
 

 

 

 

 

 

About the Gauteng Education Development Trust 

Vision 

The vision of the Gauteng Education Development Trust (GEDT) is to fulfil the education 

development objectives of the Gauteng Department of Education (GDE) through meaningful and 

strategic partnerships with private and business sector organisations in Gauteng.  

 

History 

The Gauteng Joint School Building Trust (GJSBT) was established in 1996 in partnership with the GDE 

and private sector partners. The objective was to assist the GDE in providing school infrastructure. In 

1997, the GEDT was established to include other aspects of education development.     

 
 
Objectives 

The primary objectives of the GEDT are to:  

• generate and receive funds for educational development in Gauteng; 

• establish an appropriate and effective process for educational development; 

• implement such a process based on the principles of the reconstruction and 

development programme; 

• bring together interested parties in an independent trust as an acceptable structure for 

the implementation of the process; and 

• ensure community involvement throughout the entire implementation process.  

 

Over the years, the GEDT has prided itself on its reputation for integrity and competence. Not only 

has the experience given the GEDT unique perspectives and allowed it to add value to projects, but 

also the main value of the GEDT has been its ability to support innovation in education.    

  

 

This repository presents lessons learned from seven GEDT projects (2009-2013). The aim of the 

repository is to consolidate and share this information in the form of ‘key learnings’, in the 

interests of informing future interventions in the schooling sector. 
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Click the icon above to see descriptions of these projects. 

PROJECT 1 – Data-informed Practice Improvement Project (DIPIP)   PROJECT 2 – LearnThings  

PROJECT 3 – iPower2/NovaNet                                                                     PROJECT 4 – iPower2 Teacher Laptop  

PROJECT 5 – Maths and Science Grants                                           PROJECT 6 – GIBS Spirit of Youth  

PROJECT 7 – Audio Visual Resources 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

 Teacher Profiles and Selection  

 Pedagogical Practice 

 Professional Learning Communities 

 Human Resources Support 

 

Whether a project is teacher-focused or not, teachers play a 

pivotal role in the success or otherwise of any school-based 

intervention. 

 

Elements: 

 

  

Elements: 

Learner-focused projects vary in relation to target groups and 

participation. Learner motivation and buy-in are vital to projects  

that require active involvement and commitment from learners.  

 

Elements:  

  Look for this icon for links to interviews with people involved in the projects 
 

GAUTENG EDUCATION DEVELOPMENT TRUST   
REPOSITORY OF KEY LEARNINGS 

 

Key Learning Categories 

 Learner Profiles and Selection  

 Learning Interventions: benefits and constraints  

 Learner attendance and dropout 

 Language Issues 

Effective project management requires integration and control of 

project activities, people, stakeholders and contractors. There is 

a crucial need for a central node of control overseeing 

implementation of all project activities, and communication 

among all those involved.   

Elements: 

Effective project design ensures that all the different elements 

of the project stay on track, and that project outcomes can be 

monitored, described and evaluated. 

Elements:    Project Planning 

 Communication Strategy 

 

 

 
Click the icon above to see high-level learnings; click the icons below to see lessons in each Key Learning Category. 

 Co-ordination of the Project Lifecycle 

 Implementation 

**Please note:  to access the Resources, Meta Learnings and Project Descriptions you will need an internet connection 

 

Click here for all tools & resources 

Look for this icon for links to additional tools and resources 
 

https://drive.google.com/open?id=1WDIdg0_RZZ8hMMrRp0_drxiZ6BBivI3E
https://www.dropbox.com/s/6thptetjmsbsprc/GEDT_BRIDGETools&Resources20140901.docx?dl=0
https://drive.google.com/open?id=1kGErzUOLI6X_58wKsxnz-oWXgxHCUyQN
https://www.dropbox.com/s/6thptetjmsbsprc/GEDT_BRIDGETools&Resources20140901.docx?dl=0
https://drive.google.com/open?id=1G-OH6zgJq-GojsrJqBKTK75OizON1bNz
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GEDT Repository 

 

 

