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Abstract

Background: Autistic learners benefit from demonstrating academic knowledge with the help of assessment accommodations, guided by South African examination policies, such as the National Policy Pertaining to the Conduct, Administration and Management of Examinations and Assessment for the National Senior Certificate Examination. However, stakeholder perspectives on accommodations remain under-explored.

Objectives: This study explored stakeholder perspectives (autistic adults, caregivers, educators, psychologists, speech-language therapists and occupational therapists) on assessment accommodations for autistic learners in South African schools.

Method: A web-based questionnaire was distributed nationally to professionals and caregivers (n = 92). Quantitative data were analysed descriptively, and qualitative responses were thematically coded.

Results: Stakeholders reported a persistent policy-practice disconnect, with educators lacking the knowledge of accommodation policies, as well as the training to implement accommodations, particularly for autistic learners. Similarly, current policies do not adequately accommodate the needs related to sensory regulation and anxiety. Considerable variability emerged in accommodation preferences, reflecting both the heterogeneity of autistic learners and the differences across stakeholder groups. Respondents also prioritised universal design elements such as simplified language, redundancy and clearer assessment layouts, which are not currently considered in South African policy. Overall, findings highlight the need for expanded and individually tailored assessment accommodations informed by diverse stakeholder input.

Conclusion: The findings highlight a disconnect between policy and practice. Broader autism-specific accommodations are crucial to support equitable assessment conditions in South African schools, especially for learners with sensory and communication challenges.

Contribution: This study provides insight into stakeholder experiences and suggests that current assessment policies may inadvertently exclude autistic learners. The findings support the need for inclusive, contextually relevant assessment strategies. The contribution aligns with the focus of the journal on disability inclusion by advancing evidence-based recommendations that promote full participation of neurodivergent learners in education systems, particularly within under-resourced and diverse settings.
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Introduction

A persistent challenge within inclusive education is that, although designed to promote fair and valid assessment, the assessment policies do not always effectively support the range of barriers experienced by learners with learning difficulties (Douglas et al. 2016). Despite South Africa’s policy frameworks aiming to ensure equitable assessment for all children, educators still experience difficulty in translating these guidelines into practice (Keen, Webster & Ridley 2016). This policy-practice disconnect is especially pertinent for autistic learners, who frequently experience barriers – such as sensory processing differences, anxiety, executive functioning challenges and communication difficulties – that are inadequately addressed by the assessment accommodations currently offered in South African policy (Ashburner, Ziviani & Rodger 2010; Den Houting et al. 2019; Lindsay et al. 2014). As autism prevalence increases, and with it the number of autistic learners in mainstream settings, reviewing the current practices for assessment accommodation has become increasingly important (Anderson, Smith & Iovannone 2018; Hodges et al. 2020). Such reviews should explore stakeholder perspectives, as these persons are central to recommending and implementing accommodations (Happé & Frith 2020; Pellicano, Dinsmore & Charman 2014).

Educators, as stakeholders, often struggle to manage the barriers experienced by autistic learners in assessment (Erasmus, Kritzinger & Van der Linde 2019; Witmer & Ferreri 2014). South Africa’s inclusive education system is guided by a social model of disability and emphasises participation and access for all learners (Nel et al. 2016). This approach is outlined in policy documents such as ‘Education White Paper 6’ (DoE 2001) and the ‘Policy on Screening, Identification, Assessment and Support’ (Department of Basic Education [DBE] 2014a). For assessment accommodations, these policies are supported by Annexure C1 of the National Policy Pertaining to the Conduct, Administration and Management of the National Senior Certificate Examination (DBE 2014b), which establishes eligibility and outlines the accommodations available to learners with barriers to assessment. Although autistic learners are included within the broader disability categories in these policies, the provided accommodations do not fully address the diverse and often nonacademic barriers that affect their assessment performance. Challenges with anxiety, sensory regulation, metacognition, executive functioning and language remain insufficiently supported within current policy frameworks (Ashburner et al. 2010; Den Houting et al. 2019; Lindsay et al. 2014).

Educators and other stakeholders attempt to mitigate these barriers by recommending and implementing the available accommodations according to policy (Larson et al. 2020; Wilkinson & Twist 2010). Assessment accommodations must be responsive to the barriers experienced by learners to prepare and support them effectively in assessment (Songlee et al. 2008; Tyrrell & Woods 2018). Yet the effectiveness of these measures depends on their relevance to each learner’s needs and on the training and confidence of those applying them (Larson et al. 2020; Wilkinson & Twist 2010). Evidence suggests that learners, particularly those with autism, may benefit from specific preparatory supports, such as direct training or structured familiarisation, to complement the accommodations and reduce assessment-related stress (Songlee et al. 2008; Tyrrell & Woods 2018). Given that summative assessments in South Africa occur annually from Grade 4 onwards (DBE 2012), the need for effective and developmentally appropriate accommodations is continuous throughout schooling.

According to national policy, the management of barriers to learning and assessment relies on multistakeholder collaboration (DBE 2014a). Speech-language therapists and allied health professionals work alongside educators to support learners and contribute to the translation of policy into practice (Wium & Louw 2013). Stakeholders provide insight for the translation of educational policy to practice (Roberts & Simpson 2016), and conversely, stakeholder practices can inform policy (Lord 2010). Participatory research in autism emphasises the importance of incorporating the perspectives of the community, educator and clinician to ensure that recommendations reflect real-world contexts, responding to the needs of autistic learners and translating these insights into effective policy (Pellicano 2020; Saggers et al. 2019).

Given the increasing recognition of diverse learning needs, assessment policies should respond to the varied and complex profiles of autistic learners. Internationally, universal design for learning (UDL) has been proposed to enhance flexibility in teaching, learning and assessment (Brown & Coomes 2016; Wood & Happé 2020), thereby reducing reliance on retrospective, individualised accommodations (Capp 2020; O’Neill & Padden 2022). Although White Paper 6 emphasises flexible curriculum delivery (DoE 2001), practical application within South African assessment structures remains limited. Autism has been identified as an important basis for developing universal design approaches, given the wide-ranging differences in communication, executive functioning and sensory processing among autistic learners (Burgstahler & Russo-Gleicher 2015; Sarrett 2018).

Exploring stakeholder perspectives on assessment accommodations for autistic learners may be a valuable starting point for refining policy and potentially integrating universal design principles (Saggers et al. 2019; Wood & Happé 2020). Such perspectives are particularly important in South Africa, where autism prevalence in schools is increasing (Pillay et al. 2021) and where the unique needs of autistic learners require more nuanced and responsive accommodations (Lindsay et al. 2014). The aim of this study, which formed a part of a study in fulfilment of the requirement for the degree of MA Speech-Language Pathology (Nell 2022), was therefore to describe the perspectives of stakeholders on various aspects of assessment accommodations as they relate to autistic learners in Grades 4–12 within South African schools (Nell 2022).

Research methods and design

A mixed-method survey design was used (Nell 2022). Stakeholders’ perspectives were collected through a researcher-designed, self-administered, web-based questionnaire distributed by Qualtrics software (Version: June 2021).

