CHAPTER THREE

KWAZULU-NATAL PROJECT

1. INTRODUCTION

The research conducted as part of the second phase of the National Quality Evaluation in KwaZulu-Natal 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 consortium leader, assisted by the project-co-ordinator and other members of the project team in the province, took responsibility for ensuring that the teachers and principals at the schools completed the questionnaire. The PMT and PST questionnaires were handed to the members of the teams by the project co-ordinator and collected by the national quality evaluators directly after the focus group interviews held on 7 and 8 August 2002.

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 9 principals

· Returned questionnaires from 196 teachers

· Returned questionnaires from 11 members of the PST/PMT

· Interview notes from focus group interview with 3 members of the PST

· Interview notes form focus group interview with 9 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 3.1

	Answer type
	Teachers
	Principals*
	PMT & PST*

	Yes, definitely
	89 (45.4%)


	4 
	9

	Yes, but not very much
	83 (42.3%)
	4
	2

	Not sure
	19 (9.7%)


	0
	0

	No 
	2 (1.0%)


	1
	0

	No answer
	3 (1.5%)


	0
	0


* Percentages are not included due to the small number of respondents
The majority (88%) of the teachers responded positively to this question. However, half of these (42%) said that the schools had not benefited much from the project (‘yes’, but not very much). A similar response was received from the principals.  It is interesting to note that the PST and PMT were more positive than the teachers and principals in this regard.

2.3 How have the schools benefited?

In summary, the following most common responses across the role players were made with regard to how the schools have benefited from this project:

· All the role players involved have become aware of what inclusive education is all about, and have changed their attitudes towards people who are ‘different’, in particular, people with disabilities.

· They are now aware of barriers to learning that cause exclusion of learners, and are more able to address many of these.

· The schools concerned have become more physically accessible to learners with physical disabilities.

· Schools have received more resources through this project.

· The community has become more involved in the life of the school and all have benefited as a result.

· Teachers have learnt to work together more – teamwork has therefore been supported and developed.

· The discipline in the schools has improved as a result of this project.

2.4 Why have the schools not benefited?

The few responses received to this question highlighted that there has not been enough training to equip educators to develop inclusive schools.  The point was also made that, in most instances, learners with disabilities had not yet been admitted to the schools, so the teachers have not yet faced the practical challenges relating to this.  Lastly, a number of internal school problems were cited as being barriers to implementing inclusive education.

2.5 Summary and Comment

Clearly, the schools in this pilot project have benefited.  They have benefited directly – through becoming aware of the challenges of implementing inclusive education – and indirectly, through the ‘spin-off’ of ‘learning to work together’, and to address the difficult disciplinary challenges that these schools are obviously facing.  Reasons given for why schools have not benefited relate to the lack of ‘basics’ (resources and conditions for effective functioning) in the schools, which obviously makes it difficult for schools to develop into good teaching and learning sites.  One of the ‘basics’ that seems to be creating problems in these schools is internal school dynamics, including problematic relations between teachers and teachers and management. 

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?

In response to the question of what worked well, and why, in the implementation of inclusive education through this project, the following key areas were highlighted by the various role players.  As the areas were common across the role players, these are presented in an integrated way.

Awareness of the Policy on Inclusive Education

· The attitudes of all the role players changed positively as a result of being introduced to the new policy.  

· They now understand what inclusive education means, and all role players have responded very positively to its basic principles.

· A non-jargoned discourse (way of thinking and talking about) around inclusive education has been developed as most of the teachers involved have never been exposed to the ‘special needs’ discourse.

· The approach used to implement policy in this project – a combination of ‘top-down’ policy guidelines and ‘bottom-up’ action research processes – was very successful.

In the School:

· The school-based approach to training, where the workshops were integrated into the staff development programmes in the school, was successful.  The involvement of the Institutional-Level Support Teams (ISTs) in this process was a particularly important aspect of this.

· The training, including the materials, received by the teachers was very positively viewed. 

· Teachers were helped to address some psychosocial barriers to learning, in particular, abuse, and the effects of HIV/AIDS.

· Teachers were also taught how to include learners with disabilities in their schools and classrooms.

· This project, and the process of implementing inclusive education, had a generally positive ‘spin-off’ or ripple effect on the general development of the school, including helping to develop more collaborative work in the school, and helping with issues like school discipline.

· Many of the schools have become more accessible to learners with physical disabilities.

· School policies have been changed to include the principles of inclusive education.

At the District Level:

· Intra-Departmental (within Education) collaboration has improved.  One example of this collaboration has been around physical planning, where the inclusion of the key person in charge of this area in the province has resulted in the development of physically accessible schools in this district, and has made this section of the Department more aware of the challenges of building inclusive teaching and learning environments.

· The ‘ripple effect’ of the implementation of inclusive education through this project has also been felt by other ‘levels of education’ in the Department, in particular, early childhood development (ECD) and adult basic education and training (ABET).

· Committed and sustained involvement of provincial education officials in this project has had a very positive effect.

· The project has shown the importance of having a ‘champion’ or dedicated person(s) to drive the process of implementation.

· Intersectoral collaboration – across government departments, has also been improved.  An example of this has been projects developed by the Health and Education Departments within the ‘health promoting schools’ strategy.

· The PST and PMT have provided a very committed and balanced team to provide support to schools.  They feel that they are more confident to implement inclusive education now.

· The fact that most of the ‘support personnel’ were from the district itself helped their work with schools.

Special Schools/Resource centres:

· The workshops have helped the special school/resource centre to understand its role in supporting inclusive education in the district.

Community Partnerships:

· Very positive community-school partnerships were developed through this process.  In particular, non-governmental organisations (NGOs) and disabled peoples’ organisations (DPOs) played a central role in the training and development of inclusive practices in the schools.  

· One example of positive intersectoral collaboration where NGOs played a central role has been around victim support around the issue of abuse.