ANAs Annual National Assessments 

BASI Basic Achievement Skills Inventory  

CAPs Curriculum Assessment Policy Statements  

GDE Gauteng Department of Education  

GEDT  Gauteng Education Development Trust  

GIBS Gordon Institute of Business 

GPMLS Gauteng Provincial Mathematics and Literacy Strategy  

HOD Head of Department  

ICT Information Communication Technology  

LA Learning Areas  

LO  Learning Outcomes  

NCS National Curriculum Statement  

PLC Professional Learning Community  

RNCS Revised National Curriculum Statement   

SBF School-based Facilitator  

SET Science, Engineering and Technology  

SIP School Improvement Plan  

SMT School Management Team  

SSIP Secondary Schools Intervention Programme  

TBAT Rapid Baseline Assessment Test  

 

 

Acronyms and Abbreviations 
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Key Learning Category 1: 

 

 

ELEMENTS 

1.1 Project Planning   1.2 Communication strategy  

 

 

1.1 PROJECT PLANNING 

There are many different ways to design a project, and models for describing, organising and linking the steps and elements 

involved. Each of the GEDT projects approached project design differently.   

At minimum, however, most models included the following elements:  

 Problem statement: the issue the project proposes to address. 

 Aims: desired outcomes and impact of the project. 

 Change model / logic model/ underpinning principles: the theories of change or action principles that inform the 

project design. A theory of change should offer an explanation of how the programme brings about desired changes 

in the participants. It explores the logic which drives the desired change in individuals or in systems. The theory of 

change should specify both short-term outcomes and long-term goals for the programme, and explore the intended 

effect on the participants, and beyond the context of the programme.  

 Scope: boundaries of the project, including designated target beneficiaries and their numbers, length of project and 

dosage interventions, financial planning, and any regulatory constraints.   

 Risks or barriers: factors that may affect programme success, and strategies to address these. 

KEY LEARNING CATEGORIES 

1 2 3 4 
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 Resources: necessary stakeholders, human resources for implementation, physical and technical resources, budget.   

 Implementation planning: all the elements that go into implementation, including management of resources, 

logistics, time frames and the reporting cycles.  

 Communication planning: communicating with stakeholders and participants, recording and reporting, and 

communicating project learnings to a wider audience.  

 Monitoring and Evaluation/ Success indicators: how progress towards outcomes and impacts will be measured 

both during and after the project. 

 Sustainability/ Replication:  strategies to sustain, massify or institutionalise the intervention.  

The key lesson is that good project design plays a vital role in (i) keeping all the different elements of the project on track; 

and (ii) providing a template within which all the project elements can be monitored, evaluated and their successes and 

failures described.  

Learnings in relation to communication come into both the planning and the implementation stages of the project lifecycle. 

Communication planning is discussed as a separate element in Project Design.  

Stakeholder-specific 

interests 

These lessons are of vital importance to all those involved in project design. They are also of interest 

to department of education officials and to sponsors or funders who need to sign off on the design 

plan for a project, as they can serve as a checklist for evaluating a proposed project. DBE district 

officials need to be on board in terms of planned interventions in selected schools.  

Those involved in programme evaluation could be informed by some of the data collection 

instruments used by the different projects.  

Focus area The need for good project design cuts across all subject areas and project focus areas.   

 

Key lessons on Project Planning 

 A good problem statement helps to formulate the aims and desired outcomes of a project. Some examples from 

the projects are given. 

 

  

 

‘…… as a result of their good performance, those  schools that do produce good results have either grown drastically in 
size or taken on learners from lower economic classes, and as a consequence are facing the risk of a drop or stagnation 
in performance. It is argued that an investigation should explore what makes for success, and that assistance should be 
provided to ensure that successful pass rates continue. The problem statement takes this argument further:  

 How can schools demonstrating a high level of pass rates in Mathematics and Science be encouraged and 
supported to continue to improve and deliver more passes?’ (5 p.2-3) 
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 In most projects the underpinning change models were closely linked to project design elements. The more explicit 

these are, the easier it is to monitor progress, to make design changes if required and to ascertain the level of 

achievement the project represents. Some examples are given below (diagrammatic illustrations of these can be 

found in the Tools and Resources section of this KLC).  

