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1 INTRODUCTION

Projects Abroad Human Rights Office (‘hereinafter referred to as “PAHRO”) is registered in South Africa as a Section 21 Non-Profit-Organisation (NPO), under registration Number 2007/012740/08. PAHRO was established in 2008 to address the injustices experienced by the marginalized, vulnerable and oppressed people on a daily basis. 

It acknowledges the concerns expressed by the victims, the communities and civil society organisations over gross human rights violations in South Africa and around the world. The Human Rights Office further recognises the necessity for re-building peaceful societies and communities respectful of human rights values, justice and human dignity; and the need to promote and protect the human rights of all living in South Africa.
Therefore, PAHRO’s mission is:

· To raise public awareness of human rights issues in South Africa and worldwide. 
· To inform South African society on the legislation and human rights abuses. 
· To monitor the rule of law and human rights in South Africa. 
· To influence and support policy makers and implementation institutions about       
human rights issues. 
· To actively take part in the global debate around international human rights and 
justice issues.
At present, PAHRO has two departments, namely: Legal Services and Social Justice. These two departments, though different in its nature, operate interchangeably, serving the communities, through consultations; educational training, advocacy and interventions.

PAHRO welcomes the opportunity presented by the Portfolio Committee on Basic Education, to illuminate the challenges prevalent in the education arena of South Africa. The importance of civil society in a participatory democracy such as ours cannot be over-emphasised and the opportunity granted by the Portfolio Committee is to be commended and surely expresses the dire need for the voices of the people to be heard. We write this submission on behalf of the principals, educators and parents of schools in historically disadvantaged areas.
PAHRO values the right of all children to access quality education as a basic human right, as specified in terms of various international; regional and domestic legal instruments, inter alia, Article 11 of The African Charter on the Rights and Welfare of the Child. 

Article 1 of the World Declaration on Education for All (1990) states that: “Every person – child, youth and adult – shall benefit from educational opportunities designed to meet their basic learning needs. These needs comprise both essential learning tools (such as literacy, oral expression, numeracy, and problem solving) and the basic learning content (such as knowledge, skills, values, and attitudes) required by human beings to be able to survive, to develop their full capacities, to live and work in dignity, to participate fully in development, to improve the quality of their lives, to make informed decisions, and to continue learning.  The scope of basic learning needs and how they should be met varies with individual countries and cultures, and inevitably, changed with the passage of time.” The afore-mentioned Article accentuates the hybrid and interdependent nature of the right to education which informs other rights. It is true that the quality of one’s education affects one’s social standing and subsequent exercise of other rights. 
The second United Nations Millennium Development Goal is to achieve Universal Primary Education by 2015. Target 1: Eliminate gender disparity in primary and secondary education, preferably by 2005, and in all levels of education no later than 2015. This is to insure that, by 2015, children everywhere, boys and girls alike, will be able to complete a full course of primary schooling. (See United Nations Millennium Development Goals; available online at  <http://www.un.org/millenniumgoals/education.shtml>)
“The quality of education is as important as enrolment. Achieving universal primary education means more than full enrolment. It also encompasses quality education, meaning that all children who attend school regularly learn basic literacy and numeracy skills and complete primary school on time. In sub-Saharan Africa, for instance, substantially more children of secondary school age attend primary rather than secondary school. Progress is being made, however.

Ensuring that all primary school students complete their education in a timely manner will not only benefit the individual students; it will also reduce the number of over-age children in the primary education system. This, in turn, will free resources for future primary school enrolees and reduce the challenge of achieving the goal.” (See the Millennium Development Goals Report 2008) 

General Comment no.12 of the International Committee on Economic, Social and Cultural Rights (ICESCR) listed the following four features which an education system should intrinsically have. This, then, can be used as a yardstick to determine how and where the South Africa education system falls short in terms of availability (i.e. school’s infrastructure), accessibility (i.e. non-discrimination; physical and economic accessibility), acceptability (i.e. quality of the curricula and teaching) and adaptability (i.e. cultural relativity which calls for flexibility and not a ‘one size-fits-all’ approach.) 
Availability - 
Accessibility – 
Acceptability – 
Adaptability – 


The Constitution of the Republic of South Africa, Act 108/96 states that “every child has the right to basic education under section 29 of the said Act. Much emphasis is placed upon correcting past injustices and inequalities, since education was used as a means of crippling the previously disadvantaged communities. Complimentary to this right, Section 28 which states that “the best interests of the child should be considered in all matters concerning the child”, is critical especially in the context of education. In fact, an education system that is not of ‘quality’ does not comply with the above-mentioned constitutional provision.

South African Schools Act 84/1996 states the following which causes doubt as to whether these provisions promote equality among schools in wealthy communities and those in poor areas.
Section 36: A governing body of a public school must take all reasonable measures within its means to supplement the resources supplied by the State in order to improve the quality of education provided by the school to all learners at the school.

Section 39 (1): Subject to this Act, school fees may be determined and charged at a public school only if a resolution to do so has been adopted by a majority of parents attending the meeting referred to in section 38(2).

Section 40 (1) : A parent is liable to pay the school fees determined in terms of section 39 unless or to the extent that he or she has been exempted from payment in terms of this Act.

We wish to guarantee that schools in those areas are not discriminated against by having their concerns go unheard because they lack the resources and time to write their own submission. These issues are addressed in the spirit of participatory democracy; thereby encouraging participation by citizens in public affairs which affect the nation as a whole;

We interviewed principals and teachers from a range of primary and secondary schools in some of the most disadvantaged areas in Cape Town. In reality, the disparity is still rife in light of our observations at schools, thus perpetuating a sense of hopelessness from one generation to the next. It appears as though the divide between the ‘haves and the have-nots’ has brought about a futile situation which goes way beyond the classroom but seeps through to the household and consequently, into society. In essence, education and the socio-economic status quo are inseparable.
2
EXECUTIVE SUMMARY OF FINDINGS

With this submission, the Projects Abroad Human Rights Office (PAHRO) aims to address the critical challenges in education reform on behalf of the people closest to these issues: that is, the educators and principals of South Africa. In order to give these educators a voice, the PAHRO interviewed educators and principals in eight schools in the Cape Town area, including those working in some of the Western Cape’s most disadvantaged communities. Educators must be involved in any discussion of education reform as they are the most familiar with the current school environment and are responsible for the implementation of education policy in the classroom. Moreover, educators working in the poorest communities are likely to be among the most overworked and underfunded, and yet are very unlikely to have a voice in the discussion of education policy. 
Teachers repeatedly identified the following as key issues in education that must be addressed:

· Lack of funding and resources;
· Learners’ backgrounds (in particular, issues relating to poverty, crime, and family life);
· Lack of opportunities for learners who are not academically inclined;
· Challenges with the implementation of OBE in South African classrooms;
· Lack of qualified teachers;
· Lack of teacher support;
· Forced promotion of failing learners;
· Communication issues and strained relationships between educators and the provincial and national education departments.

In addressing these and other challenges facing the education system, the PAHRO stands in qualified agreement with several of the proposals outlined by President Zuma’s State of the Nation address of February 11th, 2010, but strongly encourages the Government to heed the educators’ following recommendations in forthcoming education reform:

· Include educators in the decision-making process and consult them on issues of importance in the education system going forward;
· Improve the working relationship and communication between different tiers of the education system;
· Revise the OBE system with a focus on its practical implementation in the unique conditions of South Africa;
· Provide educators with better professional development;
· Address funding and resource problems in schools;
· Directly address the need for more educators and other staff;
· Revise education policies to focus more on the quality of the pass, rather than the pass rate; 

· Revise the structure of the education system to make provision for learners who are not academically-inclined;
· Reintroduce physical education and creative subjects into the curriculum, and provide schools with the human and material resources to support this change;
· Develop initiatives to support learners from disadvantaged backgrounds;
· Introduce an independent schools inspectorate with a focus on providing individual support and advice for each school;
· Increase the value of school governing bodies.

