5. CURRICULUM, INSTITUTIONAL DEVELOPMENT AND ASSESSMENT





5.1 INTRODUCTION





Curriculum may be defined as everything that influences learning, from the educators and the learning programmes to the learning environment. Institutional development refers to the transformation of the whole environment that surrounds and contains the centre of learning, including the physical environment, the psychological and social climate or ethos, as well as the learners, educators, parents, management personnel and all others involved in learning and development of the centre.





In an inclusive education and training system, the curriculum needs to be responsive to the needs of all learners. It needs to be flexible and accessible to do this. Accessibility includes providing the opportunity for all learners to gain entry into the education system (schools and other centres of learning) and to participate fully in the learning process.





The general curriculum at schools, and also at other levels of education, has in the past not promoted accessibility for all learners. The existence of diverse learning needs and the need for diverse educational strategies has been minimally acknowledged and addressed in mainstream education. When learners have experienced difficulties, reasons have usually been sought within the learner. The context within which these difficulties have been experienced, the curriculum, has not  usually considered. This has encouraged a learner deficit model of learning breakdown.





To enable all centres of learning to accommodate the diversity in the learner population, overall curriculum transformation is required which includes review and/or development of all the various aspects. This includes: the learning environment; the learning programmes; the teaching practices; how learning outcomes are assessed; assessment of the system; the materials, facilities and equipment available; the medium of teaching and learning; the capacity of educators; the nature of support provided to enable access to the learning programmes and the nature of support provided to educators.





Major policies and initiatives emerging within education in South Africa are supporting the development of a system that is more responsive to the needs of all. Within the context of curriculum, the National Qualifications Framework (NQF), the outcomes-based-education (OBE) approach, and Curriculum 2005, are examples. Health promoting schools initiatives and whole-school/organisation development projects are amongst the strategies being used to engender institutional development and system change.





The focus in this chapter will be on curriculum and institutional development, and the role of assessment in the context of curriculum, but many of the issues are also discussed or expanded upon in other related chapters in the document. A range of recommendations categorised under various aspects of curriculum and institutional development and assessment are presented. 








5.2 The learning environment





5.2.1 Culture of Learning, Teaching and Service


 


The culture and ethos at many of our schools and other centres of learning is not one which is conducive to the delivery of quality education. 





The Education Ministry has acknowledged this and launched a Culture of Learning, Teaching and Service (COLTS) campaign, with the aim of improving the efficiency and productivity of the entire education and training system. There are two aspects to the COLTS campaign - promotional (creating an awareness of the campaign amongst the wider public), and programmatic.





Programmes within COLTS are of two main kinds. The first kind of programme aims at building a positive perception of education by focusing on finding, recognising and publicising examples of best practice. The second category of programme aims at improving conditions in schools, focusing on: having all teachers teaching, all learners learning; the elimination of crime in schools; the provision of basic resources to all schools; the involvement of communities in schools and schools in communities, one of the ways being through the establishment and training of school governing bodies.





The COLTS programmes lend themselves to overcoming many of the barriers to learning and development identified in this document. Similarly, the enabling mechanisms and support structures which the NCSNET/NCESS is proposing should contribute to the development of quality education for all learners and a culture of learning and teaching.








Recommendation 5.1: Culture of Learning, Teaching and Service





COLTS promotion and programmes must specifically acknowledge and be responsive to diversity in the learner population, and ensure that barriers to learning and development are addressed. 


Development of COLTS programmes should be done in consultation with all stakeholders, including support structures at district/regional, community and centre-of-learning level.


Examples of innovative practice in overcoming barriers to learning and development must be included in the COLTS best practice publications.


The COLTS programmes should be implemented in all bands of education.





5.2.2 Holistic Development of Centres of Learning 





There are various approaches to holistic development of schools and other centres of learning but the common thread is a focus on development of all aspects of these centres. This includes: the physical environment; the psychosocial ethos of the centre of learning; the development of a vision and strategies to achieve that vision; structures and procedures; support provision; development of learners, staff, parents and governing bodies; and the development of management and leadership. All these aspects are interrelated and interdependent. Within the context of addressing barriers to learning and development and provision of enabling mechanisms, the holistic development strategy is fundamental to achieving the provision of a curriculum and environment that is inclusive and supportive of all. 





Holistic development may thus be considered to be primarily about creating enabling environments in centres of learning. The goal of holistic development would be the transformation of the culture of the centre of learning. All centres of learning should become welcoming to all learners and other members of the teaching and learning community. 








Recommendation 5.2: Holistic Development of Centres of Learning





Holistic institutional development approaches should be adopted to ensure that an inclusive and supportive learning environment is developed in all centres of learning across all levels of education. The change must involve the organisational structure and overall culture and ethos of centres of learning.




















5.2.3 Basic Provision in Centres of Learning





A major challenge facing the education system in South Africa as it strives to develop a more responsive system relates to the lack of basic provision. This refers to the provision of sufficient centres of learning, as well as adequate buildings and classrooms, equipment, teaching and learning materials, water, electricity, toilets, and staff. The present severe classroom backlog at both primary and secondary schools severely impact on these centres’ capacity to even accommodate the learners of compulsory school-going age living in the community. This is a need, already identified as a COLTS priority, that must urgently be addressed.