 

-  

  

 

 

 

 

 

 

 

 

 

 

 

 

 

Project 1 (DIPIP): ‘The premise is that, if teachers know what errors learners make, and why they make them, they can 
adapt their lesson plans to address some of those errors. This focus helps teachers to develop in terms of advanced 
Pedagogical Content Knowledge, while providing opportunities for also engaging on Mathematical Content Knowledge 
gaps as they emerge.’ (1a, p.9) 

The Revised DIPIP Programme Logic Model/Theory of Action for 2013 specified INPUTS, ACTIVITIES, OUTPUTS, 

OUTCOMES (INTERMEDIATE) and OUTCOMES (LONGER TERM). (1a p.24) 

For Project 6 (Spirit of Youth), ‘ …change happens at the level of the individual, at the level of the community, 
company or school, and at the level of the larger organisation which in this case is the country.’  Community 
involvement was integral to the programme design.  

The Theory of Change flowchart included the following content for the following categories: PROBLEM FRAMING, 

INTERVENTION FRAMING AND GOALS, METHODS, HOW CHANGE HAPPENS, and INTENDED EFFECTS. (6 p.36) 

 

‘Problem Statement  

What is the educational problem that the project wishes to solve? What are the systems challenges and potential to 
deliver of the proposed project? 

GDE needs to train 6 500 Foundation phase and 4 000 Intermediate phase teachers in numeracy and mathematics as 
part of the GPLMS. While some training will be provided through conventional training, there is insufficient time 
available to deliver all the training in this way. It is therefore planned to supplement conventional training through 
the use of Professional Learning Groups in schools which will be facilitated by coaches. The group sessions will be 
strengthened through the use of audio-visual training videos that will be used by coaches to hold discussions with 
teachers and to demonstrate best practice in delivering selected aspects of the curriculum.’ (7 p.2) 
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 Monitoring and evaluation mechanisms (including success indicators for different project phases) need to be built 

into the project from the start so that (i) accurate data can be collected for final evaluation purposes; and (ii) 

adjustments to design or implementation can be made during the project life if required. These mechanisms 

include processes (such as visits or interviews) and data collection instruments (such as baseline or other forms of 

assessments, user heuristic instruments, video analysis tools, lesson observation templates and so on). In addition, 

there are monitoring and evaluation instruments which are developed for post-programme evaluation, in order to 

confirm or analyse project outcomes (such as teacher retrospective knowledge competence surveys, stakeholder 

interviews or social analysis network questionnaires). In Project 1 (DIPIP), for example, ten desired teacher 

In Project 5 (Maths and Science GEDT Projects), the model presents ‘ … a practical strategy for 
change in the senior phase of secondary schools, and particularly for the shift to learner-centred 
teaching and learning as identified in CAPS and the NCS’. (5 p.38) This is brought about by the use of 
additional human support resources (extra teachers) and a team teaching and remedial approach.  

The change framework in the project proposal listed common themes emerging from a review of 

several Maths and Science projects with regard to successful learners and successful schools, 

including that: 

 ‘Learners who succeed in Maths and Science:  

a) are resilient and usually come from schools where the principal shows resilience in the way s/he runs 
the establishment; 

b) have high motivation, good thinking skills, and also high levels of self-esteem; 
c) share with others (peer learning) as well as learning effectively on their own; 
d) have mentors, or a support mechanism, either at school or at home, or in the community; 
e) generally have access to resources, such as books, calculators and study guides; 
f) find a way to have access to good teachers; 
g) find ways to overcome the challenges of their context. 

 

 Successful schools have: 

a) committed and dedicated staff; 
b) a principal who is respected and who leads; 
c) teachers who are on time and maximise lesson time for the benefit of children; 
d) textbooks and lesson material that are appropriate for the ability of the children; 
e) reflective practice activities whereby staff reflect on what is happening in the school and then move to 

improve their performance on a continuous basis; 
f) strong planning activities; 
g) a data-based system which is used to improve school practice; 
h) fair and equitable treatment for all children.’  (5 p.3) 
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‘Abilities’ were identified as the platform for the project; these were then mapped against Kirkpatrick’s four levels 

of learning. This framework provided a structure for (i) designing the project activities; and (ii) analysing progress in 

achieving the project outcomes. 

