CHAPTER SIX

LEARNING FROM ‘GOOD PRACTICE’

1. INTRODUCTION

The purpose of this chapter is to highlight ‘what has worked’ in the inclusive education pilot project. This chapter shares some ‘success stories’ to support the further development of inclusive education in the three pilot provinces and in other provinces and countries.  The success stories in this chapter have been drawn from the findings of the evaluation, and from practical experiences in the pilot project. They provide ‘snapshots’ of aspects of the implementation of inclusive education that, in the eyes of the participants, “have worked”.  

The examples of success identified through this evaluation are presented under the following ‘levels’ of implementation:

· In the classroom

· In the school

· School-community partnerships

· Educator development and capacity building

· District support

· District, provincial and national leadership and management

Under each of these sections a number of areas have been highlighted.  These areas have emerged from the three pilot provinces, but they also link directly with what would be considered to be key areas of indicators for inclusive education (for details on this, see Chapter Seven of this report).

After each set of examples, the most important ‘learnings’ from these ‘good practices’ are summarised in the form of practical guidelines.  These are presented in ‘boxes’ for easy reading.  It is hoped that these guidelines will help others in this country and beyond to build on the very important and valuable experiences of the three pilot districts.

It should be noted that the Department of Education has committed itself to developing this chapter into an accessible, ‘easy-read’ booklet that can be distributed widely within the country and in the Southern African Development Community (SADC) countries.  The booklet will build on the examples provided in this chapter to ‘inspire’ all concerned to engage actively with the challenges of building an inclusive education and training system in Southern Africa!

2. IN THE CLASSROOM

2.1 The Educator as Reflective Practitioner

Many teachers in this evaluation said that “the action research process has been a useful strategy for helping teachers to implement inclusive education in their classrooms.  Particularly valuable has been the action/reflection cycle that equips teachers to become more ‘reflective practitioners’.  This model of operation is now happening in many of the pilot schools.”

Action research is an approach to self-improvement and professional development that is used by many teachers and other professions.  It includes:

· reflecting on one’s practice to identify areas needing improvement or changes;

· setting goals to bring about change;

· planning to achieve these goals;

· taking some kind of action to achieve the goals;

· observing the effects of the action to identify the extent to which it has ‘worked’ or not.  This observation can be done by the teacher, by other teachers, by the learners, or by an outside facilitator.

That completes the cycle, and begins the next one:  reflection ( planning ( action ( observation. and then it starts again with reflection.  This is what the Norms and Standards for Educators calls becoming a ‘reflective practitioner’. Being a reflective practitioner means that teachers are committed to ongoing learning by consciously and regularly reflecting on their own practice.  This is one of the seven roles required of teachers in South African schools.

It is clear that in the three pilot projects, this was achieved in a very successful way.  It was the main strategy used to help teachers to learn to identify and address barriers to learning in their classrooms and schools.  It was also a key strategy used in this pilot project to implement White Paper 6.

2.2 Identifying and Addressing Barriers to Learning

2.2.1 Developing awareness and capacity to deal with barriers to learning

Within the framework of inclusive education, the key challenge is to promote the inclusion of all learners by identifying and addressing barriers to learning that exclude learners from effective teaching and learning.  A major thrust of the three pilot projects was to help teachers, and other role players, to understand what these barriers to learning are. This involved identifying barriers at all levels of the system, and learning to find ways of overcoming them.  The findings of the evaluation clearly show that this was achieved:  “Teachers became aware of the barriers to learning that result in exclusion of learners, and were equipped to overcome the discrimination and exclusion experienced by some learners in the past, especially learners with disabilities.”

One teacher said: “As a grade 1 educator I used to go home stressed by learners who are slow, but now I enjoy working with them.”  This quote highlights an important point:  teachers are already faced with diverse learning needs in their classrooms. In the past teachers did not receive the training and support they needed to know how to respond to these needs.  Now, the implementation of the policy on inclusive education provides some answers to questions that teachers have been struggling with for a long time. 

2.2.2 Addressing psychosocial barriers to learning

Some respondents in the evaluation said that it is not the role of teachers or the Department of Education to deal with ‘welfare issues’. They felt that the Department of Welfare should take care of these issues.  However, teachers involved in the pilot projects very clearly indicated that they are facing the challenge of these psychosocial issues in their classrooms.  Psychosocial issues do interfere with teaching and learning. Therefore, dealing with them does become a central responsibility of the school and teachers to try to address these barriers.  Teachers involved in the pilot project indicated that the project helped them  “to address some psychosocial barriers to learning, in particular, abuse, and the effects of HIV/AIDS.”  They also said that: “the project has enabled teachers to more clearly make the link between barriers to learning and contextual factors such as poverty and HIV/AIDS.”

Whether we like it or not, schools in South Africa are faced with having to deal with psychosocial issues.  This is because schools are part of a larger social system that affects them directly or indirectly. Children and youth spend a large part of their lives in schools and in this way their families are linked to their schools.   For these reasons, schools are important places to try to address these issues. Schools that do address these issues will play an important role in the development of the wider community and country.  This is why the World Health Organisation (WHO) has placed such an emphasis on the development of ‘health promoting schools’ (for details, see Section 4.4 below).  

2.3 Inclusion of Learners with Disabilities and Youth Out of School

With regard to including learners with disabilities in the pilot schools, many said that “teachers were taught to include learners with disabilities in their schools and classrooms.”   And some said that “learners with disabilities have been included in some of the schools and … these schools were made physically accessible as a result.”