In many provinces there is a lack of provision for those who have a need for specialised learning contexts and support. 








Recommendation 5.3 : Basic provision 





All education departments must:


accelerate centre of learning building programmes to provide access for all those requiring education and training


improve physical conditions of all centres of learning (e.g. properly sized classrooms, water supplies, toilets, barrier free access to the buildings)


ensure adequate provisioning of equipment and learning materials.





5.2.4 Barrier-Free Access to the Built Environment





The way in which the environment is developed and organised contributes to the level of independence and equality that people with disabilities enjoy. The Integrated National Disability Strategy identifies a number of barriers in the environment which prevent people with disabilities from enjoying equal opportunities with able-bodied learners, for example: structural barriers in the built environment (e.g. flights of stairs, inaccessible toilets and bathrooms); inaccessible service points (e.g. public telephones); inaccessible entrances due to security systems (e.g. turnstiles); poor town planning (e.g. schools are often geographically placed at the highest points in rural areas) and interior design (e.g. fixed seats in laboratories).





National Buildings Regulations promulgated in 1986 included regulations that set out national requirements for an accessible built environment. These regulations marked an important development in the equalisation of opportunities for people with disabilities. Implementation has, however, been problematic.





Learners, educators, parents and community members with physical and sensory disabilities are to a large extent presently excluded from participating in the education process at all levels of education due to the lack of barrier-free access to centres of learning.


 


The cost of accessibility is often cited as the reason for the lack of a barrier-free environment, yet the National Environmental Accessibility Programme (NEAP) has calculated that it generally does not add more than O,2% to the overall cost of development, if accessibility is incorporated into the original town and building design.





Thus one aspect of the development of centres of learning that needs focus relates to the challenge of creating barrier-free learning environments. The learning environment should be able to accommodate the diverse needs of the learning population and enable all learners to move around the environment freely and unhindered. The Guidelines for National Norms and Standards to Barrier Free Access refers. Of particular note is the floor space regarded as sufficient for schools for learners with disabilities.





The Integrated National Disability Strategy already contains recommendations about barrier-free learning environments which are supported and re-iterated here:








Recommendation 5. 4: Barrier Free Access to the Built Environment





The Department of Education, in consultation with the National Environmental Accessibility Programme (NEAP) and other stakeholders, must facilitate a process to develop national norms and minimum standards for the design and construction of accessible new education centres, as well as for the renovation of existing centres of learning. The recommendations of NEAP concerning barriers in the environment and the requirements of the National Building Regulations of 1986 need to be addressed. 


A representative from NEAP should be included in the standing committee on space and cost norms for education buildings, a sub-committee of the Education Heads of Departments Committee. 





5.2.5 Health Promoting Centres of Learning





Within the context of the ‘health promoting centre of learning’, health is conceptualised in broad terms as physical, psychological, social, spiritual, and environmental health. A health promoting centre of learning may be defined as:





‘... A place where all members of the learning centre community work together to provide learners with integrated and positive experiences and structures which promote and protect their well-being. This includes both the formal and informal curricula in health (including physical, social and emotional health), the development of health-promoting policies, the creation of a safe and healthy environment, the provision of appropriate support services, and the involvement of the family and wider community in efforts to promote well-being. A health promoting centre of learning is a centre that is constantly strengthening its own capacity as a healthy setting for living, learning and working ...’ (Adapted from WHO, 1996)





A ‘health promoting school’ approach is currently being developed in South Africa. This has included national and, in some cases, provincial, commitment on the part of the relevant ministries and departments; various forms of ‘health promoting school network’ initiatives (where a cluster of schools or districts work together to promote the development of health promoting schools); and individual school development. These initiatives have revealed the value of such an approach for ‘whole-school’/institutional development, and the provision of support services within a centre-based, and community-based approach. It is also a tool for the development of successful intersectoral collaboration. A fundamental principle of this approach is the bringing together of the various sectors to address problems and promote development collaboratively - a major goal of the transformation of education support services.





The role of learners in providing support to one another and in disseminating knowledge, attitudes and skills is a key factor in many health-promoting initiatives in various parts of the world. A child-to-child, youth-to-youth, or peer-support approach has been found to be an invaluable component in health promotion.





While the health promoting approach has emerged from education support services, and in particular school health services initiatives in South Africa, it has relevance to the broader understanding of ‘special needs’ as barriers to learning and development. 





Schools have the potential to serve as means to health as well as education. The World Health Organisation (WHO) Expert Committee on Comprehensive School Health Education and Promotion have made recommendations on policy and action steps that should be taken at local, regional and national levels in all countries to help schools to become health promoting centres. The committee’s proposals are summarised as follows:





Educational opportunities for girls should be improved and expanded. This is considered to be one of the best health and social investments a country can make in terms of benefits to maternal and child health when young women receive schooling.


Every school must provide a safe learning environment for learners and a safe workplace for staff.


Every school must enable learners at all levels to learn critical health and life skills.


Every school must more effectively serve as an entry point for health promotion and a location for health intervention.