 Design of data collection instrument needs to be fit-for-purpose.  

 Where design elements are missing, projects become more difficult to monitor, which in turn makes it difficult to 

intercede to fix problems as they happen. As noted in Project 4 (Teacher Laptop):  

 

 

 

 

 Project Scope may need to change in response to contextual factors. (See KLC 2.2 Implementation.) 

Tools & 

 Resources 

EXAMPLES OF CHANGE OR ACTION PLANS 

Click below for two examples of Change or Action Plans from two of the projects. 

Revised DIPIP Programme Logic Model/Theory of Action for 2013 (Project 1, DIPIP) 

Initial Spirit of Youth theory of change flowchart as constructed from documentary analysis (Project 6, 

GIBS Spirit of Youth) 

 

EXAMPLES OF DATA COLLECTION TOOLS  

Here are some examples of Data Collection tools from two of the projects:  

Teacher Retrospective Knowledge Competency Survey Schedule and Attendance per PLC in Terms 1 

and 2 (Project 1, DIPIP) 

Observation (User Heuristics) Instrument for Ipower2 Afternoon Session:  Learner use of laptops 

(Project 3, iPower/NovaNet)  

                            

                                         Benita Williams, 16 July 2014: 

                                         GEDT Monitoring and Evaluation for Education  

 

‘A weakness in the project is that there are no available project documents like an implementation plan and it does not 
have a well-developed theory of change. There is a need for a deliberate design that speaks to the selection of 
teachers, preparation, motivation, managing participation and the division of roles and responsibilities.’  (4 p.9) 

 

 

https://drive.google.com/open?id=1bLgAeZjbUuCs1p38N0M0zZYfHHQsE53M
https://drive.google.com/open?id=1DEn9SquDnr4lk2fOcBn4N2iXSZYN-2Ay
https://drive.google.com/open?id=1DEn9SquDnr4lk2fOcBn4N2iXSZYN-2Ay
https://drive.google.com/open?id=1Dt1FNZNMtw-PfvAhY_YgkRpNf2dwd7wl
https://drive.google.com/open?id=1Dt1FNZNMtw-PfvAhY_YgkRpNf2dwd7wl
https://drive.google.com/open?id=1WrdmD4fcOQ1k5JQs5I9qN1HluocEwawK
https://drive.google.com/open?id=1WrdmD4fcOQ1k5JQs5I9qN1HluocEwawK
https://www.youtube.com/watch?v=s2cFRg-Ra1Y
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1.2 COMMUNICATION STRATEGY 

This is obviously a key component of any project and its lifecycle. Successful projects are based on good communication 

with stakeholders at all levels, and among project partners and project beneficiaries. In addition, however, the importance 

of communication goes beyond the life of the project: dissemination of project results and learnings sustains the effects of 

interventions on the system, and is vital to inform future good practice and to influence policy.   

Planning for communication before, during and after a project is central to both the design and the implementation stage of 

a project.  

Stakeholder-

specific interests 

These lessons are of interest to high-level stakeholders in the education department at national, 

provincial and district level who may be involved in the approval of educational projects.  

They also carry important messages to funders, and to those involved in project design on behalf of 

providers. In particular, Project Managers can use these lessons to deepen their understanding of 

communications roles and challenges.  

The academic community also needs to take note of lessons relating to research opportunities and 

the capture of project learnings.   

Learnings captured in ‘learning briefs’ as modelled by the DIPIP project could also be a useful tool for 

government to draw on in relation to review and amendment of policy and legislation.  

Focus area The need for good communication strategies cuts across all subject areas and project focus areas.   

 

Key lessons on Communication Strategy 

There are several major lessons on Communication which emerged from nearly all the projects:  

 A Communication Strategy or Plan should be an integral part of any project plan, charting methods and timelines 

for reporting, recording and feedback at all levels throughout the project lifecycle (and beyond).  

 Planning and implementing communication between and amongst stakeholders and actors at different levels needs 

to be co-ordinated, preferably by one strong individual who has a certain amount of clout or status.  Some projects 

specifically identified the Project Manager as the key person in this regard.  

