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SUMMARY
 

This study investIgates educators' experiences in choosing material for 

learners in the inclusive classroorn setting os clearly stated in chapter one. 

Chapter two explored the literature on the learning and teaching support 

materials and the processes involved. The definition of learning and teaching 

support materials was explored, The kinds, importance and role of learning 

and teaching support, were discussed and the role is seen as a vehicle which 

enhances the awareness for expression and opportuniti2.s to capture 

evidence of learners knowledge. Guidelines to consider in the process of 

selecling learning and teaching support materials and the utilization thereof, 

as well as the funding of learlling and teClching support mate!'ials received 

attentiorJ. This chapter further explored tile inclusive classroom where 

inclusion is defined; the nature of inclusive classroom was discussed. The 

benefits and the criticism of inclusive classroom settings were also exolored. 

In chapter three, the empirical research design used in the study is discussed 

Focus group inlerviews in qualitative study were used to eXDiore educators' 

experiences in choosing learning and teaching support material in inclusive 

classroom seWngs, 

Chap~er four highlIghted the research methods used to investigate the 

problems of this study. The application of lief..': focus interview was explained in 

detail because the focus group was us(::d for the collection of data which was 

analysed and interpn:.?ted. The data revealed that educators experience a 

number of difficulties in choosing learning and 'leaching support materials for 

learners in inclusive classroom setlings. 

The last chapter concludes the study with recommendations on the way to 

assist educators in chOOSing materialS for learners in the inclusive classroom 

setting. 
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OPSOMM'ING
 

Hlerdi::; studie ondersoek die onderwysers se onoE:rv'inding met die keuse van 

inklusiewc rnaleriaal vir leerders soos verduidelik in hoofstuk een. 

In hoofstuk twee is dleper navorsing gedoen 001' ink'[usiwiteit en die ondcrng 

daarvan. Die term inklusiwlteit is gedefinieer. Die grondbeginsels van -die 

Ondersoekverslag van die Nasior:~) e Onuc:rwys Beieid 001' inklusiwitelt was 

benadruk. Belangrike r!r:ue:rnisse, eienskappe en die implikasie daarvan is 

uitqelig. In die inklusiewe onderwys en opleidlng sistee: (~ soos beskou deur 

die kommissie. VerdeI' in dieselfde hoofstuk is gekyk na: Sosiale 

Konstruktivisme as die filosofie van die raamwerk van opvoedkundige 

sieikunde. 

Die empiriese navorsingsontwerp wat in die studie gebrulK is, is bespreek in 

floorstuk drie Fokusgroepe, onderhonde in kwalitaliewc studies is gebruik om 

opvoeders (onderwysers) se ondervinding ten opsigte van die keuse va 

onderring-en leemndersteunings material te kies vir die inkluslewe klaskamer 

·Iluasies. 

Hoofstuk vier 110 die navorslngsnletoc1es uit wat gebruik is in die ondersoek 

van die problerne. Ole fokus is br-eedvoeng, verduidelik. 

Die fokus groep wat gebruik is tydens die insameling van die inligting is 

geanaliseer ell gelnterpreteer. Hierdie d~l8 het aan die lig gebring dat 

onderwysers probleme ondervind in die keuse van lee,- en onderri 

ondersteuningsmateria.al vir leerllng!:':) vir inklusiewe kldskamer omgewings. 

Die laaste hoofstuk s!uit af met aanbevelings hoe om onderwysers by te staan 

in die keuse van matcriaal VII' leerlinge in inklusiew€' klaskamers. 
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CHAPTER ONE 

ORIENTATION 

1.1 INTRODUCTION 

Learning and teaching support materials play an important role in the 

eaching, learning and assessment processes of the school curriculum 

because in the early stages of development learners learn a great deal from 

pnysically manipu,lating things and trying them out (Kunene. 2005:29). A 

learner remevnbers better what he/she manipulatively touched, smelled or saw 

than what was told or dictated t 

This highlights the value of manipulatively po::;rceiving and sensing in effective 

iearning. Knowledge gained when different senses were involved when 

learning and being taught can be dG;T1ons~rated and applied in different life 

situations with much more competence and success on the other hand 

minimal, or lack of use of learning and teaching support materials at schools 

could be Jetrinlental to the effective learning of learners (Gunter, Thomas & 

Schwab 1999:113). 

Perceiving and sensing during learning make the use of learning and teaching 

support materials even more important because resources such as these 

afford learners the opportunity to see, smell and touch in cases where th8 real 

learning objects, equipment or pl10toS ace brought to class. According to 

Kunene (2005: 15) if words and actions from educators are the only source, 

then only fOLJrtEen per cent of perception and sensing take place and the 

problem with that could be dir-ficulty in the learners constructing meaning 01 

the worcls: less i1nterest. curiousity and inquisitiveness in inquiring further 

knowledge; and difficulty in linking up wilh the prior gained knowledge alr-eady 

possessed by lealTlt3rs. 

From the foregoing paragraphs it is clear (hal learning is not nlerely the 

passive absorplion and regurgitation of i'nformation from ee1ucators. but is 

rooted in perceiv€c; and sensed experience which leads to experientiC1! 

learning. Undersl2nding of the oerceived and sensed information is based 0,. 



the interprelatlve ability c:,,' learners lo conceptualize and Uit:;orize available 

data through the senses cmd this leads to an immodiate and sub-conscIous 

oltempt to reconcile new infmmation with previously gained and learnt 

information (Gunter eral, 1999:113). This statement means that the educator 

should always make learning and teaching support material available for 

learners to see, touch, hear, srllell amJ taste. in order to make learning easier 

for 81] learners, irrespective of their learning abilities. Outcomes Based 

Educ3tion and Training advocates for demonstrable knowledge in the learning 

processes of learners. Learners should in this respect. attain the outcomes 

and they should be able to display demonstrable competencies of the attained 

learning outcomes as weI. 

Inclusion is an educational model in which learners with disabilities receive 

Hleir education in a general educational setting: with collaboration between 

general and special 8eJucation (Cole, 1999:10). 

Inclusive Education ill this respect becomes a strategy for contributing 

towards the ultimate goal of promoting an inclusive society, one which 

enal>les all learners. whatever their gender, age. ability, ethnicity, inipairlllenl 

or HIV status, to participate in and contribute to that society. Difference IS 

respected and valued. Discrimlnation and prejUdice is actively combated In 

teaching and learning policies, classroom settings and behavior (VVrinkler, 

Modlse, & Dawber 2004:8). 

Since education is the right of all learners, inclusive education aims to ensure 

that all learners have access to an appropr'iate, relevant, affordable and 

effective educa~ion within their community. This education starts in the home 

with the farnily. and includes formal, non-formal and all types of community­

based education initiatives (Wrinkler et a/ 2004:8). 

When above is considered, certain rroblems arose which led to this research 

being undertaken by this researcher. 
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1.2 STATEMENT OF THE PROBLEM 

From tile above literature rev~ew it sho-.J)d be c1eC'lf that it is irT!portant that the 

organization or the classroem's teaching and learning settings shouid be such 

that it IS conducive for teaching and learnin~1 to take piace for all learners 

irrespective of tlleir lalent iearnill'g potentialitios. However, what makes things 

more difficult for educators are ~hat the learners present diverse physical, 

ental and emotional differences. Their level of development and their 

backgrounds are different. It is an accepted fact that, most of the leaching is 

geared towards the average learner and this has implications on ways in 

which the educaturs' choice of learning and teaching support matf:rials should 

be m'::Jde relevant to effective tea.r:hing and learning in the diverse classroom. 

From the planning stage, through to the evaluation and choosing stages of the 

learning and teaching suppori materials in their classrooms, educators have to 

contend with quesUons such as: 

•	 Which learning and leaching support materials would be best to make use 

of in the teaching and tI-'!e learning of their learners7 

•	 In which ways can the learning and teaching support materials be uUlized 

effectively and prove to be ill the best illterest of all learners and able lO 

achieve the necessary teaching and learning outcomes of all learning 

areas in their c1assrooms7 

IKunene (2005:27) explains that it is clear that the importance of usefulness 

learnino and le::lChino suoport materials need to be kept in mind from the 

planning staQGs up to the evaluation stage of CUrriculum delivel)' in all 

classroom sel1ings Learn'ng and leaching support materials are so important 

in lhe teaching and learning process. because of their potential to detern:ine 

the level of oartit;pation of the leafTh~rs, the attitude of the learners towards 

the subjects, and the abil;~y of the learners to conduct their own independent 

research and to acauire more knowledae in effective learning ways. 

Subseauently, it indicates the jpnportance for educato's to investlgah~: not only 

the learning <.1nd teachlng support materials available at schools, but also 

trose availnble in their imrnediale communities. This would helD educ<?itors to 
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plEln ways in which tlley car: incoroorale (he learning and teaching SJppoli 

mater!a~s inl.o the classroom settings wtlich encourage 'ndependfm~ and sel-r­

regulated research by learners themselves in their' Immediate cornmunities 

and thus moUvalionally, behaViourally and metacognitively involve IOeFners in 

their OWl'""; learning processes (Kunene, 2005:27). 

According to North West University (2004a: 139) the mere fact that learning 

and teaching support materials are present in a learning activity does not 

automatlcally mean that it is an effective lea:-ning tool. It is critical that 

educators need to carefully select and choose of learning and ~eaching 

support materials to fit the nElture or the theme or lesson. Educators, 

therefore, need ko take many factors into consideration when they start 

selecting, choosing and even develooing the learning and teaching supoort 

materials they wanl to use to support ~eaching, learning and assessing in lheir 

classrooms. These radars include the ability of the learning and teaching 

support malerials to support and enrich classroom-based learning and 

tea{;hina. It should also be able to: 

•	 address the indtv,idua! needs of leamers. 

.,	 reinforce learner- centredness in lhe c1assroorn, 

•	 proVide expanded opportun.ties for enrichment as well as remediation; 

assist educators and leClrners in accessing the Revised NaLional 

Cuniculurn Statement; dearly indicate the educational paradi~HT, and how 

this has influenceo the selection of topi(;s, 

•	 encolJrage the educator to be an innovative lhinker and pracl!Lioner; be 

applicable to a range of learning contexts (that is rural. urban and reri ­

urban areas), 

•	 cdpiure and maintain the Interest of ledrncrs and motivate them, 

.,	 take account of learners varying levels of abiliLies within a single grade. 

•	 orcvlde for differentiation so that each individual learner can be supported 

to eXDerience success and develop to his or her full potenriai. 

4 



~	 be appropriate to ~h,::: age, interests a,iC! diverse needs of learnE::rs, awl 

•	 encouraoge resoe::::t for iversity by reflectln'9 all aspects of diversity In 

aporopriate, sensitive and positive ways (Gauteng Department of 

Educa~ion,1999: 10) 

The above mensloned factors include diversity regarding gender, level of 

ability and beliefs; stimulate active participation in and enjoyment of learning, 

eacning and assessment. It should also support educators in the systematic 

development of appropriate lesson plans, ensure that assessment IS 

systematic, inclUSIVe and on-gorng: be flexibie or adaptable to a range of 

contexts and needs, provide a range of suggeslions for educators for 

educators to be innovative, as well as creative in developing their own 

resources (North West University, 2004a: 139), 

Based on the asseliions of the foregoing paragraphs, this study attempt to 

answer {he fo!lowing questions: 

•	 What is the understanding of educators of the concept learning and 

'l3chlng support mater\aP 

•	 Which criteria do educators use in choosing learning c:md teaching support 

material for their learners? 

•	 Why do educators p8rceive the crileria stated in the latter quest,ion as 

important? 

•	 \i\that are the criteria on which educalofs base their choice of learning 

suppoJ1 material? 

•	 Whal types of cultures do learners represenP 

•	 Are Gclucators satisfied with the learning support materials used by 

learners? 

•	 Is thF; teaching support material used by educators nDIl-raciaL 

multlcllltural, non-sexist and unbiased in all ways? 
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•	 Do le2J ners conceDtually understand the language and values 

incorporated in the learning support materials used in their cl8ssrooms? 

•	 What is the racial. cultural and gender make-up of the authors of the 

preferred k;arning materials in educators classrooms? 

1.3 AIMS OF THE STUDY 

The overall aim of ~hiS study is to investigate educators' experi;:;nces of the 

choice of learnina and teaching support materials in inclusive classroom 

settings. The following sub-aims were used to find out the experiences of the 

educator participants who formed the population sampie of this reseal'ch 

which is to: 

•	 Determine whether the educators understanding of learning and teaching 

suppoli material; 

•	 determine what criteria educator use in choosing ISClrning and teaching 

support rnaterial for [heir learners; 

•	 verify why educator perceive the criteria stated in the latter objective as 

important; 

•	 determine what type of values educators base their choice of learning 

suppori m8terial for learners; 

•	 IdentIfy what types of cultures learners represent, 

•	 determine whether educators are satisfied with the leamiilg SUpp01 

materials used by learners; 

•	 detelTnine whethel' the teaching support material educator use is non­

racial, multJclJllural, non-sexist and unbi;:lsed In all ways; 

•	 determine whethc~r learners conceptually uncJel-;;tand the language and 

values incorporated in the leal-ning support materials used In theIr 

classrooms; and 
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•	 determine the fdcial, cultural and gender make-up of the authors of th~ 

referred le,~lming materials in educators' classroorns 

1.4	 RESEARCH METHODOLOGY 

The two main important research metrlodologies for gathering and analyzing 

data in educational research are qualitative and quantitative methods. Both 

these methods have advantages and disadvantages, According to Hoberg, 

(1999:22) quantitative research relies on numerical data while qualitative 

research consists of words in the form verbal descriptions rat/ler that 

numbers. 

The research methodology of this study consists of both literature review as 

well as an empirical research. 

1.4.1 Literature review 

The lilerature review assisted the researcher to deterrnin 

• what is already known about the prohlem; 

• oeneral \rends and the most imrortant models or theories; 

• related problems, which have to be solved; and 

• unanswered l1uestions (McMillan & Schumacher 1997:119) 

Morgan (2004: 15) posits th2,t the rC;'.';ew of related literatu:8 lrwolves the 

system of identification, locall(~'l and analysis of documents containin 

information rdated to the research proc,iem. McMillan and Schumacher 

(1997:120) stale that literature he;',s researchers to understand the nature 

and meaning of the problem that has been identified. 

In this study, tho relevant nationai. and international literature has been 

reviewed to extract both primary and secondary data all. educators' choice of 

learning and h';oching materials, incllJding their experiences in such an 

endeavour in inclusive classrooms. 
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The secondary data relevant to this research was gleaned from the foHowing 

SOUrce: 

•	 scientific books, 

•	 articles in professional journals, and 

•	 research reports such as Maste:~s' and Dc~~r;ral degrees disser1ci1;cms and 

theses. 

The main purpose of using the books, journals, dissertations and theses was 

to read and understand what olJ1er scholars contend about the problem under 

investigation so that the researcher is be able to approach on the probtenl 

with a view of extending knowledge and add a fresh perspective on the 

problem of educators' experiences when selecting and cr,c;:;sing teaching and 

iearning materials for their learners (Hoberg1999.48). 

Uys & Basson (2005: 17) declare thai a thorough review of the exis(ing 

literaLure is essEmtial for all kinds of res2?:rch. The researcher benefits from 

the specialized and expert knowledge she/he acquires f;nm rese;Ychers and 

authors vvho have established themselves in the field that IS investigated. 

Whilif: reviewing tile literature, the researcher also gains an insight of 

accommodating hiS or her vOice on the national and irtunational debate on 

the problem. 

The literature study helped the researcher to deve\op the ability to isolate the 

sigmficanl relevant facts and to adopt a particular theoretical framework, as 

the basis of the recommendations for the solution to the problem under 

investigZltio, '. 

From the foregoing paragraphs it IS clear that a necessity of reviewing 

relevant infonTlation from related literature exists in order to be able to form a 

strong basis of her study (Hoberg, 1999:40). 

The following key words were utiliz.ed to conduct a NEXUS search: as well as 

an EBSCOHOST SEARCH Inclusion, indusion in education, inclusive 

8 



eCJueatlon, the learning and teaching sUp:.Jort materials. as well as inclusive 

clclssroom settin';js. 

1.4.2 Empirical research 

Primary data for lhls study was collected by making use of empirical research. 

In tilis study the qualitative rT18thod of empirical research was utilised. The 

oualitative rnethocl of empirical research was used in an interpretivist, 

·escriplive and explor<''1DVe manner. According to McMillan and Schumacher 

(1997:372), the qualitative method ana'yses and interprets the research 

participants' individual and collective social aclion, belief, thoughts and 

perceptions. 

As part of qualilativc: research, educator participants were interviewed to 

collect necessary and relevant informatIon concerning their experiences when 

choosing the learning and teaching support materials for indusive classroom 

settings. 

1.4.2.1 Interview 

In this study, the msearcher used interviews, whIch alloweu the participants to· 

express theIr reaction by choosing various oiven answers. Interviews are 

essentially vocal questionnaires. Interviews im.. olve direct interaction between 

individuals. Leedy and Orrnrod (2001 :159) regard interviews as a datE! 

collection technique based on a series of questions relating to the researc 

topic which are to be answered by participants. 

The researcher developed an interview schedule illsll-ument which she used 

to obtain self-reports frolTI educator participants on their experiences W:1en 

Choosing the leaming and teaching support rnaLerials for inclusive classroom 

settings. According to Uys and Basson (2005:33), interviews should be well 

placed and should attemp~ to establish a personal rapport between tn·~ 

researcher S!l(J pariicipants who form the r-esearch population of the study so 

hat a mUiual and meaningfUl relatlonshp can be created to elicit the 

information required ror the study in queslion from the research partilJanls an . 

for the researcher to Qc]in the tnlst of lhe 9articipants. 
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1.4.2.2 During interviews 

The interviewer welcomed Darticipants in a friendly I"nanner. She explained the 

purpose of the mterview and that the answers were going to be recorded with 

the tape-recorder. She further asked whether the respondents had any 

question or concern they would like to discuss initially. 

Interviews also enable the researcher to: 

•	 interact with the participants face to face; and 

•	 pick up body language information from the participants (Hoberg, 

1999:80) 

1.4.2.3 Interview questions 

As part of the interview, the researcher asked educator participants questions 

on: 

their understanding of the concept learning and teaching support matC7rlal; 

•	 the criteria they use in choosing learning and teachfng support material for 

their learners: 

•	 their reasons for seeing the criteria they stated In the latter objective as 

important: 

•	 vcilues on which they base their choice of learning support malerial for 

learners; 

•	 cultures their learners subscriDe to: 

•	 wnether they are satisfied With the learning support materials used by their 

learners; 

•	 whether the learn inC] support material they use is non-racial, multicuitural. 

nun-sexist and unbiased in all ways; 
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• their learners conceptually understand the I::mguage and values 

encapsulated in the lealT)~ng suppor~ materials u~8d rn their classrooms, 

and 

•	 the racial, cu!tur'al and gender make up of tile authors of the preferrc:::d 

lenrning support materijais in their classrooms. 

The interview questions were first piloted at two· primary schools to check 

whether the language used in cons{ructing the schedule of interview questions 

was clear and hacl no confusing statem.:.mts and ambiguities. The results of 

the oilot study revealed the necessity for slight modificat~ons for the final drar, 

which the researcher worked on with her study supervisor. 

Persnna! briefings and gUidelines were made during the interviewing of th~:! 

participants in order Lo ensure as far as possitJie standardised admlnistratlon 

of the interview schedule's question items and to secure the participants 

el1efs that Clil the ,information they would provide during the interviews would 

be kept confidential and would only .be used for the research purposes whie 

this researcher is engaged. Unstructured questions were asked from which 

responses were elicited from interviewees. Uys and 8asson (2005:35) state 

that an interview schedule is an ideal technique for the researcher who is 

conducting qualitative empirical research. 

1.4.2.4 Sampling 

The research used a purposefUl sampling design. There are different types of 

purposeful sampling designs (Merriam, 1998:83). The researcher decided to 

lilise network samprin~l. which is one of t1v~ types used in purposeful 

sampling. Hoberg (1999: 168) argues thal tll,is strategy involves idenUfym 

cases of interest from Deople who know what cases al-e rich in Information, 

Lhat is, good examples for the study (Jild good ifitervicw participants. The 

researcr-Ier used her network of friends who are learning faCilitators, reniedial 

educators, and principals to conduct network sampling to identify educators 

wno could voluntarily participate in this research. 
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In this sfudy rile target popu'a~lon cGrnprfses both primary and secoildary 

scnoo( educaLNs in the Sedibeng-'Nest District. Six primary schools and two 

secondary schools were purposefully selected from one hundred anei one 

p1imary and forty five secondary schools. For tllE purpose of the interviews, 

the educator participants of the primary ;;;nd secondary schools were clustered 

into focus groups of seven participants. The total population sample of frFl.y-six 

(N:::56) educator participants iook part in the focus group interviews. Blaikie 

(2000: 198) defines population dS an aggregate of all participant cases in a 

research that can form a designated set of cri[,::;ria. Population e1er:-lents are 

single members or units of a population. This means that they can be people, 

social actions, places or social events. Hoberg ( 1999:62) describes sampling 

as U'18 quality of a piece of research which not only stcnds or ~;,:!1s by the 

appropriateness of meLhodology ane! instrumentation but also the suitClb:;~y of 

the sampling s~rategy that has been adopted by the population on which the 

researcner focuses. 

1.4,2.5 Data analyses and interpretation strategies 

The ourpose of analysing and interpreting the data was to find meaning in the 

empirical research delta that were ('~Iicited from the educator participants, and 

this was done by systemalically arranging and presenting data in a way that 

would enable the researclier to develop Hl8mes from the.. ,. 

OuaJit3tive analysis is a process of interim discovery analysis, developing 

coding tOPiCS and c~tegories that may initially come fi'om the data, and 

pattern-seeking for plausible explana1ions (McMillan & Schumacher, 

1997·390).Themes were and the researcher used an inductive process of 

organiz:mg data into categories and iclentif)'ing patterns among the categories. 

Oualitative data analysis can assist in organizing nurnerous data sets and in 

assembling coded data. Resuils are presented as a narration o'f paliicipants' 

stories or events, a topology, theme analysis, or a groundl::;d theory (Mcl\r1illan 

& Schumacher, '1997.390). The organization of the elicitec ernpirical research 

data was done in such a way that comparisons, contrasts and insights can De 

ade and demonstrated. But the empirical resear"h data are also categorised 
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not only l'J COUllt occurren::;es, instea '(ley were categor:sed to permit 

analyses and compal'isons of meaning Ilhin a cateaory (Blaikie, 2UOO:200 ,. 

