CHAPTER FIVE

NATIONAL OVERVIEW

1. INTRODUCTION

This chapter brings together the findings of the evaluation in the three pilot provinces.  The national overview that is presented here has therefore been developed from: the analysis of questionnaires sent to the principals and teachers in the pilot schools as well as members of the Project Management Teams (PMTs) and Project Support Teams (PSTs); focus group interviews with members of the three PMTs and PSTs; as well as input received from members of the three consortia either as participants in the focus group interviews of from a postal questionnaire sent to the consortia leaders.  It also draws from a focus group interview held with some staff members of the Inclusive Education Directorate at the National Department of Education.  The overview that is presented here is therefore primarily a picture that emerges from the school and district level, with some input from the national level as well.  As with the provincial chapters the findings are discussed under key themes that were used to guide the questions asked in the questionnaires and interviews or which emerged through the analysis of the data. 

While this chapter attempts to provide a synthesised ‘picture’ of the entire project, it is important that the findings discussed here are looked at together with the next three chapters of the report. These chapters deal with learning from ‘good practices’ from the project, the development of indicators for inclusive education that have ‘arisen’ out of the pilot projects and the key recommendations made by the national quality evaluators.  

One of the most important findings from synthesising the data from all three provinces is the strong similarities that are evident across the country. Despite the differences between the provinces and therefore the contexts in which the projects and the policy have been implemented, clear trends emerge. There are similarities in particular in; the benefits the project is seen to have had in the schools; the role which it has played in supporting the policy implementation process; the links that teachers have been able to make between inclusive education and outcomes-based education (OBE); the skills which teachers have gained through the educator development component; and, perhaps most importantly, where key challenges for the ongoing implementation of White Paper 6 lie.  Although, as Chapter Six illustrates, in each province different things have ‘worked better’ than in other provinces, even in this area there are strong similarities. Where something has not worked well in one province, it is generally still recognised as an area of importance for the ongoing effective implementation of White Paper 6 in the province. 

2. BENEFITS OF THE PROJECT

There is a general sense among all the role players across the country that the pilot schools benefited from being involved in the project.  In all three provinces the majority of teachers, principals and members of the PMTs and PSTs responded positively to this question. However, it is important to note that a considerable percentage of the respondents felt that the benefits to the schools had not been significant. Across the three provinces, between one third and one half of the respondents said that they felt the schools had benefited, but ‘not very much’. The reasons given by the few respondents who felt that the schools had not benefited provide some insight into where these reservations may lie. 

It is important to note the reasons given by the respondents as to why they felt their schools had benefited. They relate to the meeting of important objectives set by the project at its inception. In all three provinces important attitudinal change has taken place. Of particular value has been the increased awareness among teachers of the differences in learning needs among the learners in their classrooms. This includes the importance of respecting and accommodating these needs. Linked to this is the evidence which points to a deepened understanding of barriers to learning and their impact. In this regard most of the teachers indicated throughout their responses how they had learnt new and valuable skills, including how to address barriers to learning. 

While the issues mentioned above seem to stand out as the central benefits, role players across the three provinces also said that the project had increased collaboration, especially between the teachers, and that the project had lead to improved community involvement in the schools. Throughout the evaluation process it has become clear that the project has contributed, although to varying degrees across the provinces, to bringing the schools closer to their communities.  The project also seems to have had some benefit in either raising awareness about the importance of physical accessibility, especially for physically disabled learners, or in some cases refurbishments to this end have already taken place.

The reasons given by the respondents as to why the schools have not benefited largely point to the issue of resources.  In some cases, the project raised expectations of more resources for the schools, or the problem was perceived to be in terms of the lack of resources that undermined any potential benefits from the project.  The lack of resources seems to be linked to issues around the ineffective functioning of some of the schools and the impact of this on restricting the benefits of a project of this nature. 

In summary then, both the positive benefits listed and the constraints noted suggest that the main benefits of the project for the schools have been around building the capacity of key role players in the schools to implement the new policy changes. This includes awareness and understanding about the new policy and the impact of barriers to learning on the learning process. Teachers have also benefited from the project by acquiring new skills to practice inclusive education in the classroom. The benefits of the project for the schools have therefore been mostly of a qualitative rather than a quantitative nature. That is, it has helped people to understand and do things differently rather than provide more resources to the schools.  Although improving conditions in the schools is very important for the policy implementation process, if the key role players do not understand the new policy, support its objectives and feel confident to implement the changes, the policy will not be successfully implemented even where there are high levels of resources. In this way the project definitely benefited the schools involved. Its contribution in assisting the policy implementation process will also be discussed later in Section Five of this chapter.