· The involvement of the DPOs in the process has had a “major attitudinal change among people … they tend to confront their own negative attitudes and fears with very positive outcomes … and through the involvement of DPOs, disabled people and parents become ‘un-hidden’ in the communities.”

· Parents are very happy that children with disabilities are being included in the schools … “they thought this would never happen … even those who don’t have money can now take their children to school.”

· The Community-Based Rehabilitation Facilitator (CRF) who was employed to help the special school/resource centre has played a very important role in developing positive community-school relationships in the area.

3.3 Summary and Comment

There are many positive, ‘success’ stories to share from this province.  Many of these are included in Chapter Six in this report, which focuses on learning from ‘good practice’.  These success stories come from all the levels of implementation, including the classrooms, the schools as a whole, the school-community partnership, and the district.  While there are clearly still many challenges at all these levels, it seems that major strides have been made to facilitate an openness to, and confidence in implementing inclusive education in this district.  

One particularly valuable learning from this district has been around the development of an ‘indigenous’ discourse (way of thinking and talking about) around inclusive education.  Through the excellent training and support provided, the teachers have found ways to talk about and practice inclusive education ‘in their own language’, and this language ‘fits’ with the language and direction of the outcomes-based education (OBE) curriculum framework.  It is also a language that links inclusive education with the rights of all learners, especially from very poor communities, to education provision

Many success stories have emerged from this project.  This includes the involvement of Physical Planning in the project which has resulted in the development of many accessible schools in the area, and has had many other ‘spin-off’ gains as well (refer Chapter Six for more details about this); the development of very positive school-community partnerships; the success of the health promoting school strategy in addressing various barriers to learning; support towards the development of a special school/resource centre in its new role as a resource center;  and, last but not least, the very valuable training programmes and materials that have been developed.

It is interesting to note that, when highlighting barriers to learning, the two main social issues highlighted in this project are physical and sexual abuse, and the various effects of HIV/AIDS.   Also highlighted in this district is the importance of admitting learners with disabilities to ‘mainstream’ schools so that the teachers and schools are ‘forced’ to address this teaching and other curriculum challenges that this raises.  What is positive, in this district, is that all the role players concerned have been, at least theoretically, prepared to meet this challenge, and want to meet this challenge!  

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:

In the School:

· Internal dynamics between teachers and between teachers and the school management, have made it difficult to implement inclusive education properly in the schools.

· While conflict resolution and discipline were considered to be issues that had been positively addressed through this project, some teachers indicated that these were still problematic issues.

· Many teachers do not feel properly prepared to address the many psychosocial barriers to learning, and to include learners with disabilities.  The latter point was worsened by the fact that learners with disabilities have not yet been admitted to the schools.

· There was a feeling that some principals still had a negative attitude towards people with disabilities.

· Teachers feel overwhelmed by all the demands on their time.

Accessibility:

· Some of the schools are still inaccessible.

· There has been some “over-capitalisation’”(spending more money that its worth!) on trying to make some of the very poor schools accessible.

· The infrastructure in and around the school makes accessibility an ongoing problem.

Teacher Training:

· The main complaint from all role players was about the time in which the training took place.  It seems that this occurred during school time, which resulted in classes being disrupted.

· Teachers feel that they need more practical guidelines to address the barriers to learning.

· The non-attendance of some teachers at the workshops and some teachers leaving them early, was seen as a problem by other teachers

· When training occurred through the clustering of schools, this was considered to not be helpful.

Support Provision:

· Schools need support to implement inclusive education, particularly in the development and positive working of the ISTs.

· The district support personnel have not been adequately trained to provide this support, and they feel overloaded with work.

· The project has been negatively affected by the ‘restructuring’ and moving around of personnel within the Department of Education.

· Clarity about roles and responsibilities of each of the district team members has not been achieved.

· Some feel that there is not enough commitment to the implementation of this policy from the district office.

· Inclusive education has not been integrated into the central planning and activities of the Department of Education.  In particular, inclusive education has not been integrated into the OBE programmes.  Also, there is no coordination abound the HIV/AIDS programme.  Other directorates need to be involved in the implementation of inclusive education.

· There has been a lack of synchronicity between the district project and the national policy, which only came out half-way through the project.  The province and district are still waiting for the practical guidelines being developed at national level to implement the policy.

· Commitment and involvement of senior management in the province still needs to be obtained.

· Community support is there, but it has not been optimally developed.  It is also not easy to involve the community in the life of the school.

· The special school /resource centre was included in this project very late, so they have only just begun to address the many challenges they face.

· Expectations have been raised through this project, but these will be difficult to meet.

Human Resource Challenges:

· “The project has shown that building inclusive education is very expensive with regard to the utilisation of human resources and time spent by education officials.  It will be very difficult for the education department to provide the human resources and time needed to reach all the schools in the province.”

Sustainability:

· Concern was raised by some about how this process will be sustained in the future.  “Who is going to take over?  There has been no planning for this … there will be a gap in implementation … we don’t know what is going to happen after September … many feel that it is a problem when a project comes and goes, and this thinking will be reinforced if nothing is in place after September.”

· If the existing ‘drivers’ of inclusive education (those involved in this project) are not involved in the ongoing development of this implementation, there will be a problem with sustaining what has been developed.

4.3 Summary and Comment

Many challenges have been highlighted through this project.  This includes addressing the lack of ‘basics’ in the schools – in terms of material resources, as well as an effective culture of learning and teaching in the schools.  While this is a major challenge that cannot be under-estimated in South Africa, it need not stop the implementation of inclusive education.  Actually, it can be argued that inclusive education could be used as a strategy to address these basics, and this project shows that this is possible!

With regard to the training and capacity building:  while this has obviously been a success in this district, all relevant role players are saying that they need more, and that it needs to be more practical – to help them to respond to the very practical challenges in the classrooms and schools.