1,5 THEORETICAL UNDERPINNING OF STUDY 

This research ~ollowed the social constructivist grounded theory approach 

(Charmaz, 2000:21) til the analysis and interpretation of data. According to 

Charmaz (2000:23), soci2l1 constructivism recognizes the mutual creation of 

knowlecJ~e by the researcher and the participants, and aims at an interpretive 

uncierstanding of participants' experienres. A social constructivist approach to 

grounded theory re-affirms studying people in their natural settings, and a 

focus on rneaninc:; while using grounded theory furthers interpretative 

understanding (Charmaz, 2000:34) of Ihe collected empirical research data. 

In an inteprelative study, there is no clear point when empirical research data 

collection stops and analyses begin, Collecting, analyzing and interpreting the 

empirical research da~a coincide as a process that unfolds as the research 

progresses. The researcher ink:nded to interpret the empirical research data 

from a position of engaging and empathetic understanding. which is one of 

<he key principles of intepretative analysIs (Blaikie, 2000:203). Charmaz 

(2000:35) supports thiS view by stating that one of the strategies of social 

constructivist grounded theory is the simultaneous collection and analyses of 

the empirical research data. 

1.6 ETHICAL CONSIDERATIONS 

In this study. ethical pi inciples refer to the ways in which the researcher 

created an engaging and trusting relationship between her and the educator 

participants. MdVlii!an and Schumacher, (1997:410) stale that the aim of 

ethics is to protect the participanls involved in research. McMillan ar~d 

Schumacher. (1997:410) ",iiso describe that confidentiality, means thal no one 

or no instituhon is identified in a report unless, of course, there is good reason 

to reveal institutional origins ancl permiSSion of the partlc':rants is secured. In 

the case of this dissertation, lhe researcher assured educator pari.icipants of 

absolute confJdenliaiity of their names and names of their schools and ;:hat 

theic responses both verbal and non-verbal were goina to be used for 
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research in which in turn coukl assIst and to help the Department of Education 

in South Africa to reaiize the naturf:! and extent of challenges educators have 

in choo~.ing leam!ng and teaching support materiais for- their diverse learnE"!fS 

In inclusive classrooms. 

In order to facilitate the participants giving their fully informed consent, all the 

necessary information pertaining 10 the the nature, purpose and usefulness of 

this research, including the voluntary natv'c: of participation in the research 

was given. This t:xercise was carried out with the participants rather Ulan just 

wh'=lt Blanche and Durmeirl1 (1999: 11) refer to as "gatekeepers". 

The Gauteng Department of Education was approached and an application 

form was completed in for permission to conduct the empirical research of this 

dissertation in the idenmied schools of educators who formed the sample 

population within their jurisdiction The permission was granted. The 

researcher also met with the school principals and sellool governing body 

members of identified schools of educators who formea the sample population 

in order to show 3nd inform them of the letter irom the Gauteng Department of 

Education granting the researcher permission to adrnlnister the lllterview 

schedule at their schools. 

The researcher also used these meetings with the school principals and 

school governing body members to make arrangements for interviewing times 

with the educators who were selected to form the sample population of this 

research, as weil as to provide them with the names of the selected educators 

at their schools. All schools permitted the researcher to Interview the selected 

educators after school hours. The educators who livere selected for the 

sample of this research were Illet and given the choice to voluntarily 

participate in the empirical research of this study All selected educator 

participants agreed to participate in the study after school hours, 

1.7	 ECOSYSTEMIC THEORETICAL FRAMEWORK AS THE 

FOUNDATION OF THIS RESEARCH 

According to Engelbrecht (1999:3) the ecosyslemlc fi'alTH::work has Its roots ill 

g-eneral systems theory and human ecology Tile former poslulates that any 
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W101€ structurally comprises subsystems that are functionally interactive and 

inLerdependent Majfunctlt:Jninq ,n one subpart disturbs the effe~tiveness of the 

whole system. However, should tile malfunctioning subsystem be replaced, 

the effectiveness of the whole system is restored. The human ecosystem on 

the other hand, involves two open systems namely, the il["yiividual and the 

environment. 

Representing the environ:llental system are the physical environment, 

cultural, community and social subsystems. Boundaries between and within 

subsystems are permeaule, thus fostering interaction at various levels of 

individual and environmental subsystems (Bronfenbrenner & Morris, 

1998:998) 

The ecosystemic approach construes the human system as the c.entral unit of 

analysis while the environment forms the context in which behaviour occurs. 

As such, the behavior of the individual cannot be examined without 

aiJdressing the context in which it occurs. Bronfenbrenner and Morris. 

(1998.998) explfdn that in combination, mdividual and environrnenta\ systems 

function syllergistically - meaning that the impact of the whole ecosystem is 

greater than the sum of its individual components They refer to ecologically 

based factors as having th8 potential to either ameliorate or exacerbate the 

impact of negative experiences. 

Thts study argu8S that unraveling ecological factors provide an understanding 

of the ways in which educators can consider soclo-cultural factors such as 

language, religion, ways of life. philosophy of life and convich'ns in their 

choice of learning and teaching support male rials ~~':- their inclusive 

classrooms. It is ther>:?for-e possible to regard the ecosystemic framework as 

an integra.ted appnJach for choosing learning and teaching supDoli materials 

Hlat encapsulate such socio-cu1tural f3clors in supporting learners to learn 

effectively and to promote inclusive education in lheir schools. 

t is clear, lhal inclusive education is an ecosystemic approach whictl aims to 

ceve!op a leamer-focus by acknowledging that all learners are individuals wi,t 

different learning needs and speeds Teachinq and learning can become 
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ore effscUve. relevant and fun for all. Ti1.::;refore inclusive ecJuccllion will 

always be good for all schools, although all schools may not be good for all 

learners (BooLh, Aiscow, Black-Hawkins, Vaughan & Shaw, 2000:78) 

Inclusive education is part of social d(welopment, and social development 

should be inclusive, that is respondIng to the needs of people who are all 

different As with al! learners, learners with learning difficulties have a range of 

basic social needs which need to be met in order for them to benefit from 

education. ThesE: include of course, among many others. basic infrastruClure 

such as effedlve schools and effective learning and teaching support 

materials. It is clear that inclusive education is the responsibility of boH 

government and community. requiring collaboration between social systems in 

communi1ies and extensive participation. Supporting and involving learners in 

their own learning processes is central to inclusive education, as the learner 

has prime responsibility for his/her self-regulated learning (Lipsky & Gartner, 

1997:258). 

In order to combat discrimination and to promote positive identity in learners 

WiHl leaming difficullies, role modeHna ~n curriculum materials sliould reflect 

the existence of all languages, religIons, philosophies of life, convictions and 

ways of [ife in society in positive ways. (Tumbui!, Turnbull, Shank. Smith & 

Leal, 2002:66). 

As a resull of human t:~fforts to respond to the learning needs of lec\rners with 

learning dlfficultjes. schools become rTiorG flexible and learne,'-centered and 

therefore enable such learners to benefit and in this regard promote \n~egrated 

educalion, wilicn genei-ally refers to an approach which focuses on helping 

learners with learnina difficulties benefit from inclusive schooling. This means 

that the term Inclusive education is a more accurate ~erm which reflects 

sodties' common goals_ However, many educational programmes will 

continue to use the term integrated education where Uiis is more meaningful 

and familiar in that context and culture (Friend & Cook, 2003:5) 

It is clear [hat the gUiding principles of inclusive education is different, end 

there is flO fixed diViding line between learners with learn,ng difficulties, and 
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~hose without. Vo/!,atev6r- language IS uS8d in inclusive c!assroom settlnqs, ,lIs 

important that it is dear-'Y understood, prornolcs positive attitudes and 

practice, and does not stigmati:::e. Therefore, ill inclusive classroom settings, 

ifferent 'terms will be appropriate in different social contexts and cultures 

(Green, 2001:6). 

Langua~~ ShDUld no) be used for labelmg learners, but rather fm highlighting 

social probieiTIs and Improving socl<:-ll practice of inclusion in education. 

Whatever term is used, to the words 'I,,::arner' or 'learners' should be added, 

'Iearners with learning difficulties'. Learning difficulties imply that learners do 

not have a 'fixed' ability to learn. All learners can learn, and any learner may 

expenence (jifficully. Their learning is affected by a wide range of factors 

including, among other things, IC3r!ling and teaching support materiells' chole 

of CdLlc2(ors and CUltural perceptions of what types of learning are valued and 

given status in the chosen learning and teaching support materials (Swart & 

PeWpher. 2001 :36). 

1.8 FEASIBILITY OF THE STUDY 

This study was practically possible to conduct because sufficient ,internatiOnal 

and national literature sources were available on the topic. The etl'1pirical 

research was conducted in the Gauteng Depaltment of Education, in the 

Sedibeng West District. where the researcher is employed as an education 

specialist responsible for learning and teaching support materials, thus 

allOWing for easy access of the researcher to the identified schools with the 

select0d sample of educator participants. 

1.9 CONTRIBUTION OF THE STUDY 

This research is relevant to tile field of learner support and U~e South African 

system of EducatIon In generallil that it exposes the experiences of educators 

on the choice of learning and teachir;g support matenal for their learners in 

inclusive classroom settings. The recommendations made has the potential to 

help educalors. bOih in Hle Provinci31 and National Departments of Education 

in South Africa, distr-ict c!ffices. schools, C1lld communities to make informed 
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choices when selE::ctin,] learnmg and teacfling supperl materials for their 

6arn~rs in lhe inclusive classroom sellings. 

1.10 CHAPTER mV,ISION 

Chapter one is primarily ar: orientation chapt81- preparing the rEoader for the 

subsequent chaDlers. 

Chapter two presents tile literature review on choice of learning and teaching 

support materials, inclusion, inclusive education and rnclusive classrooms 

Chapter three presen~s the empirical research design 

Chapter four presents empincal rese~~rch data analyses and illterpretations 

Chapter five presents summaries, findings, conclusions and recommendations 

1.11 CONCLUSION 

on introductory literature review findings, statement of 

the problem, aims of the study, the nature of litera~ure review and empirical 

research methods which was employed in this research, study, ethical 

considerations th3t were adhered to during the process of conducting the 

Erllpirical research and an indication of chapter division. 

The next chapter focuses on the ~iterCJture review on learning and teaching 

support malerials and inclusive education. 
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CHAPTER TWO
 

LtTERA E REVIEW
 

2.1 INTRODUCTION
 

Learning and teaching support maten;lls are resources which assist educatms 

to teach and learners to learn. These resources are essential to a culture of 

teaching and learning (Gauteng Department of Education: 1999:1). Ler:lrning 

(0" Id teaching material are o8signed to support both eoucators and learners. 

They further enrich educators teaching and learners le3rning (Gauteng 

Depariment of Education: 1999:8) 

2.2	 THE NATURE OF LEARNING AND TEACHING SUPPORT 

MATERIALS 

Learning and teaching support materials are any resources which enable 

educators to teach and learners to learn According to the North West 

University (NWU} (2004a:3l), learning and teaching support materials are 

essential to promote a culture; of teaching and learning in classroom settings. 

he Department of Education (2003:36-37) advocates that learning and 

~eaching support materials can be almost anything. in the past. a learning 

resource was usua'!ly seen as a teaching aid (a textbook, a wCl11 chart, and so 

on), but today i{ is defined as anything that can assist with the learning 

process. even if it is not specifically designed for that purpose. It is therdore 

incumbent upon rile school management teams to encourage educators to 

use many differen1 kinds of learning resources, to share them among 

thernselves, and to share ideas among themselves for the development, 

design and creation of the learning and teachin\=J support materials. This als 

means that school Illam'lgement tE":ams must ensure that educators who nee 

tr-aining on the development design and creation of lhe learning and teaching 

support materials receive training for example learn about ways to: 

• lind resources that can be useful in the classroom: 
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•	 work with equipment like overhead projectors, video macllines and 

computers; 

•	 use faciHties like the nbrary .?lnd the ~aboratory: 

•	 make their own learning resources which is accommodative of the nature 

f i.earners they have in their classes. Such learning and teaching suppol1 

materials should be more relevant to individual learners' needs than fancy 

learning and leaching reSOLJrces which schools buy, and should be more 

exciting to create a positive motivating learning and teaching environment: 

and 

organize workshops for educators to practise innovative and resourceful 

means of making their own learning resources (Department of Education. 

2000:20). 

Nkombela (2002:3) states that learning and teaching support materiais 

encompass materials such as teaching aids, CJudio-visual materiats and 

teaching materials. Brainard (1996:11) indictes that learning and teaching 

support materials should be constructed so as to include both teaching and 

learning equipment and consumables such as: 

•	 textbooks: 

•	 print and non-print materials; 

•	 educational technology and computer software; 

•	 supplementary learning and teaching support nl?terials; and 

•	 curriculLlm gUid,es and teaching equipment. 

The Provincial Department of Education (2003:36-37) provide a guideline to 

rec.ognisr: the following as learning and teaching support materials, fer 

eXamlJle all written, visual, audio, or other forms of replicable learning and 

teaching support materials directly influencing the effective learning of 

learners. 
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j ..... ccordmg to Nort; i West University (NWU) (2004 b.137). leamin!J ar 

leac'l,ng support n1aleliAls should meet the demands of the Outcomes Ba5e 

Education and Traininq uitical outcomes. In Oulcomes Based Education and 

Trdining, tllS value of leamin'Q and leaching is placed on aspects of learning 

other lhan the acquisition of knowledge. for example Outcomes Based 

Education and Training learning and teaching SUlJport materials should assist 

educators to reach the following prescribed learning critical outcomes, which 

e io 

•	 identify and solve problems; 

•	 work effectively with othf;rs in a group. team, community; 

cQllect. analyze. orgaf1ize and critically evaluate; 

•	 organize and manage themselves and activities responsibly; 

•	 commuflicate effectively; 

•	 use science and technology effectively and critJcally; and 

•	 demonstrate and understandinG of the;; world as a relaled systc~rns by 

recognizmg that problem-solving context does not exist in isolation. 

According to NWU (2004b:137) tile system of education insists that learn~ng 

and teaching suppQrt materials can be almosl anything used in (he classroom 

to enhance effective visile and audile learning of learners, udik2 the past 

learning. education system cf before the South African democraUc 

dispensation in 1994 where teclchillg and learn.ing resources were usually 

seen as teaching media, textbooks. wall charts and so on. Today educators 

can use anytiling that can assist learners wIth their effective learniilg 

processes, even lr it were not specifically designed for Ihal purpose. 

According to Landsberg (2000:21-22), learning 2nd teaciling support materi<3is 

siloutd fit the needs of the diversity of learners. Modification may be needed to 

-ter for different sDecial learning needs. For example, m:~lflY pictures in 

!earrnng material may not be sUItable for visually impaired learners. 
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Educationzd structures Ci. national 2nd [)rovincial levf:;l~::> shoulcl tl,ere7on2 make 

sure that teaching and learning support materials are bias-free, reflect t 

diversity of the learner population and that speciflc learning and teachin';) 

support materials for leaners who experience barriers to learning ane 

development are developed. The following recommendations are being 

highligillighled by Landsberg (2000: 21-22) regarcling teaching and !eomin 

support materials: 

•	 learning matenals, for example textbooks, study guides, and worksheets 

developed and used should be r:;ustomized so as to address and reflect 

the divers8 needs of the learner population across al! levels of education; 

•	 educational departments needs to develop mechanisms in order to ensure 

that learning and tcachin'J support materials are bias-free and do not 

discriminate against any person: and 

•	 educational departments which do not have the capacity to develop, 

customize and produce specific learning and teeching maierials, such as 

Braille and large print should investigate outsourcing this function via 

normal tendering procedures of tile government. 

2.3 KINDS OF LEARNING AND TEACHING SUPPORT MATERIAL 

This section provides kinds of learning and leachin'] support material that are 

available for schools to use. 

2.3.1 Assistive devices and appropriate technology 

Assistlve devices and appropriale technology refer to equipment or 

adaptations that faciHtate learning. Access to 3rp·ropr·:a1e and affordable 

assisUves is essential for people with disabilities to access their rights 2:ld 

responsibilities and participate as equal citizens in the classroom settings 

Landsberg (2000:21). Assistive devices should also be available, especjatlv i 

essential learning activities sLcn as reading, writing and numeracy 

(Landsberg. 2000:21) The following recommendations helve been accepted 

by the National Department of Education whlch are that the: 
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•	 Deparlment of HeCllth should be responsible fer th8 provision and 

maintenance of assisLve devices th:t contribute to independen! living. 

rrlobility devices, heal'ing aids); 

•	 Department of Education shol.lIJ be responsible for the provision and 

maintenance of assistive devices which enable learners to access the 

curriculum; that is, those devices that have direct reievance for learnmg 

(Braille writers, computers with adaptive technology for access, magnifying 

(]Jasses, appropriate seating) 

•	 Depaliment of Education should devel.oD an essentials list of assistive 

devices which should be allocated to learners, taking Into consideration the 

provision of access to lifelong learning and learners' rights to choice of 

learning contexts: 

•	 information and oU-ler forms of technology, should be utilized as a means 

of overcoming barriers to access experienced by learners at all levels of 

education and training; and 

•	 Department of Education should develop a basic items list for leaming­

I'elaled assistive devices. 

2.3.2	 People, reading and writing media, learning programmes and 

waste materials as kinds of learning and teaching support 

materials 

There are different kinds of learning and teaching support matRria!s such as 

people (parents, community), reading and writing media (chalkboard, books, 

crayons). learning programmes (curriculum plan). or even waste materials 

(bottle tops, till cans, egg shells, boxes) (North West University. 2004b:37). 

According to North West University (2004b:37), learning and teaching support 

materie'!s in Outcomes Based EducaUon and Training are as Wide and ooen 

as life ilself. The learning and teaching support materials can be grouped in a 

few major categones, such as, prim-based, electronic; physjcal f kinesthetic; 

and human and organizational ',Nhich will be discussed beiow which are: 
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print-basecl mater-iCils may be reZloing hooks, textbooks, lt3arners 

workbooks, learner's textbooks, educators'rn,anuals or guides. rnagazines 

and newspapers (chalkbuard, overhead projector) electronic sources, 

such as thE: computer ane! dz;rivative kir,rJs of information and 

communication technology, television, radio, the overhead pmjector and 

other electronic devices, may be used with great success as learning and 

teaching support materials: 

•	 physical/ kinesthetic materials which have -oft~n been ignored in lhe past, 

can also be used, such as movement, games and playing as lear<:'J and 

teaching support materials: and 

•	 human and organl7ational resources which are people from the 

community, 21 business-person, a parent, senior citizen, a CeleL\r;~y, a 

professional motivational speaker, and a scientist, an excursion 10 a work­

. site are	 amongst the exan'iples of human and organizational sources that 

can be used as IGaming and teaching support materials (North West 

University, 2004b:37). 

However, educators are in fact the very most important learning and !each!ng 

suppol1 materials in that Lhey have to role-mooel learning thmugh 

motivational, behavioural and metacognitive involvement in the teaching and 

learning situation The North West University (2004b:137) states that the 

educators' experiences, skills and creativity are more valuable than anything 

else in the classroon'" setting. 

While educators make effectIve uHllzation of published learning and teaching. 

support materials in teaching, learning and assessment. the value of 

educator-des'gned tRaclling must not be under-estimated. Both educators end 

publishers can rnake use of these learning pro~;Fdmme gUIdelines to generate 

learning ;]nd teaching support materials fur use in the classroom Irrespective 

of whether such materials are obtained ir a ready-to-use for-mal (for example 

printed posters, textbooks, abacuses and others), or designed by educators, 

all such materials should be developed in accordance with an outcomes­

based leaching, ~earning and assessmer'lt phifosophy It is also crucitJi. that 
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edUCEilJfS are able to se~~ct and use eXlslino rnaterials effectiv8iy 

'Department of Education: 2006.49) 

Different types of learning and teaching support materials is commercially 

available. What is important in the teaching, learning and assessment process 

is to allow learners to develop from the connele to the abstract paradigm. 

Learning and teaching support materials should playa role In providina a 

concrete paradigm (DepartrTlent of Education: 2003:38). 

The absence of learning and teaching suppo\1 matiJrials are a'so barriers to 

learning. However, it is also important. that in those cases where workbooks 

do exist and are used, they be used coherently. Random selection of topics 

from d~tferent workbooks, and or haphazard selections of activities from one 

workbook can hamcer conceptual development and as such, become a 

barrier to learning as welt. In those cases where the exercise book of Lhe 

learner becomes the "text" or record of learning, it is imporiant that this is also 

organized in a coherent manner (Department of Education, 2003:38). 

2.4 THE ROLE OF LEARNING AND TEACHING SUPPORT MATERIALS 

Leaming and teaching support materials playa crucial part in lhe learnina and 

teaching siiuation. The National Commission on Special Ne€ds in Education 

and Trainin,g (NCSNET) and National Committee for EducatiDn Support 

Services (NCESS) (1997: 18) reccJllmended that teaching and leamlng 

support m;Jteria,s developed and used must address diverse needs of the 

learner populaLion" Further this shouid be pursued withrn the context of 

general material development centres or institutes, but ShOUld ensure that the 

aooropriale 'special needs' and support expertise is provided within that 

context. 

According to the Department of Education (1997:81) learning and teaching 

support materials should enhance the avenues for expression and 

opportunities tc: capture eVidence of learner knowledge. Matenals shoul' 

therefore, be evaluated and developed in order to ensure that ttk;y are 

appropriate to the needs of all learners. 
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Learning rl21terials may have to bE; modified in ord.Jr to cater for diifer·c:::nt 

disab~lities, for 8Xatl1ple, the pictcii.:d natJre of learning materials may be 

unsullab!e for use \lViih visually impaired learners. 

Consideration should be given to the establishment of slructures at the 

national .and possibly, provincial ievels of the Deparirnent of Education in 

order to ensure that materials are bias-free, afld reFlect the diversity ot the 

learner population and that specific materials for learners who experience 

barriers to learning and development. are developed (Department of 

Education, 1997:81). 

