cases, learners with SLD never fully receive the support 

they require in mainstream classes. This is mostly due to lack of appropriate early 

identification, large numbers in the classes and sometimes ignorance on the part of the 

educators.  

Themba was chosen for this study instead of learners from the remedial class for 

several reasons. First, Themba had never received support from any other personnel 

than his Grade three educator within the school. Second, the referral process for his 

placement into the remedial class was incomplete when the class was closed, due to 

there being no replacement for the current remedial educator. Third, some learners from 

the remedial class were already placed at special schools in the district and some had 

Individual Support Plans developed for them, when they were placed into the 

mainstream classes. Also, in discussion with his mother, I found her to be very frustrated 

by not knowing what the problem was and I wanted to assist her. At the closure of the 

remedial class there was no alternative remedial class or Full Service school that 

Themba could be referred to. Therefore, choosing Themba for this study would assist in 

identifying his barrier and explore the support he received in the Grade three mainstream 

classroom. 

Themba‟s alternative placement was a school in the same area that was being 

converted into a Full Service school. Landsberg (2009) states that full service schools 

provide medium intensity support. The challenge was that this school was not yet fully 

operational. Alternatively, as a trained LSE, I was also expected to support educators in 

the area and in my school and thus needed to develop an Individual Education Support 

Plan (IESP) for Themba. The development of such an individualised plan is relatively 

new in South African schools and calls for curricular adaptations and classroom 

pedagogical changes, centred on the learner‟s unique support needs. Thus, the study 

focuses on the nature of support that Themba required in order to learn in this township, 

mainstream, under-resourced school. 

1. 5 RESEARCH QUESTION 

From the above discussion, the problem to be investigated in this study can be stated as 

follows: 
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What support does a learner with a SLD receive in a township mainstream 

primary school? 

The following main questions were asked so as to further demarcate the problem: 

 What were the contributory factors that led to the learner being diagnosed as 

having Specific Learning Disorder? 

 What support was provided by the educator, family, the education department and 

community for the learner? 

 What kind of support was provided for the educator in supporting this learner? 

1.6 RESEARCH AIM 

The main aim of this study was to explore the nature of support that Themba, a learner 

with a SLD, received in a township mainstream school.  

To achieve this aim the following objectives were formulated: 

 To identify the contributing factors that led to the learner being diagnosed as 

having SLD. 

 To identify the support provided by the teacher, family, education department and 

community for the learner. 

 To identify the support provided to the teacher in supporting the learner. 

1. 7 CONCEPT CLARIFICATION  

Specific Learning Disorder refers to difficulty in learning and using academic skills 

(APA, 2013). In this study, Themba was diagnosed as having SLD which assisted in 

exploring the kind of support he received and the progress thereafter. In this study this 

also refers to learning difficulties. 

Township mainstream school refers to an ordinary public school closest to where the 

learner lives (DoE, 2001). In this study this term is used as the context in which the 

learner finds himself.  

Townships usually refer to the urban living areas that were reserved for non-whites with 

low socio-economic status, which were built on the periphery of towns and cities. 
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Educator is defined by The South African Council for Educators Act, (p.21, 2000) as any 

person who teaches, educates or trains other persons at an education institution or 

assists in rendering support services provided in an education department. This study 

explores the role of the educator in supporting the learner with SLD. This term will be 

used interchangeably with “Teacher”. 

Inclusive Education refers to the inclusion of all children in the education system, 

regardless of ability, gender, language or disability, so that all learners can belong in 

school and have access to the same educational outcomes (Swart & Pettipher, 2009). 

Inclusion also respects and recognises the differences that learners might have in a 

school environment and builds on their similarities. Regardless of his disorder, this study 

looks at how the principles of inclusion have been implemented in Themba‟s academic 

development. 

Learner refers to any person enrolled in an education institution (National Education 

Policy Act, 1996). The focus of this study is on a learner with SLD in a mainstream 

township school and on the support provided for the learner by this education institution 

and other systems around school. 

1.8 OUTLINE OF THE STUDY  

The chapters in this research study are outlined as follows: 

Chapter 1: ORIENTATION OF THE STUDY: The aim of this chapter is to introduce and 

argue the relevance and rationale for undertaking this particular study. The motivation 

and background to the study is given. This chapter also discusses the problem 

statement, research question, research aims and objectives. Lastly, both the concept 

clarification and outline of the study are provided in this chapter. 

Chapter 2: THEORETICAL FRAMEWORK AND LITERATURE REVIEW: The aim of 

this chapter is to discuss the theoretical framework. The literature relevant to the study is 

also reviewed, including the legislative framework, in order to highlight the importance of 

inclusion in the education field and of ensuring that this study is based on a strong 

literature foundation. Furthermore, Inclusive education is discussed based on 

international and national perspective. Literature on SLD is also discussed in detail with 

focus on definition, diagnosis and characteristics. Interventions and curriculum 

adaptation strategies are discussed in detail. 
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Chapter 3: RESEARCH METHODOLOGY: This chapter discusses the research 

paradigm. The research design is then outlined with data-collection methods: interviews, 

observation and documentation, given in detail. The process of data analysis is also 

discussed. Ensuring trustworthiness and ethical considerations is explained.  

Chapter 4: DATA PRESENTATION: In this chapter the research findings are presented 

in the form of themes that are analysed. The research question is answered. 

Chapter 5: INTERPRETATION OF FINDINGS: This chapter provides the interpretation 

of findings from Chapter 4 in the form of themes, in relation to the literature discussed in 

Chapter 2. 

Chapter 6: SUMMARY, CONCLUSIONS AND RECOMMENDATIONS: This last 

chapter gives a summary of the study. It also discusses the conclusion about the study; it 

gives strengths, recommendations, limitations and highlights the areas of further study.  

 

1. 9 CHAPTER SUMMARY 

This chapter provides the reader with the basic overview of the entire study, focusing on 

the context and setting of the study, as well as the background to Themba. It further 

highlights the research question and the aim of the study. Concepts used in the study 

are discussed. It concludes by outlining the overview of each chapter so that the reader 

can have an understanding of what each chapter is about. 

 

In the next chapter, the researcher reviews the literature that is the foundation of the 

study.  
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CHAPTER TWO 

THEORETICAL FRAMEWORK AND LITERATURE REVIEW 

2.1 INTRODUCTION 

Education researchers have written a great deal about IE in the last 20 years. Most of 

this literature was instigated by the Salamanca Statement (UNESCO, 1994), which 

highlighted the basic human right of all learners to be taught with their age group, with 

provision made for their special needs. Countries all over the world then developed 

policies to implement IE in schools. 

This chapter starts by giving the theoretical framework of the study. The chapter 

goes on to provide a literature review on the definition of IE. Literature on the 

international and national perspectives on Inclusive Education is then reviewed. 

Literature on SLD is then presented with the focus on the definition, diagnosis, 

characteristics and curriculum adaptation strategies to assist learners with SLD. 

2.2 THEORETICAL FRAMEWORK 

The study is broadly informed by Bronfenbrenner‟s ecological model of human 

development (Bronfenbrenner, 1979) as opposed to the medical model. The medical 

model argues that the learning problem is within the learner and must be treated. In 

contrast, the ecological model argues that the learner‟s ability to learn is largely 

influenced by the interaction of the learner with various systems.  

During the learner‟s development in society, there are various systems that 

interact with each other to influence the child‟s development. According to 

Bronfenbrenner (1979), the child‟s development is nested within four systems, namely: 

the macrosystem, the exosystem, the ecosystem and the microsystem. These all interact 

with the chronosystem, as shown by Figure 2.1. The macro system involves dominant 

social and economic structures, as well as values and beliefs that influence the other 

systems that the learner interacts with, directly or indirectly. For example, policy on IE 

directly affects the education process that the learner goes through. The level of the 

exosystems include other systems that the learner is not directly interacting with, but 

which might influence the people in the child‟s microsystem, for example, a brother‟s 

peer group or parents‟ employers. In the mesosystem, different microsystems interact 

with one another. For example, what happens at home might affect how the learner 

responds at school. The microsystem is the small group of close people that the learner 
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interacts with, on a daily basis; for example, teacher and friends. The layout of the 

chapter is further illustrated in Figure 2.1 below, using Bronfenbrenner‟s ecological 

model.  

 

Figure 2.1 The ecosystem model (Adapted from Bronfenbrenner, 1979) 

There are various interrelated systems in society ─ classroom, school, family and 

community. Interaction between these systems is necessary to support learners‟ 

physical, biological, psychological, social and cultural change, growth and development 

(Nel, 2014). Nel (2014) also refers to the meso level as the school where the SMT 

collaborates with the rest of the staff in planning, adapting curriculum and subsequently 

implementing inclusion on the micro level, which is the actual teaching in class. She 

further reports that there is a need to be acquainted with the micro system where the 

learner belongs and with the strengths that learners bring to the meso level, which is the 

school and classroom, and the barriers they face within these systems.  

It is therefore evident that the macrosystem, exosystem and ecosystem interact 

with the learner and with each other, therefore influencing the learner‟s ability to learn. 
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2.3 INCLUSIVE EDUCATION  

2.3.1. Interpretation of the term „inclusion‟ 

The term  „inclusion‟ is used both locally and internationally and means different things to 

different people in different contexts (Swart & Pettipher, 2005).This term also presents 

difficulty as it is sometimes used interchangeably with integration (MacBeath, Galton, 

Steward, MacBeath & Page, 2003). While these terms are used interchangeably 

however, inclusion is seen as embracing anti-discrimination measures concerning race, 

education and disability (MacBeath et al., 2003).Though there are different 

interpretations and different implementations of IE, there are some commonalities found 

in both terms that can be identified across different contexts (Swart & Pettipher, 2005). 

One of these commonalities in integration and inclusion is the dedication to building a 

more democratic society, developing equitable and good quality education systems and 

accommodating the diverse needs of learners who come to schools.  

Engelbrecht and Green (2007) argue that IE took place at the same time as the 

historical movements that emphasised the human rights of those previously perceived to 

have been unjustly treated. It is therefore important that an education system that 

respects human rights must be inclusive in principle. This study focuses on the 

implementation of IE in mainstream schools. IE, therefore, can be defined as a complex 

process that involves learners with different abilities, promotes equity and also caters for 

the diverse needs of learners. 

2.3.2 Complexity of Inclusive Education 

According to Swart and Pettipher (2005), IE is also a complex concept. To understand 

this complexity, Swart and Pettipher (2005) state that we need to draw from theories of 

human development and educational change and critically look at the changes in 

educational support. Bronfenbrenner‟s ecological model (1979), which states that the 

learner is affected by interactions of different systems with each other and with the 

learner, is the theoretical framework upon which this study is founded. IE was introduced 

as a process that asserts that all learners with unique characteristics and abilities can be 

accommodated and provided with an education, according to their needs. In 

accommodating these learners, who are affected by different systems in the community, 

there arises the critical issue of ensuring that these learners receive the required 

educational support, so they can succeed in schools. Engelbrecht and Green (2007) 
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agree that the concept of IE is very complex to define. Its definition is a process that is 

linked to the context and perspective within which it is used. Swart and Pettipher (2005) 

further state that for effective IE to occur in schools, educators must have sound 

theoretical knowledge bases, so that informed decisions can be made. IE is complex in 

the sense that it can be based on different human development theories, educational 

change and support. This also caters for accommodation of diversity in education. This 

study also concentrates on how the different systems interact with each other in 

implementing IE and supporting Themba.  

2.3.3 Diversity and Inclusive Education 

According to Swart and Pettipher (2005) IE is about developing inclusive communities 

and education systems. This is done by celebrating diversity, drawing from gender, race, 

language and socio-economic background. Engelbrecht and Green (2007) agree that 

schools must cater for learners with diverse needs. It is about including everyone, 

regardless of their gender, language or disability, so learners can feel that they belong to 

the school and benefit from what the school has to offer. According to Mittler (2000), 

inclusion is to be seen as a struggle that is striving to achieve universal human rights. 

Mittler further defines inclusion as the reconceptualisation of values and beliefs that 

welcome and celebrate diversity, and not only a set of practices. This view agrees with 

Swart and Pettipher (2005) when they refer to including everyone, regardless of their 

background. Therefore IE is a shift from learning being made to fit into the system, to 

schools adapting themselves in order to accommodate the needs of all learners (Swart & 

Pettipher, 2005). 

This change is achieved through reconstructing the curriculum and pedagogy in 

the school system (Carrington & Robinson, 2006). This perspective also argues that IE 

can also promote and direct social inclusion in society. This means that the school is no 

longer seen as separate from the society in which it exists. Learners are no longer taught 

about citizenship, but about how to be citizens of the society that they come from. 

Kinsella and Senior (2008) add that: “inclusive schools meet the diverse needs of all 

learners from the community in which they are situated, regardless of the nature or 

source of that support”.  

Therefore, for schools to cater for diversity, the basic human rights of learners 

must be respected by including them, regardless of their background. Their diverse 

needs also need to be accommodated in the school, through changes in the curriculum 
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and methods of teaching. All of these changes cannot be achieved over a short period of 

time. 

2.3.4 Inclusive Education as a process 

MacBeath, Galton, Steward, MacBeath and Page (2003) define IE as a process which 

involves acknowledging the rights of pupils to have access to a broad, relevant and 

stimulating curriculum, given in an environment that will increase their ability to learn. 

Engelbrecht and Green (2007) agree that the context and perspective, within which the 

definition of inclusion is used, is also a process. This process requires both special and 

mainstream schools to adapt to meet the needs of these pupils. Mittler (2000) agrees 

that inclusion is the process of reconstruction and reform, to increase access and 

participation. Culham and Nind (2003) further add that inclusion is not only a process of 

participation but also a process of decreasing exclusion from mainstream schools. This 

process of reform involves the whole school, so as to avoid separation and segregation 

(Mittler, 2000). This means that the education system has to go through a process of 

change (Engelbrecht & Green, 2007), so that all individuals in our society and 

communities can have access to an education that will cater for their individual needs. 

MacBeath et al. further agree that inclusion is a process that focuses on fulfilling each 

learner‟s right to an education of high quality.  

Therefore, as Walton and Lloyd (2011) note, IE cannot happen instantly. It is a 

process that acknowledges human rights, for fulfilling each learner‟s right to high quality 

education in an adapted environment. So, both special and mainstream schools need to 

go through reconstruction and reform to increase the access and participation of all 

learners in the schools. This process of change also decreases exclusion from 

mainstream schools by involving the whole school in avoiding segregation and 

separation. 

2.3.5 Different levels of Inclusive Education 

IE is divided into three levels, as shown by MacBeath et al. First, inclusion is at the 

policy-maker level, which often conflicts with the actual day-to-day occurrences in the 

school. Kinsella and Senior (2008) say that, at policy level, inclusive schools must 

commit to the philosophy, ethos, admission procedures and practices. There is an 

argument to indicate that most countries in the southern half of Africa are still at policy 

level of implementing IE in schools. This is further discussed in the international 

perspective section of this chapter. The second level is the aspirational classroom 
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practice, which requires change in how educators help learners engage with the 

curriculum and how the curriculum is shaped and constructed. At this level of classroom 

practice, Kinsella and Senior (2008) argue that there must be a Special Educational 

Needs Coordinator (SENCO) in each school. Lastly, it is the classroom as it exists today, 

rather than as it might be in the future, where educators have little training in how to deal 

with learners with learning problems. In this context, inclusion is also seen as a basic 

human right. Engelbrecht and Green (2007) agree that inclusion is a basic human rights 

issue and all schools that agree to this must use human rights principles without 

argument. For classrooms to be inclusive there is a need for educator strategies to 

change. Educators also need further training in dealing with learners with learning 

difficulties, especially in mainstream schools. 

To conclude, based on the above discussion, it is evident that there are different 

systems in the learner‟s environment that need to interact with each other, in order for IE 

to be implemented successfully in mainstream schools. Within schools, the curriculum 

and support strategies also need to change, to be able to cater for the diverse needs of 

all learners, which is their basic human right. Though this is an ideal situation, it is a 

process that requires mainstream and special schools to go through reconstruction and 

reform, so that learners can have access to high quality education and participate in all 

the activities in the classroom. Mainstream schools must also decrease the number of 

learners excluded from daily teaching and learning activities. Educator training will assist 

in immediate implementation of IE policy and ability to assist all learners with difficulties. 

2.4 INTERNATIONAL PERSPECTIVE ON INCLUSIVE EDUCATION 

2.4.1 Salamanca Statement 

IE came into ascendance between 1993 and 2003 (Culham & Nind, 2003). The signing 

of the Salamanca Statement recognised IE as essential to human dignity and the 

exercise of human rights (UNESCO, 1994), at an international level. It emphasised its 

commitment to Education for All, including children, youth and adults with special 

educational needs. The Salamanca Statement (UNESCO 1994), proclaimed the five 

following statements: 

Firstly, every child has a fundamental right to education, and must be given the 

opportunity to achieve and maintain an acceptable level of learning.  
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Secondly, every child has unique characteristics, interests, abilities and 

learning needs.  

Thirdly, the education systems should be designed, and educational 

programmes implemented, to take into account the wide diversity of these 

characteristics and needs.  

Fourthly, those with special educational needs must have access to regular 

schools, which should accommodate them within a child-centred pedagogy 

capable of meeting these needs;  

Lastly, regular schools with this inclusive orientation are the most effective 

means of combating discriminatory attitudes, creating welcoming communities, 

building an inclusive society and achieving education for all; moreover, they 

provide an effective education to the majority of children and improve the 

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

(p.viii). 

The above statements mean that all learners, regardless of their abilities, have 

the right to be in mainstream schools, to be taught with their peers. The learners 

should be allowed to share the same education experience but follow a separate 

education plan that caters for their individual needs with necessary support provided. 

This highlights the urgent need for the officials in education to redesign educational 

policies and for mainstream schools to change their mind-set on how they receive 

these learners. These statements form the foundation upon which most countries in 

the world have developed IE. Therefore, the signing of the Salamanca Statement 

provided learners with learning difficulties, all over the world, with the opportunity to 

acquire the basic human right of learning with their peers regardless of ability. 

2.4.2 Medical model vs. the social ecological model 

Engelbrecht and Green (2007) explain that the medical model was popular in the first 

half of the twentieth century. At this time, learners with special needs were identified as 

„abnormal‟ and in need of special attention. Swart and Pettipher (2005) add that the 

medical model saw the problem as within the child, and was looked on as a „sickness‟ 

that had to be fixed. When applied in education, Swart and Pettipher (2005) report that 

this medical model involved learners being diagnosed, assessed, classified and 

categorised by medical personnel or experts, so that they could be placed into a special 
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environment.. The result was labelling of learners. This labelling then determined the 

kind of special school or class the learners were to be sent to, as they did not fit into the 

existing education programmes. Engelbrecht and Green (2007) further explain that 

concern about this segregation of learners with disabilities came gradually and was not 

seen as best serving society.  

The requirement in special education of the expertise mentioned above, 

discouraged teachers in mainstream schools from finding other methods of teaching to 

assist learners who did not respond to their teaching methods. Engelbrecht and Green 

(2007) go on to comment that schools must be able to cater for different barriers to 

learning and that the medical barriers form only one area of these barriers. Each school 

should be able to cater for learners who are of different race, language, gender, learning 

styles, cultural norms and religion (Engelbrecht & Green, 2007). 

Swart and Pettipher (2005) continue to argue that at an international level there 

was a shift from the medical model to a more societal system, which involved the 

environment where the child lived. The medical model mentioned above is still in use as 

an explanatory framework. This becomes a problem when working with the social 

sciences, wherein the problem is not within the child but in the community that the child 

lives in. Educator qualifications also separated those teaching ordinary learners from 

those with special needs qualifications. The latter were seen as experts, meaning that 

they had more knowledge to assess, identify and treat learners with learning disabilities. 

The medical model was rejected, as it was seen as discriminatory and limiting (Swart & 

Pettipher, 2005). The social ecological model brought the shift when normalisation was 

introduced in the 1960s (Swart & Pettipher, 2005). This model carried the view that 

learners had the right to be involved in „normal‟ daily routines, which included going to a 

mainstream school (Swart & Pettipher, 2005). 

2.4.3 Mainstream schools 

Donald, Lazarus and Lolwana (2010) state that “the term „mainstreaming‟ has commonly 

been used to refer to the placement of a child with „special needs‟ in the mainstream or 

regular school setting”. Swart and Pettipher (2005) add that the terms mainstreaming 

and integration are used interchangeably, but mean the same thing. Mainstreaming is a 

term mostly used in the USA, which is acknowledged as a leading nation in changing 

mainstream education to IE (Nel, Müller & Rheeders, 2011), whereas integration is 

mostly used in European countries. Mainstream schools are seen as the best means to 

combat discrimination and build an inclusive society. It is achieved through the process 
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of increasing participation in, and decreasing exclusion from, mainstream communities 

and schools, of those with disabilities (Culham & Nind, 2003). This is done through the 

process of reforming and reconstructing the school systems so that schools take 

responsibility. Makoelle (2012) defines mainstream schools as schools that are not 

providing full service to learners, although they receive support from full service schools 

and resource centres. Culham and Nind (2003) further state that inclusion is about race, 

gender, ethnicity, sexuality and poverty transcending traditional boundaries between 

those with and without disabilities. Culham and Nind (2003) also indicate that at the heart 

of inclusion is the right not to be excluded from mainstream education and for individuals, 

whatever their differences, to be treated with respect and given opportunities. The focus 

is on everyone and not only on those who need support. Ultimately, inclusion has the 

interests of people with disabilities at heart (Culham & Nind, 2003).   

Furthermore, mainstreaming is equal to normalisation, as learners with disabilities 

attend mainstream schools to be with normal-developing learners (Swart & Pettipher, 

2005). Swart and Pettipher (2005) further state that integration, in contrast with 

mainstreaming, ensures that learners with disabilities are given equal membership in the 

community by interacting with able people. In this model the participation of learners with 

disabilities is more holistic, but separate environments still prevail.  

2.4.4 School and larger society 

In the international context, Swart and Pettipher (2005) continue to argue that there is a 

shift in paradigm, in that schools no longer function in isolation but are a reflection of the 

developments in the social, economic and political contexts of society. What goes on 

within the school is a reflection of society at large (Swart & Pettipher, 2005). 

Furthermore, the people who work in the school carry the values and principles of the 

larger community, bringing them into the school community, and these influence the life 

and work of the school. The political, economic and social contexts are always shifting 

and can be marginalising and discriminatory in nature (Swart & Pettipher, 2005). As the 

social and political needs of society change, the traditional ways of teaching become 

outdated. For example, in the past, one traditional way of teaching was that a learner is 

seen as an empty „vessel‟ that has to be filled with information. In the past few years, this 

concept has been challenged with the rise of teaching strategies such as cooperative 

learning, in which the learner becomes an active participant in the learning process. As a 

result all schools need to support the concept of equal education for all, including the 

education of those learners that experience barriers to learning.  
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2.4.5 Inclusive Education in different countries 

In the USA, Culham and Nind (2003) identified that there is an attempt to break down 

separation and encourage heterogeneity. Engelbrecht and Green (2007) reported that, in 

the USA, special education was overpopulated by ethnic minority populations. 

Engelbrecht and Green (2007) add that, as in the USA, the majority of learners in special 

education were from poor communities. Nkomo, McKinney and Chisholm (2004) find 

that, in America, the integration issue is within a desegregation and multicultural 

framework. This means that the process of inclusion is within the context of 

reestablishing relationships amongst different races and cultures. 

Kinsella and Senior (2008) record that in Ireland legislation was formulated to 

ensure that persons with additional needs have the same rights as those with no 

additional needs. The parents are therefore involved in choosing the school that they 

want their children to attend. Learners with educational needs have to be educated in 

mainstream schools (Kinsella & Senior, 2008). In Ireland there has been a significant 

increase in resources, human, physical and technological support, so as to support 

learners with additional needs (Culham & Nind, 2003).  

For a school to be practising inclusion, it is preferred to have most lessons 

supported by a trained educator, fully integrated into social and cultural activities and 

linked with special schools (MacBeath et al., 2003). In Britain, schools have Learner 

Support Assistants (LSAs) who work in schools to support learners (MacBeath et al., 

2003). SA has attempted to introduce this concept by training Learner Support Educators 

(LSEs). In comparison to the LSA, the LSE‟s role is basically to provide peer support for 

educators in completing the SIAS process and to provide a service in addressing barriers 

to learning and development experienced by learners.   

Furthermore, in the southern hemisphere there is evidence that IE is being 

implemented. Special education received explicit attention in Botswana from 1994, after 

the second Policy on Education was compiled (Dart, 2009). Learners with more severe 

learning problems were catered for in separate units attached to ordinary schools or 

referred abroad, if the country could not cater for their needs. Dart (2009) says educators 

are still not acquainted with some of the inclusive terms used. Unlike Botswana, in 

Lesotho there is no national law that provides for learners with special needs to be 

accommodated in mainstream schools, which hampers the enforcement of inclusion at 

national level. This then hinders schools in implementing the inclusion policy. As a result, 

teachers in schools have to deal on their own with learners with problems. One of the 
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Meso level challenges in Lesotho is the availability of resources. In contrast to Lesotho, 

in Namibia, Zimba, Mowes and Naanda, (2009) report that learners with disabilities are 

expected to access education through the process of integration. This was instituted to 

remove the barriers that prevented some learners from accessing education (Zimba et 

al, 2009). Zimba et al. indicate that most learners with disabilities are in mainstream 

schools by default. The schools are not prepared or supported to be able to teach them. 