Reflection on the district and provincial levels has revealed the need for more effort to integrate inclusive education into the central strategic planning and programmatic processes at these levels, ensuring that all directorates recognise that this is their responsibility.  Although there have been some very positive developments in this direction, there is still a lot of work to be done to obtain commitment to the implementation of this policy at these levels.  Linked to all of this is the need to look at how the gains of this project can be ‘sustained’ and taken further – in the district and beyond.  

Lastly, the need for more financial, material, and human resources has been highlighted as crucial to the success of the implementation of this policy.  This is a challenge that must be addressed, but it needs to be examined in the context of how existing resources can be better used to address the needs.

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 in the pilot schools and classrooms.  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 3.2

	Answer type
	Teachers
	Principals*
	PMT & PST*

	Yes
	141(71.9%)


	7
	10

	Not sure
	37 (18.9%)


	2
	1

	No 
	13 (6.6%)


	0
	0

	No answer
	5 (2.6%)


	0
	0


* Percentages are not included due to the small number of respondents

Most of the role players said ‘yes’ when responding to this question.  However, a substantial minority (19%) of the teachers were not sure.  This may relate to their not knowing how to answer the question, or they are just not sure whether or not the project helped them to understand and address the challenges that the new policy has raised for them.

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

Key points that were raised by all the role players in response to this question included:

· Teachers now understand the new policy on inclusive education, and are aware of how this affects their own school policies.

· The need for “every child to have the right to learn at his own pace” has been highlighted.

· It has helped them to understand, identify and address barriers to learning.

· They have all become aware of the need to ‘work together’ to address these barriers to learning.

· Relationships between the schools and community have been positively developed.

In addition to the above common themes, the teachers indicated that their attitudes towards people with disabilities and with HIV/AIDS had become more positive. They were also now more able to deal with problems relating to abuse and discipline.

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

Only some of the teachers responded to this question.   They said that they had not received enough training; were not sure of the policy; and that they were concerned that illegal practices around not admitting learners whose parents cannot afford school fees had not yet been addressed.

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

Suggestions provided include:

· More time and training would help.  More practical training is particularly important here.

· There is still a need to change the negative attitudes some teachers and principals have towards learners with disabilities.

· More practical policy guidelines would help with implementation.

· When learners with disabilities are admitted to schools, teachers would need to learn how to accommodate them.

· Internal dynamics in the school that interfere with proper teaching and learning need to be addressed.

5.6 Summary and Comment

It is interesting to note that the findings from the above section show that the very aspects of the project that are considered to be positive, are also considered to still be the key challenges facing the district in its attempt to implement this policy.  For example, although the educator development programmes were found to be very useful, teachers feel that they need more training.  Although attitudes have changed for the better, there is also a need for more work in this regard.  This highlights the fact that the time-frame for this project has only allowed for the ‘beginning’ of a process.  The radical transformation that is required in peoples’ hearts and minds, and in the structures within which they practice, needs time!

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 two 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 3.3

	Answer type
	No of teachers
	% of total responses 

(to question)

	Yes
	137


	69.9%

	Not sure
	27


	13.8%

	No 
	24


	12.2%

	No answer
	8


	4.1%




The majority (70%) of teachers responded positively to this question, but a substantial minority (26%) said ‘no’ or that they were ‘unsure’. 

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

Teachers who responded to this question provided a number of examples of the links which they are now making between inclusive education and the OBE curriculum.  These included:

· The belief that “every learner has the right to learn at their own pace” was expressed by many of the teachers.

· “OBE and inclusive education work hand in hand to include all learners” was stated by a number of the teachers.  Teachers are more aware of the need to provide equal opportunities for learners in their classrooms.

· Many teachers said that both OBE and inclusive education are learner-centred.  This includes understanding individual learner needs.

· The value of group work for learning was highlighted.

· They are now able to understand and address barriers to learning.

· In particular, many teachers became aware of the effects of home life on the learners’ school performance.

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

In response to this question (by those teachers who said that they had not been helped to see the link between inclusive education and OBE), the following key points were raised:

· The problem of overcrowded classrooms needs to be addressed.

· Teachers need for resources, including materials.

· They also need more training – “it won’t happen overnight”.
· Behavioural problems will need to be addressed.

6.3 Views of the Project Management Team

6.3.1 Has the project assisted the Department to integrate inclusive education into its central strategic and management processes, including linking it with OBE?

Of those members of the PMT who answered this question, the majority (5) answered positively.  However, the others (4) said that this had not occurred, or they were not sure.  This indicates mixed experiences or views of the success of this integration process.  The other data seems to suggest that there is still substantial improvement needed in facing this challenge.

6.3.2 Why has it not been integrated into the Department’s strategic planning and management processes?

The responses to this question highlighted that the pilot project has only involved a small number of schools, and that this affects the way the Department sees things. Another member of the PMT said that senior planners do not understand OBE.  Most of the responses, however, used this opportunity to highlight that none of this will work without the necessary material and financial resources!

6.4 Materials Assessment

The material assessed in this evaluation reflects a commitment to and modeling of the key principles of OBE.  The link between inclusive education and OBE is not, however, made directly in the content of the material.  That is, teachers are not overtly shown how the two connect and how they should be integrated.  

It is interesting to note, however, that in the analysis of the question answered by teachers (refer section 6.2.2 above), they give very clear examples, evidence actually, of the integration of inclusive education and OBE, and these examples show that they have made the right connections.

6.5 Summary and Comment

The findings from this section of the evaluation suggest that the teachers have made the link between inclusive education and OBE.   This is clear when you look at the way in which they talk about this link, highlighting the fact that they have become more aware that every learner has the right to learn at her/his own pace; that understanding learners’ individual needs is linked to the learner-centred approach of OBE; and that cooperative learning through various forms of group techniques is a valuable way to engage with the learning process.  The materials assessors support this finding, although the point is made that, while the material models the OBE approach, the links between inclusive education and OBE are not directly made in the texts. 