Policies, legislation and guidelines must be developed to ensure the mobilisation, allocation and co-ordination of resources at all levels to support the development of health promoting schools. This includes fostering active collaboration between health and education ministries; developing intersectoral committees and networks; establishing clear lines of responsibility and accountability for health promoting schools initiatives.


Teachers and other staff must be valued and provided with the support and training necessary to enable them to develop a supportive environment for learning and development.


The community and school must work together.


Health promoting school programmes must be well designed, monitored and evaluated to ensure their successful implementation and outcomes.


International support must be further developed, to enhance the ability of communities and schools in developing countries to become health promoting.





While the initiative internationally and in South Africa has been primarily limited to ‘schools’, it is an approach that has been and can be used in any institutional context.








Recommendation 5.5: Health Promoting Centres of Learning





All aspects of the ‘health promoting school concept’ strategy should be adopted at all centres of learning to ensure the development of health promoting policy, a safe and supportive learning environment, strong community links, personal skills development, and appropriate support services.





5.3. LEARNING PROGRAMMES





5.3.1 Outcomes-Based Education: Curriculum 2005





Curriculum transformation is taking place in South Africa. The new national education curriculum for General Education and Training, Curriculum 2005, will be phased in as from January 1998. As the new curriculum is implemented, there should be increasing access to the curriculum for all learners. There are, however, areas where more clarity or specificity will be needed so that curricular barriers to learning and developed are not inadvertently created. 





Curriculum 2005 reflects a paradigmatic shift in the South African education system, from the previous emphasis on content to a focus on outcomes. Outcomes-based education (OBE) is learner-centred with the emphasis on what the learner should be able to know, to understand, to do and to become.





To ensure an integrated and national approach to education and training, nationally accepted outcomes have to be determined. For this purpose a National Qualifications Framework (NQF) has been developed. The NQF specifies the levels, bands and types of qualifications and certificates in education and training.





The principles enshrined in the NQF and in the National Curriculum Framework focus on the need for equality, open access, democratic participation and accountability for learning. It places learners at the centre of education. This includes learners who for diverse reasons experience difficulty in accessing the curriculum.





Throughout the General Education and Training band, the aim of the learning programmes will be the preparation of all the learners, including learners who experience barriers to learning and development, for life after school. The intention of the essential outcomes that underpin the eight areas of learning is to afford all learners the opportunity of being assimilated into the world at large. Learners will be able to move through the different levels at their own pace and time. Credits can be attained through prior knowledge acquired informally through life or work experience. These aspects are particularly important for the many learners who experience barriers to learning and development.





Learners will be allowed to demonstrate their learning achievements and competence in whatever manner most appropriate to their abilities. For example, the NQF provides the example of the learner who is blind who can use oral work or tape recordings. Assessment methods are to be designed so as not to disadvantage learners by hindering them or limiting them in ways unrelated to the evidence of attainment of outcomes being sought. 





One of the advantages for learners that arise out of the outcomes-based approach being used as a basis for Curriculum 2005 is that their progress will be measured against their previous achievements and not against those of other learners. All learners are expected to experience success, with learning time being flexible. This is an advantage to a learner who may be slower owing to a sensory or intellectual disability, or even to a fast learner who requires extra stimulation (learners who are ‘highly able’ or ‘gifted’). Specific attention still needs to be given to developing appropriate outcomes for learners who experience barriers to learning and development caused by severe intellectual disability. 





The OBE approach also emphasises that learner success is based on the creation of welcoming teaching and learning environments and on ensuring that all learners have access to support services they require to develop their potential. This is clearly congruent with the recommendations in this document.


Prevailing conditions in many schools, such as high learner:educator ratios, lack of facilities and resources and lack of barrier-free access could, however, mitigate against creating the desired learning and teaching environment. 





Curriculum development, it is intended, will be free from prescription, allowing for centres of learning to address specific needs or interests of their learners and community. The philosophy of OBE provides for an environment in which diversity can flourish, where understanding of and sensitivity to difference in terms of race, language, religious beliefs and appearance can be developed. Forms of delivery also incorporate community resources to ensure greater participation and ownership.





The benefits which the OBE approach can potentially provide for learners with diverse needs at school-going levels of education should be extended to the other levels of education as well.








Recommendation 5.6: Outcomes-Based Education 





It must be acknowledged that there is one national curriculum framework for all learners located in the NQF.


Participation by all stakeholders in the Outcomes Based Education (OBE) developments in the various structures at national, provincial, district, and institutional levels for all bands of education is imperative.


There must be an acceptance of common outcomes for all learners, but with learning programmes and materials which are customised to accommodate differences in sensory modalities, learning styles and rates of learners as well as appropriate teaching and support services to cater for diverse needs. Outcomes should be seen in the widest sense, including functional outcomes - particularly for learners with intellectual disabilities. 


Refinement of range statements of outcomes for those learners who cannot perform all the necessary outcomes to reach the first level of certification (grade 9) should be made. 


Assessment practices must be adapted to accommodate barriers experienced by learners.


Further investigations focusing on specific curriculum development within Curriculum 2005 should be pursued to ensure that barriers to learning and development are addressed.








