CHAPTER FOUR

NORTH WEST 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 (PMT)

· 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.

In this province the action research team leader and project coordinator took the questionnaires to the schools where they explained to principals what was required and clarified any uncertainties. The principals then organised for the teachers to complete their questionnaires, which were collected from them by the provincial project co-ordinator two weeks later.  The project co-ordinator also ensured that questionnaires completed by members of the PMT and PST in this province were submitted to the national quality evaluators.

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 109 teachers

· Returned questionnaires from 4 members of the PST/PMT

· Interview notes from focus group interview with 8 members of the PST

· Interview notes form focus group interview with 8 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 role players were asked to indicate 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 4.1

	Answer type
	Teachers
	Principals*
	PMT & PST*

	Yes, definitely
	73 (67.0%)


	9 
	3

	Yes, but not very much


	26 (23.9)%
	1
	1

	Not sure
	4 (3.7%)


	0
	0

	No 
	0 


	0
	0

	No answer
	6 (5.5%)


	0
	0


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

The table above shows that approximately two thirds of the teachers felt that the schools had definitely benefited from being involved in the project.  As will be discussed below, the teachers’ responses include their views about how they had benefited personally from being involved in the project as well the perceived benefits to the learners and school as a whole.  Nearly a quarter of the teachers indicated that although the schools had benefited, they did not feel that the benefits had been extensive.  That is, the school had not benefited very much from the project.  Of the ten principals who filled in the questionnaire, nine said that they felt their school had definitely benefited from being involved in the project, with only one principal having some reservations about the benefits of the project for the school. The majority of PST/PMT members also responded very positively to this question.
2.3 How have the schools benefited?

A large percentage of the teachers emphasised how important the project had been in changing their attitudes towards or deepening their understanding of, the different learning needs of learners in their classrooms. This included recognising and respecting differences between learners as well as respecting each learner’s capabilities and capacity to learn.  One teacher explained this in the following way: “the project made us enjoy teaching learners whom we thought were only for special schools”.  Many of the teachers emphasised that not only had their attitudes changed, but they had also learned new skills, particularly about how to address the barriers that the learners in their classroom were experiencing.  The particular skills that they learnt through the project are presented in Section Seven in this chapter. Other teachers noted that they felt more confident now to deal with the learners in their classrooms. One teacher said: “As a grade 1 educator I used to go home stressed by learners who are slow, but not I enjoy working with them”. Some teachers also noted that the project has helped them to see the importance of working collaboratively with each other as well as working more closely with parents and other community support systems. 

The views put forward by the teachers were largely emphasised by the principals as well as by the members of the PST and PMT. The latter also felt that a key benefit of the project had been the improved understanding gained by all role players of White Paper 6 and associated with this, more support for inclusive education. 

2.4 Why have the schools not benefited?

The generally positive feeling of teachers and principals to the project is also reflected in the fact that, as Table 4.1 above shows, none of them indicated that the schools had not benefited in any way from the project.  Only the members of the PST and PMT emphasised that implementing the policy would take time and that schools would require ongoing support from the department officials. They felt that time constraints had undermined the benefits of the project and that officials had not always been able to provide the level of support that was needed. 

2.5 Summary and Comment

The responses from all role players indicate very positive perceptions about the value of the project for the pilot schools involved. Of particular importance has been its impact on the teachers, with the majority indicating its importance for them as practitioners in the classroom.  Where concerns about its benefits were raised, these point to challenges around the implementation of the new policy rather than specific weaknesses in the project itself.  

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 of the evaluation around what can be learnt from the pilot projects in all three provinces is presented in more detail in Chapter Six of 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’ that have emerged during this project.

In general the different role players drew from their own experience in commenting on what had worked. So the responses from the teachers and principles are mainly about what worked for them in the project while the members of the PST and PMT provided a more holistic view of the project as a whole with its different components.

3.2 What worked?

Those aspects of the project that worked the best for the teachers in the pilot schools are very similar to the benefits captured in the previous section of this chapter. That is, the effect that the project has had on changing attitudes about learners in the classroom and through equipping teachers with new skills to address barriers to learning.  It is important to note that the area identified by the most teachers as a very important ‘learning’ from the project was the area of assessment. This suggests that many teachers felt that learning about how to identify and address barriers to learning and to assess learners who were experiencing barriers to learning was very important for them. 

Below is a synthesis of the key issues identified by all the role players, that is, the teachers, principals and members of the PST and PMT.

Awareness of the Policy on Inclusive Education: 

· All role players emphasised that the project had enabled them to learn about White Paper 6 and inclusive education. Particularly important were improved understanding about barriers to learning and developing an awareness about overcoming the discrimination and exclusion experienced by some learners in the past, especially learners with disabilities and adult disabled learners. 

· The project also enabled the role players to more clearly make the link between barriers to learning and contextual factors such as poverty and HIV/AIDS. 

In the School:

· All the role players identified the training programmes or workshops as very important and positive aspects of the project.  Issues raised in relation to the effect of the training include attitudinal change, new and improved levels of skill among teachers, information about the new policy, and the value of strategies such as collaborative working and ‘getting help’.  The role players, especially the members of the PST and PMT felt that involving all teachers in the pilot schools in the training activities was a very important strategy.

· The provision of bursaries for teachers to learn more about what was initiated through the project was a very important incentive.

· The setting up and training of the Institutional-Level Support Teams (ISTs) was seen as very important.

· The critical role of parents and the importance of strategies to involve parents more in their childrens’ learning was reinforced through the project, and “collaboration with parents intensified”.

· Refurbishment of schools and making them more accessible was seen as a very positive outcome of the project
· The PMT and PST members emphasised how important the principal was in the effective implementation of inclusive education in the schools. Where the principals had been supportive, he/she had acted as a ‘champion’ which had a very positive effect on the teachers, the parents and other role players. 
· All role players identified as very positive the role that the consortium had played in the project. This included the members involved in the training as well as the researchers and the ongoing support that they were able to offer to the teachers and schools.
At District Level:

· The effective functioning of the PMT within the project was seen as an important basis for developing the District Support Team (DST). Of particular importance was the opportunity that the structure created for people with different skills and expertise to work together and “learn from each other”.
Community Partnerships: 

· The closer involvement of the community in the school through the project was seen as very beneficial, especially the “drawing in of natural leaders from the community”.

3.3 Summary and Comment

Overall the role players identified ‘good practices’ or effective strategies in most areas of the project.  These included the value of particular structures such as the ISTs, the PMT, and the consortium in the project; the importance of leadership such as the role of the principal; as well as strategies that create greater involvement from parents and the community in the school. Of particular importance is the extent to which the activities of the project, especially the training and advocacy work, have created opportunities to bring about changes in attitudes that can be translated into new and more equitable practices in the classrooms and schools. This attitudinal change is very important for the ongoing implementation of the inclusive education policy. 

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 their pilot district.  This information can be very useful when planning for further implementation in this district and in the rest of the province.  

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 the project in the implementation of inclusive education 

The challenges identified by the role players can be summarised as follows:

Teacher Training:

· A number of the teachers identified specific modules of the training programme that they felt had not worked well in the project. It is important to note that some of the areas identified are the same areas noted by other teachers as aspects of the project that had worked well.  For example, assessment. It would seem, therefore, that teachers evaluated the training provided in relation to their own experience and what was valuable or not valuable to them as practitioners. 