At the district or departmental level, the responses relating to the extent to which inclusive education has been integrated into the OBE framework suggest that there is an awareness of this link. However, the findings also reveal that this integration needs to be pursued further, particularly through ensuring that the link is made at the strategic planning level.

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 3.5 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 3.4

	Answer type
	No of teachers
	% of total responses

 (to question)

	Yes
	145


	74.0%

	Not sure
	26


	13.3%

	No 
	18


	9.2%

	No answer
	7


	3.6%


74% say that the project has helped them to learn practical ways to overcome barriers to learning in their classrooms.  

7.3 In which aspects of the curriculum has this occurred?

Table 3.5

	Areas where new skills have been learnt
	No of teachers*

	The content of what is taught
	57 (39.3%)

	Teaching and learning methods
	98 (67.6%)

	Methods of assessment
	84 (57.9%)

	The organisation and management of the classroom
	102 (70.3%)

	The organisation and management of the timetable
	48 (33.1%)

	Other areas 
	25 (17.2%)


* The percentage reflects the responses from the 145 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.
The main areas identified are classroom management, teaching and learning methods, and assessment.  The content and the time-tabling areas received some response in terms of skills learnt, but less so.  The time-tabling area is predictably low given that this is the area that requires the most radical changes because it usually affects the overall management of the school.

Other areas that were identified by some of the teachers included a particular emphasis on “learning that corporal punishment is not the best form of discipline”.  Some teachers also said that they had learnt more about poverty, abuse and HIV/AIDS as barriers to learning.  One teacher also said that “educators can also be barriers to learning”.

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

Many teachers said that they needed more practical demonstrations of how to overcome barriers to learning in the classroom.  This related to their request for more practical training which should focus on teaching methods that promote inclusive practices.  

7.5 Summary and Comment

The areas of the curriculum within which the teachers say they have learnt the most skills are classroom management and teaching methods.  They also indicated that they had learnt a lot about addressing psychosocial barriers to learning.  Despite the many ways that they say they have been assisted to understand and address various barriers to learning, there is still a clear need for more training.  The request for more practical training, in particular, the use of demonstrations on how to ‘do it’, was clear.  In the face of the very difficult challenges that face teachers in the classrooms in South African schools, this is a fair request.  Teachers need to develop confidence in their complex roles in the classroom, and ‘watching’ others ‘role-model’ what is expected, is a very effective method.

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 its implementation.

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 3.6

	Answer type
	No of principals
	% of total responses 

(to question)

	Yes, they do understand/are aware
	5


	55.6%

	It is difficult to say/not sure
	3


	33.3%

	No they do not understand/are not aware
	1


	11.1%

	No answer
	0


	0%


Although just over half (56%) (the majority) of the principals said that the SGB does understand the implications of the new policy for the school, a large minority (44%) do not think so, or are not sure.  This suggests that some schools are more prepared at this level than others.

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

Table 3.7

	Answer type
	No of principals
	% of total responses

(to question)

	Yes
	4


	44.4%

	Not sure
	0


	0%

	No 
	5


	55.6%

	No answer
	0


	0%


The principals’ responses to this question are also mixed, with 56% saying that structures and procedures have been not been put in place to support inclusive education, and others (44%) saying that they have.  Once again, this suggests that the schools have had different experiences of success or failure in this area of development in the project.

Those principals that said that structures and procedures had been set up identified three areas:  the establishment of the IST; the appointment of a convener to coordinate the inclusive education programme in the school; and teacher representatives to update the SGB on a regular basis.

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?

The interviews with the PST and PMT in this province highlighted that the following structures and procedures had been put in place to sustain the implementation of inclusive education in this area.

· Schools have been made safe and accessible.

· New posts have been created in the specialist support services section of the Department (PGSES) to provide support to the schools in the province.

· Within the Department, a good working relationship between the education management staff and the specialist support services has been developed.  This will help with providing more integrated support to schools.

· ISTs have been established in the schools (however they need ongoing support to survive)

· The consortium (universities and NGOs) want to continue to give support through training.

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

Other strategies that need to be followed to sustain the implementation process include:

· A ‘coordinating committee on inclusive education’ at provincial level (mirroring the national structure)

· “There is a need for directives from ‘high up’ to be given to ensure that all sectors are involved … senior management commitment within Education is crucial in this regard”.  

· There is a need for commitment from other government departments.  The Department of Education should follow this up, and include looking at ways in which the different ‘calendars’ of the different government departments can be linked to facilitate collaborative work.  It was suggested that existing Inter-Ministerial Committees be used for collaborative work, but, it was stated that “they seem to disappear at ground level!”

· Finding a way to include the pilot schools in the provinces district development plan, which includes the implementation of White Paper 6, even though they do not fall into the designated ‘nodal’ areas.

· The District Support Team (DST) needs to be properly established in this area.

· Creation of a ‘dedicated post’ to ‘drive’ the development of inclusive education – at all levels (district, regional and provincial).  It was suggested that “this post must be located within the education management services and not necessarily within PGSES”. It therefore “needs to be mainstreamed”.  

· There is a need for more posts to be dedicated to this process.  This includes specialist posts at the special schools/resource centres.

· Where new posts have already been filled, they need to be trained to support the implementation of inclusive education.

· The Department should look at how to use those who have developed greater capacity (knowledge and expertise) to implement inclusive education through this project.

· Better use of existing PGSES staff should be made to support the implementation of inclusive education.

· Dedicated funding needs to be put aside for the re-furbishing of schools to make them all accessible.

· There is a need for an‘exit plan’ for this project.

8.4 Summary and Comment

Although there have clearly been many attempts to create a sustainable process within the schools and at district level – with many examples being given of how this has been done – it is clear that not enough planning has gone into considering how this process of implementation can be further pursued – in this district, or beyond.  This remains a major short-term and medium-term challenge for the Department.  Besides good management, including integrated strategic planning, this requires the allocation of human, material and financial resources to ensure that the gains made in this project are not lost.