2.5	 GUIDELINES TO CONSIDER WHEN SELECTING LEARNING AND 

TEACHING SUPPORT MATERIALS 

According to the Department of Education (2002: 174), the followir,g guidelines 

must be considered when selecting and purchasing these types of materials: 

•	 when selecting learning and teaching support materials that are 

commercially produced, checks must be made to see ~hat there are 

enough leaminS:) and teaching support materials available for all learners: 

•	 learning and teaching support materials must reflect an understanding of 

the principles of Human Rights, example sensitivity toword gender, race, 

disability and race. 

•	 learning and teaching support materials must also be ac>ssible in terms 

of the language of the learner; 

•	 leaminq and leCiching support materials are varied, relevant, 3gC­

appropriate and made available in various media for ~verse classrooms, 

Lhol is Braille, large prim, tape-aids. 

•	 learning and leaching support materials must be purc~-.2:;ed against criteria 

established 'or the selection of learning and teaching support materials to 

be put III pla:::e; 
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•	 Ule s,:;:VIc:es pmduced in Braille need tn be increas'3d an, aOe more 

accessibl8 and .qffordable: and 

the service providers shClulrj e encouraged to Set systems In place to 

provide learning and teachin support materials m ~he Braille, large orint 

and tape. 

According to Fourie, (2004:72), being able to select appropriate books of 

socio-cultural interest to learners and to motivate them to read often are of 

vital importance Learners should be allovved to select their own reading 

books from a variety of books that the facilitator has carefully chosen. Books 

'lased on the learners' special interests, greatly improve the chances of 

successful readino. Using books in the learners' area of socio-cultural interest 

give him/her a strong motivation to read. However, Fourie, (2004:72) contends 

that it is frequently difficult Lo find such material written at an appropriate level 

of difficulty. 

According iO Fourie (2004.72) books writlen on the individual learner's level 

will be sirnple in content and. therefore. not interesting. Interesting books, but 

wriHen at 2 higher reading level than the learner CCln cope with, may be taped 

for the learner to follow or be used for guiced or paired/collaborative readin 

activities, The right book for the learner can be a powertul tool to build 

interest, provide motivation and improve learning 

ile facilitator of the classroom may also select materials livith controlled 

vocabulary which allOWS her/him to control the level of difficulty that th­

leanlel' encounters in the early stages of recovery frorr, reading problems. 

Even though the vocabulary may be controlled, the books selected should 

helve naturai ancJ floWing langliaqe and stories that socio-cu!turalr.y r~late to 

"e learner. Matcr-ials designed TOI' teaching specific Skills, which the learner 

nliqht be lacking, may be used These m3Y be commercially available 

progr'ammes or materials manufactured by the facilitator him/herself 

(Departrnent of Education 2003:37). 

According to Fourie (2004:72-73) criteria for selecting appropriate books are 

as fo,:owC'ei: 

27 



~	 books should look like real books found In tIlt::: library with diFferent sha~8s. 

sizes. authors' Illustratiuns and texts; 

•	 books sh(Juid h.ave a real story inside with a beginning a suitable plot an . 

an ending; 

•	 books should be socio-cuHurally appropriate so that learners can ider.Lify 

with the characters and social context; 

•	 illu~trations should suppari the text by presenting slmildr information bu~ 11\ 

aUdio-visual form. Text should be the functional or teaching reading level 

of the reader and not at the frustration level; 

•	 stories, texts and illustrations shoLlld je age-appropriate; 

•	 texts as well as the topic should be relevant and meaningful for the 

learner's life circumstances. The topic should also be of interest to the 

learner; 

•	 unlintted interpretations or inferences should be required of the learner; 

•	 use predictable and repetitive texts, particulariy for emergent readers. 

Although lhese books should have the minImum of text with repetitive 

words and phrases, and a 9.enuine story should still be told; and 

•	 lea~ners generally enjoy humorous and fun stories or scary and frightening 

stories which maintain tlwir soC'io-culturalinterest levels (Fourie, 2004:72­

73). 

2.6	 PLANNING CONSIDERATIONS FOR THE CHOICE OF LEARNING 

AND TEACHING SUPPORT 

According to North West University (2004a: 117), there are a number of 

curriculum issues that should be taken Into account during the planning 

process for learning and teaching support materials' choice. Educators need 

to become comfortable with 111eir !ack·;f knowledge about certain groups and 

seek ways to inform themselves, for example through experiences, read.ings, 
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2nd/or conversations with coll€agu·~s, peers, ond learners who are 

knowleJgeable about the particular gmups. Examoles of the sorts of issue 

that educators 1T1Ight be considereci in ord.::;r to increase th'~~[r awarenass of 

CUrriCUlum Issues duriTlQ the planning process are: 

2.6.1 Teaching Strategies 

Learners bring an array of learning strategies to a class. If educators rely on a 

small repertoire of teaching strategies in choosing the learning and teaching 

suppar-t materials for their inclusive classroom srHtings, they may orovide 

effective teaching for only a small sub-set of their class. Educators should 

become aware of their preferred teaching strategies. For example. are 

sessions wHh small groups of learners do~ng problem sets always conducted 

by asking questions? Are whole-group discussions preferred and the only 

method used? Once educators ha'ie a sense of Lheir strategy preferences, 

they should consider alternative techniques that will help their (earners learn 

more effectively. If educators typically give rllini-Iessons to learnr;:~rs, they 

MiDht consider using tl18 learning and teaching support materials that 

encapsulaLe ViSUCl! materials (such as, charts, diagrams, video), 

demonstrations, hands-on activities, co-operative group work, (Department of 

Education, 2006:42-45). 

2.6.2 Mediating learning using different strategies 

Using a wide range of teaching strategies to medIate learning benefit learner!:: 

by: 

• Providing the leaners with good quality, up-to-date information 

• EncouraginlJ learners to find information for thems:;lves 

• Using textbooks with leamers 

• Setting plOjecls for learners 

• Providing language suppor-t(() learnl2rs 

• Settino oroup-based learning tasks ere appropriate 
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.,	 !::.nCQuraglng learners to co-cefine t learnino and 

•	 Allowing learner:: to debate issues among themselves (Department of 

Ed ucalion. 2006:44). 

Teaching strate9ies allow learners to participate in the lessons in the following 

ways: 

•	 Asking relevant questions that were of interest to them 

•	 Finding out about issu€s through reading, researching and asking oLher 

people questions 

•	 Making presentations of their findings to others in their groups 

•	 Planning activities with other learners 

•	 Reading new information and working from textbooks 

2.6.3 Different learning styles and different teaching methods 

According to Hie Depal"lment of Education, (2006:50) learners have 

similarities and differences. They use differenl languages and have different 

life experiences which are influenced by the place where they live, their 

culture and family history, socia-economic circumstances and their social and 

physical characteristics. For example, one learner may be good at reading, 

while another may be good at mathematics. Yet another learner may be good 

at designing and iliaking things, while another may be physically challenged 

and may not be able to design and make thillgs. This rich eJiversity influence 

classroom practice. 

Despite this rich arr3Y of differences, learners in schools are often expected to 

be the same in the way lhey learn. The Department of Education (2006:51) 

emphasizes that not all learners are the same, and different learners learn in 

d'ifferent ways. Around the worjci educators are changing classroom practice 

to accommodate diversitv In learning styles. 
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Using dltfcrent leach ina methods al1o'v'v's 8 r jucators to accommodate different 

refen-ed le8i:-ling style's (Depal1ment of Eclucation, 2006:53). Further it is 

important to realize That learners CElrl also learn when they are exposed to 

new learning styl:~s that challenge thern (which may not 02 their preferred 

learning style). Some learners rnay also have more than one preferred 

learning style (Deparlrnent of Education, 2006:53). 

2.6.4 Culturall Reference Points 

Educators who use choose the learning and teaching support materials which 

use examples bClsed only on their own socio-cultural experience may fail to 

reach all learners in the inclusive classroom setting. Given that exampl~s arE; 

designed to clarify key points, educators should choose the learning and 

teaching support materials that use examples from a variety of cultural 

reference points (North West U[ltversity, 2004: 117). This concern can also be 

off-set by educators' asking about learners' familiarity with an example before 

discJssing it or asking learners to produce examples of their own the learning 

and teaching support materials. Educators can also explain exampl,~s fully in 

order to reach 8 diver'se classroom (Nor-th West University, 20C.lt1: 118). 

2.6.5 Inclusion 

EcJucators are required by the National Curriculum Statements to focus on the 

inclusion of a diverse range of learning needs. it requires them to 

accommodate the learning needs ami learning styles of all !l'-)arners 

(Department of Education:2003:7). 

While paper six asserts that ali learners can learn. providec they receive the 

necessary support. The paper also states that many learners experience 

barriers to learning, or drop out of the South African education system 

because the system falls to recogm2:e and accommodate the diverse range of 

learn~ng needs and the experience of learners (Department of EducaUon, 

2001 :6). Educators sOIll<::;tirnes make the mistake of IhinkmQ that barriers to 

learning only exist within the learner. Barriers of learning do not only exist 

within HIe learner. they also exists within the social, ecucational and socio­
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economic envlronnleni ill which learninq take place (Oepartrnerlt of Education, 

2006:54 ). 

2.6.6 Material content 

In order to helo their learners meet curriculum goals, educators need a highly 

developed oryanizatlonal sense. According to King-Seal"s (1996:60), 

"Learners see textbook chapters as 80 zillion pieces of information flying 

around in the air. An educator must decide what pieces are the most 

important in a particular lesson. 

An educator's solid knowledge in a content area can make the selection 

process easier. The careful use of graphic organizers. she suggests, can then 

further smooth the road to understanding for learners with learning disabilitIes 

and strengthen the delivery of content for ali learners. (King-Sears, 1996: 66) 

To evaluate a CUiTiculum for inclusive classrooms, King-Sears (1996:70) 

developed a three-step process that begins with curriculum analysis. 

Educators should look for "universal design features," such as the inclusion of 

big ideas or "strategic integration," which connects big ideas within a 

curriculum area or across subjects or learning areas. The educator might 

examine a Darticular curriculum by analyZing the textbook and asking the 

following questions: "How much in-cepth information can be found there? 

Does the sequence of chapters and topics make sense"? "Does the 

educator's guiclo for the textbook give a!ternCltive ways to differentiate the 

information for learners of varying abi':ilies"? 

Secondly, the educator should enhance the curriculum In this phase, the 

educator may supplement a curriculum that does not provide explicit 

strategl8s for learners With disaLJrlities. To prepi.li"0 a lesson plan and learning 

activities, the educator [[light need to construct a pre-test or inventory to help 

determine what learners know, what needs reviewing, and what IS totally 

unfamiliar to them. After a selective review, an educator then inlroduces 

appropriate strategies to make new material more accessible. Analogies, for 

example, can help learners understand a new concept by linking it to 

something they already know. (King-Sears, 1996:73) 
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If learners need mord help, JUI-ther minor or major changes, often calle 

accommocations or adaptatiuns. can be made to the cUrrlcu[um. 

Accommodatiolls, wnich may be hlgh'iy individualiz i2d, de not chanqe !he 

curriculum content. What changes is the way educators deliver thac curriculurn 

or the way learners express their understanding of it. according to King-Sears 

(1996:74 ). Use of audfntaped books for learners who are having difficulty 

reading is a common accommodation. "The big point is that if you have done 

the first two steps well, you will have less to do here," (Kin']-Sears 1996:74). 

2.7	 CHOOSING LEARNING AND TEACHING SUPPORT MATERJAL 

CURR,ICULUM CONTENT 

The Department of Educati,on regards adequate learning and ~,;nching 

support mElterials as crucial to the running of an education system and states 

firmly that these materials are an integral part o~ ~i-;e curriculum development 

and a means of promoting both quality teaching and lea:nin~: \Thamane & 

Mabaso, 2002.275) 

Stein, Stuen, Carnine and Long (2001 :18-19) c:~:j the following guide:inc;s 

which wlll be discussed Ix~low: 

Guideline 1: Is Content 0 rganized Around Big Ideas? 

Stein ef al. (2001: 18) observed that a relatively large nurnber of topics 

received bri~'f coverage in many printed and published materials. They urge 

that when analyzing the content orgafllzat,on or coverage in any of the given 

learning and teaching support material, the scope and sequence whicn 

illuslrate the pnenornenon must be examined carefully. Further educators 

should be cautioned to examine careful the scope and sequence in th2 

materials. Score and se\lLJence iliustlBle lhe phenomenon. Different tooics 

included in any given level of a published program or material on.en appears 

extensive. However. a closer examination of the materials orten reveals 

limited knowledge on any single topic. An alternative to lirmled exposure to 

"any clIfferent topics is the organization of content around "big "ideas. These 

"big" ideas are critIcal concepts that Fin."! essenti2! for content mastery in given 

subject One of the first criteria In evalLJEltmg learning and teaching support 
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nlateria~s is to demnnme wllether the instruction in a given textbook or 

progra ocus8d clnd cotnDrehensive. 

Guide line 2: Do the Cu rriculum 'Materials Contain Explicit Strategies? 

After determining whether the content is organized in a reasonable way, 

evalUrltors need to examine wllether the materials provide educators with 

explicit strate9l2s to use in teaching learners important content. These 

strategies should also be designed to promote generalization of concepts and 

skills. These strategies should also be designed to promote generaliz~4tion of 

concepts and skills. The inititiClI strategy of sounding out words to decode in 

an examplE; of an explicit strategy in a beginning reading program. Given that 

learners have the prerequisite letter or sound know~edge, lear-ners can use 

Ulis strategy to decode new words. In the area of written expressicn, a 

slralE:~8Y for self-editing is an explicit strategy, provided learners have the 

prerequisite knowledge required for editing (Stein et a/: 2001: 19). 

Guideline 3: Do the Curriculum Material Provide Opportunities for 

Educators to Scaffold Instruction? 

An explicit strategy contai~s a set of overt steps that support learners as they 

move toward mastery of the skills and concepts Once the strategy is 

identified, the process for teaching 1123merS to apply thaI strategy must involve 

an insirudional sequence that provides maximum support in the E:arly stages 

of acquisition while gradually encouraging more independent applir:ation of 

the skill or concept (Stein et a/:, 2001: 19). 

Stein et al. (2001: 19) 1I,jrJhlights that ideally, commerciafly develoDed materials 

should serve as a resource for educalor;; that provide them with the means 

and strategies for suppoli during initial teaching and a means for monitonng 

how much suppori learners continue to need. Most cornmerdaUy develored 

materials contain an assossment component Evaluating the degree to which 

the assessment recornmf;ndations provide enough information regarding 

learner's progress should also be an imporiant part of any learning and 

teaching support material evalLiation 
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2.8	 CRITERIA FOR EVALUATING LEARNING AND TEACr·;;r-.JG 

SLPPORT MATER·.'~LS 

~he Gauteng DepCll1ment of Education has adopted an Open System for [,2 

selection of learning and teaching support materials by schools (Gauteng 

Depaltment of Education. 20004). 

The South Africa Schools· Act makes provision for all schools to .purchase the 

learning and teaching suprori materials relevant and needed for their school. 

The Gauieng Department of Education (Circular 40/2000) has publist·:(>~: 

evaluation instruments to be used to evaluate klarning and teach,ing support 

materials, to ensure material is of the highest quality. The instrument 

embodies criteria for evaluating, reviewing and selecting materials that have 

been developed. 

Berhard, Lernhardt and Miranda-Decker (1999:176) mention the following 

criteria for evaluating learning and teaching support materials: 

2.8.1 Criteria for evaluating content 

The following are the criteria for evaluating the content: 

•	 cover appropriate content. Do the materials appropriatety cover and 

emphasi7e topics in the content? Are they ,:1t an appropriate level for the 

targeted age group? Do they contain accurate and current InformatIon? 

•	 challenge all learners. Does the material content challenges and expand 

the knowlledqe of learners from diverse backgrounds and at different levels 

of understanding? 

•	 integrates subjects or learning areas. Do the materials embed -subject or 

learning are content In real-world contexts and interJrates other subjects or 

learn!ng areas? Are lhe learning outcomes i:ll(;grated? 

•	 develop concepts clearly. Are subjects or learning areas ideas clearly 

introduced and reinforced with examples and multil)le representations, 
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such as diamams, graphs, and tables) Is vocabulAry clearly developed; 

explained, and reinforced with examples. a glosS8iY, and an index? 

•	 allow F1exibility. Can educators tailor the material to their particular 

classroom environmef\t? 

2.8.2 Criteria for evaluating learner materials 

The question can be asked whether learner materials 

•	 develop reasonins skills. 00 ample opportunilfes exist for learners to 

develop trot:!, reasoning sk)ls, for example, deductive, inductive and 

spat;al? 

•	 cjevelop communicallon skills. 00 the materials promote classroom 

discourse in which learners can lislen to. respond to, and Guestion the 

educator and one another? Are learners encouraged to communicate both 

orally and in writing, and to use a variety tools, such as diagrams, concrete 

mater-ials within the context of classrooill discourse? 

•	 develop problem-solving skills. 00 a variety of robust problem situations 

encourage learners to explore subjects or learning areas? 

•	 ground actjvity in meaningful situations. Is learner work situa[ed in contexts 

that are meaningful and Interesting to learners from all backgrounds? 

•	 promote equity. 00 the materials accurately and positively podray learners 

of diverse backgrounds, including race, ethnicity, gender, health, age, 

religion and social class? The evaluator should consider such Issues as 

familiarity of content to all learners, language used, inclusion of 

rnuHicullurai origins of subjects or learning 81-eas and muiliple ways of 

knowing and doing subjects; and 

•	 promote positive values. Are learners encouraged to respect and value 

one another's ideas, ways of thinking and subject dispositions? Do the 

materials promote humanitarian Issues, such as respect for the 
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environment and th(:; rights clnO property of other? (Bernard, LernharrJt am 

Miranda-Decker, 1999: 176). 

2.8.3 Criteria for evaluating educator materials 

The question can be asked whether educator support materials 

•	 empower educators to il:1prove classroom discourse. Do the materials 

encourage teachers to make decisions about classroom discourse, such 

as when to provide informatioll to learners; when to c1anfy an issue; when 

to let learners struggle with a problem; and when to have learners justify 

their ideas, both orally and in writing? Do the material prompt educators to 

monitor learners' participation In classroom discussions and to encourage 

each learner to participate actively in class? 

•	 empower educators to make curriculunl decisions. Can educators make 

decisions about the content covered, the work learners do, and the types 

of assessment used? Do the material encourage teachers to make 

deCisions about altering, addinq, or deleting matenals so that they can 

pu:'sue issues raised by learners during discussions and so that the 

curriculum can refiect learners' subject interests? 

•	 Provide ad,~quate teach~ng materials. Are teaching materials clear and 

helpful enough so thal educators can plan and prepare for lessons in a 

reasonable amount of time? Do they help educators acquire tne 

knowledge nJ:;eded to pose tasks that will engage learners in irnportant and 

interesting subject reasoning, especially with regard to the effecllve use of 

technology or manipulatives? and 

•	 supply adef.::)Uate support matel"iais. Do the maLer-lals Include such support 

items as extra practice assignments, challenging assignments for 

advanced learners, assessments, extra examples, solutions, multicultural 

and multilingu3f material, war:Tl-up exerc;ises, software with 

documentation, pacing charts, lesson planners 2nd a list of resource 

materials? 
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•	 mc:~~e suggestions. Do the materials offer suggestions on how to engage 

i~arners in cl2en subject thinking through the use of group learnine... 

technology, mallUpuiatives and other important teaching strategies! 

(Berhard, Lernhardt and Miranda-Decker, 1999178). 

2.8.4 Criteria for evaluating assessment 

ere	 questions can be posed to ascertain whether assessment 

involves appropriate activities. Do the assessments engage learners in 

·edlistic and worthwhile subject tasks'! Do they promote the use of 

imporiant and correct knowledge'! 

•	 yields a variety of information. Do the assessments allow for inferences 

._bout what learners understand their subject knowledge, their thinking 

processes and their dispositions? 

•	 integrates with learning. Are the assessments an integral part of learning'! 

Do they build on learners' understanding, interests and experiences'! 

•	 encourages learning. Do the assessments offer opportunities for learners 

to apply subject knowledge to new situations and to evaluate, reflect on 

and improve Uleir own work and the work of others'! 

•	 promotes eqUity. Do the assessments encourage and acknowledge 

mUltiple ways of demonsLrating knowledge ('1nd abilities'! 

•	 allows flexibility. Do the rating guides flexible enough to accommodate 

learner responses that are reasonable but unanticipated'! 

•	 encourages openness. Are learners allowed to become familiar with the 

assessment process and its purposes'! Do the assessml'?nts involve both 

educators and learners in choosing tasks, setting criteria and interpreting 

results'! Are assessment tasks open to critique'! and 
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•	 lends coherellce. Do assessments fit together in a cohesive way ~l.ct gives 

an overall representatlon of learners' understanding? Dn assessments 

~natUl the IEJcdn'n~l outcomes of the learning malerials? 

•	 engages learners. Do the assessments present opportunities for learners 

to intE:ract with one another and be active decision-makers? Do they 

encourage self-assessment! (Berhard, Lernhardt and Miranda-Decker, 

1999: 1(7). 

2.9 FUNDING OF LEARNING AND TEACHING SUPPORT MATERIALS 

Gauteng Depar\ment of Education (Circular 1312001) emphasises that 

learning and leacfling support materials that schools purchase should support 

the Learning Programmes of the school. Educators are should not limit their 

practice to any procured materials as this could potentiall reduce their 

creativity to design and develop their own Learning programmes relevant to 

tile needs of Ule learners and the school. 

This section provides ways in which the funding of learning and teaching 

support materials can be done. 

2.9.1 Learning and teaching support materials budget considerations 

Learning and teaching support materials budget considerations can take the 

following forms discussed in the next sentences: 

2.9.1.1 Norms and standards for school funding 

According to the Gauteng Department of Education (2005:2), norms apply to 

Capital and recurrent cost allocations. Such allocations are defined by new 

classrooms and other bui(drngs, and the laUel· by immovable capital 

renovations and repairs. recurrent costs easily separated from other costs, 

and other recurrent and minor capital equipment costs. The 9fCUps under 

which the allocations are reoorted to the National Department of Education. 

are as follows: 

•	 new constructions of infrastrure and other land Improvements; 
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acqUisitions of la n.Js 

• rencJVation alJd maintenance of th,~; (~xisting buildings; 

• supplies and services; 

• school textbooKs; 

• stationery; 

• equipment; and 

• multi-media collections. 