It should be noted, however, that only a few learners with disabilities were brought into the pilot schools as a result of this project, and that “severely disabled learners have not been included in mainstream schools.  So far schools have only had to deal with a very limited number of learners with disabilities.  The challenge will be there when they have to address the needs of learners with severe disabilities.”

The challenges of inclusive education have therefore only begun. However, there is already evidence of success where the inclusion of learners with disabilities has happened in some schools.  One of the major ‘successes’ has been the change of attitudes that happens when teachers, learners and schools are faced with ‘the reality’ of actually including learners with disabilities in their classes. This has helped them to get through their fears of the unknown, and to learn to respect one another.  This can only happen, however, if teachers and other members of the school community are aware of and learn to respect the rights of others. It is also necessary for them to understand how to respond to different kinds of learning needs in the classroom and school.

Many of the people involved in the project also said how important how important community organisations were, especially Disabled Peoples’ Organisations (DPOs) and organisations of parents of disabled children, in helping to identify children in the community who were not attending school. These organisations also played a very important role in educating parents about the rights of their children. 

2.4 Integrating Outcomes Based Education (OBE) and Inclusive Education

“Teachers learnt how to integrate the goals and strategies of inclusion in all aspects of the curriculum – in their classroom practices.  This included what to teach, how to teach, how to assess learners, and how to manage the classroom – in order to include all learners.”  In particular, “teachers emphasised … how issues such as teaching styles and pace can be used to facilitate the involvement of all learners.  Another positive learning for many teachers was the value of group learning and peer support in helping all learners to learn.  They were also helped with assessment techniques, including setting specific goals for individual learners, to facilitate inclusive education. “In this way their understanding of the child-centred approach has been enhanced because they have learnt to view each child as ‘unique’.”

The above quotes show that the teachers in the pilot schools have understood the connection between inclusive education and OBE.  This is clear because the words and phrases they are using, and the aspects of curriculum that they are referring to, are central to the OBE framework. They are also central to the principles of inclusive education.  

2.5 Classroom Management

One of the key challenges in developing inclusive education is to develop respect for oneself and for others.  This means accepting that, while we are all the same as humans, we are all different too.  We come from diverse backgrounds and have different ways of looking at and engaging in the world.  The challenge is seeing and accepting this ‘diversity’ of people as a strength, rather than as a negative aspect of social life.  When differences about race, gender, language, ability, and sexual preference are not accepted in society, discrimination happens.  The central challenge of inclusive education is to address any and all forms of discrimination that relate to the ways people learn in the classroom and in schools.  

The findings of this evaluation show that “teachers have learnt to manage the classroom with a view to accepting all learners.  The teachers’ own attitudes and responses to learners have changed.  They have learnt to respect differences and to provide opportunities for learners to work at different paces to accommodate their different learning needs. Teachers are more aware of the need to provide equal opportunities for learners in their classrooms.”
2.6 And So …

· Action research is a very valuable strategy for helping teachers to improve or change their classroom practices to integrate the principles and practices of inclusive education. It should be built into ongoing staff development programmes.
· Understanding the barriers to learning that interfere with successful learning helps teachers to ‘teach better’. It also helps them to prevent the exclusion of learners wherever possible.  It is important to show teachers how the barriers to learning link directly with the process of teaching and learning so that they understand that addressing these barriers is central to being a good teacher. 
· Whether teachers like it or not, they are being forced to address psychosocial barriers to learning such as poverty, substance abuse, violence, and HIV/AIDS in their classrooms.  These barriers interfere with the teaching and learning process.   It is important, therefore, to give teachers guidance on how to address these challenges in their classrooms, and how to get help from the Institutional-Level Support Team (IST) and District Support Team (DST) when necessary.
· The challenge of addressing the needs of learners with disabilities in ‘mainstream’ schools will be more easily addressed when teachers are faced with actually having these learners in their classes. This will enable them to confront their fears and discover that they can include them in their classrooms.  In other words, we don’t need to wait until ‘the teachers or the school are ready’ before we include learners with disabilities in their classes.  Teachers will be able to respond to the full range of learning needs in their classrooms if they are given the chance and the necessary support to do so.
· Other government departments and community organisations (Non-Governmental Organisations (NGOs) and DPOs) can help to find and bring the ‘youth out of school’ and the children and youth with disabilities into our schools. For this reason, it is important to find ways to work together with these institutions and organisations to achieve this.
· It is important to help teachers to understand the link between inclusive education and outcomes-based education (OBE), and that OBE is an based on an inclusive framework.  This will help to reduce feelings of ‘policy overload’, and promote the practical implementation of OBE.
· Teachers have a central role in addressing negative attitudes towards those who are ‘different’ in their classrooms. This is particularly the case with regard to people with disabilities.   They can do this in two main ways:  by modeling respect for diversity in their own behaviour in the classroom, and by facilitating respect between learners.
3. IN THE SCHOOL

3.1 Principals as Champions:  The Role of Leadership in Implementing Inclusive Education

“The principal is important in the effective implementation of inclusive education in the schools.  Where the principal had been supportive, s/he had acted as a ‘champion’ which had a very positive effect on the teachers, the parents and other role players.”

This quote highlights one of the key findings in this evaluation.  Principals can ‘make or break’ the successful implementation of inclusive education in our schools.  It is important, therefore, to ensure that all principals understand the policy of inclusive education and what this means for their schools. It is also important that principals ‘role model’ a commitment to building their schools into inclusive teaching and learning sites.  

3.2 The Role of the Institutional-Level Support Team (IST) in Making Inclusive Education Work

“The establishment of ISTs in the schools has been very positive and most are up and running and working well.  The training has been a good grounding for them.”

The following points were made about ways in which the ISTs have been successful in providing support within schools.

