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Terminology

Barriers to learning

The notion refers to difficulties that arise within the education system as a
whole, the learning site and/or within the learner him/herself which
prevent both the system and the learner needs from being met. When,
based on objective evaluation made by an educational authority, it is
ascertained that teaching and learning are hampered where such needs
are not met, educationally sound measures must be applied.

District Based Support
Teams (DBST)

Groups of departmental employees whose job it is to promote inclusive
education through training, curriculum delivery, distribution of resources,
identifying and addressing barriers to learning, leadership and general
management.

Ordinary local schools

In terms of the South African Schools Act (1996) a public school may be
an ordinary public school or a public school for learners with special
education needs (Section 12(3)). The local ordinary school would be the
school closest to where the learner lives.

Full-Service  Schools

(FSS)

Ordinary schools which are specially equipped to address a full range of
barriers to learning in an inclusive education setting. In addition to their
ordinary learner population they will become accessible to most learners
in an area who experience barriers to learning and provide the necessary
support. In the initial implementation stages these full service schools will
be models of institutional change which reflect effective inclusive cultures,
policies and practices.

Special Schools (SSs)

Schools equipped to deliver education to learners requiring high-intensive
educational and other support either on a full-time or a part-time basis.

Special
Schools/Resource
Centres (SpS/RCs)

These would be special schools which are transformed to fulfil a wider
function of accommodating learners who have high intensity support
needs, as well as providing a range of support services to ordinary
schools, full-service schools as part of the District-based Support System,

Support programmes

Support programmes refer to structured interventions delivered at
schools and in classrooms within specific time frames. The support
programmes would mainly consist of curriculum support but could also be
support for educators and managers. Support programmes could provide
for staff time and expertise (consultation, training, mentoring, therapeutic
intervention) as well as physical and material resources (transport,
assistive devices, teaching and learning materials, ramps and
accessibility features)

Category of disability

The main organiser for schools, funding and post provisioning in the
current special education system. The weighted categories are: Multiply
disabled, deaf, hard of hearing, blind, partially sighted, deaf/blind,
cerebral palsy, specific learning disability, behavioural disorder, mild or
moderate intellectual disability, severe intellectual disability, physical
disability, autistic spectrum disorders, epilepsy, attention deficit disorder,
with/without hyperactivity.

Level of support needs

A range of factors will be taken into account to determine the level of
intensity of support needed by individual learners. These factors could be
intrinsic to the learner him/herself or factors within the learning and living
environment of the learner.

Institution Level
Support Teams (ILSTS)

Teams established by institutions in general, further and higher
education, as institution-level support mechanism whose primary function
is to put in place co-ordinated learner and educator support services. The
teams have different names in different provinces such as Site Based
Support Teams, Teacher Support Teams, etc.




INTRODUCTION

In 1996 the government of South Africa amalgamated 17 Departments of Education, which
had been designated along racial lines, to one Department of Education with one curriculum
(Interim Syllabus) for all South African learners. Prior to 1996, learners experiencing barriers
to learning and development were catered for in Special Schools, which were designated
along categories of disability. Where learners who experienced barriers to learning did
attend ordinary schools, it was largely by default, and very little was done by these schools
to adapt teaching methods, the learning environment and assessment procedures to
accommodate them. Learners were expected to adapt to the school. The majority of
learners experiencing barriers to learning and development were unable to access

education.

In July 2001 the Ministry of Education launched the Education White Paper 6 Special
Needs Education: Building an Inclusive Education and Training System. White Paper 6
reminds us that our constitution challenges us to ensure that all learners pursue their
learning potential to the fullest. (EWP6 p.11). It commits the state to the achievement of
equality and non-discrimination. The policy framework outlined in White Paper 6 outlines the
ministry’s commitment to “the provision of educational opportunities, in particular for those
learners who experience or have experienced barriers to learning and development or who
have dropped out of learning because of the inability of the education and training system to
accommodate the diversity of learning needs, and those learners who continue to be
excluded from it". (EWP6 p 11)

Education White Paper 6 on Inclusive Education sets out to address the needs of all
learners in one undivided education system. It moves from the categorisation of learners
according to disability (medical model) to assessing the needs and levels of support
required by individual learners to facilitate their maximum patrticipation in the education
system as a whole. The focus is on ensuring that there is sufficient differentiation in
curriculum delivery to accommodate learner needs and making the support systems
available for learners and schools. It departs from the previous notion of referring learners
with particular disabilities to specific special schools, but permits all schools to offer the
same curriculum to learners while simultaneously ensuring variations in mode of delivery

and assessment processes to accommodate all learners.