The PAHRO strongly believes that implementing the above-mentioned recommendations will enable learners to have access to quality education, which Honourable Premier of Mpumalanga, DD Mabuza rightly considers to be “the critical measure of progress, growth and prosperity for any nation that seeks to change the quality of life of its people for the better.”
Mr. Theodore Kamwimbi                                                                                 Adv. Johnlyn Tromp 
Human Rights Project Manager                                                Legal Services Project Coordinator

3
ISSUES

3.1
Problems arising in the education system generally
3.1.1 Lack of funding and resources

A persistent
 concern raised by principals and educators in all schools is a lack of funding and resources.  Schools are aware that funds are limited and are used to operating with less than they would like, but it many cases they are so acutely underfunded that their ability to function as a school is critically impaired.  The intensity of this need despite the fact that South Africa spends approximately 20% of its GDP on education indicates that the school funding model needs to be revisited immediately.
In general schools do not necessarily believe that more funding needs to be spent, but rather that it should be spent more efficiently and effectively. Schools attribute many problems with funding and resource allocation to the fact that those who manage the education system do not have up-to-date practical knowledge and experience of the education system and the situation in schools.  As a result, these officials do not effectively harness what is available and funding is not allocated where it  is most needed
.

Funding
Schools cite the following problems with the funding system:

· Schools in highly disadvantaged areas believe they should be on the no-fee school list in       terms of the Education Laws Amendment Act 1 / 2004 which specifically mentions ‘fee-free schools’, but they are not.  
· Schools added to the no-fee list can suffer a significant drop in their level of funding.  When one school became a no-fee school several years ago, its funding decreased from ZAR250 per learner to ZAR150 per learner per annum.  Instead of increasing with inflation, this rate has dropped further to only ZAR130 per learner per annum.  At this rate the school’s funds are depleted by July each year.  They have overdrafts and are unable to pay for basic services required for the school to function.  In these circumstances the overall quality of the school drops.  The school struggles to maintain its current level of performance and has absolutely no capacity for development or improvement.

· Some schools with great financial need are in the same quintile for funding purposes as schools which are far wealthier and better resourced.  These schools do not know what criteria have been used to determine their quintile and level of funding.

· There is a perception among schools that the better a school performs, the less funding it receives.  As a result, there is a financial disincentive for schools to be financially efficient and work hard to increase the quality of their teaching.  Schools feel that they are effectively punished for successfully raising funds, efficiently using the resources available to them and having educators who put in extra effort with their students.  

· Many schools cannot afford to maintain the few facilities that they already have, let alone expand and improve.  For example, schools report that when science labs fall out of repair they are often converted into classrooms because they lack the resources to put them back in working order.   
Material resources

Schools are also very concerned about the limited material resources at their disposal. 
Classroom and furniture shortages
Some schools face problems with space restrictions because the physical size of the school has not increased to keep pace with the growing student body.  Schools report that they physically have no more space for learners but their numbers continue to increase each year.  Learners barely fit inside the classrooms and it is not possible to arrange the classrooms in an appropriate way for OBE-style teaching.  Schools suffer from a lack of basic furniture but more chairs can take up to two years to arrive.
 

Lack of vital resources

Schools report that a shortage of vital resources limits the quality of the education they provide.  In particular, the lack of libraries, well-equipped science labs and technology impairs educators’ ability to teach their subjects properly.  These deficiencies are particularly problematic in the research-based OBE system and given the growing importance of computer literacy in the job market
Subject-specific resource shortages are also a problem.  Many schools lack the resources to offer subjects outside the core academic curriculum.  Further, many educators argue that the lack of resources and facilities for subjects such as physical education, music and the arts  affects learning in other areas.  Those creative and physical subjects tend to break up the day for learners so that they are refreshed and more focused when they return to the academic classroom.  

PAHRO is most concerned to note that some schools are considering phasing out subjects such as science due to a lack of physical and human resources. 


Human Resources

Many educators point to a deficit in human capital as one of the most important factors affecting the quality of education.

Teacher shortages

Every school we reviewed suffers from teacher shortages.  Schools complain that changes they make are not accompanied by recognition of the need for more teachers.  In theory, schools should be allocated additional teachers when their number of learners increase (‘growth posts’) and when they introduce new subjects (‘curriculum posts’).  In reality this human support is not provided.  Requests from schools which qualify for additional teachers often go unanswered or are turned down for ‘flimsy reasons’ which schools do not understand.  When new teachers are allocated to schools they can take several years to arrive.

Across all schools teacher shortages are most acute in the areas of mathematics, science and technology.  


The problems arising from these teacher shortages are as follows:

· Classes are overcrowded.  Schools need to join several classes together to be taught by one educator, which results in class sizes of up to seventy learners.  In classes this size, OBE is impossible to implement (see further section insert below).

· Educators are teaching more classes each week.  As a result they have less time to prepare for each class and less energy and motivation within those classes.  This situation affects their quality of teaching because educators are less able to monitor the individual progress of their students.  Educators are overworked and exhausted which further damages the quality of their teaching. 

· Certain subjects are taught for fewer hours each week so that one educator has time to teach more learners.

· Principals must teach classes, sometimes even full time.  The fact that a principal must run the school as well as teach in it can affect the quality of the general administration of the school if principals do not have enough time to perform their other functions.
· Educators must teach subjects for which they are unqualified because there is no qualified educator available to take the classes.  This situation creates an additional burden and stress for teachers and greatly damages the quality of the education received by learners.  In these circumstances it is highly unfair to blame teachers for their lack of knowledge and experience of their subject.  

· Some schools consider phasing out subjects such as science altogether because they have no qualified science teachers
Lack of specialist staff for learners with additional needs
Schools desperately and urgently need psychologists and school counselors.  Many schools have no school counselor and share one psychologist with up to thirty other schools.  Learners from disadvantaged backgrounds often have the greatest need for these workers but the least access to them.  

Schools are also suffering from a critical lack of qualified ELSEN educators to accommodate those with learning difficulties. Some schools have no ELSEN educators at all, or only one to serve an entire school.  These educators must accommodate a large number of learners at different levels across the school.
The problems arising from a lack of specialist support staff are as follows:

· Learners in need of counseling and psychological support tend to be less motivated, less able to concentrate and more likely to misbehave and disturb the class.  As a result their ability to learn effectively is compromised and an additional burden is placed on teachers who need to manage a more disrupted class. 

· Learners with learning difficulties are not provided with the attention they require to progress academically. 

· Ordinary educators need to take on the role of psychologists and ELSEN specialists in addition to their normal role as teachers.  This additional strain can increase stress and exhaustion among educators who are already over-worked. 

3.1.2
Background of learners

The personal and socio-economic backgrounds of learners have a significant influence over their ability to succeed academically.  Schools report that external factors militate against many learners being able to achieve, and pose considerable obstacles to their ability to teach. 

The external factors militating against academic success by some learners include the following:

· Prevalence of ‘gangsterism’ and substance abuse.

· Problems arising from poverty including:

· Learners going to school hungry

· Learners suffering from a lack of housing, or living in overcrowded informal and low cost housing. 
· Lack of internet at home and access to libraries, museums, etc.
· The relatively large numbers of learners with special needs due to conditions such as Fetal Alcohol Syndrome (FAS).
· Exposure to violence, crime, drugs, and alcohol in their home environment.

· Lack of educated parents or role models to encourage learners academically.

· Problems of teenage pregnancies and HIV/AIDS scares.

· The problem of ‘skollies’ attacking students on their way to and from school.  Learners struggle to learn when they can see gangs of robbers surrounding the school waiting for them to leave.
The effect of these factors is that learners are less motivated to learn, less able to concentrate in class, cannot study in their home environments and do not have role models to encourage them to commit to their education. 

Learners’ backgrounds also affect the quality of their education, because the economic situation of their families determines what opportunities they have for learning outside of school and how much additional funding their schools receive.   

3.1.3
Forced promotions of learners 

Schools are concerned that the National and Western Cape Education Departments pay more attention to the number of learners passing than the quality of the pass and the actual ability of the learner.  The primary goal of their policies is to keep learners with their age-cohorts, rather than to maintain appropriate standards of achievement for each grade.  