· A number of the teachers felt that the project, and especially the training workshops, had taken up time outside of school hours (such as Saturdays) and increased the large administrative load already on their shoulders. This point was also emphasised by some of the principals.

· Although most teachers seem to have learnt a lot from the project, some of the teachers identified areas where they still felt unconfident. In general, there remains a fear among a number of the teachers about their ability to cope with learners with ‘difficult’ or severe disabilities. One teacher commented, “If you need to pay attention to a brain damaged person who cannot respond, you cannot teach”. Another said, “we needed to experience learners with difficult disabilities”. 
· The PST/PMT members commented that although all the teachers from the pilot schools had been involved in the project and could now “say the jargon”, the challenge really lay in putting what they had learnt into practice. They said that the ability to do this was complicated by the ‘under training of teachers generally’.
Support Provision:

· One of the central challenges arising from the project is the need to sustain the support that teachers have received in implementing inclusive education. This includes the learning material needed to help teachers to implement inclusive practices and ongoing ‘follow-up’ with schools – ‘to check whether educators are doing what they are supposed to do’
· Some of the principals and teachers say that the IST has not yet been established or is not functioning as well as it could be

· There is not enough support for schools from education officials at the district office. However, it was also noted that education officials face problems such as transport in supporting the schools

Socio-Economic/Contextual Issues:

· All role players identified existing conditions in the schools as a major challenge for inclusive education. The issues identified include lack of physical resources in the school as well as ‘overcrowding’ in the classrooms. The impoverished conditions under which many of the learners live contributes to a range of psychosocial barriers identified by the role players.
· Some of the principals noted that the refurbishment process at the schools has not yet been properly completed.
Policy Implementation: 

· All role players pointed to the complexity of the policy implementation process. For some of the teachers this included the challenge of putting the philosophy of inclusive education into practice, especially in the classroom.  The challenge of implementing inclusive education is also linked by all role players to the contextual/socio-economic factors noted above.

· Some role players said that the foundation phase or the early childhood development level (ECD) level had not been given sufficient attention in the project.

· Members of the PST and PMT felt that to date the National Education Department had not provided the provinces and district offices with clear guidelines to assist in the policy implementation process.

Leadership and Management:

· Members of the PST and PMT pointed to a number of challenges in relation to the attitudes, understanding, and commitment to inclusive education of education officials at the district and provincial level. It is felt that these challenges have had a very negative impact on the project and are detrimental to the ongoing implementation of White Paper 6.  

· They pointed to the fact that inclusive education is still seen as something separate, the responsibility of the ‘auxiliary’ personnel only, and not sufficiently prioritised.  It is also still seen as a project rather than a policy that is being implemented. 

· One member described the attitude among most education officials outside of ‘auxiliary services’ in the following way. It is seen as “a little bit of a joke no matter what we have done” and asserted the fact that “other work must take priority”.  This attitude has meant that within the PST, in particular, “other departments have lost respect for the education department” and this has undermined their commitment to supporting the implementation of inclusive education. 

· The lack of integration between inclusive education and outcomes-based education (OBE) in relation to planning and implementation at the district level is seen as a challenge and has been a problem throughout the project

4.3 Summary and Comment

While some of the challenges noted by the role players relate directly to the activities of the project (for example, when workshops were held), many relate directly to the implementation of inclusive education in disadvantaged schools which are faced with many constraints. These extend from the kind of barriers which learners experience to problems such as class size. There is a strong sense among all the role players that these conditions make the implementation of inclusive education difficult. However, there are also challenges that point to the role which education officials play in the management and implementation of the policy.  These challenges range from the level of support provided to schools to how the inclusive education policy is addressed within the delivery of education services. There is a general sense that not enough leadership is being provided at a national, provincial and district level to give direction to building inclusive education.

5. ROLE OF PROJECT IN POLICY IMPLEMENTATION

5.1 Introduction

As a pilot, a central aim of this project has been to support the process of implementing the government’s new policy on inclusive education (that is, White Paper 6).  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 that 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? The questions emphasised whether the teachers in particularly had found the project useful in this regard.

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

Table 4.2

	Answer type
	Teachers
	Principals*
	PMT & PST*

	Yes
	87 (79.8%)


	9
	3

	Not sure
	18 (16.5%)


	1
	1

	No 
	0


	0
	0

	No answer
	4 (3.7%)


	0
	0


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

Table 4.2 above shows clearly that the majority of role players felt that the project had been valuable in helping them to implement the inclusive education policy. Although none of the respondents said that the project had not helped in the policy implementation process, a minority of teachers, principals and members of the PMT and PST were unsure about whether the project had been beneficial. 

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

The reasons given by the teachers, principals and members of the PST & PMT are generally similar to the points already noted as the perceived benefits of the project. That is, the project is seen to have been of benefit to the role players, especially the teachers, as it has helped them to understand and implement the policy on inclusive education.

The responses given by all the role players were similar and emphasise the positive effect that the project has had on helping teachers to understand that learners have different learning needs. Specifically mentioned are learning needs arising from language, ethnicity, disability and HIV status. The project has also contributed to increased awareness about the rights of all learners to education, especially learners with disabilities. In this sense the project seems to have assisted in changing attitudes and addressing fears about issues that teachers knew little about or were unconfident about in the past.  This has included helping teachers to understand ‘terminology’ used in the policy document and more broadly around inclusive education. Some of the principals stated that this increased awareness and understanding among teachers had increased their motivation towards inclusive education.

At a more practical level role players also emphasised that the project had assisted in translating the policy goals of White Paper 6 into practical steps for teachers. Most importantly are different teaching and learning methods as well as the ability to address barriers to learning.  

Role players also felt that the project had assisted teachers by providing them with ongoing support around the implementation of the policy. This included the action research process and the way in which it was used to support and monitor teacher’s progress in the classroom. 

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

No comments were made by any of the role players to this question and, as already indicated in Table 4.2 above, no one said that the project had not helped teachers to understand and implement the policy.

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

All the role players pointed to the need for the positive benefits of the project to be strengthened.  In particular, providing ongoing and sustained support to the teachers and more awareness raising to address continued negative attitudes.  Teachers emphasised the need for more ongoing training. One teacher said; “Teachers need to be trained for a longer period”. Another said; “The Department of Education can give us a lot more courses like this on a regular basis”.

5.6 Summary and Comment

Both the teachers and the principals said clearly that they felt that the project had assisted teachers to understand and implement the national policy framework on inclusive education. Reasons given as to how the project had helped are similar to those mentioned by the role players as the benefits of the project for the pilot schools. This suggests that piloting of policy through a project of this nature is an extremely effective mechanism in the policy implementation process. 

It would seem that the project has been especially important in the role that it has played in creating opportunities to support teachers through the change process.  The reasons given by teachers as to why the project has been helpful with regard to the policy shows that it has deepened their knowledge about the policy and its goals. Teachers in this district emphasised their increased awareness and understanding about the impact of barriers on learning. They is also evidence of more support for some of the key principles of White Paper 6, such as the right of all learners to education provision. 