5.3.2 Life Orientation: Lifeskills Education





The World Health Organisation’s definition of lifeskills includes abilities for adaptive, positive behaviour that enables us to deal effectively with the challenges and demands of everyday life. This encompasses: decision-making, problem-solving, creative thinking, critical thinking, effective communication, interpersonal relationship skills, self-awareness, ability to empathise, coping with emotions, coping with stresses, skills of developing self, adapting to unchangeable circumstances, skills of respecting and relating to others as well as to the environment, and skills of learning.





The subject area of guidance in the previous South African curriculum, covered some aspects of lifeskills relating particularly to personal, interpersonal, vocational, and educational development. Where guidance has been provided, guidance teachers have been primarily responsible for these programmes, but have drawn in a number of other resources (e.g. social workers, nurses, NGOs, and other community resources) in an attempt to provide learners with an adequate programme. The new learning area of Life Orientation will subsume the subject ‘guidance’.





Most of the areas listed in the WHO definition of Lifeskills, are amongst the outcomes of this Life Orientation area of Curriculum 2005, as may be seen below. The specific outcomes to be demonstrated by learners in the learning area, Life Orientation, are:


An understanding and acceptance of themselves as unique and worthwhile human beings


An ability to use skills and display attitudes and values that improve relationships in family, group and community


Respect for the rights of people to hold personal beliefs and values


Value and respect for human rights as reflected in Ubuntu and other similar philosophies


Ability to practise life and decision making skills


Assessment of career and other opportunities and setting of goals that would enable them to make the best use of their potential and talents


Demonstration of the values and attitudes necessary for a healthy and balanced lifestyle


Evaluation and participation in activities that demonstrate effective human movement and development.





To promote respect for diversity, the first outcome should be amended to read: “An understanding and acceptance of themselves and others as unique and worthwhile human beings”. Education about disabilities and other barriers to learning and development could be included in this focus area. 





International and local experience suggests that lifeskills education needs to be a ‘dedicated’ learning area, as reflected in the newly developed area of Life Orientation. Lifeskills education also needs to be ‘infused’ across the curriculum. All teachers have to address the fundamental aspects of lifeskills as essential outcomes of all other learning areas. Besides the seven critical outcomes which are common to all Learning Areas, there are also five additional outcomes which contribute to the personal development of all learners. The vital area of attitude change towards learners who experience barriers to learning’ may be seen as an important part of lifeskills, which has to be specifically dealt with, as well as being dealt with across the curriculum whenever appropriate. This dual ‘separate/infused’ approach to lifeskills education is considered to be a necessity because of the danger of it not being adequately addressed in the face of many other pressures and challenges. ‘Dedicated’ time and personnel can facilitate the championing of this important aspect of education.


 


It is believed that this area should be facilitated by trained personnel. Use can be made of expertise outside of the centre of learning, but the long term goal must be to train all educators to teach lifeskills education. This would serve the goal of infusion of these areas in the curriculum as a whole. A multi-disciplinary and intersectoral approach should be adopted in the development and provision of lifeskills education. All specialist and other support providers should work together to plan and provide input into this area. NGOs have and should continue to play a central role in this regard. They could be contracted to train and facilitate while departmental capacity is being developed. Disabled people and their organisations (DPOs) have a large role to play in lifeskills education, particularly in centres where learners with disabilities have been included and also in specialised education contexts. 





Career education and vocational guidance should also be provided to all learners within the context of lifeskills education, and to some learners as additional career counselling or guidance where needed. This should be provided at GET level, but also very importantly, in Further Education, Higher Education and Adult Education.





Lifeskills education is a necessity, not a luxury. It should be an aspect of the curriculum at all levels of education. It should commence at ECD level, and continue through to higher education and adult education, focusing on issues pertinent to the particular developmental phases.





As far as the outcome with regard to human movement ( formerly the subject Physical Education) in the learning area of Life Orientation is concerned, cognisance must be taken of the rights of learners with disabilities in ordinary schools, and appropriate provision must be made for their needs. Learners with disabilities must be given the opportunity to participate in sport and also in leisure activities, not only for pleasure, social or competitive reasons but also for their therapeutic value. For learners attending ordinary schools, provision may involve arrangements with sports associations for the disabled or specialised centres of learning. 








Recommendation 5.7: Life Orientation





Lifeskills Education


Lifeskills education must be a dedicated focus in Life Orientation, and infused in all other learning areas.


Educators who have been trained in the area of ‘guidance’ should be utilised in the lifeskills education area. Appropriate reorientation should be provided to these educators.


Lifeskills should be part of the training courses for all educators.


All available expertise, including NGOs, DPOs, various specialist services, other community resources, should be used to provide lifeskills education training for educators.


Lifeskills education should be provided at all bands of education. The focus at the different levels should be determined by the developmental needs and tasks at that level.





Human Movement


The needs of learners with disabilities with regard to the learning area of human movement should be acknowledged and addressed.








5.3.3 Transition to Work





The education system in South Africa has often been criticised for its weakness in preparing learners for life and the world of work. 





This challenge has to be addressed within the curriculum, to ensure that what is taught is relevant to life and the world of work. The new curriculum has as one of its aims to equip all learners with knowledge, competencies, and orientations needed to be successful after completing their studies. 