Many schools attribute low pass rates in Matric to these policies, because problems which arise throughout a learner’s education are not addressed at an earlier stage due to the decision by the WCED to promote rather than repeat the learner.  These problems build up over the course of the learner’s schooling to create fundamental difficulties in the final year. 

Schools face strong resistance from WCED representatives to their informed decisions that a learner should repeat a grade.  Educators must ‘fight’ the WCED to have their professional opinions on the matter considered, and even then their recommendations are often overruled despite fierce and prolonged efforts to hold a learner back.  Only one school reported that its decisions were generally respected by the WCED as long as the principal was assertive enough.

The WCED representatives base their decision to promote a learner purely on a list of names, without meeting the learner or otherwise considering their level of ability.  Decisions may also be based on the extent to which the family of the learner is prepared to challenge the decision to repeat.  The ability of the learner is not a dominant factor.

There is a perception in some schools that the WCED pays less attention to the recommendations of schools in their area than it does to schools in more privileged areas.  PAHRO cannot confirm whether or not this perception is justified.

In practice, the policy that learners should be kept with their age cohorts allows gaps to form in a learner’s education which are not addressed and weaken the foundation of the learner’s education for subsequent grades.  Further, when learners are forced ahead teachers must cater for a larger range of ability levels within the one classroom, which means that learners at the top and bottom of the class do not get the attention they need and the average learners tend to get forgotten.  

3.1.4
Lack of opportunity for learners who are not academically inclined

The current education system does not give due regard to the fact that not all learners are academically inclined.  Many educators consider the system too theoretical and believe that it does not make provision for learners whose strengths lie in practical and vocational fields.

Learners who are not academically inclined are not given the opportunity to learn to their strengths and their education does not nurture their particular talents.  As a result, these students tend to remain at the bottom of their class at a low standard.  These conditions foster low morale and motivation, which in turn lead to problems with classroom management, discipline and absenteeism.  These learners are often more disruptive and require greater attention from teachers, which detracts from the quality of the education received by other learners in the class.

A further concern is that these learners leave school unprepared for employment in a trade or industry because they lack skills and experience.  Many schools do not have the financial and human resources to offer a range of practical and industry-based courses.  Those schools which do offer such classes often lack the technical knowledge, teachers and materials to provide learners with more than a taste of the subject.  They are unable to provide real vocational training and marketable skills.  This type of training is only available to learners once they have left school if they can afford a place at a Further Education and Training college.  This is not an option for many learners in disadvantaged areas.

The result of this situation is that many learners who are not intellectually gifted receive an education in which their needs are neglected and graduate without the capacity for tertiary education or the qualifications for employment.  

3.2
Specific problems with the OBE system and its practical implementation

3.2.1
Overview

Schools recognise the benefits of OBE in theory, but believe that it has been an overall failure in practice.  OBE is considered an educational approach borrowed from more developed countries overseas and applied here without taking into account the social and economic conditions unique to South Africa.

In its current form, OBE is ill-suited to the circumstances in many schools.  The practical implementation of this system continues to critically impair the quality of teaching and standards of achievement in learners.  

Most noted among these problems are:

· the individualisation of curriculum content and standards of assessment

· instability and uncertainty in the implementation of OBE  

· the effect of the background of learners on OBE teaching

· insufficient and inadequate teacher training
· the overwhelming administrative workload of educators
· unrealistic time frames to teach content
· class sizes, and 
· problems arising from ‘inclusive learning’
The OBE system needs to be discarded or revised to address these issues.

3.2.2
Individualisation of curriculum content and standards of assessment

OBE educators teach to broad ‘outcomes’ instead of a fixed curriculum.  There are no clearly defined, universally applied standards of assessment, instead schools assess these outcomes according to a general coding system which is adapted to suit their curriculum.

In this way, OBE allows schools to create a curriculum tailored to the particular interests and abilities of their learners.  In a country such as South Africa where learners come from a diverse range of backgrounds and cultures, the ability to design a curriculum which is most relevant to learners at a specific school is undoubtedly an advantage in theory.

However in practice this individualised approach to the curriculum and assessments creates two main problems: 

· a lack of standardisation of knowledge and assessment standards which undermine the overall quality of the education system; and 

· an individualised approach which reflects and reinforces existing inequalities between schools.

Lack of standardisation of knowledge and assessment standards

According to most schools, the outcomes and coding system are expressed in vague and ambiguous terms, so each school interprets and implements them differently.  As a result, there is no standardization of knowledge or pass standards.  Learners do not move forward at a consistent rate across the province or country, and it is difficult to assess the relative standards in schools. 

For the most part, these differences are not addressed at a provincial or national level because the level of government oversight of assessment standards in schools is inadequate or non-existent. Only one interviewed principal expressed satisfaction with the effectiveness of the Government’s monitoring of assessment standards.

For the most part, these differences are not addressed at a provincial or national level because the level of government oversight of assessment standards in schools is inadequate or non-existent. Only one school believes that the Government effectively monitors standards in schools.

Further, the systemic testing at the end of each phase is not an accurate means of assessing the standards in different schools.  These exams are entirely in English, too long for young learners and only take place at the end of each phase.  Educators never see the tests so they cannot assess how well they prepared their learners and how they could improve.  
Problems resulting from a lack of standardisation among schools include:

· There is no universal minimum standard of achievement required to complete each grade (other than Matric), which lowers the overall quality of education.

· Learners cannot accurately assess their level of ability in relation to other learners in their age cohorts.

· Difficulties arise when a learner changes school because a learner at a Code 4 standard according to one school may only be at a Code 2 standard at another.

· Governments cannot effectively audit the schooling system and assess which schools and areas require further resources and attention.
Reinforcement of existing inequalities

In the OBE system, educators become resource developers and curriculum designers.  In theory they can generate their own materials to make classes more interesting, modern and relevant for learners.

However in practice this system reinforces pre-existing inequalities between schools.  The quality of the textbooks used is limited by the financial capacity of the school, and the overall quality of the resources and curriculum developed is determined by the amount of available time and relevant training that educators have. 

Many educators complain that they do not have time to properly review all available resources and were never provided with the practical skills to be a resource developer.  Some educators asked for assistance and advice at the workshop where the textbooks were presented to them and were simply advised to ‘follow their own professional judgment’.  

3.2.2 Instability and uncertainty in the implementation of OBE  

One of the most serious problems for all schools is that the overall implementation of the OBE system has been fraught with instability and uncertainty, which has a significant impact on the quality of education.

Features of OBE such as the curriculum framework, guidelines and the coding system are constantly changing, and schools are not provided with sufficient or accurate information about the nature and time frames for implementation of the new policies.  These changes are made without consultation with schools, which gives educators a sense that the already unsteady ground of OBE is constantly shifting beneath them as they struggle to keep up.

(See further section 3.3.2)
This instability affects the quality of teaching because educators cannot adequately prepare classes and assessments for the year while they are still waiting to hear if the system will change.  Educators do not have the opportunity to learn from their previous experiences and improve their performance, and there is a general sense of uncertainty and instability in the education system as a whole.

Schools are not only concerned about the frequency of changes, but also the way in which they are introduced.  Decisions to implement changes are often revoked or postponed.  Schools are particularly frustrated with the way the new coding system is being implemented, with complaints that it has been announced and postponed several times.

Some schools take steps to implement new policies as soon as they are announced, including issuing circulars to and organizing meetings with parents and preparing lesson plans and materials accordingly.  These preparations take up time and resources which are in very short supply.  When the new policies are later revoked or postponed those resources go to waste and the school looks unprofessional and incompetent.  Other schools do not have the financial and human resources to implement changes which may later be revoked, so they wait until the new policy is enforced before they prepare for it.  As a result, they are unprepared and at a disadvantage from the beginning.

These problems are exacerbated by a breakdown in communication between the various levels of the education system, with schools reporting that they rely on public press releases, media reports and general rumour to inform their decisions about what changes to expect.  Some schools are under the impression that the curriculum and coding system for 2010 could still change even though the academic year has already started.  They have been unable to receive a definitive response from the WCED about this issue.