The Provincial Depalimenl of Education's cost allocations are targeted on the 

basis of need, the physical conditions are the determincmts, facilities and 

overcrOWding at the school, and the level of povety of the community around 

the school. The effective procurement of learning and teaching support 

materials is founded on the Outcomes based Education princqJles and 

measures. These serve as criteria for seledlng materials that ccnstitute the 

Gauleng Depart.llcmt of Education's approved catalogue for learning and 

teachln~J support materials. The learning and teaching support materials 

aliocation should in this case accommodate packages that support CUrricUlum 

priorities as WE:: II as utllize guidelines for learning and teaching suPPOtl 

materials s;;lits (Gauteng Deparlment of Education, 2003:5) 

Norms for learning and teaching support materials inform the nature and form 

of pElckagcs, as well as budget solits within the determination. The 

-'etermination oJ,· leamina and te..aching support materials' norms remains the 

competency of th:; National Education Department However, it is importanl to 

know that learning and teaching SUppOit materials may consist of leading, 

supporting and complementary materials. Hence the choice of packages and 

the spiit of trle learning and teaching suppol1 materials' budg;,~t must be 

informed by these norms and the beneficiaries of educational m2ierials 

(Gauteng Department of Education. 2005:2) 
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2.9.1.2 Special provincial budget 

In 3ddition to Ihe school based budget allocation~, which havs been 

calculated on the basis of a I"esource targeting table (RTI), a specia' 

provincial budget has been I:-nade available for implementation of 1l1e new 

revised cUiTiculum in implementing gr"ades. This grant targets special 

curricular needs and is to be utilized to procure pre-packaged materials 

(Gauteng Department of Education, 2005.3) 

Departnlf.::nt of Education (2002:35) states that the amount budgeted for each 

of the various ProvinCial Educ2tion Deoartments make it essential to manage 

stock and equipment carefully and effectively at school level. The increasing 

demand for effective teachmg and learning in schools means that the bes 

equipment and stock should be used in each classroom. 

The correct and carerul1llanagernent of stock and equipment is one of the 

important administrative duties of the rrincipal as the executive head of the 

school. While the principal and lor deputy principal have a major role to play in 

this regard. all staff members have a key role to play in the management of 

schools learrllng and teaching resources (Davidoff & La?arus 1997:117). Tne 

learners' representative council of secondary schools should also be involved 

in the maintenance of learning and teaching equipment. 

Davidoff and L<J7arus (1997: 117) suggest that the following activities are 

central to the successful management of resources in a school, which are to: 

• identify the needs for teaching and h:;arning resoul·ces; 

• obtain the teaching arid learning resources; 

• crS<Jt0 an effective stock-taking system teaching andieaming resources; 

• secure the ~:";:Jching and learning resources; 

• dis1J"ibute teaching and learning resources eff-3ctively and fairly; and 

• maintain teaching and learnina resources. 
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.A.lthough cunent provincial expenditure patlerns are ir~L:!nded to service the 

main functkms of the teaching and learning system, Irlclurlina the whole 

school curriculum, tne r:::iatioll~hip between stated teaching and learning 

priorities and actual budgetary allocations 3re not always congruent. It IS 

acknowledgecl that an increased budget does not automatically result In 

increasing inputs or outputs. for example sudden flood of books cannot be 

accommodated and will "stagnate" in schools' storerooms. (Department of 

Educatloil, 2000: 10) 

2.10	 LEARNING AND TEACHING SUPPORT MATERIAL PROCUREMENT 

PROCESSES 

The following are the processes to be followed when procuring learning and 

teaching support tllatenal 

2.10.1 Procurement of learning and teaching support materials 

The Depar-lment of Education (2006: 156) stipulates the following ideas on the 

schools' procurell1enl of learning and teaching support materials, which are 

that they should: 

•	 pnsure that ample stora\:je space for learning and teaching support 

materials ex,ists, taking into consideration issues of stacking, racking and 

weight; 

•	 give due consideration to security, access procedures and insuranc·e; 

•	 conduct needs analysis in consultation with all stakeholders; 

•	 conduct a situational analysis to check what the school already has, in 

orc!er to nle'2~ learning and teaching requirements; 

•	 identify and list teaching and learning gaps in order of priority; 

•	 indicate cost needs according to teaching and learning orionties after 

consultation with all stakeholders, such as school governing bodies, 

it:C1rner representative councils in the case of secondary schools; 
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II 

•	 dscertain whether tI-18 allocat~d le3rnirg and teaching support materials 

budget is sufficient; 

<-'\:jcJ additional funds generated by the school through fund-raising if [tie 

sCllool budget is inadequalE::; 

•	 draft a proposed school budget ;"or consultation with parents, through 

school governing bodies; 

•	 present the school budget to open parents' meetings as per the South 

African School Act (Act 84/96) 

•	 re-prioritize lheir teaching and learning materials if necessary; and 

•	 ensure that appropriate monitonn~l and reporting systems for the entire 

budget are iln place. 

2_10.2 Issues to consider when prioritizing
 

The follOWing ar€: the issues that must be considered when prioritizing:
 

•	 the first priority is for learner materials and not educator support or 

marlaoement materi~1; 

•	 lI-~e ~Jrades implementing naticna! curriculum statements should always 

receive 100% of their learner materials - or as much as the budgets allow; 

•	 curricular changes anu set-works, must be given priority.; 

•	 replacements of obsolete and offensive rnaterial, should be considered; 

•	 tOppHl,g-up of agreed titles for selected grades, must be considered; 

•	 schools where t/-iere is a significant increase in enrolments should consider 

tile impacl of this incr-ease on the allocatIon of learning and teaching 

SUj)pDrt matenals; and 

•	 thereafter supplementary mate-dal c:nd matenal for educators should be 

cons1dered if the budget allows (Department of Education, 2000: 14). 

43 



2.10.3 Ordering process 

ThE:; following orderin[l process applies, according to Qeneral guidalines which 

are: 

•	 attend::-'~ book exhibitions to identify the most suitable learning and 

teachir:J support materials for learners and educators for every grade; 

•	 filling in the mquisition forms as per district directive and according to the 

atest catalogue; 

•	 filing copies of applicable; fon~s for future reference; 

•	 ensuring that these requ\~;iLi(Jns are captured on whatever system the 

disl('ict / province prefers; and 

•	 obtaining a i"C:quisition number for the district number from the district office 

for tracking purposes (Department of Education, 2000: 17). 

2.10.4 Delivery process
 

The following process has to be foilowed as far as possible. and is:
 

•	 decisions are to be taken about who should receive the mah3rials. 

•	 assunng or the availability of the school stamp. 

•	 assuring of the availability uf a delivery plan. 

•	 keeping aV21jlabie a register for all necessary materials (Depalimer:t of 

Education. 2000: 17). 

The following should be carried out during delivery: 

•	 checking whelher the items delivered, are correct: 

•	 making sure by checking that the quantity received, is the quantity 

ordered: 
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..	 if items delivered could not be checked imrriedial!ey upon delivery. the 

recipient should note "contents not checked", but should report 

discrepancies wHhin 48 hours; 

•	 It is impo,-tant to check every book and not to assume that, because lhe 

top ~ayer is correct, all books at the bottom are the same as those 

required; 

•	 if correct, the recipient should stamp the POD (Proof of Delivery), 

acknowledge by signature and keep a copy; 

•	 a copy must be kept in the school file and a copy is to be forwarded to the 

district office to effect payment; and 

•	 all outst2ndmg orders must be followed up with both suppliers and the 

disti-icl ofnce (Gauteng Department of Education 2000:16). 

2.10.5 The distribution process 

he	 dist~;8ution pmcess wfll comprise the following. 

•	 lhe school must use an appropriate distribution model which may be, class 

educatm, where educato," receives the material from the school learning 

and teaching support material commlUee for learners in his or her class, 

learners receive all material from class educator and fi.11 in the forni that is 

sianedJy parents. He.ad of depatment (HOD) model, the committee 

provides learning and teaching support material to heads of Departments 

who int::'-;~ give to subject educators. Educators then DIstribute to learners 

and keep the records. The other model is learner model and learners 

receive the material directly from the comm,Uee (Department of Education, 

2000:19-20); 

•	 ensuring that effectivl2 systems are In place for distribution, which are 

stamDing of books (at least 20 pages throughout the book in order to 

prevent theft) with the school's name and the acquisition numbers, 

recording of book numbers against IS8mers' names in order to prevent 

efl and for reconciliation purposes: 
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e	 arranging for the stamping uf insiU-e covers of booKs so as to record lh~ 

names of the recipient, the condilion of the books, and the year: 

•	 ensunng that lo;m forms ale issued to lealTlers and that parents 

acknowledge and sign these forms; indicating to parents the responsibility 

that accomnanies the issuing of 18arning and leaching support materials to 

their children and the consequences of loss or damage Parents are to pay 

for or replace lost or damaged textbooks; 

•	 keeping records of all learning and teaching support materials distributed 

per learning area / subject. per grade (Gauteng Depatment of Education, 

2000'17-18). 

2.10.5.1 Adva ntages of distribution 

•	 resources Are more readily available to educators, 

•	 learner can access the resources more easily (important for supporting 

independent learning and enrichment), 

•	 some resources can be usee to support other subjects (for example. rulers 

and graphic equipment), 

•	 learners become more familiar with the resources. pai11Guiarlyif tney are 

displayed in the cl,:1ssroonl, 

•	 there is no need to book in advance, or share them with other classes, and 

•	 encourage learners to keep the resources neat and tidy (Department of 

Education 2006:157). 

2.10.6 Retrieval process
 

The following actions comprise the f(~trieval process:
 

•	 ensure tllat materials deilvere:d during each financial year, are available fur 

:.:> by newcomers the following year, 

•	 ensure th8t book~ retr-ie'ied are reconciled agaillst books distributed, 
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9 appropria\e action must be taken fer loss of books or damage ta books, 

•	 adopt proper procedures for reporiing on lesses, 

•	 cor~-lpi'e retrieval statistics and forward these to the district office, 

•	 initiate lock-taking process so as to ensure reconciliation, and 

•	 take into consideration the ageing of books and write off those that are 

unusabl8. (Department of Education, 2006 156 -157). 

2.10.7 Storage and management of resources 

The curriculum encourages educators to use a wide variety of resources. It is 

part of the School Management Team's teaching leadership role to budget for 

these resources. When they receive resources, it must be properly stored and 

carefully managed. Each Item must be identified and educators should be 

able to obtain then: easily when they need them. A resource room as a place 

to store files (for master-copies of handouts), and boxes, should be available, 

as wel!1 shelving or cupboards for pictures and posters, files worksheets, 

books and so on. Everything must be stored in an orderly way. even bottle 

tops. Keep these in separate boxes with labels. like 'Transport' or 

'Environment'. Plastic containers with lids are excellent storaoe space for all 

small Hems such as counters and puu!es. Resources in constant use. like 

posters and books, must be especially well looked after so that they las 

longer. Posters and books can be laminated and / or covered with plastic 

(Depar1ment of Education, 2000:20-21) 

2.10.7.1 Advantages of central storage 

10 following will point out the advamages of storing learning and teaching 

matenals In the central storage room of the school: 

•	 resources can be stored together - staff should be able to find things 

easily, 

•	 coordillCltors should be able to monitor resources in an effective way, 
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..	 r:v=; resources should be kept tirly, 

•	 security sllould be effective, particularly if the central store can be iocJ.,ed 

or secured in soene way, and 

•	 it will be possible to do with fewer common hand tools which can be 

shared between classes (Department of Educ:::ltion, 2006: 46). 

2.11	 THE UTILISATION OF LEARNING AND TEACHING SUPPORT 

MATERIALS 

Tilere are a number of possible reasons why educators do not use textbooks 

even when they are available. The Report of the Review Committee on 

Curricul1um 2005 (2000:68) indicales that texibooks were not used because in 

most cases they are out-dated and too difficult for learners to read on their 

own. In some schools, educ(ltors do not use textbooks because educCltors 

have a limited knowledge of the learning area and this prevents them from 

understandinq the text. The findings by Taylor and Vinjevold (1999:1'1'6), 

reveal lhat some educators also have poor reading competence which results 

in an inability to interpret the textbooK they chose for their learners, Educators 

seem to support the intenlions of the new curriculum but are devoid of the 

knowledge and resources to give effect to these in the classroom. Taylor and 

Vinjevold (1999: 177) indicate that no amount of exhortation by politicians o!' 

pedagogical guidance by curriculum planners, university and college 

ricademics, is likely to change this situation, unless the knowledge base of 

educators is simultaneously strengthened. 

According to the Department of Education (2006:48), learning arld teaching 

support materials and other learning and teaching resources should be 

viewed as an integral pem of curricuhJm implementation. They are important in 

the learning process because they: 

•	 help to structure the learning process; 

•	 help learners to visualize and interpret information; 

•	 provide an Imporlant reference resource for learners; 
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int~oduce learners to new information, 

• provide a common reference point for diverse groups of learners; and 

• suoport lan~tuage acquisition and use. 

As a resull, it s:ands to reason that it is important for educators to think of 

ways in which the learning and teaching support matel-Lals support learning. 

Findir19 and using learning and teaching support materials are important parts 

of mediating leaming According to Department of Education, (2006:49) 

textbooks provide a useful 'basic resource' for use in the classrooms, where 

possible, textbooks can be supplemented with other learning and teaching 

support materials. 

In the New Curriculum Statement requirements, educators will need to make 

efforts to find or develop additional learning and teaching support materials 

that enable lhem to innovate and extend what is in textbooks. In South Africa. 

learners often require additional language support to use learning and 

teaching support materials that are not produced in their home language 

(Department of Education, 2006:50). 

2_12 PRESENTATION OF LEARNING AND TEACHING SUPPORT 

MATERIALS 

The presentation of learning and teaching support materials often have an 

effect on wheLher learning and teaching support materials are accessible to all 

learners. Educators need to carefully review the features of different learning 

and teaching support materials in order to ensure that learners are able to 

make SCflse of what appears in the texts. For example, they may need to 

review diagrams and graphs to make sure that they are not too difficult and 

that illustrations are of a high quality and that they clearly communicate what 

is intended. Educators need to be flexible to adapt diagrams, graphs, 

illustrations and tf:xtS for learners who experience barriers or difiicu~ties to 

learning by, for example, replacing pictures or diagrams With written 

descriptions or reducing the amount of informatIon. SummariSing the main 

ideas in the text or replacing diClgrams or pictures With real items are otner 
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strateaies that can be USF:d is also a way of reducir)g in/ormation. Educ<':-ttms in 

this respect need to decide what the most appropriale strategies ior 

adaptation of learning (Jnd teaching support materials are, of course, 

deDendlng on the learners' special needs (Department of Education, 

200G:49). 

2.13 INCLUSION IN EDUCATION 

The ternl 'inclusion' has become something of an international and national 

talk. On one hand, the making of 'inclusion' into a talk, is evident when one 

reads policy documents such as the South African White Paper Six 2001. 

newspaper articles or listens to media statl;ments. On the otr,er hand, readers 

can become easily confused when confronted with the multiple definitions of 

incfusion as offered in international and national literature (Landberg, Kruger 

and Net (2005:3). This reveals that inclusion has come to mean different 

thln~Js to dIfferent persons, to such an extent that authors such as Dyson 

(2001:17); Florian (1998:13) and Meijer, Pijl and Hegarty (1997:1) indicate 

that varieties of inclusion is found in differenl inlernational social contexts. 

However, despite many different interpretations of the concept and the 

deferent ways it is implemented in diverse social contexts, there are a few 

cotnlTlonalities which Include varieties of inclusion. These span broad 

principles such as a dedication to building a 

•	 more democratic society; 

•	 more equal and qUdlity education system; and 

•	 belief that goes beyond the responsibility of regular schools to 

accommodate the diverse learning :leeds of al\ learners (Dyson, 2C01: "17). 

2.13.1 What inclusion means 

In a broader sense, inclusion is about developing inclUSive community and 

education systems. It is based on a value system that invites and celebrates 

diversity arising from gender. nationality, race, language, socia-economic 

back~']mund, cultural origin and level of educational achievement or disability 

50 



U\MUer, 2000'10). It is about H1cludmg everyone, regardles5 of abilily. gende., 

Ir:mguage ur cJisabi(ity so that all learners can belon9 to the whole schools' 

settings and have .::;Jccess to the Leaching and learning outcomes that schools 

of18r. In this regard, inclusion is about more than 'special needs' or disabilities, 

and is concerned with comprehensive education, equality, and collective 

belonging of all learners in whole school settings (Thomas & Loxley. 

2001 :118). Millier (2000:12) is of the opinion that inclusion can also be seen 

as an expressioll of the struggle lo achieve universal human rights and that it 

has its own oriains in ihe internallonal human right movement. According to 

Lomofsky and Lazarus (2001 :306), inclusive education is based on a value 

system that rer:ognizes and celebrates diversity arising from gender, 

na~ionality, race, language of origin, social background, level of education 

3chievemenl or disability (Mittler, 2000: 13). 

It is clear that inclusion means that all educators em,; responsible for the 

education of all learners and the curriculum must be adaptc,j in order to cope 

wIth ~nis diverSity Such exp~anation of 'inclusion' indicates more than just 

'mainstrearning', because it is regarded as a moral issue of human rights and 

values, rl;S embodied in the Salamanca Statement UNESCO, which sees 

'Inclusion as part of the creation of an inclusive society. An inclusive e'~!\.:cation 

approach therefore reflects a move from a deficit mode! of adjustment towards 

a systematic change of educational settings such as teaching and learning 

situations in classrooms (UNESCO, 1998: 57) 

Inclusion furlher means that all learners irrespective of their disabilities shoul 

be educated in the situation where they would have been educated even if 

they did not have a disability for example in age-appropriate general 

education classes in their neighbourhood school with necessary learner 

support provided to learners, educators, and families so that all of them can 

be successful (Shapiro-Barnard, 1998:4). Cole (1999: 12) sees inclusion as an 

educational model in which learners with disabilities receive their education In 

general educational settings. with collaboration between general and special 

education. In other words, learners with special educational needs. instead of 

being educaled in scparate institutions (in special schools), are educated 
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3,!ong witti olhers (in mainstream schools) From inclusive education, 'special 

needs' arc perceived to derive trom the difficulties or barrie.s encoumered by 

the individual in interacllng with his or her environment and it is the system 

whictl is required to adapt in order to accommodate the individuar (Lomofsky 

& Lazarus, 2001 :303). 

Having introduced inclusion in this section, it now becomes imperative to, In 

the next section, to describe what an inclusive classroom setting resembles. 

2.13.2 A description of inclusive classroom settings 

The way inclusive classrooms are arrcmged, changes all the time because an 

environment is created by whatever interactions the educator and learners 

have as a Qroup or as individuals in the group, explains Kliewer (1998:2D). 

According to Kliewer (1998:38) inclusive dassroom settings are characterized 

by: 

•	 a number of learners doine different things and have different people 

assisting them; 

•	 learnt";rs moving Iron: one learning environment to another; 

•	 a classroom where everybody is smiling, the lear"ners are actively 

engaged, and the educator is delighted to be there. It may sound like 

pandemonium and at times look messy; 

•	 learners spend a lot of time in learning centE.~rs where they make a lot of 

choices about what they are working on; 

•	 a classroom where leafflina oftt~n happens in small groups \'. :~~-I peer 

helping and supporting each other; 

•	 a classroom where learners know others will be doing different things ar.c~ 

the issue of fairness does not corne Into play because that is just the wa'j !~: 

is; and 
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•	 a ddssroUIll [hat reaches beyond the classroom and into the C01rIfTlUI ;'lty 

2S a resource for learnino new skills, 

It is clear that inclusion without resources. without support, without educator 

preparation tlmB, without commitment, without a Vision statement, withoul 

restructunng, and withoul staff development will not work (Bradley, King­

Sears, &, Tessier-Swillick, 1997: 371). 

It is apparent that inclusion is about school change to improve the learning 

syslem for all learners. It means changes in the curriculum, changes in how 

educators teach and how learners learn, as well as changes in how with and 

wilhout special needs interact with and relate to one ano~h=;r (Bradley et a/., 

1997: 371) 

Inclusive education practices relleel: 

•	 the changing cullure of contemporary schools w:t:' emphasis on active 

learning; 

•	 authentic leaming assessment practices; 

•	 current curriculum; 

•	 mUlti-level teaching approaches; and 

•	 increased attention to diverse learner needs and individual1zation (Bradley 

et a/., 1997: 371), 

Accorcing to Boyer and Bandy (1997:7) the claim is that schools, cen~r8s of 

learning and educational systems must change in such a manner that they 

becor:le caring, nurturing, and supportive educational communities where the 

needs of all learners and educators are truly met. Inclusive schools no ronger 

providi:; "r'~gular education" and "sp8cial education", Instead, inclusive schools 

provide a comprehensive education and as a resuit all learners will~)e able to 

learn together. In other words, it is open to all learners, and that ensures that 

all learners learn and participate. For thiS to happen, educators, schools and 

sys.tems may need to change so that they can better accommodate the 
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diversity of needs that learnf:rs have and that they are included in <':\11 aspects 

of school-life. It also means: 

•	 Identifying any barriers within and around the schoul that hinder learning 

and participation; and 

•	 reducing or removing these barriers. 

As a result inclusive educa'Lion is a process of enabling all learners, including 

previously excluded groups, to learn and participate effectively within 

mainstream school systems. Placing excluded learners within a mainstream 

setting does not of itself achieve inclusion (Boyer and Bandy, 1997: 10) 

Accordina to Boyer and Bandy (1997: 12) the following principles of inclusive 

classroom settings are that: 

•	 every learner has an inherent right to education on basis of equality of 

opportunity; 

•	 no learner is excluded from, or discrinlinated within education on grounds 

of race, color, sex, language, religion, political or other opinion, national, 

ethrlic or social origin, disability, birth, poverty or other status; 

•	 all learners can learn and benefit from education; 

•	 schools adapt to the needs of learners, rather than learners adapting to ihe 

needs of the school; 

•	 the learner's views are listened to and taken seriously; 

•	 individual differences between learners are a source of richlless and 

diversity, and not seen as a problem: and 

•	 the diversity of needs and pace of development of learners are addressed 

u .rough a wide and flexible range 01 responses. 