The guidelines to inclusive learning, teaching and assessment offered here take into
consideration that flexibility has already been built into the Revised National Curriculum
Statement



The rationale for curriculum adaptation is based largely on Education White Paper 6 on

Special Education Needs: Building an Inclusive Education and Training System. These

include:

The components hamper the realistic and effective implementation of the
curriculum or do not accommodate and respect diversity. [Education White
Paper 6 p. 12 par 1.1.7]

When they do not meet the needs of all learners. [Education White Paper 6 p16
par. 1.4.1]

When they do not minimise barriers to learning [Education White Paper p. 6 par.1.4.2]

When they do not encourage or create opportunity for life long learning for all
learners e.g. for learners for whom achievement of a GETC is unlikely or when
content of the curriculum becomes a barrier to learning. Time available to
complete the curriculum and the pace of teaching may also be negative factors.
[Education White Paper 6 p. 19 & 31 par. 2.2.6.1]

When the components do not lend themselves to adequate flexibility across all
bands of education so that they are accessible to all learners irrespective of their
learning needs.

When they do not promote the opportunity for specific life skills training and
programme-to-work linkages in special schools. [Education White Paper 6 p. 21
& p. 32 par. 2.2.6.3]

In the light of what has been said, these guidelines for developing inclusive learning

programmes, provides guidance to teachers, administrators and other personnel on how to

deal with diversity in the classrooms and schools of our country. The guidelines are divided

into six sections. Section 1 deals the flexible features of the Revised National Curriculum

Statement (RNCS) and barriers to learning. Section two discusses adaptation of learning

programmes, work schedules and lesson plans. Section 3 provides guidance on how to go

about adapting lesson plans within each of the Learning Areas of the RNCS. Section 4 deals

extensively with teaching methodologies to accommodate diverse learner needs. Section 5

outlines inclusive strategies for learning, teaching and assessment. Section 6 provides

information on learning styles and multiple intelligences.



SECTION ONE

11

The Revised National Curriculum Statement (RNCS)

The Revised National Curriculum Statement adopts an inclusive approach by
specifying minimum requirements for all learners. The special educational, social,
emotional and physical needs of learners will be addressed in the design and
development of appropriate learning programmes (DOE, 2002: Overview of Revised

National Curriculum Statement, p10.)

Adaptations to the RNCS should not be viewed as creating a new or alternative
curriculum to the RNCS. It is intended to supplement the Teacher’'s Guides for the
Development of Learning Programmes for the Foundation Phase and those for the
different Learning Areas (Intermediate Phase and Senior Phase) of the General
Education and Training Band. The purpose of this guide with the guidelines that follow
is to provide guidance to teachers on how they could adapt the Revised National
Curriculum Statement so all learners who experience barriers to learning can access
the curriculum. Learning programmes, work schedules and lesson plans can be

adapted to cater for the individual needs of learners.

Curriculum adaptations are modifications that relate specifically to instruction or
content of a curriculum. A curricular adaptation is any adjustment or modification to: (i)
learning, teaching and assessment environment, (i) learning, teaching and
assessment techniques, (iii) learning, teaching and assessment support material that
enhances a learner’'s performance or allows at least partial participation in a learning
activity (iv) structure and number of learning programmes and (v) assessment. The
RNCS has several components that are flexible enough to allow for adaptation.

Examples of these flexible features include:

¢ “The outcomes and assessment standards emphasise participatory, learner-
centred and activity-based education. They leave considerable room for creativity
and innovation on the part of teachers in interpreting what and how to teach.”
(DOE, 2002: Overview of Revised National Curriculum Statement, p14.)

e Learning outcomes do not prescribe content or method. Therefore, content and
methodology could be appropriate for a learner’'s needs. (DOE, 2002: Overview of
Revised National Curriculum Statement, p14.)

e Activities can be flexible. (DOE, 2003: Teacher’'s Guide for the development of

Learning Programmes, p.10)