Respondents

Stakeholder groups included autistic adults, caregivers of autistic persons, psychologists, speech-language therapists (SLTs) and occupational therapists (OTs). Caregivers of autistic persons who had completed at least Grade 4 of a mainstream curriculum qualified for inclusion, as did autistic adults who had completed at least Grade 4 in South Africa. The criteria for selection to professional groups (educators, psychologists, SLTs and OTs) included experience with autistic learners (Grades 4–12) or experience in adjudication of assessment accommodations at district or provincial education offices. All respondents needed to be over 18 years of age and be sufficiently proficient in the English language to complete the questionnaire.

One hundred and eighteen individuals consented to participate. However, 16 questionnaires were largely incomplete and were discarded, leaving 102 respondents and demonstrating an 86.4% completion rate. Respondents had to self-identify their stakeholder groups. A difficult decision was made to exclude 10 individuals identified as belonging to two stakeholder groups. Excluding these 10 participants was considered necessary as one aim of the study was to compare different stakeholder groups, using the two-proportion z-test for independent groups. Including these respondents in both of the stakeholder groups they identified would result in a small percentage of the sample being dependent observations, invalidating the independent groups. Additionally, such a move would over-represent the voice of these 10 participants as their responses would be included in multiple groups. The authors acknowledge that these hybrid groups can offer valuable insights that bridge personal and professional experiences, highlighting the complexities of educational support. The final sample size was therefore 92 respondents.

Using G*Power software (Faul et al. 2007), we calculated the minimum sample size required for a two-proportion z-test at a significance level of 0.05, with a statistical power of at least 0.80 and a medium effect size. The analysis indicated that a minimum of 64 responses was necessary. These parameters were chosen because detecting medium effects with adequate power is generally considered sufficient for meaningful interpretation, whereas minimal effects may reach statistical significance (e.g. p < 0.05), although often lacking practical relevance (Peeters 2016). The achieved sample size of 92 participants exceeded the recommended minimum, ensuring that the statistical tests had the required power.

When respondents selected ‘other’ when qualifying their involvement in autism, they were included in the stakeholder group closest to their stated involvement: ‘Child psychiatrist’ and ‘social worker’ were grouped with psychologists and ‘sibling with autism’ was grouped with caregivers. The final sample had four autistic adults (n = 4/92; 4.3%), 14 caregivers (n = 14/92; 15.2%), 15 educators (n = 15/92; 16.3%), 27 OTs (n = 27/92; 29.3%), 10 psychologists (n = 10/92; 10.9%), 18 SLTs (n = 18/92; 19.6%), and three ‘other’ (n = 3/92; 3.3%) responses, in which the involvement was not qualified, and one respondent did not select a group (n = 1/92; 1.1%).

The majority of respondents were English-speaking (n = 59/92; 64.1%), from Gauteng (n = 34/92; 37.0%) and the Western Cape provinces (n = 24/92; 28.3%), the two most densely populated provinces within South Africa. Many respondents were noted to work in more than one setting, but predominantly in private practice (25/70; 35.7%), private centre or school (23/70; 32.9%) and state special school (15/70; 21.4%). Almost a third (19/70; 27.1%) of the respondents in the professional groups (educators, psychologists, SLTs and OTs) had more than 10 years’ experience with autistic learners; 22.9% (16/70) had 6–9 years’ experience; 22.9% (16/70) had 3–5 years’ experience; 21.4% (15/70) had less than 3 years’ experience and 5.7% (4/70) did not indicate their experience level.

Material

Questions in the questionnaire were compiled by reviewing policy documents related to assessment accommodations within South Africa, including Annexure C1 of the National Policy Pertaining to the Conduct, Administration and Management of the National Senior Certificate Examination (DBE 2014b; DoE 2001). The table summarising accommodations from this document was included in the questionnaire for participant perusal. Additionally, the literature referencing accommodations for various barriers to assessment was consulted (Elliot, Kratochwill & Schulte 1999; Larson et al. 2020). Autism-associated characteristics that could impact assessment performance at the school level were considered (Ashburner et al. 2010; Tamm et al. 2020).

The questionnaire, designed for completion within 15–20 min, consisted of dichotomous, nominal multiple-choice and Likert-type questions that were closed-ended, as well as open-ended questions to obtain rich in-depth information on the elicited perspectives.

Procedures

A mixed-method survey design was used. Stakeholders’ perspectives were collected through a researcher-designed, self-administered, web-based questionnaire distributed by Qualtrics software (Version: June 2021). Links to the web-based questionnaire were posted on the Facebook™ pages of South African professional organisations and South African therapist groups, teacher groups and autism groups. All had granted permission to have the link shared on their pages. When the link was clicked, the informed consent letter was displayed, requiring consent before proceeding to the questionnaire. Organisations (South African Speech-Language-Hearing Association, Occupational Therapy Association of South Africa, South African Association for Child and Adolescent Psychiatry and Allied Professions, and Autism South Africa) were also approached to distribute the link to their member databases.

Data analysis

All data were analysed by using SPSS Statistics software, version 27. The two-proportion z-test was used to make pair-wise comparisons among stakeholder groups. A p-value less than 0.05 indicated that the responses differ significantly. The 5-point Likert scales were collapsed into three categories: disagreement, neutrality and agreement.

Qualitative information gathered from open-ended questions was initially coded by the first author, and a consensus of themes was then achieved among the authors. In the qualitative component, thematic saturation was approached as no substantially new themes emerged after coding the final set of responses. However, we acknowledge that the limited representation of educators and autistic adults may have constrained the diversity of perspectives.

Ethical considerations

Ethical clearance to conduct this study was obtained from the Research Ethics Committee of the Faculty of Humanities, University of Pretoria (No. HUM022/0720).

Results

Despite having experience with autistic learners or being involved in adjudicating assessment accommodations, 63.0% (n = 58/92) of the respondents were not aware of Annexure C1 (DBE 2014b), as the guiding document for selecting and implementing assessment accommodations in South Africa. This document combines barriers to assessment related to ‘behaviour, anxiety, attention deficit/hyperactivity disorder (ADHD), autism and other psycho-social disorders’. When asked, approximately half of the respondents who answered the question (49.1%, n = 30/61) found the grouping of conditions inappropriate. A total of 46.6% (n = 34/73) of the respondents who responded to the question felt that the accommodations summarised in Annexure C1 (DBE 2014b) met the needs of autistic learners during assessment. The majority of respondents (80.3%; n = 61/76) to the question, however, indicated that more options for assessment accommodations should be allowed for autistic learners.

Considering accommodations for barriers that do not have a clear academic outcome is also essential (Ashburner et al. 2010; Brown & Coomes 2016). Anxiety is commonly associated with autism (Dieckhaus et al. 2021). A total of 48.3% (n = 28/58) of respondents felt that the accommodation options in Annexure C1 (DBE 2014b) did not accommodate autistic learners’ needs regarding anxiety experienced during assessments. Just over half (n = 29/56; 51.8%) of the respondents indicated that the use of ‘additional time’ would alleviate the anxiety felt by autistic learners during assessments. Respondents across the sample, however, reported that changes to the environment would alleviate neither the anxiety (90.9%; n = 50/55) nor the difficulties in sensory regulation experienced by autistic learners (100.0%; n = 55/55). Additionally, two-thirds of the respondents (67.2%; n = 39/58) reported that the current options in Annexure C1 do not accommoate the sensory needs of autistic learners during assessments.