Subsequently the practice of developing inclusive schools involves: 

•	 understanding inclusion as a continuing process, not as a one-time event; 
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•	 ~trengti18f)ing and sustaining the participation of all learners, educators, 

palen~s and community members in the work of the school; 

•	 Ie-structuring the cultures, policies and practices in schools to respond to 

1he diversity of leai ners within lheir 10caUy. inclusive settings focus on 

identifying and then reducing the barhers to learning and participation, 

rather than on what is "special" about the individual learner or group of 

earners, and targeting services to address the "problem"; 

•	 providing an accessible cUrriculum, appropriate training programs for 

educators, and for all learners, the provision of fully accessible information, 

environments and support; and 

•	 identifyill~l and providing support for staff as well as learners (Barnes, 

Schoenfeid & Pierson, 1997:39). 

It is general practice 'that learners in an inclusive classroom are with their 

chronological age-mates. Also, to encourage a sense of belonging. emphasis 

is placed on the value of fnendships. Educators often nurture a relationshIp 

between a learner with special needs and peers without needs. Another 

common practice is the assignment of a buddy to accompany a learner with 

special needs at all times (for example in the cafeteria, on lhe playground, on 

the bus and so on (Barnes, Schoenfeld & Pierson, 1997:43) 

In principle, according to Kliewer and Biklen (2001 :6) several factors c;:m 

determine the success of inclusive classrooms, namely: 

•	 family-school partnersh~ps: 

•	 collaboration between general and special educators; 

•	 well-constructed individualized education program plans; 

•	 team planning and communication; 

•	 integrated service delivery: and 

•	 on-going tr2lining and staff development. 
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K!I'8wer (1998:37) add s that ed uCCliors wikl Ole capacity to inlDlement 

inclusion in their classrooms use a nUI11Der of meLhods to help build classroon 

cOnll11unitres, suCil as: 

•	 games dt;signed to build the community: 

•	 involving learners in solving problems; 

•	 songs and books thal teach community values; 

•	 openly dealing with individual differences; 

•	 assigp,ing classroom activities that build community; 

•	 teaching learnc:rs to look for ways to help one another; and 

•	 utirizing physical therapy equipment sllch as standing frames, so 

learners who typically use wheelchairs can stand when the other learners 

are standi~CJ and mQ~8 activ,~;'y participate in activities. 

It is thus c1eal- that in an age of inclusive classrooms and higher academic 

demands on all learners, educators need teaching strategies thal can assist 

all learners irrespective of their learning abilities in their classrooms as well. 

Educators who use a variety of or-gani7ational. graphic, and mnemonic aids 

help all learners make betler sense oftne curriculum King-Sears (199716). 

Led by "special education" educators, more "general" educators are teaching 

learners learning strategies that help by-pass difficulties in processing and 

retaining information. Such strategies transform learners with or without 

learning diiFicuities into active, rather- than passive learners. 

Taken on their own, common accommodation for learners with difficulties, 

such as reducing written work or trimming the number of test questions, do 

not necessarily help these learners reach their latent leaming potential in 

reaching lhe currirulum objectives, King-Sears (199720), special education 

professm at Johns Hopkins University in Maryland. Educators need to look at 
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the curriculum itself, not Just fm le3rners with learning difficulti3s. {Jut for ail 

learners, she adds. 

2.14 EQUIPPED INCLUSIVE CLASSROOM 

According to North West University (2004b:114) the Inclusive classroom 

needs to be well equipped to provide in the net:ds of the learners with 

educational needs. 

2.14.1 Providing for visual impaired learners 

Tj"18 following should be provided in the class of learners with visual 

impairment: 

•	 visually impaired learners must be seated in front of the class: 

•	 educators fllust ensure thdt enough that sufficient light falls on ttleir table; 

•	 to ensure proper lighting, reading lamps must be attached to the table; 

•	 the texts of wntten material must be enlarged with 16 font; 

•	 copic:s must 'be done on yellow copier paper; 

•	 yellow chalk must be used on the chalkboard; 

•	 rCGJding material, comprehension tests, assessrT18nt tasks should be 

recorded onto audiocassettes - prep::1rr: tape aid; 

•	 IParners must be provided v\';l;l magnifying '-Jiers or cubes; 

•	 large print books must be purchc;::lud; 

•	 dictaphone must be available; 

•	 tasks must be read to the learners, they listen to a tape recorder and read 

answered and records anSV\·'t0rS on a dictaphone; and 

•	 Braille tasks must be available. Learners can respond in Braille or typing 

(North West University, 2004: 114) 

57 



2.14.2 Providing for learners who are hard of hearing or deaf 

The following should be provided for learner-s wilh tsarfllrlQ disabillUes: 

•	 LE:arners should be seated close to the iront; 

•	 "easy listeners" must be provided to enhance sound; 

• educators must speak loud and clear; 

.backgroung noises must be elimiilated; 

•	 all instructions must be written; 

•	 additional time must be provided for compietion of tasks; 

•	 video recmding tasks must be recorded on video by means of Sign 

Language or spoken word (lip reading); and 

•	 computer tasks must be read and answered on computers (North West 

University,2004b 114). 

2.14.3 Providing for learners with learning disabilities
 

The following should be provided for the learners with learning disabilities:
 

•	 Learners with reading disauiHties should be assisted W::'-I tape aid and 

audio equipment, personal computers with voice sYI'I'~'lesizer, special 

equipment (example sperl master); 

•	 Written texts shouki be accompanied by illustrations; 

•	 Learners must be allowed to use calculators if necessary; and 

•	 Amanuensis should be provided where applicable additionai time or scribe 

must be provided (North West University, 2004b: 115). 
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2.14.4 Conceptual barriers 

he followinQ should be considered when assisting learners with conceptual 

barriers: 

•	 Teaching and learning resources must be provided to allow multiple 

opportunities of working with friends who can explain; 

•	 Questions must be expressed in such a way that all learners can 

unocrsrand ; 

•	 Concrete support must given to activities, example counters in mu!tiples 

•	 Illustrated text be chosen; 

•	 Smaller section of the work must be assessed; and 

•	 Learners must be assessed by focusing on their compensatory skills and 

attitudes (North West Ur1iversity, 2004b: 115). 

2.15 THE BENEFITS OF INCLUSIVE CLASSROOM SETTINGS 

Inclusive education is claimed by its advocates to have many benefits for the 

:carners (Kluth, StrClut & Biklen, 2003:87). Teaching time with peers witho'...!t 

neud helps the learners to learn stralegles taught by the educator. Educators 

bring in djffercnt ways to teach a lesson for special needs learners and peers 

without need. All of the I'earners in the classroom benefit from this. The 

learners can now le8rn from tile lesson tlQW to help each other. 

SocializEltion in the school allows learners to: 

•	 learn communication skills and interaction skills from each other; 

•	 build friendships from these interactions; 

•	 also leam about hobbies from each other. A friendship in school is 

important for the development of learning. When a learner has a friend the 

learner can relate to a member of the classroom; and 
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" be able lo relate to each other which acti 

environmenL. Involving peers without need with spec.~ia' needs. peers Qives 

th~:; learner·s a positive ahitude towards each other. The learners are the 

next ~lcnera1Jon to be in the workforce; the time in the classroom with the 

special needs and peers without need will allow them to communicate in 

the real world someday (Kluth, Straut & Biklen, 2003.87). 

Special needs learnds are included In all aspects of school-life. For example, 

homeroom, specials places such as art and gym, lunch, recess, assemblies, 

and electives. Special needs learners involved in these classrooms will give 

them the time they need to participate in activities with their peers without 

need. Awareness should be taught to learners that will be in the classroom 

with the special needs peers. The educator can do .a puppet show, show a 

movie, or have the learner 'talk to the class. The educator could also read a 

book to help the learner describe his or her special need. The class can ask 

questions about what they learhed and what they want to know. This will help 

when the learners are together in the classroom. Positive modelrng is 

important for lhe learners in the classroom. Positive modeling is the educator 

showing a good example towards bolh special needs and peers without need 

and this ",viII help the learners to get along more (Kluth, Straut & Biklen, 

2003:88) 

2.15.1	 Inclusive classrooms encourage educators and learners to work 

together 

Inclusive classrooms are classrooms in which educators and learners work 

together to create and sustain learning and teachrng environment in which 

everyone feels safe, supported, and encouraged to express her or his views 

and concerns. ln these classrooms, th8 content of the learning and teaching 

materials is explicitly viewed from the multiple perspectives and varied 

experiences of a range of groups. Learning content is presented in a manner 

that reduces aii learners' experiences of marginalization and, wherever 

possible, helps leamers understand that individuals' experiences, values, and 

perspectives influence ways in which they construct knowledge in any field or 

discipline (North, West University. 2004b: 113). 
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Educc.tors in inclusl'Je classrooms use a variety of teaching methods in ord~r 

to facilitate the academic and scholastic achievement of all learners. Inclusive 

classrooms are places in which thoughtfulness, mutua! respect, and academic 

excellence arB valued and promoted. When educators are successful in 

cr'23r:ng inclusive classrooms, this makes great strid',,;s towards realizing 

cnools' commitment to teachino and learning and to diversity and exceHence 

in teaching cHid learning practices (Oepaiirnent of Education, 2006:54). 

In an inclusive classroom, educators atiempt to be responsive to learners on 

both an individual and a socio-cuHural level. Broadly speaking, the 

inclusiveness of a classroom will depend upon the kinds of interactions that 

occur between and among educators and the learners in the classroom 

These interactions are influenced by certain issues and are individually 

discussed in the next section. They are: 

•	 the learning ami teaching support material content; 

•	 educators' prior assumptions and awareness of potential multicultural 

issues in classroom situations; 

•	 educators' planning of class sessions, including the ways learners are 

grouped for learnin~l; 

•	 educators' knowledge about the diverse backgrounds of learners; and 

•	 educators' decisions, comments, and behaviours during the process of 

teaching (NVVU, 2004b:16). 

2.16 CRITIQUE OF INCLUSIVE CLASSROOM SETTINGS 

Opponents of inclusive schools believe that individual difFerences will slow the 

progress of I~arners without special needs. Therefore, this will create 

problems for educators. Some argue that inclusive schools are not a cost­

effective response when compared to cheaper or more effective imerventions, 

such as special education. They argue that special education helps "fix" the 

special needs learners by providing individualized and personalized teaching 
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to meet thpir LJnique needs. This is to h<:!lp ie-3rners with special needs adjust 

as quickly as possible to the mainstream 0; the school and community. 

Prooonents counter that learners with special needs are not fully into the 

mainstream of learner life because they are secluded to special education. 

Some Eiroue that isoiabng learners with special needs may lower their self­

esteem and may reduce their ability to deal with ether people. In addition, 

learners without special needs can learn much about personal courage and 

perseverance from special needs learners (Kluth Straut & Biklen, 2003:86). 

2.17 CONCLUSION 

This chapter discussed, what learning and teaching support materials are, the 

processes [hat are involved procuring material and inclusive education. The 

foliowing chapter discusses the empirical design in detail. 
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CHAPTER THREE
 

EMPIRICAL DESIGN
 

3.1' INTRODUCTION 

n this chapter, the research methods used to investigate thE: problems of the 

study are clarifted. The focus is on the aims of the study design procedures, 

data collection and analysis, as well as interpretation. 

3.2 AIMS OF THE STUDY 

The overall aim of this study is to investigate educators' experiences of the 

choice of learning and teaching support materials in inclusive classroom 

settings. The following sub-aims were used to find out the experiences of the 

educator particip3n~s who formed the population sample of this research 

which was to: 

•	 determine the educators understanding of learning and teaching SUpDort 

material; 

•	 determine what criteria educator use in choosing learning and teaching 

support material for their learners; 

•	 verify wi 'y educalor perceive the c;-i:eria stated in the latter objective as 

:1 nportant; 

•	 determine what type of values educ;-;jn~s base:i:cir choice of learning 

support material for learners; 

•	 identify what tYf-Ies of cultures ;':"-cJrners represent, 

•	 delennine whether educators are satisfied with til8 learning support 

materjars used by learners; 

•	 determine if the teaching support rr.c.lJrial educator use is non-racial, 

mu!ticultural, non-sex'ist and unbiased in all ways; 
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o	 determme If lecrners conceptually under·stand the language and valu~s 

illCDI·porated in the learning support materials used in their classrooms: 

and 

•	 determine the rac;al, cufture:il and gender make-up of the authors of tile 

preferred learrJing ma1erials in educators· classrooms. 

3.3 NATURE OF RESEARCH DESIGN 

According to Blanche and Ourrheim (1999:29), a research design is a 

strategic and proactive framework for empirical research action that serves as 

a br·idge between empirical research questions and aims and the execution or 

plementation of the practical or field research. Blanche and OurTheim 

(1999:31) further explain! that research design IS a proactive plan that guides 

the arrangement of conditions for collection and analyses of empincal 

research data in a manner that aims to combine relevance to the research 

purpose with economy in procedure. 

Research design. as explained by McMillan and Shumacher (1997:33-34), 

describes the ofOcedures for conducting a study, includi~g when, from whom, 

end under what conditions the empirical research data will be obtained. In 

other words, empirical research design indicates ways Tn which the empirical 

research research is set up, Ulat is what happens to the participants and what 

methods of empirical research data collection are used. 

3.3.1 The purpose of the research design 

The purpose of the research design IS to provide the most valid and accur·are 

answers to research questions, and to assist the study ad"lieve its ainiS. Since 

there are many types of research questions and many types of empirical 

research designs, it IS important to match the empirical research design with 

the questions which are posed by tile researcher in order to arrive at reliable 

and valid answers for the research prolJlem under investigation. From the 

latter slalE;ments it is clear tI,;,t the empirical research design is a very 

important part of an investigation since certam limitations and cautions In the 

interpretation of t~le results related to each design are present, and also 

64
 



because tIle resean:::h clesign dderrnines W3.ys in which the emolrlcal research 

data should be analyzed 8Qc! i:1terpf8ted (Morgor.. 2006: 45). 

3.3.2 Design type for the empirical research of this study 

A quariiClilve empirical research desigrl type was selected for this study. The 

term "quailitative research·' encompasses several approaches to res88rch that 

are, in some respects, qUitE different from one another. Yet, all qualitative 

approaches have two things in common (Edmunds, 1999:37), which are: 

•	 fi:-stly, ihey focus on phenomena that occur in natural settings; that is, In 

he "real world"; 

•	 secondly, they involve studying social and culturat phenomena in all their 

complexities (Leedy & Ormrod,1999:75). McMdlan and Schumacher 

(1997:140) agree that qualitative research is based on naluralisbc inquiry 

where researchers use multi-methods strategies to gather empirical data. 

It focuses on the individual participant's social and cultural actions, beliefs, 

thoughts and perceplions. Empirical research data are collected by 

interacting with sampled research part,-;;;;ants in their natural ecological 

settings. This is often referred to as field research. During the field 

reseal-ch, qualitative researchers become "immersed" in the socio-cultural 

situation of the sampled participants and often fulfil the role of 

ethnographer participanl observers; 

•	 it is apparent that qualitative empirical research is mainly concerned with 

underslandlng the research problem from the particioant's socio-cultural 

perspective. that is as he/she experiences the problem as it is related to 

their reality and as he/she views the problem and ascribes meaning to 

their lived experiences Moreover, qualitative empirical research views the 

reality as mUltl-layered and interactive; 

•	 problems and interp,·etations are desCribed in the report by means of 

words and not expressed as a nt.nnerical percentage. The scientific report 

analyzes the problems in a descriptive manner and interprets objectively. 

Often researchers use the pariicipants' own words in the report as the­
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partIcipants' narration carl hesi explain 1:'12 meaning that U,ey ascribe ~u 

leir	 world. leelinCis, bd,efs, thoughts, actions cmci ideals. rv'lultl-method 

trategles can be inlt:tractIVE:: (observations, Interviews) or non-interactive 

straleoies (the use of documents); and 

•	 researchers conduct the field I-esearch and collect thE:' c::"pirical research 

data over a prolonged period of time, usually at the side or directly from 

the research participants (Hoberg, 1999: 75). OuaLtative empir',ical 

research was selected for this study as it would enable the researcher to 

gain insight into reality of the experiences that educators experi:i3nce when 

choosing learning and teaching support materials, 

3.4 POPULATION AND SAMPLING 

According to Hoberg (1999.168) population is a group of potential participants 

to whom a researcher to generate the research results of a study. 

3.4.1 Purposeful Sampling 

The researcher used purposeful sampling. Purposeful sampling is the 

"umbrella" term that McMil!an and Schumacher (1997:376) refer to as a· 

process of "selechng informAtion rich cases for study in-depth". The 

researcher IdentifieS information-rich participants, because they are likely to 

be knowledgeable and informative about the phenomena the researcher is 

investigating (McMillan & Shumacher' 1997:378). Fick (1998:39) agrees that 

this type of sampling is based entirely on the judgment of the researcher 

because a sarr,ple consists of elements which contain the most common 

characteristics of the population. Merriam (1998:61) also refers to purposeful 

sampling as a method in which information-rich cases am selected in onJer to 

gain insrghl and understanding from which a great deal can be learned. 

Merriarn (1998: 61) further advises that in purposeful sampling it is important 

for the researcher to first deldrnine ti.o selection criteria to bc used in 

choosina lhe participants. These cr(':.::: ia must reflect the purpose of the study 

and guide the process to ce: j"c [jowed. Fifty six (N==56) educators participated 

in the study. These educators were SE;;CC2d from eight public schoois in the 
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Sedibeng-West District in the Gauteng EducatIon area The selection of the 

sample was based on one ec!'Jcator per grade, both in primary and s.econoary 

schools. Tile decision to use the purposeful sa rnple was motivated by the fact 

that lhe researcher wanted a simpler Gnd e9sier way of selecting a population 

which was to comprise the research population. 

3.5 EMPIRICAL RESEARCH DATA COLLECTION TOOL 

The focus group inter\liew as elTlpirical research data collection tool was used 

in eliciting data frorn the participants who formed the sample population of this 

study IS subsequently discussed below. 

3.5,1 The focus group interview 

Focus group inter\liewlng can be defined as a group discussion in which a 

small number of participar~ts, typically six to twelve Hoberg, (1999: 136), topics 

of special relevance to a study, under the guidance of a moderator. The 

informal group situation and the lar'gely unstructured nature of the queslions 

encourage participants to disclose behaviour and attitudes they might not 

disclose during individual intl2r\1iews. This happens, since participants tend to 

feel more comfortable and secure in lhe company of people who share similar 

opinions, views and behaviour than in the company of an individual 

inter\lk'~wer (Edmunds, 1999:35). The focus group discussion is conducted as 

an open conversation in which each participant may comment or ask 

questions from oUlers, including the inter\liewer (Litosseliti, 2003: 56) 

3.5.2 Reasons for using focus group interviews 

The researcher used focus group Inter\liews for the following reasons as 

indicated by (Patton, 2001 :67), which were to: 

•	 appear to be gain Insight Into a relatively unknown research area; 

•	 <..;timulate new ideas and create concepts in order to lear'n more about 

peoples' ranges of opinion and experience, 
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II	 diagnose the puient181 contribu:ions and Drubl2ms of new socia! 

programmes and services or products to be introduced: 

•	 understand the success or failure of a particular social programmE:' In a 

specific social setting· and 

..	 learn ways in which people discuss the ohenomenon of interest. 

Greeff (2002:306) further adds the following; which is that: 

..	 empirical research data can be collected within a a short space of time; 

..	 ideas, views and perceptions of participants can be verified and analyzed 

througli discussions; 

.. moderator's role is to conf'ine to that of initiating discussion, rather than 

playing the directive role. In thts way. participants take the major 

responsibility for stating tht;ir views and drawing out the views of others in 

the group; 

..	 the interaction that takes place in focus group interviews, stimulate 

participants to state feelings, perceptions and beliefs that they would 

probably not express if interviewed individually. 

3.5.3 Strength and weaknesses of the focus groups' interview 

According to (I il0sseliti, 2003:60) as wHh any research, focus group 

interviewing nas strengths cmd !imitations. The advantages of focus groups 

are [':e following: 

..	 they Cdrl De cond~cted at a relatively modest cost and in a relatively brief 

span of time; 

..	 they expose the researcher to the participants' world views; 

..	 the discussion sheds light on phenomena and social processes that very 

little is known about; 
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•	 it provid8s a socIally orientated research procedure. Focus grc.\ups 

facilitate interaction between subjects and uniquely cE.pture the dynamics 

of group interaction; 

•	 the discussions provide a format that allows moderators to probe. This 

makes flexibility possible. which is so important for exploring unanticipated 

Issues; 

•	 they have high face validity. Not only are they easily understood. but their 

methods are "comfortable", since they seem credible to those usin·;;) the 

information: and 

•	 they :-::l:l ~rovide speedy results. In fact, they have a consioerable 

advantage over o~: j;2, empirical research data-gatherlng methods in that 

;J"c~y can be conducted and their results analyzed and a report written in a 

very short time. 

The shortcomings of lOCUS group interviews are as follows: 

•	 the mode:'-~::lr:;r has less control than the interviewer who conducts 

individual interviews. The focus group interview allows the participants to 

influence and interact with each other, and as a result, group members are 

abte to influence the course of the discussion (Krueger, 1998:36). 

•	 ernoirical research data uenerated by focus groups are relatively difficult to 

analyse since p2riicipants' commenls must be interpreted within the 

constructed social setting, 

•	 material acquired by using focus groups is not generaiisable. Greeff 

(2002:306) states that since groups contain only a small sample of people, 

the empir-ical research dat;a are not capable of producing typical or 

projectabl8 information for the whole universe under study; a:-'J 

•	 focus group discussions require carefully trained inlerviewers. The tactics 

and techniques necessary for conducting such interviews are not readily 

available. 
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3.6 PLANNING THE FOCUS GROUP INTERVIEW
 

Focus yroup interviews need c3toful pianning with respect to participants, the 

environment and questions to be asked (Greeff. 2002:309). Using a muiti­

acet"'~cl approach and well thou~Jhl-out questions which are prirn.3riiy open­

ended, (}\Iows the participants freedom (0 respond from a variety of socio­

culrural perspectives. Accorclin~ to ;'v~org3n and Krueger (1998.12), there are 

four basic steps for- conducUng focus group interviews - planning, recruiting 

and conducting the group, as well as analyzing and reporting If possible, and 

jf permission is obtained from the participants, the researcher shoui.J record 

interviews on tape or video (McMillian & Schumacher. 1997:453) 

elOre conducting the inteevlews, resci'lfcher obtained permission from the 

epartment of Education and school principals. Schools selected were given 

a schedule with the dates and timas the interviews would take place, together 

With the covering letter definin9 the purpose of the empirical research 

undertaken. 