3. WHAT WORKED?

In the last three chapters, which describe the findings of the evaluation in the three provinces, people’s perceptions of the benefits of the project were very similar to the things that they felt worked ‘best’. Understanding why they worked well and how they were able to bring about important changes is very important if we are able to learn from this project and use it to assist the implementation of White Paper 6 in the rest of the country. For this reason what has worked in this project is discussed in more detail in the next chapter. 

In all three provinces there were a wide range of things that worked well in the project. They include structures that were set up, training and capacity building activities that were undertaken, partnerships that were developed as well as resources (including organisations) that were used. It also includes specific ‘change’ strategies that the role players feel were especially useful in supporting the project. Although there were a number of things that worked well at the district level, the ‘success stories’ appear to be mostly evident at the schooling level, especially with the teachers involved in the project.  As Chapter Six will show, however, where things at the district level worked well, they added significant value to the project, especially in providing schools with the support that they need. 

4. KEY DIFFICULTIES AND CHALLENGES

Although the provinces faced some different challenges, once again there are strong similarities as well. Two important areas stand out that collectively capture most of the challenges experienced by the provinces. 

Firstly, many of the problems identified by the provinces relate to general problems in the delivery of education services in the provinces. For example, the restructuring of the education departments in each of the three provinces has had a negative impact on the project, most importantly, in the turnover of staff or in shifting areas of responsibility within departments. The Eastern Cape and North West Provinces seem to have been most affected by these changes.  Challenges related to the delivery of education services also include issues such as the lack of integrated strategic planning across divisions within the education department. This has meant that despite much hard work by some of the education officials and project role players, inclusive education is not sufficiently linked with important areas such as OBE, HIV/AIDS and school management initiatives.

Secondly, challenges arising from problems in the functioning of the schools capture one major area of difficulty experienced across the three provinces. There are continuing problems around resources, the culture of teaching and learning in schools and the ‘overload’ experienced by teachers in relation to their work and the policy changes that affect them.  It is to be expected that in a context where these problems exist, the implementation of any policy will be difficult.  So while some of the challenges are specifically about implementing inclusive education, they are mainly about implementing new policy and managing change in the schools. 

While it is very important to recognise these challenges, the ‘successes’ in this project, that is, what has ‘worked’, show how inclusive education can be used as a strategy to address some of these problems. This link between the challenges and ‘good practices’ are discussed in the next chapter.

More specific challenges relating to the experience of implementing the new policy through the project are summarised below. This list includes data gathered through the evaluation process from role players in each of the three provinces as well as those at the national level. The points noted above are not repeated in this list.

· A number of practical challenges around the teacher training component were experienced. The challenges were not about the quality of the training but rather about when the training took place, how the workshops were organised, and feelings of work overload experienced by teachers.

· Although, as will be discussed in Section Ten of this chapter, the teacher training across all three provinces appears to have been extremely beneficial, there is still a feeling that more training is needed. This relates both to the need to sustain what has been learnt through the training already undertaken and the need, expressed by some of the teachers, for more skills to accommodate all learners, especially those with disabilities. 

· There are still fears among some of the teachers about how they will ‘cope’ with the inclusion of learners with ‘severe’ disabilities in their classes. 

· It was felt by a number of the role players that insufficient leadership and guidance has been provided by the national and provincial departments of education to assist with the policy implementation process at the district level.  Where such leadership has existed, especially after the official launch of White Paper 6, this has been extremely beneficial to the project. There is a strong sense among all the role players that the ‘buy in’ or support from senior managers for inclusive education is critical for the effective implementation of White Paper 6.

· In all three provinces the setting up of the District Support Team (DST) has been a major challenge. There are both similarities and differences in the reasons why this has presented such a challenge. However, the lack of an effective functioning DST in the pilot districts remains a critical challenge for the provision of ongoing support to the pilot schools. 

· Although the setting up of the Institutional-Level Support Teams (ISTs) in the pilot schools has been effectively implemented, ongoing support to and capacity building of these structures is extremely important.

· In general there is a concern that the gains made through the project will not be sustained. 
5. ROLE OF THE PROJECT IN POLICY IMPLEMENTATION
In the questionnaires teachers and principals were asked whether they felt that the project had assisted teachers to understand and implement the new policy. This part of the evaluation was intended to contribute to drawing out lessons for the implementation of this policy in other parts of the country, and for general education policy implementation. In this project a combination of strategies were used to implement White Paper 6. This included a ‘top-down’ approach reflected by the introduction of the new policy, as well as a ‘bottom-up’ approach which focused on action research, training of teachers in the pilot schools, and capacity building at the district level. The questions raised in the evaluation were aimed at finding out what the different role players’ experiences were in relation to the success of these strategies in helping to implement the new policy. Once again the responses to this area of investigation correlate strongly with the perceived benefits of the project and ‘what has worked’.