Most respondents (80.3%; n = 61/76 respondents) indicated that additional options for assessment accommodation should be allowed for autistic learners. Respondents were given multiple-choice responses to include several assessment accommodations. The variability in the options selected for assessment accommodation to be included for autistic learners (866 total selections) was large. These differences may stem from the unique and varied needs of specific autistic learners, as well as the diverse stakeholders involved with these learners (Keen et al. 2016; Witmer & Ferreri 2014) (Table 1).
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Prominent additions selected by respondents included: ‘specialised setting (low arousal, special lighting and/or acoustics)’ (6.0% of all 866 selections), ‘use of noise buffers and/or headphones’ (5.9% of 866 selections), ‘all directions and prompts in simplified language’ (5.8% of 866 selections), ‘redundancy – questions presented auditorily and in written form’ (5.8% of 866 selections), ‘familiar administrator and/or invigilator’ (5.5% of 866 selections), ‘no two examination in the same day’; (5.1% of 866 selections), ‘all questions starting on a new page’ (5.1% of 866 selections) and ‘simplified language, including the restating of questions with more appropriate vocabulary or provision of definitions of vocabulary’ (5.0% of 866 selections).

This information is perhaps easier to consider as a proportion of the total number of respondents selecting that particular option. (Figure 1).



[image: AJOD-15-1803-F1.jpg]

Among stakeholder groups, caregivers selected accommodations for specialised settings significantly less than psychologists did (z = 1.706, p = 0.044). Likewise, the selections by psychologists for ‘no two examinations on the same day’ were significantly more compared to those by OTs (z = 1.685, p = 0.046). These differences appear to be related to perspectives of different professions, which necessitate the use of multistakeholder views. This finding was further supported by the given qualitative information. For example, one respondent noted:


‘1 paper per day. Sufficient time to study between exams and extra time to accommodate for sensory needs’ (Respondent 52, speech-language therapist, Gauteng)



Another respondent reiterated:


‘Short-notice rescheduling should be an option in the event of a panic attack or meltdown and/or shutdown (I believe it already is in the event of illness, so this is not a stretch in my opinion)’ (Respondent 17, autistic adult, Western Cape)



Selections by autistic adults (z = 2.226, p = 0.013) and caregivers (z = 1.787, p = 0.037) were significantly more compared to that by OTs for the use of an ‘encourager or motivator’ to provide ‘verbal encouragement of the learner’s efforts’.

In inclusive education settings, autistic learners may benefit from specific and direct training (as a pre-assessment accommodation) to help them manage the assessment environment (Songlee et al. 2008; Tyrrell & Woods 2018). Table 2 reveals that 20.8% of responses made for pre-assessment accommodations indicated that ‘teaching management of examination anxiety’ may help, whereas only 15.2% of the responses were for study guides and information about examinations (Table 2).
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Again, the information from the remarks of individual respondents was rich, for example:


Time management, proficientcy in use of applicable support technology, modelling of exam routine (i.e. times to report, entering exam venue, handing out of papers, reading time, finishing off and leaving venues). Visual prompts should also be made avilable in the venues, with countdown timers as opposed to clocks. (Respondent 58, Educator, KwaZulu-Natal)

The venue where they write has to be familiar to the child; they have to be familiar with the administrator. They can’t write with other children they don’t know. They can’t write in noisy environments. Some can benefit from noise-cancellation earphones. They sometimes understand certain questions in the test completely wrong, or physically, the layout of the test can cause more anxiety. (Respondent 58, Educator, KwaZulu-Natal)



This view contrasts with another respondent:


Study guides will be useful for parents and tutors, but not to ASD [Autism Spectrum Disorder] learners themselves. They already have access to past papers, and too much variation causes confusion. (Respondent 35, parent, Western Cape)



The two-proportion z-test showed no significant differences among stakeholder groups for the information presented in Table 2.

Table 3 shows the differences among stakeholder groups in recommending how pre-assessment accommodations should be implemented (Table 3). Almost a third of the responses indicated that ‘educators should carry out specific and direct training for autistic learners as a matter of course’ (29.2%; n = 47/161). Almost one-fifth (18.6%; n = 30/161) of responses were for ‘a preapproved programme that offers specific and direct training by education districts’. The two-proportion z-test showed no significant differences among the responses of the different stakeholder groups, as presented in Table 3.
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Discussion

The findings from this South African study have contributed to the body of research on assessment accommodations for autistic learners by describing the perspectives of different stakeholders involved in the education of autistic learners and those of autistic persons themselves. Stakeholder perspectives are important in autism research as they reflect on the practical and immediate concerns of the community (Pellicano 2020; Saggers et al. 2019).

The discussion will revolve around four main areas for consideration: policy-practice disconnect, the need for sensory and emotional supports, stakeholder variability, and implications for universal design in learning and future policy. Then, the strengths and limitations of the study will be explored while directing future research.

Policy-practice disconnect

Findings from this study concur with previously documented inconsistencies in educator knowledge regarding assessment accommodations (Hodgson, Lazarus & Thurlow 2011). This finding was reiterated by one of the respondents’ comments:


‘All educators/staff involved with the ASD learner MUST BE TRAINED ON UNIVERSITY LEVEL to ensure the child and ASD is understood. Educators without proper training will not be able to support these learners effectively. Special Needs training for educators is extremely important and not attended to.’ (Respondent 2, educator, Gauteng)



Autistic learners are therefore at risk, as educators and other support staff may not be aware of the support that can be offered, as documented in policy. Similarly, a lack of knowledge of education policies hinders lobbyists for change and the translation of policy to practice. Consequently, training and collaboration are needed regarding assessment accommodations for autistic learners across inclusive and special schools (Larson et al. 2020; Wilkinson & Twist 2010). This policy is vitally important as the incidence of autism and the enrolment of autistic learners are rising, as shown by studies in the Western Cape province of South Africa and elsewhere in the world (Lindsay et al. 2014; Pillay et al. 2021, 2022).

Almost half of the respondents felt that the accommodations summarised in Annexure C1 (DBE 2014b) accommodated the needs of autistic learners during assessment, and yet the majority indicated that additional accommodations would be valuable. This view may be related to the fact that respondents felt that existing accommodations have a clear academic focus but do not support the barriers affecting participation in assessments, such as anxiety and sensory regulation needs.

This South African study has demonstrated the need for collaboration and training on assessment accommodations across the education system and for relevant stakeholders to adequately support autistic learners. Policy implementation should evolve, and research findings, such as this study, should inform policy and practice (Lazarus et al. 2009).

