CHAPTER TWO

EASTERN CAPE PROJECT

1. INTRODUCTION

The research conducted as part of the second phase of the National Quality Evaluation in the Eastern Cape Province included the following methods of data collection:

· The development and administration of separate questionnaires to teachers in the pilot schools, the principals of pilot schools and members of the Project Management Team (PMT) and Project Support Team (PST)

· Focus group interviews by the national quality evaluators with members of the PMT and PST

· Focused assessment of the educator development and capacity building materials by three assessors.

The questionnaires and interview schedules used are attached at the end of the report as Appendix B and C respectively. The separate reports by the materials assessors for this province will be sent directly to the province for their attention.

The questionnaires were administered in this province by the action researcher, assisted by the Project Co-ordinator. He contacted all the schools concerned to request their assistance with completing the questionnaires. Thereafter, he trained seven College of Education lecturers who then administered the questionnaires directly with the teachers and principals in the schools, assisting them where necessary. Questionnaires were also given to members of the PMT and PST and then followed up by the action researcher. The completed questionnaires were handed to the national quality evaluators when they visited the district on 5 and 6 August 2002 to undertake the focus group interviews.

The findings of the research process undertaken in this province and presented in this chapter are drawn from the following sources of primary data:

· Returned questionnaires from 10 principals

· Returned questionnaires from 136 teachers

· Returned questionnaires from 3 members of the PST/PMT

· Interview notes from focus group interview with 9 members of the PST

· Interview notes form focus group interview with 10 members of the PMT

· 3 reports from materials assessors

As indicated in Chapter One the findings of the research are presented under headings that relate to the original aims and objectives of this final phase of the national quality evaluation.

2. BENEFITS OF THE PROJECT

2.1 Introduction

All stakeholders were asked to say in the questionnaires whether they felt that the project had been of benefit to the pilot schools involved.  They were also asked to clarify their answer by saying what they felt the specific benefits have been. If they felt that the schools had not benefited they were also asked to explain their reasons for saying this.  If the respondents said ‘yes’ to this question (that is, the school had benefited from the project), they were asked to clarity how much they felt the school had benefited. 

2.2 Have the pilot schools benefited from their involvement in the project?

Table 2.1

	Answer type
	Teachers
	Principals*
	PMT & PST*

	Yes, definitely
	61 (44.9%)


	6 
	1

	Yes, but not very much
	49 (36.0%)
	4
	1

	Not sure
	14 (10.3%)


	0
	1

	No 
	5 (3.7%)


	0
	0

	No answer
	7 (5.1%)


	0
	0


* Percentages are not included due to the small number of respondents
Table 2.1 clearly indicates that all the key role players felt that the project had benefited the schools in the pilot district.  These positive responses did, however, differ with regard to the degree of benefit.  Approximately half of the respondents said that it had definitely been good for the schools while the other half said that it had helped, but ‘not very much’.

2.3 How have the schools benefited?

The common benefits highlighted by all the role players include the following key points.  The educators have benefited through the training they have received where they have learnt about inclusive education.  In particular, their attitudes towards differences in the classroom, and, in particular, disability, have changed in a positive way.  Also, they now understand and appreciate the barriers to learning that cause exclusion of learners, and they are more able now to address these challenges through practical problem solving.

Another specific implication of inclusive education that was highlighted through this process was the need for buildings to be accessible to all learners.  The role of parents and community people and structures in providing support to building an inclusive school was also highlighted in this project.

2.4 Why have schools not benefited?

Only the teachers responded to this question.  Three main reasons were given for why they have not benefited from the project.  The first one was that the basic conditions of the schools, which were poorly resourced, made it difficult for the project to work.  The second reason related to anger expressed that expectations were raised but not fulfilled with regard to receiving more resources for the school.   And, thirdly, teachers felt that unrealistic demands were made on their time, and that this increased their stress.

2.5 Summary and Comment

The project clearly was of benefit to the pilot schools in this project.  Realistic concerns around the lack of basic material resources, and the resource of ‘time’ (for the teachers) were given as the primary reason why these benefits were limited.

3. WHAT WORKS?

3.1 Introduction

In the questionnaires teachers, principals and members of the PST and PMT were asked to comment on what parts of the project had worked the best.  This question was also asked of the PMT and PST members in the focus group interviews.  Getting people to reflect on what had worked in the project and why, was seen as a very important aspect of the evaluation process.  It was hoped that through their involvement in the project role players would identify ‘best practices’ in implementing the inclusive education policy. Learning lessons from the project to share with the rest of the country and members of the Southern African Development Community (SADC) has been a central aim of the project.  

The findings shared below are presented in a synthesised way, drawing together the main views of all role players involved in the evaluation research.  A slightly more detailed presentation of some of these ‘good practices’ are outlined in Chapter Six in this report.  It should also be noted that, shortly after finalising this report, a ‘booklet’ on ‘Learning from Practice’ will be compiled and distributed through the Department of Education to all provinces and SADC countries, thereby sharing the ‘good practices’ (including difficulties experienced) that have emerged during this project.

3.2 What Worked?

The following key areas were highlighted by the various role players in response to the question of what has worked well through this project towards the implementation of inclusive education:

Awareness of the Policy on Inclusive Education:

· All role players have become aware of the new policy on inclusive education, and of what ‘inclusive education’ means.  This includes an awareness of the rights of children with disabilities to receive education.

· All role players became aware of the barriers to learning that result in exclusion of learners, and were equipped to address some of these barriers (teachers referred specifically to learning how to address problems relating to ‘abuse’).

· Attitudes towards ‘differences’ became more positive, particularly in terms of attitudes towards people with disabilities.

In the School:

· Teachers in particular learnt how to integrate the goals and strategies of inclusive education in all aspects of the curriculum – in their classroom practices.  This included what to teach, how to teach, how to assess. learners, how to manage the classroom – in order to include all learners. 

· The action research process has been a useful strategy for helping teachers to do all of the above.

· The training provided to the teachers was considered to be very helpful, and essential to implementing inclusive education.  The bursaries offered to teachers were a very positive incentive.

· Some teachers already have been trained in ‘remedial education’ and have been able to provide ‘learning support’ expertise in the schools.

· Institutional-Level Support Teams (ISTs) were developed in the pilot schools, and these support structures helped to link the school with the district support available.

· The attitudes of members of the School Governing Body (SGB) have changed through the capacity building that has occurred, and they are now developing ‘inclusive’ school policies, are aware that they need to make their schools more accessible, and are involved in poverty alleviation projects.

· Learners with disabilities have been included in some of the schools, particularly at the early childhood development (ECD) level.

· Through this project, schools have had access to funds to help them to make their schools more accessible.

· All the role players, including the teachers in the schools themselves, discovered the importance of ‘working together’ in teams, and learnt to do this better.

· The ‘pilot’ has had a ripple effect on the schools in the area.  This has been optimized by some of the pilot schools ‘mobilising’ for inclusive education in the area.