3.6.1 Participants 

It is crucial for the researcher to create conducive conditions for easy 

parl:cipative and productive discussions and to ensure that participants are 

comfortable talking to one another and that they also serve the researcher's 

goal (Litosseliti, 2003:75). Therefore. il was necessary for the researcher 

arrange a suitable group composition for each focus group. This would thell 

generate free-flowing discussions that contain useful data. In this case, 

participants were selected on the basis of lheir voluntary permission ancj 

wiHingness to take part in the study. 

3.6.2 Number and size of focus group 

The size of a focus group traditionally ranges from six to twelve participants 

(Hoberg, 1999139) Groups with more than twelve members lirnit each 

participant's opportunity to share experiences, while groups With four to six 

participants are popular, since s:T1aHer groups are easier to recruit and host. 

Howevf;I', their small size limits the range and variety of experiences 
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(Hobero.1999:'I39). In this study, eig~lt 9roups Vverf: identified, with five ~Cl 

seven participat:f.s each to make a 7.0(;31 of 56 participant and e,niy 3 

panicipants did not particirHte. 

3.6.3 Group facilitation 

According to McMillan and Schumacher, (1997:149) In focus groups, the 

moder3tor can either be an experienced or an inexperienced person. The 

moderator should be comfortabie and familiar willi group processes and also 

posses a curiosity about the topic cmd the participants. The group facilitator 

should be skilled in group processes The expression of different opinions 

should also be encouraged and group members should be helped to be more 

specific in their responses to [fie Question items of the interview schedule 

(Litosseliti, 2003'59). The focus group should concentrate on the inforrnation 

the researcher wishes to obtain rather than be dfrected by thE: reeds of group 

members (Cohen & Garrett, 1999:361). 

The resea:cher acted as moderatorcur~ng the interview. The first interview 

was challenging to the resecrcher, because of her being a novice in 

conducting interviews. Interviews that followed were handled very well and 

were very informaHve and Interesting. 

3.64 Designing the interview schedule 

The design of the interview schedule is a critical i.ask since it establishes the 

agenda for thE: group discussion and provides the structure within which the 

group members nl~jY interact (Morgan, 2002145). 

The first step is to list all possible questions about the research probl~n; to be 

investigated In this regard, brainstorming with colleagues could be helpful. 

Once the list is comoiete and no further suggestions are fO/ihcoming, tile 

critical questions ihat are those lrlat capture the intent of the study are 

identified (Morgan, 2002145) 
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Quustions are the heart of the focus group in~2rview. They rnus~ be carefLdly 

sel€c.tcd and phrased prior to the focus group discussion in order w elicit the 

maximum .amJunt of Info:mation from the parlicipants (Krueger, 1998:36). 

The researcher formulated the questions carefully Tile order of questions was 

from the more general to the more specific, placing the questions of greatest 

significance at lhe beginning and those of lesser significance near lh2 end. 

The interview guide was pilot tested by using a group of six educators ,-,vho 

were nm involved in the study. Educators found the questions undestandable 

and easy to answer. Only the proper arrangements of questions were done 

through the assistance of educators. 

3.7 CONDUCTING FOCUS GROUP INTERVIEWS 

The focus group inlerviews were conducted. making use of certain strategies, 

which receive attention in the next section. 

3.7.1 Purposeful "small" talk and precession strategies 

The moderator should attempt to create an atmosphere of trust, friendliness 

and openness from the mOI.,;nt the participants arrive for a focus group 

session. PUiposeful small talk facilitates a warm and ;:-i:.;ndly environment and 

puts the participants at ease (Krueger, 1998:36-37). 

3.7.2 Physical arrangement of the group 

Since the object of a focus group is discussion. the researcher grouped the 

participants around the table in order to ensure rnaximum opponLln~ty for eye 

conlact with both lhe moderator and other participants (Hoberg, 1999: 141) 

3.7.3 Recording the focus group discussion 

The researcher used the tape-recorder to capture the interview processes. 

Field notes were also laken. The group members were informed before the 

tape-recorder was used and their permission was asked to record their 

responses (Hoberg, 1999:141). 
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3.7.4 Field notes 

Ficic notes were taken by the researcher during focus group sessions. 

Specific attention was paid to non-verbal behaviour such as eye-conlact, 

posture and geSLLJfss. This could provide very supportive information 

regarding till:: dispositions and attitudes of t~le parFcirants regarding the topic 

(McMillan & Schumacher, 1997444). 

3.8 VALIDITY AND RELIABILITY 

ValidIty according to Moeketsi (2004.125) is used to gua:-aniee that 

information includes everything ;,t should and nothing it should not. Salkind 

(2003: 115) adds that validity is the quality of a test doing what it is designed 1"(1 

do. 

Tile validity of the interview schedules is tJased on the literature review. 

Educators who parlicipanted in the study have experience in choosing 

learning and teaching support material and the conclusions were discussed 

with them to find out i,' they agree and whether the the conlusions make sence 

based on their experiences confirm the; validity of the interview questions 

(Leedy & Ormrod, 2001 :100). 

Bogdan and Bicklen, (1998:26) mension that to ensure va,::::ty of the interview 

data, the triangulation method must be used. The researcher used other three 

experienced researchers to verify whether data decoding and interpretdtion 

are accurate. It was discovered that some questions were amb~iJ.uos. 

Questions were rephrased withouth comprornising the information needed. 

Accordir.(J to ~~ewman (1997.145), reliability reFers to the consistency 0 

measurement. the extent to which the results are the same over different 

forms of the san\e instrument or occations of data collection. Salkind 

(2003: 108) adds that reliability is when a test measures the same thing more 

than once and resuits in the same outcornes. 
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3.9 ANALYSING THE DATA 

The analyses and interprc~('jtions uf focus ~lmup empirical resEarch d3ta can 

be very cornpl8x (Greeff, 2002:318). The ain't of analyses is La look for trends 

and patterns among various focus groups. In analysing the collected empirical 

research data, the researcher should consider the words, context, internal 

consistency, frequency of comr1l(:nts. extensiveness of comments, specifically 

of comments, what was not said, as well as finding the 'big idea' (Morgan & 

Krueger, 1998:3-1). The dynamics of the group as a whole also had to be 

taken into account. Drawing together and comparing discussions of similar 

themes and how these related to the vari'::-ltion between individuals and 

between groups is very important (Grecff. 2002:319). In this Instance, the 

focus group interviews were helrl at the schools; the empirical research data 

were captured and presented verbatim in narrative form, according to the 

respective interviews. The empirical research data were arranged according to 

questions in their sequence on the interview schedule. For every question on 

the interview schedule, the responses of all pal1icipants were presented in a 

table for the purposes of analyses and inleroretations. Themes were 

fornlulated from the interview responses. 

3.10 CONCLUSION 

In thts chapter, the research design for the study was presented in details. 

The chapter that follows fucuses on collected empirical research data 

analyses and interpretation. 
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CHAPTER FOUR
 

EMPIRICAL RESEARCH DATA ANALYSES
 

AND INTERPRETATIONS
 

4.1 INTRODUCTION 

ThIS chapter p";.sents the analyses cmd the interpretations of experiences of 

p:.:;-ticipCJds who were involved in tt1e focus group interviews of this study's 

empirical resc:J:'"ch. 

Biographic information is presented first, followed by participants' responses 

J.:: :nterviews, and lastly the analyses and interpretations of emrirical research 

data and [icold notes are conducted. 

4.2 BIOGRAPHIC INFORMATION OF THE PARTICIPANTS 

The participants' responses regarding biographic information appear in the 

sections that follow and are represented. 

4.2.1 Gender characteristics of participants 

T'h.e gender characteristics of the panicipants of this research appear In Table 

4.1 below: 

Table 4.1: Gender characte ristics 

Focus groups Males Females 
I I N~ 

One 4 11 

~. t--~
Two 3 16 

-~ 
Three 

r 
1 I 13 I 14 

~ 

Four-

Five--_.. 
N 

4 

2 

13 

I 
I 
j 

9 

7 

43 

, 

I 

I 

13 

9 

56 

I 
I 
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Analysis and interpretation 

Table 4.1 [ntiicc.tes that the majority of women (n=43) took part in lhe 

erilplrical rY~search proceedings of this study. This means that the majority of 

he sample population of this study consisted of women. 