The need for sensory and emotional supports

Previous research has indicated a need to recognise the ‘more individualised, unique and autism-specific needs’ of autistic learners (Saggers et al. 2019), rather than grouping autism with other conditions. Respondents emphasised that autistic learners should be considered individuals with different needs and that assessment accommodations must reflect this view:


‘I feel we need to stop trying to form blanket options for learners and rather see them as individuals with different needs. Our responsibility is to help them to achieve according to their full potential, not to try and catch them out.’ (Respondent 66, remedial educator, Eastern Cape)

‘There is no global policy with regard to ASD assessment supports. The needs of the student must be determined holistically via psych-ed assessments, observations, examinations leading up to the National Senior Certificate (NSC) exams and a range of assessment methods to determine best practices for each individual.’ (Respondent 58, educator, KwaZulu-Natal)



Respondents noted that current accommodations do not sufficiently support barriers related to anxiety and sensory regulation. In the United States, for example, over 90% of postsecondary institutions used academically focused accommodations, but only a third provided sensory accommodations (Brown & Coomes 2016). Global research has indicated the need to address sensory and other nonacademic support for autistic learners in both classroom and assessment settings (Ashburner et al. 2010; Brown & Coomes 2016).

The most-selected additional assessment accommodation in this study was ‘specialised settings: low arousal; special lighting and/or acoustics’, despite respondents simultaneously indicating uncertainty about the effectiveness of environmental changes for reducing anxiety. Sensory-friendly environments as assessment accommodations are not widely studies in the literature (Lai & Berkley 2012; Leifler et al. 2021). However, at least one study demonstrated that low-distration environments can positively affect concentration for students with sensory defensiveness (Lewis & Nolan 2013), and the autism community continues to advocate for sensory-related accommodations (Sarrett 2018). Respondent comments further highlighted the need for sensory-friendly environments and personalised regulatory supports:


‘Due to the highly variable nature of ASD, I believe each learner’s environment should be optimised. Some may require regular intervals, movement and/or other regulatory activities.’ (Respondent 90, speech-language therapist, Western Cape)

‘Permission to wear comfortable clothing even if against school uniform policy to avoid sensory overstimulation.’ (Respondent 17, autistic adult, Western Cape)



Provision of additional time has been recommended as reasonable accommodation for exam stress and anxiety (Jansen et al. 2017). Just over half of the respondents agreed that additional time would alleviate anxiety for autistic learners.

The pre-assessment training suggestions by respondents are similar to previous (Simpson, Griswold & Smith Myles 1999; Songlee et al. 2008; Tamm et al. 2020; Tyrrell & Woods 2018), showing that preparation strategies reduce anxiety and support executive functioning. One autistic respondent highlighted the need for materials that are not based solely on nonautistic assumptions, emphasising risks such as miscommunication or gaslighting:


‘The reason why I didn’t mark the first one [information about examinations, why they are important as well as provision of motivation in preparation for examinations] was because I thought that people may mess it up, by providing information which is logical to THEM, but which is illogical to an autistic person; and in the end it just leads to gaslighting…’ (Respondent 18, educator and autistic adult, Western Cape)



Stakeholder variability

The variability in the options selected for assessment accommodation (866 total responses) was large. These differences may stem from the unique and varied needs of autistic learners as well as the diverse stakeholders with whom they interact (Keen et al. 2016; Witmer & Ferreri 2014). Accommodations should therefore be selected in a bespoke fashion to accommodate individual needs.

A small number of statistically significant differences emerged across stakeholder groups. Although limited in number, these differences are meaningful. Psychologists and caregivers differed significantly in their views on the value of specialised settings. This divergence likely reflects the distinct experiential and professional vantage points from which these groups understand learning environments. Caregivers routinely adapt home contexts to support daily functioning, often using intuitive strategies to minimise sensory and environmental barriers (Schiavone et al. 2018). Hence, they may be less exposed to the kinds of environmental constraints arising within classroom settings, in which sensory, social and organisational demands are less routinely modified. Psychologists, by contrast, are trained to identify how environmental stressors exacerbate emotional, behavioural and self-regulatory challenges, which may heighten their recognition of the potential pitfalls with stressors related to assessment. These divergent insights illustrate how varying degrees of proximity to educational environments and differences in professional frameworks shape stakeholders’ perspectives of what supports are most needed.

Autistic adults and caregivers selected the use of an encourager or motivator significantly more often than OTs did. Although specific literature supporting the use of motivators is limited, it is plausible that lived experience offers unique insight into the importance of emotional co-regulation and motivational support during demanding scholastic tasks. The comment from an autistic respondent in this study underscores the heterogeneity of autistic profiles and highlights the role that a regulation partner or motivational presence may play in reducing stress, enhancing task engagement and supporting performance. Research on autistic self-advocacy similarly notes that autistic individuals often emphasise relational and regulatory supports that may be under-recognised in clinical or educational frameworks (Milton 2019; Pellicano et al. 2014). Thus, different endorsement rates for encouragers and/or motivators may reflect the value of integrating lived expertise, which can illuminate needs that professionals may overlook.

Psychologists also selected ‘no two exams on one day’ more frequently than OTs did. This choice may relate to psychologists’ training in emotional and behavioural well-being, including their attention to factors such as cognitive load, anxiety, fatigue and stress dysregulation (Kellems et al. 2016). The assessment spacing aligns with principles of reducing cumulative stressors, especially for learners with heightened vulnerabilities in emotional or executive functioning. OTs, while knowledgeable about environmental and sensory barriers, may place comparatively less emphasis on emotional load across multiple assessments.

Taken together, these group differences illustrate the importance of incorporating diverse stakeholder perspectives into research on assessment accommodations. Each group brings distinct forms of knowledge (professional expertise, contextual familiarity or lived experience) that shape their perceptions of what supports are necessary. The differences observed in this study highlight the risk of relying too heavily on any single stakeholder group, as doing so may inadvertently privilege certain types of expertise over others. Multistakeholder engagement, therefore, remains essential for developing assessment practices that are equitable, ecologically valid and responsive to the wide variability within the autistic population.

Implications for universal design for learning and future policy

Education White Paper 6 notes that the curriculum must be flexible enough to accommodate different learning needs and styles (DoE 2001). The study findings align with this, emphasising the need to expand the available assessment accommodations and ensure flexibility across the education system. Such flexibility supports learners with executive function, communication difficulties and sensory needs, consistent with UDL.

The frameworks for inclusive education around the world have called for UDL and assessment (Capp 2020; Dolan & Hall 2001), but as yet, the change in assessment practices has been limited (O’Neill & Padden 2022). Universal design elements prioritised by respondents in this study included: ‘all directions and prompts in simplified language’, ‘redundancy (questions presented auditorily and in written form)’ and ‘all questions starting on a new page’. These accommodations are not currently available within South African policy (DBE 2014b), except redundancy, which is offered to learners with specific learning disabilities related to reading and writing. Respondents also called for pre-assessment accommodations as a specific training approved by provincial or district education offices, to be provided as a matter of course. Including this option as an element of universal design may benefit all learners and offer flexibility from the planning stage, and not a later adaptation. The need for strengthening the education system to support autistic learners is also obvious (Pillay et al. 2022), as materials should be available for teachers to use in support of learners with barriers to learning, including autistic ones. The pre-assessment training suggestions by the respondents in this study correlate with those proposed in earlier research (Simpson et al. 1999) to support autistic learners in preparation for assessment; by reducing anxiety and supporting executive functioning, as one respondent mentioned “as in the principal of social stories” (Respondent 90, Speech-language therapist, Western Cape). These suggestions support learners in ways similar to social stories, bu reducing anxiety, increasing familiarity and supporting executive functioning (Songlee et al. 2008; Tamm et al. 2020; Tyrrell & Woods 2018). Respondents prioritised universal design elements such as simplified language in directions, redundancy (written and auditory formats), and the starting of questions on new pages. These are not yet included in South African policy (DBE 2014b), except redundancy, for specific learning disabilities. Respondents also recommended universal pre-assessment training, which could benefit all learners and embed flexibility from the planning stage.