9. SUPPORT NEEDS AND PROVISION

9.1 Introduction

In this section the views of various role players 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 3.8

	Answer type
	No of teachers
	% of total responses 

(to question)

	Yes
	137


	69.9%

	Not sure
	0


	0%

	No 
	47


	24.0%

	No answer
	12


	6.1%


Although a majority (70%) said that they do know how to get the support they need to overcome barriers to learning, a substantial minority (24%) answered ‘no’ to this question.  There are therefore a number of teachers who are not aware of the support that they can get.

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

Table 3.9

	Answer type
	No of teachers
	% of total responses 

(to question)

	Yes
	158


	80.6%

	Not sure
	17


	8.7%

	No 
	16


	8.2%

	No answer
	5


	2.6%


A large majority (81%) of the teachers said that an IST has been set up in their schools. However 17 teachers (9%) said that they were not sure if an IST had been established and 16 (8%) said the structure had not been established. This suggests that some teachers may be unaware about the establishment of the IST in their school or it may not yet have been established. The 8% who said that an IST had not been set up in their school did not give any reasons why this had not happened yet.

9.2.3 Are you a member of the IST?

Table 3.10

	Answer type
	No of teachers

	Yes
	63



	Not sure
	0



	No 
	101



	No answer
	32




Most of the teachers who responded are not members of the IST.  A substantial number are, however (63).  This ratio is to be expected in any school, so reflects the real situation well.

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 (63), 

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

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

· 13 respondents were unsure.

These responses show a very 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 (86) exceeds the number of team members (63) it is difficult to know if the ‘no’s and the ‘unsure’s are members of the IST or not.
Examples of how the IST is supporting teachers included:

· Regular collective problem solving occurs through the IST, and this helps teachers to address problems in their classes.

· This process therefore helps teachers to overcome barriers to learning in their classrooms.  The example of dealing with learners who have been abused was raised by a number of teachers, as was the problem of discipline.

· Through this collective problem solving, teachers are learning to work together as a team.

· The IST provides training for teachers.

· The IST helps the school to make connections with specialist support personnel (e.g. social workers).

Those who said that the IST was not supporting teachers gave four main reasons in response to this question.  First, teachers indicated that teachers do not report their problems to the IST.  Second, it was suggested that “the idea of an IST has not been driven” in the school.  Third, teachers do not communicate with one another, and, fourth, teachers are not trained to provide this support in the school.

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 (101)

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

· 46 said that they were not sure how to get help from the IST
The findings show a very mixed response, with half knowing (47) how to get help and the other half not knowing (46).

9.3 Principals’ Views

9.3.1 Has an IST been established at the school?

The majority of principals (7 out of 9) responded positively to this question, but 2 said that the IST had not been established in their schools.  

9.3.2 Is the IST functioning well – supporting teachers to address barriers to learning?

There were mixed responses to this question from the principals, suggesting that, in their opinion, some ISTs are functioning well while others are not.

In response to the question of why and how the IST has been supporting teachers, only two responses were given.  The one highlighted that the IST provides useful workshops on inclusive education, and the other said that s/he had been helped to develop an action plan for addressing discipline problems in the school.

Reasons for the non-functioning of the IST in some schools included that teachers had not received enough training; that there were too few staff in the school; and that teachers did not have the time to do this properly.

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

In response to this question, principals said that they needed resources to implement inclusive education.  This included material, financial and human resources (staff!)  They also highlighted the need for the infrastructure within and around the school to be strengthened as there are many basic resources that are lacking which create a barrier to the implementation of inclusive education.  One principal said that “the burden of welfare must be taken away from educators”, suggesting that the psychosocial barriers to learning are difficult for the teachers to handle.

9.3.4 What support does your school need from parents?

Only one suggestion was given in response to this question.  It was suggested that parents can provide resources, including donations to address ‘basic’ needs in the school.  One principal said that the “moral support from parents is low”, suggesting a need for parents to be involved in positively supporting the school.

The lack of responses to this question was disappointing, given the invaluable and central role that parents can have in supporting schools to address barriers to learning.

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

In response to this question, the main request was for support in providing resources to address basic infrastructural needs.  Some of the responses suggested a concern about possible “interference” of organisations and other government departments in the life of the school:  “They need to see the difference between support and interference”, and the need for some barriers to be addressed by others:  “the Department of Welfare needs to take responsibility for their duties”.  

9.4 Role of the Special Schools/Resource Centres

In response to the question: “Has the project helped the special schools involved to understand their role as a resource centre in the inclusive education system?” the following responses from the two principals were noted:

The two principals of the special schools/resource centres involved in this project both responded positively to this question, but the one was tentative in her/his response (yes, but not very much).

With regard to the support that the special schools/resource centres need from the Department of Education officials to understand and develop their support roles,  three suggestions were made.  The principals indicated a need for more staff, and, in particular, for “one full-time official per disability” who has gained experience in special schools to be appointed at the higher levels.  The other main suggestion was about the need for accessibility issues to be addressed, including providing transport support between the special schools/resource centres and other schools.

9.5 Views from the Project Support Team and Project Management Team

9.5.1 Structures and procedures that have been set up to support schools to implement inclusive education in their area

The majority (9 out of 12) of PMT/PST members said that structures and procedures had been set up to support the schools.  It was also felt that the teachers are aware of how they can access support to assist them in overcoming barriers to learning. 

There was some ambivalence, however, about how successful the project had been in facilitating collaboration between relevant departments and organisations. Some people felt that despite the constraints, positive working relationships between the Department of Education and other government departments such as Health, Welfare and Correctional Services had been developed.
The following structures and procedures have been set up to support the schools:

· Committees for educators have been formed (ISTs).

· Support structures involving different stakeholders have been formed.

· In particular, it was reported that a provincial Inclusive Education Coordinating Committee is being formed.

· There are no special schools/resource centres in the district, so the Department is preparing three ‘mainstream’ schools to become ‘full-service’ schools.   These schools will play a central role in supporting schools in the region.