4.2.2 Age of participants 

The ages of tl'12 participants who fon'ned the sample population of this 

research were as follows 

Table 4,2: Age of participants 

Focus groups 25 - 35 36 -45 46 - 55 56 - above N 

, 
I

I 

--1- I 
One 

Two 

I 

I 

4 

3 

1 
I 

3 

7 

I 
4 

3 I 

3 

0 i-::. ~ 
IThree 

Four 

I 

I 2 

r"2 
-

5 

~ I 

+ 
6 

~~~ ... -. ~ 

3 I 

1 

0 

I 
I 

14 

13 

Five 3 I 2 1 9 

IN I 
I13 

_1 
23 

I 
12 I 

--- ..... 

4 
--1 

I 
56-1 

--­

Analysis and interpretati on 

Table 4.2 indicates that the majority of educator participants who took part in 

the research art;=l between 36 and 45 (n=23) years of age. This means that the 

majority of lhe participants consisted of adult educators. 

4.2.3 Teaching experience of participants 

The teaching experiences of the participants who formed the sanlp!e 

population of lhis research were as follows: 
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Table 4.3: Teaching experience of participants 

Focus group 1 ._1~~_.~-15 16 - 20 21-above Total,I 

,One ,0 4 L 3 I 4 3 I 14 __~ 

I 
Two I ~~ -J 3 ! 3 J. ~_o I 13 I 

~hree _ _ 0 I 1 I 5 1 1~7 

Fou~. _ I 0.. I 2 I 7 4 ~ 0__._ I 13
 

IFive I 0 , 1 L_3 4 I 1 T---;
 
Total _I 0 l 12 I 18 I 22_~ 5 56
 

Analysis and interpretation 

Table 4.3 indicates that the majority of educator participants who took pan in
 

the research have between 16- 20 years of experience in [he teaching field.
 

This means that the sample population of this ~'esearch consisted of educators
 

who have many years of teaching service.
 

4.2.4 Phases in which educator participants teach 

The phas,,,::s in which educator participants who formed the sample population
 

of th'ls research teach were as Follows:
 

Table 4.4: Phases in which educator participants teach
 

. -------r­
r--::- ­
Foundation IntermediateFocus Senior Secondary
 

group
 phase phase phasephase 

4 

5 5 

Three I 6 I 0 14­

__ ------: 

I 6 I 2

3 I 4- I 3 I 13 ] 

Five ! 3 -J 3 3 I 0 1 _9__ 

N I 17 I 18 14 ( 7 56I 
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Analysis and interpretation 

Table 4.4 indicat25 that the majority of educator participants who took pari in 

this research teach at inter-mediate phase ievel. This means that lhe sample 

population of thIS research consisted of educators who teach at the 

intermediate ohClse level. 

4_2.5 Grades in which participants teach 

- . e grades in which educator pMriicipants who formed the sampie population 

of this research teach were as follows: 

Table 4.5: Grades in which participants teach 

10 - 12 II~OCUS group:r 1 -~ 4 - 6 7-9I 
I ~ ~ i_-	

i 

13Two I 
I

6	 -2 0-;--1Three 14 

13 
-' I 

Four I	 
[ 

_3_~ 4 : 3 

Five	 3 3 3 I 0 9--L 
Sf)f	 .~.±. 

Analysis and interpretation 

Table 4.5 indicates that the majority of educator participants who took part in 

this research teach at grades 4-6 levels. This means that the sample 

popu/<Jt!on of this research consisted of educators who teach at 4-6 levels. 

4.3	 PAR~;CIPANTS' RESPONSES TO THE QUESTION ITEMS OF THE 

:NTERVIEW SCHEDULE 

r';:s section presents the verbatim responses of the educator participants on 

the items of the interview schedule. 
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4.3.1	 Educator participants' understanding of the concept 'learning and 

teaching support material' 

Question or,e erlQuirec! on educator participants' understarldlng of tile concept 

'learning and teaching support material'. The responses of the educator 

participants appear in table 4.6 below. 

Table 4.6: Participants' response to Question one 

] 
Focus I Is it not the material that is used to help learners and educators in 

group 1 I teaching? 

Is the material or any form of teaching and learning resource that will 

enhance learning and teaching. 

Anything that supports teeching and learning. 

Focus tools, that we as the educators have previously known asI~ lis all ~he 

group 2 teaching aids such as books, exercises, pens, and everything that 

could be used for a learner to receive education the way it hc]s been 

expected, it can be a play-ground, or in ~he classroom; everything thaI 

the learner may use and that is learning and teaching support 

aterials. 

Not only educators, also learners, one must have the equipment as a 

educator that the learner has. As a educator when I am holdirlQ t1C aid 

I must know, thelt even the learners can use it, for example when you 

have a book, the learner mus! also have it. 

It also Includes radIOS, TV, Video Vidual aids, as well as diSCUSSions I 
that come out among the kids in the classroom and they must be 

participative. 

In addition, material is intended to support the processes of learning 

and teaching, the material can be in the hands of educators and 

learners, but basically it for the processes of learning. 
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Focus 

group 3 

Focus 

group 4 

Focus 

group 5 

Focus 

roup 6 

. 

IFocus 

I group 7 

II: IS the material that helps the educator to be understood by i(:::arners 

,no learners by educatocs. 

All ll1e aids that are used outside and inside the classroom to promote 

learning and teacnlng. 

It is the material that helps the educator and the learner to achieve the 

set goal or outcomes of teaching. 

Anylrling that helps learners to learn in the classroom. 

textbooks. 

News papers and magazines also give learners a broad vision and are 

Especially

reach the

to be 

materials too. 

In teaching they help educators to work easily. 

is material used by both educators and learners to 

outcomes. 

They also help learners to extend their knowledge and 

researches. 

It also a gUide to apply different assessment methods, it gives an 

overview of the curriculum. 

allows effective learning by learners. 

is a tool that we use to enhance effective learning, helping the learner 

on how to think independently, to listen and read With understanding 

We are tal.king about both the educato~s and learners and the materia 

hat wil: help them. Every piece of material used by learners is learner 

,aterial and those thaI are used by ed~cators are educator material. 

It is any material lhat can be used as a teaching aid in the class. We I 
have different types of materials 
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!--
Learnmg and teaching sUPPoil material (:Hlhances knuwledge we ne2d 

, rnurt: and by using it our knowledge c3n be broaden even for them to 

I undel~st8nd the concept better learnmg anci teaching support materials I 

I is used. 

It helps eaL-h educator to plan the lesson. 

The subject framework or work-schedule will guide in term of topics. 

All malerial can be used in all learning areas. 

The inatel"ial must addn::ss continuous assessment outcomes and also 

____---c-I_whal is required by a particular subject. I 

Focus ' This is the malerial to support learners in their learning an~ 
in their t28chinq. It makes it easy for both educators and learners to 

usc material efFectively for smooth running and this refers to textbooks, 

...tationel'y and equipments. 

group 8 

We are. not trained about the inclusion and the policies, we only k. now I 
that there is a white paper for inclusion but we cannot use it. ._1

I 
Analysis: Participants understood lhat learning and teaching support materials
 

am all the materials that support learning and teachin'] in and outside of the
 

classroom.
 

4.3.2 Criteria used in choosing learning and teaching support materia 

Quest,!on two enquired on criteria educator participants use in choosing
 

learning and l8clChiflg support material for their learners. The responses of the
 

educator partiCipants appear in table 4.7.
 

Table 4.7: Participants' response to Question two 

I Focus 

group 

Th~ cCJi1tent, the level of difficulty. is it reasonabl(~ for the learners, 

and compliance with national curriculum statements, learning 

outcomes, assessment standards, issues like diversity, prejudices 
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Focus 

group 2 

IFocus 

group 3 

Ejgalfl3 lo::lOc.ier sensitivIty, 

\Ne look 8t cultural and race sensftivlty 

. The language and the content should be familiar to learners' age 

I and m8f1lallly. 

We also look at the racial sensiti'v'ity and the culture. 

The content of the material must cornply with the curriculum, 

The vocabulary of the IllCiterial should be at the level of learners. 

The font, words that are clearly wl'jUen, the colourfulness of ptclUres. 

The pictures must attract learners, and the book ITlust be interesting. 

The book must be in line with the curriculum. 

The integration of learning areas and learning outcomes are looked 

at.
 

The level of complexity and the progression, as well as from tne
 

known to the unknown.
 

e liar-go letters are suitable for younger learners at lower grades. 

The quality of the material as to I/vfiether the material will last longer,
 

The malerial must not be bias but should cater for difff:rent cultures,
 

race and gender, 

The cost of the material. The material must be reasonable. 

The friendliness of !he .natel'jar, the biasness, does it include HIV 

and AIDS and different assessment standards 

Is the malerial strongly ound and how big is the book especially for 

small learners. 
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'~r0gression is also looKed at. 

Rpading books must be c8iourfu! and the font rnust be larye enOU(lt, 

to be read by 311 learners. lhe length of the sentences for small 

learners must be re1:.lsonable. 

Focus The relevance of the content level of language, clear pictures, race 

roup 4 and biasness. 

ar'ge font i portant in the rnat2rial; the activities should be simple 

I and straightforward 

I The content rnust be relevant to the learners' environnlent. 

The cover and the title of the book must be attractive. 

Focus The malelial must be in line with the curriculum, encourage active 

group 5 I pa:i1icipation by learners. 

It must be relevant to the learners, environment. 

The language must be readable, pictures be ciear and the binding 

be strong and has hard cover. 

The material must be user-friendly, to be easily used by even 

learners with different abiliti8S. 

Thc; material must be diverse and be mUltkultural and 

accommodate every learnel. 

Pictures must dopict different aender 

'--;'ocus *he material must suit the level of learners, motivate and be 

I group 6 interesting. 

I The content must be familiar to leamers and must be attractive. 

Pictures must not discriminate against learners. 
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The rnater~al nlw;l comply with Lhe curriculuo; ,. 

-ne material IllLlSt accommodate all:earners from different races 

Cind abHitles. 

r Focus The arranfl(;;ment of topics In the mah:;rial must be chronological. 

group 7 
The material must form part of realille and real situation. 

The relevance of material io the learners' environment. 

he ma~erial must show skills, attitudes and values that are needed 

for learners.
 

The material must address the problenls of the country.
 

Focus 

group 8 

The !evel of standard in the materi8! 

Th~::J conlent of the material comply with the curriculum. 

~he material must contain the assessment standards. 

he texture of the material is imoortant. 

IThe language must be simple and be at the level of learners ~ 
Analysis: Participants were able to idenLify criteria that they use in choosing in 

choosing learning and teaching support material. 

4.3.3 Reasons for importance of criteria 

Question three enquired on reasons that make them see tile above mentioned 

criteria as important. The responses of the educator participants appear in 

table 4.8. 
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able 4.8: P.3rUclpan[S' response to Question three 

Focus 

grouo 1 

Becau~e they comp~y with curriculum needs which are needed in 

developing learners.
 

These criteria wiP make learning and t.:;aching to be easily
 

facilitated.
 

I he materia! will be more suitable for learners and their level.
 

These criteria assist lhe matenal to accommodate all learners
 

. i:TespectivE of theIr abilities and disabHiiies. _I 
Focus The cnteria are policy based and address the needs of the I 
group 2 curriculum. 

Because they make activihcs to be easy understood by learners at 

all levels. 

-.~ ----------_. 

Focus 

group 3 

Focus 

, group 4 

Focus 

group 5 

L-.­

They are important because otherwise the material is useless with 

out those criteria. 

ecause they make sure that 2:[ curriculum issues are addressee!. 

Because the material will accommocate all learners and not be 

bias. 

The materia1 that is attractive to learners will encourage learners to
 

read and use the material frequently.
 

Leamers will be able to use the material on their own easily
 

Simple language will assist learners to understand the material.
 

Attractive material will make users to love and take of it.
 

The criteria give guidance on how to select the materiu ..
 

~earners wil! be able to achieve the learning outcomes.
 
w _ 
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Focus 

9rGUP 6 

I Focus 

group 7 

Focus 

group 8 

Learners will gal ills attitudes and values. 

The strong tlinding and the hard cover will save lot of money 

because the material will not be purchased every 'y'c.3r. 

Because they make teaching and learning easy.
 

Learners are abfe to understand what they read about if the book I
 

I met the criteria. 

Learners will not be discriminated against by the material. 

Because thev will be giving us the fruitful substance at ~Jle end of 

the day. 

They encourage the mater,::;: ,0 help learners to adapt to different 

situations ::: J-..;;r lives. 

IIlClusivlty will be well addressed. 

Knowledge and skills Wt ll oe gained. 

I They help to r-neasure the achi'evements that are anticipated. 

They are important because learners are being prepared. 

The material must be able to groom the learners for the fulure.
 

They mar~e it easy for the material 10 be used.
 

They support learning and teaching to be easy.
 

Because the material that does nor meet the criteria will waste
 

money.
 

The criteria meet the needs of learners.
 

Analysis: Participants clearly stated that the criteria play an important for in 

e!ping them to bring correct anu quality material in the classroD 
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4.3.4 Nature of values 

Question four enquired on the nature of values educator participants base 

their choice of learnino and teaching support n:arE:rials for their learners The 

responses oi the educator participants appear in table 4.9. 

Table 4.9: Participants' response to Question four 

r 
Focus The values will assist our learners to be responsi citizens of tne 

I group1 country. 

On the Constitutional values because they are the laws of the 

countly 
! 

I 

The value of respect the material !'!lust emphasis respect, the 

content express the human relations, like tolerancE: that will be 

. clear in ~he activities. 

Sharing, learners are able to work together in groups 

The value of accommodation, where all learners even the disabl 

learners feel fl·ee to work With others. 

Focus The value that are in the constitution, equity, humanity, 

group 2 emocracy. 

Tile value of accommodation, learners must see different genders 

!n the material to accept and accommodate each other. 

The vaiues that are stipulated in the country's constitution. 

Focus Respect, fairness, forgiveness and accommodating.
 

group 3
 
Learners must be able to learn from the material to tolerate each 

other because the dasses are homogenous 

I 
I value a book with simple language. activities should be simple 

and learning oUlcomes must be achievable. 
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r he matenal th31 is v;::iluablr:: is the one ,hnt is I'ull of Information, 

nowlcdge and qualdy 

Focus I value books that arE: relevant to the ilves and level of learm~rs. 

~lroup 5 
"I he books th;:Jt I value must be int9restinCl, and help learners to 

inlprove their attitudes, respect and skiH_. 

The material that value the active palticipation of learners like, 

debatir 1g issues like pollution where they live. 

Focus he materfal Hlat is valued are those that attracts learners' 

group 6 interest, extent learners skills expected from them like reading, 

writing ann communicating 

Respect of other learners when lhey al-e on the wheel chairs and 

those that are HIV positive and treat them equally. 

; The material must encourage learners to respect different cultures, 

genders, the food they eat c:md clothes they wear. 

Focus 

group 7 

The material must help learners to be marketablo and 

jobs aiid contl-ibute to the economy. 

ge~ Jecen 

The vaiues 

euerieLl tum. 

antIcipated are those that are required by the 

I value the material that will encourage learners to be responsible 

Icitizens and be elltrepreneurs and start their business. 

1'---'1'- -­
Focus The material emphases assessrnent in every activity is valued a 

group 8 lot. 

I	 value the material that will assist learners to solve-problems 0 

their own and to meet the needs tllat may arise at any time. 

I 
I	 The valued material must help learners to be able to choose 

marketable subjects as _South Africa is looking. for mathematics 
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~ 

I and sCience.
 

The skills in the r ateria! ar~ valued.
 

Analysis: Paliicipants were able 1.0 p:Jint out very imporiant values that must 

be em;:>haslsed in the learning and (caching sili.Ja~jor1. 

4.3.5 Nature of cultures 

Question five enquired about the nature of cultures educator participants' 

learners belong. The responses the educator participants apoear in lne 

table 4.10 below 

Table 4.10: Participants' response to Question five 

Focus 

",yaup 1 

Too many cultures. 

(I/e have differenl 

swana. 

cultures, 'like Basotho, Zulus, Xhosas and 

Focus Its various African cullures. 

group 2 I 
We have her-e at school, Tswanas, Basotshos, Zulus and Xhosa. 

~-----------~ Focus Most are Blacks and few Whites.
 

group 3
 
SothlJS, Xhosas, Vendas, BaPedi and Atr1kaners. 

Focus I Blacks Wllich are ZUlUS, Xhosas, Tswanas, BaSotho, Colored, but 

, group 4 I BaSothos are dominating. 

Focus I It is no one culture, we have all different cultures, Zulus, Xhosas, 

group 5 Tswanas, and BaPedi. I 

Focus Different CUltures, they are multicultural like, Zulus, Xhosas, and 

group 6 BaSothos. 

~ It is a diverse culture because of the environment that we live in. 

group 7 Just like our country that is diverse. _J 
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Focus Different cultures. 

group 8 
Mosl are Zulus. Xhosas, BaS o.I . 

lOur classes are mulllcullural. 

Analysis: Participants's learners i:H8 illu!ticulral, they belong to different 

cultures. 

4.3.6 Satisfaction with learning and teaching support materials 

Question six enquired whether educator participants are satisfiect with the 

le;arning and teaching support materials used by their learners. The responses 

or the educator participants appear in table 411. 

Table 4.11: Participants' response to Question six 

Focus 

groupi 

I
I

Focus 

gr':)up 2 

Yes, we managed to evaluate some books that we received from 

the p'Jblishers, and we are using them. 

Yes, when one compares with the material that was used in the 

past one is satisfied wlilh the one we have, because it covers all 

the thin9s learners relate to. 

Yes, because there is progression from one grade to the other in 

he rnaterial. 

j 
No, we are not satisfied, because there are lots of chan In 

ecJucatio The material tl we use today may not bc relevant 

tomorrow. 

Yes, one is satisfied for now only. 

We are satisfied, but one Will like to see the situation in the futur 

wnere we have publishers coming to school to design the exac 

I material that is fitting to the curriculum. 

e are partially satisfied, because the material we are having IS 
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No, the rnaleria~ is nOl enough. 

Yes, to certain extent, because one cannot use only one book as it 

does not cover everything 

No. we stili need material like TV set, big sehoul hall to be used for 

learning. 

Art centres are also needed for learners' products. 

No, even the government funds are not eno~;;h to cater for al 

earners. I wish it can he increased and the bUS:~~;3S sector be 

involved in the education as partners. 

We also run short of laboratories to perform experirri2rits as well 

as the Technology centers. 

Partly satisfied, especially when coming to reading, publishers did 

very bad in writing stories for low classes. St~ri2S are too short, 

some are about two or lhrB2 lines. 
,I 

I ~ feel partially satisfied, because some books are more like a novel 

and do not encourage learners to read. The story for young 

learrers must have a start and the end, The books that we hav,~ 

now lack a lot In that unlike those that were used in the native 

curriculum. 

No, we me still "unning ShOl1 of the material, not books only but 

equlpments like, TV, laboratories, decoders. 

--------1 
Focus No, there are other lhi;lgs ~hat need to be changed, if we can be 

I, group 3 allowed to we can remove all things that are unnecessary and pu 

only content that can help our learners, because now books that 

were were used previously are supplememed with many other 

things and matenal. 
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OT ill my ciass. t.he level of Ihe ~~2i.ertal does not SUft the level Qf"1 

y ~earn,ers. 

,Ie are satisfied with the material in the lower class, the reading I 
ooks are easy to re,~d than those we used years ago. I 

I Yes, we have the matNial that we use that caters for even slow 

learners. It is a set of different stages but same titl". 

I 
No, books are not enough: IRC!mers cannot take books home to I 
read. I 

We are never satlsfled with the material we need addition 

Focus [I No, I am not satisfl~d with HOle ones that I have because the 

group 4 language is difficult especiaily because the font is very small. 

Yes because there are educator guides to assist educators. 

! We arc satisfied with posters and newspapers 

Electronic material liko radios and televisions can be used 

profitably but are lacking. 

,--- ­

Focus Yes we are, because we do fallow the criteria lhat we have 

group 5 mentioned before buying the books. 

No because there is no perfect material, some materials lack 

important knowledge in the content. 

Focus PartJ81ly satisfied some materials need to be supplemented.
 

group 6
 
No, the home languages are not correctly writton. 

Not satisfied because the language used in the material is too 

lifficult and not at the level of the learners and as educators we 

constantly explain in their mother tongue and they can not read 

and understand on their own . 

. ~ - ---------­
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Focus 

roup 7 

Focus 

group 8 

No, at present Wd are not sure about the material we h8V8 CJU8 to 

the changes in t.he grade 10-12 that we are teachill~, 

I We do not know Wllich malenal is relevant to the grades we ar,' 

I teachin~_
 

No, we are faced with a situation wel-e \lve only use what we th~nk
 

can help at present. 

We are not, because we stili short texture materialfnr oractical 

use. 

No, does not address the needs of question papers that are sel fo 

final exarllination. 

0, because there is no quality when reading the book, its like 

pUDlishers C1re just making money with the material. One struggles 

lo find good reading books especialiy for foundation phase. 

No, tile language of the material is very diff,icult.
 

I am not satisfied because some 'writers only concentrate on one
 

theme or aspect only. 

No, because proper language is lacking In language books. 

No some textbooks have high standard of English that is nol 

suitable for our learners. The pictures in the book are unfamiliar to 

he environment of leamers.
 

No, I prefer older books and I use them because they contain
 

more information and knowledge 

I Not, the books we have now, does not address the needs () 

_!Iearners,_ 
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Analysis (\I'I05t participallts are nOl ru!ly sailsfi-::;d with ~he rrli::Herial ~hey art'; 

usiJ\Q and have m,;;de recommendations that c~an improve the the qliality of 

materia .. 

4.3.7 Bias of learning and teaching support materials 

QuestIon severi enauired wheth,::r the leamlng and teaching support materials 

used by the educator participcmts non-racial, multicultural, non-sexist or 

unbiased In any way. The responses of the educator participants appear in 

table in table 4.12. 

Table 4,12: Participants' response to Question seven 

Focus Yes, tlley are non-racial, they are covering all races. 

group 1 

Focus 

group 2 

I Yes, they can be used by different learners from other races. 

rTh~ material we are using is non-racial, it is multiculllJral an 

sexist and unbias, it caters for all learners. 

oeus For us it is mUlticultural, non-raCiL"i1 and non-bias. 

group 3 

nOll-

I------ -+­
I Focus Yes, it is non-racial and is multicultural. 

group L;­

The material is right because all races and different cultures are 

included. 

I Focus It inclUdes ali cultures, that IS m"llicultllral 

group 5 
Both genders are equaJiy portrayed. 

I Focus Mullicullllral, not bias and non-racial. 

group 6 J
Focus It is multicultural, non-racial and unbias. 

group 7 
In Human and social sciences, learners are taught about post 

apartheid Issues but not about what actually happc:ned before 
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-h:.!mocracy-tiS multicultural, ~ covers both Bla"k end White. 

·oc s It is l1luHjcu:jtural, gender sensitive, becc;use in the materia! you 

group 8 find women who are workin4] in the contractors and en 

swecpi'ilI;J. 

Different cultures and is unbias. 

Analysis: The materials used by learners are unbias. 

4.3.8	 Learners L1nderstanding of the language and values of learning 

support materials 

Question eight enquired whether educator participants' learners concoptually 

understand the language and values encapsulated in the learning support 

materials. The responses of the educator participants appear in table ·4.13. 

Table	 4.13: Participants' response to Question eight 

Focus 

group 1 

Lan~Juage they do, but values as an educator you need to have a 

way of putting them in a way that they can understand, because 

unless you simpli,fy them in a way that they will understand, they 

slruggle. 

The content is actually directed at teaching us particular values, 

learners are unable to easily identify them, but the language is 

quite reasonable and the difficult words are explained in tile 

glossary 

Focus 

group 2 

They do understand the language though 

I encountered in term of additional languages. 

th.ere are difficulties 

I 
I 

Not on lheir own. but through our help 

L he sC;(~lltific and mathematical terminologies in some instances it 

becomes difficult and in explainmg tllE;m in our languages. 
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, With their first language ['hey are able to re80 wIth und2rs~andln!l 

I but (:oming to second 'angua~:Je lhat is where VJe heir the most. 

I 
Focus : ND, sometimes it is too difficult: one has to exulain in ether 

group 3 anguages. 

Our learners have probiems of teaching and teaching, they cannot 

understand English and what they are reading unless it IS 

exph:Hned to them. 

In Life Orientation subject, they are a;)le to understand and identify 

the values. 

I Focus I OUf learners were not exposed to English in the foundation phase. 

gmup4 bul we are helping them. I 

Tile language is a problem especially in grade four. The I 
department's policy stipulates language of instruction rnust be thei~' 

oth,~r tongu~. 

hey do understand their mother tongue. 

English is very difficuit when they learn subjects like History, 

Geogr"Clphy one must explain to them. 

I Tile language is sidl a barrier but we work har [0 assist them to 

understand. 

They do understand, but oHler books do have long stories that are 

group 5 not suitable for the level of learners. 

IThey only understand and identify values easily when the poster is 

____I_u_s_e_d_. _ 

Focus It varies according to the intellect of the learner. There are those 

group 6 who will understand and those who will need ~he help of the. 

educator. 

! I ._--­
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SOfTie do not understand, one must explain Sl.qJ by step. 

They understanrl at different levels. 

Focus Most of the matenal is written in English anej most learners In the 

group 7 townships schools can nnt comprehend the language, it wIll b 

easy for them if the maierial can he written III their mother tongue. 

I English language is a barrier because learners cannot even read 

, and understand their assignments. 

Learners also have pmblems in reading and writing which include 

spelling. 

May be TV makes them to listen a lot and not write and talk. 

I Learners can perform bettel' if the material can be written in their 

mother tongue. Learners only open up when using mother tongue 

but in English Lhey cannot. 

Focus Some books are really difiicult, especially referring at the level of 

gmup 8 learners. 

Learners are different and have different IQ 'evels in one class. 

Others are really struggling one always must explain and inter'prot. 

Analysis: The material was found by some educators as very difficult fa 

learners to use on their own. 

4,3.9	 The racial, cultural and gender make up of the authors of the 

preferred learning materials 

Question nine (:'nquired on ihe racial, cultural and gender make up of the 

authors of the preferred learning materials. The responses of the educator 

participants appear in table 4.14. 
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Table 4.14: Participants' response to Question nine 

-~ 

Fm:us II found that most of Lhem em:] wriHen by Whites even though in the I 

gr'Jup 1 content Liley are very' ccn.9fui. Many aspects have be9n covered. I 

With me I have discovered that Blacks arc: in the majority. 

IPreviously it was Whites but since the change of the curriculum 

more Blacks have come up. 

Literature books are written mostly by Black authors and the 

content and grammar by most Whites. 

The gender make-up is still a problem, women app~;ar very little. 

There is no balance in as far as race and gender make-up of 

_____d_u_th_ors are concerned. . __ __,_~ 

I Focus lit is a bit difficult because some materials lhey only write the 

group 2 I surname aneJ the imiials one cannot say whether the author is a 

male or a female. 

ell Black authors are coming up quickly, but Whit(::::s are still in 

he majonty. 

In some material they try to balance by putting eoual number of 

races and gender. 

They are mixed races and genders. 

The balance is there, but one wonders if some races and gender' 

have not being put there as authors just to window-dress and to 

sell the material because the content of those books deny the 

contribution of other authors. I 

Sotho and Tswana books are purely wriLten by Sotho and Tswana 

Iauthors, the language In the matenalls an eVidence for that 
I 

I Focus It is a mixed gender there IS a Black_- of I_ 
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group 3 

ells 

group 4 

,ocus 

group 5 

Focus 

group 6 

" Focus 

group 7 

, Focus 

group 8 

Afrikaans speaking authors. 

In the life orientation there me femCJle aULhurs r~cre than males. 

: In Econonics and Manaaement Sciences I have seE:n only V\ihlte 

femalr~s. 

thlnk they balance WhiLe, Blacks, Coloreds and females are 

there. 

Authors have improved Black ianguages are dearly written and 

are not mixed unlike in Lhe past 

It does not discriminate race, in Afrikaans languages it is only 

Afrikaans authors. 

~lhink they are brinDinD all races and include ev 

are involved. It is a f1lixed gender. 

01 much Black African authors most is White. They are still male 

dominated .As far as culture is concerned whites are stdl 

dominating. 

\fv'r; usually have a problem with authors who \lvrile books with 

Janguages they are not familiar with because they give wrong I 
vocabulary. We get very confused when the language of a 

material is wrong, we are not sure about whether the author does 

know the languCly,...,. 

Whites are still dOi:1matin 

1's a balance of both black and white races. 

The gender make-up is also balanced. 

The problem is l'lat they only write the surnames and the initials of 

authors, 
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In most cases It is male photos8t the bact.-: of thl:: books
 

MosL w~JrTlen are ak3id of writina material.
 

Women's materials are re.jected by publishers.
 

Analysis: Participant found lhat most authors are f:om the white community. 

4,4 THEMES EMANATING FROM PARTICIPANTS' RESPONSES TO THE 

QUEST~ON ITEMS OF THE INTERVIEW SCHEDULE 

The following themes emerged from lhe quaiitative responses of the 

parLicipants to the question items of the interview schedule. 

4,4.1 Question 1: What do you understand by the concept Learning and 

Teaching Support Material? 

These lhemes were Identirted based on the basis of the frequency with which 

they were addressed by the research participants. 

•	 Resources reinforce teaching and learning in the classroom 

Interviewees indicated that Learnina cmd tf:aching support materials constitute 

the resources intended to support and effectively enhance learning and 

teaching in the classroom. 

•	 Learning and teaching support materials gUide the facilitation of 

teaching and learning activities in the classroom setting 

It was revealed by interviewees that educators see learning and leaching 

sUPPoli materials as guides that effectively facilitate teaching and learning 

processes in the classroom setting. 

•	 Learning and teaching support material is teaching aids that support 

teaching and learning 

Led::;ing and teaching support materials as mentioned by participants are 

teach'.:-'J aids that support learning and teaching in the classroom. for example 

