CHAPTER EIGHT

RECOMMENDATIONS

1. INTRODUCTION

This final chapter captures the key recommendations emerging from the findings of the evaluation of the project.  These recommendations are grouped under ten broad areas.  Under each of these key areas, specific strategic proposals are presented.    

It should be noted that these recommendations do not only relate to the further implementation of inclusive education in the three pilot districts.  Most of them, in fact, refer to strategies that we feel should be pursued at a national level – across and within all provinces and districts.  While many of these recommendations are not new – and are touched on in some way or another in White Paper 6 and in the guidelines that have been developed from that – they emerge directly from the findings of this evaluation.  One could argue, therefore, that the findings from these three pilot projects reinforce strategic actions that have already been identified at national level.

It should also be noted that the recommendations made below do not arise out of criticisms of the initiatives in the three pilot projects.  In fact, in most cases, they arise out of the positive learnings – the successes – of these projects.

2. IMPLEMENTING POLICY 

The recommendations outlined here relate directly to the way in which the further implementation of White Paper 6 should be pursued, on the basis of the findings of the evaluation of the three pilot districts.

It is recommended that:

2.1 The ‘learnings from good practice’ from the three pilot projects are shared with the country and the South African Development Community (SADC).  It is noted that the Department of Education has committed itself to developing an accessible booklet that can serve this purpose.
2.2 The pilot districts, in consultation with their provincial officials, develop strategic plans to ensure that the ‘pilot’ is sustained and further developed.  This includes the necessary ‘exit plans’ that are currently being developed in the districts concerned.  It is important that a plan for sustainability be developed in these areas – to avoid the gains being eroded as a result of disillusionment.
2.3 The pilot districts be included in the national implementation of inclusive education, in the designated, ‘nodal’ districts identified for initial focus in the country.  In some instances, this has occurred naturally.  In other instances, an intentional effort will have to be made to ensure that the pilot districts are not just ‘dropped’ in the national implementation plan.
2.4 The ‘top-down’/’bottom’-up’ approach to policy implementation pursued in the pilot project be considered in the expansion of the implementation of this policy.  This includes the need to identify and pursue strategies to facilitate ‘top-down’ support (through commitment to and enforcement of White Paper 6).  And it includes the need to look at how the action research model of developing inclusive schools and classrooms can be realistically accommodated in the process.  This will require creative use of existing resources and the injection of extra resources for a few years.
2.5 Adequate human and financial resources be allocated to ensure that support, at all levels of implementation, is provided.  External donor funding support should be included in the strategies pursued to finance the implementation of this policy, but this contribution should be located within realistic time-frames.  The latter point highlights that the two-year programme supported by Danida was limited in its ability to support implementation of the new policy.  A realistic time-frame – to allow for the time needed for both structural and personal/professional transformation to occur – needs to be considered.
3. MANAGEMENT AND LEADERSHIP CHALLENGES

The recommendations in this section relate to the challenges of ensuring that a critical mass of people are equipped to provide the direction and leadership required to implement this policy across the country, and that effective management to support the implementation process is developed at all levels of implementation.

It is recommended that:

3.1 All relevant senior education officials at provincial and district levels be made aware of the value and importance of this policy, and their pivotal roles in ensuring that it is implemented.  This relates to the need for ‘top-down’ support for successful implementation of the policy to occur.
3.2 At school, district, provincial and national levels, concrete steps to implement the policy are integrated into the Department of Education’s central strategic planning and programme development.  This is necessary to ensure that the implementation happens, but also to ensure that systemic transformation – of all aspects of the curriculum and education system – occurs.  This is fundamental to the principles and framework of inclusive education outlined in White Paper 6.
3.3 In every province and district, dedicated posts be allocated to inclusive education – to ensure that there are ‘drivers’ to take this process forward in a focused way.  The evaluation has very clearly revealed that you need ‘champions’ (people with understanding of and passion for the challenges of inclusive education), and ‘drivers’ – to push for and provide direction for the integration of this policy.  This reflects a very clear need for good ‘leadership’ to implement this policy.
3.4 Provincial capacity building plans be developed to ensure that all relevant education officials at provincial, district and institutional level understand the challenges and their roles and responsibilities in addressing these.  It is clear that all relevant education role players need to be made aware of and be equipped to play their pivotal role in supporting the implementation of inclusive education.  It is proposed that this be included in provincial plans of action over the next year.
3.5 The capacity building programmes and materials that have been developed by the three pilot projects be further developed and expanded, and utilised nationally.  The pilot projects have already developed very good programmes and materials which, with some further work, could be used for all provinces.  It is proposed that a national consortium be formed to pursue this.  This consortium should include members from the three pilot provinces, and others who reflect the ‘voices and ears’ of ‘target audiences’, and relevant materials development expertise.
3.6 The draft instrument of ‘indicators for inclusive education’ presented in Chapter Seven in this report be used as a basis for providing guidelines and developing benchmarks to help provinces, districts and schools to implement inclusive education.  This chapter reflects a culmination of a process of trying to develop ‘local’ indicators for inclusive education, drawing on the concrete experiences of role players in the three pilot districts.  It is proposed that the Department of Education consider how it can use this as a basis for purposes outlined above. 