At District Level:

· At district level, there were positive experiences of ‘working together’ to address various barriers to learning, through the PST and PMT.  This was true for the Departments of Correctional Services, Health and Welfare in particular.

· The health promoting school strategy was successful in bringing the Departments of Education and Health together to address various ‘health’ (physical, psychological and social aspects) barriers to learning.

· The Project Co-ordinator has been a very positive force in the successful implementation of inclusive education in this district and province.  Successful implementation requires  “a core group of committed people at district and provincial levels … you need a ‘critical mass’ for sustainability”.

· At provincial level, it has helped the district to have a “strong statement from the provincial office that all new buildings or renovations to buildings must be accessible”.

· The visit of members of the National Directorate on Inclusive Education to the provincial office “helped a lot to get people outside of the ‘special needs’ area to recognize that this is an important issue for them as well, and since then there has been more commitment and involvement from other people in the department”.

Special Schools/Resource Centres:

· The special schools/resource centres have enjoyed the training that they have received and are trying to meet the challenges of developing a new role for themselves.

· Existing human resources have been optimised through the use of the College of Education lecturers to help with the training and the action research.

Community Partnerships:

· The importance of involving parents in various ways in the life of the school was highlighted through this project.  Successful projects including parents were developed.  Parents have been involved in the development of vegetable gardens and in the training/capacity building programmes themselves (e.g. parents of children with disabilities have helped to raise awareness of the ‘rights’ of these children to quality education).

· The involvement of people with disabilities in leadership positions in the project has helped to change attitudes towards people with disabilities.

· Members of the community have been drawn in to help schools to address many ‘basic’ needs such as safe and secure buildings.  “Inclusive education initiatives have led to improved relationships between the pilot schools and their surrounding communities”.

3.3 Summary and Comment

This project has experienced many success stories, at all levels of implementation.  Most of the ‘good practices’ highlighted above relate to the development of understanding of the new policy; changing attitudes towards inclusive education and ‘diversity’, in particular, people with disabilities;  the development of inclusive classroom practices;  various aspects of school development;  the development of positive school-community partnerships;  and the development of collaborative support provision at the district level.

It should be noted that all of these ‘good practices’ included many difficulties that had to and still need to be addressed to make ‘inclusive education work’.   Chapter Six in this report outlines, in more detail, the key ‘good practices’ highlighted above, drawing out learnings that can act as guidelines for others wishing to learn from this important pilot project.

4. DIFFICULTIES AND CHALLENGES

4.1 Introduction

One of the main questions often asked by people and countries who want to know how to implement inclusive education is “what was difficult and how did you overcome those difficulties?”.  This section of the evaluation deliberately focuses on the difficulties that the various role players experienced when trying to implement inclusive education in this province.  This information can be very useful when planning for further implementation in this district and beyond.  

This information, obtained from the questionnaires and interviews, is synthesised across role players as they tended to highlight the same issues. 

4.2 Key difficulties experienced through this project in the implementation of inclusive education

When responding to the questions relating to this section of the evaluation, the following key issues were highlighted:

Educator Development:

· Attendance and participation of teachers in the training workshops has sometimes been a problem.

· The teachers are struggling to cope with all the demands on their role.

· Many teachers said that they needed more practical guidance and more resource materials. They still feel unconfident.

· Many of the teachers said that the demonstration of wheelchair access was not successful and that it, in fact, resulted in a negative attitude towards people with disabilities.

School Development:

· SGBs don’t understand the policy and so ‘inclusion’ has not been integrated into the schools’ policies.

· It has not been easy to set up the ISTs.  They need more training to carry out their role better.

Support Provision:

· Support needed by the schools from the district team has not always been available. And when this support is provided, it is often not followed up.

· The members of the PST and PMT are not clear about their roles in providing support , and they meet too seldom to develop their capacity to provide better support.

· Many education officials still do not see inclusive education as being their responsibility.  This reflects the general lack of integration of policies and planning at district and other levels.

· Support professionals at the district level are reluctant to become involved … they do not see the importance of their roles in providing training and supporting/visiting schools … they are also overworked.

· Existing education posts are not being optimally used (e.g. College of Education lecturers).

· It has not always been easy to access support from the specialist support personnel (e.g. parents had difficulty obtaining access to the hospital after they had been referred there).

· Lack of proper collaboration between government departments makes it difficult to deal with some challenges (e.g. inclusion of an ex-prisoner in a school).

· The special schools/resource centres cannot cope with the challenge of teaching and providing support to other schools as they have too few staff, and, their own buildings and the infrastructure between schools in the district are not accessible.  They do not feel equipped to play their new role.

Community Partnerships:

· It is not easy to get parents or the ‘community’ to be involved in the schools.

· ‘The community’ do not always respect the resources in their community … they may look after the school, but not the surrounding area.  Security is a key issue for many of the schools.

Socio-economic and Contextual Issues:

· The effects of poverty, as a major barrier to learning, are difficult to address.

· The ‘basics’ are not there in the schools!  Poor physical infrastructure is particularly a problem. 

· The project raised the schools’ expectations that they would receive more resources, and they were angry when this expectation was not fulfilled.

Policy Implementation:

· Members of the PST and PMT are concerned about sustainability of the implementation process now that the project is drawing to a close.  The loss of the Project Co-ordinator at this point in time is a key concern.

· The high staff turn-over/moving of people within the Department of Education over the last couple of years has made implementation of the policy almost impossible.

· Support from the senior management in the province is crucial for successful implementation but remains a central challenges.

· Ongoing advocacy around inclusive education needs to be maintained for the policy to be effectively implemented.

4.3 Summary and Comment

Despite the fact that the pilot schools were exposed to a great deal of training and support through this project, it is interesting to note that the teachers’ difficulties relate mainly to the need for more training!  This is, however, a realistic view of the length of time it takes to change one’s thinking and practice.  This is a factor that needs to be taken into account by the Department of Education in its ongoing strategic planning and budgeting.

The difficulties highlighted above also reveal the challenges that still need to be faced at district level.  There is a need for more capacity building; clarification around roles and functions; addressing staff shortages and utilisation of existing staff;  and various challenges relating to learning to ‘work together’ in an integrated, planned and coordinated way.

Finally, the lack of ‘basics’ (resources and conditions for effective functioning) in the schools and communities are a reality that needs to be concretely taken into account in the implementation of inclusive education.

5. ROLE OF PROJECT IN POLICY IMPLEMENTATION

5.1 Introduction

This section of the evaluation focused on drawing out lessons that can be learnt from this pilot project for general education policy implementation.  In this project, a combination of strategies was used to implement White Paper 6 on inclusive education.  This included a ‘top-down’ approach reflected by the introduction of new education policy, as well as a ‘bottom-up’ approach which focused on action research, training of teachers in the pilot schools and capacity building at the district level.  The questions raised in the research were aimed at finding out what the different role players’ experiences were in relation to the success of these strategies:  did they actually help them to implement the policy on inclusive education?