“ISTs have helped to link the school with the district support available.”

“The ISTs have provided an opportunity for teachers to provide support to one another and they receive training. The ISTs enable the teachers to discuss particular barriers that learners in their classes are experiencing and provide an important structure for peer review to take place.”  For example, “the IST is helping teachers to set learning goals for all the learners in their classrooms according to their capabilities.”

“ISTs also help through the dissemination of information or direct help in the classroom.”

It is clear from the above that ISTs can and do help teachers to address the many barriers to learning in their classrooms and schools.  The way in which it has been done in the pilot schools is important to note.  The focus is on teachers solving problems collectively among themselves.  They only need to bring in other support providers from the DST when they cannot find a way to solve a problem themselves.  And from this evaluation, it seems that some of the ISTs do know how to link with those service providers when necessary.

3.3 Learning to Work Together

One of the ‘spin-offs’ of the implementation of inclusive education in the schools has been that it “has helped to develop more collaborative work in the school.  The teachers discovered the importance of working together in teams, and have learnt to do this better.”
This is an important ‘spin-off’ as it contributes to the development of a ‘collegial’ approach to teaching and management in schools.  Given the commitment to democracy and ‘working together’ in this country, this is an important part of implementing inclusive education.  

3.4 The Role of School Governing Bodies (SGBs) in Building Inclusive Schools

“The attitudes of members of the SGB have changed through the capacity building that has occurred, and they are now developing inclusive school policies, are aware that they need to make their schools more accessible, and are involved in poverty alleviation projects.”

Many of the SGBs in the pilot schools were helped to understand how to integrate the policy of inclusive education into the governance of their schools.  The SGB capacity building workshops helped in this regard.  However, the evaluation has revealed that more attention needs to be given to supporting SGBs.  In particular, inclusion of the parents or caregivers has not always received the full attention it deserves and needs.  Practical strategies need to be developed to involve parents/care-givers more fully in the governance of schools.  This includes developing a genuine respect for parents and car-givers as partners, and making sure that parents can understand all forms of communication between the school and parents.

3.5 Making the School Accessible

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

An example of how this has happened in one province is outlined below.  “Physical Planning has been centrally involved in this project, helping schools to become physically more accessible.  They have been involved in various renovation/refurbishment projects in the schools.  The pilot project helped the person in charge of this in the region to become aware of what is needed to promote inclusive education.  He has learnt a lot about the needs of learners with disabilities through this process.  For example, he saw the need to integrate the toilet facilities so that learners with disabilities don’t feel excluded, and so he tried to organise for integrated toilet facilities to be built where possible.  He has also been able to turn shacks into new buildings with accessible facilities.  This process has made it possible for this person to make direct contact with the schools which he says is very important because forms don’t present needs and conditions well!”

This is a very important ‘success’ story.  It shows how ‘a lot’ can be achieved through ‘a little’.  Even though there is very little funding available for building and renovating school buildings and grounds so that they are accessible, so much has been achieved in some of these schools!  However, a lot of work still needs to be done to make sure that the resources needed to do this properly throughout the country over the next twenty years are found.  A combination of state budgets, private and donor funding, and community involvement needs to be pursued to ‘make this work’. 

3.6 And so …

· The principal, as leader in the school, has an important role to play in developing an inclusive school.  It is important to ensure that s/he is provided with the necessary capacity building to do this task, and is then involved and committed (for all to see) to developing her/his school into a place of teaching and learning that includes all members of the school community.

· ISTs have a central role to play in providing direct support to teachers so that they can address barriers to learning in their classrooms and in the school as a whole.  It is important to support schools to set up these teams, and to help them to make them work.

· The collaborative problem-solving approach used in the ISTs is very successful in finding solutions to problems.  It helps teachers to work together as teams to solve common problems.  This way of working to address barriers to learning should be supported through training and, where necessary, DST support. 

· Through training and ongoing support, SGBs should be assisted to (a) understand the key challenges to them from White Paper 6, and then (b) develop their own school policies and governance policies in line with this.

· It is possible to develop schools that are accessible to people with physical disabilities, even with limited resources.  To achieve this, however, it is important that (a) education officials in charge of physical planning understand the challenges of inclusive education, and include this aspect in their central planning and projects;  (b) community groups and people are brought in to help to make schools safe and accessible; (c) that sufficient funds are allocated to this in the provincial budgets; (d) accessibility issues are integrated into general physical planning and development of schools.  

4. SCHOOL-COMMUNITY PARTNERSHIPS

4.1 Parents are Partners

“The critical role of parents and the importance of strategies to involve parents more in their child’s learning was reinforced through the project and collaboration with parents intensified as a result.”

Successful projects including parents were developed.  Parents have been involved in the development of vegetable gardens and in the training/capacity building programmes themselves (e.g. parents of children with disabilities have helped to raise awareness of the rights of these children to quality education).”

Despite these positive experiences, the findings of this evaluation also revealed that not enough attention has been given to how parents can become more involved in the life of the school.  But, “the schools have realised that talking to parents is a really critical issue and that this doesn’t get enough attention.”

4.2 Identifying Community Resources to Address Barriers to Learning

The research in the three pilot districts included what are sometimes called ‘asset-audits’ or ‘community-resource profiling’ processes.  These are ways of identifying the human resources (people, groups, organisations) in and around the school that can help the school to address the barriers to teaching and learning that they experience.  This information was then converted into a school, or district, ‘resource file’ that provides information to help schools to link with these people or groups when necessary.  An example of how this was done in one of the districts is a resource file that “the school health nurses and education support services personnel drew up to identify the human resources available to provide support.”
4.3 Building School-Community Relationships

The general view of those involved in the three pilot projects is that “very positive community-school partnerships were developed through this process.  Inclusive education initiatives have led to improved relationships between the pilot schools and their surrounding communities.”