4. PROVISION OF SUPPORT

In this section, the recommendations relate to the support needed in the schools and at district level to help schools to address barriers to learning in their local contexts.  

It is recommended that:

4.1 Provincial capacity building plans be developed to ensure that core education support providers in the districts are prepared for their roles and responsibilities relating to working in integrated teams to support schools.   This task is so important if successful implementation of this policy is to be achieved that formal, accountable provincial plans, supported by the necessary resources, need to be developed.
4.2 In particular, special schools/resource centres be targeted for capacity building to assist them to re-orientate towards their new roles as resource centers.  White Paper 6 highlights this as a priority in the implementation plan.  The findings from this evaluation support this need very strongly.  A commitment to pursuing this strategy needs to be developed at all levels, and this commitment needs to be supported by the necessary human and financial resources.
4.3 The capacity building programmes and materials that have been developed by the three pilot projects be further developed and expanded, and utilised nationally.  (Refer 3.5 above.)  

4.4 Universities responsible for pre-service training of the various education support personnel be made aware of the implications of the new policy for the role of the professionals concerned, so that they are appropriately prepared.  This is a very important aspect of preparing support providers for their roles in the districts and, where appropriate, at other levels of support provision.  There is clear evidence that existing professional roles need to be examined, challenged, and transformed, if members of the intersectoral support teams are to fulfill their roles with confidence and success.
4.5 Provinces develop a formal strategy for establishing and developing the District Support Teams (DSTs) in their region.  The successful implementation of inclusive education in the schools and other education institutions is dependent on the extent to which they can access the support they need (particularly for their own capacity building) to address barriers to learning in their own contexts.  Given the number of ‘districts’ in the country, the establishment of the DSTs will need careful, realistic strategic planning to ensure that it happens over the next few years.
4.6 Each district be given the responsibility and capacity to develop a formal strategy for establishing and developing the Institutional-Level Support Teams (ISTs) in their areas.  The role of helping schools and other education institutions to develop ISTs is clearly identified and prioritised in White Paper 6.  The findings from the pilot project highlight the importance of doing this in a well-planned and sustained way, within the context of overall institutional development.
4.7 The three pilot districts in this project formalise the establishment of DSTs in their areas.  At the time of this evaluation, the three pilot districts had not formally established DSTs in their districts.  They are aware of the need to do this, and so should be provided with the necessary support to ensure that this is done in the near future.
5. WORKING TOGETHER: THE CHALLENGE OF INTERSECTORAL COLLABORATION

The findings of this evaluation reveal that the challenge of working together, while clearly necessary and invaluable, is not easy!  There are some central principles that have emerged from experiences in this and other countries that can be used to guide this process.  The recommendations in this section refer to some of these.