The context can be made relevant to the learners’ needs. (DOE, 2003: Teacher’s
Guide for the development of learning Programmes, p.10)
More time can be provided for assessment and execution of a task. (DOE, 2003:
Teacher’s Guide for the development of Learning Programmes, p.11)
Assessment strategies are flexible. (DOE, 2003: Teacher's Guide for the
development of Learning Programmes, p.1)
The learning programme can be structured to meet the needs of the specific
learners. (DOE, 2003: Teacher's Guide for the development of Learning
Programmes, p.2)
Learners can communicate using SA sign language, Braille, assistive devices or
any other communication method. (DOE, 2003: Teacher's Guide for the
development of Learning Programmes, p1)
Expectations can be adapted to the abilities of the learner within the framework of
high expectations. (DOE, 2002: Overview of Revised National Curriculum
Statement, p12.)
The curriculum emphasizes the principles of social justice, healthy environment,
human rights and inclusivity. (DOE, 2003: Teacher’s Guide for the development of
Learning Programmes, p.5)
Teachers are encouraged to consider any particular barriers to learning and/or
assessment that exist in different Learning Areas and make provision for these
when developing learning programmes. (DOE, 2003: Teacher’'s Guide for the
development of Learning Programmes, p.7)
assessment standards can be broken into finer components. (DOE, 2003:
Teacher’s Guide for the development of Learning Programmes, p.1)
A lesson plan time allocation can range from a single activity up to a term’s
teaching or more time if necessary, depending on the needs of the learner. (DOE,
2003: Teacher’s Guide for the development of Learning Programmes, p.1)
Time allocation and weightings regarding learning outcomes and learning
programmes should vary according to the learner’'s needs. (DOE, 2003: Teacher’'s
Guide for the development of Learning Programmes, p.6)
The number and nature of learning programmes at a special school, special school
as resource centre or full service school can vary depending on the availability of
staff, resources and the needs of learners.
Flexibility in the selection of appropriate assessment standards according to the
individual needs of a learner is possible on the recommendation of the assessment
team in the case of a learner not capable of achieving a GETC.
Work Schedules are not limited to a gradel/year. Differently gifted learners may
require acceleration or slowing down of the process.

9



1.2

The scale and scope [extent] of any curriculum adaptations will only be determined
after a thorough assessment of individual learners. Learning programmes, work
schedules and lesson plans have to be designed on the basis of the needs and
strengths (profile) of the majority of learners at a school or in a phase or grade. Lesson
plans have to provide differentiated learning, teaching and assessment activities to
ensure effective multi-level teaching. However, adaptation of learning, teaching and
assessment activities will be required at lesson plan level for learners in a class who
need specific additional support because of individualised barriers to learning.
Those involved in this process of adaptation must include the teachers, parents, school
based and district based support teams (where they exist). Other relevant

professionals from the community can also be consulted.

An introduction to barriers to learning and development

All barriers to learning and development should be addressed in our classrooms and

schools. Amongst the more frequent causes of barriers are:

e Disability as a barrier

e Language and Communication

e Lack of Parental Recognition and Involvement

e Socio-economic Barriers

e Attitudes

e Inadequate opportunity for programme-to-work linkages (White Paper 6, p.21
and 32 par. 2.2.6.3)

1.2.1 Disability as a barrier

Understanding disability as a barrier to learning and development

Most understandings of disability relate to individual deficit. Therefore, disability has
always been regarded as a barrier to learning. These barriers include:
e Visual barriers
¢ Auditory barriers
e Oral barriers
e Cognitive barriers
e Physical barriers
e Medical barriers
e Psychological barriers
10



Policy implications and guidelines for addressing disability as a barrier

Learners who experience barriers to learning as a result of disability should be
welcomed in ordinary school environments provided that the necessary support is in
place for learners to achieve their full potential. Teams that include parents,
teachers and other relevant professionals should establish the nature and extent of
support needed by the learner. Below are a few examples of how the system could
be modified or changed to meet different kinds of support that individual learners

may require:

¢ Modified access to buildings e.g. ramps, adapted toilets and speaker systems in
where applicable.

e Brailed signage on doorframes, passages and outbuildings.

e Enlarged print.

e Appropriate assistive devices e.g. Braillers, hearing aids, tape recorders, splints,
adapted computers, wheelchairs, walkers, modified tricycles and standing
frames.

e Therapeutic intervention.

e Learner based and learner paced teaching.

1.2.2 Language and communication

What are the common barriers associated with language and

communication?

There are normally three main barriers related to language. Firstly, learners are
often forced to communicate and learn in a language which they do not usually use

at home and are not competent to learn effectively.

Secondly, learners who use South African Sign Language as a language for
teaching and learning and as a (language) subject did not have access to the

language.

Thirdly, learners experience difficulties with communication. Learners who are non-
speaking due to the severity of their disability experience enormous barriers to learning
and development. These barriers arise from the general unavailability of augmentative

and alternative communication (AAC) strategies to enable them to engage in the learning

11



process, and more often than not find themselves totally excluded from learning and
development experiences. AAC systems could consist of alternative communications

systems, supplements to vocal communication and communication through facilitators.

Policy implications and guidelines to address language and communication

barriers

e All learners are to learn their home language and at least one additional official
language which include South African Sign Language. Braille as a code can be

used as a medium of teaching and learning.

e When learners enter a school where the language of learning and teaching is
not their home language, the teachers of all the learning areas/programmes and
the school should provide support and supplementary learning in the language
of learning and teaching until such time that learners are able to learn effectively
through the medium of that particular language. It is the responsibility of each
individual teacher to ensure that the language of learning and teaching does not
become a barrier to learning in such instances. Ideally, parents should be

encouraged to participate in interventions regarding language.

e Learners should receive extra support in the language (“subject’) which is also
the language of learning and teaching. The learner should work towards and be
assessed against the assessment standards of the appropriate language level

(Home Language, First Additional Language or Second Additional Language).