Across all three provinces the majority of teachers and principals responded positively to this question although there were also a large number in each case that were unsure about the impact of the policy. The positive responses point strongly to two very important ways in which the project has assisted the policy implementation process. Firstly, the project has contributed to important attitudinal changes among teachers that are central to the paradigm shift explained in White Paper 6. Of particular importance here are the changes in attitudes towards learners with disabilities and the location of this understanding within a ‘rights’ framework (that is, recognising that all learners have a right to equal education provision).  Secondly, this attitudinal change through the project has extended to a deepened understanding among teachers about key issues critical to the policy and its effective implementation (that is, they understand the policy better and what it means in practice). Generally, there is a sense among the majority of teachers across all three provinces that they have learnt more about the government’s new policy through the project. This extends to understanding the importance of being able to recognise and address barriers to learning and to see this role as an important component of good teaching. Linked to this is a greater understanding and awareness of the importance of accommodating different learning needs within the classroom, including seeing learners as ‘unique’, each with his/her own capabilities and strengths. As the next section will show, some teachers have recognised this aspect as central to the effective delivery of the OBE curriculum to all learners.  Although these two areas stand out, it should also be noted that the project has also contributed to the setting up and development of some of the key structures provided for in White Paper 6, in particular the ISTs.

It is very important to recognise and acknowledge the importance of the project in supporting the policy implementation process. Many important theories about policy implementation argue that getting the role players or social actors who are involved in its implementation to support the policy is critical to effective implementation.  Such support is dependent on a real understanding of what the policy is all about as well as the belief from the role players that the policy is important for bringing about changes that will improve their lives. In the opinion of the evaluators, the project has made a critical contribution to the policy implementation process in this regard. It has demonstrated the importance of this ‘buy in’ from role players in supporting the policy implementation process. It has also shown the value of the ‘top-down’/’bottom-up’ approach of policy implementation. All the role players, especially the service providers and project co-ordinators need to be commended for the appropriateness of their sustained input in contributing to such change.  For the implementation of White Paper 6 more broadly, the value of ‘investing’ in teachers in this way should not be underestimated.

Despite the importance of such processes for policy implementation, the project has also shown that this approach is an extremely ‘resource-intensive’ one. This is particularly so in relation to the human resource investments that need to be made and the time that needs to be invested. This approach requires a range of different skills and competencies and effort to bring about the changes that need to take place. This challenge points to some of the things that teachers and principals feel could be done to assist them more in the policy implementation process. Essentially they said that teachers need more training, more awareness raising, more resources and more support.  In particular, many teachers said that they would like to acquire more practical skills to put ‘the theory into practice’ in their classrooms.

This need expressed by the teachers, points to a serious limitation of the project in contributing to the policy implementation process. As already highlighted in the first phase of the national quality evaluation, the time-frame of the project has been unrealistic for its intended objectives. Although many of the challenges highlighted throughout this evaluation point to general problems of policy implementation, especially in very disadvantaged contexts, others point to constraints imposed by the time-frame. There has just not been enough time to fully ‘pilot’ the policy within the three districts. It is felt, as discussed in more detail in Chapter Eight that the important ‘first steps’ put in place by this project must be sustained and taken forward in a number of ways. 

6. THE INTEGRATION OF OBE AND INCLUSIVE EDUCATION

Throughout this project all role players have shown awareness of the importance of making the conceptual link between inclusive education and OBE. This link needs to be made by teachers in the delivery of the curriculum in the classroom to ensure that all learners are included. It also needs to be made by those involved in the planning and delivery of education services at the district, provincial and national levels.  So it is a pedagogical (teaching) issue and a management issue.  For these reasons part of the evaluation process focused on the extent to which teachers had made the link between inclusive education and the OBE curriculum. The materials used to train the teachers were also evaluated according to this criterion (that is, did the materials help teachers to make this link). The evaluation also attempted to find out from the members of the PMT whether this link had been sufficiently made at the departmental level, mainly through the integration of inclusive education into all areas of departmental responsibility, especially the OBE curriculum.