4.3.1 The important role of DPOs

NGOs and DPOs have played a central role in the training and development of inclusive education in the schools.  In particular, “the involvement of the DPOs … and people with disabilities in leadership positions in the project … helped to change attitudes towards people with disabilities.  Seeing people with disabilities and parents involved in training and such activities has a major impact on people.  They tend to confront their own negative attitudes and fears with very positive outcomes, and, through the involvement of DPOs, disabled people and parents become ‘un-hidden’ in the communities”.

4.3.2
Involvement of community leaders

Involvement of community leaders and members in initiatives to develop inclusive schools has been highlighted as important in these pilot projects.   “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.  This has included chiefs and ward counselors.” 

 “Members of the community have been drawn in to help schools to address many basic needs such as making buildings safe and secure.  The community fixed the school’s windows, putting the panes in.  This makes the community ‘own’ the school and prevent vandalism.  It also has had the effect of challenging other communities.”

4.3.3
The role of a health worker

In one district, “the Community-Based Rehabilitation (CBR) Facilitator, employed by the special school/resource centre in the area, played a very important role in developing positive community-school relationships in the area.  She has been working with parents:  raising their awareness through drama (through an NGO called Drama-Aid);  she has worked with learners with disabilities in their homes;   she has developed parent support groups (five in total) which have formed into day-care centers where the mothers are involved in teaching their children (basic skills are shared in these centers and this provides training for the parents);  and she helps to get learners with disabilities into the special school/resource centre and mainstream schools – working closely with NGOs and DPOs to do all of this.”

This case study shows the important role health workers can play in helping to build inclusive schools. It also shows how parents and others directly and indirectly linked to the schools can benefit from these kinds of initiatives. It should be noted, however, that external donor funds from the special school/resource centre in this pilot district were used to pay this health worker. Her continued work with this school and in this community is dependent on the Departments of Education and Health finding a way of prioritising and supporting such a partnership with resources. This is true for the involvement of health workers in education generally as well. The health promoting schools strategy, which has been accepted as an important framework for working together in this country, is a way of pursuing this.

4.4 The Health Promoting School Strategy Works!

“The Health and Education Departments have collaborated successfully through their joint projects in the ‘health promoting schools’ strategy, addressing various ‘health’ barriers to learning (physical, psychological and social aspects).”  Through this strategy the nurses have learnt a lot about the education support system … and primary health care in the schools has improved through, for example, the provision of first-aid kits and training in the pilot schools.  Schools are being developed as health promoting schools.”

The evaluation revealed that the health promoting schools strategy is being used as a central mechanism to bring the Departments of Health and Education (and sometimes other government departments) together in these pilot districts.  This strategy is based on the Ottawa Charter on Health Promotion (WHO, 1986) and emphasises five areas of action:

· building school policies that promote the well-being of all members of the school community

· developing a supportive and safe teaching and learning environment

· building strong school-community relationships

· developing personal skills (life skills for learners, teachers and parents are relevant here)

· developing accessible and relevant education support services

In addition to the direct benefit within the school, the health promoting schools strategy has shown that it is very successful in developing strong school-community relationships.  It draws on the strengths of the parents and the community to build effective schools, and, through the schools themselves, benefits the surrounding community.

4.5 And so …

· Parents have a very important role to play in helping to build inclusive schools.  The challenge is in expanding the ideas of how parents can be involved, and then learning to work with them as partners around various practical projects.  

· Building good community-school relationships includes the ability to identify those community resources that are in and around the school that could be used to address barriers to learning.  Schools and district teams need to be assisted to conduct ‘asset-audits’ or ‘community-resource profiling’ processes to help them to do this.  From this, schools and districts can develop Resource Files that capture the names and contact details of those who can help them to address the many challenges in their school. 

· NGOs can play a very important role in helping schools to address barriers to learning.  Mechanisms need to be found to draw in relevant organisations, in coordinated ways, to help the ISTs and DSTs.

· Including DPOs and people with disabilities to help with the training and support to schools and DSTs, has a major impact on the development of positive attitudes towards ‘diversity and people with disabilities.  It is important, therefore, to ensure that they are involved in various ways, including providing leadership to inclusive education initiatives in schools and at district level.

· It is important and invaluable to include community leaders in initiatives to build inclusive schools, and surrounding communities.  Efforts should be made to include them in this way.

· Community health workers can help schools to develop strong school-community relationships. This contributes towards addressing various psychosocial barriers to learning in the schools.  It is important, that the Departments of Health and Education look at concrete, practical ways to make this possible.

· The health promoting school is a very successful strategy for providing the common ‘space’ to do the above. It should be promoted at all levels in the Departments of Health and Education.  It has also proved to be one of the most successful strategies for developing strong community-school relationships.

5. EDUCATOR DEVELOPMENT AND CAPACITY BUILDING

5.1 Successful Educator Development Strategies

5.1.1 Training helps!

“All the role players identified the training programmes or workshops as very important and positive aspects of the project.  Positive effects that were raised 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’.”

Local and international experience has shown that the implementation of policies or other educational change initiatives need to make sure that the role players in the system support the policy and recognise the need for change. Training and capacity building of role players around the new policies and changes is very important to develop such support.  For this reason, one of the key strategies used in this pilot project has been educator development.  The evaluation reveals that this strategy has worked very well!  However, the way in which this strategy is developed is important.  The points below highlight how this was done successfully in the three pilot districts. 