Historically, in Namibia learners with disabilities were educated in separate special 

schools. In contrast to Namibia, Mpofu, Kasayira, Mhaka, Chireshe and Maunganidze 

(2009) report that before 1980, in Zimbabwe, it was the family that had to initiate the 

admission of their child with learning disabilities into neighbouring schools or mission 

special schools. After 1980 the education department in Zimbabwe adopted a policy that 

would include learners with disabilities in ordinary schools and provide each school with 

a special educator and resource room. Depending on the severity of the disability, the 

learner was to be served between the normal classroom, special teacher and resource 

room. The challenge was that educational and medical personnel did not have the 

knowledge of documentation and early identification of disabilities. Another challenge 

was that the government did not provide physical and human resources. Families and 

guardians were also not well trained about IE. Policy in Zimbabwe required learners with 

disabilities to attend ordinary classes as far as possible and the same policy 

acknowledged the need for special schools for learners who might not be adequately 

accommodated in ordinary classes (Mpofu et al., 2009). Educators are not adequately 

prepared to teach learners with learning disabilities in the mainstream classes. Also, 

there are few qualified educators in the areas of special needs to provide instruction 

support in the mainstream classes. Learners with disabilities face many barriers in 

overcrowded classes due to lack of educator support in these environments (Mpofu et 

al., 2009). 

2.5 NATIONAL PERSPECTIVE ON INCLUSIVE EDUCATION 

Donald, Lazarus and Lolwana (2010) define IE in the South African context as a 

policy that ensures optimal accommodation and inclusion of the full variety of educational 

needs, in a single education system. Makoelle (2012) adds that inclusion is a process to 

use the available educational facilities to benefit all learners and to improve the access to 

resources for learners that were previously disadvantaged. This policy focuses on 

preventing barriers to learning and supporting learners at an individual level, and also 

supporting the school, staff, parents and caregivers. Another challenge that this policy 
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was intended to address was that, in the past, South African township schools did not 

properly or adequately diagnose, identify and accommodate learners with learning 

barriers (Da Costa, 2003). 

IE has also taken a long time to be realised in SA (Walton & Lloyd, 2011). SA has 

experienced many changes in education over the past 20 years (Swart & Pettipher, 

2005). From the international research mentioned above, it is obvious that some 

countries are far ahead of SA when it comes to effective implementation of inclusion in 

schools. These countries have also influenced the development of IE and training 

systems in SA (Swart & Pettipher, 2009). Walton and Lloyd, (2011) indicate that many 

western countries started to implement inclusion in the 1970s, whereas SA started at the 

advent of democracy in 1994, but followed the trend of development of those countries 

(Swart & Pettipher, 2005). The introduction of IE in SA coincided with the broad societal 

transformation of South Africa towards equality (Makoelle, 2012). 

After the first democratic elections in 1994, the government committed itself to 

transforming the education system according to basic human rights, as indicated in the 

country‟s constitution, which counteracted the previous education system based on 

separation and segregation. This initiated the concept of inclusivity, both socially and 

educationally (Engelbrecht, 2006). Engelbrecht (2006) further notes that the 

establishment of a democratic society, with human dignity, freedom and equality 

included in the SA constitution, and the international emphasis on inclusion, has 

influenced transformation in SA. Therefore, the education system also had to go through 

transformation to accommodate all learners. These changes have played a major role in 

the education system of SA.  

After the publication of the Salamanca Statement, there were many challenges to 

implementing inclusion in SA. Engelbrecht (2006), Swart and Pettipher, (2005) all 

indicate that initially the development of education of learners with disabilities in SA 

followed the trend of other countries, but major contextual factors distinguish this 

implementation from that of other countries. Politics and philosophy in the country 

influenced implementation (Swart & Pettipher 2009). Engelbrecht (2006) notes that, the 

history of inequity and imbalances, including those in education, affected the majority of 

the population. Another contextual factor, that is a central feature in distinguishing SA 

from other countries in the implementation of inclusion, is racially motivated attitudes and 

the institutionalisation of discriminatory practices (Engelbrecht, 2006). Segregation and 

separation were found in every institution in SA, including the education system 



 

27 
 

(Landsberg et al., 2009 and Walton & Lloyd, 2011). This further increased the division in 

education.  

This was demonstrated in that some special schools were well resourced, 

whereas other learners with disabilities attended schools with little support or did not 

attend school at all. Learners from disadvantaged communities, with special educational 

needs, were discriminated against by educational policies, through separation from 

normal learners (Swart & Pettipher, 2009). Engelbrecht (2006) and Walton et al. (2011), 

further indicate that in 1996 a constitution was adopted that emphasised equality and the 

restoring of human rights to all marginalised groups. The constitution also emphasised 

equity, non-discrimination, liberty, respect and social justice (Landsberg et al., 2009). 

This included the right to education and freedom from discrimination (Walton & Lloyd, 

2011).  

The government then developed policy documents that were directly related to the 

development and implementation of an IE system. These policies were published in: 

 White paper on education and training in a democratic SA  (1995); 

 The South African Schools Act (1996); 

 White paper on an Integrated National Disability Strategy (1997); 

 The National Commission on Special Educational Needs and ; 

           Training and the National Committee on Education Support  

           Services (1997); 

 Education White Paper 6: Special Needs Education: building an  

           inclusive education and training system (2001); 

 Policy on Screening, Identification, Assessment and  

          Support (SIAS), 2014. 

The EWP6 was a sharp departure from the medical model, as it leans more 

towards the social perspective (Engelbrecht & Green, 2007). It was used as a framework 

for the systemic change to developing IE (Engelbrecht, 2006). Furthermore, it outlined 

the strategies that can be used to achieve IE and accommodate learners with barriers to 

learning in SA. The present education system was to be transformed, in that certain 

schools would be converted into Full Service schools to provide a variety of support. The 

Districts were also to provide certain teams to support educators in mainstream schools. 

The existing special schools would continue to cater for serious cases and also serve as 

resources for neighbouring mainstream schools. This would be developed over a period 

of 20 years with financial support from the Department. 
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The EWP6 is based upon the following principles: 

 All children and youth can learn and need support; 

 Diversity (including learning needs) is valued; 

 Education structures, systems, learning methodologies must meet the needs of all 
learners; 

 Home and community are important sources for learning; 

 Attitudes, behaviours and teaching methodologies need to change in order to 
meet diverse needs; 

 Maximised learner participation in the educational process is necessary; 

 Learners‟ individual strengths need to be encouraged. 

Walton and Lloyd (2011) further indicate that since the publication of EWP6, the 

DoE has issued various policy documents to guide the effective implementation of 

inclusion in SA schools, namely: guidelines for special schools (Department of Basic 

Education [DoBE] 2007); a strategy for the screening, identification, assessment and 

support of learners who experience barriers to learning (DoE 2014) and full 

service/inclusive schools (DoE 2010). 

The above policies agree with the Salamanca Statement and have formed the 

foundation of the development of IE in South Africa. Though the focus is more on the 

EWP6, all others have contributed in the restructuring of the education department to 

ensure that all basic human rights stated in the country‟s constitution are implemented in 

the education system. Thus far, there is evidence of accommodating learners with 

barriers in both state and independent schools. Despite all of this, Walton and Lloyd 

(2011) highlight that many educators resist the implementation of IE, referring to poor 

teacher development, lack of resources and poor support personnel. 

     In implementing IE, the Curriculum and Assessment Policy Statement (CAPS) 

(DoE, 2011) calls for IE to be part of the processes of planning and teaching, which can 

be achieved by ensuring that educators are developed in recognising and addressing 

barriers to learning and how to plan for diversity. All relevant support structures must 

play their respective roles in identifying and addressing barriers. With regard to 

assessment of learners, the National Policy Pertaining to the Programme and Promotion 

Requirements of the National Curriculum Statement (NPPPPR) Grade R–12 (DoE, 

2011), gives the direction that a learner, who is not ready to perform at the next level, 

should be assessed to determine the level of support required.  
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Nel (2014) argues that the current dilemma in SA education, with reference to 

children experiencing barriers to learning, is the reported decrease in Annual National 

Assessment (ANA) percentage for mathematics and English in 2012. What is 

encouraging from the ANA reports is that Curriculum and Assessment Policy Statements 

(CAPS) will now simplify this by taking learners back to basics in a systematic order (Nel, 

2014). As a result, educators in SA cannot afford to have a laissez-faire attitude towards 

the profession. They have to make an effort to promote equal education for all, teach 

basic skills and be committed to those learners with barriers to learning. This challenge, I 

believe, still continues because these learners are not catered for within the setting of the 

ANA questions themselves. Educators still have to apply for concessions, and these 

must be approved by the MEC, before the learners can receive the concessions. 

In summary, IE in SA is a human rights issue; it plans to address the diverse needs of 

all learners by reducing barriers to learning in the school situation. It pursues equity and 

non-discrimination and is concerned with social justice for all. It is concerned with 

breaking down the walls of discrimination instead of building them (Nel, 2014). There are 

various policies that have been developed to ensure implementation of IE in all SA 

schools. These policies are tools that can be used to ensure that all schools are able to 

move into IE, with positive outcomes for educators and learners. In order to achieve this, 

the Education Department came up with various ways to put policies into action. One 

method was to introduce a team at District level to work directly with schools. 

2.5.1 District Based Support Team (DBST) 

The Department of Education desires to expand the effectiveness of support even further 

and is instituting DBSTs to evaluate other programs – among other things, to diagnose 

their effectiveness and to suggest improvements. EWP6 (DoE, 2001) stipulates that the 

primary role of these teams is to evaluate and, through supporting teaching, build the 

capacity of schools. They are to support schools in recognising and addressing learning 

disabilities, thereby empowering the schools to accommodate various learning needs 

(Johnson & Green, 2009). According to Makoelle, (2012) DBSTs are to provide 

evaluation and support, not only to schools but also centres of early childhood education, 

colleges, further and higher education institutions. DBSTs are made up of staff from the 

District and Provincial levels with various areas of expertise. Teachers from former 

special schools, which are to be transformed into resource centres, are also included in 

these teams (Makoelle, 2012). They are not there to attend to individual learners, but are 

trained to provide knowledge, support, skills and confidence to all educators who are 



 

30 
 

working in mainstream classrooms and who face learners with barriers to learning. The 

DBSTs are also expected to follow up all cases referred to them by the institutional-level 

support teams, and to provide the appropriate feedback. These teams are in place in 

most Districts, but their efficiency varies by District. Hence the introduction of the SIAS 

policy. 

According to the SIAS policy (DoBE, 2014) the DBST has to work closely with the 

SBST to ensure that the assessment processes are completed smoothly. The DBST is 

also one of the authorities within the education system that is responsible for the 

competency of the SIAS process (DoBE, 2014). Furthermore, the SIAS policy (DoBE, 

2014) describes the role of the DBST as that of further identifying and addressing 

barriers to learning and development. The DBST intervenes by reviewing the action plan 

of the teacher and the SBST and uses this information to design a further action plan for 

the learner and the school, based on the information available, using tools provided for in 

the SIAS policy document (DoBE, 2014). The policy adds that the DBSTs need to plan 

and budget for additional support programmes, determined by their intervention 

processes with the schools.  

As part of the purpose of resource centres, the Department of Education expects 

formal support to be put in place and that services such as those of psychologists and 

therapists will be made available on the premises. It will be the duty of the DBST to 

control the integration between the special school or resource centre and the community-

based support system, by involving the mainstream schools in the vicinity of the specific 

resource centre and other support systems that are already functioning in the vicinity.  

In summary, DBSTs play a major role in ensuring that the policies discussed are 

implemented in schools. They are to provide the necessary support for schools and 

facilitate all correspondence with all supporting systems.  

2.5.2 School-Based Support Teams (SBST) 

EWP6 (DoE, 2001) states the primary role of SBSTs is to properly put in place 

coordinated learner and educator services, to support the teaching and learning process 

by identifying the needs of both the learner and the educator. It also says they can 

intensify the team by including expertise from the local community, DBST and from 

institutions of higher learning. The SBST also identifies the needs of the school and 

collectively develops strategies to address those needs. Johnson and Green, (2009), 

Nel. Müller and Rheeders, (2011) all agree that the main function of the SBST is to 

identify learner, educator and school needs and attempt to address them within the 
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individual school. Nel, Müller and Rheeders (2011) further observe that they also provide 

training for educators, develop multilevel teaching in the classroom and develop policies 

regarding the diversity of the school community. SBSTs are primarily constituted of 

educators, but can include parents, learners and other community stakeholders 

(Johnson & Green, 2009). Johnson and Green (2009) go on to say that including the 

principal or the deputy can convey the message that this is an important central activity 

of the school. The SBST must be part of the school‟s activity, rather than be seen as a 

separate group to be called in when there is a crisis. Nel, Müller and Rheeders (2011) 

add that they can also study reports submitted by educators on learners with barriers 

and develop a programme that will assist the educator in the classroom and the parent at 

home. There must be records kept on the progress of the learner. The question is 

whether support systems in public primary schools are adequate and effective, and 

whether these systems are functioning at an effective level to provide the necessary 

support to learners experiencing barriers to learning (Nel, Müller & Rheeders, 2011). 

The SIAS policy (DoBE, 2014) gives specific steps that have to be followed in 

supporting a learner. It states that after the educator has used the learner profile at 

registration or at Phase entrance, to screen the learner and identified the learner as at 

risk, the parent must be informed. The educator can then complete the relevant SIAS 

document and use the information gathered to formulate an action plan to support the 

learner. This support should be reviewed once a term and if it proves to be ineffective, it 

is at this point that the teacher can involve the SBST. The SIAS Policy (DoBE, 2014) 

gives three steps that the SBST needs to follow when the learner is referred to them: 

First, the team reviews the educator‟s identification of barriers and the interventions 

applied by the educator. Second, the SBST formulates an action plan with the assistance 

of in-house specialists that can be used by the educator to strengthen the support. Then, 

the support plan must be put into action and reviewed on a set date. If there is still no 

progress, the plan can be adjusted and the SBST can recommend the involvement of the 

DBST (Makoelle, 2012). 

To summarise, SBSTs are key role players in supporting learners with learning 

difficulties. They constitute the immediate systems around the learner and consult 

outside systems when they are not able to support the learner successfully.  

2.5.3 Educator support 

Educators in mainstream schools need to be advised against referring learners with 

barriers to special schools. They need to find a way of accommodating them in their 
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classrooms. Makoelle (2012) highlights the importance of educators relying on parental 

support, especially with learners exhibiting behavioural difficulties. Johnson and Green 

(2009) say that educators have to find a way to differentiate the curriculum for a specific 

learner and be aware of many factors that influence successful learning. Educators have 

to be part of the support network, acknowledge that they must be lifelong learners and 

take on new responsibilities (Johnson & Green, 2009). 

Swart and Pettipher, (2009) quote various researchers, indicating the following 

as ways in which the educator can be supported:  

 direct classroom support, such as co-teaching with the principal or learning 

support staff; 

 creating access to other ideas and practices through workshops and 

conferences; 

 providing time for planning and consultation; 

 continued educator development and teacher learning (professional 

development); 

 building trust and an appropriate climate for shared individual learning; 

 recognition of development and celebration of success; 

 creating access to financial resources, equipment and material; 

 keeping staff informed of latest research findings (sharing information); 

 providing opportunities to visit other schools and observe other educators; 

 providing positive and meaningful feedback; 

 using educator‟s ideas to encourage colleagues. 

In this research, conducted by Swart and Pettipher (2009), educators indicated 

that they needed direct, practical classroom support so they could learn exactly what to 

do with a specific child. Educators commented that attending a workshop is not enough. 

Some indicated that observing others teaching and sharing ideas could help, but 

complained that due to the many demands on educators the time factor always affected 

the successful implementation of this. 

According to Dart, (2009), educators were still not aware of the inclusive terms 

and the implications thereof. EWP6 says they should be supported during the teaching 

process. The CAPS document (DoE, 2011) also emphasised that educators must be 

given skills with which to identify and support learners with barriers and how to plan for 

assessment. Senior educators were to be appointed as School Intervention Team (SIT) 

members to play the role of organising remedial tuition for learners with problems (Dart, 
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2009). Educators received some training on special education in their pre- or in-service 

training. The purpose of this training was to make them aware of special education 

needs that they encounter in schools, to teach the skills of observing, identifying learners 

with special needs and assisting them in developing an interest in special needs. Dart 

(2009) goes on to indicate the importance of educator attitude as some educators felt 

these learners were being punished by gods or were cursed, and acknowledged that 

they sometimes focused on those with abilities rather than those with problems. Dart, 

(2009) further describes the role of the SIT team in identifying, assessing, referring, 

monitoring, recording and liaising with other stakeholders, including parents. 

Johnstone (2009) reports that IE focuses on educator training. However the main 

challenge occurs as a result of some teachers seeking training in issues that were 

irrelevant to their school‟s curriculum needs, He cites the example of Braille, where there 

is no blind child in the school. Educators also require learning material for learners, but 

do not know what kind they need, as they have had no experience with such material 

(Johnstone, 2009). In addition, educators could be frustrated by lack of resources in 

working with learners with special needs (Johnstone, 2009). Johnstone (2009) indicates 

that the resources needed included adequate books, science material, maps and 

instruction manuals on how to use this material. But it was not conclusive that even if 

there were material and knowledge of how to use it, there would be increased 

implementation of IE (Johnson & Green, 2009). 

   Johnstone (2009) also points out that educators have a challenge in that educator 

to learner ratios vary in size. This was a huge challenge in most schools including the 

school where this research was conducted. Educators could use inclusive approaches, 

but the approach may result in educators becoming managers of groups rather than 

providers of knowledge for learners. 

Zimba, Mowes and Naanda, (2009) emphasise the need for training educators so 

that they are able to assist all learners. The training of educators to accommodate all 

learners essentially removes the idea that all learners learn at the same pace and 

manner and therefore acknowledges that learners are different (Zimba, et al., 2009). The 

level of the disability of learners influences the attitudes of teachers towards teaching 

them. Some educators are comfortable with teaching learners with disabilities and some 

are not. Educators need to adapt their teaching methods and be more flexible. Some 

educators believe that having learners with disabilities in their classrooms impacted 

negatively on the teaching environment, decreased the speed at which they presented 

information to the class; educators expected lower performance from learners with LD. 
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Zimba et al. (2009) also found that educators with lack of qualification and experience in 

working with learners with disabilities had a more negative attitude, while those with the 

qualification and experience were more positive. Educator training is sometimes only up 

to the level of awareness. The educators were not exposed to enough knowledge of and 

strategies to support learners with disabilities in either primary or secondary schools 

(Zimba, et al.). Lastly, there was no training in special education for early childhood and 

preschool educators. 

Mpofu, Kasayira, Mhaka, Chireshe and Maunganidze (2009) state that school 

educators were to be supported by specialist educators, who would take the learner with 

disability for a certain period of the day, depending on the severity of the disability. In 

addition, there were few qualified educators who could give support to colleagues in the 

mainstream classes. Educators therefore were faced with overcrowded classes and no 

instructional support. 

Educators need to be seen as part of the strength and empowering tools in the 

education system, instead of being seen as obstructions to the system (Nel, 2014). Nel 

goes on to say that their role in IE is emphasised and collaboration is the determining 

factor in ensuring curriculum access for learners with barriers. What is of most 

importance is educator training needs, in order for them to be equipped with the ability to 

implement multi-level teaching, differentiation, universal design for learning- and 

evidence-based pedagogy (Nel, 2014). Educators need support in terms of smaller 

classes, training and planning time, educator support and assistance to adjust the 

curriculum (Nel, 2014). Educators need also to be immersed in classrooms where there 

are learners with disabilities, so that they can learn more about them. According to Nel 

(2014) educators require the following skills:  

 having good content knowledge of subjects;  

 being well versed in curriculum differentiation and curriculum development; 

 knowing how to engage in research on interventions, modifications, 

accommodations and adaptations (having been tutored); 

 implementing multi-level teaching in the SA context;  

 acquiring skill in forging collaborative partnerships at all levels. 

Nel, Müller, and Rheeders, (2011) argue that shortage of resources and facilities 

can lead to a negative attitude in educators, towards learners who experience barriers to 

learning. This can jeopardise the implementation of IE and learners who experience 
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barriers to learning in mainstream classrooms could be deprived of adequate support 

(Nel et. al., 2011). 

In summary, educators in mainstream schools still required major support, training 

and encouragement, so that they can be better equipped to work with learners with 

learning difficulties. As part of the school system, educators need not ignore the 

importance of the role played by parents. 

2.5.4 Parental involvement  

The role of parents of learners with learning barriers is vital in mainstream schools. They 

have to communicate and cooperate with the school so as to assist their children to 

learn. Nel, Müller, and Rheeders, (2011) state that parents should not expect educators 

and principals to address the problems on their own. Parental and community support is 

required to address the problems more effectively (Nel et. al., 2011). The community 

should form part of the support system in the school, to support teachers, parents and 

learners with learning barriers. 

The South African School Act of 1996 (SASA) indicates that parents have to 

collaborate with educators to ensure effective quality education. The parental role is 

seen as critical in learner success (Singh, Mbokodi & Msila, 2004). Singh, Mbokodi and 

Msila (2004), further indicate that parents send their children to school, believing that 

they will get quality education so they can get better jobs. The problem that Singh and 

Mbokodi (2004) have picked up, in parental involvement, is that of social class, referring 

to the socio-economic status of the parents. If parents are uneducated and unemployed, 

this will influence their ability to personally and efficiently assist the child with school 

work, except for the emotional support that they can provide. Dart, (2009) states that the 

inclusion policy caters for active parent involvement and support through information 

programmes. Furthermore, the Bronfenbrenner model identifies parents as a part of the 

system that is important in supporting learners. 

2.5.5 Learner support 

When a learner fails to make expected progress in class, the traditional model 

recommended that learning or learner support be provided for that learner. This is based 

on the medical model which assumes that there is something wrong with the child that 

needs to be fixed (Johnson & Green, 2009). They continue by explaining that the learner 

is usually treated outside  the school, with the assumption that the  learner will be fixed 

and returned to mainstream teaching, or will be taken to a special school that will provide 
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for the child‟s needs. This study examines the support that the learner has received 

including from medical practitioners. 

Johnson and Green (2009) argue that in IE, it is preferable to use the term 

„education support‟ rather than „learning support‟. I fully agree with this as the learner 

needs support, not only for learning but also from all the other systems that the learner is 

connected to. 

Since barriers to learning are understood differently, the range of support is built 

from an ecosystem perspective (Bronfenbrenner, 1979). Each individual learner is 

located within a complex network of intersecting networks, all of which influence the 

extent to which s/he can benefit from instruction and make academic progress. Barriers 

to learning can exist at any level. They may be from the subsystems that make up the 

self (physical, emotional, intellectual or spiritual) or from mismatches between the self 

and the surrounding contextual systems. This implies that interventions are not to be for 

the learner only, but also involve changes to one or more of the systems that the child is 

part of, such as differentiation of curriculum, modification to the timetable and the 

introduction of a school feeding scheme. A positive self-concept needs to be developed 

within the self-system so the learner can learn specific skills. 

For a learner with SLD, learning support is a vital issue. The learner will have 

difficulty in succeeding in a mainstream school without the learning support provided by 

all involved in the learner‟s life. Donald, Lazarus and Lolwana, (2010) describe the 

ecosystem related to the education process. Donald et al. (2010) use Bronfenbrenner‟s 

model of the ecosystem to illustrate the different levels in society that influence the 

education of a learner. Some of these levels are used in this study to discuss the support 

that the learner requires. Swart and Pettipher (2009) recommend that support should be 

continuous and fit the needs of the recipient. Also, the aim of this support must be to 

develop the culture of learning. The learner in this study was in need of this kind of 

support in the learning environment where he found himself.  

Butera (2005) uses the term „collaboration‟ in reference to the support that the 

child receives. Butera (2005) refers to Bronfenbrenner and Morris‟s description of the 

individual‟s relationship with the environment as transactional. This model of the ecology 

of human development is used to further look at the systems that surround the learner 

and his family and will assist to better understand the effects of contextual factors and 

inclusion. Butera (2005) identifies different services that are offered to a learner with 

learning disability, from the local School District and different community organisations. 

This School District offers an early childhood special educator, speech and language 
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therapist, occupational therapist, physical therapist, home/school liaison and a preschool 

teacher (Butera, 2005). There is also the home visitor, caseworker and nurse-practitioner 

offered by the community organisation (Butera, 2005). All these are indicated as 

important role players and their ability to work together, rather than to compete, is also 

crucial.  

In the attempt to assist the child, Butera (2005) highlights the challenges of social, 

ethnic, financial status, communication and professional barriers, to the collaboration that 

is supposed to be given to the learner. Blue-Banning, Summers, Frankland, Nelson and 

Beegle (2004) also agree that, even though there is policy and legislation around 

parental relationships, research has shown this to be difficult to implement. In these 

relationships, parents are often not seen as equal partners and the professionals 

continually take control of the situation. In the South African context, these services are 

only available for learners who are admitted to previously advantaged special schools. 

The learner in this research did not have access to such services. 