The evidence collected through the evaluation shows that across all three provinces more than three quarters of the teachers felt that the project had helped them to make this link. The strongest evidence confirming this comes from the examples or areas of skill that teachers listed as the ways in which they have been assisted to make sure all learners are included in the OBE curriculum. Examples given by the teachers show that they have learnt about the importance of allowing learners to learn at their own pace. There are also a number of examples that show support and understanding about learner-centred teaching strategies and the value of co-operative learning, including peer support. There is also evidence from the ‘practical skills learnt’ in the next section of this chapter that what has been learnt is strongly congruent with the OBE framework.

In general the assessment of the educator development materials show that all three provinces have considered this important link in their training materials, although there are some differences in the degree to which the link has been made and how it is addressed.  More details of these findings are presented in the provincial chapters in this report and form part of the individual reports submitted by the material assessors. 

Information about the integration of inclusive education into central strategic planning and management processes in the education departments in the district could only be collected through the questionnaires from PMT members in two of the provinces. However, throughout the evaluation there has been plenty of evidence, particularly in the challenges highlighted by people, that this area has been a key weakness in the project, and can be regarded as an obstacle to effective implementation of White Paper 6. Although there is some recognition of the link by people directly involved in the project, this is not necessarily the case with their colleagues or with senior management in the province and this has undermined its integration within central planning processes. As Chapter Seven in this report shows, the integration of inclusive education within all areas of responsibility within the education departments is a key ‘indicator’ of the effective organisation and management of inclusive education. Although this point is repeated a number of times in this report, it cannot be emphasised enough as an area requiring attention. 

7. PRACTICAL IMPLEMENTATION OF INCLUSIVE EDUCATION IN THE CLASSROOM

Through the questionnaires teachers were asked to indicate whether they had learnt practical ways to overcome barriers to learning in the classroom.  In all three provinces the teachers responded very positively to this question.  The teachers’ responses also showed that they had learnt relevant skills within all key areas of the curriculum.  The areas that received the most attention from teachers were the same across all three provinces. That is, the largest percentage of the teachers in all three provinces said that they had learnt practical skills in these three areas. They are; teaching and learning methods, assessment methods, and the organisation and management of the classroom.  The fact that these areas received such strong support from teachers shows that the training in all three provinces has been successful in providing teachers with skills and knowledge in areas central to the develop of inclusive practices in the classroom. 

Similarly, in all three provinces the area that received the least attention from teachers was the organisation and management of the timetable.  This is not unexpected as it is an area that affects the entire school and is primarily related to the overall organisation and management of the school. However, flexibility in the way in which the timetable is organised and managed is a very important part of developing an inclusive school and needs to perhaps be more emphasised in educator development and capacity building programmes.

Teachers across the three provinces also felt that some of the skills that they had learnt to address particular barriers to learning have been very helpful. Once again, as discussed in the previous sections, the pilot projects have been successful in developing teachers’ awareness and skills around barriers to learning. However, in exploring what teachers feel they still need to learn, the teachers’ wish for more practical training to address barriers to learning is very clear. 

8. MANAGEMENT AND GOVERNANCE

This section of the evaluation was aimed at exploring management and governance issues around inclusive education at the school and district level. Although already touched on in other sections in this chapter, the issue of sustainability in relation to the gains made from the project is emphasised. This includes the extent to which the members of the School Governing Bodies (SGBs) in the pilot schools have understood the implications of the new policy for their school as well as possible structures and procedures that have been set up or need to be set up to ensure sustainability of the policy implementation process. The latter area draws together input received from the principals, the members of the PST/PMTs as well as those members of the Inclusive Education Directorate of the National Department of Education. Where possible, input from consortium members across the country has also been included. The sustainability issues discussed here are therefore the synthesised perceptions of role players from the national level down to the school level. 

At the School Level:

When the principals of the pilot schools were asked whether the members of their SGB understood the need for and the implications of the new policy, the responses show varying degrees of success around this aspect of the project. Some schools appear to have SGBs who, according to the principals, are aware of the policy and understand its implications. Other schools appear to be less confident of their capacity at this level, with their SGBs obviously not ‘fully on board’ in understanding and supporting the implementation of the policy.

Where structures and procedures to support the implementation of inclusive education have been set up in the schools, the specifics differ from school to school. However, there are some important ones that stand out across most of the schools in the three provinces.  These can be summarised as follows:

· ISTs have been set up in most schools. As will be discussed in Section Nine in this chapter, while these structures are up and running in most schools they require ongoing training and support to sustain themselves

· Greater parental involvement in the schools has been achieved through a number of initiatives

· Some schools have made changes to their admission criteria in an attempt to facilitate access for more learners in the community, particularly those with disabilities

· Some schools have managed to or are in the process of making the schools safer and more accessible, especially for physically disabled learners.