The project has also enabled them to translate the policy goals into practical knowledge and skills that can be used in their classrooms. Of equal importance is the effect that the project has had on helping teachers to face their fears about the implications of inclusive education and on building up positive attitudes towards the new policy.  

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 three main sections:  teachers’ views, the views of the members of the PMT (from an ‘integrated’ management perspective) 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 4.3

	Answer type
	No of teachers
	% of total responses 

(to question)

	Yes
	95


	87.2%

	Not sure
	7


	6.4%

	No 
	1


	0.9%

	No answer
	6


	5.5%


87% of the teachers said that learning about inclusive education had helped them to ensure that all learners are included in and benefit from the OBE curriculum. This shows a very positive response to the contribution the project has made, and especially the training processes, to helping teachers understand the link between inclusive education and OBE. Specific skills learnt which link to the OBE curriculum are also included in Section Seven in this chapter where teachers listed the skills they had learnt that helped them to practically implement inclusive education in the classroom. 

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

When teachers were asked to give examples of how learning about inclusive education had helped them in relation to OBE, a list of forty examples were given. Below is a summarised list of those aspects most frequently mentioned by the teachers.

· Teachers emphasised the value the project had in helping them to include all learners in lessons and how issues such as teaching styles and pace can be used to facilitate the involvement of all learners

· A positive learning for many teachers was the value of group learning and peer support in helping all learners to learn

· Assessment techniques learnt through the project, including setting specific goals for individual learners were seen as important for OBE

· The importance of developing the learner’s self-esteem and his/her ‘right to develop to their full potential’ was emphasised

· Some teachers felt that what they had learnt about language barriers and this had helped them to address ‘language problems’ in the classroom

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 issue identified by teachers as important in helping them to strengthen the benefits of the OBE curriculum for all learners was the provision of more resources: both physical and human resources.

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 the three members of the PMT who filled in the questionnaire, two members said that the project had assisted the Department to integrate inclusive education into its central strategic and management processes.  The other member felt unsure about the impact of the project in this regard. No specific reasons were given as to why the project had not managed to assist the department in this way, or what challenges within the department affected the integration of inclusive education into central planning and management. Earlier comments from PMT/PST members about the challenges of implementing inclusive education, suggest that the lack of integration of inclusive education into overall strategic planning within the education department is regarded as a major obstacle to the policy implementation process.
6.4 Materials Assessment

The assessment of the educator development materials for this province indicates that throughout the material, the link between the OBE curriculum framework and inclusive education is made. Specific mention is made to Module 1 where the material on language and literacy is “well located within an OBE framework and the methods and approaches used make relevant links to inclusive education”. Specific mention is made of the three educator guides that include OBE outcomes and assessment criteria. However, it should be noted that while this important link is made, one assessor felt that the “OBE jargon in the outcomes is often abstract and complex”. This is a key weakness emphasised in broader reviews of OBE.

6.5 Summary and Comment

From the teachers’ perspectives the project has been very helpful in deepening their knowledge and understanding of the OBE curriculum. In particular, it has helped them to ensure that the curriculum is accessible to all learners in their classroom. Much of their increased awareness and knowledge appears to have come from the training programmes and the learning materials. This indicates that the educator development materials produced in this province have managed well to make this important link.  Improved knowledge around the OBE curriculum includes learning about new teaching methods and approaches that the teachers feel has helped them to include more learners. Learning about different assessment methods also appears to have been very helpful for teachers.

While there appear to have been important gains for the teachers in this area, it seems that making the link between OBE and inclusive education still appears to be an important weakness at the management level.  As already pointed to under Section Four in this chapter, the strategic integration of OBE and inclusive education in the planning and delivery of education services in the district is still not taking place effectively.

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 4.5 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 4.4

	Answer type
	No of teachers
	% of total responses

 (to question)

	Yes
	97


	89.0%

	Not sure
	3


	2.8%

	No 
	3


	2.8%

	No answer
	6


	5.5%


Teachers responded very positively to this question, with 89% saying that they had been helped through the project to practically overcome barriers to learning in the classroom. As already indicated in Section Two and Three of this chapter, learning about how to address barriers is noted as a benefit of the project and something that works in building inclusive education.

7.3 In which aspects of the curriculum has this occurred?

Table 4.5 

	Areas where new skills have been learnt
	No of teachers*

	The content of what is taught
	58 (59.8%)

	Teaching and learning methods
	75(77.3%)

	Methods of assessment
	78(80.4%)

	The organisation and management of the classroom
	69 (71.1%)

	The organisation and management of the timetable
	30 (30.9%)

	Other areas 
	18 (18.6%)


* The percentage reflects the responses from the 97 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 4.5 shows that the aspects of the curriculum listed in the questionnaire are all areas in which teachers have learnt new skills. The areas that received the greatest response are teaching and learning methods, assessment methods as well as the organisation and management of the classroom.  The area that received the least emphasis was in the organisation and management of the timetable.

Some teachers indicated that they had also learnt new skills in other areas.  The following were noted as the most important ‘other areas’: 

· The importance of understanding about the home background of the learner in order to address some of the barriers to learning or more broadly, knowing about “their problems”

· Skills to address barriers around language, literacy, communication and numeracy

· Overcoming barriers to learning through group work, peer support and “mixing learners with different abilities and disabilities”

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

Some teachers still felt that assessment methods had not been given sufficient attention. However, as already indicated, many of the teachers identified assessment as a key ‘learning’ from the project.

7.5 Summary and Comment

The responses from the teachers to this section of the evaluation show that they have been helped to practically begin to identify and address barriers to learning in their classroom. There also appears to be an awareness of how all aspects of the curriculum can be changed to address barriers and ensure more active learning from all learners in the classroom.  The area that received the most support from teachers was methods of assessment. This suggests that teachers found the new skills learnt in this area to be especially valuable.

The area that received the least support was around the organisation and management of the timetable.  This is not surprising as this is an issue that affects the organisation and management of the school as a whole and teachers may feel that it is out of their immediate area of responsibility. Although this may explain the teachers’ responses, it is important to recognise that flexibility in the way in which the time-table is structured and functions is a very important part of developing an inclusive school.
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 and the members of 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 4.6

	Answer type
	No of principals
	% of total responses

 (to question)

	Yes, they do understand/are aware
	6


	60.0%

	It is difficult to say/not sure
	3


	30.0%

	No they do not understand/are not aware
	1


	10.0%

	No answer
	0


	0%


Six  (60%) of the ten principals who filled in the questionnaire indicated that their SGB was aware of the new policy on inclusive education and understood its implications for the school.  However, it is important to note that four of the principals either were unsure about the SGB’s level of awareness and understanding (3) or said that the SGB was not sufficiently aware and did not understand the implications of the policy (1). 

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

Table 4.7

	Answer type
	No of principals
	% of total responses 

(to question)

	Yes
	8


	80.0%

	Not sure
	0


	0%

	No 
	2


	20.0%

	No answer
	0


	0%


Eight of the principals (80%) said that structures and/or procedures had been set up to take forward the process of implementing inclusive education in their schools. Two principals, however, indicated that no such structures or procedures had been put in place. This does indicate that some schools have not yet addressed this challenge.