The kind of support that learners receive can include classroom support, such as 

co-teaching with support staff (Swart & Pettipher, 2009). EWP6 stipulates that learners 

must be supported during the learning process by identifying and addressing their 

barriers. 

Class helpers can be of great value when teachers adapt the lesson plan for 

learners who experience barriers to learning. The teacher can then deal with the 

curriculum lesson with the class, while the class helper covers the adapted lesson with 

the learners who experience barriers to learning – which will benefit them and produce 

better results. In this way, the other learners in the class are in no way disadvantaged 

because the pace at which the work is explained is not at all affected (Nel, Müller & 

Rheeders, 2011).   

According to Landbrook (2009) the best support experienced by a learner with 

barriers to learning is to be assisted by a specialist in the field of the barrier. However, 

this is not always possible, due to limited financial and human resources, as well as 

accessibility. Also, the weak economic situation, in which countless parents in SA find 

themselves, renders them unable to take their learners privately for specialised help and, 

for this very reason, it is of the utmost importance that support systems, that can be 

implemented by the schools themselves, should be of such a standard that they function 

effectively to give these learners the best possible support (Nel, Müller & Rheeders, 

2011). This kind of support system is crucial in supporting learners with SLD. 
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2.6 SPECIFIC LEARNING DISORDER (SLD) 

   2.6.1 Definition of SLD 

According to the Diagnostic and Statistical Manual of Mental Disorders (DSM-5), 

published by the American Psychiatric Association in 2013, SLD is defined using the four 

criteria mentioned in Table 2.1 below. The DSM-5 (APA, 2013) defines SLD as “a 

neurodevelopmental disorder with a biological origin that is the basis for abnormalities at 

a cognitive level that are associated with the behavioural signs of the disorder. The 

biological origin includes an interaction of genetic, epigenetic, which means non-genetic 

influence, and environmental factors, which affect the brain‟s ability to perceive or 

process verbal or nonverbal information efficiently and accurately. Genetic and acquired 

factors are the causes of this LD”. Margari, Buttiglione, Craig, Cristella, de Giambattista, 

Matera, Operto and Simone (2013) also agree with this definition. 

Ormrod, (2003) and DSM-5 (American Psychiatric Association [APA], 2013) 

describe LD as difficulties in cognitive processes that cannot be attributed to mental 

retardation, emotional or behavioural disorders or sensory impairments. Cognitive 

processes mentioned above include;  

 perceptual difficulty in which a learner can have a difficulty in understanding or 

remembering information given;  

 memory difficulty which refers to problems with long and short term memory;  

 metacognitive  difficulty in which the learner has a problem with directing own 

learning;  

 difficulty in processing oral language, where the learner has a problem with 

understanding the spoken language or remembering what they have heard; 

 Reading difficulty which involves problems with written words and 

comprehending them. The extreme form of reading difficulty is called dyslexia.  

 Written language difficulty, where the learner has a problem with handwriting, 

spelling or written expression. The extreme form of written expression 

difficulties is called dysgraphia. 

 Mathematical difficulty where the learner has a problem with remembering 

information that relates to numbers.  

 Difficulty with social perception, which is the problem of misunderstanding 

social cues.  
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      Ormrod (2003) differs from other writers by including perceptual, memory, 

metacognitive, difficulty processing oral language and difficulties in social perception as 

specific cognitive deficiencies in learners with LD.  

Routh (2003) agrees that if these academic skills fall too far behind the expected 

rate, the possibility of a learning disability should be considered. These learning 

difficulties begin during school years and sometimes may not be fully evident until later in 

life, when the learner is required to cope, for instance, with writing a complex report and 

are not better accounted for by intellectual disabilities (APA, 2013). 

Kemp, Smith and Segal (2012) note that learning disorders or learning disabilities, 

involve problems with reading, math, writing and reasoning, listening and speaking. 

According to the Numerous Foundation (2012), people with a learning disorder may have 

a problem with listening or paying attention, speaking, reading or writing and doing math. 

The Numerous Foundation (2012) agrees with the DSM-5 (APA, 2013) that SLDs do 

occur in very young children, but are not recognised until the child starts going to school. 

Learners with SLD can also display low self-esteem and demoralisation (Numerous 

Foundation, 2012). 

Evaluation and testing for learning disorders can only be conducted by a 

professional psychologist. From various educational and medical tests conducted with 

the learner in this study, it has been concluded that Themba has a Specific Learning 

Disorder. 

2.6.2 Diagnosis of SLD 

Criteria A1–A6 in table 2.1 below illustrates the learning difficulties as observable, 

descriptive behaviours or symptoms. These clinical symptoms may be observed or 

probed by means of the clinical interview, or ascertained from previous or current school 

reports, portfolios of the child‟s evaluated work requiring academic skills, curriculum-

based measures or assessments, rating scales, or descriptions in previous educational 

or psychological assessment. SLD is a neurobiological disorder that cannot be 

diagnosed before school-going age (Margari et al., 2013, NINDS, 2012).  

 Table 2.1 Diagnostic criteria for Specific Learning Disorder  

 (According to DSM5, APA 2013). 

  Source: DSM5 (APA, 2013) 
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A. Difficulties learning and using academic skills, as  indicated by the       

    presence of at least one of the  following symptoms that have persisted   

    for at least 6  months, despite the provision of interventions that target  

    those difficulties: 

1. Inaccurate or slow and effortful word reading (eg reads single words       

    aloud incorrectly or slowly and  hesitantly, frequently guesses words,  

    has difficulty sounding out words). 

2. Difficulty understanding the meaning of what is read  (eg may read text  

   accurately but not understand the sequence, relationships, inferences, or      

   deep meaning of what is read).  

 3.Difficulties with spelling (eg may add, omit, or substitute vowels or      

    consonants). 

4. Difficulties with written expression (eg makes  Multiple grammatical or  

     punctuation errors within  sentences; employs poor paragraph     

     organisation; written expression of ideas lacks clarity). 

5. Difficulty mastering number sense, number facts or calculation (eg  

    has poor understanding of numbers, their magnitude and relationships;  

    counts on fingers to add single digit numbers instead  of recalling the  

    math  fact as peers do; gets lost in the midst  of arithmetic computation   

    and may switch procedures). 

6. Difficulties with mathematical reasoning (eg has severe difficulty       

   applying mathematical concepts, facts or procedures to solve quantitative   

    problems). 

B. The affected academic skills are substantially and  quantifiably below  

     those  expected for the individual‟s chronological age and cause   

     significant interference  with academic or occupational performance, or   

     with  activities of daily living, as confirmed by individually administered  

     standardised achievement measures and comprehensive clinical  

     assessment. For individuals age 17 years and older, a documented history  

     of impairing learning difficulties may be substituted for the standardised  

     assessment. 

C. The learning difficulties begin during school-age years  but may not   

     become fully manifest until the demands for those affected academic  

     skills exceed the individual‟s limited capacities (eg as in timed tests,    

     reading or writing lengthy complex reports for a tight deadline,    

     excessively heavy academic loads). 

D. The learning difficulties are not better accounted for by intellectual  

     disabilities, uncorrected visual or auditory  acuity, other mental or   

     neurological disorders, psychosocial adversity, lack of proficiency in   

     the  language of academic instruction, or inadequate educational  

     instruction. 
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No single data source is sufficient for the diagnosis of SLD. Other sources that 

can be used to diagnose SLD, in addition to the ones mentioned above are; the 

individual‟s medical, developmental, educational and family history, the history of the 

learning difficulty, including its previous and current manifestations, the impact of the 

difficulty on academic or social functioning. In children and adolescents these difficulties 

are evident when the child shows no evidence of catching up with classmates for a 

period of about six months, even with extra help from school or from home. DSM-5 

(American Psychiatric Association, 2013) also states that SLD can only be diagnosed 

after formal education starts but can be diagnosed at any point afterwards in children, 

providing there is evidence of onset during the years of formal schooling. 

Merikangas (2001) emphasises the importance of correct diagnosis as a 

prerequisite for effective treatment, whether it is behavioural, educational or 

pharmacological, or combinations thereof. Evaluation and testing by a trained 

professional can help identify a learning disorder (NINDS, 2012). The Diagnostic and 

Statistical Manual of Mental Disorders (5th ed.; DSM-5; American Psychiatric Association, 

2013) comprehensive assessment will involve professionals with expertise in SLD and 

psychological/cognitive assessment. If SLD typically persists into adulthood, 

reassessment is rarely necessary, unless indicated by marked changes in the learning 

difficulties or requested for specific purposes (APA, 2013). 

2.6.3 Characteristics of SLD 

The first characteristic of SLD identified in DSM-5 (American Psychiatric Association, 

2013) is the persistent difficulty in learning academic skills that occur in the 

developmental period of a learner, which include the beginning years of formal 

schooling. Although learning disorders occur in very young children, they are usually not 

recognised until the child reaches school age (NINDS, 2012). The essential academic 

skills are reading single words accurately and fluently, reading comprehension, written 

expression and spelling, arithmetic calculation and the ability to solve mathematical 

problems. With brain maturity, an individual acquires developmental milestones like 

talking and walking, whereas the academic skills of reading, spelling, writing and 

mathematics have to be taught and learned explicitly. SLD interrupts the normal pattern 

of learning these academic skills. It is not only the result of lack of opportunity to learn, 

but this difficulty influences the ability to learn in other subjects, eg sciences. The 

problem is also due to the difficulty in learning the foundational academic skills. The most 

common display of SLD, according to DSM-5 (APA, 2013), is dyslexia which is the 
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difficulty in reading printed words. Language disorders may be associated with or 

precede dyslexia (NINDS, 2012).   

Criterion B in Table 2.1 illustrates the secondary characteristics of SLD. The 

affected skills are well below average for age. The most significant indicator of difficulties 

in learning is low academic achievement for age or average achievement that is 

sustained by extremely high levels of intervention and support. The child‟s school reports 

may indicate the low levels of academic skills that significantly interfere with school 

performance. In adults the clinical indicators are evident in avoidance of activities that 

require these academic skills, and these low academic skills interfere with the adult‟s 

ability to perform occupational activities successfully. 

The third characteristic of SLD is that the learning difficulties are evident in the 

early school years of most individuals. However, in other individuals these learning 

difficulties may not be evident until later in the school years. At this point the learning 

demands have increased and exceed the learner‟s ability to cope with the school work. 

Lastly, the DSM-5 (APA, 2013) describes the last characteristic (criteria D in table 

2.1). The learning difficulties are not attributable to intellectual disabilities, neurological or 

motor disorders or hearing or vision disorders, which are usually associated with 

problems in learning academic skills. They are also not better accounted for by 

neurological disorders, psychosocial adversity, lack of proficiency in the language of 

teaching and learning. 

Children with LD often present with motor, sensory, perceptual abnormalities 

(Margari et al., 2013). ADHD, anxiety and depressed mood may be present in children 

with SLD. With regard to anxiety and depressed mood, a bi-directional relationship 

between anxiety, depression and academic achievement has recently been 

hypothesised (Margari et al., 2013). Anxiety and depressed mood could negatively 

impact learning processes; alternatively, children with LD may develop anxiety and mood 

problems, because they often report adverse academic experiences (Margari et al., 

2013). Margari et al, assumed that the symptoms of anxiety and depression are more 

frequent in the SLD subgroup, due to the greater introspective capacities of these 

children who are more aware of their difficulties. 

As SLD interrupts the normal pattern of learning foundational academic skills, the 

learner will need further interventions to be able to cope in mainstream classes. The next 

section provides various intervention strategies that can be used to support learners with 

SLD. 
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2.7 INTERVENTIONS 

The inclusion of a learner with SLD in mainstream classes demands curriculum 

adaptations. According to the guidelines for inclusive teaching and learning, curriculum 

adaptations “refer to making aspects of the curriculum accessible and meaningful, such 

as teaching and learning material, the classroom environment and assessment”, (DoBE, 

2010). This will assist learners with SLD in having an equal opportunity to learn the same 

skills, concepts and knowledge available to other learners in the class. Lee, Amos, 

Gragoudas, Lee, Shogren, Theoharis, and Wehmeyer (2006) agree that curriculum 

adaptations enable learners with learning difficulties to achieve and progress in the 

general curriculum. The way in which the curriculum is presented to the learner and the 

opportunity made available to the learner encourages interaction with the curriculum and 

to achieve the required outcomes. 

2.7.1 Curriculum adaptations 

Browning-Wright (2005) lists nine curriculum adaptations that can be used in supporting 

learners with learning difficulties: 

 In addressing quantity of work, the number of items a learner is expected to learn 

and the number of activities the learner is expected to complete may be adapted. 

This may be done prior to formal tasks being issued. 

 The time given for learning, task completion and testing can also be adapted 

through individualising a timeline for completing a task. Time can also be 

increased or decreased depending on learner needs. 

 In adapting the level of support, personal assistance can be increased to keep the 

student on task or to encourage the use of specific skills. This can also be 

achieved by assigning peer buddies. 

 For input, adapting the way instruction is delivered to the learner by using visual 

aids, enlarging the text, giving more concrete examples, giving hands-on 

activities, allowing the learner to be in cooperative groups and pre-teaching of 

terms before the lesson. 

 Adapting the skill level, problem type or the rule of how the learner can approach 

the work. This can be done by allowing the learner to use a calculator to solve 

math problems or changing the rules to accommodate the needs of the learner. 
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 For output from learners, adapting how learners can respond to instructions like 

encouraging verbal instead of written response or to allowing the learner to use 

material to show knowledge. 

 In participation, adapting the extent to which a learner is involved in a task, eg 

holding the globe while others read the map, leading a group or sitting next to you. 

 Teachers can alternate goals or expected outcomes while using the same 

material, eg in social sciences the learner can be expected to identify the colour of 

a certain country while others must name the country and its capital. This can only 

be done with learners with moderate to severe disabilities. 

 Substituting the curriculum by providing different instruction and material to meet 

the learner‟s individual needs. 

2.7.2 Teaching methodologies 

There are different teaching methods that can be used by teachers in their attempts to 

support learners with SLD in mainstream classrooms. 

 Lee et al. (2006) mention graphic or advanced organisers, semantic maps, 

mnemonics, chunking, questioning and visualising as some of the strategies that can be 

used to adapt the curriculum in order to accommodate learners with SLD. 

Graphic organisers 

According to Lee et al. (2006) graphic organisers are the way in which information or 

concepts are arranged using charts, graphs or maps so that the learner can assimilate 

new information. These can be used to assist with reading comprehension and other 

subjects. The Virginia Department of Education (VDOE) (2014) notes that graphic 

organisers are “visual and spatial displays that facilitate teaching and learning by 

organising key concepts” (p.21). They assist learners to connect the text they are 

reading to their prior knowledge (VDOE, 2014).  

Chunking 

This refers to grouping together similar parts of information to create units and improve 

reading skills (Lee et al., 2006). This learner-focused strategy has to be taught to 

learners and can be more effective when joined with graphic organisers. 

Mnemonic Strategies 

These are strategies that enhances memory using word, sentence or picture devices. 

For supporting learners, these can be used as sketches or visual images. 
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 According to VDOE (2014) teaching methodologies for reading instruction should 

include: phonemic awareness, phonics, fluency, vocabulary and text comprehension. 

Learners with SLD also need assistance with basic reading skills, decoding, reading 

comprehension and reading fluency (VDOE, 2014). 

2.8 Chapter summary 

In this chapter the theoretical framework that informs this study is discussed. IE is also 

discussed at international and national levels. The bio-ecological model of human 

development is presented. In implementing IE in schools the role of the DBST and the 

SBST is highlighted as these teams play a crucial role in the SIAS process. This chapter 

also reviews literature on educator, parental involvement and learner support to illustrate 

their importance. Furthermore, the chapter discusses the definition, diagnosis and 

characteristics of SLD. Lastly, curriculum adaptation and teaching methodologies are 

listed in this chapter. 

The next chapter discusses design and methodology of the study. 
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CHAPTER THREE 

RESEARCH METHODOLOGY 

3.1 INTRODUCTION 

This chapter discusses the interpretive research paradigm in which this research was 

conducted. The qualitative research design is also discussed, giving an explanation of 

why the researcher chose a case study research design for this study. Furthermore, the 

researcher gives a description of the case selection and the participants chosen for this 

study. A detailed description of the data collection and methods of analysing are given. 

Lastly, ensuring trustworthiness and ethical considerations are also discussed. 

 

3.2 RESEARCH PARADIGM  

 

Kuhn cited in Maxwell (2013) defines a paradigm as “the entire constellation of beliefs, 

values, techniques, shared by the members of a given community”. Shepherd and 

Challenger (2004) agree that paradigms are frameworks of how we look at reality. From 

the above definitions it is evident that a paradigm is a way in which we view the reality in 

which we find ourselves, based on our interaction with our environment. In this study, the 

way that I, as a researcher, view reality or my paradigm has shaped the way I have 

interpreted the data and the outcome of this study. 

Maxwell (2013) argues that, at a general and abstract level, paradigms have 

philosophical positions such as positivism, constructivism, realism, pragmatism and 

postmodernism. Each of these has different ideas about reality (ontology) and how we 

can gain knowledge of this reality (epistemology). In this study I have chosen a more 

specific paradigm (Maxwell, 2013) that is relevant to qualitative research, namely, the 

interpretive paradigm. 

I believe that each person creates their own reality as they interact with the 

environment that they live in and interact also with other people within the that person‟s 

environment. Themba is a learner at the school where I work. Though I have not taught 

him in class, I have had many opportunities to interact with him within the school 

environment. My reference point was therefore influenced by the social interaction I had 

with Themba. In gaining knowledge about the reality (epistemology) of Themba‟s 

experiences I brought myself closer to him by developing a relationship with him 

whenever an opportunity arose. His Grade three class educator is a colleague who 

brought me closer to Themba‟s classroom experiences. There was also continuous 
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monthly contact with his mother. My interaction with all these participants enabled me to 

gain more knowledge and interpret the experiences that Themba had, as he was 

supported in the school. 

The interpretive research paradigm further argues that the researcher brings 

human interpretation to the environment and to the people involved (Vine, 2009). Berg, 

(2007) and Gall, Gall and Borg (2005) all confirm that the interpretive research paradigm 

indicates that human environments are constructed by the individuals who participate in 

those environments. This is further explained by Henning, van Rensburg and Smit 

(2004) who state that interpretive theory captures the lives of the participants in order to 

understand and interpret meaning. Therefore, the way that I interpreted reality and the 

way I captured the participants‟ lives in order to bring meaning, has been evident from 

the beginning of this study. The study is descriptive in nature as it attempts to capture 

the lives of the participants from their own views or voices (Henning et al., 2004; Blue-

Banning, Summers, Frankland, Nelson, & Beegle, 2004). 

Toma (2006) states that the interpretive research paradigm focuses on gaining 

meaning and understanding then building concepts and theories, using various 

interactive methods. In this study, as the researcher, I attempted to understand and bring 

meaning to the support received by Themba, by collecting information from the parent, 

teacher, and learner, using interviews. Documents were also used to collect more 

information. Furthermore, the information collected was used to develop themes that 

best described how Themba was supported. All these methods were applied using 

words instead of numbers (Silverman, 2006). Lastly, the theory of IE was taken into 

account in the research design and analysis. 

The interpretive research design also relates to Bronfenbrenner‟s (1979) theory of 

bio-ecological perspective. This theoretical framework is discussed in detail in Chapter 

two and is the basis of this study. It encouraged the researcher to take into account the 

various systems that interact with each other in the life of learners and the other systems 

which they in turn influenced. In particular, this study focused on how the different 

systems, ─ teacher, school, community, district office ─ interacted with each other to 

support Themba.  

3.2.1The role of the researcher 

According to Henning, van Rensburg and Smit (2004) and Blue-Banning et al., (2004), 

the role of the researcher becomes more important as co-creator of meaning. In this 

study the researcher was part of the participants who created meaning through data 
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collection and analysis. Henning, van Rensburg and Smit (2004) and Blue-Banning et 

al., (2004) also emphasised the role of the researcher in encouraging the collection of 

data from various sources in an attempt to strive for validity. So in this study, data was 

collected through interviews, observation, researcher‟s journal and documents.  

Berg (2007) states that the researcher has to accept and acknowledge the role of 

constructing the social realities, that are described in the study. Gall, Gall and Borg 

(2005) add that the researcher also uses beliefs and personal background to influence 

the reality being studied.This is why the researcher‟s experience has been included in 

what is reported. Furthermore, I relied on my personal observation, intuition and 

judgment to understand the situation in which Themba found himself. My experience and 

beliefs as a remedial teacher also influenced the interaction, decisions and conclusions 

about Themba‟s case. 

3.3 RESEARCH DESIGN  

This study was qualitative in nature. According to Patton (2002), qualitative research 

attempts to make sense of interactions within a particular situation. It also involves 

collecting information about these interactions that an individual has. Patton (2002) 

further stated that a deep understanding of the situation is then acquired, which in turn 

assists interpreting the meaning that the individuals involved bring to the situation. 

Therefore, qualitative research is interpretive, as it involves studying and interpreting the 

reality of individuals as they interact with their environment. 

Patton (2002) further argues that qualitative research attempts to understand the 

unique interactions in a particular situation. Denzin and Lincoln (2005) also offer a similar 

opinion: that qualitative research focuses on interpretation of phenomena in their natural 

setting, to make sense in terms of the meaning people bring to these settings. Denzin 

and Lincoln (2005) add that qualitative research involves collecting information about 

personal experiences, introspection, life story, interviews, observations, historical 

interactions and visual text, which are significant moments and meaningful in people‟s 

lives.  

The main characteristics of qualitative research, described by Henning et al., 

(2004) are: studying things in their own natural settings; using evidence from data to 

explain the phenomena; and attempting to make sense of phenomena in terms of 

meanings people bring to them. This study observed Themba in the natural setting of the 

school environment. It has also attempted to understand the support he had received by 

looking at the different systems that provided the support.The research design used in 
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this study was the case study.This method was used to find meaning in the real life 

context or experiences of the people involved. In this study, I systematically gathered 

information, as advised by Berg (2007), about a particular individual and generalised the 

findings of this case. 

This case study described the support a learner with SLD received in a township 

mainstream school. I also recreated the situation and its context through interviews, 

observations and documentation. These were used to give meaning and intentions, as 

mentioned by Gall et al., (2005), that were inherent in Themba‟s reality. The study 

explains the kind of support he had received so far. This was achieved through looking at 

patterns that were reflected from the data collection tools used. Finally, the kind of 

support Themba had received was evaluated from the data collected through data 

analysis processes. 

3.4 RESEARCH CASE SELECTION  

Flyvbjerg (2004) defines a case study as a „detailed examination of a single example‟. 

Baxter and Jack (2008) and Gall et al. (2005) refer to a qualitative case study as an 

opportunity for researchers to explain, explore, evaluate or describe a phenomenon in 

context, using a variety of data sources. Yin (2011) defines the case study as an 

empirical inquiry that investigates a contemporary phenomenon within its real-life 

context. Therefore a case study looks at a particular system through the process of 

collecting data about that system. The real life context of this study was the school 

setting with focus on the classroom and playground. The home and larger community 

were also part of the context within which the study was set. This case study focused on 

a learner with SLD and the support he had received in a mainstream classroom. Gall et 

al. (2005) state that case studies are the study of a phenomenon by focusing on specific 

instances, in-depth study of each case, studying the phenomenon in its natural context 

and representation of both the researcher‟s and the participant‟s perspectives. In this 

study, the researcher wished to explore the support Themba had received in his real life 

context. 

 Case study design is not guided by one theoretical framework (Gall et al., 2005). 

Thus this study employed the inclusive and systemic theories in the research design and 

analysis. According to Shutterworth (2008), a case study provides a more realistic 

response than when statistics are used. This study was aimed at collecting the data that 

was in word form rather than numbers. Furthermore, it focused on all the data that was 

already available from Themba‟s context. 
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Case studies produce the type of context-dependent knowledge that research 

conducted on learning shows to be necessary, to allow people to develop from rule-

based beginners to virtuoso experts (Flyvbjerg, 2004). However, the disadvantage of this 

context-dependent knowledge is that subjectivity gives too much scope for the 

researcher‟s own interpretation, as it does not usually involve a large number of cases 

(Toma, 2006). Flyvbjerg (2004) also comments that it is a misunderstanding that case 

studies generalise, as they mostly depend on the type of case study and how it was 

chosen.  

In selecting this case, I used criterion sampling, as the individual selected met the 

criteria I required (Luneburg & Irby, 2008). The criteria used in case selection are listed 

below: 

 The learner had to be diagnosed with SLD by a professional psychologist. 

 He had to be in a township mainstream school. 

 The current teacher had to be providing support to cater for his learning 

difficulties. 

 The parents had to be involved in the support given. 

 There had to be other systems supporting him outside the school, e.g. at home. 

These criteria assisted in data collection and provided focus for the study. 

3.5 AIM OF THE RESEARCH 

The main aim of this study was to explore the nature of support a learner with SLD 

received in a township mainstream school. The secondary aims of this study were to 

identify the factors that led to the learner being diagnosed as having SLD and the 

support provided by the teacher, family, education department and community for the 

learner, and the support provided for the teacher in supporting the learner. 

The outcomes from these aims may assist schools and teachers to implement 

intervention methods that best suit learners with SLD. They may also assist the school in 

deciding the best way to interact with other systems in the learner‟s environment in 

supporting learners with SLD. 