This challenge must also be addressed in the way in which the centre of learning-community relationship is developed. Members of the business community and general community should be far more involved in the various aspects of institution and curriculum development, to ensure that relevance to the world of work is ensured.





The link between education and work becomes even more important with learners who experience barriers to learning and development. They need to be prepared for and accepted within the working community. Providing work placements for learners while they are still in school or in higher institutions is one important role that can be played by the business sector.





Mechanisms and programmes that facilitate the transition of learners from the centre of learning to work need to be provided in centres of learning. This should be one of the roles of the lifeskills teacher. This is particularly important for learners who experience barriers to learning and development who are generally marginalised from society as a result of negative stereotyping. Tracking the transition of these learners into society has been identified as a crucial aspect of ensuring equality of opportunity in other out-of- school contexts.





While the OBE approach of Curriculum 2005 is geared towards managing transition to work, other strategies will have to be developed where exclusion is likely to occur. The Department of Labour’s Skills Development Strategy suggests some specific services for learners which are aimed at transition from school to work. These should be developed within an intersectoral framework. 





Recommendation 5.8: Transition to Work





Strategies should be pursued to ensure successful transition of learners who have experienced barriers to learning and development, to an active working life.


Partnerships should be formed between education departments, health departments, the Department of Labour, unions, business and community resources to facilitate curriculum development, the implementation of training programmes and the development of transitional programmes.


On-going career education should be provided to all learners at all bands of education.








5.4. Medium of teaching and learning





With the announcement of the New Language Policy (July 1997) by the Minister of Education, the right to choose the language of learning and teaching is now vested in the individual. Though this right has to be exercised within the overall framework of the obligation on the education system to promote multilingualism, the adoption of this policy by the Department of Education is a major victory for all those who have been affected by the inherited language-in-education policy which was discriminatory, affecting the educational access and success of many learners, including the Deaf community. 





5.4.1 South African Sign Language





The organised Deaf community in South Africa promotes an approach of bilingualism/bi-culturalism which is congruent with both international trends in Deaf education, and with present developments in Deaf education in South Africa. This means that Deaf children are taught South African Sign Language (SASL) as a first language and only when the child knows SASL well, a second spoken or written language is introduced using SASL as the medium of teaching and learning.





In other countries where this approach has been followed, it has been found, generally, that learners who are in secondary school have developed the same ability in reading and writing as other hearing learners, although some grammatical errors are made. If Deaf learners learn according to this method, they can also acquire a third and fourth language. 





Consultation with the Deaf community in South Africa has revealed that the majority of them do not gain access to knowledge at school through their first language, although they are at schools for the Deaf. This is mainly because teachers are not equipped to teach through the medium of Sign Language. Some of them are able to use Signed Exact English, but this is not Sign Language.


 


Because language and language learning empowers people to access learning and to respond to others, members of the Deaf community are demanding that Sign Language be offered as a subject and as a medium through which to learn.





Official recognition of Sign Language first-medium schools (similar to Zulu, or Afrikaans first medium schools) would facilitate the implementation of Sign Language provision contained in the S.A. Schools Act (1996), as well as the development of multilingualism in the Deaf community.





While Sign Language is a first language to the Deaf, it could also be a second or additional language to the hearing and become part of the language repertoire in our multilingual country.





It needs to be noted that there are hard of hearing learners who may themselves or their parents, choose to be instructed through aural-oral methods. This would necessitate adaptations to teaching and learning methods. Aural-oral interpreters, and note-takers may be needed in certain circumstances. 








Recommendation 5. 9: South African Sign Language (SASL)





SASL should be available as a medium of teaching and learning .


The choice of SASL as a medium of teaching and learning must be located in the National Language Policy in Education framework.


Availability of interpreters and the development of SASL competence at all bands of education must be addressed.


Within the Language, Literacy and Communication Learning Area, SASL should be an area of focus.


All educators and service providers, including houseparents providing service at SASL bilingual centres of learning, should receive training which will enable them to become proficient in SASL.


Parents should also have access to SASL training





5.4.2 Second language





Many learners, out of choice or lack of viable alternatives, have opted to be educated via a medium of teaching and learning and development which is not one of the their home languages. This often creates barriers to learning which are rooted in the curriculum and culture of the institution. They may not be seen as system related, but as being intrinsic to the learner. These learners have often been labelled as ‘slow’ and referred to specialised learning contexts, despite there not being any inherent cognitive difficulties. Support has often not been available to enable them to gain proficiency in the medium of instruction of the centre of learning. Often too, insufficient or no attention has been given to cultural issues which impede curriculum access. 








Recommendation 5.10: Second Language





Enabling mechanisms should be available at all centres of learning for learners who experience barriers to learning and development through learning via a language which is not their home language.








5.4.3 Braille





Braille is the basic means for a learner who is blind, or with very low vision, to acquire literacy skills. It is the means by which they can read their own work as well as access literature in general. It is therefore the basic means of access to the curriculum for learners who are blind or who have very low vision. It enhances the understanding of the use of punctuation, spelling and the construction of sentences. Many learners with low vision also benefit from using Braille although they may be able to use some form of print as well.