At the District, Provincial and National Level:

When role players were asked to address this issue, either through the questionnaires or through the interview process, they were requested to give input into two areas.  Firstly, relating to what management structures and procedures had already been put in place to sustain the implementation of inclusive education, particularly in the pilot districts and the relevant province. Secondly, they were asked to indicate what they felt should be in place to sustain the implementation process.  The issues put forward by all the role players are discussed here together. This has been done because in most cases where something is already in place or seen as a valuable intervention in one province, it is recognised as a need in another province. All the issues raised can be regarded as key structures or processes that are important for the sustainability of the policy implementation process and the lessons learnt through the project.  Many of the issues raised correlate with those already identified as the challenges of implementing inclusive education. This is not surprising since many of the challenges of implementing inclusive education in South Africa are essentially management and governance issues. 

Below is a summary of the key structures and procedures that have already been put in place or need to be put in place to sustain the policy process:

· The DSTs have either been tentatively initiated in the three provinces or are seen as an immediate priority.  All role players feel strongly that the effective functioning of these structures is essential, especially in providing ongoing and sustained support to the schools and the ISTs. Despite the importance of these structures, there have been and there are likely to continue to be many problems in getting them to function effectively.

· Closely related to the above is the need for inter-sectoral collaboration, which includes making use of existing Inter-Ministerial Committees and initiatives. There is also a sense that the Department of Education should facilitate collaborative work between government departments.

· All three provinces emphasise the role that the project co-ordinators have played as ‘drivers’ of the project and the implementation of inclusive education in the districts and province. They all suggest that what has been achieved would not have been possible without the existence of a person who was solely responsible for this area. It is felt that such dedicated capacity has to be sustained at both the district and provincial level.  Such dedicated capacity is seen to include either the creation of dedicated posts for inclusive education at the district and provincial level or a specific directorate with this responsibility. 

· Linked to the above is a concern regarding the potential loss of the skills, knowledge and experience of the three project co-ordinators. It is felt that this is a valuable asset to the three provinces in the ongoing implementation of White Paper 6 and should not be lost. 

· In general the same feelings are expressed about making use of the existing capacity of members of the PMTs and PSTs. Like the co-ordinators, the people involved in these structures have developed important skills and knowledge through the project and this should be harnessed and used for the ongoing implementation of White Paper 6. In general it is felt that more optimal use needs to be made of existing human resources in the provinces to support the implementation of White Paper 6.

· As already discussed in other parts of this chapter, there is a need for inclusive education to be integrated into all areas of responsibility at the national, provincial and district level.  This involves integrated strategic planning at all these levels to ensure the ‘infusion’ of inclusive education issues into all areas of responsibility. Of particular importance is the linking of inclusive education with OBE, education management, and ‘planning and provisioning’ for the refurbishment of schools and basic infrastructural resources.

· It has been recognised throughout the project that the involvement of the universities and local non-governmental organisations (NGOs) and disabled peoples’ organisations (DPOs) has been extremely valuable. The ongoing involvement of higher education institutions and NGOs/DPOs is seen as very important, particularly in the area of teacher training and broader capacity building initiatives. All the universities and NGOs/DPOs involved in the project appear to be committed to contributing to the ongoing implementation of White Paper 6 in their provinces.

· The role played by the special schools/resource centres in the project has varied considerably across the three provinces. In general, however, it is felt that these schools require ongoing support and capacity building to enable them to play the role envisaged for them in White Paper 6

· In some provinces the pilot schools fall into the designated ‘nodal’ areas of the Department’s district development plan. This means that they will be included in the broader incremental plan for the implementation of White Paper 6. However, this is not the case in others. It is felt that where this is not the case, ways should be found to include the pilot schools in the plan to ensure that what has been achieved through the project will be sustained.

9. SUPPORT NEEDS AND PROVISION

This aspect of the evaluation looked mainly at the existence and functioning of the ISTs in the schools. It also attempted to get a sense of whether teachers were aware of what support they could get from both inside and outside the school. Principals were also asked what kind of support they feel the schools need from the department, parents and the broader community. The members of the PMT/PST were then asked a number of questions relating to the organisation and provision of support for schools in the district. The role of the project in supporting special schools/resource centres to develop their own capacity within the framework of White Paper 6 was also explored. It should be noted here that it has been difficult in this chapter to provide an holistic perspective of the responses received from members of the PMTs, PSTs and principals of the special schools/resource centres. In each of the provinces the number of respondents to these questions were very small, making comparison difficult. Where this has been possible the findings are presented below or have been integrated into Section Eight in this chapter.  However, for more details around the responses from these role players in this area, the provincial chapters should be looked at in this report.