8.2.3 What structures and procedures have been established?

When asked what procedures or structures had been set up, the following responses were received:

· Regular visits by a remedial teacher to all classes to assist the teacher are taking place

· The SGB is involved in collecting more information in the village about barriers experienced by the learners 

· Adjustments have been made to admission criteria in the school to “give preference to learners with barriers”

· Evening meetings with parents have been set up 

· Meetings between the IST, teachers and the SGB have been organised

· Ramps for wheelchair users are being built

· The SGB has been made aware of out of school learners, with cases being followed up by parents, members of the IST and the resource center

· Informal guidance team has been set up to which children can come with problems

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;

· ISTs have been established in the schools

· Teacher training material has been developed and will be used for ongoing training

· There is commitment and procedures at the district office to ensure ongoing support to the schools. However, such support is still only integrated into the job descriptions of support services/auxiliary services personnel – “it should be integrated into the responsibilities of other education officials, especially the subject advisors”

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

The following were identified by members of the PMT & PST as important for sustaining the implementation process:

· Although the DST is not yet up and running, this is recognised as a priority for sustainability and needs to be “up and running soon”.
· A dedicated post should be created at the district level for an ‘inclusive education co-ordinator’ who can act as a ‘champion’ to take the process forward.

· At the provincial level structures to support inclusive education need to be set up. Of particular importance is a provincial co-ordinator of inclusive education with a directorate for inclusive education.  One of their tasks should be to ensure that in the departmental restructuring process inclusive education issues are integrated. The restructured department should support an integrated approach to implementing inclusive education within the province. This office should also be able to provide clear guidelines to the districts around the implementation process.

· Strategic planning should take place across divisions in the education departments and include the integration of inclusive education issues within all areas of responsibility. There should be a central ‘plan of action’ into which issues around inclusive education are integrated.

· The expertise developed through the project should continue to be utilised.

· The universities and non-governmental organisations (NGOs) who have been involved in the project should continue to play a central role in working with the department to support the implementation of White Paper 6 and inclusive education.

8.4 Summary and Comment

In this section of the evaluation the emphasis was placed on exploring the understanding of all role players of what is and what needs to be in place to successfully implement the new policy.

From the school level there appears to be some awareness among members of the SGBs about the implications of the policy for the school.  However, it would seem that this area requires more attention if the policy is to be effectively managed and supported at this level. As Chapter Seven of this report shows, awareness and support from the SGB is regarded as a key ‘indicator’ for the development of inclusive education.

This section of the evaluation also indicates that important challenges continue to exist at the district and provincial level.  Three important challenges stand out. These are; the establishment of an effective and sustainable DST; the appointment or organisation of staff at the district and provincial level who are ‘dedicated’ to the development of inclusive education in the district and province; and an integrated approach to strategic planning at the district and provincial level that ensures the ‘infusion’ of inclusive education issues into all areas of strategic planning. 

There is also a feeling from the role players in the district that the continued involvement of higher education institutions and NGOs in building capacity around inclusive education in the district is very important.

9. SUPPORT NEEDS AND PROVISION

9.1 Introduction

In this section the views of all role players on support needs and provision are summarised. Specific attention is given to the development of the ISTs in the schools: whether they have been established and how well they are now functioning.

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 4.8

	Answer type
	No of teachers
	% of total responses 

(to question)

	Yes
	92


	84.4%

	Not sure
	0


	0%

	No 
	11


	10.1%

	No answer
	6


	5.5%


84% of the teachers said that they did know what kind of support was available to them both inside and outside the school. While this reflects the opinion of the majority of teachers at the pilot schools, 10% of the teachers said ‘no’ and 6% did not answer the question. This suggests that there are still some teachers who do not feel that they are sufficiently aware of what support is available to them. It should also be noted here that the single member of the PST responding to the same question felt that teachers were aware of how to access the support available to them.

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

Table 4.9

	Answer type
	No of teachers
	% of total responses 

(to question)

	Yes
	90


	82.6%

	Not sure
	9


	8.3%

	No 
	6


	5.5%

	No answer
	4


	3.7%


Table 4.9 above shows that ISTs have been established in most of the schools. However, nine teachers indicated that they did not know if an IST had been established and six said that the structure had not been established (four teachers did not answer the question). This suggests that some teachers may be unaware of the establishment of the IST in their school or they may not yet have been established. 

When the teachers who indicated ‘no’ in their questionnaire were asked if they knew why the IST had not been established, three indicated that they did not know the reason.  One teacher said that in fact an IST had been established but that it was not functioning on a regular basis; it only operated “when there is a need”. 

9.2.3 Are you a member of the IST?

Table 4.10

	Answer type
	No of teachers

	Yes
	37



	Not sure
	0



	No 
	53



	No answer
	19




In response to this question, 37 teachers said that they were members of the IST at their school.  The overall response to this question (taking the ‘no’ and ‘no answer’ options into account) indicates that approximately one third of the teachers in the pilot schools are members of the ISTs.  This finding is to be expected as, in any school, only a minority of the teachers would be members of the IST.  

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

The members of the IST were then asked to say whether they felt that the IST was supporting teachers to overcome barriers to learning.  The following responses were received from the 37 IST members who responded:

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

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

· 3 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 (44) exceeds the number of team members (36) 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 felt the IST was helping teachers in their schools:  

· The IST enables the teachers to discuss particular barriers that learners in their classes are experiencing and provides an important structure for peer review to take place and to give guidance to the teachers

· The IST gives teachers different ideas about how to handle particular problems they are experiencing in their classrooms

· The IST assists the teachers with teaching materials and equipment and how to structure lessons to “make inclusion work”

· The IST provides a link between the teachers and personnel with specialised skills such as social workers and psychologists

· The IST links teachers with other support systems in the community

· The IST liases with parents to help in addressing barriers to learning

· The IST helps teachers to monitor the progress of learners according to their different learning needs

Of the respondents who indicated that the IST was not supporting teachers, the following reasons were given:

· IST members and teachers are still unsure about how to receive and give support  … “it is a slow process”
· IST members and teachers are overworked 

· Although teachers complain about some learners “who do not achieve” they do not make effective use of the support mechanisms in place

· IST members lack the time needed to support teachers properly

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 (53)

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

· 11 said that they were not sure of how to get help from the IST
While the responses from the non-IST members shows that the majority do know how to get help from the IST, once again the number of responses to this question exceeds the number of teachers who said that they were not members of the IST. Despite these 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 Has an IST been established at the school?

As with the teachers, the vast majority of principals (9 out of 10) indicated that an IST has been established at their school.

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

Eight of the principals said that the IST was functioning well. However, one principal felt that the IST was not functioning well to support teachers.

Principals were also asked to give their opinion on how the IST was supporting teachers. They identified the following roles that the IST is playing in the school:

· Members of the IST attend meeting with teachers and then helps them to address barriers through distributing information or through directly helping them in the classroom 

· The IST provides a forum for teachers to refer problems to

· The IST is helping teachers to set learning goals according to their capabilities for all the learners in their classrooms

· Members of the IST help teachers to identify learners who are experiencing barriers to learning 

· The IST, the principal, the teacher, the site manager and the parent work together to solve problems which learners are experiencing

Two reasons given for why the IST was not functioning well were the fact that the IST had not yet met; and that teachers were not making effective use of the structure.