5.1.2
The ‘training and support’ approach
“The school-based support and action research processes provide the basis for an excellent model of participatory, interactive facilitation and learning processes”

In this pilot project a combination of workshops with teachers and action research in their classrooms was used.   It was this combination of these two approaches that seems to have been a strength of the project.  There is evidence elsewhere in South Africa to show that training workshops on their own have very little impact.  Some form of follow up support after training is important as it allows learnings from workshops to be integrated into classroom and school-based practice.  Action research, as a strategy, is ideal for this.

5.1.3 The school-based approach

“The school-based approach to training, where the workshops were integrated into the staff development programmes in the school, was successful.  When teachers are pulled out for training, it doesn’t seem to be as successful.  School based training has been extremely effective because it allows for issues around inclusive education and developing inclusive practices to be integrated into general initiatives around staff development within schools.  Such training has been most effective where the principal is centrally involved in the process, and the involvement of the ISTs in this process was particularly important.”

It seems that where a school-based approach to training was pursued in the pilot project, this was very successful.  Integrating the training into existing staff development programmes has the benefit of (a) avoiding uncoordinated ‘overload’ that many teachers, in and outside of this project, have complained about, and (b) promoting staff development programmes in schools.  

5.1.4 University and community organisation participation

“All role players said that the consortium (universities and NGOs) had played a very positive role 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.”

The community partnership model that was pursued in this project is in line with developments across the country, and in other countries.  It involved bringing together universities, community organisations and the Department of Education to provide opportunities for training, research and community service.  This example highlights that the consortiums that were developed around this model played a very important role in the project. They developed relevant training and capacity building programmes and materials for educators and other role players. They also supported the implementation process through ongoing action research in the schools and the district as a whole. 

Although the consortiums played a very important role in the project, the community partnership model also creates many challenges for the people and organisations who are involved.  These challenges include an ongoing need to ensure that all members of the partnership respect each other and that the contribution of each partner is equally valued and recognised. 

5.2 Making Training Materials Accessible and Relevant

5.2.1
Examples of ‘good practice’ texts
The material assessors for this project identified specific units in the modules that were successfully developed according to the criteria of the policy framework and accessibility and relevance to local needs.  Two examples of these ‘good practices’ in the materials are presented below. The comments by the assessors show why they are ‘good’.

Example One:

”Unit 4 stands out as the most coherent, integrated, interactive and accessible Unit in the series.  It also adopts a more appropriate approach to developing real understanding in that it incorporates a practical, hands-on, step-by-step approach to engaging with all of the content.  It also includes good examples of how icebreakers can be properly integrated with and related to the content in meaningful ways.  Similarly, the core concepts are approached more meaningfully than in other Units, and are supported by means of a glossary that explains their meanings.  The unit also demonstrates an OBE approach and good practice without using OBE jargon unnecessarily.”

Example Two:

“All three modules include combinations of a range of engaging higher-order activities that provide opportunities to develop real conceptual understanding.  These include, among others:  group and individual activities such as responding to controversial statements; reading and discussing information and giving opinions; brainstorming; completing tables; categorising; reflecting on models and case studies; making comparisons; forming opinions; drawing conclusions; summarising; consolidating; critical self-reflection and applying new understandings to relevant practical situations.”

These examples highlight the importance of using relevant teaching strategies that not only address the needs of the participants, but also take them from ‘where they are’ to new levels of understanding and knowledge.    

In addition to the above examples of units that, as a whole, can act as ‘good practices’ to guide further materials development, the following comments were made about specific aspects of materials development.

5.2.2 Congruence with the OBE framework

With regard to the extent to which the material is ‘in line’ with, and integrated into, an OBE framework, “specific mention is made by an assessor of one Unit in which 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.”

In another example, an assessor said that “this programme and material reflects, in fact it models, the OBE approach in various ways.  It is learner-centred;  it is inclusive in its approach (drawing from the educators’ own experiences);  it supports an active approach to learning, and provides a variety of activities to keep learners engaged;  it does this in an interactive and participatory way, building in reflective practice throughout, and providing opportunities for problem-solving through activities such as case studies.”

5.2.3 Relevance

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

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

5.2.4 Accessibility

All three materials assessors involved in this evaluation felt that “there are some very good examples of a coherent, integrated, interactive and accessible approach.”

It is important to note, however, that they all also said that there is a need to further develop these materials into ‘easy read’ language (where more accessible every-day English can be used and sentences made more simple without compromising the meanings of the text). This is necessary to ensure that all educators (particularly the majority who are not English first-language speakers) and other role players (including parents/care-givers) can engage with them meaningfully.  Developing `easy read’ versions of the materials will mean involving people who know what the needs are in this regard, as well as experts who have developed the materials development skills needed to ensure accessibility.

5.2.5 The relationship between theory and practice

“A central issue in the development of these programmes and materials is the extent to which, and the way in which, theory and practice are linked.  In this module, both aspects are taken seriously, creating a ‘hybrid approach’.”  

The assessment of the materials developed for this project reveal a serious attempt to try to provide a sound theoretical background together with practical guidelines to the various challenges of inclusive education.  Finding a meaningful and accessible way of engaging with theory and practice at the same time is not easy!  Although a ‘hybrid’ approach, which tries to take both aspects seriously, is a step in the right direction, it can also be unnecessarily complex and confusing. Strategies need to be developed to ensure that the relationship between theory and practice is usefully and meaningfully developed.  