5.2 Did this project help teachers to understand and implement the inclusive education policy?

Table 2.2

	Answer type
	Teachers
	Principals*
	PMT & PST*

	Yes
	88 (64.7%)


	9
	2

	Not sure
	31(22.8%)


	1
	1

	No 
	9 (6.7%)


	0
	0

	No answer
	8 (5.9%)


	0
	0


* Percentages are not included due to the small number of respondents
The majority of role players responded positively to this question.  The principals were particularly positive in this regard.  It should be noted, however, that a substantial minority (23%) were unsure.

5.3 How has the project helped teachers to understand and implement the policy?

The different role players responded in very similar ways to this question.  The key trends in their responses revealed the following main points.

The introduction of White Paper 6 through the project had a very positive effect on the attitudes of teachers to ‘diversity’, in particular, to people with disabilities.  It also raised awareness of the ‘right to education’ of learners with disabilities, and, in particular, that they need to be admitted to mainstream schools.

Many of the responses indicated that the introduction of this policy through the project had helped them to address various learning challenges in the classroom.  The link between inclusive education and the outcomes-based education (OBE) curriculum had also become clear.

Lastly, the establishment of ISTs has occurred through this project, and this links directly with the requirements of White Paper 6.

5.4 Why did the project not help teachers to understand and implement the policy?

The teachers and principals answered this question, highlighting four main points.  They felt that they had not received enough training (and therefore exposure to White Paper 6).  The point was also made, however, that they did not understand the policy because they had not attended the workshops that were provided.  Some teachers felt that they were too overloaded.  And, lastly, some principals indicated that there were no resources to address some of the barriers to learning.

5.5 Suggestions for how teachers can be helped to understand and implement this policy

Suggestions made by the different role players included five main points.  More training of all role players, including the ISTs, was important.  This training needs to challenge negative attitudes and provide practical guidelines for identifying and addressing barriers to learning.  School management and governance structures need to be assisted to develop inclusive school policies.  Basic infrastructure and materials resources need to be provided to equip schools to address the challenges that face them.  The Department of Education, primarily through the district structures, needs to provide more support to schools to implement inclusive education.

5.6 Summary and Comment

The responses in this section highlight that this particular process of policy implementation is viewed very positively.  Aspects that seem to have been particularly successful include the development of respect for diversity, and recognition of the location of inclusive education within the OBE framework.  In some schools it seems that the national policy has been integrated into the school policy.   In line with White Paper 6, the ISTs have been established in most of the schools, and the district has begun to address the need to develop a District Support Team (DST) – both imperatives from White Paper 6.

Two major issues that these findings do highlight, however, are (a) that all the role players are experiencing ‘policy overload’ – which highlights the need for an integrated approach to training and other strategies used for policy implementation, and (b) that the lack of ‘basics’ in the schools and their surrounding communities presents the Department of Education, and all role players involved in the provision of education or support, with many challenges.

6. OBE-INCLUSIVE EDUCATION INTEGRATION

6.1 Introduction

This section of the evaluation focused on the extent to which teachers had made the link between ‘inclusive education’ and the OBE curriculum.  This is considered to be a key determinant of successful implementation of inclusive education in South Africa, particularly insofar as the curriculum challenges are concerned.

The findings from the research are presented in two main sections:  teachers’ views, and then the opinions of the three materials assessors who examined the materials with this question in mind.

6.2 Teachers’ Views

6.2.1 Has learning about inclusive education and overcoming barriers to learning helped teachers to ensure that all learners are included in and benefit from the OBE curriculum?

Table 2.3

	Answer type
	No of teachers
	% of total responses (to question)

	Yes
	100


	73.5%

	Not sure
	16


	11.8%

	No 
	10


	7.4%

	No answer
	10


	7.4%


A large majority (74%) of the teachers responding to this question indicated that learning about inclusive education had helped them to ensure that all learners are included in and benefit from the OBE curriculum.

6.2.2 Examples of how learning about inclusive education has helped teachers to teach the new OBE curriculum

Examples that were provided included the following main points:

· Teachers have learnt to manage the classroom with a view to accepting all learners

· Teachers have learnt that it is important to allow learners to “learn at their own pace”

· They have learnt to identify barriers to learning, and to address these barriers through problem-solving

· They have learnt more about group and team work:  amongst themselves (as teachers) and as a teaching strategy for learners

· They have learnt to involve learners more actively in the learning process

· As teachers, they too have become more free to participate and give their own views

· Their understanding of the ‘child-centred’ approach has been enhanced, in particular, they have learnt to view each child as ‘unique’

· They have learnt more about assessment

· They know that they need to be flexible

· The role of all role players, including parents, in the teaching and learning process has been emphasised 

6.2.3 What would help teachers to make sure that all learners are included in and benefit from the new OBE curriculum?

The only response received to this question highlighted the need to address large class sizes.

6.3 Materials Assessment

The assessment of the Educator Development materials for this province indicates that direct links between inclusive education and OBE are made in the training process.  The one assessor reported that this linkage is made explicit through the two being presented together, and makes the statement that the idea that “inclusive education promotes OBE” is clearly made in the text.   The training approach used in the workshops also models the OBE approach.  “It incorporates OBE outcomes and assessment criteria, and indicates how the course relates to the OBE framework of qualifications”, and “it incorporates appropriate learner centred approaches and workshop activity, portfolio, journal writing and action research activities that are consistent with an OBE approach”.
6.4 Summary and Comment

The responses outlined in this section reveal a very positive response, indicating that the teachers in the pilot schools have made the link between inclusive education and OBE, and are integrating this into their classroom practice.  This understanding on the part of the teachers is very evident in the words and phrases they use when discussing this issue.  For example, they say that they have learnt that all learners can learn;  that they should be given a chance to do so at their own pace;  that teaching needs to be learner-centred;  that teachers need to be flexible;  and that they need to work together.  Their constant use of the concepts of ‘barriers to learning’ also shows that they understand that the challenge of inclusive education relates directly to their core purpose, that is, to promote effective teaching and learning.

One particular practical challenge that arises from this data, however, is that of teaching large classes.  Teachers are obviously still struggling a great deal with this challenge.

7. PRACTICAL IMPLEMENTATION OF INCLUSIVE EDUCATION IN THE CLASSROOM

7.1 Introduction

In this section of the questionnaire completed by teachers only, the aim was to find out whether teachers felt that they had been helped to implement inclusive education in the classroom.   Teachers were asked to indicate in which areas of the curriculum (see Table 2.5 below) they felt this had been achieved, and then to add other areas if appropriate.

7.2 Has the project helped teachers to learn practical ways of overcoming barriers to learning in the classroom?

Table 2.4

	Answer type
	No of teachers
	% of total responses 

(to question)

	Yes
	98


	72.1%

	Not sure
	11


	8.1%

	No 
	10


	7.4%

	No answer
	17


	12.5%


A large majority (72%) responded positively to this question, indicating that they had been helped to implement inclusive education in their classrooms.