Recommendations from the current study

Although some limitations in this study have been highlighted, it is important to consider how this study, with future studies, could create concrete opportunities for policy development and expansion. Further training for educators on autism is needed as a result of the increasing numbers and lack of knowledge about the specific barriers facing autistic individuals. This approach will, in turn, develop classroom-based accommodations that all educators can employ. Policy-makers should also consider what universal design aspects can be ‘built-in’ to assessment accommodations processes, such as providing redundancy should a learner want this, or presentation of exam papers with keywords explained and questions presented on separate pages. The ‘allowable’ assessment accommodations should also be broadened, allowing educators to select individual accommodations to suit every learning barrier, including those perceived as ‘nonacademic barriers’ that clearly impact academic performance. The importance of policy-makers consulting with varied stakeholders in developing these accommodations is important, and likewise, the importance of transverse teams at the district and provincial level is emphasised.

Strengths and limitations

The strength of this study was its incorporation of perspectives from a range of stakeholders. This type of participatory research is valued as it can lead to contextually appropriate suggestions for the easy translation of research into policy and practice, thereby maximising success (Pellicano 2020; Pillay et al. 2022; Saggers et al. 2019). The study findings can be used to support the assessment of policy evolution in line with Education White Paper 6 (DoE 2001) and the Screening, Identification, Assessment and Support (SIAS) policy (DBE 2014a) in support of autistic learners in assessment.

As a result of the recruitment strategy, which relied on distributing survey links through Facebook™ groups, a sampling bias is likely. Respondents were already engaged in autism-related online communities, which may have skewed the sample towards individuals with heightened interest, awareness or access to autism-related resources. Consequently, teachers from rural or under-resourced districts were under-represented. This factor aligns with the findings of the study, which show that most respondents were situated in urban areas and were predominantly English or Afrikaans first-language speakers. These limitations have implications for both the generalisability of the results and the equity of the study, as the perspectives of educators in linguistically diverse, rural or resource-constrained contexts may not be adequately reflected. Perspectives of stakeholders from varied geographic settings, languages, cultures and socio-economic settings are needed to gather a comprehensive view.

Similarly, autistic adults (4.3% of respondents), caregivers (15.2%), educators (16.3%) and psychologists (10.9%) were notably under-represented, while OTs formed the largest stakeholder group (29.3%). This imbalance has important implications, as it may skew the findings towards a predominantly clinical or therapeutic perspective, thereby limiting the extent to which the lived experiences of autistic adults and the day-to-day insights of caregivers and educators are reflected in the data. Consequently, the perspectives most relevant to learner- and family-centred approaches may not be fully captured.

Future research opportunities

Future research should broaden stakeholder representation to ensure more balanced and inclusive multistakeholder perspectives, particularly by more deeply engaging autistic adults and caregivers whose lived experiences are central to learner- and family-centred practice. Studies should also examine assessment accommodations across both mainstream and special school settings, as well as among professionals with varying levels of experience, to understand how contextual and expertise-related factors shape accommodation practices.

Further work is needed to evaluate the effectiveness and differential benefits of specific accommodations for autistic learners, thereby contributing to evidence-based practice. Additionally, research should investigate the support needs of educators in implementing accommodations within everyday teaching and learning activities, as well as formal assessments.

Finally, the opportunity for developing and empirically testing universal design strategies in curriculum and assessment to more proactively meet the needs of autistic learners is immense.

Conclusion

Results from this South African study provided insight from stakeholder practice to inform and motivate policy evolution. Currently, the policy for assessment accommodations does not appear to be well-translated into practice within South Africa. Therefore, awareness campaigns, collaboration and training on the available assessment accommodations are needed to support autistic learners during assessment. The results also support the need for expanding the offering of assessment accommodations for autistic learners. This policy would underpin the move from deficit-driven accommodations towards social inclusion and neurodiversity (Happé & Frith 2020; Sarrett 2018), which can be facilitated through universal design principles. The spectrum of characteristics unique to autistic learners can be used to build universal design for assessment accommodations. Changes to policy and practice are necessary to support the needs of the growing number of autistic learners in South African schools, and indeed all learners with communication, sensory and executive function difficulties. Therefore, through consultation with stakeholders, the DBE must initiate formal policy-revision committees tasked with evaluating and updating the assessment policies in light of the contemporary understanding of ASD. Such committees should prioritise the heterogeneous nature of ASD. Attending systematically to this variability would enable the identification of barriers to assessment, which have not previously been considered, as well as developing differentiated assessment accommodations that respond to a range of learning and assessment needs.

Moreover, the DBE bears responsibility not only for formulating policy but also for ensuring the effective preparation of educators. This activity includes comprehensive training on the implementation of assessment accommodations and on pedagogical responsiveness to diverse learner populations, including those with ASD. A national strategy for delivering high-quality, standardised professional development, particularly targeting educators in rural and under-resourced schools, is essential. Such training must equip educators with an implicit and explicit understanding of how ASD-related barriers, including heightened anxiety, executive functioning differences, and sensory processing difficulties, may affect both learning and assessment performance.

By embedding a sustained focus on neurodiversity within the professional development of teachers, educators will be better positioned to identify nonacademic barriers to assessment and to implement relevant, evidence-based accommodations for all learners. This policy, in turn, will enhance the equity of learning outcomes and promote inclusive assessment practices across the education system.

Looking forward, we believe that South Africa is well-positioned to assume a leadership role in developing assessment accommodation frameworks that reflect the extensive heterogeneity of autistic profiles. By coupling ASD-specific accommodations with universal design principles that benefit all learners, the DBE could set a benchmark for inclusive assessment reform. Such a forward-looking approach would not only strengthen national policy coherence but also contribute to an emerging international discourse on equitable assessment in diverse educational contexts.

Acknowledgements

This article is based on research originally conducted as part of Yvonne Nell’s master’s dissertation titled ‘Perspectives of Stakeholders in Assessment Accommodations for Autistic Learners in Grade 4 to 12’, submitted to the Faculty of Humanities, Department of Speech-Language Pathology and Audiology, University of Pretoria in 2022. The thesis was supervised by Prof. Renata Eccles and Prof. Alta Kritzinger. The manuscript has since been revised and adapted for journal publication. The original thesis is available at: https://repository.up.ac.za/handle/2263/89259.

Competing interests

The authors declare that they have no financial or personal relationships that may have inappropriately influenced them in writing this article.