Two learning theories that can help in this regard are ‘mediated learning theories’ (drawing from learning theorists such as Vygotsky and Piaget) and ‘experiential learning’ (the dominant approach used in adult education).  These two approaches both emphasise the need to identify and understand ‘where the learner is’, and then take them, in a supportive way, to ‘where they need to be’.    Experiential learning emphasises the role of ‘reflection on action’, and linking new learnings with the needs and realistic experiences of the learner.  Mediated learning emphasises the need to provide ‘scaffolding’ or (meaningful support to learners as you take them from ‘where they are to where they need to be’. 

5.3 Capacity-Building of Education Officials, District Support Teams and Other Role Players

“The programmes and materials assessed reveal some creative approaches to facilitating capacity building of the role players concerned.”

In general, the materials assessor focusing on these materials said that “the materials included examples and case studies that are relevant to the realities of the local context.  The teaching strategies used in this programme are creative and practical.  In particular, the use of drama, demonstrations and questioning are particularly successful.  In addition, a very useful step-by-step guide on how to develop inclusive school policies is provided.”  In addition to the teaching methodology and local relevance of the materials, the assessor also noted that “the language used in the materials is relatively simple and is therefore likely to be accessible to the role players concerned.”

5.4 And so …

· Training of educators and capacity building of ISTs, SGBs, DSTs, as well as relevant members of the Department of Education at other levels, is an essential ingredient for successful implementation of the inclusive education policy.  Human and material resources therefore need to be allocated to this important strategy for ‘change’.

· The model of training and capacity building that has proved to be successful in these pilot projects is ‘training and support’ within an integrated school-based approach. This has taken the form of workshops and classroom/school action research that are built into the school’s staff development programmes.  Training and capacity building programmes developed by the Department of Education need to provide programmes that include these ingredients.

· Central to successful training and capacity building is the challenge of integrating inclusive education into the Department’s OBE training and support programmes.  This means that at district level and other levels of education management, integrated planning and programmes need to be developed in this regard.

· The consortiums (including universities and community organisations) that supported the pilot projects played a very valuable role in the development of the training and capacity building programmes.  The Department of Education needs to look at ways in which it can build partnerships with these sectors to address the massive educator development and capacity building needs in the country.

· Capacity building programmes were developed for ISTs, SGBs, DSTs, and, in some instances, members of the community.  It has been suggested that programmes focused particularly on parents also need to be developed. In addition, programmes for learners need to be developed in order to build their capacity to support and teach one another within a ‘peer-support’ framework.

· The DSTs have a crucial role to play in supporting schools to address barriers to learning in their contexts.  Most of education and other government department officials do not feel equipped to fulfill the roles and functions expected of them.  Capacity building programmes need to be further developed and delivered at this level. In addition, clear guidelines for the roles and functions of these teams need to be developed as a matter of urgency.

· Educators, support personnel and other relevant role players find it useful to have materials to refer to in the process of developing their practices so that they can build an inclusive education and training system.  This material does, however, need to be relevant and accessible to all the role players.  This means drawing on and responding to local needs and issues; making sure materials are in line with the framework for inclusive education as outlined in White Paper 6, directly linked with the OBE framework;  and making sure that ‘easy read’ language makes the materials readable and accessible to all role players. 

· Learning theories such as those that focus on mediating learning, and experiential learning, need to be more fully explored and integrated to provide a strategy for capacity building programmes. This means paying serious attention to taking educators and others “from where they really are, to where they need to be”. 

6. DISTRICT SUPPORT

6.1 The Role of Special Schools/Resource Centres

“The workshops have helped the special school/resource centre to understand its role in supporting inclusive education in the district.  The staff have enjoyed the training that they have received and are trying to meet the challenges of developing a new role for themselves.”   The schools seem to realise that they have “a key role to play in giving support to teachers in schools.”

The pilot projects in the three districts do seem to have had some success in assisting the special schools/resource centres in understanding their role as inclusive education resource centres, as proposed in White Paper 6.  It should be noted, however, that this is an area of challenge that still has a long way to go, in the pilot projects and beyond.  As a principal of one of these schools says:  “There is a need for more capacity building.  In particular, there is a need for whole school development with this school.”  All the principals involved in the three pilot districts also highlighted that there was “a shortage of staff.  There is not enough time for teaching and support.“   They clearly do not at the moment see how it is possible, with existing staff allocations, to respond to both of these challenges.  These concerns and needs in the special school/resource centres need to be addressed if inclusive education is to be successfully implemented.

6.2 Working Together Within the Department of Education

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

The above quote highlights one particular area of success in creating an opportunity for education officials from the different directorates to work together to implement inclusive education.  While this example does show that there has been a move towards a more integrated and coordinated approach to developing support for schools, the evaluation also revealed that this was not easy and that a lot of work still needs to be done to make this work.  First, all directorates in the Department need to see how inclusive education is their business:  “Inclusive education is still seen as something separate, the responsibility of ‘auxiliary’ personnel only.”  

Then attempts need to be made to integrate planning and interventions. This involves bringing in all of the expertise available in the Department around the challenges facing the schools.  This needs to be managed well so that it is coordinated, and provides opportunities for teamwork in addressing the needs and barriers identified.  To do this, human and other resources need to be made available for this work.  This does however, include better use of existing personnel and other resources in the Department.

6.3 Working Together with Other Government Departments

“Intersectoral collaboration – across government departments – has been successful.” 

 “At district level there were positive experiences of working together to address various barriers to learning.  This has been particularly true for the Departments of Correctional Services, Health and Welfare.”

Besides the collaboration between the Departments of Health and Education (which have been described in examples in previous sections in this chapter), another example of how the Department of Education has worked successfully with another government department is outlined below.