7.3 In which aspects of the curriculum has this occurred?

Table 2.5

	Areas where new skills have been learnt
	No of teachers*

	The content of what is taught
	52 (53%)

	Teaching and learning methods
	77 (78.6%)

	Methods of assessment
	76 (77.6%)

	The organisation and management of the classroom
	72 (73.5%)

	The organisation and management of the timetable
	42 (42.9%)

	Other areas 
	15 (15.3%)


* The percentage reflects the responses from the 98 teachers who indicated that they had learnt practical ways to overcome barriers to learning in the classroom (see table above). Most of the respondents indicated that they had learnt new skills in more than one area.
Table 2.5 shows that the skills learnt through this project were mainly in three areas, although the other areas also received a substantial response.   The three main areas include (a) teaching and learning methods, (b) methods of assessment, and (c) classroom management.  It is interesting to note that the area that received the least emphasis (according to the teachers) was that of ‘time-tabling’.

Other areas that were identified by some of the teachers included details about various methods to make the lesson interesting, including learning to use various teaching aids (e.g. overhead projector, videos etc.).   Classroom management and assessment were also highlighted, in particular, the teacher’s own attitude and response to learners, with a particular focus on the importance of individual assessment to understand the learners more and being able to encourage them to learn at their own pace.

7.4 What do teachers still need to learn to overcome barriers to learning in the classroom?

The few teachers who responded to this question highlighted the need for more training.

7.5 Summary and Comment

It seems that most teachers have been helped to identify and begin to address barriers to learning in their classrooms.    Their responses also indicate that they have realised that this involves making changes to all aspects of the curriculum.  The one aspect of the curriculum that obtained the least positive response related to time-tabling.  As mentioned above, this is not too surprising as changes to the time-table usually affect the whole school, and relate to the overall organisation and management of the school.  This is a very important area to explore further, however, as flexibility in the overall management of the curriculum through time-tabling is a central strategy for accommodating different learning needs.

8. SCHOOL AND DISTRICT MANAGEMENT AND GOVERNANCE

8.1 Introduction

This section of the evaluation focused on various aspects of school and district management and governance.  Principals, the PMTs and PSTs were asked to respond to questions that were aimed at exploring whether existing school management and governance structures understood the implications of the new policy on inclusive education for their schools; whether any specific structures and procedures had been established in the schools and district to support inclusive education; and what needs to be put in place to facilitate the implementation of inclusive education.

8.2 School Management and Governance

8.2.1 Does the School Governing Body (SGB) understand the need and implications for implementing inclusive education in the school?

Table 2.6

	Answer type
	No of principals
	% of total responses 

(to question)

	Yes, they do understand/are aware
	8


	80.0%

	It is difficult to say/not sure
	1


	10.0%

	No they do not understand/are not aware
	0


	0%

	No answer
	1


	10.0%


According to the majority (80%) of the principals, their SGBs do understand what is expected of them in terms of the policy on inclusive education.

8.2.2 Have any structures and procedures been established in the school to implement inclusive education practices?

Table 2.7

	Answer type
	No of principals
	% of total responses

 (to question)

	Yes
	7


	70.0%

	Not sure
	0


	0%

	No 
	2


	20.0%

	No answer
	1


	10.0%


Seven of the principals say that they have set up structures and procedures to support the implementation of inclusive education in their schools.  Although this is a large majority (70%), a substantial minority (3 or 30%) of principals said ‘no’, or did not answer the question at all.  This does indicate that some schools have not addressed this challenge yet.

Structures and procedures that have been established, according to the principals who responded, include:

· the establishment of ISTs, some of which work directly with School Management Teams (SMTs)

· the inclusion of members of the above teams in the broader HIV/AIDS awareness campaign

· specific committees in the schools to address particular issues, e.g. assisting children with disabilities in the community and admissions

· development of school policies to address various aspects of inclusion (e.g. admissions, HIV/AIDS)

· renovations to schools to make them more accessible

· development of a vegetable garden, involving parents, which helps to address some of the effects of poverty

8.3 District Management and Support

8.3.1 What has been put in place in terms of management structures and procedures to sustain the implementation of inclusive education in the district and province?

In their responses to the above interview question, the PST and PMT in this province said that the following structures and procedures had been put in place to support the implementation of inclusive education in the district and province:

· The pilot schools involved in this project are in the designated ‘nodal’ area within which district development work will occur over the next few years and is included in the national implementation plan for White Paper 6.  This means that the province can build on what has begun in this district, and take the development of inclusive education further in these schools and district.

· Some mainstream schools have mobilised around inclusive education.  This makes other schools aware of what is happening and what the new policy is all about.  The pilot schools are sharing their experiences with other schools in the district.

· The College of Education lecturers who have helped with training and research in this project can continue to be used to support the implementation of inclusive education in the district and province.

· ISTs have been established in the pilot schools.

· The district support team structure has been initiated but it needs a lot of support and capacity building.

· The new district model around service delivery, which includes the development of a management team in each circuit, is being developed in this province.  These teams will include the implementation of inclusive education as one of their areas of focus.

8.3.2 What needs to be put in place to sustain the implementation of inclusive education at these levels?

The following suggestions were made by members of  the PST and PMT:

· There needs to be sustained commitment from leadership at the provincial level.  “Taken the problems experienced in this area in the past, some direct intervention may be needed to ‘force’ people to become more involved in the implementation process – it requires more than an attitudinal change.”

· There needs to be a coordinator, a ‘champion’, a ‘driver’ of inclusive education to ensure that all relevant role players do take this seriously.  This could be pursued through dedicated posts or structures – at all levels (provincial and district).

· The district education officials have a crucial role to play in supporting the implementation process, in particular, through supporting the schools.  This includes proper, integrated strategic planning processes at this level.

· Extra posts need to be created and existing posts need to be re-distributed to address the massive challenges of providing support to schools.  Existing personnel who can continue to play a crucial role are the College of Education lecturers.  Also, existing ‘support services’ personnel who have been involved in this project should become more active in the district support teams.

· The capacity that has been developed in the PST and PMT therefore needs to be used for the purposes of continuing the implementation process.

· A structure for intersectoral collaboration, based on the PST experience, should be set up to provide district support.

· There is a need for more training.  In particular, training for inclusive education needs to be integrated into OBE training.

· The consortium members (universities, non-governmental organisations (NGOs) and disabled people’s organisations (DPOs) should remain involved to support the implementation of inclusive education through training and action research.  This should include training of ‘support personnel’ (e.g. psychologists) so that they can play the kind of role expected by the new policy.

· The special schools/resource centres need more support.