3.6 PARTICIPANTS 

The participants in this qualitative case study were: the learner, the teacher and the 

parent. 
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3.6.1 The learner 

Themba was a 12-year old Tswana boy who was repeating Grade three. The researcher 

came to know Themba when he could not be placed in the remedial class, in which the 

researcher was the class teacher. He could not be placed because no learner left the 

class in that year. Thus there was no space for him. The parent continally came to me 

requesting other ways to help him. When the opportunity came to do this research, I 

decided to work with Themba as a way of finding the kind of support he is currently 

receiving in the mainstream class. 

3.6.2 The teacher 

Mrs. Dire3  was a 50-year old, Pedi-speaking woman, who had been teaching for more 

than 20 years. She had been in this school for twelve years and had sixteen years‟ 

experience in teaching Grade three, including at previous schools. The school uses 

English as the Language of Learning and Teaching (LOLT). Though she uses English in 

teaching her class, she sometimes translates for her learners into SeTswana to make 

sure that learners understand the instructions. As Themba‟s Grade three class educator 

she did not have any academic qualifications in working with learners with learning 

barriers or special needs, but was able to identify that he had a learning problem. In 

addition to her twenty years of teaching experience, Mrs. Dire was also able to gather 

information on Themba, for example, that he had repeated Grade two more than twice. 

Mrs Dire also attended workshops conducted by the SMT, the school‟s SBST and 

District officials. These workshops provided her with alternative teaching strategies in 

supporting Themba in the classroom.  

 3.6.3 The parent 

Mrs. Metsing 4 also played an important role as she had more vital information about the 

learner that the researcher might need. Themba‟s mother is a 49-year old SeTswana 

speaking woman, who agreed to be involved in this study. At home she speaks 

SeTswana with Themba, though he has IsiXhosa speaking friends, whom he plays with 

every afternoon. She is married to Themba‟s father but is presently playing the role of a 

single mother, as the father is mostly out of the country due to work demands. She is a 

domestic worker and as such can be classified as a low socio-economic earner.  

                                                           
3
 Pseudonym given for the Grade three class  teacher to protect her identity 

4
 Pseudonym given to the parent to protect her identity 
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Themba, Mrs Dire and Mrs Metsing were the primary participants to share ideas 

on the kind of support that Themba has received so far. Below, the methods that were 

used to collect data are discussed. 

3.7 DATA COLLECTION METHODS  

As Gall, Gall and Borg (2005) stated, the purpose of case studies is to conduct an in-

depth study of the case. To achieve this, data has to be collected from various sources 

so as to enable triangulation of the research data. 

 The data collection methods in this study were narrative. That is, words were 

used instead of numbers (Mertler, 2006). Table 3.1 below shows the methods used to 

collect the data together with their sources. 

Initially interviews, observation and documentation were identified as my basic 

data collection methods, as recommended by Toma (2006). Later it was decided to 

include a researcher‟s journal so as to keep all field notes of observations and to record 

the process I went through as a researcher. 

 

Table 3.1 Methods used to collect data 

 

Data collection method Data source 

Interviews Teacher, parent and learner. (Appendix F1). 

Observations Themba in class, assembly and in playgrounds (Appendix 

E). 

Documents and artifacts Class spelling, reading tests, school reports, psychologist‟s 

assessment reports, GDE 450 support forms and referral 

forms (Appendix L, J, G, D, I & H). 

Researcher‟s journal As the researcher, I kept a journal with reflections on the 

research study processes, highlighting the events as they 

occurred, including the observations of the learner 

(Appendix E). 

 

After the research proposal was approved by both the University Higher Degrees 

Committee and Ethics Committee (Appendix A), the parent‟s permission was requested 

to conduct this study using her son as a case-study focus. She verbally agreed to this. I 

then requested permission from the principal of the school where I was a teacher, to 

pursue this research study. She gave her verbal consent. Themba‟s current Grade three 

educator was also invited to be a participant in this study and she verbally agreed. 
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Themba also gave his assent to be part of this study. All participants were then given 

consent forms to sign (Appendix B). 

3.7.1 Interviews 

The first data collection method used was interviews with the teacher, parent and learner 

(Appendix F2). The purpose of the interviews was to identify all the support already 

provided for the learner. This assisted in obtaining a more descriptive understanding of 

the support that the learner received. 

The interviews served as the main method of data collection, so as to obtain a 

more descriptive understanding of the support received by the learner (Blue-Banning et 

al., 2004). Open-ended interviews (Gall et al., 2005) and semi-standardised interviews 

(Berg, 2007) were used to allow the interview sessions to flow freely. This meant that 

questions were prepared in advance to provide a structure, but during the interview 

process, follow-up questions were asked, based on how the interviewee responded. 

Some of the questions had to be rephrased or clarified and I had to be flexible so that the 

participants understood what I meant. The one challenge with the interviews was the 

language. Though questions were prepared in English, they had to be translated to 

SeTswana for all respondents as they found it easier to respond in their home language. 

Some of the questions had to be simplified further during the interview sessions. This 

enabled the respondents to understand the questions. Three sets of interview questions 

were developed for each respondent (Appendix F1). All these questions were based on 

the research question asked in chapter one.  

All the questions I asked of the three respondents allowed each respondent to 

reflect on the kind of support that Themba was given and the results thereof. The 

questions for the parent were based on the kind of support the learner received at home 

and support received from previous teachers. Those for the teacher required information 

on the current activities the learner was engaged in, so as to support him. They also 

focused on the support the teacher received to support Themba. The questions for 

Themba were based on how he believed he was supported at home, community and at 

school. The questions were in written form. I sat with each respondent and asked the 

questions. The respondents gave consent for sound and video recordings of the 

interview sessions to be made.. It was only after the interviews that the researcher 

transcribed the questions from the video recorder. The questions designed for all three 

participants were similar. The motivation for this was for similarities and themes to 
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emerge from the data. The following questions were asked during some of the interview 

sessions: 

 

  How long has Themba been in your class? 

 Has he repeated any class? If so, please specify 

which class, which year and the number of times 

repeated? 

 Tell me about the support Themba receives in the 

classroom and school? 

 When did you first see that Themba had a learning 

problem? 

 What did you pick up, in Numeracy, Literacy or Life 

Skills that indicated to you that there was a problem? 

These interviews were conducted at the school premises at a time convenient for 

each participant. All interviews were conducted in a mixture of English and SeTswana. 

The interviews were then translated into English by the researcher. I also requested the 

assistance of a second translator, who was a SeTswana teacher at a secondary school. 

The translator assisted in confirming the words spoken and the spelling during 

transcriptions. In all interviews the sessions started with relaxing greetings, then moved 

to questions and ended with an opportunity for participants to provide new information. I 

adapted the questions as the need arose to ensure that all aspects were covered. I also 

had to simplify most of the question as the respondents found it hard to answer the first 

questions asked. 

All interviews were recorded and then transcribed. Firstly I transcribed the 

interviews separately in English and SeTswana. On identifying the challenge of 

comparing the interviews, a table was created to put the English transcript against the 

SeTswana one.  

3.7.2 Observation 

All the observations were personally conducted and recorded by the researcher. The 

focus of the observation was on how the learner reacted around others as support was 

provided for him. Notes were taken in my researcher‟s journal during the observation and 

later additions were added. 

I observed three formal lessons which involved the learner being given support in 

the classroom, those for reading, writing sentences and counting numbers. Most of the 

observation was done incidentally during class visits. I also observed Themba at 
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assembly and in the playground area. I was a participant observer (Lunenburg & Irby, 

2008) as I was part of the classroom environment and also asked questions. One lesson 

I observed took place in an English class. The observation notes were taken during the 

lesson and after the lesson in my own reflective session as recommended by Gall et al. 

(2005).  

As Gall et al. (2005) indicate, I strove to become a participant observer by 

interacting personally with Themba in his classroom environment, on the field, when I 

took him to the optometrist and during the interview sessions I had with him, so that I 

could build empathy and trust to further understand the reality he finds himself in. 

The disadvantage of this method is that some researchers take notes only after 

leaving the field (Gall et al., 2005) which can result in some specific information being 

missed. Most of the notes were typed into my laptop in the evening after observations 

were done, which might have lost some information. Another disadvantage of observing 

was that, during the class visit, Themba was very conscious of my presence in the class 

and did not respond as he would normally do. To counteract this, I frequently went to the 

class so he could get used to my presence. During break times I would speak to him with 

his friends and he eventually warmed up to my presence in his class. (Appendix E). 

These observation notes assisted in identifying the learner‟s reactions. They were 

also used to identify emerging themes for the study. 

3.7.3 Researcher‟s journal 

A research journal was used to carefully watch and systematically record Themba‟s 

interactions, as suggested by Taylor, Wilkie and Baser (2006) and to continuously 

observe the learner during breaks and at assembly. This was possible as the researcher 

was at the same school with the learner and had had many opportunities to interact with 

the learner outside the classroom situation. 

In this journal I also recorded the processes gone through as a researcher in 

conducting this study. 

3.7.4 Documents and artifacts 

Relevant written communications, as suggested by Gall et al. (2005), and documents 

were collected from the teacher, learner and the parent. These included psychological 

reports (Appendix D), optometrist‟s reports (Appendix O) and tests written in class 

(Appendix J, K, L, M and N). The learner‟s previous years‟ reports were also collected 

(Appendix G). The teacher and the mother were requested to provide any additional 
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reports or documents that might assist in conducting this research. Neither could provide 

any documents as they indicated that the learner has lost all classwork books. The 

documents indicated in the appendices were collected from the district office, from 

Themba‟s referral files. A few samples of the learner‟s work were also collected. These 

include spelling and reading test written by Themba (Appendix K, L and J). These 

documents and artifacts were collected to support the diagnosis that the learner had 

SLD. 

From the above discussion it is evident that data was collected by various 

methods in word form, which qualifies them to be qualitative in nature. Percentages and 

marks in reports and the psychological assessment report are quantitative but were 

analysed qualitatively. All the data were analysed in the methods explained below. 

3.8 DATA ANALYSIS  

Gall et al. (2005) define data analysis as involving a set of procedures to code and 

classify qualitative data, to ensure that the important themes and patterns emerge. This 

section describes in detail how the data were analysed. After the data were collected 

they were analysed in accordance with the research problem and aim.  

Yin (2011) states that data analysis can be most challenging in the qualitative 

research design. Yin (2011) further states that these challenges can be avoided if the 

researcher has a carefully designed action plan. In collecting my data I started by 

describing how I prepared the data before analysing it. Then the process of coding the 

data was explained in preparation for data analysis. Finally, I gave details of how the 

data were coded and analysed. 

3.8.1 Preparing the data for analysis 

The following steps describe how the data were prepared before analysis. All interviews 

were designed to cover the same content to answer the research question, each 

interview was taped with a video recorder and after the interviews each interview was 

typed and transcribed into English written form. 
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Table 3.2 Extract from interview with parent – English transcript 

Researcher:  The Grade 3 educator. 

Parent:  It is then that I realised that this person (meaning her son) cannot 

read. That is his biggest problem. 

Researcher:  Mmmm... 

Parent:  That was his problem.  

Researcher: When you were observing him, what confirmed to you that he 

had a reading problem? 

Parent: It was just that, sometimes, when I would take his books requesting 
him to read with me, he would say to me: “You read first, I don‟t know this 
and this and this is (the child pointing to the book). (Parent addressing 
me)You understand. It‟s then that I realised that this thing is difficult for him; 
this thing of reading is difficult for him. I then started with his brother to 
practice with him, starting from the beginning (you understand). 

The original questions were in English. During the interview sessions, the 

participants responded in SeTswana and some in a mixture of SeTswana and English. 

During the first transcription, I translated some of their answers into English as in Table 

3.3. I then decided to also transcribe them in the original SeTswana version for 

authenticity as in Table 3.4.  

Table 3.3 Extract from interview with Themba – SeTswana transcript 

Researcher: OK. Right. Okra thuso kogae kamosebetse? Kahomework? 

Child: Yes mam. 

Researcher:  Yang bago thusa yang? 

Child: Bathusa, bari waibona ena yetsiwa yang, ebe beats palo yabona, 

ebe keshaeba  akefetsa ebe ketsa yaka  kabobokeng, akefetsa ebe kebona 

gori yetsiwa yang ebe kesheba e ba editseng ebe kebona gori yetsiwa 

yang. 

Researcher: Otlhaloganya babitso a otle elewabalang koklassing English? 

 

I then requested a second translator to edit the written SeTswana language for 

me. To make understanding easy for the reader, a table was then formed to correlate the 

original version with the English transcription. During this process I discovered the 

names of the participants were written and I then gave them pseudonyms. 
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Table 3.4 Extract from interview with Themba- both languages 

Researcher: OK. Right. Okra 
thuso kogae kamosebetse? 
Kahomework? 

Researcher: OK. Do you get help at 
home with your homework? 

Child: Yes mam. Child: Yes mam. 

Researcher:  Yang bago thusa 
yang? 

Researcher:  How do they help you? 

Child: Bathusa, bari waibona ena 
yetsiwa yang, ebe beats palo 
yabona, ebe keshaeba  akefetsa 
ebe ketsa yaka  kabobokeng, 
akefetsa ebe kebona gori yetsiwa 
yang ebe kesheba e ba editseng 
ebe kebona gori yetsiwa yang. 

Child: They help me. They say do you 
see how it‟s done? They then do their 
own sum. I look at it, then they tell me 
to do my own and tells me that it is 
done like this.  

Each part of the different interviews was allocated a segment number. For 

example, Segment 1 was the researcher‟s question and Segment 2 was the 

respondent‟s answer to the researcher‟s question. This made the reference to the 

interviews during the analysis process easier for the researcher, as some segments 

have only one word questions or responses. 

Table 3.5 Extract from interview with parent-with segment number 

SEGMENT ORIGINAL INTERVIEW TRANSCRIBED INTERVIEW 

162. 

Researcher:  Obone eng 

mem ayetsa gore obone 

gore kannete wamothusa. 

 

Researcher:  What did you 

see the teacher doing that 

really convinced you that the 

teacher is really helping? 

163. 

Parent:   Gore most of 

the time nanna leyena 

fale. Asaduli lebana 

babang, ammulela gore 

kematla mothoko faka 

fana wabona, gore kwana 

gomoduma kante ga ale 

fa thoku gwaka ketlagona 

gobona gore opalwa 

keeng okgona eng. 

Parent:   It‟s that most of the 

time she would sit with him 

separately, without the other 

children. 

165. 

Parent: Nana dula leyena 

motafuleng. One are 

komorago go na le noise. 

Mara gana leyena okgona 

gommona gore okgona 

eng and gakgone ing. 

One a dula leyena 

motafuleng 

 

Parent:  She told me that she 

wants him next to her, 

because back there (pointing 

with her fingers) there is a lot 

of noise, „but when he is next 

to me I can see what he 

cannot or can do‟. She used to 

sit with him at her teacher‟s 

table. 
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The researcher‟s journal was allocated numbers per line for reference purposes. The 

psychologist‟s assessment (PA) report was also allocated a number per line (Appendix 

D). The Referral Forms (RF) were referenced using page numbers and section topics 

(Appendix H). Learner‟s school reports, and GDE 450 support forms (Appendix I) were 

also used for data analysis and referenced, using the year and term they were 

completed. Samples of Themba‟s original work were referenced according to the task 

completed (Appendix J, K, L, M and N). Pseudonyms were used in all the documents 

and artefacts to protect the identity of the participants and other individuals indicated. 

3.8.2 Coding of the data 

In coding the data I used open coding. Henning et al. (2004) describes open coding as 

breaking the data into discrete parts which are further divided into concepts and 

categories. The data was compared and similar incidents were grouped together and 

given the same conceptual label per interview. In this study I used a separate table to 

break down the data and allocate a conceptual label. Only the relevant segment number 

and English transcripts were used to arrange the data into conceptual labels as in table 

3.7 below. I included the segment numbers and the actual transcript so that I can trace 

back the data. 

Table 3.6 Transcripts from interview with the teacher-conceptual labels 

 
SEGMENT 

 
TRANSCRIBED INTERVIEW 

 
CONCEPTUAL 
LABEL 

13. 
Researcher:   OK. Thank you. Has he repeated 
any class? 

Grades repeated 

14. Teacher:  Yes. 

15. Researcher:  If so which classes did he repeat? 

16. Teacher:  Grade 2 and Grade 3. 

17. Researcher:  Which year did he repeat? 

18. Teacher:  Grade 2? 

19. Researcher:  Yes 

20. 

Teacher:  Grade 2 … 2000 and….. 2000 
and…….. 2000 and…, he came to me in 2000 
and.., last year was 2011. 

38. 

Teacher:  He was not able to write and read and 
do counting. The counting was very poor and 
even the reading but the writing, his handwriting 
is good. 

Writing, reading and 
counting difficulties 

 

In coding the researcher‟s journal and the psychologist‟s assessment report each 

line was given a number. School reports and 450 support forms were also analysed and 
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referenced according to date and term. Using the same process as with the interviews, 

similar words were identified, using the same codes as in the interviews. Some of these 

documents presented new codes which had similar incidents from the interview. As a 

result new labels were created which added to those found in the interviews. These were 

discussed separately. 

3.8.3 Categorising the data  

Henning et al. (2004) further describes the process of categorising as grouping concepts 

at a higher, more abstract level. In this study, after each raw data set was labelled with 

its segment number and arranged according to similar concepts, as indicated above, all 

familiar concepts were arranged together to create categories. Table 3.8 below illustrates 

how the raw data was arranged from data to categories. The segment number makes it 

easier to trace the source of the data. 
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Table 3.7 Extract from interview with the parent-categories 

SEGMENT 
TRANSCRIBED 

INTERVIEW 
CONCEPTUAL LABEL CATEGORIES 

54. 

Researcher: When you 

were observing him, what 

confirmed to you that he 

really has a problem? 

Assistance of reading at 

home 

Support received by 

Themba at home to help 

him read 

 

55. 

Parent: It was just that, 

sometimes, when I would 

take his books requesting 

him to read with me, he 

would say to me “You 

read first. I don‟t know this 

and this and this is (the 

child pointing to the book) 

(parent addressing me - 

you understand?). It‟s 

then that I realised that 

this thing is difficult for 

him. This thing of reading 

is difficult for him. I then 

started with his brother to 

practice with him, starting 

from the beginning (you 

understand?). 

 

3.8.4 Allocation of themes 

The categories were then searched for relationships that would lead to a thematic 

pattern. The categories were divided into four themes. All categories from the three 

participants were arranged under one theme. The themes were then presented in written 

form to present the data analysed. The line segments included assists to trace the data 

from the raw data. 
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Table 3.8 Extracts from arrangement of categories into themes using the teacher 

interview 

 
THEME 3 - SUPPORT PROVIDED FOR THEMBA FROM TEACHER 

INTERVIEW 

117. 

 
Teacher:  Yes she does 
support me because 
sometimes we sit together 
and I ask her that if a child 
cannot read, or not identify a 
certain sound, how I could 
help him. You see what to 
do with the learner. Then I 
go to her and ask if a child is 
unable to this, what I must 
do. She then tells me what 
to do. 

HOD Involvement 
HOD intervention to 
assist the teacher 

118. 

 
Researcher:  OK. Thank 
you. What do you do when 
he does not understand an 
instruction? 

 
Helping Themba to 
understand 
instructions. 

 
Intervention by 
teacher in the class. 

 

3.9 ENSURING TRUSTWORTHINESS  

In order to establish trustworthiness of this qualitative inquiry I used the following four 

criteria identified by Lincoln and Guba (1985). These are credibility, transferability, 

dependability and confirmability. These have also been summarised in figure 3.1 below: 
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Figure 3.1 Four criteria for establishing trustworthiness (adapted from Lincoln & Guba, 

1985) 

The use of the above-mentioned criteria minimised misrepresentation and 

misunderstanding (Toma, 2006). Silverman (2006) describes triangulation as combining 

multiple theories, methods, observers and empirical material to produce a more 

accurate, comprehensive and objective representation of the subject of study. He goes 

on to state that the most common application of this is by use of multiple methods; for 

example, combining interviews with observation. The assumption here is that if the 

findings of these methods correspond or draw the same or similar conclusions, then the 

credibility of those findings has been established. Gall et al. (2005) notes that 

triangulation uses multiple data collection methods, data sources, analysts, or theories to 

check case study findings.  

 

 

 

Four criteria of establishing trustworthiness 

Credibility 

Confidence 

in the 

findings by 

the 

readers 

Transferability 

The ability of 

the findings in 

this study to be 

applicable to a 

different group 

of individuals. 

Dependability 

Consistency in 

finding, even 

when research 

is done by 

different 

individuals. 

Confirmability 

Refers to the 

findings being 

a true 

reflection of 

the 

respondent’s 

experiences 

not the 

researcher’s 

ideas 
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3.9.1 Credibility 

Lincoln and Guba (1985) state that ensuring credibility in any study ensures the 

establishment of trustworthiness. Credibility refers to the confidence in the „truth‟ of the 

findings (Lincoln & Guba, 1985). Merriam, as cited in Shenton (2004), states that 

credibility can also be termed „internal validity‟. This refers to the assurance, that the 

reader is given, of the truth value of the research inquiry. Credibility also answers the 

question of how congruent the study is to reality (Shenton, 2004). This is achieved when 

the participants in the research agree with the construction and interpretation of the 

researcher (Toma, 2006). Toma sees credibility as the strength of qualitative work.  

Shenton (2004) defines triangulation as a process of using different data 

collection methods so as to compensate for their individual limitations and exploit their 

respective benefits. Triangulation is used so that the researcher does not rely on only 

one data source, but different data sources will be compared so as to cross check the 

data and bring clarification (Mills, 2011; Stake, 2010). In this study, I used various data 

collection methods: interviews, documents, researcher‟s journal and artefacts, to ensure 

the triangulation of the findings. I also used my researcher‟s journal to reflect on the 

research process and to record all observations. 

3.9.2 Transferability  

Merriam, as cited in Shenton (2004), refers to transferability as “external validity that is 

concerned with the extent to which the findings of one study can be applied to other 

situations”. Mills (2011) agrees that transferability occurs when the researcher collects 

detailed data, so that the reader can compare the findings to other possible contexts. 

The researcher is to be concerned with whether the findings of the study can be 

applicable to other situations and populations (Shenton, 2004). According to Toma 

(2006) a case study must be applicable and useful to another setting or group who are in 

the same situation. There must be thick description for a case study to inform theory and 

practice (Toma, 2006). In this study I purposely chose an individual learner so that I 

could conduct an in-depth inquiry into the experiences of supporting a learner with SLD 

in a mainstream township school. 

Shenton (2004) and Lincoln and Guba (1985) also indicate that „thick description‟ 

is another technique for establishing transferability. This enables readers to have proper 

understanding of a phenomenon under investigation, thereby enabling them to compare 
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the instances of the phenomenon described in the research report with those that they 

have seen emerge in their situations. 

3.9.3. Dependability 

Dependability of a study is achieved when findings are consistent, (Graneheim & 

Lundman, 2004). Shenton, (2004) describes dependability as the ability to ensure that 

the same research study can be repeated in the same context with the same 

participants. However, it involves accommodating changes in the environment studied in 

the research design itself (Toma, 2006). In this study, to address dependability more 

directly, the research methodology was given in detail (Shenton, 2004). I also kept a 

„thick description‟, detailed report and trail of each phase of the study in my research 

journal.  

3.9.4 Confirmability  

Confirmability is the last criterion for ensuring trustworthiness identified by Lincoln and 

Guba (1985). The authors define confirmability as a „degree of neutrality‟. They further 

agree with Fenton and Muzulewicz (2008) and Shenton (2004) that confirmability is also 

a true reflection of the extent to which the findings of a study are shaped by the 

respondents and not researcher bias, motivation or interest. Shenton (2004) further 

states that the role of triangulation must be emphasised so as to promote confirmability. 

According to Toma (2006) confirmability is the concept that the data can be confirmed by 

someone other than the researcher. In this study an „audit trail‟ was used which Shenton 

(2004) describes as the process that allows the reader to trace the stages of the 

research. This was achieved by giving detailed descriptions of the procedures followed in 

the methodology and recording all decisions in my research journal.  

3.10 ETHICAL CONSIDERATIONS 

Ethical considerations cannot be ignored in qualitative research, as this process involves 

human subjects (Silverman, 2006). As Silverman (2006) recommends, the ethical safety 

of my participants was ensured by making it clear that their participation was voluntary 

and that they had the right to withdraw at any time during the research. Written consent 

was obtained from all the participants using a consent letter (Appendix B). Ethics have to 

do with morals and respecting the human rights of the participants. It was made clear to 

all of them that I would respect their choice to be in this study. All participants were given 

pseudonyms to protect their identity. 
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3.10.1 University of Johannesburg Ethics Committee 

This study was approved by the Faculty Academics Ethics Committee (FAEC). After the 

approval of the research proposal by my supervisor and the Higher Degrees Committee I 

submitted an ethics application to the FAEC, who gave ethical clearance. The research 

was accepted by the FAEC (Appendix A). 

3.10.2 Gauteng Department of Education 

During the study period I also applied to the Gauteng Department of Education (GDE) for 

permission to conduct the research at the school. The GDE approved the study and 

provided an approval letter (Appendix C). 

3.10.3 The principal 

Prior to conducting interviews at the school, I applied for consent from the principal of the 

school and this was approved (Appendix B). 