“The Department of Correctional Services is encouraging prevention of crime, and so are involved in various outreach programmes to combat crime.  Various projects with the Department of Education are supported because the Provincial Commissioner says that they should be involved in supporting schools.  One of the strategies this Department is using at the moment is to analyse where schools are taking in learners who have been in prison, and then they target their support to those schools.  They have also tried to address security issues.  Another example of where they have intervened is around an ‘awaiting-trial’ student who was allowed to write exams and he was so grateful that he thanked the authorities concerned and is intending to further his studies.”

These examples of successful collaboration between the Department of Education and other Departments are important to learn from.  This includes being aware that working ‘across line functions’ in and outside of the Department is not easy, but it is very rewarding for all concerned.  Some of the ‘not easy’ parts relate to problems that have been identified in this evaluation.  This includes that “not all stakeholders attend meetings”;  “there is no sharing of responsibility”;  and “unclarity about responsibilities means that it falls between stools.”   These are some of the nationally and internationally recognised challenges to those who wish to and need to work together to provide integrated and comprehensive support to schools.

6.4 And so …

· If special school/resource centres are to play the important role of acting as a resource centres for neighbouring schools, they need support.  This support needs to be in the form of (a) training and ongoing support (within the ‘training and support’ model outlined above);  (b) enough posts to meet the challenges of teaching some learners with disabilities in their own institution and supporting ‘mainstream’ schools;  and (c) infrastructural support, including, for example, transport to facilitate the ‘support’ role to ‘mainstream’ schools.

· As mentioned above, district education officials and the intersectoral DSTs need to receive capacity building to fulfill their roles in supporting schools.  

· In order to provide integrated, holistic and well coordinated support to schools, the education officials (at all levels) and DSTs need to develop (a) relevant structures to facilitate ‘working together’, and (b) integrated strategic planning processes and programmes.

· The evidence from the three pilot projects is that the Department of Education has to work with other government departments if it is going to successfully address the many psychosocial barriers to learning experienced in schools in South Africa.  Concrete, practical strategies to support ‘working together’ need to be identified and pursued. Because of the education focus, the Department of Education will need to take the ‘lead’.  Included in these concrete strategies is the need for the clarification of the roles and functions of all the role players concerned.

7. DISTRICT, PROVINCIAL AND NATIONAL LEADERSHIP AND MANAGEMENT

7.1 Implementing Policy

7.1.1 ‘Top-down’/’bottom-up’ approach

“The approach used to implement policy in this project – a combination of ‘top-down’ policy guidelines and ‘bottom-up’ action research processes – was very successful.”  In particular, “action research, in the development of training materials, is a very effective strategy to support the implementation of inclusive education.  It has a range of benefits, including bringing together a range of important players in the implementation of the policy.”

One of the materials assessor’s comments on the matter is particularly interesting.  He says that  “these materials, and the processes they have resulted in, represent what may be the best example of an inclusive, democratic, participatory approach to bridging the gap between policy and implementation since 1994.  They embody a serious attempt to disseminate vital information about new policies and their implications, and to translate policy into classroom practice through raising awareness about inclusive education, challenging beliefs, changing attitudes and developing new values and appropriate skills.” 

7.1.2 Building a new language and understanding of inclusive education in South Africa

“A non-jargoned discourse around inclusive education has been developed as most of the people involved had never been exposed to the ‘special needs’ discourse. The central involvement of very disadvantaged schools within very poor communities has contributed to the creation of this discourse.”

The `non-jargoned discourse’ that has been developed in the three pilot projects refers to a way of thinking and talking about inclusive education that uses the ‘language of the classroom’ to express what inclusive education is all about.  So instead of using professional terminology developed by ‘special needs’ specialists, this pilot project has focused on finding the ‘educators’ language’ to explain their understanding of what they believe is expected of them from White Paper 6.  In this evaluation, the `educators’ language’ has shown that they do understand the key challenges in this policy framework.  The language they use when talking about the barriers to learning, and finding ways to overcome them so that all learners can learn, is directly linked with their ‘core purpose’, which is teaching and learning.  The development of this non-jargoned language “challenges the historical understandings around ‘special needs’ and the belief that you need specialised knowledge’’ to address these challenges.  The language that teachers in the pilot schools use to describe inclusive education also shows that they link inclusive education to human rights and making sure that all learners in the poor communities where they teach can attend school and participate in the classroom.

One of the respondents in the evaluation said that the reason this project has been so successful in the pilot schools and districts is because “prior knowledge has not had to be undone.”  This poses a serious challenge to the professions that contribute to the development of this area in South Africa and beyond.

7.1.3 The ‘ripple’ effect

Many of the role players participating in this evaluation said that there has been a ‘ripple effect’ from this pilot project.  They explained that the ‘good practices’ developed in the pilot schools and districts have influenced other schools and districts.  How this has happened at different levels in the system is shown in the examples below.

In the School:

“This project, and the process of implementing inclusive education, had a generally positive ‘spin-off’ or ripple effect on the general development of the school.”  This includes helping to develop a team spirit in the school, and helping many schools to deal with issues such as discipline.

In the Department:

“The ‘ripple effect’ of the implementation of inclusive education through this project has also been felt by other ‘levels of education’ in the Department, in particular, ECD and ABET.  ECD and ABET have taken on board issues around the inclusion of learners previously excluded, especially disabled learners.  For example, traditionally ABET and Special Needs never worked together.  Through the involvement of an ABET person in the project, the official has been able to make contact with adults with disabilities who have not had access to ABET services in the past.  Similarly, their increased awareness has enabled them to start being proactive in bringing adult disabled people from surrounding communities into existing ABET services.”