8.4 Summary and Comment

Although some structures and procedures have been put in place to support the ongoing implementation of inclusive education in this district, there are many challenges facing this district and province in this regard.  One of the ways of addressing these challenges is to optimally use the human and material resources that have been developed through this project – to take this process further in the district itself, and to help other districts in the province to follow suite.  This includes looking at how the existing employees of the Department can be optimally used to support the implementation of inclusive education, including the College of Education lecturers, and the traditional ‘special needs’ and ‘support services’ personnel.

It has been suggested that the PST developed during this pilot project should be used as a basis for developing a DST in this area.  Other areas can also learn from their experiences.

One of the key issues highlighted around the management processes needed to support the implementation of inclusive education relate to the need for integrated strategic planning at different levels of implementation.  This includes developing integrated training programmes for educators and support personnel.  The continued use of higher education institutions, NGOs and DPOs should be considered as an important element of this.  This includes bringing them in to address the capacity building needs of the district support providers.

9. SUPPORT NEEDS AND PROVISION

9.1 Introduction

In this section the views of all role players who responded to this section of the questionnaires on support needs and provision are summarised.  Most of the focus in this section is on the development of the ISTs in the schools:  whether they were established, and how well they are functioning at the moment.

9.2 Teachers’ Views

9.2.1 Do you know what kind of support you can get inside and outside of your school to help you to overcome barriers to learning?

Table 2.8

	Answer type
	No of teachers
	% of total responses 

(to question)

	Yes
	92


	67.6%

	Not sure
	0


	0%

	No 
	27


	19.9%

	No answer
	17


	12.5%


68% of the teachers answered ‘yes’ to this question.  While this is a majority, a substantial minority (32%) answered either ‘no’ or gave no answer.  This suggests that there are still many of these teachers who do not know how to obtain the support they need to overcome barriers to learning in their schools.

9.2.2 Has the Institutional-level Support Team (IST) been established in the school?

Table 2.9

	Answer type
	No of teachers
	% of total responses 

(to question)

	Yes
	109


	80.1%

	Not sure
	5


	3.7%

	No 
	8


	5.9%

	No answer
	14


	10.3%


There was also a very positive response to this question, suggesting that the ISTs have been established in most schools.  

When the teachers who indicated ‘no’ in their questionnaire (8) were asked if they knew why the IST has not been established, all said that they did not know why it had not been established. 

9.2.3 Are you a member of the IST?

Table 2.10

	Answer type
	No of teachers

	Yes
	51



	Not sure
	0



	No 
	63



	No answer
	22




Less than half of the teachers who responded to this question were members of the IST.  Many of them did not answer the question, which could mean that that the number (‘no’) is larger.  This finding is not surprising as it would be expected that, in any school, it would only be a minority of teachers who serve on the IST.

9.2.4 Is the IST supporting teachers to overcome barriers to learning?

Of the teachers who indicated that they were members of the team, 

· 48 indicated that they feel that the IST is helping teachers to overcome barriers to learning in their classrooms

· 4 indicated that the did not feel the IST was helping teachers to overcome barriers to learning 

· 11 respondents were unsure.

These responses show a positive response from the IST members about the role that the IST is playing in the school. However, since the total number of responses to the question (63) exceeds the number of team members (51) it is difficult to know if the ‘no’s and the ‘unsure’s are members of the IST or not.

The members of the IST indicated a number of ways in which they feel that the IST is assisting teachers in their schools. The IST is providing training (workshops) to teachers to identify and address barriers to learning.  The IST also assists teachers to overcome barriers to learning by getting them to share ideas with one another and problem-solve together.    Many of the members indicated that the involvement of parents on the ISTs helped with this process.  Lastly, the IST also helps teachers to refer learners to specialists (e.g. social workers) when they need extra help.

Only one IST member responded to the question of why the IST is not supporting teachers, indicating that s/he needed more support to help other teachers.

9.2.5 If you are not a member of the team, do you know how to get help from the IST?

Of the teachers who are not members of the IST (63)

· 53 said that they knew how to get help from the IST to support them

· 13 said that they were not sure how to get help from the IST

Once again, the majority of teachers who are not members of the IST indicated that they knew how to get help.  However, once again the number of responses to this question (66) exceeds the number of teachers who said that they were not members of the IST (63). Despite these small discrepancies in the data, it would appear that most of the teachers in the pilot schools do know how to get support from the IST. This suggests that the ISTs are playing a valuable role within the schools.  

9.3 Principals’ Views

9.3.1 Establishment and functioning of the ISTs

As with the teachers, the majority of principals said that ISTs had been set up in their schools.  There was however more ambivalence among the principals than the teachers about how well the ISTs are supporting teachers. Those principals who said that the IST was functioning well gave the following examples of how they were supporting teachers:

· Teachers had been informed of the role of the IST in the school and know how to make use of it.

· The IST helps teachers to problem-solve together.

· When problems are addressed, the IST draws in other teachers when necessary.

· Outside facilitators are called in when the IST cannot solve a problem.

When asked why the IST is not functioning well, the one principal who responded said that the IST members did not receive the proper training to deal with some of the problems. 

9.3.1 What support does your school need from the Department of Education officials to implement inclusive education?

The principals indicated a number of areas of need in response to this question.  This included:

· The Department needs to understand the barriers to learning being experienced at schools.

· Schools need support from the Department.

· The Department should provide training support to schools.

· Schools need human and material resources to address these barriers.  This includes basic infrastructure such as electricity.

· The ‘community’ should be brought in to help the schools with projects (e.g. vegetable gardens)

· The different government departments need to work together to provide support to schools.

9.3.2 What support does your school need from parents?

Two major points arose from responses to this question.  First, the principals felt that parents should become more involved in the school, and they should be introduced to inclusive education.  Second, parents can help schools to include learners with disabilities by bringing them to the school.

9.3.3 What support does your school need from organisations and people in the community?

There was strong support from principals for the involvement of NGOs and DPOs in the school programmes.  They have valuable resources and skills to share with schools.  In particular it was suggested that they could help in making the community aware of inclusive education; they can help with the training programmes;  and they can be involved in specific projects, e.g. safety, vegetable gardens, and so on.

9.4 Role of the Special Schools/Resource Centres

The principals of the two special schools/resource centres involved in the project both said that the project had helped them to understand their role in developing an inclusive education system. However, they differed in their responses as to how much the project had assisted them, with one principal saying ‘yes’ it had a helped them, ‘but not very much’.

In response to the question:  “What support do special schools/resource centres need from Department of Education officials to understand and develop their support roles?”, the responses from the two principals concerned related to the need for more human resources, to enable the two special schools/resource centres to both teach and provide support to other schools.

9.5 Views from the Project Support Team (PST) and Project Management Team (PMT)

9.5.1 Do teachers know about the support they can get to overcome barriers to learning in their classrooms?

Of the three members of the PST who completed questionnaires, two indicated that teachers were aware of the support they can get, while the other member said that they did not.

9.5.2 Have the relevant departments and organisations set up any structures and procedures to support schools to implement inclusive education?

All the members said that they had set up structures and procedures to support schools.