CRediT authorship contribution

Yvonne Nell: Conceptualisation, Formal analysis, Investigation, Methodology, Project administration, Writing – original draft, Writing – review & editing. Alta Kritzinger: Conceptualisation, Formal analysis, Methodology, Supervision, Writing – original draft, Writing – review & editing. Marien A. Graham: Data curation, Writing – review & editing. Renata Eccles: Conceptualisation, Formal analysis, Methodology, Supervision, Writing – original draft, Writing – review & editing. All authors reviewed the article, contributed to the discussion of results, approved the final version for submission and publication, and take responsibility for the integrity of its findings.

Funding information

This research received no specific grant from any funding agency in the public, commercial, or not-for-profit sectors.

Data availability

The data that support the findings of this study are available on request from the corresponding author, Renata Eccles. The data are not publicly available due to privacy and ethical restrictions.

Disclaimer

The views and opinions expressed in this article are those of the authors and are the product of professional research. They do not necessarily reflect the official policy or position of any affiliated institution, funder, agency, or that of the publisher. The authors are responsible for this article’s results, findings and content.

References

Anderson, C.M., Smith, T. & Iovannone, R., 2018, ‘Building capacity to support students with autism spectrum disorder: A modular approach to intervention’, Education and Treatment of Children 41(1), 107–138. https://doi.org/10.1353/etc.2018.0004

Ashburner, J., Ziviani, J. & Rodger, S., 2010, ‘Surviving in the mainstream: Capacity of children with autism spectrum disorders to perform academically and regulate their emotions and behavior at school’, Research in Autism Spectrum Disorders 4(1), 18–27. https://doi.org/10.1016/j.rasd.2009.07.002

Brown, K.R., & Coomes, M.D., 2016, ‘A spectrum of support: Current and best practices for students with autism spectrum disorder (ASD) at community colleges’, Community College Journal of Research and Practice 40(6), 465–479. https://doi.org/10.1080/10668926.2015.1067171

Burgstahler, S. & Russo-Gleicher, R.J., 2015, ‘Applying universal design to address the needs of postsecondary students on the autism spectrum’, Journal of Postsecondary Education and Disability 28(2), 199–212.

Capp, M.J., 2020, ‘Teacher confidence to implement the principles, guidelines, and checkpoints of universal design for learning’, International Journal of Inclusive Education 24(7), 706–720. https://doi.org/10.1080/13603116.2018.1482014

Den Houting, J., Adams, D., Roberts, J. & Keen, D., 2019, ‘An exploration of autism-specific and non-autism specific measures of anxiety symptomatology in school-aged autistic children’, Clinical Psychologist 23(3), 237–248. https://doi.org/10.1111/cp.12174

Department of Basic Education (DBE), 2012, National protocol for assessment grades R-12, Department of Basic Education, viewed 08 March 2020, from https://www.education.gov.za/Portals/0/Documents/Policies/NatProtAssess.pdf.

Department of Basic Education (DBE), 2014a, Policy on screening, identification, assessment and support, Department of Basic Education, viewed 01 February 2020, from https://www.westerncape.gov.za/education/files/wcg-blob-files?file=2025-01/01-sias-2014.pdf&type=file.

Department of Basic Education (DBE), 2014b, National policy pertaining to the conduct, administration and management of examinations and assessment for the national senior certificate examination, Department of Basic Education, viewed 24 May 2022, from https://www.gov.za/sites/default/files/gcis_document/201409/doenational-policy-conduct-administration-and-management-assessment-senior-certificate11062010.pdf.

Department of Education (DoE), 2001, Education white paper 6: Special needs education. Building an inclusive education and training system, Department of Education, viewed 24 March 2020, from https://www.education.gov.za/Portals/0/Documents/Legislation/White%20paper/Education%20%20White%20Paper%206.pdf?ver=2008-03-05-104651-000.

Dieckhaus, M.F.S., Hardy, K.K., Anthony, L.G., Verbalis, A., Kenworthy, L. & Pugliese, C.E., 2021, ‘Anxiety relates to classroom executive function problems in students with ASD, but not ADHD’, Research in Autism Spectrum Disorders 82, 1–10. https://doi.org/10.1016/J.rasd.2021.101739

Dolan, R.P. & Hall, T.E., 2001, ‘Universal design for learning: Implications for large-scale assessment’, IDA Perspectives 27(4), 22–25.

Douglas, G., McLinden, M., Robertson, C., Travers, J. & Smith, E., 2016, ‘Including pupils with special educational needs and disability in national assessment: Comparison of three country case studies through an inclusive assessment framework’, International Journal of Disability, Development and Education 63(1), 98–121. https://doi.org/10.1080/1034912x.2015.1111306

Elliot, S.N., Kratochwill, T.R., & Schulte, A.A.G., 1999, Assessment accommodations checklist: Helping teachers and parents support students’ participation in testing programs, CTB/McGraw-Hill, Monterey, CA.

Erasmus, S., Kritzinger, A. & Van der Linde, J., 2019, ‘Profiles of public and private autism-specific schools in Gauteng’, South African Journal of Childhood Education 9(1), 1–9. https://doi.org/10.4102/sajce.v9i1.691

Faul, F., Erdfelder, E., Lang, A. & Buchner, A., 2007, ‘G*Power 3: A flexible statistical power analysis program for the social, behavioral, and biomedical sciences’, Behavior Research Methods 39(2), 175–191. https://doi.org/10.3758/BF03193146

Happé, F. & Frith, U., 2020, ‘Annual research review: Looking back to look forward – Changes in the concept of autism and implications for future research’, Journal of Child Psychology and Psychiatry, and Allied Disciplines 61(3), 218–232. https://doi.org/10.111/jcpp.13176

Hodges, A., Joosten, A., Bourke-Taylor, H. & Cordier, R., 2020, ‘School participation: The shared perspectives of parents and educators of primary school students on the autism spectrum’, Research in Developmental Disabilities 97, 103550. https://doi.org/10.1016/j.ridd.2019.103550

Hodgson, J.R., Lazarus, S.S. & Thurlow, M.L., 2011, Professional development to improve accommodations decisions – A review of the literature, Synthesis Report 84, National Center on Educational Outcomes, University of Minnesota, viewed 18 May 2020, from https://files.eric.ed.gov/fulltext/ED527021.pdf.