3.10.4 The educator 

To show respect to the human dignity of the teacher, her consent was obtained 

(Appendix B) and confidentiality ensured, prior to the interview. The educator‟s rights 

were respected in that she was given a consent form which stated the confidentiality with 

which all the information she shared would be kept. During the interview I also avoided 

asking questions that would be embarrassing to her as the teacher of the learner. 

Furthermore, during the interview I continuously made sure that she was comfortable 

and clarified all questions. 

3.10.5 The parent 

Prior to applying to UJ to conduct this research, I met with Mrs Metsing to discuss my 

plans to work with the family in this study. Due to their positive response, I could 

confidently proceed with the study. After FAEC approved my research proposal, I 

explained the study to the parent and what her participation would involve. She was 

guaranteed the confidentiality and anonymity of the data. She then signed the consent 

forms (Appendix B). The interview with the parent was conducted at a time that was 

most convenient for her, which was late in the afternoon after she finished work. Before 

and after the interview she was thanked and appreciated for making herself available, 

even though she was tired from work. 
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The interviews with all participants were conducted with the permission of all 

involved, including the school principal. 

3.11 CHAPTER SUMMARY 

This chapter discusses the interpretive research paradigm that was chosen for the study. 

This paradigm basically focuses on gaining meaning and understanding and building 

concepts using various interactive methods. The research design used in this study was 

a qualitative case study, as it attempted to make sense of, and explored interactions 

within the school environment, as the school provided support to a learner with SLD. The 

learner, together with his mother and class educator, were the main participants in this 

study. Various methods were used to gather data for the study: including interviews with 

the three participants, observations recorded in the researcher‟s journal, documents and 

artefacts. The data collected were then analysed using content-based analysis. Prior to 

analysing the data, it was prepared. The data were then coded which led to categories 

from which four themes emerged. To ensure trustworthiness, credibility, transferability, 

dependability and confirmability were used as the criteria. Lastly, ethical safety of the 

participants was considered and described in this chapter so as to ensure the 

participants‟ moral and human rights. 

The next chapter presents and discusses the findings of the study from analysis of 

the data. 
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CHAPTER FOUR 

DATA ANALYSIS AND PRESENTATION OF FINDINGS 

4.1 INTRODUCTION 

The aim of this study was to explore the nature of the support a learner with SLD has 

received in a township mainstream school. Chapter three discussed the research 

methodology and design used in this study. This chapter presents and discusses the 

findings of the study in the form of themes. Within the theme discussions, quotations 

from the interviewed respondents have been used to support the themes. In addition 

quotations from documents, such as educational psychologist‟s assessment reports, 

Themba‟s school reports, referral forms, GDE 450 support forms, artifacts and the 

researcher‟s journal have been used to further support the themes. 

The data that were collected were arranged into three levels, namely; units of 

meaning, categories and themes. The first level of data collected from interview 

transcripts was organised into units of meaning. These units of meaning were then 

analysed further to formulate categories and, later, themes emerged from these. Table 

4.1 below shows the summary of themes that emerged from the process of data 

analysis. 

Table 4.1 Summary of themes formulated from the data analysis 

Themba‟s background 

Identification of Themba‟s SLD 

Support provided for Themba 

Communication between support systems 

 

In this section reference is made to different interview transcripts and documents. 

Abbreviations are used to refer to the documents from which the conversation or 

document was taken. The numbers indicated in the discussion refer to the line from 

which the quotation was taken, from the transcribed interviews. Table 4.2 below provides 

the key to the codes used: 
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Table 4.2 Abbreviations used when presenting the data 

Data source Abbreviation 

Teacher Interview TI 

Parent Interview PI 

Learner Interview LI 

Researcher‟s Journal RJ 

Psychological Assessment PA 

Learner‟s School Reports LSR 

Referral Forms RF 

450 Support Forms SF 

Learner Artifacts LA 

 

4.2 THEME DISCUSSION 

   4.2.1 THEME 1: THEMBA‟S BACKGROUND 

4.2.1.1 Family history and developmental milestones  

From the Referral Forms (RF) completed by the teacher with the parent and the 

Psychologist‟s Assessment (PA) report, it was gathered that Themba was a twelve-year-

old, SeTswana speaking boy who resided with both his biological parents and an older 

brother. His father works outside the country as a contract electrician and is often not 

home for weeks; his mother is a domestic worker. Themba has a good relationship with 

both his parents and brother. Themba‟s mother described her pregnancy with Themba 

as normal with no complications and his birth weight was 3.6kg. In general, Themba had 

not experienced any medical problem since birth. However, the only problem that was 

identified by the mother was the delay in speech:  

“There is nothing. The only thing he was slow in, was talking, the rest of the other 

things he did them on time” PI [11]. 

In the speech and language section of the RF (Appendix H page 3), Themba‟s 

mother told Mrs Dire that he started speaking clearly when he was above three years of 
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age. The delay in speech development could be an early indication of SLD. Prior to 

coming to school; Themba did not attend nursery school but was cared for by a woman 

in the community.  

When starting school, Themba struggled academically, so much that he repeated 

Grade two three times. It was only in Grade three, at the age of twelve years that a 

psychological assessment was performed. It was during this psychological assessment 

that Themba indicated that he had eye and ear irritation. The optometrist that I took him 

to checked his sight in my presence. I was there when Themba read and reversed some 

letters. The optometrist wrote a report stating that Themba might be dyslexic and 

recommended further educational assessment to check for dyslexia (Appendix O). After 

the test was conducted the eye specialist gave him spectacles. Furthermore, his problem 

with hearing was illustrated during the interview when Themba responded that. 

“It‟s the ears...sometimes I hear, sometimes I do not hear” LI [47-52]. 

An audiologist checked his ears but refused to give a written report as we did not 

have money to pay for it. The verbal report he gave me was that the results are 

inconclusive, as Themba was inconsistent in his answers. I then took him to a clinic 

doctor who diagnosed a wax build up in his ears, which was cleared with sweet oil 

treatments. Nothing was implemented in addition to the psychological assessment. 

Despite the provision of spectacles and wax being cleared, Themba‟s educator reported 

that Themba‟s learning difficulties were not mitigated. This could be due to a number of 

reasons, one being his emotions.  

4.2.1.2 Emotional domain 

The PA highlighted emotional distress that Themba brought from his home situation: 

“When he talks about seeing his father less often, he shows emotional distress 

and has indicated that his father has promised to buy a house in Maputo where he 

works, so that he can be closer to him, something that was not confirmed by his 

mother.” PA [51 - 54]. 

“Themba presented as needing emotional support from his parents. He raised 

this during one of our sessions that his father does not spend time with them as a 

family as he is often travelling on work commitments. The mother also confirmed 

during the intake interview that the father is often away from home.” PA [126-129]. 
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“Furthermore, Themba may find it difficult to work under time pressure. Anxiety in 

the classroom may affect his concentration and attention abilities. This in turn 

could result in Themba displaying limited persistence.” PA [158-161]. 

In the school Themba‟s anxiety was also observed by his class educator, based on her 

interaction with him in the classroom: 

“Themba is a shy child and reserved. He does not talk a lot. When he is with other 

children… I haven‟t observed him outside the classroom, but according to me he 

is shy. He does not make noise. He is always quiet” TI [175]. 

In the RF Themba‟s teacher had also written that he was “Very reserved and not 

free to talk or ask questions”, [Appendix H, page 6]. She further states “He does have no 

self-confidence”, [Appendix H, page 8]. Furthermore, his nervous nature also surfaced 

during my interview session with Themba. 

“As he came in he kept on fidgeting with his hands and constantly looked at his 

brother‟s girlfriend. Before I started recording the interview I chatted with him on a 

general note to help him relax a bit. Though the questions were in English I 

decided to ask them in SeTswana so he could relax a bit. He seemed very 

nervous and scared. We were able to laugh a bit. During the interview session 

itself he showed signs of anxiety as he constantly and nervously looked at his 

brother‟s girlfriend.” RJ [383 - 389]. 

It was evident that Themba was anxious, possibly due to separation from his 

father and when in an unfamiliar environment or around other learners in the classroom 

environment. 

Though he was a shy boy, Themba has some good characteristics which are 

discussed below. 

4.2.1.3 Social domain 

Themba‟s mother indicated that he enjoyed playing with his friends and was a good and 

obedient boy. This was confirmed in both the interview she had with me and the PA 

report: 
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“At home they are always playing soccer, by the grass next to Zenzele Primary 

School,5 football grounds” PI [115].  

“Themba‟s mother describes him as a good boy. This is the observation confirmed 

by his class teacher and the SBST coordinator” PA [49-50]. 

“Both Themba‟s mother and his school teacher had indicated that generally, 

Themba is a good and obedient child who has a good obedience record in the 

school and at home” PA [141-142]. 

Furthermore, in the RF (Appendix H, page 3), Mrs Dire indicated that Themba 

was a happy child with no problems of aggression, jealousy or difficulty in making 

friends, though this contradicted what she had said earlier about his shyness and 

reserve nature in the classroom.  

In addition to his ability to socialise with other learners, Themba presented 

additional personal strengths. 

4.2.1.4 Themba‟s strengths  

When Themba first came to school there was no sign of any learning difficulty as he was 

promoted to Grade 2 (Appendix G). Though Themba later displayed that he had learning 

difficulties, the psychologist‟s report highlighted a personal strength: 

“A personal strength of Themba was noted in his excellent performance in the 

story memory. Themba has the skill to learn through trial and error methods and 

can employ flexible thinking processes” PA [98-100]. 

Moreover, his mother and educator both observed that his handwriting is 

adequate: 

“His handwriting is good” TI [38] 

“He has improved… His handwriting has always been right” PI [203]. 

Additionally, in the RF, Mrs Dire indicated that Themba could understand 

SeTswana and spoke it fluently with no challenges (Appendix H page 8). 

                                                           
5
 Pseudonym for a nearby Primary School 
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Despite all the challenges he has, Themba is able to remember English stories he has 

heard and he has good handwriting. These are aspects that can be used to further 

develop his self-confidence.  

4.2.1.5 My first encounter with Themba 

I met Themba when his Grade three educator, Mrs Dire, referred him to the remedial 

class. At this time the class was about to close, due to the school‟s implementing the 

inclusion policy. I was promoted to a senior position within the school. All his referral and 

support forms were completed (Appendix H and I) and had been sent to the District 

office for approval. It was at this point that I started this study and decided to work with 

him, so that I could explore the support he was already receiving from his current 

educator. Themba‟s mother was consulted on participation in this study. 

In conclusion, Themba‟s developmental milestones were normal, except for the 

late speech development. Due to his separation from his father he developed emotional 

distress that he brought to school. This distress was displayed in the classroom and 

when he met people for the first time. Despite this, Themba was generally friendly to 

other learners and had good handwriting and story memory skills. His inability to be 

placed in the remedial class introduced me to Themba and was the motivation for this 

study exploring the support received by a learner with SLD in a mainstream township 

school. 

4.2.2 THEME 2:  THE PROCESS OF IDENTIFICATION OF SLD  

Certain criteria have to be met for a learner to be diagnosed with SLD. To indicate that 

Themba has SLD this section presents the following criteria: first identification, reading 

difficulties, spelling difficulties, writing expression difficulties, mathematics difficulties, 

academic skills and intellectual disabilities 

4.2.2.1 First identification of learning difficulties 

His parents first became aware of his learning difficulties when he had to repeat Grade 

two and they were invited by the teacher to discuss his progress. During the parent 

interview session the parent was asked when she first realised that Themba had a 

learning difficulty. The parent responded as follows: 

“It‟s when he was repeating Grade two for the second time.” PI [45]. 
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“His mother has indicated that they have observed that Themba is experiencing 

learning difficulties when they were called by the school to explain to them his 

academic performance.” PA [57-59]. 

 Themba was also aware of the difficulties that he had in school as he still 

remembered that he had repeated grades: 

 “I failed three times, I failed twice in Grade 2 and I failed once in Grade 3.” LI 

[16]. 

 Themba‟s school reports confirmed the Grades he had repeated. He started 

Grade one in 2007. In term two of 2007, Themba required support for reading and writing 

(Appendix G). Both terms two and three reports indicated that he needed assistance with 

reading (Appendix G). He was then promoted to Grade two with a partial achievement 

comment (Appendix G). At the end of 2008 he was promoted to Grade three with partial 

achievement (Appendix G). The next reports, term three and four of 2009, indicated that 

he was still in Grade two (Appendix G). The confusion was clarified by the parent when 

she stated that Themba was returned to Grade two. In her statement below, Themba‟s 

mother said Grade four, but she meant that he was taken to Grade three, then back to 

Grade 2, as indicated by the school reports. 

 “You know that they took him to Grade four You know he was in Grade 4, then 

they took him back to Mrs. Dire.” PI [217]. 

 At the end of 2009 Themba was not ready to progress to Grade 3 (Appendix G).  

 This kind of decision can really harm a learner‟s confidence, which was confirmed 

by Mrs Dire when she was asked if there was any additional information to give: 

 “You realised that if a child has passed and you take him a class back or fail him, 

you really frustrate him as he is aware what is going on”. TI [189]. 

 In summary, Themba‟s learning difficulties were discovered when he was in 

Grade two and were noticed by his mother and educators. Even Themba knew that he 

had learning difficulties. His repetition of the same Grade more than once was an 

indication that there was a learning difficulty and could have contributed to his anxiety.  

4.2.2.2 Reading difficulties 
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Reading is an important aspect of learning; in this context Themba had difficulties. This 

was reflected by terms two and three reports in Grade one (Appendix G). Both reports 

indicated that he needed assistance with reading English. For the three years he was in 

Grade two all reports showed that he required support with reading phonics and words. 

When Themba came to Grade three, Mrs Dire completed GDE 450 Support Forms (SF) 

which also highlighted that he needed support with reading (Appendix I).  

When she initiated the referral process Mrs Dire completed referral forms that also 

confirmed that he had difficulties with reading and phonic recognition in English 

(Appendix H, page 8). The RF (Appendix H, page 8) also confirmed that he also 

struggled with reading and recognising phonic sounds in SeTswana.  

During the referral process, a district educational psychologist‟s report highlighted 

Themba‟s difficulty with reading: 

“The ESSI assessment test indicated that his reading ability was behind by at 

least a year. His reading ability as shown by the CBA is a year behind in 

comparison with his year grade.” PA [169-170].  

When this assessment test was conducted, Themba was in Grade three. The 

result of the ESSI test means that though he was twelve years old and in Grade three, 

he reads at a Grade two level as proved by the statement below: 

“Reading and spelling ability as measured by the ESSI appeared to be at Grade 2 

level”. PA [122]. 

“In general, Themba could experience difficulty with reading, spelling, and 

vocabulary in the classroom.” PA [156-157]. 

It should be noted that the report states that his reading is a year behind. This 

refers to the Grade year and not his age. Themba was twelve years and three months 

old when this assessment test was conducted. His peers were in Grade 6, while he was 

still in Grade three. This means that he is reading at level that is four years behind his 

chronological age. 

When I first met Themba in the remedial class, I gave him an English graded 

reading test to check his word recognition skills (Appendix J). It was from this test that I 

realised that he read words aloud but incorrectly, some he read hesitantly and slowly. He 

guessed some of the words, but mostly he could not sound most of the words or read 
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them at all. The ones he was able to read were words with one syllable only. This test 

indicated that he reads at seven years of age (Appendix J). 

Furthermore, the interview session with Themba‟s educator also provided more 

evidence that he had difficulties with reading: 

“Reading was a problem. Reading is a problem and he does not understand the 

sounds.” TI [46]. 

Additionally, this difficulty in reading was also recognised by his mother at home, 

which she stated during her interview: 

“At that time, I didn‟t see anything wrong. The person who made me to realise is 

the current educator. It is then that I realised that this person (meaning her son) 

cannot read. That is his biggest problem. Eee, it was just that, sometimes, when I 

would take his books requesting him to read with me, he would say to me “You 

read first, I don‟t know this and this and this is (the child pointing to the book) 

[Parent addressing me] (You understand?). It‟s then that I realised that this thing 

is difficult for him; this thing of reading is difficult for him. I then started with his 

brother to practise with him, starting from the beginning (you understand?), like 

when „a‟ has „r‟ and „e‟ it‟s are.” PI [49-57]. 

Themba‟s struggle with reading could further be explained through his diagnosis 

of dyslexia, as shown by the optometrist‟s report. The report found he failed to 

comprehend the letters properly (Appendix O). It further stated that he would read the 

same letter twice when it‟s given differently. He also jumped the lines of letters given to 

him, meaning that he did not read some of the letters. The optometrist could not yet 

establish if he jumped because he could not see the letters or because he could not 

recognise the sounds, or both. 

From the above statements, it is evident that Themba had a problem with 

recognising English words and using them to independently read at his age level. He 

also had challenges in reading his mother tongue, as he does not recognise words and 

phonics. Even though it was earlier reported that Themba had gone through eye tests 

and obtained spectacles, it is important to note that six months after receiving the 

spectacles Themba indicated that he still struggles with reading as he cannot recognise 

the sounds. 

4.2.2.3 Spelling difficulties 
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In the GDE support forms (Appendix I) the teacher wrote that she used flash cards to 

support Themba with spelling and the outcome was that he still struggled to spell simple 

English words. She further stated in the Referral Forms (Appendix H, page 7), that 

Themba did not recognise the letters of the alphabet. 

The English diagnostic spelling test (Appendix K), given to him also indicated his 

difficulty in spelling where he added and substituted vowels or consonants. He also 

wrongly spelled most of the words which were from a Grade one spelling list. Some of 

the words were totally unreadable, which indicated that he was unable to recognise and 

spell sounds as well. This was supported by the psychologist‟s report quoted above. The 

psychologist‟s report further states that: 

“His reading and spelling ability seems to be poor in comparison with his peers.” 

PA [164-165]. 

Themba also realises that he has difficulties with spelling activities. On being 

asked if he can see the alphabets he responded: 

“Some I pass them. When I look at „b‟ I‟ll make a mistake and write „d‟. LI [156] 

When the researcher took him for an eye test, the optometrist found that he failed 

to read some letters appropriately and confused letters like „m‟ and „w‟: 

This reversing of sounds and letters of the alphabet is a sign of dyslexia and 

according to APA it is the extreme of reading difficulties.  

In summary Themba did not recognise the letters of the alphabet. He did not 

display improvement when supported for spelling. He added, omitted or substituted 

vowels and consonants during spelling tests. Some of the words he spelled were 

unreadable. Themba also admitted that he reverses some of the letters when he writes 

them. This was confirmed by the optometrist‟s report. Therefore, Themba has difficulty 

with spelling.  

4.2.2.4 Writing expression difficulties 

Furthermore, Themba had difficulty with expressing himself in writing English sentences. 

The sentence construction activity given to him (Appendix N) clearly demonstrated his 

inability to create English sentences with words provided. He is able to copy words given 

to him and join them to make a bigger word, but when given a word to construct a 

sentence, he writes an incomprehensible sentence. There are grammatical errors and 

ideas are not clear. In the RF (Appendix H) Mrs Dire also highlighted that Themba was 
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unable to construct sentences without her guidance. She also said that, instead of 

completing activities he would play with his pencil on the desk. The 450 Support Forms 

completed also indicated that he needed assistance in constructing sentences and 

paragraphs (Appendix I). 

In one sentence construction lesson that I observed, I found that: 

“...the expression and spelling is incorrect but he writes and completes his 

activities.” RJ [375-376]. 

It can therefore be concluded that Themba has difficulties with writing English 

sentences. 

4.2.2.5 Mathematical difficulties 

Themba also experienced difficulties in mathematics. On being asked what were 

Themba‟s challenges with mathematics the teacher responded by saying:  

“Mm... Division and multiplication”.TI [42] And  

“Mm... and counting in bigger numbers.” TI [44]. 

In the RF completed by Mrs Dire she indicated that Themba was not able to 

count, add, subtract, divide, multiply or solve problems. He could only add single digit 

numbers (Appendix H, page 8). This was confirmed by the PA report on his cognition 

that: 

“Firstly, Themba demonstrated poor performance on the number problem subtest. 

He also demonstrated poor performance in memory for the digit test. These subtests 

measure his ability to work with numbers.” PA [103-105]. 

The PA‟s report also highlighted the following:  

“Of concern is Themba‟s mathematical ability which appears to be below his age.” 

PA [165-166]. 

“His report card also indicates that he is struggling with use of numbers as he is not 

doing well with a number of learning areas that include numeracy.” PA [107-109].  

“In addition, Themba‟s ability to apply basic mathematical concepts in a mental 

mathematics situation appears to be low.” PA [172-173]. 
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The psychologist‟s report did not provide the exact number of years that Themba‟s 

performance was behind average. Both the end of year report card for Grade two and 

the SF completed during the referral process in Grade three highlighted that he needs 

further support with creating his own patterns, recognising and identifying shapes, 

counting forward and backward, writing number names and months of the year. 

Themba also confirmed that he has some difficulties in mathematics. On being 

asked what is most difficult for him, he responded thus:  

“Counting backwards.” LI [36]. 

In a mathematics lesson that I observed I found Themba unable to count without 

concrete objects: 

“The class was doing their routine count. The teacher informed me that while 

others are counting she has encouraged him to look at his counting board in front 

of him. As the learners were counting, I observed him following them but counting 

lower than other learners. He was using his fingers to count looking at the 

numbers and counting forward and backward. He looked more relaxed and 

comfortable with looking at the numbers as he counts.” RJ [313 -319]. 

Evidently, Themba has difficulty with numbers, their magnitude and relationships. 

He still gets lost on arithmetic computation. He also has severe difficulties with applying 

mathematical concepts and procedures in solving problems. 

4.2.2.6 Academic skills 

Themba‟s general academic skills were also below the level that was expected for 

learners at his age. Themba‟s mother realised, when he was already in school, that 

Themba was struggling to cope with school work as reflected in the next statement: 

“At that time, I didn‟t see anything wrong. The person who made me to realise is 

the current educator.” PI [49].  

Themba‟s mother was also very aware that Themba‟s age group peers were 

ahead of him, as she stated that: 

“Even the one whom he is closest to is going to high school next year.” PI [145].  

Themba‟s difficulties at school were also reiterated by the psychologist‟s report 

which stated that: 
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“His mother has indicated that they have observed that Themba is experiencing 

learning difficulties when they were called by the school to explain to them his 

academic performance.” PA [57- 59]. 

The PA report also noted that the demands on Themba to think at a higher level 

revealed his limited capacities: 

“At times, Themba answered questions but would show no understanding at all. 

His responses were sometimes disorganised and did not appear to be thought 

out.” PA [74- 75]. 

Furthermore, the PA report stated that: 

“At this particular time, Themba‟s overall level of intellectual functioning (SSAIS-R) 

appears to fall in the low average range.” PA [88-89]. 

The graded reading test, one minute arithmetic test and diagnostic spelling 

(Appendix J, M and K) I conducted with him at school also attested and corroborated the 

PA report findings that his academic skills were below the expected level.  

Themba‟s school reports (Appendix G) show that he was promoted to Grade two. 

It was only when he had to repeat Grade two that his mother and educators realised that 

he was performing lower than expected. 

The referral forms also refer to his inability to cope with normal classroom 

activities, displaying lack of concentration during some activities (Appendix H, page 4). 

These statements demonstrate that Themba is not able to perform like his peers 

in Grade three. Themba‟s learning difficulties have also interfered with his ability to apply 

academic skills in other subjects. This is aggravated by the fact that he is twelve years 

old and is supposed to be in Grade six with his age group peers. Overall, Themba‟s 

academic skills were below the expected level for the Grade. 

4.2.2.7 Intellectual Disabilities (ID) 

Another indicator that Themba has SLD was that his learning difficulties could not be 

attributed to ID. According to the DSM5 (APA, 2013) there are three domains needed for 

a learner to be diagnosed with ID. At a mild level the first domain is a conceptual domain, 

which contains difficulties in applying academic skills, including reading, writing, 

arithmetic, time or money and requiring support in some subjects (APA, 2013). The 

DSM-5 (APA, 2013) further states that abstract thinking like planning, short term memory 
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and the use of academic skills are impaired. In comparison to other learners of the same 

age, a learner with LD uses a concrete approach in dealing with problems and finding 

solutions. This study found that Themba had these difficulties as demonstrated by the 

set data.  

The second domain is the social domain, which requires the individual to be 

immature in social interactions, in comparison with age-mates (APA, 2013). The manner 

in which the individual communicates converses or uses language is lower than 

expected for the age (APA, 2013). The DSM-5 further notes that the learner may have a 

problem with modifying behaviour and emotions in an appropriate manner for the age. 

The learner has limited understanding of risks in social situations and can easily be 

manipulated by others. Despite Themba‟s shyness, he did not display any immaturity in 

social interaction as he is able to play with his friends as shown by these statements: 

“He likes to play cricket, but now here at school, I think they practised for a short 

period and stopped. I don‟t remember clearly.” PI [111]. 

“At home they are always playing soccer, by the grass next to Zenzele (Primary 

school), the football grounds.” PI [115]. 

“15 September 2012 

Today I observed Themba at assembly. He was singing and dancing to the music 

and laughing with other learners. When he saw me, he quickly smiled, then ran 

away to play with the other children” RJ [361-363]. 

Furthermore, Themba is also able to interact with his class educator, as confirmed 

by Themba when he stated that: 

“I tell the teacher that I don‟t understand.” LI [102]. 