1.2.3 Lack of parental recognition and involvement

Barriers and difficulties which arise as a result of a lack of parental

recognition and involvement

e Parents whose children do not utlise oral communication experience
communication barriers with their children.

o Difficulties around parental support of learners may arise due to a range of
situations e.g. a parent who cannot read Braille would not be able to support a
grade one learner with his or her Braille homework.

e Parents are not always adequately informed of their children’s problems or
progress, and therefore are often deprived of the opportunity to participate in

their children’s development.

12



e Parents who are unable to understand the emotional and/or behavioural
problems of their children may aggravate their barriers

¢ Non-involvement and non-recognition of parents by the system creates a lack of
respect for parents as, informed role players in the assessment and future
development of their children.

e A lack of communication and support around HIV/Aids infected or affected
families creates barriers for learners from such families.

e Some parents abdicate all responsibility for all their children.

Policy implications and guidelines for addressing lack of parental recognition

and involvement

e At school level, partnerships should be established with parents in order to equip
them with skills and knowledge to participate effectively in their children’s
learning and school life.

e Parents should also be fully involved and informed regarding the identification,
screening and assessment and placement of their children.

e Parents should be encouraged to take an active interest in the teaching, learning
and assessment of their children.

e In order to facilitate early intervention for children with disabilities parents may
consult community based clinics and/or other professional practitioners including
teachers to conduct an initial assessment and to plan a suitable course of action
for the learner.

e Schools which use South African Sign Language are encouraged to run
accredited SA Sign Language courses for parents and teachers.

e Braille courses should be run to enable parents to communicate with their
children and assist them with homework, reading and writing in Braille.

o General newsletters can assist in keeping parents informed of developments
and programmes at the school. This is particularly important for boarding
schools where distance separates parents from the school.

e Schools can run information sessions and workshops to enable parents to better
understand their children and their emotional and behavioural problems. Staff
from district based support teams, including psychologists and social workers,
could assist at such workshops.

e Where appropriate, school-based support teams should be strengthened with
expertise from the local community, district-support teams and higher education.

e |t is essential that schools maintain open channels of communication with
families infected and/or affected by HIV/Aids, and render support to parents and

13



learners wherever possible. This could be facilitated by openly displaying a clear
HIV/Aids policy for the school. Shared HIV and Aids status could also help

destigmatise the disease

1.2.4 Socio-economic barriers

Barriers created as a result of socio-economic factors

e Poor reading and print background (learners have not had pre-school exposure
to literacy and print in general). Parents of such learners have often had limited
education opportunities.

e Lack of exposure to numerical concepts.

e Sensory deprivation, resulting from a lack of opportunities during early childhood
to explore the environment and wider world.

e Poor oral language development as a result of a lack of communication,
interaction and learning opportunities.

e Poor self-image.

e Latch key children often experience social isolation and developmental
deprivation.

¢ Impact of alcoholism and violence.

e Dysfunctional and anti-social behaviour patterns e.g. minor stealing and lying.

e Depression and hopelessness in both adults and learners.

e Substance abuse by learners, most commonly dagga and thinners.

e Teenage pregnancy.

e Learner headed households and poor homes require additional responsibilities
from learners.

e Mobility of families creates lack of continuity in learning as a result of school
hopping.

e Learners move from nuclear family to extended family.

e Late enrolment at school.

e Learners with offending behaviour including theft, housebreaking, assault and

sexual misconduct.

How do we overcome the socio-economic barriers?

This is not a welfarist approach to poverty but rather a serious concern about the

pedagogical implications of poverty.
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e Teachers need to be sympathetic towards learners by creating a welcoming and
supporting environment.

e Experiences that involve stimulation, enrichment and play must be created to
compensate for the previous deprivation regarding reading, mathematics, spatial
development and sensory experiences. These could often be enrichment
programmes that involve first hand experiences (actual experience), play with
concrete objects and reading to learners so they understand that print is
meaningful.

e At social level, an environment should be created that is comforting, that listens
to the voice of learners, that is able to detect distress and depression.
Appropriate referral to professionals should be made for formal assessment of
depression.

e The school needs to reach out to poor communities, and should be a secure
haven for learners.

e School nutrition programmes should act as incentives for poor and hungry
learners to attend school.

e Schools should establish meaningful relationships with the courts, police,
relevant NGO’s [e.g. child welfare and SANCA] and the Department of Social
Services. Joint procedures to discourage any form of abuse should be
developed. When learners become the perpetrators of abuse and crime the
above contacts are essential.

o Where district based support teams have been established they should be
called upon to assist in matters of abuse and other learn