The evidence collected from the three provinces shows that ISTs appear to have been established in most of the schools. Overall, there is a positive sense from teachers and principals about the role that the IST is playing in their school, and most of the teachers seem to be aware of how they could get support from the ISTs. It would seem therefore that in all three provinces, involvement in the IST has increased teachers’ awareness of what the structure is able to offer them.  

There are still some teachers, however, who do not know what support is available to them, both inside and outside the schools. The number of teachers who responded negatively to these questions points to important awareness raising and education that still needs to be done to help teachers understand the support that they can get. The findings of the evaluation show that, in all three provinces, the support provided by the ISTs appears to be appropriate to the role envisaged for them in White Paper 6 and valuable for the teachers in their schools. This includes opportunities for collective problem solving, especially around addressing particular barriers in the classroom; and linking teachers to other important resources such as specialist personnel and parents.

When principals were asked what kind of support they felt was needed from the Department of Education, two issues stand out across all the provinces. These are: more training for teachers and, most importantly, more resources.  This includes basic infrastructural resources (e.g. toilets, learning materials, classroom space, electricity) and human resources (more teachers). It would seem that for the principals, the lack of sufficient resources in their schools is a major obstacle to the implementation of inclusive education.  While the lack of material, financial and even human resources does create a difficult challenge in the implementation of inclusive education in South Africa, in the opinion of the evaluators, based on the evidence from this pilot project, inclusive education could be used as a tool to address these very challenges. The principals also indicated that they would like the parents and members of the community to be more involved in the school, including helping the school with much needed human and material resources. 

Where special schools/resource centres have been involved in the project their principals appear to feel fairly positive about their involvement, although there is some ambivalence about the degree to which they have benefited from the project. This is particularly true in relation to understanding their role better within the new policy framework.  It is important to note here that none of the principals of the special schools/resources centres who responded to the questionnaire said ‘no’ the project had not helped them. Thus, even if the involvement has been limited, it appears to have had positive ramifications for these schools.  All the principals indicated, however, that to play their support roles in the district effectively, they themselves require more resources, human and material, from the Department of Education. 

While this need is recognised it should not be assumed that ‘more is better’. This evaluation has clearly shown that much more work needs to be done on explaining the new role expected of special schools/resource centres and, from that basis, realistically assessing what resources are needed to make this work. 

10. EDUCATOR DEVELOPMENT

The evaluation of the training of teachers in each of the three provinces involved two main processes. Two ‘materials assessors’ were contracted to be part of the evaluation team to look at the educator development materials that have been developed by members of the consortia in the provinces.  In the questionnaires teachers were also asked to evaluate their experiences of both the actual training as well as the materials. 

10.1 Materials Assessment

The materials assessors were asked to evaluate the materials according to five main criteria or focus areas. These were; 

· the acceptability of the materials for accreditation according to the requirement for educator development stipulated by the South African Qualifications Authority (SAQA) (level 5 or 6)

· the congruence of the materials with White Paper 6

· the congruence of the materials with the OBE curriculum framework

· relevance to the target audience

· Other curriculum issues including accessibility, clarity of aims/outcomes, content, teaching strategies and assessment procedures

In this chapter a very condensed overview of the findings from the materials assessors is presented, focusing mainly on general trends relating to strengths and weaknesses across the three provinces. What is included in this chapter does not do justice to the richness of the materials developed in each of the provinces or the valuable insights made by the assessors in their reports on each of the provinces. More details of the findings are included in the provincial chapters, and the full reports of the material assessors will also be sent to the provinces for their consideration. In general, however, even where some refinement of the materials is suggested, they are all regarded as an excellent base for training teachers around inclusive education.

With these considerations in mind the following can be regarded as the key findings of the materials assessment process across the three provinces.

Accreditation of Programmes:

According to the materials assessor who focused on the acceptability of the modules (one course module of three units from each province) for accreditation purposes, all three modules do not as yet meet the full requirements of 12 credits/120 hours for SAQA registration. However, although the ‘gaps’ pointed to in each of the three provinces are slightly different, the assessor argues that only minor adjustments need to be made to meet these requirements. 

In two of the provinces the modules are regarding as acceptable at the university level for use in either the NPDE (National Professional Diploma in Education) (level 5) or the ACE (Advanced Certificate in Education) (level 6). In the other province the materials developers have specifically targeted the NPDE (level 5). In that instance, It is suggested that although the materials do meet the standards for this level, as the NPDE is a short-term intervention in the country, the module should rather target the Post-Graduate Certificate in Education (PGCE) at the same level or the ACE at level 6. This would allow the module to have longer-term relevance for the country.   