The only structure referred to in response to this question, however, was the National Association of School Governing Bodies which is working closely with the Department of Education to train SGBs at schools.

9.5.3 Has the project helped the relevant departments and organisations to work together collaboratively to support schools?

There were mixed responses to this question. This suggests that individual members have had different experiences around this issue during the duration of the project.

Only one example of how collaboration has been developed was provided.  This referred to the positive experiences of the Department of Correctional Services in working with the Department of Education through this project. 

9.6 Summary and Comment

ISTs have been established in most of the pilot schools.  They seem to be doing a good job of supporting teachers to address barriers to learning, particularly through collective problem-solving and linking teachers to other sources of support. Teachers and principals seem to view the functioning of the ISTs in the same way, although a large minority of principals are not sure if these teams are functioning well or not.

At district level, the PST members feel that they have set up structures and processes to support schools, and this is confirmed by the teachers’ responses as they seem to know how to get support.  With regard to the internal working of the PST, however, there are mixed responses with regard to whether or not it has facilitated good collaboration.   This is an area that needs addressing as the district develops its formal DST.

Responses from the principals regarding their need for support highlight that they would welcome, and need, support from the Department, parents and their local communities.  Their responses about what and how this could be further pursued are minimal, however.  This may be because of ‘questionnaire fatique’. However, it is worrying that they are not giving more thought to this as these ‘support providers’ could help them a great deal to address the many barriers to teaching and learning in their schools.

Lastly, with regard to the two special schools/resource centres in this pilot project, the principals suggest that, to varying degrees, they have been supported to review their roles and functions through this project.  But this is clearly an area that needs more focus, including addressing their request for resources so that that can teach and provide support to neighbouring schools.  This request needs to be carefully examined to see exactly what the needs are in this regard.

10.  EDUCATOR DEVELOPMENT


10.1
Introduction

In this section, the focus is primarily on an assessment of the materials that have been developed through this project in the Eastern Cape Province.  The findings presented below are drawn from the separate reports of two of the materials assessors (full reports to be sent to provinces concerned).  After the presentation of the summary of their findings under various headings, this section of this chapter outlines the teachers’ evaluation of the training and materials.

10.2 Record of Progress and Products

The materials assessed in this evaluation included a Facilitator Guide and three units making of a Module for Educators.  The module is entitled “Addressing Barriers to Learning and Development”.  The three units include:

· An introduction to barriers to learning and development

· A curriculum for inclusion

· Addressing barriers to learning

10.3 Accreditation of Programmes

According to the materials assessor focusing on the acceptability of the module for accreditation purposes, this module does not yet meet the full requirements regarding credit points and hours related to this (refer full report).  Although the authors of the module claim that it does fulfill the 12 credit/120 hours requirement, the evidence of how these hours are covered is not given.  This may only require an adjustment to the way in which this requirement is described, and not necessarily impact on the programme itself.

With regard to qualification level, the authors of these materials have targeted Level 5, National Professional Diploma in Education (NPDE).  The materials do meet the standards of this level, but it is suggested that, as the NPDE is a short-term intervention in the country, the module should rather target the Post-Graduate Certificate in Education (PGCE), which is also Level 5, or the Advanced Certificate in Education (ACE), which is Level 6.  Thus, the module would have longer-term relevance in the country.

10.4 Congruence with White Paper 6

The materials do appear to be congruent with the principles and framework of inclusive education in South Africa as outlined in White Paper 6.  This is done through providing educators with extracts of the White Paper and other key documents that outline this approach, and providing opportunities, through the programme, for engaging with this framework in different ways.  Also, the paradigm shift, from a medical/deficit model to a systems change approach, is clearly explained in the text.

Two suggestions for improvement relating to congruence with the policy are (a) that the explanations of the conceptual framework be simplified to ensure understanding and development of insight into the paradigm shift, and (b) that there is consistency in the terminology used. 

10.5 Congruence with OBE Curriculum Framework

The assessment of the Educator Development materials for this province indicates that direct links between inclusive education and OBE are made in the training process.  The one assessor reported that this linkage is made explicit through the two being presented together, and makes the statement that the idea that “inclusive education promotes OBE” is clearly made in the text.   The training approach adopted in the workshops also models the OBE approach.  “It incorporates OBE outcomes and assessment criteria, and indicates how the course relates to the OBE framework of qualifications”, and “it incorporates appropriate learner centred approaches and workshop activity, portfolio, journal writing and action research activities that are consistent with an OBE approach.”

10.6 Relevance

The materials are relevant to the needs of the target audience.  This is revealed particularly through the approach used in the workshops themselves, where the educators’ own background knowledge and experiences are drawn upon, and through connections directly made with the expressed needs of the educators concerned.  The case studies that are used also make these connections.

10.7 Some Other Curriculum Issues

10.7.1 Accessibility

The relevance of the programme and materials to the teachers’ needs, as mentioned above, helps to make it accessible to them.  With regard to the language medium of the texts concerned, attempts have clearly been made to make it linguistically accessible.  There are some good examples in the text of how this has been achieved through the use of tables, dialogues, case studies and so on (refer full report).  

With regard to the presentation of the material, this is well done in this module.  Clear overviews of the programme, specific sessions and tasks are provided; the different sections are well structured and logical, and are linked to one another through reviews and reports-backs; clear headings and icons provide ‘sign-posts’ for the educator; and the use of different font sizes for headings, as well as text boxes for particular purposes, makes for easier reading.

There are, however, areas for improvement that have been highlighted by the materials assessors.  Much of the text is dense and complex.  This is mainly because of the use of sophisticated language (and examples of this are given in the full report), and complex sentence structure.   The OBE jargon, which is often abstract and complex, also creates a barrier to easy understanding.  It is proposed that this module be ‘translated’ into ‘easy-read’ to accommodate the language accessibility needs of the target audience, who are mostly ‘English second-language’ educators. This means that more accessible every-day English vocabulary can be used and sentences made simpler without compromising the meanings of the text. In addition to the actual language accessibility, the volume of the information makes it difficult to ensure that educators are able to engage meaningfully with the issues presented.  This is particularly important when one expects people to ‘make a paradigm shift’ – which requires time and constant engagement with new ways of thinking.

A central issue in the development of these programmes and materials is the extent to which, and the way in which theory and practice are linked.  In this module, both aspects are taken seriously, creating a ‘hybrid approach’.  While this attempt to address ‘both needs’ is good, the materials could be made more accessible by placing less emphasis on the theoretical/academic aspect and more on practical orientation. These are all challenges that face trainers and educators throughout the country (and the world!), and that can be addressed in the further development of these texts.

10.7.2 Aims/outcomes

The module programme has clearly stated aims and outcomes, as well as assessment criteria, and these are congruent with the OBE approach, thereby ‘modeling’ OBE for the educators concerned.  