(See further section 3.3.1.)

3.2.4
Effect of the background of learners on OBE teaching
OBE is a learner-based system of education which expects learners to play an active role in determining the content and speed of their own learning.  All schools recognise the potential benefits of OBE for learners who come from more privileged and educated backgrounds and have access to the resources and stimuli necessary to develop the skills to succeed in OBE.

Unfortunately, many learners lack these skills and are ill equipped to succeed in an OBE system due to their home environments and living conditions.  These learners come from low socio-economic backgrounds and live in informal settlements or low-cost housing with parents who are poorly educated and often unemployed.  Learners lack access to stimuli such as libraries, academic conversations and news reports.  Parents are less likely to be able to provide the type of guidance and attention required to stimulate their learning in OBE.  Learners cannot do the individual research required to develop their knowledge and inspire their learning at home.  

In these conditions OBE becomes an ineffective learning tool.  Teachers describe expecting learners to find the answers themselves as expecting them to pick the answer out of the air. Schools report that when learners are given the role of directing their own learning entire periods are wasted, the learners fall quiet and the curriculum is not learned.  Educators have to do the research for the learner, which undermines the effectiveness of an OBE education. 

In response to these difficulties many educators have reverted back to the traditional method of delivering a syllabus to learners.  In most schools educators are implementing a hybrid approach to teaching which combines elements of the OBE system with the old system.  

3.2.5
Insufficient and inadequate teacher training

Schools complain that the OBE training provided to educators since the system was introduced has been insufficient and inadequate for the following reasons:

· Too brief and superficial: 

The initial five-day OBE training workshop was too short and provided only a brief overview of the basics.  It was not sufficient to re-train educators in a system which is philosophically and practically very different from the system in which they were originally trained.  Ongoing one-day OBE workshops are not sufficient to remedy these initial shortcomings.

· OBE trainers not properly equipped to teach the OBE system:
Schools complain that the training provided by the OBE trainers is not of a high quality because the trainers:

· do not come from an OBE background and are not sufficiently familiar with the system to teach it properly;

· are unaware of the practical reality of the teaching environment in schools and offer advice which cannot be implemented; and

· are not professional trainers and at times lack the skills to clearly and effectively deliver the information to the educators. 

· Neglected practical implementation and skills:
OBE training is too theoretical and neglects OBE methodology and its practical implementation.  Schools complain that theoretical OBE training is of limited use without being shown the skills to implement it in practice.  For example, educators have not been taught how to deliver content, prepare classes, or to develop a curriculum and resources.

· Out of touch with the reality of circumstances in schools
In many ways the training provided is unsuitable for application in schools because it is ill-adapted to the reality of the circumstances and teaching environments in those schools.  Some educators feel that the training they receive cannot be applied to their particular teaching environment.  For example, training does not take into account the fact that OBE is taught in classes of up to seventy learners or that many learners cannot direct their own learning.

· No ongoing system to monitor and review progress in schools
Schools criticise the lack of a formal structure to monitor, review and provide feedback on the implementation of OBE in individual schools.  Educators have called for a more demonstrative and inter-active relationship with OBE trainers so that they can receive specific instruction on how to improve their OBE teaching.

The lack of adequate OBE training affects the quality of teaching in the following ways:

· Educators lack practical skills for resource development, effective delivery of the curriculum and classroom management which leads to ineffective teaching, wasted periods, loss of learner morale and enthusiasm, and deteriorating discipline.

· Educators do not properly understand their new role in the classroom.  As a result, some educators revert back to their traditional role as the head of the classroom and become defensive when challenged rather than facilitating learner-dominated learning.

· Educators lack the skills to effectively monitor and assess the progress of individual students in large OBE classrooms. 

(See further section 3.2.8)

3.2.5 The overwhelming administrative workload of educators
Educators are unanimous in the complaint that the OBE system creates an overwhelming administrative burden which seriously impairs their ability to teach effectively.  According to educators, the level of paperwork generated in OBE by the need to have every aspect of their teaching recorded in writing, uses up too much time which they do not have to spare.  Educators spend too much time preparing paperwork instead of actually teaching.

This problem is particularly acute in overcrowded classes where teachers are drowning in the amount of paperwork required for each class.  Also, due to teacher and resource shortages, administrative time is considered a luxury in many schools and few educators have sufficient time to complete their work.

At certain times of the year, particularly around assessment periods, the administrative burden on teachers becomes so great that they are physically unable to meet the administrative demands of the OBE system.  Many educators cut corners, compromise the quality of their work and fail to satisfy their administrative OBE requirements.

Most critically, PAHRO observes that this environment poses a serious threat to the psychological well-being of teachers, and greatly increases the rates of anxiety, burnout and absenteeism among teachers.  Schools report that educators are forced to take leave more often and be replaced by substitute teachers, which disrupts classroom dynamics.

3.2.7
Unrealistic time frames to teach content

A recurring complaint among schools is that the National and Western Cape Education Departments are unaware of the time it takes to teach in OBE and set unrealistic time frames for content delivery.  Educators protest that the curriculum cannot be taught within the given time frames.  Educators struggle to complete the entire syllabus by the end of the each year, at which time the quality of the teaching is critically compromised as educators are forced to rush through the remaining course work to get through it.

Schools also complain that the Government is unaware of how much time it takes to complete assessments and group work within the OBE system.  This problem is exacerbated by other difficulties implementing OBE which inhibit the progress of learners.

3.2.8
Class sizes

Due to teacher and classroom shortages, class sizes in the schools we reviewed range from approximately forty to seventy learners per class.  The quality of teaching in classes of this magnitude is severely compromised in any system.  

The nature of OBE makes it particularly difficult to implement in such large classes because it is based on student-centered cooperative learning.  This method of teaching makes overcrowded classes problematic for two reasons:  

· Teachers are less able to monitor the progress of individual learners:  

The increased use of ‘cooperative learning’ or group work means that weaker learners can rely on the strengths of others in the group to carry them through the group tasks.  The fact that a student is struggling may not be realised until individual assessments at the end of the year, at which point the student will usually nevertheless continue on to the next grade because their group-work mark will carry them forward.  In large classes teachers cannot sufficiently monitor the dynamic within each group to determine which students are leading the group and which are being carried through by their peers.

· Classroom management is more difficult and discipline is harder to enforce: 

The nature of an OBE classroom and group work is such that learners are harder to control.  Whereas with the traditional method of teaching it is easier to note who is not paying attention to the teacher, when learners are sitting and working in groups it is more difficult to monitor behaviour and enforce discipline.

3.2.9
Problems arising from ‘inclusive learning’

According to the philosophy of ‘inclusive learning’ in OBE, all learners should be treated the same.  In practice, however, this fails to give sufficient attention to differences in ability levels among learners and undermines the quality of the education received by all.

Schools complain that with the introduction of the new system their separate remedial classes were dissolved and learners with learning difficulties and mental handicaps joined their more academically advanced counterparts.  

However, ordinary teachers do not have the training, time or resources to properly assist these learners in the context of a normal classroom, especially in an overcrowded OBE classroom.

The quality of the education provided to average and gifted learners is also compromised because educators must spread their attention more thinly across a wider range of abilities and tend to focus on learners with the greatest need.  

A further concern is that there are very few public schools specifically for those with learning difficulties.  The procedures to get on their waiting lists can be long and involve expenses such as independent psychological assessments.

These serious problems are exacerbated by the fact that classes are overcrowded, teachers are overworked and lack professional support, and most schools lack resources such as school counselors and specialist teachers for students with learning difficulties.  In these conditions it is impossible for teachers to adequately attend to the needs of all learners.

3.3
Other issues in education

3.3.1
Lack of a cooperative relationship between the Government and schools
PAHRO is troubled by the apparent lack of a functioning, cooperative relationship between the National and Western Cape Education Departments on one side and individual schools and educators on the other.  Educators report that they often feel that they are in opposition to the education departments rather than working together towards a common goal.  

The main reasons for the discord in this relationship appear to be:

· a perceived lack of respect by government representatives for the experience of teachers

· a loss of faith in the government among schools, and

· a breakdown in the chains of communication between the various tiers of the education system.