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

Principals were asked to express their view on what kind of support their school needed from the Department of Education if they were to implement inclusive education effectively.  The responses from the principals pointed to the need for provision of much needed resources, including learning materials, transport, audio visual aids and wheelchairs for learners who needed them. Some emphasised that resource needs extended to basic physical infrastructural needs such as toilets, sports grounds and ramps to make the school physically accessible. 

Principals also indicated that in-service training was needed for teachers, and that there was an ongoing need for advice and support from the Department. 

9.3.4 What support does your school need from parents?

When principals were asked to identify what support was needed from parents, the overwhelming response was around greater involvement of the parents in the school and more specifically, in the learning process of the child. Suggestions for such involvement included: helping to protect the school from vandalism and theft; bringing children with disabilities to school; and helping to identify barriers to learning. The principals also indicated that, in general, parents needed to be willing to discuss problems that their children may be experiencing and to accept their children. Parents also needed to recognise that the school may not be able to solve the most extreme problems. 

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

The principals indicated an overwhelming need for the community to assist in improving the physical resources and facilities of the school.  Resource needs extended from the donation of clothes to sports facilities and safety devices. The principals also indicated that members of the community and people in NGOs have valuable skills that they could use to support the school (for example, giving financial advice and developing productive vegetable gardens. That is, they can act as ‘resource people’ for the school. Their role in the training of educators, particularly the NGOs, was also emphasised. 

9.4 Role of the Special Schools/Resource Centres

No responses were received from principals in the special schools/resource centres involved in the project. 

Although the data around this issue is therefore limited, it should be noted that in the interview with the PMT and PST conflicting views were expressed about the role of the special school/resource centre in the project.  Members of the PST and PMT felt that the attitudes of the parents of children attending the special school in the project were very positive and that this had been valuable for the project. However, some members felt that the attitudes of many of the teachers were still very negative towards the project and inclusive education. It was suggested that this attitude arose more from a broad range of difficulties that the school continued to experience and was not necessarily directed towards the inclusive education policy and the project.  Another special school/resource centre in the district that had become involved in the project was very positive about inclusive education but concerned about their future and their role as a resource centre.

The information that was obtained through the evaluation process about the role of the special school/resource centre in this project, suggests that supporting and strengthening the special schools in this district will be an important priority for the ongoing policy implementation process.

9.5 Views from the Project Management Team and Project Support Team

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

All the members of the PMT/PST (4) who responded to the questionnaire said that the education officials had set up structures and procedures to provide ongoing support to the schools in the implementation of White Paper 6.  It was also felt that the project had assisted in promoting collaboration between education officials and members of other departments.

The following structures and procedures were mentioned:

· Ongoing follow-up meetings with teachers to discuss new information and address barriers to learning have been organised

· Individual support to learners, parents and teachers, including classroom-based assistance is provided

· ISTs have been set up in the schools

· There is commitment to set up a DST 

· A collaborative working relationship has been established between the Departments of Health, Correctional Services and Social Services to support schools

The specific measures listed here should be read in conjunction with the other sustainability measures which members of the PMT and PST raised in the interview process. These are captured in Section 8.3 of this chapter.

9.6 Summary and Comment

A key aspect of the evaluation into support provision focused on whether ISTs had been set up in the schools and on how well they were functioning. The evidence collected from teachers and principals indicates that ISTs have been established in most of the pilot schools. Overall, there was a positive response from teachers and principles to the role that the IST is playing in their school. This includes awareness among teachers about the kind of support that is available both inside and outside the school.  The roles that ISTs are playing in the schools appear to be extremely appropriate to what is expected from them within the national policy framework. In general, the ISTs are providing appropriate support to teachers by giving them advice, linking them to external support mechanisms and monitoring the development of inclusive practices within schools. 

The few problems identified by teachers and principals relating to the functioning of the ISTs fall into two areas. Firstly, there are problems that are to be expected with any new structure that is still in its infancy. Secondly, problems exist around the time that teachers feel they have available to either participate in the IST or to seek help from its members. 

The schools indicated very clearly that the support that they need from the Department to implement inclusive education is around the provision of much needed resources. This includes human resources (for advice and training) as well as basic physical infrastructural resources. Principals also expressed the wish that they would like parents and other members of the community to be more involved in the school. 

Although the data collected through the evaluation process around the involvement of the special schools/resource centre in the project is limited, what was available points to the need for this area to be given more attention in the district.  Special schools/resource centres in the district need to be supported and assisted to develop their capacity to play the role expected of them in the national policy framework.

Despite a number of important constraints already highlighted around the management of inclusive education at the district and provincial levels, education officials at the district office have started important initiatives to provide ongoing support to the schools. This includes the establishment of cooperative working relationships with other government departments within the district.  Although the steps taken are positive, unless some of the management and sustainability issues already pointed to are taken seriously by the education department in the district, effective support provision to the schools will be undermined.
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 North West Province. The findings presented below are drawn from the separate reports of two of the materials assessors (the full reports to be sent to the provinces concerned). After the summary presentation of their findings under various headings, the teachers’ evaluation of the training and materials is outlined.

10.2 Record of Progress and Products

The materials assessed in this evaluation can be divided into three categories. The course material for three training modules for educators; three Educators Guides one of which has an associated Facilitators Guide and Resource file; and various support materials directed as different training activities within the pilot schools.  The titles of the training modules looked at are listed below.

Unit 1:
Inclusive Education and Change: An Introduction

Unit 2: 
Assessment for Inclusion 

Unit 3:

Towards Exclusive Schools for All. Inclusive Education in Action:

Interventions for Meeting Learner Needs 

10.3 Accreditation of Programmes

The materials assessor focusing on the acceptability of the educator development materials for accreditation purposes said that collectively the three units do not yet meet the full requirements for one module of 12 credits for SAQA registration. However, only minor adjustments and additions need to be made to make the course acceptable as a module of 12 credits in an NPDE (National Professional Diploma in Education) (Level 5) or an ACE (Advanced Certificate in Education), which is Level 6.

With regard to the modifications that are required, it is advised that the use of ‘notional learning time’ should be more clearly defined. This should include setting out the criteria for evaluation of the teacher’s performance and competence. This would require that the teachers produce portfolios, complete structured written assignments and oral presentations for marks. 

10.4 Congruence with White Paper 6

The content of the three units is consistent with the principles and philosophy of inclusive education outlined in White Paper 6. In the evaluation of the materials, three areas are noted as important in reflecting congruency with the national framework. Firstly, the materials help teachers to understand the influence of contextual issues on the experiences of learners and the learning process. Secondly, the emphasis that is placed on the link between inclusive education and the right to education for all learners is very valuable. Thirdly, the materials explain the paradigm shift that White Paper 6 makes in moving from the special needs/deficit model to addressing barriers to learning, and the need for the system to accommodate a diversity of learning needs. One of the materials assessors makes particular mention of the extensive and informative way in which language barriers are looked at in the first part of the course.