Jansen, D., Petry, K., Ceulemans, E., Noens, I. & Baeyens, D., 2017, ‘Functioning and participation problems of students with ASD in higher education: Which reasonable accommodations are effective?’, European Journal of Special Needs Education 32(1), 71–88. https://doi.org/10.1080/08856257.2016.1254962

Keen, D., Webster, A. & Ridley, G., 2016, ‘How well are children with autism spectrum disorder doing academically at school? An overview of the literature’, Autism 20(3), 276–294. https://doi.org/10.1177/1362361315580962

Kellems, R.O., Springer, B., Wilkins, M.J. & Anderson, C., 2016, ‘Collaboration in transition assessment: School psychologists and special educators working together to improve outcomes for students with disabilities’, Preventing School Failure: Alternative Education for Children and Youth 60(3), 215–221. https://doi.org/10.1080/1045988X.2015.1075465

Lai, S.A. & Berkeley, S., 2012, ‘High-stakes test accommodations: Research and practice’, Learning Disability Quarterly 35(3), 158–169. https://doi.org/10.1177/07301948711433874

Larson, E.D., Thurlow, M.L., Lazarus, S.S. & Liu, K.K., 2020, ‘Paradigm shifts in states’ assessment accessibility policies: Addressing challenges in implementation’, Journal of Disability Policy Studies 30(4), 244–252. https://doi.org/10.1177/1044207319848071

Lazarus, S.S., Thurlow, M.L., Lail, K.E. & Christensen, L., 2009, ‘A longitudinal analysis of state accommodations policies: Twelve years of change, 1993–2005’, The Journal of Special Education 43(2), 67–80. https://doi.org.10.1177/0022466907313524

Leifler, E., Carpelan, G., Zakrevska, A., Bölte, S. & Jonsson, U., 2021, ‘Does the learning environment “make the grade”? A systematic review of accommodations for children on the autism spectrum in mainstream school’, Scandinavian Journal of Occupational Therapy 28(8), 582–597. https://doi.org/10.1080/11038128.2020.1832145

Lewis, K. & Nolan, C., 2013, ‘Examination accommodations for students with sensory defensiveness’, Journal of Postsecondary Education and Disability 26(2), 163–182, viewed 28 April 2020, from https://files.eric.ed.gov./fulltext/EJ1026927.pdf.

Lindsay, S., Proulx, M., Scott, H. & Thomson, N., 2014, ‘Exploring teachers’ strategies for including children with autism spectrum disorder in mainstream classrooms’, International Journal of Inclusive Education 18(2), 101–122. https://doi.org/10.1080/136031162012.758320

Lord, C.E., 2010, ‘Autism: From research to practice’, American Psychologist 65(8), 815–826. https://doi.org/10.1037/0003-066X.65.8.815

Milton, D., 2019, ‘Difference versus disability: Implications of characterization of autism for education and support’, in R. Jordan, J.M. Roberts & K. Hume (eds.), The Sage handbook of autism and education, pp. 3–11, Sage, xylLondon.

Nel, N.M., Tlale, L.D.N., Engelbrecht, P. & Nel, M., 2016, ‘Teachers’ perceptions of education support structures in the implementation of inclusive education in South Africa’, Koers 81(3), 1–14. https://doi.org/10.19108/KOERS.81.3.2249

Nell, Y., 2022, ‘Perspectives of stakeholders in assessment accommodations for autistic learners in grade 4 to 12’, MA dissertation, University of Pretoria, viewed 25 March 2025, from https://repository.up.ac.za/handle/2263/89259.

O’Neill, G. & Padden, L., 2022, ‘Diversifying assessment methods: Barriers, benefits and enablers’, Innovations in Education and Teaching International 59(4), 398–409. https://doi.org/10.1080/14703297.2021.1880462

Peeters, M.J., 2016, ‘Practical significance: Moving beyond statistical significance’, Currents in Pharmacy Teaching and Learning 8(1), 83–89. https://doi.org/10.1016/j.cptl.2015.09.001

Pellicano, E., 2020, ‘Broadening the research remit of participatory methods in autism science – A commentary on Happé and Frith (2020)’, Journal of Child Psychology and Psychiatry 61(3), 233–235. https://doi.org/10.111/jcpp.13212

Pellicano, E., Dinsmore, A. & Charman, T., 2014, ‘What should autism research focus upon? Community views and priorities from the United Kingdom’, Autism: The International Journal of Research and Practice 18(7), 756–770. https://doi.org/10.1177/1362361314529627

Pillay, S., Duncan, D. & De Vries, P.J., 2022, ‘Who’s waiting for a school? Rates, socio-demographics, disability, and referral profile of children with autism spectrum disorder awaiting school placement in the Western Cape Province of South Africa’, Autism 26(7), 1849–1863. https://doi.org/10.1177/13623613211067324

Pillay, S., Duncan, M. & De Vries, P.J., 2021, Autism in the Western Cape province of South Africa: Rates, social-demographics, disability and educational characteristics in one million school children. Autism 25(4), 1076–1089. https://doi.org/10.1177/132361320978042

Roberts, J. & Simpson, K., 2016, ‘A review of research into stakeholder perspective on inclusion of students with autism in mainstream schools’, International Journal of Inclusive Education 20(10), 1084–1096. https://doi.org/10.1080/13603116.2016.1145267

Saggers, B., Tones, M., Dunne J., Trembath, D., Bruck, S., Webster, A. et al., 2019, ‘Promoting a collective voice from parents, educators, and allied health professionals on the educational needs of students on the autism spectrum’, Journal of Autism and Developmental Disorders 49(9), 3845–3865. https://doi.org/10.1007/s10803-019-04097-8

Sarrett, J.C., 2018, ‘Autism and accommodations in higher education: Insights from the autism community’, Journal of Autism and Developmental Disorders 48(3), 679–693. https://doi.org/10.1007/s10803-017-3353-4

Schiavone, N., Szczepanik, D., Koutras, J., Pfeiffer, B. & Slugg, L., 2018, ‘Caregiver strategies to enhance participation in children with autism spectrum disorder’, OTJR: Occupational, Participation and Health 38(4), 235–244. https://doi.org/10.1177/1539449218786713

Simpson, R.L., Griswold, D.E., & Smith Myles, B., 1999, ‘Educators’ assessment accommodation preferences for students with autism’, Focus on Autism and Other Developmental Disabilities 14(4), 212–219. https://doi.org/10.1177/108833769901400403

Songlee, D., Miller, S.P., Tincani, M., Sileo, N.M. & Perkins, P.G., 2008, ‘Effects of test-taking strategy instruction on high-functioning adolescents with autism spectrum disorders’, Focus on Autism and Other Developmental Disabilities 23(4), 217–228. https://doi.org/10.1177//1088357608324714

Tamm, L., Duncan, A., Vaughn, A., McDade, R., Estell, N., Birnschein, A. et al., 2020, ‘Academic needs in middle school: Perspectives of parents and youth with autism’, Journal of Autism and Developmental Disorders 50(9), 3126–3139. https://doi.org/10.1007/s10803-019-03995-1

Tyrrell, B. & Woods, K., 2018, ‘Facilitating the involvement of young people with ASD in organising their examination access arrangements’, Support for Learning 33(4), 388–406. https://doi.org/10.1111/1467-9604.12226

Wilkinson, K. & Twist, L., 2010, Autism and educational assessment. UK policy and practice, NFER, Slough, viewed 18 May 2020, from https://www.nfer.ac.uk/media/h0zg4po1/asr02.pdf.