There are two areas that need further work.  First, there is a need to check consistency of outcomes and assessment criteria with the Standard Generating Body for Inclusive Education – when it has completed its own work in this regard.  And, second, the requirements to address all seven roles of the educator, as outlined by the Norms and Standards for Educators, need to be addressed as not all the roles are covered in this module.

10.7.3 Content

This module is a very useful resource for inclusive education, providing relevant and essential information.  Some aspects are covered well, e.g. alternative approaches to teaching and assessment for learners who need it, and the use of learners/peers as tutors and buddies in the classroom.  

Some aspects, however, have been only superficially covered, and the theoretical underpinnings of many of the issues are weak.  The section on IQ testing, currently placed at the end of the module, is not adequately dealt with given the importance of this issue in education in South Africa.  This includes the lack of provision of alternatives, such as dynamic or interactive assessment procedures.  (It is acknowledged, however, that this is a national and international weakness!).  Another area that has not received enough attention is that of the teaching of reading strategies for those who experience mild learning difficulties.

10.7.4 Teaching strategies

This programme and material reflects, in fact it models, the OBE approach in various ways.  It is learner-centred; it is inclusive in its approach (drawing from the educators’ own experiences);  it supports an active approach to learning, and provides a variety of activities to keep educators engaged;  it does this in an interactive and participatory way, building in reflective practice throughout, and providing opportunities for problem-solving through activities such as case studies.  Finally, a further strength of this programme is the realistic time frames that are set for the workshops concerned, providing opportunities for proper engagement with the content.

The main weaknesses identified in the materials assessment process related to (a) problematic referencing between the Facilitator’s Guide and the Educators’ material, making presentation of these workshops more difficult, (b) a lack of sufficient theoretical foundation to many of the issues – including a lack of information on the importance of ‘mediated learning’ and ‘cooperative learning’ approaches within the classroom.

Lastly, the video that was briefly assessed was considered to be interesting and potentially useful, but would need instructions on how to use it to make the most of the learnings that could be drawn out from it.

10.7.5 Assessment procedures

The assessment procedures used in this module are clearly and well presented, and are relevant and creative.  A variety of activities such as tasks during the workshops and ongoing development of portfolios and journals are used.  At the moment, the assessment tasks are only formative or developmental in nature.  To meet university requirements, summative assessment tasks should also be developed.  

10.8 Feedback from Teachers

10.8.1 Was the training programme useful for the teachers?

Table 2.11

	Answer type
	No of teachers
	% of total responses 

(to question)

	Yes
	100


	73.5%

	Not sure
	8


	5.9%

	No 
	13


	9.6%

	No answer
	15


	11.0%


The teachers responded very positively to this question, with 74% saying that the training programme was useful to them.

10.8.2 What parts of the training programme was most useful?

The most common response to this question was that the training had helped the teachers to identify and overcome barriers to learning.  Other key issues highlighted are briefly outlined below.

· Videos and other methods were used to demonstrate how to address barriers to learning.  Most of the training was very practical.

· They learnt to respect differences (“all kinds of learners”) and to provide opportunities for learners to work at different paces to accommodate their different learning needs

· Teachers became aware of the rights and needs of learners with disabilities 

· They also learnt a lot about how to respond to learners who have been abused

· The link between the action research approach and the training was very useful

· The strategy of clustering schools for training was useful

10.8.3 Which parts were not useful or least useful?

The main area that was highlighted by the teachers was that the training was not practical enough; it did not demonstrate/show how to address barriers to learning (e.g. drug abuse).

10.8.4 Were the learning materials helpful?

Table 2.12

	Answer type
	No of teachers
	% of total responses 

(to question)

	Yes
	79


	58.1%

	Not sure
	26


	19.1%

	No 
	14


	10.3%

	No answer
	17


	12.5%


The majority of teachers (58%) responded positively to this question.  While this is a large number, a substantial minority (42%) said ‘no’ or were unsure of how to respond to this question (‘not sure’ or  ‘no answer’).  What is interesting to note is that those teachers who responded positively (58%) were fewer than those who said that the training was very useful.  This suggests that for some teachers, while the training was very useful, they did not feel as positive about the materials used in the training programmes.

10.8.5 In what ways has this material been helpful?

The five main points that were highlighted by teachers in response to this question were:

· The material was helpful to teachers when they wanted to know what to do to address a particular barrier to learning in their classroom (they used it as a practical ‘reference’ point)

· The material was therefore very practical and relevant

· Teachers were taught how to use handouts effectively

· The video demonstrations were very helpful in terms of responding to the needs of learners

· The use of stories was very helpful

10.8.6  Why have the materials not been helpful?

The responses of teachers to this question were very mixed.  The three main points that were highlighted were, first, that the materials were not accessible enough;  second, that the video was not available at the school;  and third, that the materials did not help the teachers to use Sign Language sufficiently, and therefore to respond to Deaf learners.

10.9 Summary and Comment

The materials assessors and teachers responded very positively to the training and materials developed in this pilot district project.   The consortium members involved in the development and ongoing review of the materials should be congratulated for the extent to which they addressed the needs of the target ‘audiences’ concerned.  In particular, the fact that the content and methodology employed in these programmes are in line with White Paper 6;  the efforts that the team took to use interactive and participatory approaches to the development and presentation of these programmes with educators and other role players;  and the extent to which they were able to present the materials in a reasonably accessible form, are highly commendable.  It is clear that the bringing together of the different expertise brought to this venture by the ‘tripartite’ community partnership in the consortium (universities, community organisations (NGO & DPO), and the Department of Education), was a major reason for the success of this process.

In the teachers’ and materials assessors’ views, however, there is still some work to be done to make this material acceptable at both ‘university’ and ‘community’ level.  This includes sorting out the few remaining issues relating to accreditation for the universities, and the proposed translation of the texts into ‘easy read’.  This latter challenge will need the involvement of people who have skills to do such a ‘translation’, as well as those role players who can bring the right ‘language’ and ‘experiences’ to bear on the exercise.  One major challenge in such an exercise is ensuring that the ‘power relations’ between the different members of such a team are equalised to ensure that all voices are heard and taken into account in the further development of the material.

11. CAPACITY BUILDING OF SUPPORT PROVIDERS AND MANAGERS

11.1 Has the project provided adequate capacity building to the Project Management Team and the Project Support Team to enhance their capacity to provide support to the schools?

There were mixed responses to this question, with only one of the members saying that s/he had received adequate capacity building.

11.2 What training/capacity building is still needed for district officials and members of the support team to be able to provide adequate support to the schools?

Three main areas were raised in the response to this question.  In terms of areas of training needed, it was suggested that a more comprehensive approach to addressing needs relating to disability was needed.    In terms of personnel to provide support, the need for more specialists was highlighted.   The need for “someone to drive from top-down” was also raised.