These problems have a serious impact on the ability of Education Departments to perform their functions and the capacity of schools to offer a high quality of education in accordance with government guidelines. 

Lack of respect for the experience of educators

The most resounding and unanimous grievance among principals and educators is that they do not have a voice in the decision-making processes of the National and Western Cape Education Departments.  Educators complain that these Education Departments do not respect their experience or consult with them on policy decisions.  As a result, the Government is out of touch with the reality of the situation in schools and forms ineffective and unsuitable education policies. 
This lack of respect for teachers is also manifested in the way that WCED representatives override the professional decisions of educators on important matters and do not give due regard to the value of their opinions.  This practice is most commonly noted with decisions to promote or repeat a learner.

(See further section 3.1.3)

Educators want to implement systems and policies which they have agreed to with the Education Departments.  They strongly object to being shut of the decision making process and then blamed when the system fails.  
Loss of faith in the Government

Some schools perceive government officials to be disinterested and unwilling to provide assistance to schools.  They also report that the National and Western Cape Education Departments take a ‘head-in-the-sand attitude’ to the problems on the ground in schools. For example, when educators at one school requested a demonstration of OBE technique, their request was dismissed by WCED representatives who claimed they were ‘not allowed to go into classrooms’ and could not help.

Schools also report that representatives from the WCED defer responsibility up the chain rather than taking action themselves, which discourages schools from getting involved and trying to make improvements in the education system. 

Further, there is a perception in schools that the National Government itself did not know how to implement OBE when it was introduced, and continues to be unsure as to what it wants schools to do.  Some educators have the impression that the National Government is learning from the mistakes of schools as they make them, and then blaming them when the system does not work.  

Breakdown in the chains of communication

There appears to be breakdown of communication between the National and Provincial Governments and schools.  Schools are relying on public media sources, rumour and speculation for the answers to questions about curriculum content and changes to the education system.  

Schools often do not know where to get information from, and complain that their attempts to contact the Education Departments either go unanswered, or they experience long delays before receiving inadequate responses.  When information is passed down to schools it is often unclear and contradictory.

3.3.2
Instability and inconsistency in decision-making

Schools report a lack of stability and consistency in government decision-making and complain that individual members of the National and Western Cape Education Departments form policies based on their personal ideas about how the education system should be run.  As a result, these Education Departments function more like a collectivity of individual decision-makers, than as a consistent and unified whole.

This situation creates the following problems:

· Each new appointment in the Departments of Education brings a change in policy which creates instability within schools and affects their ability to function properly.

· Individual decision-makers lack practical experience and knowledge of the situation in schools, so form policies which are unsuitable and inappropriate for the environments in which they are to be implemented.  

· Schools are given inconsistent instructions from different individuals within the same Department.  For example, schools report that subject advisors for English from the WCED issue instructions about mathematics, despite their lack of knowledge of that area and the fact that they contradict the instructions previously given by the subject advisor for mathematics.

3.3.3
School Governing Bodies

Schools believe that School Governing Bodies are extremely important and can be useful for supporting the school financially, providing ideas and ensuring higher standards of accountability and democracy within the school.

However, School Governing Bodies can only perform these functions effectively when their members are well-educated, employed and possess strong governance skills.  At many schools in low socio-economic areas the parents who make up these bodies lack the knowledge, skills and confidence to offer real assistance.  The three hour training session offered to parents by District Offices are insufficient to overcome these problems.

At some schools the principals themselves train the School Governing Body.  This training creates an unhelpful dynamic whereby principals are considered ‘super-members’ of the body.  Since educators generally have higher levels of education and experience with school administration they also automatically and unintentionally assume positions of authority.  Under these circumstances School Governing Bodies tend to defer to principals and educators on important issues, so that the school leads its governing body rather than the other way around.  Governing bodies of this kind are unable to effectively perform their given tasks such as raising funds, vetting the budget, approving teacher appointments and overseeing disciplinary hearings.

4 RECOMMENDATIONS

4.1
Proposals in the State of the Nation Address (11 February 2010)

PAHRO supports the following proposals announced by President Zuma in his State of the Nation address:

· Assistance to teachers by providing daily lesson plans.
· Providing students with easy-to-use workbooks in all 11 official languages.
· Mandatory, independently monitored literacy and numeracy tests for all grade 3, 6, and 9 learners with an aim to improve pass rates.
· Increasing the numbers of qualified teachers in science and mathematics.
· Investment in further education and training facilities to enhance skills and job prospects for learners who do not qualify for university
In response to the proposal to introduce assessments by the Department of Basic Education of each school please see recommendation 4.12.

While PAHRO endorses these recommendations, particularly the undertaking to increase the numbers of much-needed teachers in maths and science, much more must be done to improve the education system in South Africa. 
4.2
Include schools and educators in the decision-making process and consult with them   


on matters of importance within the education system

Principals and educators have the practical experience necessary to make a highly valuable contribution to policy discussions and decision-making. Educators and principals comprise the group that is both the most familiar with the circumstances in which the policies are implemented and the most directly affected by those changes. 

Principals and educators can clearly identify the most significant difficulties for learners and the factors affecting the quality of teaching within their schools.  They can offer realistic and viable solutions to those problems.  
If teachers are consulted on matters of educational change and reform, the Government could form more appropriate and well-adapted policies, schools would be better prepared to implement those policies and the relationship between schools and the Government would improve.

4.3
Improve the working relationship and communication between different levels of the education system

The lack of a cooperative working relationship between the different tiers of the education system significantly undermines efforts to improve the quality of education.  When the system does not work, problems within it are aggravated.  

In addition to working more closely with schools, steps should be taken to increase responsibility, transparency and accountability within the national and provincial education departments with a view to promoting greater trust and a positive relationship with schools and educators.

The official chains of dialogue between education departments, regional bodies and schools should be strengthened and formalised in order to overcome problems caused by the apparent breakdown in communication between these groups.  The division of responsibility within the education system should also be clarified.

4.4
Replace the OBE system or revise it with a focus on its practical implementation in the unique conditions of South Africa

PAHRO commends the intention and efforts of the Government to move forward from the divisive education policies of the past and introduce a unitary, non-racist, non-sexist education system accessible to all children regardless of their background.  Unfortunately in practice, due both to inherent flaws in OBE and problems with its practical implementation in South Africa, this system is reinforcing rather than overcoming the socio-economic divisions within South African society.  These divisions are dragging down the overall quality of education.
The OBE system cannot continue in its current form.  It must either be replaced or revised with close attention to its practical implementation and the unique conditions of South Africa, including its application in environments such as townships and rural areas.  Many schools believe that a hybrid approach between the traditional and OBE systems could be effective.
In the event that the OBE system is maintained, all of the problems outlined in Section 3.2 must be adequately addressed.  In particular, PAHRO recommends that:

· National and provincial education departments should work closely with schools and educators to ensure that standards of assessment are standardized across the country.

· The Government should reduce the level of instability and uncertainty in the implementation of OBE.  Policy changes should not be made so frequently.  Decisions should not be made and communicated to schools unless the necessary infrastructure and resources are in place to allow them to be implemented.

· Education policies should take into account the effect of learners’ backgrounds on the capacity of schools to teach within the OBE framework.
· Teachers should be provided with adequate and effective OBE training (see further section 4.5).
· Changes should be made to reduce the administrative workload on educators and to enable them to complete the work which OBE requires.  In particular:
· Teaching and administrative assistants should be employed, and
· All teachers should have access to a computer to complete their work.
· Realistic time frames to teach content must be developed in collaboration with educators.
· Teacher and classroom shortages must be addressed immediately so that class sizes can shrink to a more appropriate level for OBE education.
· Learners with learning difficulties and mental handicaps should not be absorbed into the mainstream education system.  These learners must have access to separate remedial schools or classes of no more than fifteen learners with specialist teachers.  The process to get a learner into a remedial class should not be lengthy, complex or expensive.  All learners must have equal access to remedial education, regardless of their socio-economic background.
4.5
Provide educators with better professional development

Two types of training should be made widely accessible to educators: OBE-specific training and general professional development. 