It is recommended that:

5.1 In capacity building processes, the relevant education officials, within the Department of Education, become aware of why they need to work together to provide an integrated and coordinated support service to schools and other education institutions.  The need to motivate for the development of an integrated and coordinated approach to support provision and service delivery is highlighted here because it seems (from the evaluation and elsewhere) that many education officials are not yet aware of why they need to do this, never mind how to do it!   The latter aspect would, of course, have to be addressed accordingly.
5.2 Within the Department of Education, planning for support provision be pursued within an integrated strategic planning framework.  This recommendation relates to the ‘how’ referred to above.
5.3 High-level consultations with other key relevant government departments be pursued to ensure that ‘support from the top’ is given to the potential education support providers in these departments.   The evaluation has revealed that non-education-employed support providers at district and school levels need to have ‘top-level’ support from their ‘bosses’ if they are to be able to participate as effective members in intersectoral education support teams.
5.4 In the development of DSTs, other relevant support providers (outside the Department of Education) are identified and drawn onto the team through appropriate procedures and processes.  Once the core education support providers (those employed by the Department) have been appointed to DSTs, they need to identify who they need to draw in from outside of the Department to help them to address the barriers to learning and needs in their areas.  This includes conducting needs and situation analyses (modeled well in this pilot project), as well as ‘asset-audits’ or ‘community-resource profiling’ mapping of existing human resources to help in addressing these challenges.
5.5 DSTs are provided with training focused on preparing them to ‘work together’.  The effective provision of integrated and comprehensive support to schools is largely dependent on the extent to which the intersectoral teams are well-coordinated and are able to ‘work together’.  Capacity building programmes need to include modules or units that focus specifically on the challenges of intersectoral collaboration.  (This is being developed in some universities in the country, and in other parts of the world.)
6. BUILDING COMMUNITY PARTNERSHIPS

One of the key learnings from this evaluation has been the realisation that implementing inclusive education is most successful when it is pursued within a school-community partnership framework.  What has also become clear from this pilot project is that one of the ‘spin-offs’ of implementing inclusive education is that it helps to build positive school-community relationships!  The recommendations that follow emerge from the findings relating to this.

It is recommended that:

6.1 The value and importance of a community-based approach in the implementation of inclusive education be highlighted and included in the capacity building programmes of all relevant role players.   While the verbal commitment to working within a community-based framework is in White Paper 6, and in the conversations of many, the challenges of ‘turning the education system around’ are so great that creative ways of bringing in the community to help are often not properly pursued.  All relevant role players should be made aware of the value to themselves and to the community in pursuing a community-based approach.
6.2 The health promoting schools strategy be highlighted as a successful way of bringing relevant government departments and the community together to address the many psychosocial issues facing schools in South Africa.  The evaluation, and evidence from other programmes in the country and world have proved the success of this strategy in building schools and communities surrounding them, and in developing a positive school-community relationship itself.
6.3 The importance of finding ways to include parents/care-givers in the process of addressing barriers to learning in schools be highlighted, and included in capacity building of principals and school support structures.  This includes examining the extent to which parents are able to be involved.   This latter point is important as the evaluation reveals that, in many cases, parents are not available or able to provide support to their own children or to the school.  This is either because they have to work; or because they have died as a result of HIV/AIDS and other scourges relating particularly to poverty conditions;  or because they are not financially able to support the school, and feel ashamed as a result;  or because they are not treated as real partners in the life of the school, including in the school governing structures.
6.4 Non-governmental organisations (NGOs) and Disabled Peoples’ Organisations (DPOs) be intentionally included in the development of community-based support provision to schools.  The evaluation has clearly shown the valuable role that NGOs and DPOs (including organisations of parents of children with disabilities) and other forms of community organisation can play in addressing barriers to learning in local contexts.  The ‘spin-off’ of developing positive attitudes towards ‘difference’, including disability, by involving people with disabilities in leadership positions in these efforts cannot be over-emphasised.
6.5 In all capacity building programmes aimed at support providers, the need to confront dynamics relating to power relations between the different partners should be a key focus.  The findings of the evaluation have highlighted the need to honestly confront and address the challenges of different sectors working together – in relation to the way in which they engage with the dynamics of power that are located within these relationships.
7. CURRICULUM CHALLENGES:  INTEGRATING INCLUSIVE 

EDUCATION WITHIN THE OUTCOMES-BASED EDUCATION (OBE) CURRICULUM FRAMEWORK

A key challenge in implementing inclusive education in South Africa is to locate the challenges relating to this new policy directly within the national OBE curriculum framework.   The recommendations highlighted below relate directly to this.