Themba‟s ability to interact with his peers during playing and with the teacher in 

class demonstrates that he does not meet the requirements for immature social 

interaction, as indicated in the DSM5. 

The last domain is the practical domain, which requires the individual to need 

support in completing daily tasks in comparison to peers. This study found that Themba 

does not require such support. When his mother was asked if he needed assistance to 

complete tasks at home she responded: 

“No, no-one helps him.” PI [23]. 
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His class teacher also agreed that he is able to complete tasks given to him by 

stating that: 

“He completes on time. Even if there are wrong answers, but he finishes on time.‟ 

TI [127]. 

Though Themba meets the conceptual domain, he did not display the 

requirements essential for the social and practical domains. From the above discussion, 

it can be concluded that Themba had difficulty reading and sounding words. He was 

unable to understand meanings of words as he could not use them in writing sentences. 

During spelling activities, Themba mostly omitted or substituted vowels. He had poor 

paragraph writing skills and could not write clear sentences. Furthermore, Themba could 

not apply basic mathematical skills to solve problems and complete basic calculation 

activities. In general he was performing below the expected level for his school age 

years, in an environment where educational instructions were clear. Despite receiving 

reading glasses and going through ear wax treatment, Themba‟s learning difficulties 

continued, which suggests that Themba has SLD. 

Lastly, Themba does not meet the criteria for ID; however he meets the criteria for 

SLD. Through this diagnosis it became important that Themba received the support he 

required to be able to cope with SLD in a mainstream township school. 

   4.2.3 THEME 3: SUPPORT GIVEN TO THEMBA 

This relates to the support Themba received from the school, home and community. 

4.2.3.1 Support by the teacher 

The teacher described the different levels at which she was able to support Themba. 

First, she indicated the importance of individual attention: 

“Sometimes I put him in front on my table and show him how to read the sounds 

and he reads for me.” TI [60]. 

  This was confirmed by Themba‟s mother:  

“It‟s that most of the time she would sit with him separately, without the others.   

She told me that she wants him next to her, because back there (pointing with her 

fingers) there is a lot of noise, „but when he is next to me I can see what he 
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cannot or can do‟. (Educator‟s words). She used to sit with him at her teacher‟s 

table.” PI [163-165]. 

The psychologist‟s recommendations also referred to the importance of one-on-

one sessions with Themba: 

“Themba can greatly benefit from intensive one-on-one learning support, focusing 

on extending mathematical skills as well as phonetic spelling and reading skills.” 

PA [217-.218]. 

During his interview, Themba also referred to the individual support that he 

received from his teacher.  

“She looks at my book and tells me that it is not right, and tells me to write it 

correctly.” LI [86].  

“If I can‟t read a word she explains the word to me.” LI [126]. 

In the referral forms, Mrs Dire also stated that she sat with him for individual 

guidance. Therefore, the teacher was using the experience she had obtained in the last 

twenty years to support Themba. She sat with him at her table for individual attention. 

Second, in addition to individual support, the educator used the Gauteng Province 

Literacy and Mathematics Programme (GPLMS) lesson guidelines to assist Themba. 

The GPLMS programme was used to support poor-performing schools in Gauteng. The 

support was in the form of simplified lesson plans with specific methodology in teaching 

mathematics and English. There had been curriculum differentiation or adaptation to the 

lesson plans to specifically accommodate Themba: 

“I put them in their groups; weak, average and good. Then I put him in the weak 

group. When we do reading I call them to the front. When others are busy with the 

work, I continue with Themba‟s group to see if they are able to do the work.” TI 

[74]. 

Mrs. Dire also used the GPLMS lesson plans to give support in writing sentences 

and spelling activities: 

“GPLMS has words, eee, it‟s that, maybe on Wednesday, let‟s say I have taught 

him a certain sound „o‟, „e‟ „I‟ or „a‟. Then on Wednesday they write sentences. It is 

there that I am able to assess how he writes his sentences. If there is where he 
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has made a mistake or maybe spelling is wrong, I am able to indicate to him that 

the spelling is wrong and show him the correct way of spelling.” TI [91]. 

Third, she emphasised the availability of learning support material. The availability 

of teaching material assisted her to create teaching resources that would benefit 

Themba. On being asked how she would use the teaching aids, she responded as 

follows: 

“I will display them. If it‟s teaching aids I will display them. He will see the words, 

he will see everything. When he comes into the class he will be able to read he 

will say “Word has long been here”, Maybe he can be able to say, “This is 

January” when he sees it. Letters of the alphabet he will be able to see them.” TI 

[169]. 

By this she meant that when she displayed the teaching aids; e.g. words and 

pictures; Themba would be able to learn incidentally. The displays were not specifically 

for Themba but for all learners in the class. 

In the support forms (Appendix I), Mrs Dire further stated that to support 

Themba‟s reading she gave him worksheets with simple words to read. Workbooks 

provided by the GDE were also used, as they had visual work. Mrs Dire also used 

magazines for Themba to cut out letters of the alphabet and words he recognised. Three 

letter words were also given for Themba to read individually and to trace them. 

During reading lessons, she used Big Books and pictures as resources:  

“During the reading lessons she firstly explained and discussed words with 

learners to prepare the learners for the reading lesson. She encouraged Themba 

to identify one picture and he was happy when she complemented him on 

correctly identifying a mother and daughter”. RJ [319 – 322]. 

Fourth, Mrs Dire was committed to teaching him basic skills like reading. On being 

asked what else she does to support his reading, she did not mention individual activity 

with Themba but she replied that:  

“Group work. They read in group work, they come to the front, and I use flash 

cards. Look and say words, it‟s look and say words. Then in groups, when they 

are sitting in their groups, I choose them as they are in their groups according to 

their levels. I choose them to read, one at a time. I call one learner at a time to 

come and read for me.” TI [84].ach sounds. 
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Generally group work is a good strategy to use for learners with learning 

difficulties. However, since Themba had dyslexia, using group work might not have been 

a good strategy to use with him. But it is important to note that, Themba was only 

diagnosed with dyslexia after the interview with Mrs Dire had taken place, which implies 

that she was not aware of Themba‟s SLD. Moreover, on my last visit to the class I also 

found that Mrs. Dire had changed the rules by giving Themba more time to complete his 

tasks. 

“30 September 2012 

Today I had another opportunity to visit Themba‟s class. The learners had to write 

English sentences using words on the chalkboard. When I asked the teacher how 

she was supporting him to make sure he completes the work, she replied that 

generally Themba completes tasks on time, but for more complex activities, like 

creative writing, she usually gave him extra time to complete a sentence before 

going on to the next sentence. She says that, mostly the expression and spelling 

are incorrect but he writes and completes his activities” RJ [371- 376]. 

Lastly, Mrs. Dire had a positive attitude, believing that, if provided with proper 

opportunities, Themba could learn. Mrs Dire supports Themba by giving him individual 

attention; she allowed him to work in groups and pairs. Furthermore, Mrs Dire used 

material resources to assist him with the tasks given and gave him extra time to 

complete his tasks. She also complemented him when he completed a task. This helped 

to improve his self-esteem. These are fair strategies but very basic and minimal for a 

learner with SLD. Though at the time Mrs Dire was supporting Themba as a learner who 

was struggling to read, write and do mathematical calculations, as she had not yet found 

out that he had SLD. 

4.2.3.2 Support by support staff 

HoDs directly worked with educators as they are the immediate supervisors. Their role in 

supporting educators in working with learners with learning difficulties is vital in schools. 

Themba‟s teacher highlighted the assistance she received from her HoD:  

“Yes she does support me because sometimes we sit together and I ask her that 

if a child cannot read, or not identify a certain sound, how I could help him. You 

see what to do with the learner. Then I go to her and ask if a child is unable to do 

this, what I must do. She then tells me what to do.” TI [117]. 
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The educator was unable to give specific examples that specifically addressed 

Themba‟s need. The implication was that she was receiving general ideas from her 

HOD, on supporting learners with reading problems.  

The educator also referred to internal workshops, conducted by the researcher in 

her capacity as LSE, on alternative teaching strategies as helpful for her: 

“...multiple Intelligences, those are the things that help us, after that workshop, I 

am able to identify how to help a learner with problems.” TI[111]. 

The use of multiple intelligences strategies might have helped Themba to learn 

through touch, pictures, individual work and movement in the classroom, though Mrs 

Dire did not mention this and I did not follow up on this during the interview session. 

Therefore, it can be concluded that the role of the HoD and LSE educator in the 

school was vital in supporting the teacher who has a learner with a SLD in her 

classroom. 

Furthermore, a teacher assistant might also play an important role in supporting 

Themba. His mother referred to an unemployed parent who volunteered her services to 

assist Themba‟s Grade 2 teacher. This parent was not a qualified teacher. She offered 

her services to assist after she saw the large number in the class and she assisted Mrs 

Sethu6 by ensuring that all learners complete tasks in the class. The Grade three teacher 

was not aware of this parent‟s involvement. The parent assisted in ensuring that Themba 

completed all his activities. His mother believes this also helped Themba as stated 

below:   

“When he was in Mrs Sethu‟s class, there is a lady who used to come, whom they 

say has a crèche, I‟m sure you know her.” PI [99]. 

Lastly then, in the school, Themba had directly or indirectly received support from 

an assisting parent, LSE educator and HoD. 

4.2.3.3 Home support 

Themba also spoke about how his family supported him at home, as shown in the next 

quote.  

                                                           
6
 Pseudonym for Themba’s Grade 2 teacher 
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“They help me; they say do you see how it‟s done? They then do their own sum. I 

look at it, then they tell me to do my own and tell me that it is done like this.” LI 

[92]. 

From the above statement, it is evident that Themba‟s family expected him to 

understand, if they first completed an example that he observed. He then had to be able 

to complete his own after this observation. 

“At home my mom and sister helps me.‟” LI [138] 

Themba‟s mother also mentioned the support provided for him at home. She 

acknowledged that his brother is the one who really helps him with homework: 

“Yes he helps him and he is the one who really helps him for most of the time.” PI 

[123] 

“In reading, like when he has mathematics homework, he tells him that, „I‟m not 

going to do this for you, I will only show you one example, then the rest you must 

do on your own.‟” PI [125]. 

In contrast to the above support described by Themba‟s mother, his teacher did 

not believe that there was support at home. She was frustrated that Themba‟s parents 

never responded to her invitations as indicated in the following quote:  

“They do not come to the school. I involved them by giving him lots of homework 

so they can help him at home.” TI [145]. 

Educators need to be aware that additional homework as a form of support is a 

poor strategy, that it is actually not support and that it can discourage a learner with 

learning difficulties, as it can lead to further confusion. So, educators need further 

support to be aware of this. 

Lastly, Themba received support at home from his older brother and his mother. 

They were able to sit with him and give him guidance in completing his homework. They 

used repetition and modelling to assist him. When he had homework, his brother would 

first demonstrate the work and request Themba to repeat after him, imitating him. 

4.2.3.4 Community support 



 

88 
 

The only support Themba received from outside the school environment was initiated by 

his mother. She took him to a neighbouring township where he received assistance in 

understanding and completing homework when his brother was not at home: 

“So after that I (Themba‟s mother) took him for afternoon classes in Extension 12 

(neighbouring township) you understand. So the guy who was responsible, in April 

and May, we heard that he was moving to Mohlakeng (another township a bit 

further away) so he won‟t be helping the children.” PI [75].  

Themba‟s mother was unable to say exactly what happened in these classes.  

Additionally, the District also played a minimal but vital role. During the referral 

process, his forms were taken to the District so he could be placed in the remedial class. 

At the time when this study was started, the forms were still being processed at the 

District office. A District Educational Psychologist was invited to conduct an educational 

assessment of Themba. This assessment was conducted after the remedial class was 

closed. The report on this assessment provided a diagnosis of SLD for Themba and has 

played an important role during data analysis and theme discussion in this study. 

In summary, outside of the school and home environment, Themba had received 

support from a gentleman who had an aftercare centre in a neighbouring township and 

from the District office. 

From the above it is evident that a learner with SLD has to be supported by 

available systems and that these need to work with each other.  

4.2.4 THEME 4: COMMUNICATION BETWEEN SUPPORT SYSTEMS 

Due to the different systems that interact in the learner‟s environment, communication 

becomes central in any attempt to support the learner. Themba was able to 

communicate his challenges to his educator. He was able to express himself to his 

teacher when he did not understand a concept: 

“I tell the teacher that I don‟t understand.” LI [102]. 

“She looks at my book and tells me that it is not right, and tells me to write it 

correctly” LI [86].  

In the learner interview it was a challenge for me to get Themba to speak about 

how he was informed that he was not performing well. He seemed confused and gave 

yes and no answers to indicate that no-one communicated to him about why he was 
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repeating grades, but he did mention that he struggled to hear and see. His sight and 

hearing challenges were later attended to by providing reading glasses and wax in the 

ears being cleared. After this, Themba still had learning difficulties. 

There was evidence of communication between the educator and parent with 

regard to supporting Themba. In the conversation with Themba‟s mother, she stated 

that: 

“She (the educator) told me that she wants him next to her, because back there 

(pointing with her fingers) there is a lot of noise, but when he is next to me I can 

see what he cannot or can do. She used to sit with him at her teacher‟s table.” PI 

[165]. 

“Mm...nn...gg... (Meaning no) At that time, I didn‟t see anything wrong. The person 

who made me to realise is the current educator.” PI [49]. 

From the above quotes, it is evident that the parent and the educator were 

communication about Themba‟s progress in class. 

Furthermore, communication with the School Management Team (SMT) is also 

vital. The teacher indicated that her HoD gave her ideas on how to support Themba: 

“Yes she does support me because sometimes we sit together and I ask her that 

if a child cannot read, or not identify a certain sound, how I could help him. You 

see what to do with the learner. Then I go to her and ask if a child is unable to 

this, what I must do. She then tells me what to do.” TI [117]. 

Moreover, the assessment report of the PA recommended to the parent to be in 

constant communication with the educator at school as stated below: 

“Be proactive in communicating with Themba‟s teacher, and not wait until the 

school invites you to discuss Themba‟s problems.” PA [214-215].  

From the above it is evident that communication among the systems that affect a 

learner with SLD is of great importance. Though there is communication between various 

systems there was, however, one challenge of lack of communication between 

Themba‟s educators when he moved to the next Grade, as indicated by Mrs Dire. After 

she was asked if the Grade two educator communicated with her about Themba‟s 

learning difficulties. She responded thus: 
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“No she did not tell me. She did not give me any support. She did not tell me 

about any support she gave him.” TI [34]. 

The SBST of the school was also involved to ensure that the referral process took 

place. The teacher acknowledged the role it played in referring the learner by stating 

that: 

“They referred him to the remedial class. The SBST has referred him to the 

remedial class.” TI [139]. 

This referral process, together with this study, was instrumental in the involvement 

of the District Educational Psychologist as shown in my researcher‟s journal: 

10 September 2012 

A district educational psychologist came to do an educational assessment of 

Themba. I spoke to him about what I knew about the school, background of the 

family and the learner‟s progress. I also informed him that I did not yet have all the 

details about the learner, but the teacher who referred Themba had. He then 

requested to see the teacher so he could interview her. After the meeting with the 

teacher he requested to see Themba. He spoke to both of them separately and 

confidentially. I was not invited to any of the sessions. I had requested to be in the 

session with Themba but was denied as the session was confidential. I would 

have liked to observe how Themba was assessed.” RJ [344-353].  

In addition, the audiologist gave an oral report that Themba had no hearing 

problem, but could not give a written report as we could not afford the services. The 

clinic doctor later confirmed a wax build-up in his ears, which was cleared.   

As a result, a series of communication cycles was initiated between all the 

important systems, both inside and outside the school, including teachers, SMT, family, 

SBST, DBST and medical personnel. This emphasised the impact of one system on the 

other systems and the role they played in ensuring that Themba received the relevant 

support. 

For a learner with SLD to receive support in a mainstream school, there are 

systems that have to be in constant communication with each other. Though the teacher 

indicated that she struggled to get the parent to come to school, the parent indicated that 

she was grateful for the individual support provided by the teacher. When the learner 
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was referred to the remedial class I kept constant communication with the teacher, 

parent, SMT, SBST and District to ensure support. 

 

4.4 CHAPTER SUMMARY 

This chapter presents and discusses the research findings in the form of themes. Within 

the theme discussions, quotations from the interview respondents were given to support 

the themes. Other data sources were also quoted to further support the themes. 

Furthermore, from the themes discussed above, it can be concluded that a learner 

with SLD had important background information that could provide information on the 

process of supporting the learner. This information could also be used in proper 

diagnosis for SLD. With proper diagnosis, the teacher will know what strategies to use to 

support the learner. Lastly, all systems in the learner‟s environment would be improved 

with communication to enable in-depth support for the learner. 

In the next chapter, I discuss the interpretation of the themes in relation to 

literature. 
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CHAPTER 5 

DISCUSSION AND INTERPRETATION OF FINDINGS 

5.1 INTRODUCTION 

Chapter four presented the findings of this research inquiry through four themes. In this 

chapter these themes are discussed in relation to the literature reviewed. 

5.2 DISCUSSION IN RELATION TO THEME 1: THEMBA‟S BACKGROUND 

According to Engelbrecht and Green (2007), inclusion is generally about schools 

catering for learners with diverse needs. Internationally, inclusion focuses on the fact that 

every child has a fundamental right to education and must be given the opportunity to 

achieve and maintain a certain level of learning (UNESCO, 1994). Similarly, this study 

found that Themba‟s school was catering for his diverse needs and providing him with 

the basic right to education. While international literature on inclusion is useful in 

understanding the support that can be provided to learners with Learning Difficulties 

(LD), very little has been written on how individual learners with SLD can be supported, 

as this study does. This study also found specific methods of support that can be 

provided to a learner with SLD in a township mainstream school, which are not found in 

most international, regional and local literature. In discussing Themba‟s SLD and the 

support provided for him, it is important to start with Themba‟s background. 

When a learner has learning difficulties in the classroom it is important for the 

teacher to screen, identify, diagnose, assess and support the learner (DoBE, 2014). One 

way this can be done is to involve the parents and obtain the background of the learner. 

This can be done by looking at the home situation from conception, through pregnancy, 

developmental milestones and scholastic background of the learner. The SIAS policy 

(2014) provides the tools that may be used in collecting background information on the 

learner. In this study, Themba‟s parents were invited to complete referral forms which 

assisted in gathering his history before and when he was in Grades one and two. The 

interview conducted with the parent for this study gathered additional information about 

his background, which assisted in supporting Themba. 

The SIAS policy also (DoBE, 2014) highlights the importance of the learner‟s 

family background in correctly diagnosing what the LD is. This study found that Themba 

was a twelve-year old boy who was raised by both parents. He predominantly stayed 

with his mother, who plays the role of both parents because the father is away. They live 

with his older brother, the brother‟s girlfriend and their child. This family unit is described 
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by Bronfenbrenner (1979) as the microsystem that interacts with other systems including 

the school, to influence Themba‟s development. Though Themba‟s developmental 

milestones as a baby were normal, his mother observed that his speech development 

was delayed. According to APA (2013) the delay in language development is an 

associated feature supporting the diagnosis for SLD. The challenges that Themba faced 

in his early school years could have been averted had his parents informed the school 

about his delayed language development, so that a psychological assessment could 

have been conducted. 

 Themba had no preschool education. He started school in the year 2007, was 

promoted to Grade two and repeated this grade. It was at this time that his parents were 

informed of his learning difficulties. When Themba was promoted to Grade three, the 

class educator returned him to Grade two. He therefore spent three years in Grade two. 

The DSM-5 (APA, 2013) confirms that SLDs do occur in very young children, but are not 

recognised until the child starts going to school. Themba‟s repetition of grades should 

have been an indicator to his educators that there was LD. By not requesting further 

intervention, that could have identified his SLD, his Grade one and Grade two educators 

demonstrated lack of knowledge of the SIAS process of early identification (DoBE, 

2014). This highlights the challenge faced by mainstream schools in ensuring that 

learners are identified before reaching higher Grades. 

Furthermore, the study discovered that when Themba was finally promoted to 

Grade three, Mrs. Dire observed that he had difficulties in learning and using academic 

skills such as spelling and writing in English, and also had mathematical difficulties, 

which are part of the basic criteria in diagnosing SLD (APA, 2013). She decided to keep 

him for a year and was shocked when she found that he had already repeated Grade 

two, three times. She then began to support him, involving the parent and the HoD. 

Towards the end of that year she began the referral process to the remedial class in the 

school. Donald, Lazarus and Lolwana (2010) call this process the “referral cycle” and 

state that it is important in identifying learners with LD. Referral forms were already 

completed for him and he was waiting to be placed in the remedial class, when the 

opportunity to conduct this study arose. As the remedial class educator I then invited the 

family to participate in this study so that we could find how Themba was supported in the 

mainstream class. 

EWP6 (DoE, 2001) indicates that learners can learn and must be supported 

during the learning process, by identifying and addressing their barriers. In this study, 

Themba was receiving support from his Grade three educator and from his brother at 
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home. Mrs Dire believed that, with more support, Themba would improve. Through 

parental involvement and other relevant stakeholders, including psychologists, the 

process of identification and diagnosis can be successfully implemented. It was only 

after the acceptance of the proposal for this study that Themba was referred to an 

educational psychologist, who diagnosed him as having SLD. The psychologist‟s report 

augmented the information already gathered.  

Learners with SLD already have a challenge with self-confidence (Numerous 

Foundation, 2012; APA, 2013). This is mainly due to the negative reports they have been 

issued throughout their school years. This study did not find specifically a lack of self-

confidence in Themba, but found that Themba has emotional distress due to his 

relationship with his father, which could have been amplified by the fact that he repeated 

grades so many times. Moreover, Margari, Buttiglione, Craig, Cristella, de Giambattista, 

Matera, Operto and Simone (2013) assumed that the symptoms of anxiety and 

depression are more frequent in SLD learners due to the greater introspective capacities 

of these children, who are well aware of their difficulties. Though the interview findings 

and psychological report found that Themba was an anxious child, there was no sign of 

depression observed, as discussed by Margari et al. (2013). However, it is important to 

note that shyness, as an aspect of SLD, was not reflected in the literature. 

To alleviate shyness in learners with SLD, positive reinforcement can be used. 

This may be achieved by recognising that each learner has unique characteristics, 

abilities and interests, as described in the Salamanca Statement (UNESCO, 1994). 

Furthermore, the EWP6 (DoE, 2001) advocates that a learner‟s strengths need to be 

encouraged, as one of its basic principles. The study found that Themba‟s mother was 

aware that one of his strengths and unique characteristics was his love of soccer. She 

therefore allowed and encouraged him to play with his friends in the afternoons. I also 

observed that talking about soccer relaxed him. Another unique characteristic that 

Themba had was his love of gardening. Furthermore, to cover for his father‟s absence, 

Themba‟s mother spent time with him at the mall in order to build his self-confidence. At 

school Mrs Dire gave Themba positive feedback when she realised that he had achieved 

a particular task, so he could feel good about himself. She particularly observed that he 

had good handwriting. The psychologist‟s report also found that he was able to 

remember English stories. Themba‟s love of soccer, gardening, love of going out, ability 

to remember stories and good handwriting was the background information that could be 

used to increase his participation in the classroom while supporting him. Therefore, I 

believe that, all learners deserve to be provided with the opportunity to achieve and 
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maintain an acceptable level of learning, using their strengths and unique characteristics. 

When the strength of a learner is highlighted, as indicated in the Salamanca Statement, 

self-confidence is developed which can be succeeded by a positive attitude towards 

school work. It is therefore important for the education system to be adjusted, so that it 

can accommodate the uniqueness of each learner as they are taught and learn in the 

classroom (DoE, 2001).  

While UNESCO (1994) agrees that all learners have the right to be taught with 

others of the same age group, in the same classroom environment. This study found that 

Themba was in a Grade three mainstream classroom, where he was being taught with 

other learners who were younger than he. This proved that the implementation of IE in 

SA had not been fully realised yet and could not be attained over a short period of time. 

Mittler (2000) described it as a process to reconstruct education in schools. This process 

further presented a challenge to the Department of Education to ensure support for over-

age learners in mainstream schools, who were repeating a Grade, might have SLD or 

have not yet been diagnosed with LD.  

Culham and Nind (2003) further add that inclusion is not only a process of 

participation but also a process to decrease exclusion from mainstream schools. The 

school in this study had a remedial class, which Themba was in the process of being 

referred to, and I was the class educator. Most of the learners in the class complained to 

me of the teasing they received from other learners in the school, because they were in 

the remedial class. The closing of the remedial class, decreased exclusion of these 

learners from mainstream classes and minimised the bullying the learners experienced 

because of being in the remedial class. When the remedial class closed, most of the 

learners were placed in mainstream classes in the same school. Those who required 

special attention were referred to neighbouring special schools and not all of them were 

placed, due to lack of space and human resources. This study found no sign of Themba 

being bullied, as learners in his class had already accepted him into their microsystem. 

When a learner is placed in the same class with others of the same age group, or not of 

the same age, it should enable easier integration into society at large. This will also 

minimise feelings of exclusion from the rest of the school society and from the 

community, thereby reforming our schools and society. 