Some weaknesses relating to the congruence of the materials with the national policy framework are also noted.  Attention is drawn to some of the terminology used which, it is felt, either slides back into an old label’ (e.g. mental handicap) or is too general to provide sufficient meaning for teachers (e.g. hearing difference instead of Deaf learners or hearing-impaired learners). Also pointed to is the omission of a section that sufficiently explains relevant policy documents that form the basis of the national framework (see full report for details).

One of the materials assessors feels that the material does not give sufficient attention to the importance of education support services in the implementation of inclusive education. Specific mention is made of the booklet on ISTs. It is felt that, although the booklet is informative, it “does not present a coherent framework for the setting up and functioning of ISTs’”.

10.5 Congruence with OBE Curriculum Framework

The assessment of the educator development materials for this province indicates that throughout the material the link between the OBE curriculum framework and inclusive education is made. Specific mention is made of Module 1 where the material on language and literacy is “well located within an OBE framework and the methods and approaches used make relevant links to inclusive education”. Specific mention is also made of the three educator guides which include and address OBE outcomes and assessment criteria. However, it should be noted that while this important link is made, the assessor also felt that the “OBE jargon in the outcomes is often abstract and complex’”, a key weakness emphasised in broader reviews of OBE.

One assessor also points to the second module of the materials that deals solely and specifically with assessment. It is argued that while the module “contains all the elements of OBE assessment…the presentation of this module as self-contained is contrary to the principle of assessment in OBE”. Although it is recognised that there are advantages to dealing with this important area in a separate module, there are also weaknesses to this. The most important of these is that the process of assessment is not seen as an integral part of the entire process of teaching and learning.

10.6 Relevance

The evaluation reveals that the materials are relevant to local needs and to the target audience. With regard to the latter, one of the assessors emphasises that both the content of the case studies used and the problem solving approach adopted are relevant to the teachers.  The material draws on the teachers’ own experiences and the demands that are made of them as educators within the South African context. The material is also creative and motivates teachers to address the problems they are likely to experience in their practice. The material also encourages teachers to be reflective practitioners and ‘facilitators’ within a learner-centred approach.

Although the materials, especially the case studies used, are felt to be relevant to the teachers, one of the assessors raises some caution about the perspective in the materials. It is argued that; “the general approach to the main body of the texts, particularly in Modules 1 and 2 reflects a sophisticated, well-educated, middle class world of experience”. (This is also mentioned in Section 11 under the assessment of the capacity building materials). 

10.7 Some Other Curriculum Issues

10.7.1 Accessibility

As already indicated, the relevance of the material to the experiences of the teachers is an important part of ensuring its accessibility.  The materials assessors point to a number of important ways in which accessibility issues have been well considered and addressed. Particular mention is made of some of the ways in which the material is presented. Strategies used such as ‘concept maps’ and ‘text boxes’ are valuable as learning tools and “helpful features that make the texts easier to access”.
As will be discussed under teaching strategies, particular mention is made of some of the activities used in the material. Many of these are useful and innovative and in this way make difficult and sensitive issues accessible to the teachers.

Although the language and tone used in the materials are accessible and there is clear evidence that a ‘user friendly’ approach has been developed, some weaknesses exist in this area. It is felt that in a number of cases both the words used (terminology, vocabulary and expressions) and sentence structure are too complex and sophisticated (see full report for details). In most cases, where these problems exist more accessible every-day English vocabulary can be used and sentences made more simple. This will not compromise the meanings of the text. It should also be noted that both assessors regard the tone of the materials as ‘patronising’ at times.

Some concern was also raised about the ‘denseness’ of the information contained in the materials, particularly in relation to the time that is allocated for it to be processed. This links to language accessibility where “lengthy extracts from policy documents, papers and articles” contain language than “is more complex than the main text”.

10.7.2 Aims/outcomes

Each module has clear and specific outcomes. However, at the moment there is insufficient evidence about how these outcomes will be demonstrated through the assessment criteria included at the end of each learning phase. That is, the link between the assessment criteria and the intended outcomes is not yet sufficiently made. 

Some attention also needs to be given to ensuring that the materials enable teachers to play the seven roles stipulated by the Norms and Standards for Educators. Although this requirement has not been fully met as yet, it is suggested that the changes require minimal reorganisation.

10.7.3 Content

The three units that make up the educator development materials, including the supplementary materials and guides, are a valuable resource for the training of teachers around inclusive education.  The materials assessors describe a number of areas that they regard as having been done extremely well, with valuable insight and information being given to teachers. Specific mention is made about the positive way in which language barriers and diversity issues are addressed. Similarly it is felt that the way in which intrinsic and extrinsic barriers are dealt with in the materials is well done, and as already mentioned, congruent with the key concepts and philosophy of White Paper 6.

The materials assessors argue that the materials bring together theory and practice around inclusive education well, with a number of the sessions covering practical applications for intervention techniques and strategies.  Specific mention is made of the excellence of the case studies and Unit 3.

It is also felt that the way in which the curriculum is structured, that is, the logical progression of the information and activities, is good. This includes the connections that are made between the three units in the module. The curriculum content allows for teachers to reflect on their own experiences and then to draw on these in learning about new knowledge and techniques.  However, one of the assessors says that in relation to the organisation of the curriculum content, some minor reorganisation should take place (specific recommendations are listed in the full report).

One assessor emphasises that issues around people with disabilities has been handled well, especially in Unit 3. S/he states; “Module 3 in particular provides an excellent model of an informative, insightful, compassionate and unbiased approach to both disabilities and forms of abuse”.
10.7.4 Teaching strategies

Both assessors make positive comments about the teaching and learning approach that is used throughout the materials. It is facilitative, interactive and developmental, allowing participants to draw on their own experiences and to develop new knowledge and understandings. One assessor emphasises, in particular, the way in which the activities “provide opportunities to develop real conceptual understanding”. Once again the case studies are referred to as extremely valuable strategies.

One important concern raised by one assessor relates to the lack of learning theory background.  The strategies used in the training need to be “backed up sufficiently by theory” so that teachers understand approaches they are using.  The assessor explains this point very well using examples from the material. S/he says; 

“For example there is no mention of the theory of social or dialectical constructivism, and although it may be implicit in the text it needs to be made explicit.  In the power of working together (p.1-73) co-operative learning is dealt with quite superficially in that only one approach namely the Jigsaw method is explained. Co-operative learning is regarded as essential in an inclusive classroom but there is more to co-operative learning such as explaining the role of each person during the group work”. 
10.7.5 Assessment procedures

As already indicated the modules contain assessment criteria at the end of each learning phase. However, at the moment these need to be more clearly linked to the intended outcomes of the training.  These criteria would need to be more carefully structured within the overall accreditation framework for the course.
10.8 Feedback from Teachers

Although the evaluation of the training materials presented above is important, equally important are the perceptions of the teachers who participated in the training programmes. Teachers were asked to comment on both the usefulness of the actual training as well as the materials.

10.8.1 Was the training programme useful for the teachers?

Table 4.11

	Answer type
	No of teachers
	% of total responses

 (to question)

	Yes
	101


	92.7%

	Not sure
	5


	4.6%

	No 
	0


	0

	No answer
	3


	2.8%


The table above shows a very positive response from teachers to the training programmes. 93% indicated that they found the training useful with only 5% indicating that were unsure about its usefulness. It is also important to note that no teachers said that the training had not been useful.