Witmer, S.E. & Ferreri, S.J., 2014, ‘Alignment of instruction, expectations and accountability testing for students with autism spectrum disorder’, Focus on Autism and Other Developmental Disabilities 29(3), 131–144. https://doi.org/10.1177/1088357614522294

Wium, A.A. & Louw, B., 2013, ‘Revisiting the roles and responsibilities of speech-language therapists in South African schools’, South African Journal of Communication Disorders 60(1), 31–37. https://doi.org/10.7196/SAJCD.247

Wood, R. & Happé, F., 2020, ‘Barriers to tests and exams for autistic pupils: Improving access and longer-term outcomes’, International Journal of Inclusive Education 27(5), 603–619. https://doi.org/10.1080/13603116.2020.1866685

OPS/symbol.jpg
 — .\

\ U





OPS/AJOD-15-1803-F1.jpg
60

5OIIII
0 IIII

%
8 8 3

=
Sy

L
Lo ey Q S o
& v~$ S S S S5 & &
& & & L& O & T A
& & bobbxb S S & & &é ) (\Q’
d‘ﬁ S ngo D & \’Q& D é\q,d’éo
A S & B
s RO
& v\be,

Recommended accommodations

FIGURE 1: Most-selected accommodations recommended for autistic learners
as a percentage of respondents (N = 92).
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TABLE 1: Selections by stakeholders to be included as assessment accommodations for autistic learners within South African schools.

Accommodation Currently Name in Restrictions on use according Number % outof 866 % out of 92
in Annexure  Annexe C1 to Annexe C1 of responses  responses  respondents
€1 (yes/no)

Specialised settings

Specialised setting: No - - 52 6.0 56.5

Low arousal; special lighting and/or acoustics

Specialised setting: No - - 34 39 37.0

Playing of calming music to minimise distractions

Special equipment

Use of noise buffers and/or headphones No E - 51 59 55.4
Use of stimulation toys No E - 28 3.2 304
Use of headphones with music No E - 30 35 326
In-person supports

Familiar administrator and/or invigilator No - - 48 55 522
Encourager and/or motivator: No - - 32 3.7 348

May provide verbal encouragement of learner’s efforts.
Encouraging words to sustain effort

Language supports

All directions and prompts in simplified language No - - 50 5.8 543
Simplified Language Yes Rephrasing Only for deaf and/or hearing 43 5.0 46.7
(Restate question with more appropriate vocabulary or impaired and learners who are

define vocabulary) aphasic

Visual supports for language No - - 42 48 45.7
Individual assistance with directions of assessment No - - 34 39 37.0
(including interpretation)

Colour-coding of instructions to emphasise steps No - - 32 37 34.8
Keywords highlighted No - - 27 31 293

Timing and/or scheduling
No two examinations on the same day No - - 44 51 47.8

Learner allowances

Allowing learners to voice ideas while engaging with the  No - - 42 48 45.7

question paper

Redundancy

Redundancy (question presented auditorily and written)  Yes Reader Not for the grouping that includes 50 5.8 543
autism

Oral-delivery: in-person (i.e., reader) Yes Reader Not for the grouping that includes 39 45 424
autism

Oral-delivery: recorded Yes Reader Not for the grouping that includes 35 4.0 380
autism

Oral-delivery: reading pen or text-to-voice technology Yes Computer voice  Not for the grouping that includes 33 38 359

to text and/or autism
text-to-voice

Presentation supports

All questions starting on a new page No - - 44 51 478

Enlarged print (18pt) Yes Enlarged print  Not for the grouping that includes 19 22 207
autism

Coloured question paper No - - 20 23 217

Other and/or no options

Other accommodations - - - 7 08 7.6

Other universal design options - - - 2 0.2 22

None of the universal design options selected - - - 1 0.1 11

None of the options selected for either accommodations or - - - 27 31 293

universal design options

Total : - - 866 100 B

Note: Multiple response options. The total number of responses (866) is larger than the sample size (92), as the respondents could select more than one option.
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TABLE 2: Specific and direct training to be considered to support learners in preparation for assessment (pre-assessment accommodations).

Pre-assessment Numberof % out of 289 % out of 92 Responses to multiple response questions within the stakeholder category
accommodations responses  responsest  respondentst Autiicadult Caiver Fr— Paych o or Other

n % n % n % n % n % n % n %
Teaching how to manage 60 20.8 65.2 3 21.4 10 25.6 8 20.0 10 222 gl 16.4 19 213 1 143
examination anxiety
TE?rhing of test-taking 56 19.4 60.9 4 28.6 7 17.9 7 17.5 9 200 10 18.2 18 20.2 1 143
skills
Pictures of examination 51 17.6 55.4 2 143 8 20.5 6 15.0 gl 20.0 10 18.2 15 16.9 1 143

invigilators and/or
administrators

Information about 44 15.2 47.8 1 7.1 5 12.8 6 15.0 9 200 9 16.4 14 15.7 1 143
examinations, why they

are important and the

provision of motivation

in preparation for

examinations

Study guide with 44 15.2 47.8 8] 214 4 103 5] 125 8 17.8 8 145 15 16.9 1 143
practice questions

Other 5 17 5.4 1 7.1 1 26 2 5.0 0 0.0 1 1.8 0 0.0 0 0.0
None of the options 29 10.0 8185} 0 0.0 4 103 6 15.0 0 0.0 8 145 8 9.0 2 286
selected

Total 289 100.0 - 14 100.0 39 100.0 40 100.0 45 100.0 55 100.0 89 100.0 7 100.0

c/giver, caregivers; psych, psychologists; SLT, speech-language therapist; OT, occupational therapist.
+, Multiple response options. The total number of responses (289) is larger than the sample size (92), as the respondents could select more than one option.
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TABLE 3: Implementation of the pre-accommodations programme.

How should training Numberof % out of 161 % out of 92 Responses to multiple response questions within the stakeholder category

o
be administered responses responses  respondents p—— gert Educator Poycht ST

Other

n % n % n % n % n % n

%

%

Educators should 47 22 511 3 273 8 36.4 8 36.4 8 36.4 6 17.6 13
provide such

programmes for autistic

learners as a matter of

course

Should be a specific 30 18.6 32.6 3 273 3 13.6 2 9.1 5 227 8 235 8
training that has been

approved by Province or

District Education

Offices and run in

accordance with specific

guidelines

Should be included as an 28 17.4 30.4 2 18.2 2 Bl 2 ELil 4 18.2 9 26.5 9
accommodation, and

thus approved by the

District and/or Provincial

accommodations

committees

No application necessary 13 81 141 2 18.2 2 9.1 1 4.5 3 13.6 0 0.0 5
for such pre-assessment
accommodations

Educators should only ] 5.6 9.8 0 0.0 i 4.5 Bl 13.6 2 £l 2 58 il
provide such

programmes for autistic

learners should they feel

it necessary

Such pre-assessment 4 25 43 1 9.1 1 4.5 1 4.5 0 0.0 0 0.0 1
accommodations should

not need to be

documented

Such pre-assessment 1 0.6 11 0 0.0 0 0.0 0 0.0 0 00 i 28 0
accommodations should

not be provided unless

requested, and then

they should be approved

by Province or District

No options selected 29 18.0 31.5 0 0.0 5 22.7 5 22.7 0 0.0 8 23.5 8

28.9

17.8

20

22

22

0.0

17.8

25

25

50

Total 161 100.0 175.0 11 100.0 22 100.0 22 100.0 22 100.0 34 100.0 45

Note: Multiple response options. The total number of responses (161) is larger than the sample size (92), as the respondents could select more than one option.
+, c/giver = caregivers; 1, psych = psychologists; §, SLT = speech-language therapist; ¥, OT = occupational therapist.
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100
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