Engelbrecht and Green (2007) add that the majority of learners in special 

education were from poor communities. This study, confirms this as it found that 

Themba‟s family falls into the low income group. As a result Themba‟s mother was 
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unable to personally assist him with school work and was unable to come to school 

frequently due to her domestic work requirements.   

In addition, Zorigian and Job (2010) further argue that children living in low-

income homes have poor quality childcare, and less interaction between themselves and 

their primary caregivers. Themba‟s mother took him to an aftercare centre so he could 

be assisted with his school work. But she could not explain exactly what kind of 

assistance he received in order to address his SLD. Themba also had less than optimum 

interaction with both parents. His father was working far from home as a contract worker 

and even though his mother was home, she was mostly at work while Themba was at 

the aftercare centre or being assisted by his brother. Maunganidze (2009) added that the 

government magnified the challenges in mainstream schools by not providing physical 

and human resources in mainstream schools and that families and guardians were also 

not well trained about IE. This study found that Themba‟s school did not have LSAs, as 

schools in Britain have, as stated by MacBeath et al. (2003). His parents were also not 

informed of his SLD until he was in Grade three. However, Culham and Nind (2003) 

further state that inclusion is also about ethnicity and poverty transcending traditional 

boundaries between those with and without disabilities. This implies that as a society and 

schools we have to look beyond the social status and income group of a family and focus 

on the needs of individual learners, catering for and supporting those who have diverse 

needs. This study has attempted to explore the kind of support received by Themba, a 

learner with SLD..To summarise, the background information of a learner in an inclusive 

school provides vital information about the support a learner with SLD should receive. In 

this section, this study found that the developmental milestones and educational history 

of a learner with SLD was important and this was supported by the literature. The SIAS 

process can be used to gather more information on the emotional, educational and social 

aspects of a learner.  

5.3 DISCUSSION IN RELATION TO THEME 2: IDENTIFICATION OF SLD 

Pennington, 2009; DMCN, 1999; Margari et al., 2013 and NINDS, 2012 agree that SLD 

is a neurobiological disorder that interferes with learning of academic skills and cannot 

be diagnosed before school-going age. The DSM-5 (APA, 2013), further states that this 

neurobiological disorder has a biological origin that is the basis for abnormalities at a 

cognitive level, that are associated with behavioural signs of the disorder. As this is a 

disorder, this study had to depend on the psychological literature provided to determine if 

Themba‟s difficulties were SLD or not. The DSM-5 (APA, 2013) also mentions that no 
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single data source is sufficient to diagnose SLD. In this study various processes led to 

Themba being diagnosed with SLD. First, Mrs Dire found that Themba had difficulty in 

using the academic skills of reading, writing expression, spelling and mathematics. After 

there was no sign of improvement with the support she provided, she then referred him 

to the SBST for further assessment to be conducted. The SBST, with the support and 

approval of the DBST, then referred Themba to the remedial class which, unfortunately, 

later closed. Only then a district educational psychologist used a clinical interview, family 

history, school reports, Themba‟s evaluated school work requiring academic skills and 

curriculum-based measures, to diagnose Themba with SLD. This diagnosis can only be 

conducted by a professional. These processes are also found in the SIAS policy (DoBE, 

2014) as part of providing the necessary diagnosis, assessment and support. 

 In the past many South African mainstream township schools did not properly 

diagnose, identify nor adequately accommodate learners with learning barriers (Da 

Costa, 2003). As a result, learners were often misplaced in both mainstream and special 

schools, due to inadequate diagnosis. This study found that Themba was also not 

properly diagnosed when he first came to school. He was, therefore, treated like all other 

learners who required remedial education. This means that the Department of Education 

has to ensure that mainstream schools in SA use the SIAS process to its maximum and 

that learners have access to educational psychologists who include the four 

characteristics described in the DSM-5 (APA, 2013) as part of their educational 

assessment for SLD.  

The first characteristics of SLD identified in the DSM5 (APA, 2013) is the 

persistent difficulty in learning academic skills that occur in the developmental period of a 

learner, which includes the beginning years of formal schooling. According to Kemp, 

Smith and Segal (2012), Learning Disorders or learning disabilities involve difficulties 

with reading, math, writing and reasoning, listening and speaking. In the classroom 

context, difficulties with reading and word recognition are the first indicators for an 

educator that the learner might have learning difficulties (Kemp, Smith & Segal, 2012). 

Similarly, Themba did not recognise most words in English during reading activities. He 

also had challenges in reading SeTswana words. This is what his educator identified as 

the first indicator that he had a learning difficulty. Furthermore, according to the DSM-5 

(APA, 2013), the most common display of SLD is dyslexia, which is the difficulty in 

reading printed words. In this study the optometrist reported that Themba might be 

dyslexic, which is difficulty in reading printed and written words. He recommended further 

educational assessment to confirm this. Thus far, Themba had not yet received the 
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recommended psychological assessment as this study had enough evidence to confirm 

his dyslexia. Moreover, Criterion A in the DSM5 (APA, 2013) states that the learner with 

SLD will have difficulties with reading: reading single words aloud but incorrectly, 

guessing or having difficulty with sounding out words. In reading a diagnostic reading 

test, Themba was found reading aloud but incorrectly.  

Another challenge that a learner might have may be with: omitting or adding 

vowels or consonants during spelling activities; punctuation and grammatical errors 

during sentence construction; poor number sense in mathematics (APA, 2013). Themba 

indeed had difficulty in recognising words and spelling them. He would reverse vowels 

and consonants for example, writing ‟d‟ instead of „b‟ during spelling activities. He was 

also unable to write simple sentences using given words. He needed to be guided to 

construct sentences.  

The second characteristic of SLD, according to the DSM5 (APA, 2013), is the 

affected skills being well below average for the age. Routh (2003) agrees that if the 

above-mentioned academic skills fall too far behind the expected rate, the possibility of a 

learning disability should be considered. This is also demonstrated when a learner 

repeats a Grade more than once. Correspondingly, the psychologist‟s report found that 

Themba‟s overall level of intellectual functioning appeared to fall in the low average 

range. His school reports, referral forms and Mrs Dire all described Themba to be 

struggling to cope with his school work. Furthermore, Themba had already repeated 

Grade two, three times and Grade three, once. One of the reasons for Themba‟s 

repeating Grade three could be attributed to poor teaching skills, as the educator stated 

that she needed more time with him and did not inform the SBST. His mother also 

observed that his age group peers were going to high school the following year. This 

evidence proves that Themba‟s academic skills were well below average for the age. 

 In written language strategies, Virginia Department of Education (VDOE) (2014) 

recommends that learners need to be assisted with handwriting, spelling and written 

expression. These three are interconnected, but the learner might not have problems in 

all three. Equally, this study found that Themba had spelling and written expression 

difficulties, but his handwriting was very good. This was confirmed by the teacher and his 

mother. 

The third characteristic of SLD mentioned in the DSM5 (APA) is that the learning 

difficulties begin during school age years but may not be fully manifest until the demands 

for those affected academic skills exceed the individual‟s limited capacities. Routh (2003) 

agrees that these learning difficulties begin during school years and sometimes may not 
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be fully evident until later, when the individuals are required to cope in life, as in writing a 

complex report (APA, 2013). The first manifestation of Themba‟s SLD was in Grade two. 

These difficulties were later observed in Grade three. This study later found that 

Themba‟s difficulties continued to Grade four. 

The last criterion of SLD described in the DSM5 (APA, 2013) is that the learning 

difficulties are not better accounted for by ID, uncorrected visual or auditory acuity. This 

study found that Themba met the first criterion of ID but did not display the requirements 

essential for the social and practical domains. It can therefore be concluded that Themba 

does not meet the criteria for ID; however he meets the criteria for SLD. Though Themba 

indicated that he had eye and ear problem, the medical intervention found no serious 

visual or auditory problems. With the spectacles provided and wax clearance in the ears, 

the difficulties with academic skills persisted to the next Grades, even with clear 

educational instructions provided for him. This confirmed the SLD diagnosis. 

The above discussion has demonstrated that Themba was a learner with SLD and 

therefore it was important that he received the support he required to be able to cope 

with SLD in the mainstream township school. The next theme discusses this support. 

 5.4 DISCUSSION IN RELATION TO THEME 3: SUPPORT PROVIDED FOR THEMBA 

Bronfenbrenner‟s (1979) bio-ecological model argues that there are different systems 

that need to work with each other in supporting learners. The systems include the 

teacher, parents, community and school. In this study, I found that there were different 

systems in Themba‟s environment that worked in supporting him.  

His mother was very supportive and determined to get him a good education. She 

asked his older brother to help Themba with his school work while she provided the 

emotional support. Themba also confirmed the assistance he received from his brother. 

This highlights the importance of the microsystem as the close people the learner 

interacts with (Bronfenbrenner 1979). In this case study, Themba‟s mother also went out 

of the township where they stayed to get aftercare that would assist Themba to improve 

in school. Butera (2005) identifies different services that a learner with LD can receive 

from community organisations, namely; home visitor, caseworker and nurse-practitioner. 

All these services are brought to the learners at home or school. In contrast, this study 

found that Themba was taken to an after care centre where he received assistance with 

homework. His mother could not explain if there was improvement in his performance or 

not, after attending these aftercare classes. This highlights the importance of involving 
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the school in working with community organisations so as to ensure that these centres 

provide relevant care and support. 

Additionally, The South African School Act of 1996 (SASA) indicates that parents 

have to collaborate with teachers to ensure that relevant support is given to the learner. 

This study found that there were minimal support activities given to Themba to complete 

at home. However, the teacher had indicated her frustration when Themba‟s mother did 

not seem interested in supporting Themba at home. This study later discovered that her 

assumed disinterest was due to her work situation and illiteracy, which is why she had 

asked the brother to assist with homework. This agrees with the argument highlighted by 

Sigh and Mbokodi (2004) that parental involvement is affected by social class, referring 

to the socio-economic status of the parents. In this case Themba‟s mother had 

challenges with leaving her domestic employment to come to the school at every 

invitation so that she could be told how she should support him at home. Though she 

wanted her son to be assisted, she did not want to lose her job due to frequent absence. 

This is an indicator of a huge challenge that has to be addressed between schools and 

employers of parents. 

Second, UNESCO (1994) indicates the importance of modification in content, 

approaches, educational structure and strategies. Johnson and Green (2009) further 

confirm Mrs Dire‟s role, by stating that educators have to find a way to differentiate the 

curriculum for specific learners and be aware of many factors that influence learning. 

This study found that Themba received support from Mrs Dire. She mostly modified her 

teaching approach through one-on-one sessions to personally explain concepts that 

were difficult for him and by using teaching resources such as word cards. She provided 

Themba with extra time for more complex activities, and consulted her HoD for other 

general strategies. On noting that there was no improvement in his performance, she 

followed the SIAS process (DoBE, 2014) of referring him for further intervention by the 

SBST and the DBST.  

Moreover, Swart and Pettipher (2005) state that for effective inclusion to occur in 

schools, educators must have a sound theoretical knowledge base, so that informed 

decisions can be made. In this study, I found that Themba‟s educator had attended 

workshops on how to work with learners with learning difficulties, conducted by the LSE 

in the school. During the interview session, I found that Mrs Dire struggled to remember 

some of the terminology used in the workshops she attended, which is confirmed by Dart 

(2009) who comments that educators are still not acquainted with some of the inclusive 

terms used. This can be an indicator that indeed, attending workshops alone is not 
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enough (Swart & Pettipher, 2009); educators need the personal experience of 

implementing what they have learned at workshops in the classrooms and by observing 

others teaching. This would assist in changing the culture of learning in the classroom 

and school. 

Carrington and Robinson (2006) refer to a change in school culture, involving 

reconstructing the curriculum and pedagogy in the school system. Educators have to be 

conscious of these changes, so as to be better able to accommodate learners with LD. In 

this study, I found that Themba‟s educator had to adapt the GPLMS programme 

provided by GDE, so as to be able to support Themba. This she achieved by using group 

work within the programme to assist Themba. She had to provide more visual material, 

such as pictures and concrete material, including blocks during counting activities, and 

give him more time to complete more complex tasks or give him fewer activities to 

complete while she was busy with the rest of the class.  

Johnstone (2009) highlights that a large number of learners in a class presents a 

challenge for the educator to implement IE. The time that it takes to support a learner 

with learning difficulties in a large class, usually puts pressure on educators in being able 

to achieve the goals set by the department for each school term. Educators find 

themselves having to support the needy learner and ensure that other learners are also 

completing the tasks given. In this study, I found that Themba‟s educator had a class of 

fifty-four learners, including Themba. She had to make sure that she completed all the 

tasks required by the curriculum, and support Themba at the same time. She highlighted 

that teaching time was a real challenge for her, but her attitude was positive, indicating 

that she believed that Themba could improve with extra support. 

One challenge noted by Mpofu, Kasayira, Mhaka, Chireshe and Maunganidze 

(2009) was that educators are often not adequately prepared to teach learners with 

learning disabilities in mainstream classes, and that there are also few qualified 

educators in the areas of special needs to provide instruction support in mainstream 

classes. It was evident in this study that the educator needed more development in 

working with learners with SLD, as she continually indicated that Themba needed 

someone like me to help him to perform better. She did not see herself as being able to 

play that role. However, she acknowledged that she benefitted from the workshops 

conducted at the school. This implied that educators had to be encouraged to study and 

use research skills, to search the internet or to consult experts to further their own 

development. 
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Another challenge, highlighted by Walton and Lloyd (2011), was that many 

educators resist the implementation of IE, stating that there is poor teacher development, 

lack of resources and poor support for personnel. In this study, Mrs Dire commented that 

there were educators who believed that it was possible to implement IE successfully, as 

long as the school had someone who would be continually available for them for 

consultation and support. Again, this raises the challenge of the educator not seeing 

herself as part of the solution, instead depending on external experts only, though the 

DBST is available to provide the necessary support and training for the school and 

educators. 

According to EWP6 (DoE, 2001) the primary role of DBSTs is to support schools 

in recognising and addressing barriers to learning and development. The SIAS policy 

(DoBE, 2014) also emphasised that the DBST has to closely work with the school to 

ensure that the screening, assessment and diagnostic processes are completed 

smoothly. This study found that the main role played by the DBST had been receiving 

the referral forms for Themba and that it was in the process of placing him in the 

remedial class when it closed, due to the educator‟s promotion and the school‟s 

implementation of the inclusion policy. The psychological assessment was also 

conducted by a member of the DBST. The DBST, therefore, played its role in building 

capacity in schools and providing evaluation and support (Makoelle, 2012). It also 

assisted in further identification of SLD. From the interview with Mrs Dire, it seemed that 

there were no development workshops conducted by the district to directly support the 

school in supporting Themba. This implied that the DBST, on completing the assessment 

process, should have provided continuous support for the educator in consultation with 

the SBST. 

Nel, Müller and Rheeders (2011) state that the SBST‟s main function is to identify 

learner, teacher and school needs and attempt to address them within the school. The 

SBST in the school assisted Mrs Dire with alternative teaching strategies and assisted in 

the referral to the remedial class. The SIAS policy (DoBE, 2014) further gives three steps 

that the SBST needs to follow when the learner is referred to them; First, the team 

reviews the educator‟s interventions. Second, it formulates an action plan that can be 

followed by the educator to strengthen support and last, this support plan must be put 

into action and evaluated on a set date. This study found that the SBST in Themba‟s 

school did not implement these steps as described in the SIAS policy. Though the SBST 

did recommend that Themba be referred to the remedial class, it did not review the 

educator‟s interventions or put a plan into action. This is evident in the empty sections of 
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the referral forms, which the SBST was supposed to complete. Probably, due to lack of 

knowledge, this team also missed  identifying Themba‟s problems with his eyes and 

ears, which were later found by the District psychologist. 

Furthermore, one of the Meso level challenges is the availability of resources 

(Johnstone, 2009) with human resource being the most required skill. The GDE in SA 

has trained remedial and special class educators as LSEs so that they can support 

educators in mainstream schools and work with full-service schools. Kinsella and Senior 

(2008) argue that there should be a SENCO in each school. Schools have Learner 

Support Assistants (LSAs) who work in schools to support learners (MacBeath et al., 

2003). This study found the role of SENCO and LSA to be important and should be 

implemented in South African schools. There was only one educator in Themba‟s school 

who was available as a remedial educator and an LSE. Even though the remedial class 

was closed, I was available to educators at this school to assist, as I initiated the 

psychological assessment process. The main challenge was the time for consultation 

with all educators. The assistance provided by the parent in Themba‟s Grade two class 

also highlighted the need for LSAs in SA mainstream under-resourced township schools. 

Further support and development was required from the District in structuring the role of 

the LSE in the school. Schools, therefore, have to continuously engage in educator 

development programmes that support the implementation of IE. This study found that 

the school had included learners with learning difficulties in mainstream classes. To 

further implement inclusion, the school closed the remedial class.  

Swart and Pettipher (2005) further state that inclusion is about developing 

inclusive communities and education systems. Communities within which the schools are 

located must also be seen as part of the system from which a learner with SLD can 

receive support. This will therefore encourage schools to share support strategies with 

community based organisation. Kinsella and Senior (2008) add that “inclusive schools 

meet the diverse needs of all learners from the community in which they are situated, 

regardless of the nature or source of that support”. The Salamanca Statement highlights 

that inclusive schools combat discriminatory attitudes and promote welcoming 

communities (UNESCO, 1994). This study found that there was no direct support from 

community organisations. The only support Themba received outside the school 

community was initiated by his mother.  

Swart and Pettipher (2009) further quote various researchers, indicating the following 

as ways in which the educator can be supported:  
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 Direct classroom support, such as co-teaching with the principal or learning 

support staff or working with the HoD; 

 Creating access to other ideas and practices, keeping staff informed of latest 

research findings (sharing information), continued teacher development and 

teacher learning (professional development); 

 Providing time for planning and consultation, including after school sessions; 

 Building trust and an appropriate climate for shared individual learning, and 

providing positive and meaningful activities; 

 Recognition of development and celebration of success. 

The school has to further create access to financial resources, equipment and 

material and provide opportunities to visit other schools and observe other educators. 

The school in this study still has to access financial resources to employ a full time 

remedial educator and provide its educators with opportunities to interact with other 

educators, from other schools, through lesson observation. This study found that Mrs 

Dire worked with her HoD for classroom support. She attended teacher development 

workshops organised by the LSE and the SBST. She believed that with support and 

positive reinforcement, Themba could improve. The one challenge she had was finding 

time to adequately support Themba in the midst of fifty-three other learners in the class. 

This implied the need for classroom assistants in SA mainstream schools so as to have 

time to teach the class and also meet the diverse needs of a learner with SLD in the 

mainstream class. 

5.5 DISCUSSION IN RELATION TO THEME 4: INTERACTION OF THE DIFFERENT 

SYSTEMS 

From Bronfenbrenner‟s bio-ecological model (1979), it can be concluded that the 

macrosystem, exosystem, mesosystem and microsystem have to be in constant 

consultation with each other within the chronosystem, so as to ensure that learners with 

barriers to learning and development receive support that is relevant for their specific 

needs. Therefore, due to the interaction within the different systems in the learner‟s 

environment, communication is central in any attempt to support a learner. The four 

levels of Bronfenbrenner‟s bio-ecological model are ideal in discussing the 

communication within systems that supported Themba. 

Firstly, the macrosystem involves the dominant social and economic structures as 

well as values and beliefs that influenced the other systems. This study placed the 
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macrosystem at policy level, which was addressed by the adoption of the Salamanca 

Statement at an international level (UNESCO, 1994). In this study, the Salamanca 

Statement further communicated five basic principles: the importance of Themba‟s 

fundamental right to basic education; his unique characteristics and abilities; the role of 

the education system in ensuring that educational programmes were implemented to 

take account of Themba‟s diversity; Themba‟s special needs being accommodated in a 

mainstream school, within a child-centred pedagogy, capable of meeting these needs; 

and that this statement was communicated to Themba‟s school to combat discriminatory 

attitudes by closing down the remedial class.  

Furthermore, the literature also explained that the principles of the Salamanca 

Statement had been communicated and adopted by countries in Africa, including SA. 

The adoption of the statement in SA resulted in the development of inclusive policies like 

the EWP6 (DoE, 2001), which emphasised that all learners can learn and need support. 

Similarly, Mrs Dire believed that, with the relevant support, Themba would be able to 

learn and improve his marks. Recently, the SIAS policy was approved by the Minister of 

Education in SA (DoBE, 2014). The main purpose of this policy was to provide a 

framework to ensure that learners with barriers were identified, assessed and that a 

programme was developed for them so they could participate in school. Presently, only 

DBSTs have been trained on this policy in most districts. It is still to be implemented in 

schools, with the training of SMTs. SBSTs and educators. This puts more pressure on 

the DBSTs to ensure that schools receive this training.  

The DBSTs introduce us to the exosystem, which is the second system in 

Bronfenbrenner‟s bio-ecological model (1979). The exosystem includes other systems 

that the learner is not directly interacting with, but might influence the people in the 

learner‟s microsystem. The DBST played a vital role in communicating the screening, 

identification, assessment and support received by Themba. The district psychologist 

was able to communicate with Themba‟s parent, educator and Themba in the 

assessment process. This agrees with the EWP6 (DoE, 2001) where it states that the 

DBST has to diagnose and suggest improvements. Additionally, this study found that at 

this level it was also the DBST that accepted Themba‟s referral form from his class 

educator, via the SBST. 

The SBSTs then introduced us to the mesosystem, which is the third system in 

Bronfenbrenner‟s model (1979). The mesosystem involves different microsystems 

interacting with each other. In this study, The SBST had to communicate with the DBST 

during the referral and assessment period. It also had to ensure that the educator 
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received development workshops in supporting Themba, which is confirmed by Nel, 

Müller and Rheeders (2011), who specify that SBSTs must provide training for 

educators. The workshops conducted within the school assisted Mrs Dire with teaching 

strategies including multiple intelligences. Mrs. Dire was unable to express how she used 

these multiple intelligences to directly benefit Themba. This may have been be due to 

the inability to implement in the classroom, or the struggle with the terminology involved. 

In this process of development, the HoD who is also part of the SMT and the SBST, also 

communicated with and assisted Mrs Dire with general strategies to support Themba. 

However, Mrs Dire had no communication with Themba‟s previous educators, which 

resulted in her not knowing the background to his LD. Additionally, in the mesosystem, 

this study found that communication and support from the family was very important. As 

stated by Nel et al. (2011), parents cannot expect educators and principals to address 

the problems on their own. Themba was affected by his father‟s consistent absence. 

Though Themba is not directly involved in his father‟s work situation, lack of 

communication with his father due to work commitment affected Themba emotionally, 

thus further aggravating his SLD. This relationship with Themba‟s father was discovered 

through communication with the district psychologist during an interview with Themba‟s 

mother. Additionally, there was minimal but obvious communication between the school 

and his parents, due to the parents‟ work situation. Therefore, interaction or lack thereof 

amongst parents, the school and experts had a direct impact on Themba, even though 

he was not directly involved. 

Lastly, the microsystem is the small group of close people that the learner interacts with 

on a daily basis. At home, Themba communicated with his mother on an emotional level. 

She played the dual role of both parents and he found comfort in her. In Themba‟s 

microsystem at home, there is also the communication with his brother, who explained 

some difficult concepts for Themba. The lack of communication with his father had 

affected Themba emotionally. This study also found that the closest person to Themba in 

the school was Mrs Dire. Themba was able to communicate his needs and challenges to 

Mrs Dire. She was then able to communicate with him about how he could improve. The 

EWP6 (2001) encourages communication between educators and the learners they are 

teaching, as Mrs Dire did with Themba. The challenge found in EWP6 and other 

literature is the lack of actual communication about working with learners, with SLD, in 

mainstream classrooms, with large numbers. Another group of people that Themba 

interacted with on a daily basis consisted of his classmates. During certain activities in 

the class, Mrs Dire used group work to encourage Themba to interact with his 
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classmates. Themba was able to communicate openly with his peers, which Nel (2014) 

refers to as multilevel teaching. In the community there was communication with friends 

who influenced his ability to communicate and create friends within the school, through 

playing soccer. This contributed to developing his self-confidence. Butera (2005) 

highlights interaction with other community based organisations or services. 

5.3 CHAPTER SUMMARY 

In this chapter the themes that were presented in Chapter four are discussed in relation 

to the literature review. From the themes that emerged, it was evident that Themba‟s 

background assisted in providing his history prior to coming to school. From the 

educational psychologist‟s report, SLD was diagnosed. Therefore it was evident that 

diagnosis for SLD could only be conducted by a professional individual using various 

documents provided by the family and the school. It was confirmed that Themba 

received support from his brother, mother, teacher and an aftercare centre. 

Communication between the supportive systems is important to ensure that the learner 

receives support that will cater for his diverse needs. 

Chapter six provides a summary of the study, conclusions, recommendations and 

strengths, limitations and areas for further study. 
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CHAPTER 6 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

6.1 INTRODUCTION 

In this chapter, the study is summarised and the research question is answered. The 

findings at the end of the study are discussed in relation to the questions asked in 

Chapter one. Both the strengths and limitations of the study are presented. 

Recommendations for supporting Themba are then given. Areas for further research are 

highlighted. 