11.3 Assessment of Capacity Building Materials

One of the material assessors from the national evaluation research team evaluated all the training programmes and materials for workshops held with the school management and governance structures, the DST, and the community.  While some of her focus was on broad ‘curriculum’ issues (the what and how of what was covered), the main emphasis in this assessment was on the relevance of the programmes and materials in relation to the White Paper 6 on inclusive education, and in relation to local needs.  She also focused on the accessibility of the material for the target participants identified.  The findings outlined below are a summary of her views on these issues.

11.3.1 Congruence with White Paper 6

In general terms the programmes and materials appeared to be congruent with the main principles and framework of White Paper 6.  In particular, the development of the DSTs and ISTs is in line with the recommendations in this policy.  The programmes and materials do not, however, seem to provide enough information and insight into what is expected of the various role players on these structures – what their roles and functions are or should be.  There was also not enough information about the different kinds of barriers to learning that could be experienced, and how to address these.  The materials tended to focus only on a few, albeit relevant, issues.  Finally, while most of the terminology used in the materials are ‘in line’ with the principles of the new policy, there are instances where it is too medically orientated (e.g. using words like ‘client’ and ‘treatment’ when talking about working with people with disabilities), and other times when it is unintentionally negative (e.g. using words that depict the experiences of a person with epilepsy in a negative rather than positive way).  On the whole, though, the material does make an attempt to shift attitudes towards an understanding of inclusive education that is congruent with White Paper 6.

11.3.2 Relevance

The material assessed uses examples and case studies that are relevant to the realities of the local context within which the project has been pursued.  It answers questions that are realistically likely to be asked by the different role players in that area, including parents.  The focus on only a few issues does, however, result in the programme and materials not providing a comprehensive and critical analysis of the kinds of barriers to learning that one could expect to have to address in schools.   At the moment, the programmes focus primarily on addressing the needs of learners with disabilities, with very little focus on psychosocial issues that impact on teaching and learning.  In addition to this broadening of the understanding of ‘barriers to learning’, there is a need for an analysis of broader societal influences on teaching and learning and how these are often at the root of some of the problems that arise.  

While the material does potentially address some of the questions and needs of the role players being targeted in this project, it does not adequately engage with the parents, particularly within the context of the SGB training.  There is a need for further development of this material to ensure that parents are engaged with as equals (and attitudes as well as accessibility of presentation is important here) and to ensure that they are equipped to play their role in helping schools to become more inclusive.  

With regard to the ‘target’ for these programmes, it is suggested that programmes and materials directed at the learners themselves should also be developed.  This is particularly important given the central role they have to play in supporting and teaching one another. 

11.3.3 Accessibility

The language used in the materials is relatively simple and therefore accessible to the role players concerned.  There is room for improvement in this regard however, where the development of ‘easy-read’ materials should be the aim when further developing these programmes and material. 

More use of case studies, examples, visuals and drama would also make these texts more accessible.  There are examples of good use of these techniques in some parts of the material.  Diagrams can also be useful, but in some instances in the materials assessed, the diagrams tend to hinder rather than enhance understanding (e.g. the diagram providing an overview of the project itself). 

In terms of the overall structure of the materials, a contents page as well as clearer and more accurate internal referencing (to sources being referred to) would be helpful.  Lastly, at the moment the writing format used for the materials tends to be more ‘report’ orientated, rather than ‘educationally’ orientated.  This highlights the need for the structure and writing style to be appropriate to the educational intent of the workshops concerned.

11.3.4 Other curriculum issues

The programmes and materials assessed reveal some creative approaches to facilitating capacity building of the role players concerned, although, as mentioned above, there was not enough focus on parents in this regard.   In particular, good attempts are made to obtain community cooperation in the programme aimed at that broad constituency.  This programme clearly values community participation in the provision of support to schools, and highlights the need for ‘working together’ to achieve this. 

11.4 Summary and Comment

The findings of this section are based on minimal formal input from the PST and PMT in this province, as their questionnaire response rate was small and not substantially addressed in the focus group interviews.

The mixed responses to the question of whether or not members of the teams at the district level felt that they had received sufficient capacity building support during this process suggest different experiences during the project.  It does seem, however, that capacity building of the district (and higher levels) remains a major challenge for the future.  This is particularly important as the implementation of inclusive education in the schools is very dependent on the ongoing and appropriate support from the districts.  

With regard to the capacity building programmes and materials developed in this district, the assessment reveals a positive picture.  It has been suggested, however, that, while this is a “good start”, work needs to be done to further develop these materials so that they can be used in this and other districts in the province.  This includes the need to develop programmes and materials for parents and learners (in their role of ‘peer-supporters’) in particular.

12. CONCLUSION

The challenges that have faced this province have been enormous, not least of these being starting to implement a policy before it has even been publicly released (the White Paper 6 was only released in July 2001), and the ongoing ‘moving around’ of staff at all levels of the Department.  Overall education restructuring has therefore created both barriers and possibilities in the pilot project.  In the face of this, the project co-ordinator, consortium, and all those involved in the process, have done a tremendous job.

This pilot project has been successful – to varying degrees - in all areas of its work.  It has managed to help teachers to integrate inclusive education, within the OBE framework, within their classroom practices.  In particular, it has gone some way down the road to helping them to understand and address the barriers to learning they face in their schools.  Principals have, to a large extent, become aware of the challenges of inclusive education and have begun to implement the key principles in their schools.  This has included the setting up of ISTs in most of the schools, and these structures seem to be supporting teachers in the ways outlined in White Paper 6.  The project has, through its focus on implementing inclusive education, created very positive school-community relationships in many instances.  At district level, some success has been achieved in bringing together education department officials and other sectors, to look at how to provide a more integrated support to schools.  They have certainly become more aware of what the challenges relating to this are, and, in many instances, have achieved success through particular projects.  There does not seem to have been much involvement of the provincial-level officials in this project, but there is an awareness that their involvement and support is essential to make this work.  And then, finally, the work that has been done on developing the programmes and materials in this province are an excellent basis for further development – to ensure that all role players’ needs are addressed.

In light of the time-frame and cost constraints of this project, it has been an enormous success!  However, there are many challenges that still remain to be addressed.   The teachers and principals want more training (which is fair, given the challenges of implementing inclusive education in their schools).  The ISTs and SGBs need further capacity building and support to play their crucial roles in supporting inclusive education in the schools.  The district education officials and other support providers need much more capacity building, which needs to include ensuring that they are all clear about their roles, functions and responsibilities in the intersectoral teams, and are supported in their attempts to ‘learn to work together’.  The need to find a way to ‘address the basics’ while or through the process of implementing inclusive education needs to be addressed at all these levels.  

All of the above and other challenges are ‘normal’, and need to be built into ongoing efforts to implement inclusive education in this district and in the province as a whole.  It is worrying (to the evaluators) that not enough has been done to plan for and ensure the sustainability of the work that has been done in this province.  It is hoped that this will be pursued however (the respondents certainly were aware of this challenge), and that the whole district (not just the pilot schools), the province, and country as a whole will benefit.

� It should be noted that there is some overlap between members of the PMT and PST
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