Recommendation 5.11: Braille





The teaching of literacy through Braille, teaching of Braille, Brailling equipment and Braille learning materials must be available to all blind learners and to those with low vision who can benefit from it.


 


5.4.4 Augmentative and alternative methods of communication





Augmentative and alternative communication (AAC) strategies are those which enhance the communication abilities of persons who have limited or no functional speech. Strategies include aided systems, such as electronic speech output devices and symbol systems, as well as unaided systems, such as the use of gestural systems. It should be noted that Deafblind learners also need very specialised alternative communication and educational methods, e.g. finger spelling or vibration methods.





Through the implementation of AAC strategies, opportunities for social participation and induction into literacy are created. Access to persons who have special knowledge of the area of AAC is vital to support learners in the classroom and facilitate curriculum access. 








Recommendation 5.12: Augmentative and Alternative Methods of Communication





Learners requiring alternative and augmentative methods of communication, should have access to facilitators skilled in the appropriate method/s required.





5.5. TEACHING PRACTICES





5.5.1 Classroom Management and Teaching Practices





A key characteristic of an effective educator is good classroom management. This includes teaching and learning strategies and the management or facilitation of group processes. Both of these aspects are central to the development of an education that is responsive to diverse needs, and provides support for all.





The diversity in the classrooms of today is great and presents the educator with a variety of management challenges. The different needs of learners in terms of learning style and pace of learning need to be acknowledged, respected, and utilised in the teaching and learning process. There needs to be flexibility in terms of approaches to ensure that all needs are addressed. 





There is a variety of teaching and learning strategies that can utilise diversity as a strength. This includes: large group instruction; teacher-directed small group instruction; small group learning; one-to-one teacher-learner instruction; independent seatwork; partner learning; and co-operative learning groups. Teacher-directed groups and small group learning allow for more opportunities for contact between teacher-and-learner, and learner-learner. 








Recommendation 5.13: Classroom Management and Teaching Practices





A variety of teaching and learning and classroom management strategies should be pursued to facilitate inclusion and a sense of belonging of all learners.


Departments should implement on-going educator development programmes which will equip educators with the necessary knowledge, attitudes, and skills to enable them to increase their repertoire of teaching practices and develop a supportive classroom environment. 


Management at all centres of learning must adapt organisational arrangements to promote and support innovative teaching and learning practices. 





5.5.2 Time-Tabling





The new curriculum provides flexibility and thereby provides the basis for addressing the diverse needs of the learner population. Flexible time-tabling is one aspect of this flexibility. 





Taking into account the difficult circumstances under which many teachers are already working, particularly in disadvantaged contexts, various ways will have to be explored in which the school day can be organised to give maximum learning opportunity for learners with diverse learning styles and tempos, and for educators to have time for preparation of materials and to attend staff development programmes. 





The school day extended across the working day could be one strategy of achieving this. This is a strategy followed in many other developed and developing countries. An extended day could include a variety of activities, allowing for maximum flexibility in terms of teaching and learning, and could include ‘homework’ done by both learners and teachers. 








Recommendation 5.14: Time-Tabling





Time-tabling at all centres of learning should be organised in such a way as to give maximum opportunity for learners with diverse learning needs to be accommodated.





5.6. MATERIALS AND EQUIPMENT





5.6.1 Teaching and learning materials





Materials should enhance the avenues for expression and opportunities to capture evidence of learner knowledge. Materials should therefore be evaluated and developed to ensure that they are appropriate to the needs of all learners.


Learning materials may have to be modified to cater for different disabilities, e.g. the pictorial nature of learning materials may be unsuitable for use with visually impaired learners.





Consideration should be given to the establishment of structures at national and possibly provincial levels to ensure that materials are bias free, reflect the diversity of the learner population and that specific materials for learners who experience barriers to learning and development, are developed.





International experiences have indicated that this kind of materials development can occur in separate institutions for learners who experience barriers to learning and development (usually defined in ‘disability’ terms), or within existing curriculum and materials development institutions. 








Recommendation 5.15: Teaching and Learning Materials





Learning materials (e.g. textbooks, study guides, and worksheets) developed and used must be customised to address and reflect the diverse needs of the learner population across all bands of education. 


Departments need to develop mechanisms to ensure that materials are bias-free and do not discriminate.


Departments which do not have the capacity to develop, customise and produce specific learning and teaching materials, for example Braille and enlarged print, should investigate out-sourcing via normal tendering procedures





5.6.2 Assistive Devices





Assistive devices and appropriate technology refer to equipment or adaptations that facilitate learning. Examples include: mobility devices, hearing aids, Braille writers, adapted access computers, magnifying glasses, and voice synthesisers. Some of these devices relate to functional independence, while others are directly learning-related.





Assistive devices and appropriate technology form an integral part of independent living for some people with disabilities. The Integrated National Disability Strategy has stressed that access to appropriate and affordable assistive devices is essential for people with disabilities to access their rights and responsibilities and participate as equal citizens. Without access to these services, people with disabilities will continue to experience great difficulties in securing rights to education, employment, and other aspects of life.





It is important to note that assistive devices, however necessary, should not be emphasised in such a way that the necessary accompanying human skills are not developed. These include particular technical, teaching and support skills.