· Other sections of the Department (ABET and ECD) are taking up relevant issues, e.g. identifying ‘out of school’ learners.

· Many buildings are being made accessible for learners with physical disabilities.

· Various advocacy programmes and campaigns are being launched within the province.

· There is provision for the training to teachers so that they can implement inclusive education.

9.6 Summary and Comment

It seems, from the responses to this section of the evaluation, that most teachers and principals seem to know how to obtain support.  The ISTs have been established in the pilot schools, and, according to the teachers in particular, some of these are functioning well.  The way in which they are functioning – providing training and facilitating collaborative problem-solving – is in line with the White Paper 6 framework of support.  

With regard to the kinds of barriers to learning that the teachers and ISTs are trying to address, it seems that psychosocial barriers, including so-called disruptive behaviour (causing discipline problems), poverty, physical and sexual abuse, and the effects of HIV/AIDS, are a priority in these schools.  Despite some feelings that this should not be the role of educators or schools to address, it seems that they have no option but to find strategies to address these issues that clearly impact on the teaching and learning process.

Although the special school/resource centre involved in this pilot project was only recently brought into the process, it seems that a great deal has been achieved in trying to help this school explore its new role as a resource center.  Many important initiatives have started to emerge as a result.  The further support of this and other special schools/resource centres and ‘full-service’ schools needs to be built into any further attempts to implement inclusive education in this district.

At district level, some structures and procedures to support schools in the ongoing implementation of inclusive education have been put in place, but there is recognition that not enough attention has been given to sustaining the process.  

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 KwaZulu-Natal Province.  The findings presented below are drawn from the separate reports of the two materials assessors who focused on the educator development programmes and materials (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 programme developed for educators through this project consisted of a Module, with four specific Units.  The Units covered the following areas:

· Inclusive education policy

· Working towards inclusive schools

· Inclusion and health promoting schools

· Inclusion responses to curricula

Various supplementary materials were provided with these Unit documents.

10.3 Accreditation of Programmes

According to the materials assessor who focused on this aspect in the evaluation of these materials, the Module does not yet meet the full requirements of 12 credits/120 hours.  Two credits (20 hours) are currently unaccounted for.  Addressing this issue may only require an adjustment to the way in which the ‘notional learning hours’ are described.

With regard to qualification level, this Module is acceptable at university level, and could be used in either National Professional Diploma in Education (NPDE) or Advanced Certificate in Education (ACE) programmes.   The one area that needs to be addressed in order to comply with regulations is the development of criteria for evaluation of the educators’ performance and competencies.   Assignments or tasks also need to be assessed for symbols or marks, and the proposed weighting of these needs to be given.

Not all of the seven educator roles, as outlined in the Norms and Standards for Educators, have been covered in this Module.  This issue also needs to be addressed.

10.4 Congruence with White Paper 6

The issues highlighted in this Module are congruent with the priorities outlined in White Paper 6.  The content of this material is therefore relevant to the policy framework.  Where appropriate, extracts from relevant policy documents and legislation are provided.

The terminology used in these materials is generally congruent with the discourse of inclusive education in South Africa.  There are one or two instances, however, when problematic language (e.g. mental handicap) is used.  In this regard, alternative terms (e.g. intellectual or cognitive difficulties) should be found.

10.5 Congruence with OBE Curriculum Framework

The Module material itself reflects a commitment to and modeling of the key principles of OBE.  The link between inclusive education and OBE is not, however, made directly in the content of the material.  That is, teachers are not overtly shown how the two connect and how they should be integrated.  

It is interesting to note, however, that in the analysis of the question answered by teachers about linking inclusive education and the OBE curriculum framework (refer Section 6), they give very clear examples, evidence actually, of the integration of inclusive education and OBE.  Their examples show that they have made the right connections.

10.6 Relevance

Both materials assessors agreed that the content of the material is relevant to the needs of the teachers, and to the local area concerned.  The case studies that have been included in these texts were considered to be particularly relevant to local needs.

A note of caution was raised by one of the assessors however.  This related to the kinds of stories or case studies we focus on when dealing with particular issues.  The example given was in Sub-Unit 3.1 which focuses on sexual abuse.  In this case study, the girl is a victim and boys are perpetrators.  The assessor says that “this needs to be balanced with a boy as victim, and not necessarily a man as perpetrator … while sexual abuse is rife, and men are often perpetrators, some women are as well .. the materials should be careful to avoid misleading, untrue and unfair gender stereotyping.”  While the views expressed in this statement may well be contested, the point that all materials assessors made when sharing their views on the materials across the provinces is that we must be careful about the examples that we use.  We need to make sure that we do not, unintentionally, support negative stereotyping of any kind.

10.7 Other Curriculum Issues

10.7.1 Accessibility

The relevance of the material to local needs makes this material very accessible.  The language accessibility, however, still needs some work, although there are some very good examples (e.g. Unit 4) of a coherent, integrated, interactive and accessible approach.  This Unit also demonstrates an integration of an OBE approach without the jargon!  

In many cases the language is too dense, complex and sophisticated, and, when substitute terms (using different words for the same thing) are used, this can confuse the reader (examples of all of these are provided in the separate report).    

The presentation of the material is generally well done, improving accessibility in various ways.  In particular, the structure, layout and glossary help.  Areas for improvement in this aspect of the materials include:  ensuring that the cross-referencing between the Facilitators’ and Educators’ Guides correspond; providing a contents page; linking activities in a more logical way (there are instances when this did not occur); and simplifying the numbering system.

The supplementary material is useful but it is dense in its present form, and at times, there are no references.  The question of whether or not to translate these documents into ‘easy-read’ is raised here (where more accessible every-day English vocabulary can be used and sentences made more simple without compromising the meanings of the text).  The opinion of the materials assessors is that this should happen, but resources would need to be provided to support such an exercise.