10.8.2 What parts of the training programme were most useful?

Teachers listed a broad range of areas that they found had been useful in the training. They appear to have found the entire training process useful. Two areas that have been most useful are: 

· The training programmes that addressed barriers to learning and the diversity of learning needs among the learners were very useful. Teachers emphasised those aspects of the training that had helped them to identify barriers as well as the practical skills that they had learnt to overcome barriers. 

· The other area most commonly mentioned was the training that dealt with assessment methods. Some teachers explained that this had been especially helpful within the framework of the OBE curriculum.

Other areas that teachers noted as useful can be summarised as follows:

· Clustering schools and creating opportunities for discussions with other schools was very useful. 

· Specific teaching strategies for learners with particular disabilities e.g Blind learners

· Innovative teaching strategies that accommodate diversity and promote different capabilities among learners

· Emphasis placed on the rights of all learners and the importance of teacher attitudes in ensuring the inclusion of all learners

10.8.3 Which parts were not useful or least useful?

In general few teachers listed aspects of the training that had not been useful or of little use. In a number of cases the areas identified were the same areas mentioned by other teachers as most useful. It is not unexpected that teachers respond differently to different aspects of the training.  Having said this, however, one issue appears fairly common among the few responses.  A number of teachers expressed a concern that not enough training had taken place around the accommodation of particular learners with disabilities. This included the challenges of including learners with disabilities in their classrooms and the skills needed to meet the learning needs of these learners.

10.8.4 Were the teaching and learning materials helpful?

Table 4.12

	Answer type
	No of teachers
	% of total responses 

(to question)

	Yes
	95


	87.2%

	Not sure
	7


	6.4%

	No 
	1


	0.9%

	No answer
	6


	5.5%


The responses from teachers to this question indicated that most of them found the teaching and learning materials helpful (87%). 

10.8.5 In what ways has this material been helpful?

Once again the responses to this question show a broad range of opinions about what parts of the materials teachers had found especially helpful.  Although many of the areas mentioned refer to greater awareness about issues to do with inclusive education, the most common responses point to practical skills learnt from the materials. Some teachers expressed this as ‘concrete examples’, ‘tips’, assessment methods, different styles of teaching, disciplinary issues, “how to cope with frustration”, “teaching aids” and “inclusive methods”. 

Some teachers also expressed the view that the materials were helpful in getting them to reflect on their own practices, sometimes in a way that confirmed for them that they were already using inclusive practices.

10.8.6 Why have the materials not been helpful?

Only two responses were received for this question. One teacher felt that although the material had helped to identify learners experiencing barriers to learning, they had not helped enough in providing practical advice to deal with them in the classroom. 

Another teacher said that there had just been too much material to get through in the available time. 

10.9 Summary and Comment

The evidence collected from teachers about their experiences of the training programmes and materials indicates a very positive response to their participation in this component of the project.  There is an especially positive response to the training programmes where, as already indicated in previous sections, teachers appear to have gained most from the teaching strategies and methods learnt. There is also substantial evidence that points to important attitudinal changes and increased awareness among the teachers. 

The assessment of the training materials also points positively to a number of ways in which they meet important requirements of the project. Of particular important here are the comments made by the assessors about the congruence of the materials with White Paper 6 and the OBE curriculum framework. These two areas are felt to be important strengths in the materials.  The materials assessors also emphasise the effective and creative use that has been made of cases studies in the materials.  This strategy or method is seen to be important in improving the accessibility of the materials for the target audience and ensuring that they are relevant to their experiences in the classroom.

The reports from the assessors point to the valuable way in which the materials enable the teachers to draw from their own experiences and, at the same time, challenge dominant perceptions and contribute to new forms of knowledge. The materials are also considered to be good in some areas in bringing together theory and practice around inclusive education. 

The materials assessors mention some weaknesses that will need to be considered. It is felt that the materials do not yet fully meet university requirements for accreditation purposes.  The adjustments needed, however, are minor and could be addressed fairly easily.  The accessibility and relevance of the materials to the target audience is undermined at times by difficult language and dense information. It is also pointed out that although important strategies are used in the materials to train the teachers, the theory behind them is not sufficiently explained. There are also some omissions in the materials with regard to linking the expected outcomes with particular strategies for assessment. 
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?

Two of the members of the PMT said that they felt that they had received adequate capacity building through the project. However, one member of the PMT did not answer this question and the member of the PST who filled in the questionnaire was unsure about how s/he felt about the capacity building process. The ‘mixed’ response to this questionnaire suggests that there is some ambivalence among the members of the teams about whether they have received sufficient capacity building to provide support to the schools.

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?

When members of the teams were asked to identify what training/capacity building they would like to assist them, the response was minimal. One member indicated that skills around planning and problem solving would be valuable. Another member said that a deepened understanding of systemic assessment and intervention would be very valuable in supporting inclusive education in the schools. 

11.3 Assessment of Capacity Building Materials

One of the material assessors from the national quality evaluation research team evaluated all the capacity building materials. In this province, this included: 

· all training materials used for the training of members of the DST

· material for the training of district education officials to train the SGB around inclusive education

· material for an awareness raising exercise with teachers around people with disabilities 

· a workshop programme for ECD educators.  

In looking at the congruence of the material with White Paper 6, the assessor addressed a broad range of issues touching on both the content of the White Paper and its underlying philosophy and principles. She also focused on the relevance and accessibility of the materials for the target audience. Also addressed is the relevance of the materials to the local needs of the North West communities involved in the project. The findings below are a summary of her views on these issues.

11.3.1 Congruence with White Paper 6

The congruence of the materials with the overall framework of White Paper 6 is noted as a strength across all the materials examined.  In particular, the content of the materials creates opportunities for awareness to be raised and attitudes to be changed among members of the different target audiences.  

Particular mention is made of the value of the capacity building materials for the training of the DST to enable them to play the role envisaged for them in the White Paper. This includes reflective thinking around existing roles and insights into current transformation processes taking place within the education system.  Mention is also made of the important way in which assessment methods and practices are addressed in the material, drawing from both local and international experience. 

The materials aimed at raising awareness and challenging stereotypes among educators about people with disabilities is also regarded as being congruent with White Paper 6. The material is useful in showing how barriers to learning arise from negative attitudes and stereotyping. The assessor emphasises the way in which the materials “equip the educator with skills on how to approach and interact with various disability specific categories” in the classroom. However, the assessor also points to an important weakness within this material. While important information is included it does not sufficiently “build the understanding of equality and equity practices (among teachers) as it relates to disability”.  It is recommended that although this material is aimed at educators it would provide a valuable resource for the training of parents within the SGB. 

The training module for district education officials to train members of the SGB is consistent with the national policy framework and provides important information around barriers to learning. Concern is raised, however, about the manner in which disability issues are dealt with in the materials. The assessor says that while one of the aims of the training is to overcome stereotyping, the visuals used in the material tend to reinforce particular stereotypes (see full report for more details). It is also felt that at times the terminology used falls into the trap of reinforcing existing divisions between learners, especially between able-bodied and disabled learners.