The Department of Health has developed national norms and standards for assistive devices relating to functional independence to be provided at primary health level. This Department has committed itself to wipe out the back-log that has developed over the past 50 years, and substantial Reconstruction and Development Programme (RDP) funding has already been allocated to assist in this purpose.





Specific research must still be conducted to ensure that specific needs regarding assistive devices are identified. This will have to be done with both the ‘ideal’ and ‘basics’ in mind, given the current financial constraints facing the country as a whole, and education in particular. The principles and recommendations outlined below are an initial attempt at clarifying the needs and ways in which these could be addressed.





There should be a list of essential learning activities to which access is guaranteed, for example, reading, writing and numeracy. Assistive devices should then be provided to facilitate access to these activities.





Assistive devices related to curriculum access should be divided into two categories, namely, those to be given to learners as personal devices, and devices that remain the property of centres of learning, only to be used in the classroom context. 





Learning-related assistive devices should be included on an essential learning materials list. Examples of devices that could appear on an essential learning-related assistive device list include: hand magnifiers, talking calculators, photocopier with magnifying facilities, Perkins Braillers, typewriters.





The Department of Education should develop a basic item list for learning-related assistive devices that would go out on tender. This would be similar to the Department of Health’s process.





The role that information technology can play in facilitating curriculum access needs further investigation.








Recommendation 5.16: Assistive Devices





It is recommended that the Department of Health be responsible for the provision and maintenance of assistive devices that contribute to independent living (e.g. mobility devices, hearing aids).


It is recommended that the Department of Education be responsible for the provision and maintenance of assistive devices that enable learners to access the curriculum, that is, those devices that have direct relevance for learning (e.g. Braille writers, computers with adaptive technology for access , magnifying glasses, appropriate seating, etc.).


The Department of Education should develop an essential list of assistive devices which should be allocated to learners, taking into consideration provision of access to lifelong learning and learners’ right to choice of learning contexts.


Information and other forms of technology should be utilised as a means of overcoming barriers to access experienced by learners at all levels of education and training. 


The Department of Education should develop a basic item list for learning-related assistive devices.











5.7 ASSESSMENT





Many of the characteristics of past assessment policy and practice in South Africa arose from the focus of assessment on clas�sification for placement purposes. From the earliest attempts to provide specialised education to learners with ‘special needs’ there has been a close linkage between assessment and place�ment.





Historically, where education support services were staffed by highly qualified, multi�disciplinary specialist teams, assessment of and provision for those experiencing barriers to learning and development, were generally based on complex, individualised and expensive delivery models. The majority of learners experiencing barriers to learning and development in disadvantaged contexts had no or limited access to this assessment service.





5.7.1 Early Identification, Assessment and Intervention





The benefits of early identification, assessment and intervention of ‘at risk’ learners are well-documented in the literature. During the pre-formal schooling years barriers to learning and development, such as severe disabilities, are most likely to be identified by services within the Health sector. Facilities currently in place, such as community-based clinics are likely to be in the best position to do an initial assessment. Parents, with personnel from various sectors, including education, should together develop appropriate early intervention strategies for those learners identified as experiencing barriers to learning and development. 





In order to ensure continuity of service delivery at all stages of a learner’s development, it is essential that links be established as early as possible between community-based agencies and service providers within the formal education sector. Once learners enter the formal education system, CLBTs will need to be centrally involved in identifying and addressing barriers to learning and development. 


 





Recommendation 5.17: Early Identification, Assessment and Intervention





The early identification and assessment of learners who are likely to experience barriers to learning and development, as well as early intervention should be a national priority.





5.7.2 Continuous Centre-based Assessment





As in other parts of the world, a strong movement is developing in this country in support of the view that the main purpose of assessment should be to inform effective teaching and learning, and to identify types of support needed.


Assessment as part of Curriculum 2005 is conceptualised as a continuous and flexible process, with a variety of assessment strategies needing to be employed. It will be used to determine the progress of learners and the attainment of learning outcomes.





Assessment will also involve identifying barriers to learning and development which are not directly related to the continuous assessment of the learning programme. The CLBT will have a central role in this process.


 





Recommendation 5.18: Continuous Centre-of-Learning-based Assessment





Continuous assessment must be part of the teaching and learning process. Its primary aim should be to maximise learners’ access to the broad curriculum.


Assessment of barriers to learning and development will be the primary responsibility of centre-based educators assisted by the CLBT. 


The outcomes of both forms of assessment should be a description of learner and system needs which should form the basis of interventions.





5.7.3 Role of Education Support Personnel in Assessment


Any assumption that education support personnel will in future be able to continue a primary focus on individual assessments of learners experiencing barriers to learning and development is unrealistic. Rather than perpetuating an expectation that assessment of barriers to learning and development is a referral-driven process that is the responsibility of education support personnel, assessment needs to be reconceptualised as a centre-of-learning-based team process in which school-based educators play a central role. This view does not ignore the need for assessment by specialist education support personnel in cases where educators do not have the necessary expertise. It simply recognises that it will be members of the CLBT and not itinerant education support personnel who will be most accessible for providing assistance to these learners. In this process education support personnel will be freed to focus on other roles and functions which have become part of the new inclusive paradigm.