6.2 SUMMARY OF THE STUDY 

The main aim of this study was to explore the nature of support that Themba, a learner 

with SLD, received in a township school. The learner in this study, Themba, was 

diagnosed with SLD. This meant that he was unable to recognise English and SeTswana 

words and read fluently during reading activities. He had a challenge with understanding 

deep meaning of the words he was reading. During spelling activities Themba would 

omit, add or substitute some of the consonants or vowels. Furthermore Themba made 

multiple grammar and spelling errors during writing activities. He was not able to 

construct a simple English sentence even after five years of exposure to English 

Language. In mathematics he was frustrated every time he had to count backwards, 

multiply or add large numbers. In addition to this he was unable to use mathematical 

operations to solve problems presented to him. So Themba was a learner with SLD, who 

had to receive educational support in a mainstream classroom. This refers to the 

importance of IE. 

In the literature review the international perspective of IE acknowledged the 

importance of the Salamanca Statement and the human rights of learners to achieve at a 

certain level. This human rights issue filtered to the SA education context and was 

captured by the principles of the EWP6 which highlighted that all children can learn and 

need support. To achieve this, DBST were established to support schools in recognising 

and addressing barriers to learning. For further support SBST were established to assist 

with screening, identification, assessment and support processes within the school. 

The setting of this study was in a developing township west of Johannesburg in 

the Gauteng province of SA. The school is a primary school with learners registered from 
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Grades R to 7. At the time when the study started, the school had a remedial class 

where I assisted learners with basic reading and mathematical skills. Themba was 

referred to this class but was not placed due to large numbers in the class that year. He 

had to remain in the Grade three classroom. The research question asked was: What 

support does a learner with SLD receive in a township mainstream school?  

I chose the interpretive research paradigm as the paradigm to inform this study, 

as it was appropriate for the study. This paradigm captures the lives of the participants in 

order to understand and interpret meaning (Henning, van Rensburg & Smit, 2004). In 

this descriptive study I captured the reality of the participants in their own environment. 

The study was qualitative in nature, as it attempted to make sense of the interactions of 

the participants in a particular situation. I chose a case study design. The participants in 

this study were the learner, parent and teacher. Data was collected using semi-

structured interviews, observation of Themba, documents and a researcher‟s journal. 

Before analysis, the data was prepared through coding and categorising. The data was 

then analysed through content analysis and themes and patterns emerged. I then 

followed the four criteria identified by Lincoln and Guba (1985) to establish 

trustworthiness; Credibility was achieved by using various data collection methods, 

namely interviews, artefacts and researcher‟s journal to ensure triangulation of the 

findings;  transferability was achieved by using “thick description” (Toma, 2006) so that 

the reader can compare the findings to other possible contexts, to attain dependability 

the research methodology was given in detail; and confirmability was realised when the 

findings were given to a colleague to confirm the themes.  

From the data analysis the following themes emerged and are discussed in view 

of the literature: 

 Background to Themba. This theme discussed the importance of inclusive education in 

mainstream township schools and the importance of the learner‟s history in the process 

of screening, identification, assessment and support. The family, academic and 

emotional backgrounds were discovered and discussed. Themba‟s background further 

revealed a low-income status family that lacked knowledge about SLD and the 

importance of early identification. Themba‟s history revealed that he repeated a Grade 

more than twice and ignorance from previous teachers about the importance of early 

identification. Themba is a learner who is very shy and able to learn through trial and 

error. 

 Identification of Themba‟s SLD. After the educational psychologist‟s assessment the 

criteria described in DSM-5 (APA, 2013) were used to identify SLD. Themba had 
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challenges when using the academic skills of reading, writing, spelling, mathematical 

reasoning and working with numbers. His performance at school was found to be three 

years below that of his age group, who were in Grade six. At twelve-years-old he was 

found to be performing below the expectations for his chronological age. His learning 

difficulties were not present before he came to school but started to manifest when he 

was in Grade two. Furthermore, Themba‟s difficulty could not be attributed to ID as he 

did not meet the required criteria. Instead Themba met all four characteristics required 

for SLD. Themba‟s eye and ear problems were found not to be the cause of his learning 

difficulties. Lastly, it could not be attributed to lack of adequate educational instruction 

English. 

 Support provided for Themba. The third theme found that Themba was supported at 

school by his teacher, at home and from the community. It emerged that within the 

school, his class teacher was the main support system through individual support. She 

further used available resources like word cards, to reinforce what she had taught him. 

The teacher in turn received support from her HOD and attended workshops that 

provided strategies like multiple intelligences, to support Themba. At home, Themba‟s 

brother assisted him with all his school work and his mother continually encouraged him 

to work harder. An after-care centre, found by his mother, also played a role in 

supporting Themba when he was in the lower Grades. The most recent support from 

outside the school was found to be from the district office through educational 

assessment.  

 Interaction between the different systems. The teacher, family, Education 

Department and community were found to be in constant contact with each other. 

Themba‟s teacher was in constant communication with her HoD to ensure that Themba 

was given the appropriate support. She invited the parents to school and they came 

whenever they could. Themba had a good relationship with his class teacher and this 

enabled him to inform her of some of the difficulties he encountered. The school 

communicated with the District office about Themba‟s difficulties. This led to an 

educational assessment being conducted, which diagnosed him as having SLD. A 

general practitioner, clinic doctor and optometrist were also consulted to check his ears 

and eyes. Wax was removed from his ears and he received glasses to assist with 

reversal of letters. Six months after this, even to date, Themba still has difficulties with 

using academic skills successfully without the appropriate curriculum adaptation 

strategies discussed in Chapter two. Therefore, Themba would be able to achieve and 

learn when the systems cooperate with each other. 
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6.3 CONCLUSIONS OF THE STUDY 

From the themes that are discussed in this study, it was evident that Themba, a learner 

with SLD, received support from different systems in his township environment. The 

mainstream township school which Themba attends requires all the support it can get 

from the surrounding system, in order to support Themba. His learning difficulties were 

only diagnosed in Grades two and three. He received support from his current Grade 

three educator in a mainstream township school, his brother at home, a parent-assistant 

at school and from an aftercare programme after school. It is therefore evident that a 

learner with SLD requires support, not only from the teacher in the classroom but also 

from all the other systems that are in his immediate environment.  

Furthermore, these systems need to keep in constant communication with each 

other. In this study communication was done through visits, telephone and letters. The 

educator also needs to be constantly supported and provided with updated skills to 

support the learner with SLD in the classroom environment. This support can include 

workshops, peer teaching, with LSE or remedial educator and observing other experts in 

special schools working with SLD learners. These skills need also to include strategies to 

adapt the curriculum to accommodate a learner with SLD in the mainstream class. This 

study found that the curriculum was adapted by using more concrete material, giving the 

learner more time and fewer activities to complete. The main support strategies used by 

the educator were reading group work and individual attention to complete tasks. 

Early Screening, Identification, Assessment and Support, a process described by 

SIAS (2014), played a vital role in ensuring that the learner received the relevant 

support. It is important to know the criteria that have to be met to identify a learner as 

having SLD. This information was also shared with teachers at a staff meeting. They too 

know what to look for in identifying a learner with SLD. Other schools can learn different 

ways of supporting a learner with SLD.  

After the education psychologist‟s report Themba‟s parents found relief when they 

finally discovered what the problem really was and how he could be assisted further. The 

parents discover the importance of continuous communication with the school and other 

systems, including the community and medical personnel. The school and teachers 

identified different strategies for supporting learners in mainstream schools. 

Through a literature review, this study also provided summarised and latest 

discussions and challenges, at both international and local levels, that are experienced in 

implementing IE. This information can be used by researchers in their study and by 

teachers who are interested in IE. Updates in learning strategies that can be used in 
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supporting a learner with SLD are discussed in the literature review chapter. This study 

also highlighted the importance of the role of DBST and SBST in the correct diagnosis of 

a learner. 

6.4 RECOMMENDATIONS OF THE STUDY 

There are four main recommendations that can be made in supporting Themba, a 

learner with SLD in a mainstream township school. 

First, the implementation of the SIAS policy should be monitored consistently with 

extensive training for DBSTs, SBSTs, SMTs, educators and learners. All systems 

involved in supporting Themba should be made aware of the existence of this policy and 

how it is to be applied in schools. Educators require more practical training in how to 

complete the required documents. During this training, emphasis should also be on the 

importance of completing of all sections of the documents, as empty sections indicate 

outstanding crucial information that might assist in the screening process. 

Secondly, Themba needs to be encouraged to continue to participate in soccer 

activities, be exposed to other outside activities like gardening, in the school, as this 

makes him relax. This will enable him to continue to meet learners of the same age who 

are interested in the sport he loves, thereby creating a circle of friends within the school 

environment and developing his self-confidence. With self-confidence, Themba would be 

able face the more challenging tasks he would be given as the teacher is supporting him 

in the class. 

Third, at home, Themba would benefit if his mother could inform her employers 

about her son‟s challenges at school. This would make it easier for her to be able to 

attend all the invitations extended to her by the educators. She could also use time to 

take him to the general hospital for an audiologist to check that his ears are healthy. His 

brother also needs to be available, when the school invites him, as he is the one who is 

assisting Themba with homework at home. Also, they don‟t have to wait for the school to 

invite them before finding out about his progress. They should take the initiative to come 

to the school to request Themba‟s progress and how they can further assist him. 

Reading or asking more questions about SLD will also assist the parents and family to 

understand Themba better and how they can further assist him at home. 

In school, his teacher needs to keep all records about Themba in a file or profile. 

This information needs to be available to the SBST so that they can make further 

recommendations for supporting Themba. This would assist in communicating his 

progress to all teachers in the grades he will progress to. As Themba is still very shy and 
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anxious, the teacher needs to avoid activities that would require Themba to stand in front 

of the class. In curriculum adaptation, the educator may also continue with the one-on-

one sessions in working to improve his mathematical skills, reading and spelling. Telling 

stories and complementing Themba may also be used to improve his participation in 

class. To develop his self-confidence, in school, Themba will benefit if his educator can 

make him aware of his good handwriting and his ability to remember stories he has been 

told. To assist Themba to comprehend new information in all subjects, the educator can 

use previous charts, maps and graphs to introduce new information. Co-teaching may be 

done with the support staff. The teacher could create time for planning and consultation 

in the process of supporting Themba. 

This study also emphasised the importance of communication in the school, 

especially when the learner moves to the next grade. Educators with a large number of 

learners in mainstream schools should be provided with information on how to go 

through the process of identifying learners with problems and supporting them. Their 

role, as lifelong learners, and the importance of attitude change, needs to be highlighted. 

Educators can also be exposed to external agencies, including special schools, through 

observing others teach, in order to learn other curriculum adaptation activities. This may 

be initiated by the SMT as the school already has a relationship with surrounding special 

schools. 

6.5 STRENGTHS OF THE STUDY 

This study focused on an area that has had limited research conducted on it.  

Previous inclusion studies mostly focused on inclusion of physically disabled 

learners, HIV and AIDS and the implementation of inclusion in schools. There has been 

limited research conducted with the focus on one learner in a township mainstream 

primary school. This study was exclusively responsible for initiating the identification of 

Themba‟s SLD. 

Additionally, this was a case study that enabled me to focus on Themba in-depth 

over a long period of time. In gathering information about Themba various data collection 

methods were used as opposed to only using one, such as observation. In this study, 

data was collected through interviews, psychologist‟s report, observations recorded in 

the researcher‟s journal, artifacts, referral forms and Themba‟s school reports. These 

methods provided information on Themba‟s challenges and the support he received. 

Furthermore, in using these different data methods this study discovered information that 

the school management and SBST committee did not have, for example, the fact that 
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Themba was retained for three year in Grade two and knowledge of the parent who 

assisted the Grade two educators. This shows that through „in-depth‟ study, more 

information can be discovered for the benefit of the learner.  

This study gave Themba, a township boy, an opportunity to achieve a better 

future for himself. His family now knows what his learning difficulties are and his teachers 

are better equipped to assist him to achieve in the classroom situation. 

6.6 LIMITATIONS OF THE STUDY 

The research topic chosen was of interest to the researcher, as an LSE who is providing 

support to educators in a mainstream township school. However, the research was not 

without errors. As a researcher, if I were given the opportunity, I would change some of 

the processes and decisions that I took.  

One of the challenges I had was the time factor. The research proposal was 

accepted more than two years ago and some of the information was collected very late 

in the research process. As a result, the learner had lost most of the documents that I 

requested. During data collection, it was already the end of the year. When I requested 

his Grade three books that would provide documented evidence of the support he 

received in the classroom, his mother had already thrown them away. This, therefore, 

affected the quantity of documents available tor me during data analysis process. The 

documents used in this study were the ones I had done tests with and some I had to go 

to the District to request, including the referral forms that had evidence attached. I was 

not able to acquire all Themba‟s school reports as his mother did not know where she 

had put them. 

 Furthermore, the lack of availability of the parent during the research process also 

delayed the process. As the mother was not able to leave work to take the child for 

psychological assessment, eye and ear testing, these had to be done by the researcher 

on her behalf, a year after the recommendations were given by the educational 

psychologist.  

Additionally, in data collection, during the interviews, I had the challenge of 

language. All the questions were written in English. As the interviews progressed I had to 

use SeTswana so that the participants could be relaxed and provide answers in full. Due 

to Themba‟s anxious and nervous state his interview did not provide enough information. 

Most of the questions he answered with yes and no. I had to constantly attempt to relax 

him throughout the interview session. When classroom observation was conducted, 

Themba was very conscious of my presence, since he knew what I was there for. 
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According to the teacher, he did not behave as he would normally do when I was not 

there.  

Lastly, due to Themba‟s mother‟s unavailability, I decided to take him to the 

audiologist. As I was not his parent, he did not have medical aid cover and I did not have 

the money to pay, so the audiologist refused to give me a written report but referred us to 

a public hospital. He irritably said that his findings were inconclusive, as Themba was 

responding inappropriately. I did take him to the clinic doctor who indicated that it was 

only wax build up in his ears. This was cleared, but I still believe that he could have 

benefitted from a full check up by an audiologist. As the LSE in the school, I advised the 

parent to take Themba for a follow-up visit with the audiologist at a public hospital. 

 

6.7 AREAS FOR FURTHER STUDY 

In conducting this study, other areas for further study emerged. The first area that could 

be studied further is where there is more than one learner with SLD receiving support in 

a class of a mainstream school. It would also be interesting to find out how other 

mainstream schools support learners with SLD. A comparative study could be conducted 

between mainstream schools and special schools, and how each supports learners with 

SLD. In this study, Themba was supported formally by his class teacher only. It would be 

interesting to find out how learners progress when there is a SENCO, LSE or remedial 

educator involved in the support process, within the classroom, on a full time basis. This 

study mostly focused on Themba‟s difficulty with English as it is the language of teaching 

and learning. A further study could be done on a learner with SLD but with SeTswana as 

the language of teaching and learning. Another area of study could be a quantitative 

study of learners with SLD in mainstream schools of a specific township. This study 

found that Themba‟s SLD was diagnosed only after he had been in school for more than 

five years, whereas future studies could focus on the support provided for a learner 

diagnosed with SLD earlier. 

6.8 CONCLUDING REMARKS 

In conducting this study I have learned that the inclusion of learners with SLD in 

township mainstream schools is a way of preparing our schools to cater for learners with 

different Learning Disorders. In my opinion, this inclusion is much better than referring 

learners to special classes or special schools. Teacher skills are also improved, as they 

are challenged to be lifelong learners in equipping themselves with other strategies to 
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support learners with LD, so they can better support all learners in their classrooms. 

Furthermore, I have learned that supporting a learner with SLD is not the responsibility of 

only the educator currently teaching the learner. There are different systems that interact 

with each other that can be used in improving the accommodation of such a learner in a 

school environment. 

There is a variety of difficulties that learners have within mainstream schools. In 

this study I had my first encounter with the DSM 5 and SLD with all the criteria listed to 

indicate that a learner has SLD. This information had an impact on my role as a remedial 

and LSE educator at my school. Truth be told, I realised how much I still have to learn to 

be equipped to be an asset in the school. 

I have also grown as a researcher. Conducting a case study has taught me skills 

and methodology that I previously lacked as a researcher, especially in writing Chapter 

three. I learned that in conducting research I need to have a framework in which to put 

my research. I must also be able to identify the research design and methodology. The 

most challenging part, for me, was data collection and analysis. It was my first encounter 

with such terms and I had to first understand what they meant before actually conducting 

the processes, which led me to read a lot, both at the UJ library and on the Internet. This 

further developed my research technological skills in searching for information. Lastly, 

Themba, a learner with SLD is now 15-years old and in Grade six. He is in the 

intermediate phase and receives support from different educators. They keep records of 

his challenges on GDE 450 support forms. His Grade six educators confirm that he 

needs continuous support. 
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Come Touch His Cheek 

This child of mine you stare at so, 

Please come closer so you will know 

Just who my child is and what I see 

when those sweet eyes stare back at me 

I see no limits to my child's life 

Although I know 

It will be filled with strife, 

I'm hoping that doors will open each day 

I'm praying that kindness 

will come his way 

You look frightened? 

You tremble with fear? 

Come, come closer 

touch him my dear 

Touch his cheek so soft 

so sweet 

Be one of those people 

he needs to meet 

Someone who will look 

and hopefully see 

The skill, the talent 

The ability 

Please come closer 

You don't have to speak 

Come a little closer 

Just touch his cheek 

And when you do  

you will see 

this sweet, sweet child 

is no different  

than you or me 

By: Gary Shulman  
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APPENDIX F1: EXAMPLES OF INTERVIEW QUESTIONS WITH THE 

PARENT,   LEARNER AND TEACHER 

QUESTIONS FOR THE PARENT 

1. When and how did you find out that your son has a learning problem? 

2. What is it that you saw that indicated to you that there is a problem? 

3. Have you ever taken him to see a doctor, nurse or social worker about his condition? If yes what was 

the outcome? 

4. Who else has been involved in trying to help and what did they do? 

5. Does your son have siblings? How do they assist him? 

6. How does he relate to other children? 

7. Which Grades did he repeat? 

8. What did the teachers do to support him? 

9. How did the teachers involve you in supporting you child at home? 

10. According to you what has the school done to support your child? 

Questions for the learner 

1. What do you think is the reason for you not to understand what the teacher says? 

2. What kind of help do you get at home with your homework?  

3. Do you understand the all words that you read? 

4. When you do not understand a word what do you do? 

5. How does teacher help you to understand words? 

6. How well do you read compared to other learners in your class? 

7. How does this make you feel? 

8. Is there anyone else who helps you to understand words? Who? And how do they help you? 

9. When do you find it difficult to work with numbers? 

QUESTIONS FOR THE TEACHER 

1. Are there any areas where there are no problems evident? 

2. How do you prepare your lesson plans to ensure that you accommodate the learner’s needs? 

3. How have you adapted the curriculum to include this learner? 

4. What activities do you use to improve his reading skills? 

5. What activities do you use to improve his writing skills? 

6. What do you do to encourage him to concentrate in class? 

7. What support do you receive in assisting this learner? 

8. How do you ensure that he completes all his tasks? 

9. What other support does he receive outside of the classroom situation? 

10. How has the SBST in the school contribute in supporting this learner? 

11. How does the District office contribute in supporting this learner? 

12. How did you involve the parent in supporting this learner? 

13. What resources are available to you in supporting this learner? 
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APPENDIX F2 EXTRACTS OF INTERVIEWS WITH THE 

PARENT, LEARNER AND TEACHER 

PARENT INTERVIEW 
Researcher:  Does he have older brothers and sisters. 
Parent: He has one older brother. It’s only the two of them. 
Researcher:  ok. Does he help him? 
Parent: Yes he helps him and he is the one who really helps him for most of the time. 
Researcher:  How does he help him? 
Parent: in reading, like when he has mathematics homework, he tells him that, “I’m not going to do this for you, I will 
only show you one example, then the rest you must do on your own”. 
 
 
Researcher:  ok, who else has assisted with this problem? 
Parent:  When he was in Mrs. Sethu’s class, there is a lady who used to come, whom they say has a crèche, I’m sure 
you know her. 
Researcher: ohm, its Miss. Nomsa

7
 

Parent:  Yes. 
Researcher: She is now working in the school. 
Parent: Oh, is she working here? 
Researcher: Yes, she is now teaching Grade R. 
Parent: Yes, she is the one when she was still in Mrs. Sethu’s class she tried to help but (shakes head). 

 

LEARNER INTERVIEW 
Researcher:  Are able to understand in the class. 
Child: Yes mam. 
Researcher:  Ok. What does the teacher do in class to help you when you don’t understand the work? 
Child: She looks at my book and tells me that it is not right, and tells me to write it correctly. 
Researcher:  Does she show you how to write it correctly. 
Child: Yes. 
TEACHER INTERVIEW 
Researcher: (Translates the same question to SeTswana) How do you move around GPLMS to ensure that Themba 
understands when you teach him. 
Teacher:  I put them in their groups; weak, average and good. Then I put him in the weak group. When we do reading 
I call them to the front, when others are busy with the work, I continue with Themba’s group to see if they are able to 
do the work. 
Researcher:  Yes reading skills. 
 
Teacher:  Group work. They read in group work, they come to the front, and flash cards, I use flash cards, look and say 
words, its look and say words, then in groups. When they are sitting in their groups, I choose them as they are in their 
groups according to their levels. I choose them to read one at a time. I call one learner at a time to come and read for 
me. 
Researcher:  What activities do you use to improve his writing skills? 
Teacher:  His writing skills are not poor. His writing skills are not poor. I use handwriting, you know 

handwriting, and they do handwriting. GPLMS has handwriting on Monday and Tuesday, On Monday 

and Wednesday, so I use those days to make sure that he improves his handwriting, but his 

handwriting is not bad 

 

 

 

 

                                                           
7
 Pseudonym for parent who was assisting the Grade 2 educator 
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APPENDIX G: EXTRACTS FROM ANALYSED DATA 

DATA SET 6.4 PARENT, LEARNER, TEACHER ENGLISH INTERVIEW CLUSTERED INTO THEMES 

SEGMENT TRANSCRIBED INTERVIEW CONCEPTUAL 
LABEL 

CATEGORIES 

IDENTIFICATION OF SLD FROM TEACHER INTERVIEW 

13. 
Researcher:   Ok. Thank you. Has he repeated 
any class? 

Grades repeated Repeating a Grade 

14. Teacher:  Yes. 

15. Researcher:  If so which classes did he repeat? 

16. Teacher:  Grade 2 and Grade 3. 

17. Researcher:  Which year did he repeat? 

18. Teacher:  Grade 2? 

19. Researcher:  Yes 

20. 
Teacher:  Grade 2 … 2000 and….. 2000 and…….. 
2000 and…, he came to me in 2000 and.., last 
year was 2011. 

38. 

Teacher:  He was not able to write and read and 
do counting. The counting was very poor and 
even the reading but the writing, his 
handwriting is good. 

Writing, reading 
and counting 
difficulties 

First teacher 
observation of 
Themba’s 
difficulties 

42. 
Teacher:  mmmmmmm. Division and 
multiplication. 

Calculation 
difficulties 

Difficulties in 
Mathematics 

43. Researcher: was he not able to do them. 

44. 
Teacher: mmmmmmm. And counting in bigger 
numbers. 

45. Researcher:  Ok. And then in Literacy? Problems with 
reading, 
understanding 
and sounds 

English language 
difficulties 

46. 
Teacher:  Reading was a problem. Reading is a 
problem and he does not understand the 
sounds. 

IDENTIFICATION OF SLD FROM LEARNER INTERVIEW 

12. 
Child:  (also smiles) Have you ever failed 
before? 

No promotion to 
the next Grade 

Repeating a Grade 

13. Researcher:  Have you ever failed before? 

14. Child: Yes. Mam. 

15. Researcher: Mmm. Tell me where did you fail. 

16. 
Child:  I failed three times,  I failed twice in 
Grade 2 and I failed once in Grade 3 

17. Researcher: Twice in Grade….   

20. 

Researcher: Does he need to be assisted with 

completing tasks at home, like, when you give 

him an errand at home, do you still need to 

assist him with that. 

House chores Practical domain 
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APPENDIX H: SCHOOL REPORTS 
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APPENDIX I REFERRAL FORMS 
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APPENDIX J: GRADE THREE SUPPORT FORMS BY TEACHER 
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APPENDIX K: ARTEFACT OF LEARNER‟S ENGLISH GRADED 

READING TEST   
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APPENDIX L: ARTEFACT OF LEARNER‟S DIAGNOSTIC SPELLING 

TEST  
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APPENDIX M: ARTEFACT OF LEARNER‟S CLASS SPELLING TEST  
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APPENDIX N: ARTEFACT OF LEARNER‟S ONE MINUTE ARITHMETIC 

TEST  
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APPENDIX O: ARTEFACT OF SENTENCE CONSTRUCTION 

ACTIVITIES 
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APPENDIX P: COPY OF OPTOMETRIST‟S TEST 
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APPENDIX Q: CLINIC REPORT 
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APPENDIX R: LANGUAGE EDITING CERTIFICATE 

 

ANNE TAYLOR 
10 MAYNARD STREET, 
GARDENS, CAPE TOWN 

Tel. 021 461 1673 
 

 

 
20 October, 2015 

 
 

CERTIFICATE 
 

Professional editor, Anne Taylor, member of the Professional Editors Guild, 

provided copyediting and proofreading services, according to the guidelines 

laid out in the university-endorsed national ‘Guidelines for editing research 

theses.’ 
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Services provided by a professional editor 
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