OBE-specific training

Training should be clearly divided into theoretical and practical components.

Theoretical training is necessary to boost educators’ comfort and confidence in the new system and thus improve the quality of their teaching.  Schools have identified the following as areas of concern requiring further and thorough theoretical training:
· reasons for the change

· the philosophy behind the OBE system 
· the objectives of the OBE system
· the new roles of educators and learners within an OBE classroom.

Educators are also in urgent need of training focused on the practical application of the OBE system.   In particular, practical training should provide educators with specific practical skills such as: 
· how to set up an OBE classroom
· lesson planning
· OBE methodology (how to deliver OBE content to learners) 
· classroom management
· methods of assessment of curriculum.

Training should be provided by qualified trainers with a background in OBE, who are familiar enough with the system to teach it properly.  Trainers should have the training and the skills to effectively communicate their message to their audience.

Training must take into account the practical realities of each individual school and be adjusted to suit the particular needs of that school.  A one-size-fits-all approach to implementation of the OBE system cannot be adopted.

Training should be shown, not just taught.  Educators strongly advocate the use of in-school demonstrations as the most effective method of training.  These demonstrations would assist both educators and learners to understand and succeed in the OBE system.

Training should be ongoing and the implementation of OBE in schools should be monitored and assessed on a continuing basis in order to identify particular difficulties encountered by educators as they continue to implement the OBE system, schools would then be better able to seek assistance for difficulties that were not foreseen in training sessions.

Professional development

Support professional development guidelines which require teachers to undertake a certain amount of training each year with the resources to make these requirements practicable.  Funding should be allocated for teacher development independently of and separate from each school’s general funding.

In addition to these opportunities, schools strongly support the call for educators to be required to undertake retraining for a few months every five to ten years.  Teachers must be granted leave and be financially supported by the Government for this training.

4.6
Address funding and resources problems in schools

National and provincial governments should work in close consultation with schools, particularly in the most disadvantaged areas, to provide targeted financial, material and human resources where they are most needed.
The most urgent needs for human and financial capital should be addressed immediately.  Many schools cannot wait for long-term changes and need immediate assistance.

All education initiatives and policies should be supported with funding and resources, rather than expecting schools to find the money themselves.

PAHRO makes the following further recommendations:

Funding

· Make the allocation of funding and resources more efficient. This could include consulting current educators and hiring former teachers to be officials in governmental education departments.
· Implement a new, clear funding system that takes financial need into account and includes a positive incentive structure.  
· Review the no-fee schools list and the quintile system to ensure that all schools have an appropriate status.

· Ensure that schools do not suffer an intolerable drop in funding as a result of being granted no-fee school status.

· Adopt appropriate education policies so that schools are given financial incentives to perform better.

Material resources

· Ensure that all schools have sufficient space and furniture for their learners.

· Address the most serious shortages of material resources in schools, in particular the lack of libraries, science labs and technology.
Human resources
· Review the number of teachers allocated to each school and address shortages on a needs basis.  
· Allocate additional teaching staff based on the present number of learners, not only on the rate of increase of learners or subjects.  This approach will address existing deficiencies in the system. 

· Employ more teachers, especially in problem areas such as mathematics and science.  If there is a shortage of teachers available to teach a particular subject then the government should introduce incentives for people to become teachers in that area.
· Employ specialist teachers in every department in each school to improve the quality of teaching and provide support and training to other educators within that department.

· Employ teaching assistants for each class, or at least for each grade. 

· Employ more administrative staff in each school.

· Employ a school counselor and sufficient ELSEN educators in every school.

4.7
Revise education policies to focus more on the quality of the pass rather than the fact of the pass in and of itself

The practice of promoting learners who are not ready to advance to the next grade should be abandoned in favour of an approach which focuses instead on the ability of the learner and their best interests academically.

The professional opinion and experience of educators should be given far greater weight and should not be overruled by a government representative before they personally review the learner in question and come to an informed decision. 
The decision to promote or repeat a learner should be based primarily on the ability of that learner, not on the need to promote a certain number of learners or the extent to which the learner’s family is prepared to fight the decision.

4.8
Revise the structure of the education system to make provision for learners who are not academically inclined
When learners with different needs are treated the same inequalities will ensue,therefore all learners should be given an equal opportunity to nurture their particular talents.  In recognition of this goal, a more nuanced education system should be developed to make provision for learners who are not academically inclined.

PAHRO supports the call by schools for the introduction of a dual-system of secondary education, divided into academic and technical secondary schools. Technical secondary schools would cater for students whose strengths lie in trade and industry based areas such as agriculture, carpentry, construction, plumbing, food sciences and tourism. 

Benefits of this revision include the following:

· Learners would acquire practical skills and experience, improving their chances for employment and success.  These schools would reverse current trends of failure and unemployment among school-leavers by generating qualified and employable learners.
· Learners at academic schools would also benefit from a rise in the overall academic standard and motivation of the class, and increased attention from the teacher who would no longer be tailoring the class to suit the needs of such a diverse range of abilities.  Problems of discipline, class management and overcrowding would be eased.

PAHRO acknowledges that the cheaper and easier option of allocating more resources to schools to teach practical subjects within their standard curriculum may seem more appealing than the development of public technical secondary schools.  However, the creation of technical secondary schools would be a far more efficient and effective allocation of resources.  The development of public technical secondary schools would serve to improve the quality of the secondary education offered to all learners and significantly increase the number of skilled and employable school-leavers in South Africa.  There are already schools in some areas which could be converted to technical schools, saving the need for new buildings and infrastructure.

Schools would prefer that learners received these skills during their secondary education, but in the alternative practical training in FET-style colleges must be made available to learners from less advantaged areas, since they are the most likely to need it and the least likely to be able to afford it.

4.9
Reintroduce physical education and creative subjects into the curriculum, and provide schools with the human and material resources to support this change.

4.10
Develop initiatives to assist learners from disadvantaged backgrounds

A comprehensive recommendation to address the problems arising from learners’ backgrounds is outside the scope of this submission.  

However PAHRO believes that the government should develop initiatives to combat the difficulties set out in section 3.1.2, for example:

· Building more public libraries which are better resourced, better staffed and can adequately accommodate all the learners in the area. 

· Increasing student safety by organising police patrols of school zones at the start and end of the school day. 

4.11
Increase the value of School Governing Bodies

The capacity of School Governing Bodies to effectively function within the school should be enhanced.  Further and adequate training should be provided focusing on two main areas:

Capacity and skills
Governing Body members should be taught specifically how to perform the tasks required of them, including how to raise funds, vet the school budget, participate effectively in disciplinary hearings, etc. 

Governance

Members should be taught the basics of governance so that they may gain confidence in their role and more confidently assume their position of authority on the governing body of the school instead of feeling uncertain and inferior to the educators and principals.

4.12
Introduce an independent Schools Inspectorate with a focus on individual advice and support for each school
PAHRO supports the intention behind President Zuma’s proposal to introduce assessments by the Department of Basic Education of each school, but believes that this will not be the most effective way to improve the quality of education.

There is a great deal of reluctance among schools towards the prospect of government assessments.  Many principals and educators are of the opinion that they would be more of a burden than a benefit, because they would provide unhelpful pressure more than they would provide assistance.  

From previous experience, principals and educators report that schools would put effort into ‘performing’ for the purpose of the assessment, so that an accurate view could not be formed of what the reality of the situation in schools is really like.  This would result in reports that are not properly informed, and be an ineffective use of scarce resources.

However schools are in desperate need of personalised assistance and support from a body which could consider and respond to the individual circumstances and needs of each school.  Schools would like such a body to come and sit down with teachers and principals, observe classrooms and discuss the particular challenges faced by that school.

Schools want such a body to provide advice, support and assistance where it is needed.  The relationship between the Inspector and the schools would have to be one of trust and mutual cooperation and assistance.  The role of the inspector should be to assist the school with its individual concerns and problems, not to police schools and act as a watchdog for the government. 