Reducing traditional involvement in time-consuming ‘testing’ or specialist assessment functions will free education support personnel in general, and psychologists employed by education departments in particular, to use their expertise to address other needs, such as those relating to social and emotional issues, in ways which will potentially impact positively on the learning experiences of many more learners. This will include a focus on service delivery to educators, parents and other caregivers and the development of preventative and developmental programmes.


 





Recommendation 5.19: Role of Education Support Personnel in Assessment


Education support personnel should focus increasingly on involving and supporting educators and parents in assessment, building their capacity and, where appropriate, should participate in developing appropriate interventions as well as preventative and promotive programmes





5.7.4 Educator Support





Identifying the central role that educators will play in different forms of assessment does not imply that all of them will be immediately comfortable with such a role or that they will be expected to be assessors without support. It assumes that on�going training will be essen�tial and that one of the primary functions of education support personnel will in future be to support educators and to assist with educator development programmes.


All programmes must include components which attempt to address anxieties and attitudes which will stem from the role changes of both educators and education support personnel.








Recommendation 5.20: Educator Support





The implementation of a system of educator�driven assessment must be supported by a focused programme for training and re-orientating educators and education support personnel to fulfil new roles and per�form new functions.





5.7.5 Parent and Learner Involvement in Assessment





Parents and learners should be an integral part of all assessment processes and have access to all assessment reports. The onus will be on those involved in assessment to ensure that the contents of reports, as well as any implications of as�sessment findings, are shared with and explained to parents. Where appropriate, this should include explanation to the learners themselves. It is not acceptable that parents be denied access to reports on the grounds that the reports are intended only for other professionals.





Ensuring that parents understand their rights in respect of any assessment process and preparing them to play a more active role in the process of assessment of their children will need to be part of capacity-building programmes for parents.








Recommendation 5.21: Parent and Learner Involvement in Assessment





The assessment of learners must be transparent; must acknow�ledge the rights of learners and their parents to be an integral part of any assess�ment process; and must ensure their understanding of and right to access to all assessment results and reports.





5.7.6 Systems Assessment





An inclusive system of education is based on a philosophy which accepts that centres of learning will attempt to accommodate the needs of all learners. Within this philosophy is an under�standing that many of the barriers learners experience in accessing the curriculum are system�related rather than learner�related. System assessment therefore becomes an integral part of a broader assessment process.





System assessment aims to explore the extent to which the system (e.g. the centre of learning and other aspects of the curriculum) is able to accommodate diversity in the learner population and to address barriers to learning and development. It is about the ability of educators to meet individual learner needs, and also about the transformation of the system as a whole to meet the needs of all learners. System analysis would include an evaluation of the ethos of a school, its management systems, its educator development strategies, the attitudes of its staff, parent involvement, networking with service providers, teaching practices, and so on. System assessment relies on the participation by all stakeholders who bring different perspectives to the process of identifying barriers to learning and developing enabling interventions.








Recommendation 5.22: Systems Assessment





Assessment of the system should play an integral part in ensuring that all learners derive maximum benefit from the curriculum. Assessment of the system includes the evaluation of all aspects of the centre of learning and learning programmes. 








5.7.7 Standardised Tests





Departmental policies requiring the routine administration of standardised tests to a diverse learner population can be justified only if there is a reasonable guarantee that no learners subjected to the assessment will be disadvantaged in any way and if the results will contribute to a better understanding of the learner and/or the manner in which the learner accesses the general curriculum. Because of the changing character of learner enrolments in South African schools a number of standardised tests, including group tests of intelligence, do not currently fall into such a category.





Internationally and nationally, the validity of many tests used for placement is being seriously questioned.








Recommendation 5.23: Use of Standardised Tests





Urgent attention should be given to the re-evaluation of all standardised tests prescribed by education departments. Only tests which have proven usefulness in identifying barriers to learning and development should be used as part of the assessment process.


The routine use of standardised tests for placement of learners in specialised learning contexts should be discontinued.


The routine administration of group tests of intelligence should be discontinued. 





5.7.8 Assessment of learners with high needs for support





In South Africa, as elsewhere, the assessment policies of support services have often been heavily influenced by the need to classify learners. The nature of procedures have generally been determined by the kind of services offered. In contexts where education support service personnel have been highly qualified and/or where there has been access to the services of multi-disciplinary teams of specialists this has often been reflected in highly individualised and expensive assessment procedures. For the majority of learners there has been little or no access to such assessment procedures.





A new focus on the centre-of-learning-based team (CLBT) as the primary vehicle for assessment of learners experiencing barriers to learning and development necessitates a review of assessment procedures to be used for that small number of learners for whom access to specialised learning contexts or specialised support will be needed.





This has far-reaching implications for the role that many itinerant education support personnel - especially psychologists - have traditionally played in respect of ‘testing’ for placement in specialised learning contexts.





 


Recommendation 5.24: Assessment of learners with high needs for support





Current procedures used for the assessment of learners requiring high levels of support in specialised learning contexts should be reviewed as a matter of urgency. 


New procedures for assessment should focus on determining the optimum support learners require, and how or where it can be accessed.