In the District:

“The changes in the pilot schools has a ripple effect on the other schools.  This has been optimised by some of the pilot schools that have ‘mobilised’ for inclusive education in the area.”

7.2 Having Champions/Drivers to Promote Inclusive Education

The need for commitment from the ‘top’ to successfully implement this policy was highlighted by many people in this evaluation.  This includes commitment from both the national and provincial levels.

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

“Committed and sustained involvement of provincial education officials in this project has had a very positive effect.  For example, it has helped the district to have a strong statement from the provincial office that all new buildings or renovations to buildings must be accessible.”

In addition to the need from ‘commitment from the top’, many highlighted the need for ‘champions’, or ‘drivers’, or dedicated post(s) and/or structures to ensure that inclusive education is taken seriously and integrated into central planning and programmes.

“The project has shown the importance of having a ‘champion’ or dedicated person(s) to drive the process of implementation.   In particular, this has been shown through the project coordinator who has been a very positive force in the successful implementation of inclusive education in this district and province.  Successful implementation requires a core group of committed people at district and provincial levels … you need a critical mass for sustainability.”

7.3 Resources to Promote Inclusive Education

“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 the overcrowding in the classrooms.  The impoverished conditions under which many of the learners live and learn contribute to a range of barriers identified.”

This is a reality that must be addressed in implementing inclusive education in South Africa.  Some people feel that you cannot implement inclusive education when “the basics are not there”.  This pilot project does suggest, however, that you can use inclusive education projects as a way of putting some of these basics in place!  

A second important point relating to resources that was raised in this evaluation is the creative use of existing resources.  One example of how this was done in one district was where “existing human resources were optimised through the use of the College of Education lecturers to help with the training and the action research.”

7.4 Changing Attitudes: Developing Respect for Diversity

“This project has had a ‘life impact’ on peoples’ attitudes. The attitudes of all the role players were changed positively as a result of the introduction to the new policy.”

These attitude changes have related mainly to the development of “an awareness of the rights of children with disabilities to receive education.”  And, “attitudes towards ‘differences’ became more positive, particularly in terms of attitudes towards people with disabilities.”

This attitude change was facilitated in this pilot project through formal educational events like educator development and capacity building programmes. In addition, other strategies were used such as facing people with the reality of having to include learners with disabilities in their classes, and then giving them the support to develop positive attitudes to do this.  In the same way, at district level, people with disabilities were included as leaders in the project, and different officials and professions were given opportunities to work together. This helped them to develop a common understanding and a common language to understand and respond to the challenge of providing support to the schools.   

7.5 And so …

· This project has shown that a combination of ‘top-down’ and ‘bottom-up’ strategies to policy implementation work.  This means that the ‘push’ from the top needs to continue and be further developed – at national and provincial levels.  It also means that the kind of educator development model that has been developed in this project (integrating a combination of workshops and ongoing action research support into the school-based staff development programme) needs to be pursued.
· The ‘top-down push’ can be concretised through ensuring that senior education officials in all directorates at national and provincial levels, are made aware of the importance of and challenges relating to White Paper 6. This needs to be done in such a way that they become committed to supporting implementation of this policy throughout their structures and processes.
· ‘Champions’, `drivers’, and dedicated posts and/or structures are necessary to ensure that this policy is implemented at all levels of the system. 
· The school-based training and action research approach has proved to be very successful in implementing inclusive education in the three districts.  Every effort should be made to look at how this approach can be continued and expanded throughout the country.  This will need creative thinking given the time and human resource intensity involved in such a strategy.  
· Teachers have managed to integrate the principles and challenges of inclusive education in their classroom practices because they have used their own language, emerging from their own experiences, to capture what ‘inclusive education’ is all about.  This has meant that they have avoided using the contested ‘special needs’ language and categorisation processes.  This is a very important learning for all concerned, including specialist support personnel who have been trained in traditional ‘special needs’ ways of framing problems and solutions.  We need to build on this ‘indigenous’ way of implementing inclusive education in South Africa, making sure that all educators and support providers develop a common ‘classroom’ language that benefits the teaching and learning process for all.

· Many of the role players in this evaluation said that this project has had a ‘ripple’ effect – within the school, in the district, and beyond – where the positive experiences in the pilot schools have helped others to understand and start to respond to the challenges of inclusive education.  This means that it is worthwhile to put resources into developing a ‘critical mass’ of people – at all levels – who can develop ‘good practices’ to share with others around them.  If the choice is between allocating money to more schools and areas, but with very little support; or to give money to fewer schools and areas, with more intensive support – this project suggests that the latter is a better option.  The challenge of going to scale over 20 years does, however, have to be planned for.
· Implementing inclusive education in South Africa needs resources!  All possible strategies for getting intensive funding support over the next few years need to be pursued to ensure that there is enough money to pay for essential posts (especially ‘drivers’ of inclusive education at the different levels), and infrastructural support.
· It is important, however, to find creative ways to use existing resources.  This includes using the people in the Department of Education in optimal ways. This is possible if more integrated planning takes place and programmes are developed, and if currently under-utilised staff are used to help with implementing this and other education policies (e.g. College Lecturers who do not have a college anymore!).  

· A very strong finding from this evaluation is that, educators’, district officials’, and various support providers’ attitudes changed positively through their exposure to White Paper 6 and the practical challenges of putting it into practice.  Various ‘communication’ strategies need to be pursued to develop awareness amongst all relevant role players in the country. Similarly, we need to trust that attitudes will develop positively when all concerned are faced with the practical challenge of having to make it work, and are given the support to do this.
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