In order to achieve this relationship the Schools Inspectorate would likely have to be an independent body unaffected by political and personnel changes within the national and provincial education departments.  Crucially, the Schools Inspectorate should not have any disciplinary or policing powers with regards to the schools.  Such a body could provide written audits to the government, but their primary role should be effecting change and improvement in schools.  
We thank you for this opportunity to lodge this submission.
5. ADDENDUM:  
Introduction

Education is vital to any community.  It is the medium for growth, change and development.  Without an effective education system communities can limit their progress forward.  Education should be available to all socio-economic areas and be inclusive for all academic levels.  Structures need to be put in place to support not only the learners but also the educators.  Teachers have an incredibly difficult task each day; not only are they expected to educate, they are also expected to be psychologists, mothers/fathers, child minders, curriculum developers, guides, facilitators and administrators.  Teachers need to be given the credit they deserve and consulted on all levels as they are the ones with the learners on a daily basis.

PAHRO believes that while there have been serious problems with the way in which OBE has been implemented in South Africa, many of the problems experienced in the South African schooling system are inherent in the OBE system itself.

Using Western Australia as a comparison, this report aims to discuss some areas of OBE which create problems independently of where and the way in which it is implemented.

How OBE was implemented in Western Australia

For the past ten years Western Australia has been following an Outcomes Based Education Scheme governed by a Curriculum Framework.  There are many similarities between the Western Australian education system and the South African education system and the problems that have arisen.  

The transition to Outcomes Based education came about after a series of reviews. The Review of School Curriculum Development Procedures and Processes in Western Australia (1995), identified a number of priorities in curriculum, including the need for:

· A common curriculum direction, a more even spread of curriculum support materials and the provision of professional development aligned with curriculum change to enable schools to develop and adapt curriculum to the advantage of their students.

· A seamless curriculum among the different levels of schooling.

· A greater involvement by non-government schools and the community in Statewide curriculum development processes.

The key recommendation arising from the Review was the creation of a Curriculum Council with responsibility for developing a Curriculum Framework for all schools. 

Before the establishment of the Curriculum Council in August 1997, an Interim Curriculum Council published a Draft Curriculum Framework for public consultation.  In preparing the document, the Interim Curriculum Council was supported by an extensive committee structure. Membership of these committees was broadly based, including people from schools, education sectors and the community.

Seven months of consultation took place. The Draft Curriculum Framework was distributed to all teachers and many other groups and individuals who had contributed to its development. A series of public meetings provided opportunities for discussion, debate and the sharing of ideas.  The views gathered during the consultation process were considered by the Curriculum Council’s Curriculum Framework Committee.  A number of review groups were also convened to provide advice on how the feedback should best be incorporated.  Almost ten thousand teachers, parents, academics, curriculum officers, students and other members of the community contributed to the development, review and rewriting of the Curriculum Framework.

The Curriculum Framework is based on the philosophy that learning is continuous. The Curriculum Framework establishes learning outcomes expected of all students from Kindergarten to year 12. These learning outcomes aim to ensure that all students in Western Australia have the knowledge, understanding, skills and values necessary to participate in a changing world.  They also aim to ensure that students achieve their personal best and develop a sense of pride in themselves, their schools, their environment and their society.  

The Curriculum Framework is neither a curriculum nor a syllabus, but a framework identifying common learning outcomes for all students. Rather than been prescriptive about what must be taught, the Curriculum Framework is used by schools to develop and implement their teaching and learning programs according to the needs and characteristics of their students. It is intended to give schools and teachers flexibility and ownership over curriculum in a dynamic and rapidly changing world environment.  

The Curriculum Framework makes explicit the learning outcomes which all Western Australian students should achieve. This focus on outcomes represents a major shift in school curriculum from a focus on educational inputs and time allocation toward one that emphasises the desired results of schooling.  The Curriculum Framework establishes learning outcomes for all students, regardless of who they are, which school they attend, where they are from, or what approach their school takes to help them achieve those outcomes. 

The aim is for schools and teachers to use the Curriculum Framework to develop their own learning and teaching programs according to their circumstance, ethos and the needs of their students.  The Curriculum Framework does not prevent schools from offering programs that enable students to achieve outcomes additional to those specified in this document.

The Curriculum Framework aimed to be an inclusive framework for all students in Western Australia.  Inclusivity means ensuring that all groups of students are included and valued.  The Curriculum Framework does this by:

· Specifying a wide and empowering set of outcomes for students to achieve;

· Providing a basis for programs that challenge all students and offer all groups of students opportunities to achieve these outcomes;

· Recognising and valuing the different knowledge and experience of different groups

· of students; and

· Taking into account the diversity among children and young adults in this State: for example, in terms of gender, languages, culture, learning capacity, socioeconomic background and geographic location.

It is also acknowledged that a small number of students with specific physical or intellectual disabilities may not be able to participate fully in activities and programs designed to achieve certain outcomes set out in the Curriculum Framework.

Professional Development and support materials were considered vital to the implementation of the Curriculum Framework.  A series of workshops and forums were planned for all teachers across the state.  It was mandatory for all to attend and attendance was monitored by each school and the Curriculum Council.  Along with the workshops support material was published to assist with assessment and planning.  The Curriculum Framework was phazed in starting in 1999 and by 2004 it was fully implemented by all schools.  

The Curriculum Framework consists of a series of learning outcomes set out in the eight Learning Area Statements (Arts, English, Maths, Society and Environment, Science, Technology and Enterprise, Physical Education and Languages other than English) and Overarching Statements.  These statements were in the accordance with the Curriculum Council Act, 1997.  These learning outcomes comprise the mandatory element of the Curriculum Framework which all schools in Western Australia must either implement or obtain an exemption from doing so from the Minister for Education. In addition, there are reporting requirements as agreed between the Council and the governing bodies of systems, sectors and schools.  Implementing the Curriculum Framework means that when teachers and schools design and develop learning and teaching programs to suit the needs of their students, they must ensure that these programs include learning opportunities and enriching experiences for their students aimed at achieving the outcomes set out in the Framework.  How a school structures learning opportunities in terms of time and the range of courses and programs provided, remains the school’s responsibility. This will depend on the school or teacher’s assessment of students and their particular needs.

Implementing the mandatory parts of the Curriculum Framework does not mean that students are required to focus on all of the learning outcomes in each year of their schooling.  There will be times when particular learning outcomes will need to be emphasised. There will be some periods (for example, in the early childhood and late adolescent years) when some of the learning outcomes are not included in the learning and teaching programs of the students. However, over the entire period of schooling of each student, it is expected that he or she will have been given engaging and enriching learning experiences to achieve the Curriculum Framework’s learning outcomes.  

Review committees were set in place to constantly review the documents and improve them based on the teachers’ feedback.  This had its advantages and disadvantages.  The review committees attempted to make the documents clearer however this meant there was little stability; especially when it came to assessment and reporting requirements.  This made it difficult for staff to programme, prepare and plan assessment tasks.  It also made it difficult to explain to parents what is expected of their child and the information in their report.

Difficulties encountered in Western Australia

At first, people tend to agree with the broad premise of outcomes-based education – that all children can learn, that schools should set clear goals for students, that teachers be given the means to help students achieve the goals and that students be required to demonstrate what they know and are able to do. The problems crop up in the details. (Dykman, 1994)

Interpretation of the Document

In theory the Curriculum Framework was an excellent document; it was inclusive and it provided flexibility for schools and the teachers.  It provided an opportunity for teachers to work with their strengths and the interests of their students.  However, in practice it was not a workable document.  One of the main problems of the Curriculum Framework was the interpretation of the document.  Norma Jeffery, CEO of the Curriculum Council made the comment ‘the Curriculum Framework can be anything the community wants it to be.’  Each school took a different path with implementation and the guidelines for assessment were very ambiguous.  Each school and staff member had different ideas as to what was an acceptable level.  Standards across the state varied significantly.