It is recommended that:

7.1 The concept and ‘language’ of identifying and addressing barriers to learning be used as a way of helping teachers to relate the challenges of inclusive education into the core purpose of their work:  to promote effective learning.  Focusing on the core purpose of teaching and learning when implementing inclusive education has the positive effect of making teachers and other role players less ‘overloaded’; helps in the development of an integrated approach to implementation of this policy;  and directs these efforts to the central work of the Department of Education.
7.2 All programmes aimed at helping educators to implement inclusive education be integrated into OBE training programmes.   This highlights the point made above and elsewhere in these recommendations:  that an integrated approach to educator development needs to be developed.
8. EDUCATOR DEVELOPMENT

Professional development is a key strategy in implementing any new education policy.  In this pilot project, it has been the key focus of interventions pursued.  Many valuable learnings have emerged from this.  The recommendations highlighted below draw from these learnings

It is recommended that:

8.1 A national consortium, including the three pilot provinces, be developed to take the programme and materials development process further so that they can be used in both pre-service and in-service educator development programmes throughout the country.  As with the recommendation around capacity building programmes and materials development, this consortium should also include the ‘voices and ears’ of educators (especially English second-language teachers, and teachers from very disadvantaged and rural areas).   
8.2 The above mentioned consortium should include the necessary expertise to assist with improving the accessibility of the materials and build the capacity for others to learn these skills.  Facilitation of the process referred to above needs to ensure that all these voices are heard in the process, which means dealing with the power relation dynamics referred to above.
8.3 The challenges of implementing inclusive education be integrated into existing and future teacher education and educator development programmes.  Refer to recommendation 7.2 above.  
8.4 The Department of Education explore how a ‘training and support’, ‘school-based’ approach to training could be pursued in the different provinces.  Although it is recognised that this approach to educator development is resource-intensive, the Department of Education needs to decide whether it is going to pursue a ‘broad-superficial’ approach, or a ‘narrow-deep’ approach to this area of education transformation in this country.  There is evidence from other efforts in the country to suggest that ‘broad-superficial’ approaches may not only be limited in effect, but even counter-productive.  There is also evidence, from the pilot projects, that a ‘narrow-deep’ approach has the potential to be very successful. It is proposed, therefore, that the Department of Education consider pursuing a ‘narrow-deep’ approach, and build in the sharing of ‘learning from good practices’ and other ‘roll-out’ strategies in the implementation of inclusive education over the next twenty years.
9. ADDRESSING CONTEXTUAL CHALLENGES

The evaluation of the pilot project has revealed that most of the barriers to learning that teachers are confronting in their classrooms are of a psychosocial nature.  In particular, challenges relating to poverty, various forms of abuse, and the effects of HIV/AIDS have to be addressed if effective teaching and learning is to occur for all learners.  The recommendations outlined below relate to these challenges.

It is recommended that:

9.1 Through capacity building programmes, education officials as well as educators are assisted to understand why and how they need to address psychosocial issues in order to promote effective teaching and learning in their schools.  The direct link between these challenges and the teaching and learning process needs to be highlighted.  This is important if education officials are going to realise that, despite their feelings of ‘overload’, they have to find ways to address these barriers in their schools and classrooms if effective teaching and learning is going to take place.  Resources to support these officials then need to be provided.

9.2 Other government departments that can assist the Department of Education to address these challenges be identified and drawn into DSTs.   This requires both formal and informal processes to ensure that structural support is provided for this intersectoral collaboration.  With regard to the process of identifying who should be drawn in, refer to recommendation 5.4 above.
9.3 Relevant community resources (people, groups, and organisations) be identified and drawn into DSTs and ISTs to address these challenges.  This is crucial if a community-based approach to support provision is to be developed in this country.  Refer to recommendation 5.4 above for concrete ways in which the identification of these resources could be pursued.
10. ADDRESSING ATTITUDE CHALLENGES

One of the ‘success’ stories emerging from all three pilot projects is the extent to which attitudes towards inclusive education, and more particularly, relating to diversity, especially towards people with disabilities, have been positively developed.  This is a crucial aspect of implementing inclusive education and the development of a new progressive discourse around ‘inclusion’.  The recommendation highlighted below relates to this challenge in South Africa.

It is recommended that:

10.1 The existing advocacy and information campaigns at national and provincial levels be intensified to support the provincial and district programmes of implementation.  All the role players who participated in the evaluation highlighted the importance of national and provincial support in the process of addressing negative attitudes (mostly relating to fears) related to the implementation of inclusive education itself, and towards people with disabilities more specifically.
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