10.7.2 Aims/outcomes

Consistency of the outcomes provided in this programme still needs to be checked with the Standard Generating Body for Inclusive Education which is still in the process of development.

Otherwise, the outcomes are linked to the critical outcomes outlined in the National Curriculum of C2005, and there are instances where relevant specific outcomes (e.g. linked to HIV/AIDS) are evident.  This Module may, however, need revision in the light of the recent Learning Area Statements that have come out of the revision of the C2005 framework.

In terms of accessibility, the outcomes as they stand at the moment read very densely as difficult and abstract terms are used.  These could benefit from a ‘translation’ into ‘easy-read’.

10.7.3 Content

As mentioned previously, the content is relevant to the policy framework.  In this regard, it covers all the key areas outlined in White Paper 6, providing a comprehensive, informative and generally excellent resource on inclusive education for South Africa.  

The materials also appear to be relevant to the expressed needs of the teachers in this project.  

Some weaknesses identified by the assessors included the following:

· Although some important teaching and learning theories are addressed in the materials and modeled in the workshops, it is felt that there are some gaps in this regard. One assessor makes particular mention of mediated learning and co-operative learning as theories that could have been given more attention.  The assessor argues that giving more attention to these areas “ would be useful in developing teachers’ mediational teaching style and to gain an understanding of their own cognitive processes as well as that of the learners whom they teach.”
· Unit Two contains a section on “children with disabilities”. This section is substantial and contains very important and relevant content. However, it is felt that the materials could be improved by integrating the issues addressed in this section more substantially throughout the full module. 

· The area of ‘language as a barrier to learning’ needs to be expanded within the materials. One of the assessor argues that the module provides useful material on the teaching of reading and ‘developing higher order skills of prediction, interpretation and questioning at different levels”. It also has some good examples of how to address expressive written language challenges. However, it is argued that while these sections are important, more attention could be given to oral or spoken language development and the link between cognition, language and reading.  It is suggested that this would expand the knowledge of the teachers about how to address language and reading barriers and the learning and teaching theories behind such strategies. 

· OBE is not overtly integrated in the content of this material.

10.7.4 Teaching strategies

In general, this Module reflects or models the OBE approach.  In particular, it is facilitative, interactive, and participatory in its approach (although there are one or two examples of a rather ‘authoritarian’ tone).  A reflective, action-research approach is clearly evident in this material.  

The major weaknesses highlighted in this area of assessment were that the mediated and cooperative learning approaches are not overtly dealt with, and that the allocation of time for some of the activities appears unrealistic.

10.7.5 Assessment procedures

Comments from the materials assessors on this aspect of the programme and materials highlighted the need for clearer guidelines for assessment of the educators’ competences; the need to weight the assessment tasks (which relates to accreditation requirements); an inclusion of ‘reflection’ activities in the assessment tasks;  and an overt commitment to flexibility in the way educators are assessed (to reflect this challenge in any ‘inclusive’ curriculum).

10.8 Feedback from Teachers

10.8.1 Was the training programme useful for the teachers?

Table 3.11

	Answer type
	No of teachers
	% of total responses 

(to question)

	Yes
	181


	92.3%

	Not sure
	9


	4.6%

	No 
	1


	0.5%

	No answer
	5


	2.6%


The findings show that there was a very positive response to the training programme provided for teachers in this project. 92% of the teachers said that it had been useful.

10.8.2 What parts of the training programme were most useful?

When identifying those aspects of the training that were most useful, the following key areas are clear:

· Teachers became aware of the policy on inclusive education and their attitudes towards ‘diversity’ were changed positively

· They have become aware of and have learnt to deal with barriers to learning

· They feel more able to address challenges relating to HIV/AIDS

· They feel more able to address challenges relating to drug and physical abuse

· They have learnt strategies for dealing with discipline problems

· The materials provided with the programme have been useful

10.8.3 Which parts were not useful or least useful?

A few aspects of the programme were not useful for the teachers.  This included insufficient training; some of the materials; and learning how to deal with discipline problems.

10.8.4 Were the learning materials helpful?

Table 3.12

	Answer type
	No of teachers
	% of total responses 

(to question)

	Yes
	169


	86.2%

	Not sure
	15


	7.7%

	No 
	6


	3.1%

	No answer
	6


	3.1%


The response to the materials provided in the training programmes was also very high (86% responding positively).

10.8.5 In what ways has this material been helpful?

Ways in which the material was found to be useful by the teachers included the fact that it has provided them with a very useful reference point; group or collaborative activities have been promoted; and it has helped to convince them that all learners should be treated equally. 

10.8.6 Why have the materials not been helpful?

The two main issues highlighted in this section relate to (a) the view that the material came as a ‘blue-print’; and (b) that the teachers were “told what to do”, or had to answer a question “whether you understood it or not”.  This latter comment is perhaps in line with the one materials assessor’s concern that there were places in the material where an authoritarian tone was evident.

10.9 Summary and Comment

From the views of the teachers and the materials assessors, the educator development programmes and materials have been very successfully developed in this pilot project.  Areas of improvement that have been highlighted reflect the need for refinement of what is considered to be an excellent base.   This refinement includes making the materials more accessible through various techniques geared towards developing an ‘easy read’ translation – and there are examples of how this has already been done in these materials (particularly the last unit of the module).  It has also been suggested that some of the theoretical aspects of the programme be examined – particularly in terms of the learning theories that have and have not been included.

11. CAPACITY BUILDING OF SUPPORT PROVIDERS AND MANAGERS

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

The PMT provided very mixed responses to this question.  Although 5 (out of 9) responded positively to this, the other 4 either said ‘no’ or were unsure. The two PST members also responded differently with one saying ‘yes’ and one saying ‘no’. This suggests that there have been different experiences in these teams that may or may not be generalisable to other members. 

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?