The material used for educators at the ECD level is also consistent with White Paper 6 and importantly, with the framework of OBE.  Particular mention is made of the way in which the materials allow for critical thinking and the identification of important barriers to learning.  A slight concern exists regarding the generic nature of the content of the materials. It is recommended in this regard that the information be deepened to include a more diverse range of barriers that learners may experience. It is also felt that at times the terminology falls back into ‘old’ language such as ‘special needs children’ and does not sufficiently promote inclusive practices that incorporate all potential learners. 

11.3.2 Relevance 

The assessor is of the opinion that the materials used for capacity building are relevant to local needs and are flexible enough to allow for adaptation in different contexts within the province and district.  It is felt, however, that the materials need to cover a broader spectrum of barriers, particularly those that are prevalent within the province and district. This is especially reflected in the examples used.  In this regard, the assessor makes particular mention of Foetal Alcohol Syndrome which is recognised as a serious barrier to learning in the province. Similarly, the many effects of HIV/AIDS on families, and the associated socio-economic conditions of these families is not given sufficient attention. Having said this, however, it is felt that the issues associated with dysfunctional families is handled very well in the materials.

In general the materials are relevant to the target audiences. The assessor mentions a number of ways in which the materials relate to the existing experience of the target audience. They also allow for a process of critical thinking that evaluates existing attitudes and roles, and facilitates new understandings and attitudes. 

Although the visuals used are generally regarded as very good they “present a middle class income grouping which does not relate to the intended target audience”. This point is emphasised in the disability awareness raising materials where the examples used reflect “the abilities of affluent and advantaged adult persons with disabilities”. Although this is important in raising awareness about the abilities of people with disabilities, it is recommended that other examples, reflecting a more diverse range of backgrounds, could be used and would make the materials more relevant.

11.3.3 Accessibility

The materials are all well presented. Particular mention is made of the training materials for district officials to train SGB members as being very good in terms of accessibility and general appeal.  Where visuals are used they are generally regarded as creative and effective. The language used is regarded as appropriate for the target audience. 

Recommendations for improvement include the concerns raised with some of the visuals, improving the layout at times to make it more user friendly, and simplifying the presentation of the information, especially in materials for DST training (specific recommendations for each of the materials looked at are included in the full report).

11.3.4 Other curriculum issues 

The programmes and materials assessed are recognised as valuable resources in changing attitudes and building awareness. There is also a clear sense that they allow for each of the target audiences to be taken through a process that is designed to strengthen their existing skills and at the same time increase their capacity for critical thinking.  Although the materials cover important role players, including educators at the ECD level, it is felt that the learner component of the school community could have been included as a target audience.

11.4 Summary and Comment

The small number of PST and PMT members who filled in the questionnaire makes it difficult to get a clear sense of their feelings about the value of the capacity building activities in which they have been involved.  Among those who did respond some positive feedback was received as well as some ambivalence about its value for them.

From the material assessor’s perspective, however, the capacity building materials developed for the project in this province are valuable resources for building inclusive education in the province. Most importantly, they are congruent with the national policy framework.  The material for the training of the DST is seen as important in taking forward its role as discussed in White Paper 6. The assessor emphasises the strength of the materials in developing critical thinking and raising awareness among the different role players. A number of examples are given which indicate innovative and creative approaches to the material, making it more accessible to the people concerned.

Although the materials deal well with disability issues in some respects, the assessor raises some concerns in this area. It is felt that the material does not sufficiently take forward some of the issues that are important to challenging existing stereotypes and translating a ‘rights’ approach into practice. It is also suggested that although the materials are broadly relevant to local needs and accessible to their target audience, some attention could be given to strengthening these aspects in the material.

Although this section of the evaluation concentrated on perceptions of the quality of the capacity building undertaken and the materials used, the challenges around management and sustainability mentioned earlier by role players indicate that capacity building remains a key challenge in this district.  This challenge exists from the provincial level down to the SGBs. It is important that materials developed to facilitate such capacity building programmes are able to address and take forward some of these challenges. In particular, the training and materials need to equip people with adequate knowledge, understanding, awareness and enthusiasm to appropriately plan and manage the implementation of White Paper 6 in the district and province.

12. CONCLUSION

The ‘picture’ that has been gained through this evaluation of the pilot project in the North West province is an extremely positive one. It shows that hard work has gone into ensuring that, despite time and resource constraints, it has had a very positive impact on the pilot schools involved. The commitment shown by the project co-ordinator, the members of the consortium, including the action researchers, and some supportive colleagues from the department has been a key factor in contributing to its ‘successes’.  The gains made through the project need to be seen within the context of many challenges that have arisen from restructuring within the education system in the province and the ongoing resource limitations faced by schools. It is also a province in which the psychosocial barriers impacting on many of the learners are extensive.

The project has been especially valuable as a ‘tool’ for equipping teachers to implement the new policy on inclusive education. The project has managed in a number of ways to facilitate attitudinal change among the teachers and at the same time provide them with knowledge and skills to translate this into practical activities in their classrooms. There is not doubt that the combination of the training and action research approaches used has contributed to this. Evidence collected from teachers in the pilot schools shows that the teachers view the project in very positive terms. Their responses, especially around the perceived benefits of the project for the schools and its value for them, show that they have developed an increased awareness about the importance of recognising and addressing barriers to learning.  They have also made important links between inclusive education and OBE. At the school level as well, where the ISTs are up and running, they are perceived by teachers and principals to be doing valuable work. The examples of activities the ISTs are doing in the schools show congruency with the role expected of them in White Paper 6. The evaluation of the educator development materials and those used for other capacity building activities shows that they are extremely valuable resources for the ongoing development of inclusive education in South Africa. Where suggestions for improvements are made these largely relate to ‘making them better resources’ and building on core aspects that are already there.

The central challenges for taking forward the policy implementation process in this district can be regarded as challenges that exist in many other districts in South Africa. They are challenges that are about implementing policy changes in general and in building inclusive education in South Africa.  Three areas stand out as being particular important. 

· Firstly, the project has pointed to the need for education leaders at the provincial and district level to provide more leadership in taking the policy forward in the district and the province. This includes facilitating, in particular, the integration of inclusive education into all areas of the department’s responsibilities and ensuring that all education officials are committed to the implementation of White Paper 6.  
· Secondly, and linked to the leadership challenge, is the need for the setting up of a well functioning DST that can provide ongoing support to the schools. The setting up of this structure is seen as critical to sustaining the gains made through the project. This team should be made up of a range of people who can bring together different skills needed by schools to address the many barriers that undermine learning and teaching in the classroom and schools. In this regard, despite some important initiatives that were undertaken by the project, improving community school partnerships remains an important challenge. This includes making more active use of the expertise of people from local NGOs and disabled peoples’ organisations (DPOs) to support the schools.  Greater involvement of the community in the schools was emphasised as important by the principals from the project as well as other role players.  
· Thirdly, the project has shown that work needs to be done on developing the capacity of special schools/resource centers within the district to become more involved in contributing to the building of inclusive education. This process will require leadership and commitment to support these role players to embrace their new role and work collaboratively with the other schools in the district. 
� It should be noted that there is some overlap between members of the PMT and PST


�  Although the materials submitted by the province are organised into three ‘modules’ this term has been changed to ‘unit’. The accreditation requirements are for three units making up one module. 
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