Outcomes Based Education is plagued by misunderstandings and the Curriculum Framework is no exception.  The language tended to obscure rather than illuminate the significant information; it lacked conceptual clarity.  Ultimately the only way to test if the document is working is to ask the teachers.  Is this workable?  Is this clear?  Does it help with planning for the students? Teachers were asked these questions and consequently amendments did happen and are still continuing to happen.  More support material was created by teams of teachers with more detailed examples of content.  
Assessment and Reporting

Assessment and reporting was probably the biggest difficulty encountered by Western Australia when the Curriculum Framework was first implemented.  

The original grade system was abolished and teachers were required to report in levels.  The students progressed through eight levels throughout their first ten years of schooling.  Each school created their own report structure to give to parents at the end of each semester.  The criteria for each level were very ambiguous and vague; they did not supply enough guidelines for the teachers to level the students consistently across a school or the state.  This was amended over time.  The levels were broken into bands; low, middle and high.  Then, as time progressed end of year target levels were given for each year and grades were then re-introduced.  Target Levels varied for each Learning Area.

Table 1

	Year 8
	4L and above

3M – 3H

2H – 3L

2M and below
	A

B

C

D

	Year 9
	4H and above

4L – 4M

3M – 3H

3L and below
	A

B

C

D


End of year Target levels for ‘The Arts’.  ‘B’ indicates the student has met the end of year target, ‘A’ indicates the student is above the target, ‘C’ and ‘D’ indicates the student is below the end of year target.
Not only was making consistent judgements a major concern among the teaching profession, so was the increase in administration.  The Curriculum Framework speaks in terms of outputs or exits rather than inputs.  In other words, it focuses not on content acquired, but on outcomes achieved.  The level of accountability required by teachers increased dramatically and this took away from quality teaching and preparation time.  For a student to demonstrate he/she has achieved an outcome they needed to demonstrate it in numerous mediums and contexts.  Collecting this amount of data proved to be impractical; the evidence of learning became more important than learning itself.

It was left to the schools to create their own reporting documents to parents.  Once again in theory, this seemed like a brilliant idea.  However, in practice many problems arose.  School-derived reporting, evaluation and assessment procedures, for all their supposed benefits relating to contextualisation, have one immense downfall.  Namely, that related to determining comparability between students.  Such a task in the OBE environment is difficult enough in a single class, but becomes virtually impossible for children who move between schools or systems or States. For these children, the ‘seamless education’ so often touted may in reality be little more than a disjointed and incomprehensible assortment of experiences as each school expresses its own individual planning and assessment preference.  It also proved to an inefficient use of time and human resources.
Teacher Shortage

According to the Oxford English Dictionary teaching is the imparting of knowledge, the giving of lessons to a pupil or class or to show how to do something.  OBE redefines the definition of a teacher; they become facilitators, guides, curriculum developers or perhaps in short, bureaucrats.  OBE is all about the students, not the teachers.  What students want somehow became more important than what the teachers want.  Teachers want and need to feel that society has entrusted them to transmit the knowledge, attitudes and values which it perceives as valuable and worthwhile. 

During the initial years of implementing the Curriculum Framework many disgruntled teachers left the profession causing a teacher shortage.  Obviously many reasons may be the cause of teachers leaving the profession however, the implementation of OBE should, and has been considered.  The report Australia’s Teachers: Australia’s Future indicates there could be an overall shortage of up to 30 000 teachers by the end of 2010 if the high rate of teacher resignations and retirements goes unchecked.  This figure represents about 10% of the total teaching workforce and twice the total of annual number of teacher education graduates.  Statistics also report that as many as 30% of teachers move out of teaching within the first five years.  A 2004 Department of Education and Training Western Australia (DETWA) report, based on questionnaire findings indicated “Currently, approximately 500 permanent teachers are exiting the Department annually. The general trend, when taken over the ten-year-period, is for an increased rate amongst permanent teachers”.  The same report indicated that of the 1086 teachers entering the Department in 1992, 668 were below 30 years of age.  Of these, over one-third had exited within 10 years.  The DETWA report further revealed that of the 80 exiting teachers who responded to the “Reasons for Cessation” section of the questionnaire, the ‘workload’ and ‘change’ categories drew the highest responses.  Even more so, given that a 2003 DETWA survey revealed that, of 521 teachers surveyed, “half of all respondents indicated that they were considering a career change, either to another role within the Department or to another employer”.

The ABC has also reported that a national survey has shown maths and english students in a third of Western Australia's high schools are being taught by teachers with no expertise in the subject.  The Australian Secondary Schools Principals Association (ASSPA) surveyed 383 high schools to measure the impact of the nationwide teacher shortage.  The study found 34 to 36 per cent of WA schools had up to five daily english and maths classes taken by teachers with no expertise in the subjects. It also found around one in five WA schools have dumped language courses and 12 per cent have stopped teaching technology classes.   ASSPA president Andrew Blair says the decline in subject variety is disadvantaging students.  "It does have long term impact not only on kids' careers, but also on the economy," he said.

The DETWA report (2004) already referred to indicates that: 

Overwhelmingly, exiting teachers in the older, over 50 years age bracket, made consistent comments about the increase in paperwork that has resulted from implementing the Curriculum Framework and assessing students using Outcome Statements.  Many retiring teachers noted that there had been a change in workload over many years with respondents stating that the paperwork took them away from their real job, teaching. 

Such evidence tends to indicate that younger teachers, older teachers, and in between teachers – it doesn’t really matter – all have concerns about how OBE is being interpreted in the Western Australia context.  Fewer and fewer teachers, it seems, were prepared to embrace the OBE agenda and consequently, were opting out of the profession.  It is the detriment of not only the students but the wider community and the future of the community when good teachers are forced out of the profession due to increasing workload.

The Department of Education and Training were forced to make drastic changes to their staffing to ensure that classroom have teachers. These changes include 

· Support staff and curriculum writers have been sent back into classrooms leaving no-one to complete their important work.

· District office staff who support schools in essential programs have been redeployed to classrooms

· Leave entitlements including leave without pay, sabbatical or study leave and other secondments have been refused. This has forced many teachers to resign.

· Professional development and staff training programs have been cancelled.

 

In reality there is no teacher shortage in Western Australia - there were plenty of trained and experienced teachers in our community - it is just a sad fact that many of them have left the profession, disheartened with the State and Federal Governments' lack of interest, care and resourcing for education. 

Western Australia is Making it Work

It was acknowledged that the Curriculum Framework could not continue in its current form because standards of education were dropping and teachers were very disgruntled and leaving the profession.  The Curriculum Council took teachers’ concerns seriously and set strategies in place to improve all aspects.  Teachers were seconded to the Curriculum Council for an extended period of time.  Their role was to listen to the teachers concerns, review the feedback and then make recommendations for change and develop more support material for teachers.  The Curriculum Council worked hard to form a cooperative relationship with schools.  They did this by providing clear, candid communication and constantly consulting teachers and schools in the decision making process.

 Assessment procedures were the first element to be reviewed as this was causing a major administrative overload and taking teachers away from actually teaching.  It was acknowledged that portfolios were a major burden and not a valid assessment tool.  In time grades were re-introduced and adapted to the levels as indicated in Table 1.  This was a huge help for teachers in standardising results with other schools across the state.  The elements of the ‘old’ syllabus system were used and the Curriculum Framework evolved and is continuing to evolve into a practical working document.  

The shortage of teachers that Western Australia experienced was a disaster and a State-wide shame.  The Government needed to respond immediately to retain experienced and dedicated teachers by addressing their concerns rather than using spin to ignore and marginalise them further. They needed to act to make teaching the desirable and attractive profession it once was.  The Teachers’ Union worked hard and lobbied for better conditions for teachers.  The aim of this was to help attract quality people into the profession, maintain quality teachers in the profession and give teachers the credit and respect they deserve.  The Government agreed to a salary increase over three years which will make Western Australian teachers the best paid in the nation.  

Conclusion

As shown in this report, many difficulties are consistent in Western Australia and South Africa, despite the great difference in circumstances in the two countries.  The problems that arose with the implementation of the Curriculum Framework were acknowledged and acted upon.  This action has created a far more profitable education system for both the students and the teachers and consequently the wider community.  It is not an easy or quick process to review and amend however it was a necessary process.  
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