Congruence with White Paper 6:

The evaluation of the materials indicates that all three modules are congruent with White Paper 6. In fact this can be regarded as a strength of the materials in the three provinces.  The assessors mention ways in which the materials are consistent with the principles and philosophy of the White Paper.  This includes good explanations of the paradigm shift that is made in the White Paper; from a special needs/medical/deficit model to the need for systemic change.  The evidence already discussed in the provincial chapters and this chapter about what teachers have learnt through the project shows how effective the materials have been in helping teachers to look at ‘barriers to learning’ rather than ‘problems in the learner’. Evidence of this paradigm shift can also be seen from the reasons that teachers gave for why the materials had been useful for them. These reasons are discussed later on in this section. 

The assessors indicate that, across all three provinces, there are weaknesses with some of the terminology used in the materials in relation to White Paper 6. Either there are instances where the terminology is not consistent with the White Paper or at times it slips back into ‘old labels’ (e.g. mental handicap). It is suggested that all provinces may want to do a ‘terminology check’ with the White Paper.

Congruence with OBE Curriculum Framework:

The reports of the assessors indicate a number of ways in which the materials are seen to be congruent with the OBE curriculum framework, although this connection is not always made overtly.  The strongest evidence of this connection or congruence has already been described in Section Six in this chapter and the provincial chapters. Here teachers, in describing how the project has helped them to ensure that all learners benefit from the OBE curriculum, give clear examples of the integration of inclusive education and OBE. 

Relevance:

The assessors commented on the relevance of the materials for the target audience, that is, the teachers, and to the local needs. In all three provinces, the assessment of the materials showed that they were relevant to the teachers targeted through the training programmes. Particular mention is made of the way in which the materials effectively draw from the existing knowledge of the teachers and their own experiences in the classroom. In all three provinces the case studies used in the materials are valuable in a particularly valuable tool. 

Accessibility: 

The relevance of the materials is an important factor contributing to their overall accessibility. Besides their relevance for teachers, the materials assessors have noted through the language used and the presentation of the materials the attempts in all three provinces to make the materials accessible to the teachers. Having said this, however, the assessors feel that in all three provinces the materials would benefit from some changes that would make them substantially more accessible. Problems pointed to mainly relate to the density and complexity of information presented and language used.

Other Curriculum Issues:

Other points made by the material assessors address: the inclusion of clear aims and outcomes for the teachers’ learning through the training programmes; specific  content covered in the materials; as well as the teaching and learning approaches used in the materials, including methods of assessment.  The comments made about these issues are very specific to the individual modules and are described in the provincial chapters (and in the full assessment reports).

10.2 Feedback from Teachers

Teachers were first asked to indicate whether they had found the training programmes useful. They were then asked to say what parts had been most useful and which had been of little or no use. In all three provinces the teachers responded very positively to their experiences of the training programmes (between 74% and 93% said that they had found the training programmes useful).  The areas identified by the teachers as being most useful covered a wide range of aspects in the training. However, once again, the training around barriers to learning was highlighted by the teachers as very valuable. This includes the identification of barriers and learning practical ways to address them in the classroom. No particular aspect of the training stands out in any of the provinces as having been of no use to the teachers. In fact, very few teachers said that the training had not be useful.

Teachers were also asked to comment on the usefulness of the materials. Once again a positive response was received from the majority of teachers across the three provinces, with most pointing to their value as a resource to practically address barriers to learning and implement inclusive practices. The few concerns that were raised about the materials do not show any distinctive trends across the three provinces or in fact within the province. 
11. CAPACITY BUILDING

This aspect of the evaluation included two main processes. Firstly, members of the PSTs and PMTs were asked to comment on whether they felt they had received adequate capacity building through the project to support schools. They were also asked to identify what kind of capacity building was still needed for district officials and members of the support teams to provide ongoing support to the schools. Secondly, one of the materials assessors evaluated all the materials that had been used by the provinces in training and capacity building activities with school management, governance structures, the DST, members of the community or any other identified role players. 

11.1 Capacity Building of Support Providers and Managers

In all three provinces the data obtained from members of the PSTs and PMTs who responded to this question in the questionnaires, is very limited.  Where responses were received they point to a general sense of ambivalence among the teams as to whether they had received adequate capacity building through the project. Some members said ‘yes’ they had received adequate capacity building, while others said that they were ‘unsure’. 