In response to this question members of the PMT said that there was a need for capacity building at provincial level.  This should include guidelines on how to manage inclusive education on a ‘macro-level’.  One specific comment related to the need for adaptation to the curriculum to occur so that those learners who need these adaptations can be accommodated.  Lastly, one PMT member said that “from project, regional and provincial level, there needs to be an understanding that terminology does not change overnight”, indicating that we need to create realistic time-frames for this transformation process. The only area identified by a PST member relates to the need for skills training to respond to the learning needs of ‘learners with severe disabilities’.

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.  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

The capacity building programmes and materials developed in this project were congruent with the national policy framework.  In particular, they provide very relevant and useful information on inclusive education, providing a clear overview of principles and a conceptual understanding of barriers to learning.  They also do attempt to shift attitudes towards a more systemic paradigm.

The terminology used in the materials is generally aligned with White Paper 6, but there are instances when this could be improved (refer full report).  

11.3.2 Relevance

The practical way in which the barriers to learning are dealt with in these materials makes them very relevant.  The barriers and needs that are focused on do seem to be relevant to those schools and geographical location.

11.3.3 Accessibility

The practical nature of the material, its relevance to local needs, and the use of practical teaching strategies such as drama, makes this material accessible.  The simplicity of the presentation as well as good use of visuals, also helps in this regard.   There are successful attempts to present this material in accessible language.  The examples provided help with this.

Weaknesses that were noted, however, relate to the flow of language which is not always easy to follow, and some confusing statements about the barriers to learning (refer full report).   The assessor also makes other suggestions for how to improve the presentation of the material so that it is more accessible, particularly to parents on the SGBs.

11.3.4 Other curriculum issues

The content of the material is comprehensive and informative.  There does, however, seem to be a bias towards physical barriers and not enough attention given to the psychosocial issues that result in the exclusion of so many learners in this area.

The teaching strategies that appear to be used in this programme are creative and practical.  In particular, the assessor noted that the use of drama, demonstrations and questioning are particularly successful.  A very useful step-by-step guide on how to develop inclusive school policies is provided.  In general, the training strategy used guides the participants through different levels of understanding of inclusive education and the different barriers to learning.  

Lastly, the materials assessor was concerned that the learners had not been targeted in the capacity development programme, particularly given their potentially important role in providing peer-support and education within the classrooms.  She also suggests that these programmes and materials be further developed to accommodate members of the community who can and do play a central role in supporting schools to implement inclusive education.

11.4 Summary and Comment

While there does seem to be a need for much more capacity building at the district level, some success has been achieved in this regard.  What is rightfully pointed out by one participant in the focus group interview is that this process will take time because it demands a major ‘paradigm shift’ in the minds, hearts and practices of all concerned.  So, capacity building at this level does remain an important priority for this district.  

With regard to the capacity building programmes and materials, this pilot project has achieved an enormous amount in a small amount of time!  Building on the strengths of what has been achieved thus far, it is suggested that these programmes and materials be further developed to address the ongoing capacity building needs of the various role players, including parents and learners (who can play an important role in supporting and teaching one another in the classroom and school context).

12.  CONCLUSION

Given the time and financial constraints linked to this project, those involved have done an excellent job in beginning to implement inclusive education in this district, and even beyond (through various ‘ripple effects’).  The hard work of the consortium members and the project co-ordinator has played a central role in ‘making this work’.  The commitment of all the role players has also been a key factor in this regard.  They should all be congratulated on this excellent work that can only make a positive contribution to the implementation of inclusive education in this country, and beyond.

The findings from this evaluation show that the teachers view this project in very positive terms, and have been helped to integrate the principles and challenges of inclusive education in their classroom practices.  They have clearly made the link between inclusive education and OBE, which has made implementation much easier.  The ‘training and support’, and ‘school-based’ training model, developed so successfully in this province, have helped to make this happen.  Most of the principals are also very positive and, although there are exceptions and room for further work, they seem to have played a very important role in helping to implement inclusive education in their schools.  ISTs have been established in the pilot schools and many of them seem to be operating in the way expected from the policy framework.  The positive ‘spin-off’ effects of this for broader school development are important to note here.  There also seems to have been some important successes in terms of getting SGBs to integrate the principles of inclusive education in their school policies and management and governance practices.   

The educator development programmes and materials have been very positively assessed in this evaluation.  While there are areas needing ‘improvement’ – primarily to ensure that all relevant role players can engage successfully with the texts produced – a basis for this further development has been excellently laid.  

At district level, it is clear that the different role players have learnt a lot about how to work together in order to support the implementation of inclusive education in the pilot schools.  In particular, it seems that the different support providers in the various education directorates have started to develop a common language and purpose, and are trying to work together to address various challenges.  Although there is clearly still a lot of work to be done here, the education officials – at district, regional and provincial level – have seen the need for more integrated planning and programmes.  

The development of the special school/resource centre in this district appears to have been positively pursued in recent months.  Their active participation at district level is evidence of this.  They also do seem to have had positive experiences in the process of discovering what they need to do and be as a ‘resource centre’ in the area. Although, as with all the other special schools/resource centres in the three pilot districts, they feel that they need more support, including resource support, in order to adequately fulfill their role.   

One of the developments in this project that deserves highlighting is the way in which school-community relationships have positively developed  – through the inclusive education initiatives that have been successfully integrated with the health promoting schools strategy.

It seems that the key challenges facing this district are (a) the need to find ways to ‘sustain’ the process, so that the gains are not lost, and so that others can learn from these experiences;  (b) further capacity building at district and other levels, so that support roles, functions and responsibilities are clarified for all concerned, and that a practical collaborative framework is developed;  (c) the need for integration of the implementation of inclusive education into central strategic planning and programmes in the department;  (d) further building of collaborative working relationships with the various role players who need to be involved in addressing the many psychosocial challenges facing these schools - this includes other government departments and various community people, groups and organisations;  and (e) the ongoing, massive challenge of addressing the ‘basic’ needs of schools that are struggling to build a culture of teaching and learning, particularly in the face of many psychosocial barriers to learning.

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