textbu.-<<.s ar(: stationery. 

100 



•	 Learning and teaching support material are equipments used inside 

and outside of the classroom 

Equipm3/iL as explained in the rRsponses, are the manual materials used by 

both learners and educators inside and outside of the classroum in order to 

facilitate the active oarticipatlon of learners in learning. 

•	 Teaching and learning tools used to enhance effective skills 

acquisition 

The responses revealed that learning and teaching support ma~erials are lools 

that enhance the effective learning and assist in the acquiring of skills. 

•	 Learning and teaching support consists of printed media that 

broaden knowledge and reading expertise or development 

As printed media, leaming and teaching support materials are the source of 

information that helps learners ~() broaden th::;ir knowledge, find information 

and to develop reading. 

•	 Assessor guide to assess learners' pre and gained knowledge 

The theme ernel'ged from the responses which are the evaluation tool that 

reveals the extent of pre-knowledge and the level of learners in the parUcu!ar 

topic or subject 

•	 Learning and teaching support material sets achievement standard of 

learning outcomes 

It is understood by educators, that there is a required standard of learner 

performance in respect of learning and teaching support materials leading to 

learning outcomes set for them. 

4.4.2	 Question 2: What criteria do you use in choosing learning and 

teaching support material for your learners? 

These ther-nes were identified based on the basis of the frequency with which 

they werT; addressed by the research participants. 
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~	 Sequential arrangement of the material from simple to complex 

H IS mentioned by pdiiicipanls, that lhe topics must be arranged from simple 

to com p/;.,; x. 

•	 Quality of the material 

Accordmg ~o paiiicipant.s, quality is se2fl as the infmmalion which encapsulate 

knowledge and skills whiuh have the potential to impart healthy social 

attitudes and values to the learners. 

•	 Compliance with the curriculum 

Educators mentioned that Glil learninfJ and leaching support r;laterials should 

comply with the national curriculum statements sllch as learnrng outcomes, 

assessment standards cmd human rights. 

•	 The font size must be large and pictures in the materials should be 

clear 

Educators considerecJ the type and the si ..::e of the font in the ma~e,.ial as 

important criteria. The roni must be large enough to be read by all learners 

and the pictures must be clear and colourfuL Unfortunately, some educators 

mentioned that some materials contain Dictures that are not colourful clear 

enough for learners to understand. 

•	 Learning and teaching support materials must encourage the active 

participation and involvement of learners in their learning 

Interwees revealed that learning and teaching suppoa materials must 

encourag arners to be actively involved and participate positively in their 

leaning. 

•	 The learning support materials must be relevant to the learners' 

environment 

Ti'e educators rnentioned that the materials must relate to learners' life 

situations and their environment Learners must relate to the content of tile 
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material. so that they could be auIe to appreciate their environment and solve 

problems lhat they miJY encounter in their environment 

•	 Eye-catching 

It 81ll:erged from the interviewees that [he materia1s must be attractive and 

Interesting to learners so as to 01lcourage them to use it in any situation,even 

at home on their own. 

•	 Cost-effective 

Educators also imlicaterl that the cost involved in the purchasing of the 

matet'ial rnust be reasonable and affordable, so that each learner can have his 

or her material for all subjects or for the learn,ing area on hand. The challenge 

is that these materials could be so expensive that the schools cannot afford to 

buy any for every learner. 

•	 Learning and teaching support material must be able to develop 

learners to have positive attitudes and values in their lives 

Participants revealed, that the materia!, when used by learners and educators, 

must be able to moulJ anJ groom learners in as far as values and attitudes 

are concerned. 

•	 The printed learning and teaching support materials must have 

quality in terms of materials used 

ducators mentioned that they prefer good texture for the material, for It to 

last longer when used: high quality paper must be used and strong binding of 

the materials is a prerequisite. 

•	 Integration of the learning outcomes and the learning areas or 

subjects 

The participants mentioneu that the integration of learning outcomes and 

different learmng areas is important. 
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4.4.3 Question 3: Why do you see above criteria as important? 

These themes were jd~ontifieLl based on the basis of the fre'::jUency with which 

they were addressed by ~he research participants. 

•	 Rules and regulations of the curriculum 

Educators pointed out that the above criLerion is important In that it stipulates 

that the rnaterial should comply with the curriculum policy and to address il'1P 

national curriculum statements, otherwise the resources will be useless. 

•	 Accommodation of all learners with different learning difficulties 

Educators pointed out, that this uiteriol1 is important, because it will stipulate 

that The materials Sl-lould be sUItable to be used by all learners across race, 

gender as well as by those with different learning abilities. 

•	 Guidelines give clear directions to assist educators to choose the 

right materials 

Interviewees revealed that through this criterion, eDucators will have clear 

directions on the way to choose ideal matenals for their learners. This criterion 

serves as an evaluation instrument to simplify and provide clear principles on 

choosing the material. 

•	 Growth strategy for the learners 

This criterion is seen by participants as the strategy to assist in choosing 

materials that will provide malurity and d.evelopment for learners to becom 

responsible citizens of Lhe country, ready to participate effectively in the 

economy. 

•	 Learners' education investment 

The participants pOfnt out that the materials must assist learners to gain 

knowledge, acquire adequate skills to unleash their potential in managing their 

future and should be able to adapt fully and easily to the ever changing 

technology of the world. 
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..	 Solutions to teaching and learning for educators and learners 

Interviewt:es indic.atod that this crite:ion is important, in that learning and 

ir-es from the resource Lo give solutions [0 the challenges that 

learners are faced with, as well 21S that with which U,ey are dealing in their 

everyday lives, in the community and in their environment. 

4.4.4	 Question 4: On which values do you base your choice of learning 

and teaching support materials for your learners? 

These themes were identified based on the basis of the frequency will-l which 

they were addressed by the research participants. 

•	 Humanity, humaness and 'ubuntu' 

Educators see these values in the material as those that will encourage 

learners to accept, respect, tolerate forgive as well as sympathize and work 

together with one another 

•	 Discrimination amongst all learners 

The educators' choice of materials is based on the value of accommodating 

every learner, irrespective of race, gender, disability, ethnic, culture and or 

background. 

•	 Multi-skills for learners to participate in the growth of the skilled 

labour of the country 

The participants also revealed that educators based their values on the 

matorials that provide different skills to learners; South Africa is in need of 

skilled people_ 

•	 Positive attitude for the career choice for learners 

The materia! that is valued by educators is those that will deve~op learnors' 

positive altitudes towards themselves and others as well as i~'! choosing their 

future careers. 
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4.4.5	 Question 5: To which culture do your learners belong? 

Thf:;se LJlemcs were idenlifjpd based on the basis of the frequency with which 

they were addressed by the research participcmts. 

• Multiculturalism 

The responses showed that educators arc teaching learners who b(.'dong to 

different cuilUres. 

• Rainbow nation 

It is seefl from resjlonses that some educators are teaching In Jiverse and 

multiracial Classes. 

• Multilingualism 

Educr3tors are enGaged wiL~1 different learners who speak different official 

languages. 

4.4.6	 Question 6: Are you satisfied with the learning and teaching 

support materials used by your learners? 

These tllemes were idenLified based on the basis of the frequency with which 

they were addressed by the research participants. 

• Engl ish as a learning barrier 

The responses revealed that lear-ners do not understand the material written 

in English and on a continuous baSIS, the educators have to explain in the 

mother tongue, which also is a challenge to educators who have no 

knowledge of other languages. Participants found. that learners cannot read. 

unders1and or interpret Ule examination questions. 

• Lack of physical resources to perform practical work for learners 

The absence of physical facilities like science laboratories, art and culture and 

8chnology centers for learners to do practlcal experiments and display their 

products, is another matter of concern. 
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,) The marketed materials do not meet the needs of learners 

E(iucators are faced with t.he challenge of using matel'ial tl13t Goes noi flileet 

the IGar!lerS' needs. Intervieweesfouncl, that the material marketed, does not 

address the ;ssues that relate to teamors' situatiJns They mentioned that they 

have resorted to subsliluling resent material with old mat8rials that had 

already been declared already obsolete and by creating their own activities. 

Quality if! re:::t(I,ing malerial is lacking and the material was written not to meet 

learners' needs, bUL to profi~ companif~s. They mentioned that material is very 

expensive; schools can not afford Lo buy adequate resources for each learner. 

• Educators are not properly trained in inclusion and polices 

Educators are faced with the situation whereby they must accommodate and 

teach all different learners in one class. Responses revealed that educalors 

are [lot properlY lrained in inclusive educaiion and the policies involved. This 

makes it difficult for them to choose ideal material br learners In the inclusive 

classroom settino. They are not sure that thE':ir learners are being fully 

developed by the resources they use. 

• Shortage of printed media 

Responses reveal that the material available is not adequate enough for all 

learners in their classrooms. 

• Cost 

The research furtll.ennore reveals that educators are not satisfied about the 

costlyness 01 rTl8~erial and that the funds from the Education Department, 

cannot meet the costs. 

4.4.7	 Question 7: Is the teaming and teaching support material non­

racial, multicultural, non-sexist or unbiased in any way? 

These themes were identified based on the basis of the frequency with which 

they were addressed by the research participants. 
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• Constitutionally based 

T~f,e material was found to bt~ addressing multicultural, rnuHir2.cial gender and 

bias in a positive way. 

• Accommodative 

The interviewees revealed, that the m<:lt(;rial displays lhe different cultiJres, 

races and gender. 

4.4.8 Question 8: Do your learners conceptually understand the 

language and values encapsulated in the learning support 

material? 

1 ,lese themes were identified based on the basis of the frequency with which 

they were addressed by the research participants. 

• Language in the material is a barrier in the learning of learners 

Responses have revealed that learners do not understand the language used 

in resources on their own, because they are exposed only to English as the 

rnedium of instruction in the intermediate phase (Grade 4). Poor performance 

of learners because of language barriers has been mentioned. It was also 

revealed, that most learners cannot easily Identify the values in the material 

without the help of the educators. 

• Foreign context and language 

Responses reveal U~dt some materials have a foreign context, that is, not 

familiar to the context of their learners and this depnves learners of knOWing 

and understanding their own country 

4.4.9	 Question 9: What is the racial make-up of the authors of the 

preferred learning support material? 

·-hese themes were identified based on the basis of the frequency with which 

,hey were addressed by the research participants 
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o Dominance 

The participants revedl,::;J that the White community is very popular in wl"iting 

te material in differe:-ll learning areas, except in African languages. Males 

have been found siij,\ leading in the held of writing. 

• Multiracial learners learn in the same classroom 

The rcsealT;ll shows that more and more races and cultures work together as 

teams for various written assignments and are bringing out the diversity in pen 

ar.d ink. 

• Window-dressing 

Some educators pointed out that in some materials the name of some autllors 

has been added to the list of autllOrs, for the reasons pubHshing and 

illarke~ing the material successfully. 

4.5 CONCLUSION 

This cr,2pter presented thE: analyses and interpretations of the biographical 

em(':;~al research data that this research collected from the interviews with 

U~e educator participants who formed the popuiation sample of this research. 

Themes w-::,'c also develone;J from the responses of the said participants. 

109 



CHAPTER FIVE
 

FINDINGS, CONCLUSIONS AND RECOMMENDATIONS
 

5.1 INTRODUCTION
 

as unocniaken to try to assisl educators in choosing learning and 

,('achin~ support rnaterlais for learners in inclusive classroom settings. This 

chapter will provide the following. 

•	 Overview of the study 

•	 Findings of the theoretical literature review 

•	 Fiiidings from the literature review 

•	 Findings from Ule qualitative practical research undertaking 

•	 Conclusions in I"elation to the aims of the study 

•	 RecommendCllions. 

5.2 OVERVIEW OF THE STUDY 

The overview of the study intends to provIde a brief overview of all the 

c:2vious chapters of this study. 

5.2.1 Chapter one
 

Chapter one orientated the reader in respect of the following.
 

•	 The problem stnzement, which is the experiences of educators in choosing 

learning and teaching support materials for learners in inclusive c1assr·oom 

settings (cf 1.2). 

•	 The aim of the study, which is to assist educators in choosing learning and 

teaching support material for learners in the inclusive classroom settings 

(cf1.3). 

110 



co	 Tile qualitative data were gathered from focus group inL2rviews, was 

und~rte'lken wHh educators from Sedlbeng-\Nest district in GaLiteng. The 

purpose of ~he interviews was to glean educators' experionces in choosing 

leaming and teaching sUPPQd materi,?1 for learners in inclusive classroom 

settings (ct 1.4.2.4) 

•	 Social constructivism as the theory underpinning the study was used to 

i,nterprete Ule empirical research data from a position of engaging and 

emphc-lthelir. understandir~g, which is one of the key principles of 

interpretative analysis (cf 1.5). 

•	 Ecosystemic theoretica! framework as the foundat,ion of this resear'ch was 

also discussed as it has its roots in general systems theory and human 

ecology (cf 1.7). 

5.2.2 Chapter two 

Chapter two explored the literature on the natUre of learning and teClching 

support Olmericds (cf 2.2), the kinds of materials (cf 2.3), the role of mateial in 

the learnlne and teaching situation(cf 2.4).Further this chapter explored ~:18 

guide!ines for selecting material (cf 2.5), plannmg considerations when 

choosing teaming and leaching support material (cf.2 6). In (cf 2.8) criteria for 

evaluating malenal is pointed out as well as the fundmg of the material by the 

Depatment of education (cf 2.9), procurement processes (cf 2.1 0). Ti~~ 

utilization (cf 2.11) and presentation of material (cf 2.12) were poin:··;d out 

from the literature review in this chapter. Inclusion education (cf 2.13), 

description of illclusive c1assroorn setting (cf 2.15), benefits (cf 2.17) and 

criticism of inclL.sive ciassroom (cf 2.1 b) were also explored in this chap~e;'. 

5.2.3 Chapter three 

This chapter higlliighted the research methods used to investigate the 

problems of allis study. The application of the focus group interview was 

exolained ir details (cf 3.5). 
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5.2.4 Chapter four 

The focus yroup was use:d for t:-18 coll~ction of and th8sC were analysed and 

interpreted. The data revealed that edUC310rs experience a number of 

ifficulties ill choosing lc::arning and teaching support matehal for leame;"s in 

inclusive classroom seWngs (cf 4.4.6). 

5.3 FINDINGS FROM THE LITERATURE REVIEW 

Findings which wer·::; obtained riOm Ihe literature review will be related to ~he 

aims of Lile study and the vdrious questions asked during research. 

5.3.1 The following were findings from the literature review: 

Findings from the question below wi!! follow as responded by participant. 

•	 What do you unders~and by ~he concept learning and teaching suppor-t 

materiai'l 

Learning and teaching support materials are resources which assist educators 

to teach and learners lo learn (cf 2.1). These resources are essential to a 

culture or teaching and learning (Gauteng Department of Education: 1999:1) 

earning and teaching material are designed to support both educators and 

learners_ They further enrich educators teaching and learners learning, 

(Gauteng Departmeni of Education: 1999:8). Learning and teaching support 

materials are any resources which enable educators to teach and learners to 

learn. According to the North West University (2004; 37), learning and 

teachIng support materials are essential lo promote a culture of teaching and 

learning in classroom settings (cf 2.2). The Department of Education 

(2003:36-37) advocates that learning and teaching support materials can be 

almost anything. In the past, a learning resource was usually seen as a 

teaching aids (a textbook, a wall chart, and so on), but today it is defined as 

anything that can assist with the learning process, even if it is not specifically 

designed for that purpose. It is therefore incumbent upon the school 

management teams to encourage educators to use many different kinds or 
learning resources. to share them among themselves, and to share ideas 
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amon '~mselves for the d2\1elopment. das\';Jn and creation of tl-:::-: learning 

and teachino support materials (cf 2,L ,. 

•	 vvnat criteria do you USi~ In choDsing (earning and teaching supoort 

material for your iearnHs r 

; 

,-he materraJ must cover appropria1e content: chalienge all learners, integrate 

subj.:~cts and learning areas, develop concept clearly and allow flexibility (cf 

2.8.1). Learner material should develop reasoning. communication and 

problem-solvmg skills. Further the materia; should ground activities in 

meamn9Tui situations, promote equity and positive values (cf 2.8.2). For 

educators the material must empower them to improve classroom discourse. 

make curriculum decisions about altering, adding and deleting materials so 

that they C<.'l:i issues raisRd by learners during discussions and so that the 

curriculum Cc:lrJ reflect learners' sUbjec1 interesLs (cf 2.8.3). For assessrnen· 

th,~ materiaJ should involve appropriate activities to l~ngage learners in realistic 

and worthwhile subject tasks, yield variety of information, offer learners 

opportunities to apply subject knowledge to new situations. Assessment 

should also promole equity by encouraging and acknowledging multiple ways 

of demonstrating knowledge abiHUes (cf 2.8.4). 

•	 Why do you see the above criteria as impoliant? 

-rhe uite,ia are importanl Lo ensure that t\--Ie material comply with curriculum 

policy and addresses tile natiorl31 curriculum statements, accommodate all 

learners across race, gender 2nd disabil,ity (cf 4.4.3), Learners and educators 

should easily be supported by proporly selected materials to promote and 

irnprove culture of learning ancl teaching in the classroom (cf 25). 

•	 On which values do you base your choice of lea,-nlng and teaching support 

material for your learners? 

~he material should promote and encourage learners to accept, respect, 

tolerate a.nd work together with each othE:r. The matertal should accommodate 

all learners irrespective of race, gender, disability, ethnic, culture and or 

background (cf 4.4.4) 
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•	 To which culture du your learners l'elong? 

Mu~ticullural learners are accommodat8rj in the: same classroom. The maleria, 

should easily be used, and accommoc!ate all different cultures of learners (cf 

4.4.5). 

•	 Are you satisfied with the learning and teachin~J support materials used by 

your learners? 

MateriBls mus.t be easy and simple to be used buy all learners at different 

levels. Materials should address the needs of bolll educators and learTlers. 

e material should be of good quality and the cost be reasonable (cf 4.4.6). 

•	 Is the learning and teaching support materia! non-racial, multicultural, non­

sexist or unbiased in any way? 

The material should be constitutionally based, accommodate al: different 

learners, different cultures, gender and races (cf 4.4.7). 

•	 Do your leamet-S conceptually understand the language and values 

encapsulated in the mFlterial? 

The con~ext of the material should b(-) familiar lo learners to assist learners to 

learn and understand their environment easily (cf 4.4.8) 

What is the racial make-up of the aunlors of the preffered leaming and 

teaching suppor. materials? 

The materials srl0ul<j be written by diFfel-8llt cultural authors to reveal t!le 

richness of each culture (cf 4.4.9). 

5.4	 FINDINGS FROM THE QUALITATIVE EMPIRICAL RESEARCH 

UNDERTAKING 

The following themes ernerged from the empirical research undertaking: 
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5.4,1	 What do you understand by the concept Learning and Teaching 

Support Materials? 

From the responses it is dear, that educators understand ~hE conGept I,·gaming 

and leaching support Inaterials. Learning and teaching support material ;'s 

underslood as resources that reinforce teaching and learning and it supports 

Bnd guidos Ihe facilitation of learning and teaching. Tney also reveal thdt 

these materials are equipment used both inside and outside of the classroom. 

It is also seen as tools used to enhance effective skills acquisition. As printed 

media, it broadens the knowledge and leading skills for leClrners. It is also 

seen as the assessor guide to assist in the assessing of learners' pre-gained 

knowledge in the classroom. It further sets the achievement standard fa I" 

learning outcocnes (cf 2.2, 4 4.1). 

5.4.2	 What criteria do you use in choosing learning and teaching 

support materials for your learners? 

The responses fmm educators point out the criteria they use in choosing the 

"ialerlals for Is,3rn,-::rs in the inclusive cJassroorn. as foliows: The sequential 

arrang(;ment of the materials from simple to complex. the quali~y of materials 

in terms of the content, information encapsulated in, knmvledge and skills are 

needed by learners in order to develop healthy attitudes and values. Other 

criteria that have been mentioned by educators include compliance \lvith the 

curriculum needs, the font size and the clar;,ty of pictures in the material. 

However, it IS worrying to learn, that some rnaterials contains faint Wr"itlng, 

unclear pictures; and thls hinders easy learning by learners, especially those 

in low classes and Lhose with Sight impairments. The lealTlers' environment 

has been mentioned as being one of the criteria. Further. the responses 

pointed out, tlat the cost of material is very high and this makes it impossible 

to buy eacil learner his or her own materials for each subject or learning area. 

The quality in t(:;rms of the material used for making it. should be a high 

quality, while it must be securely bound, Integration of learning areas and 

learning outcomes. has also being mentioned as the uiterion that used by 

educators to choose the materials for learners in the inclusive classroom. The 

ianguage: in the material causes great concern for educators, in that they 
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found that it is very difflC;ult f()r learner's to underst'lncl easily and they 

conslanUy use the ffilJther tongue to explain, but lhis also poses the problem 

for educators who do not know leamers mother tomwes (cf 4.4.2). 

5.4.3	 Why do you see these criteria as im portant? 

It is pleasing that educators see the cliteria they merltiorl2d, as Important 

when they point this out. Il is mentioned by educators, that these critena are 

rules and regulations of the curriculum, ancJ that H-Iey dearly stipulate what 

should be in or excluded from the material be in the material. They further 

explain that if any matAiials do not meet these cn~eria: then it means that it is 

useiess and shOUld not be used in learning and tcaching support material. 

Because materials assist educators, therefore these criteria give clear 

gUidelines and direction in choosing these. For responsible citizens of the 

country, materials make out the role of being the growth strategy for 18a~r:ers 

to actively participate effectively in the economy. The other Importance of the 

criteria is rnaking sure that learners acquire skills and gain knowledge 'In 

order, to be able to unleash theIr potential. These criteria demand from the 

matenals that it provides solutions to learners of lhe problems they face in 

their everyday lives (4.4.3). 

5.4.4	 On which values do you base your choice of learning and 

teaching support materials for your learners? 

It is p!easing to learn from the responses, that educators value the material 

that reflects humanity," ubuntu" and the accommodating of all learners. They 

also value the material that is able to multi-skjll and positively dGvelop positive 

attitude for the career choice of learners (4.4.4). 

5.4.5	 To which culture do your learners belong? 

It is appreciated lO learn from the responses, that educators teach the 

multicultural, multiracial and multilingual classes in thiS country (4.4.5). 
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5.4.6	 Are you satisfied with the learning and teaching support materials 

used by your learners? 

It is worrymg that educators are not satisfied about the current materials they 

use In the Classes I he findings c=m:; t.hat some material is writien in difficult 

language for learners tor thern to understand. The mother tongue has to be 

used by cducal.ors to explain to learners. Educators suggest that the mCiteriar 

Silould he written in their mother tongue. The lack of physical facimies for 

,I(::arners to perform practical expenments is a matter of concern to them, 

because it hinders the acquisiLon learners of knowledge and skills. Most 

importal1tly, what is disappointing is, that some educators mentioned, that 

they had not been trained in inclusive or in inclusive education and that they 

also do not understand the policies involved inclusion (4.4.6). 

5.4.7	 Is the learning and teaching support material non-racial, 

multicultural, non-sexist or sexist, or unbiased in any way? 

The positive findings are that the material is mu<!ticuttural, multiracial and 

contam dIFferent genders and it unbiased. It is pleasing that all cultures, races 

and genders can freely use the material (4.4.7). 

5.4.8	 Do your learners conceptually understand the language and 

values encapsulated in the learning support material? 

The findings include, that language in the material is a barrier for learning, 

because some learners do flot understand it and cannot easily use the 

material on their own without the assistance of educators. Educators 

mentioned that they constantly have to use the learners mother tongue to 

explain to learners, and this is the problem for educators that do not know the 

mother tongue of their learflers. It is worrying to learn, that some material 

contains foreign context which is not familiar to learners Values are not easily 

identified by learners unless they are helped by educators (4.4.8). 
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5.4.9	 What is the racial make-L:p of authors of the preferred learning 

support material? 

Frndinas are that White authors and mElle sender ar-e domiofilioC] in the '.,\,'ritlng 

industry than their counter parties (4.4.9). 

5.5 RECOMMENDATIONS 

In order to assist educators In dealing with the choice of learning and teachinQ 

support malerial in the inclusive classroom setting, the fOllowing 

recommendations are made: 

5.5.1	 How can educators be assisted to choose materials for learners in 

inclusive classroom setti ngs? 

'.	 The Department of educ2tion and the school must make sure th".'lt every 

material that enters the classroom is evaluated and educators should be 

encourage to use different learning and teaching support materials for the 

inclusive classroom. 

•	 The school management teams must make sure that all educators are 

fam,liar and use the criteria to choose the material for learners. 

•	 t-ducators must be trained abuut the importance and the use of the 

material to assist al\ learners in the inclusive classroom 

•	 Educators must receive thorouQh training on the policies of inclusion as 

well as constant support from the department on the subject of inclUSive 

educatio 

•	 Educators must make sure that they promote values in the c1ass r ,Joms 

•	 New and upcoming authors and publishers should carry out pr,xer 

consultation with educators for them to appiy their teaching experiences to. 

Educators also suggested, that older authors and those that have retired, 

should be consulted, because they still possess the knowledge and writing 

skIlls that can help these new authors. 
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•	 The Dopartment nJu~t develop and skill eoucators to start writing or 

develooing <=.ind publish materials, SinCE? this is one of ~helr roles of 

dcsi-gning leamwiq pmgrar'imes and materials. 

•	 Educators must ensu,'e that all learners are comiodable to use material 

they ~lave chosen to promote leaming for each learner in the classroom 

8 The level of learners must be considered when choosin~l the m8lerjal to 

assist the learner to understand the content of the material so as to If:arn 

easily. 

•	 Materials from different cultures SJlould be chosen to enrich different 

cultures in the classroom. 

5.6 SUGGESTIONS FOR FURTHER RESEARCH 

The following constitute a suggestion for fuliher research in this field. 

Further r8sc2rch can be done in other provincC's in order to widely understand 

difierent experiences of educators in choosina education materials for 

learners in inclusive classroom settings. 

5.7 LIMITATIONS OF THE STUDY 

The study was done only with educators from eight schools from the same 

distnct in one province. 

5.8 CONCLUSION 

The DepartTncnt of Education strives to ensure that learning and teaching 

suppol1 materials of a high quality are used in the schools by all learners, 

irrespective or their abilities. This chapter gives an overview of the study, 

findings fronl the theoretical literature review, as well as from practical 

qualitative research underiaken. Recommendations have been made in 

assisting educators to in choose material for learners it! inclusive classroom 

settings. 
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ANNEXURE B
 

INCLUSfVE APPROACH IN CHOOSING LEARNING AND TEACHING
 

SUPPORT MATERIAL
 

Information to educator participants 

On this interview schedule I have questions relaling to your choice of learning 

and teaching support materials for yOUi learners. I would be happy if you were 

to resoond eamestly and honestly to them Your responses will be highly 

appreciated A high degree of respect will 0e accorded to your reSDonses due 

to their invaluable nature to this research project 

Please note that you are free to participate in this reseArch as much as you 

feel like. And that you also pullout of it at any staqe as you rrlight desire 

without any explanation. 

Also note that I am using a tape-recorder to record all your responses and 

such you are not required to give your name as well as that of your school. 

I promise to keep your responses confidential and to use them only for the 

purposes of my MED degree dissertation which I am registered for at North 

West University (Vaal Triangle Campus). 

Yours sincerely 

Mrs PA Motloung 
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ANNEXURE C 

INTERVIEW QUESTIONS 

1.	 Whal do you understand .by the concept Learning ann Teaching 

Suppori Matetial? 

2.	 Which criteria do you use in choosing learning support materials for 

your learners? 

3.	 Why do you see these criteria as important? 

4.	 On Vvnich values do you base your choice of learning SUQDOn m8terial~ 

for your lear-ners? 

5.	 To which cultures do your ~earners belong? 

6.	 Are you satisfied with the learning sup~ort materials used by your 

earners? 

7.	 [s the IS[Jrning support material non-racial, multicultural, non-sexist or 

unbiased in any way? 

8.	 Do your learners conceptually understand the language and values of 

learning and support materials? 

9.	 What is the racial, cultural and gender make-up of the authers of the 

preferred learning support mater'ials? 
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