There was also a very limited response from the members about the kind of capacity building that they would like to get to be able to support the schools more effectively.  The responses that were received largely point to specific skills that some members felt would be of benefit to them in supporting the schools.  In general, all three provinces recognised the need for further capacity building among education officials and service providers to enable them implement inclusive education effectively.

The mixed and limited nature of the responses received to the questions dealing with the capacity of members of the PST and PMT suggest that this area has not received significant attention in the project with people clearly having had different  experiences. Although it is difficult from these responses to get a clear ‘picture’ of how confident people at the district level feel to play the role expected of them in the White Paper, it would seem that it remains a challenge for the future.  It should be recognised as a challenge for the provision of effective support to the schools and in the overall management of inclusive education in the district.

11.2 Capacity Building Materials

Once again it is important to state that this chapter cannot do justice to the wide range of interesting and innovative materials that were used in the pilot projects or the valuable insights into the materials provided by the assessor.  More detail is included in the provincial chapters and in the detailed reports of the assessors that will be sent directly to the province. The detail provided in these chapters and in the reports, in particular, show that each of the materials needs to be looked at on its own and as part of the ‘package’ used by the province. The diversity of the capacity building materials used makes it difficult to highlight any findings that are consistent across all three provinces and within all the materials looked at.  This diversity, however, allows for the ‘strengths’ from each of the provinces to be brought together to create a very valuable national resource for capacity building towards the implementation of White Paper 6. The summary below provides some brief comments from the evaluation process in relation to the criteria used to assess all the capacity building materials. 

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 their target audiences, which were often very different, ranging from departmental officials to parents. The assessor also looked at the relevance of the materials to the local needs of the communities involved in the project. 

Congruence with White Paper 6: 

The capacity buildings materials used in all three provinces can be regarded as being congruent with the main principles and framework of White Paper 6.  The strength of the material lies in the way in which they address the principles and philosophy of the White Paper. They all clearly attempt to shift the attitudes of the target audiences towards understanding the concept of barriers to learning and a systemic framework for change.  

With regard to training people in the specific roles and functions that are expected from them in the White Paper (e.g. the roles and functions of the DST), it is felt that some materials do this extremely well. Others, however, do not provide enough information and guidance in this area. It is also felt that although most of the terminology used in the materials is congruent with White Paper 6, there are instances where this could be improved. In materials such as these the words that are used and the ‘voices’ that are emphasised are extremely important in shifting attitudes and building awareness.

Relevance:

The findings of the materials assessor indicate that most of the materials are relevant to the realities of the local contexts and these issues have been carefully considered. In many of the materials the use of innovative case studies and examples demonstrate a real attempt to make them relevant for the target audience. Two ‘gaps’ appear to stand out as areas that could be improved across all three provinces. Firstly, the range of barriers considered in the materials could be expanded and their impact addressed in more depth. Secondly, not enough attention has been given to both parents and learners as key target groups in the capacity building process. Although some useful material has been developed for parents, especially in their capacity as members of the SGB, it is suggested that capacity-building activities among learners should be seen as essential for overcoming prejudice and building respect. 

 Accessibility:

All the materials looked at by the assessor are regarded as being relatively accessible to the participants of the capacity building programmes. Particular mention is made of some of the materials where techniques such as visuals, relevant examples, case studies and creative layout improve their overall accessibility. In most of the materials the language used is felt to be accessible for the target audiences, however, there is also room for improvement across all three provinces in this area.  

12. CONCLUSION

The national overview of the project shows that in all three provinces the pilot projects have had a very positive impact on the policy implementation process. In particular, there have been significant gains for the teachers who have been involved in the project. There is evidence of this from the responses received from teachers in the questionnaires and in the examples given and statements made about what they have learnt and gained through the project.  This strength points to the commitment and valuable expertise that been brought into the project by the project co-ordinators, members of the three consortia (universities and NGOs) and many of the members of the PMTs and PSTs.  Much of what has ‘worked’ in the project shows a high level of quality in the ‘inputs’ made and ‘outputs’ developed through the project.

While the project has been extremely valuable for teachers, as we move away from the schooling level, towards the district and provincial level the impact of the project seems to become less significant. Many of the challenges that exist are about providing schools with the support that they need to sustain what has been started through the project, facilitating the effective management of inclusive education at the district and provincial level, and using the learnings from these pilot projects to contribute to the ongoing implementation of White Paper 6. The challenges show that inclusive education has to be addressed from that ‘systemic’ perspective where all levels and aspects of the system, including all the role players, are involved in its development.  The ‘learnings’, ‘indicators’, and recommendations discussed in the next three chapters are addressed from this systemic perspective.
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