 Roles and responsibilities need to be captured and communicated in a project charter or framework document, so 
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that there is a guide to which stakeholders/ participants can refer throughout the project (or use for future projects 

of a similar nature).  

Example quotes are given below:  

 

 

 

 

 

 

 

 

 

 

 

 

Other lessons learned include the following.  

 Initial high-level meetings to obtain buy-in for projects are crucial; if necessary, these meetings need to be repeated 

in order to ensure that all the relevant stakeholders are informed about the project. If all the relevant stakeholders 

don’t attend the initial meetings, this can have negative consequences further down the line in that important 

stakeholders feel they were not informed.  

 

 Project beneficiaries such as teachers need to clearly understand (i) how the project will benefit them; and (ii) what 

is expected from them. In Project 5 (GEDT Maths and Science Projects), for example, the schools at which this was 

clearly communicated and negotiated up front had successful outcomes (see KLC 3.4 Human Resources Support). In 

Project 4 (Teacher Laptop Project) lack of clear communication about the nature of teacher involvement, the 

support available, and confusion around incentives to participate was identified as a key factor that undermined the 

project.  

 

 A variety of communication methods needs to be used for different purposes and for different stakeholders. These 

can range from traditional reporting to different roleplayers, to participation in district-level meetings for reporting 

Project 2 (LearnThings): ‘Coordinating the communication between the various actors required a strong project 
manager from the project management agency, and required a lot more effort than initially anticipated. ……  It 
might have been helpful if a formal project charter could have been developed that documented the roles and 
responsibilities up front, and also specified the anticipated meeting frequency for the various role players.’(2 p.85) 

 

Project 5 (Maths and Science Grants): ‘A key structural component of the project related to the quality of teaching 
provided was the external support through the agency of the Project Strategy Manager.  The Project Strategy 
Manager conducted external monitoring, requiring from the additional teachers the preparation of a year plan, 
submission of reports and statistics, and attendance at quarterly meetings to discuss progress.’ (5 p.17) 

 

Project 5 (Maths and Science Grants):  ‘It may be helpful for the potential benefits and concomitant roles and 
responsibilities of all parties to be compiled into a framework for an induction process. Although each school is 
different, and leeway should be permitted for principals and teachers to implement the project flexibly, 
nevertheless there is a specific basic structure required for delivery of the teamwork and remediation, and specific 
basic monitoring and support processes to facilitate this delivery.’ (5 p.37) 
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purposes, to using alternative media to stay in touch. Project 1 (DIPIP), for example, used a WhatsApp group for its 

Professional Learning Communities; the LearnThings and iPower2  projects (Projects 2 and 3) recommended the 

future use of an sms system to keep learners informed of practical arrangements. Project 2 noted that ‘… attempts 

to keep District officials abreast of project developments via e-mail were not very successful’ (2 p.11), but it is not 

clear why; possibly an e-mail strategy which requires responses could be investigated. Project 2 (LearnThings) also 

suggests that a communication plan should take into account the differences between role players at the ‘need to 

do’ level (communication to initiate action), and those at the ‘need to know’ level (communication at the level of 

sharing information and soliciting approval); different communication strategies may be appropriate for the 

different groups. 

 

 A proposed intervention may find itself competing against other projects aimed at the improvement of teaching and 

learning. Good communication of the aims and benefits of a project to decision makers and to the broad education 

community is therefore vital. As the DIPIP project noted:  

 

 

 

 

 

 

 

This factor also affected the LearnThings programme which was somewhat derailed by the timing of the 

government-sponsored SSIP projects. This situation may have been avoided through better communication and 

negotiation in the planning stages.  

 

 Successful projects generally aim to (i) have positive long-term systemic effects; (ii) put sustainable practices into 

place; and (iii) be replicable. One of the key conditions for these things to happen is good management and 

communication of the knowledge, skills and practices informing the projects and resulting from the projects. This 

could take the form of contributions to research, to policy development, or to professional practice.   Dissemination 

of the project results and knowledge management should form a part of the Communication Strategy for any 

project. Project 1 (DIPIP) addressed this explicitly in its project scope, and is working towards these proposed 

outcomes:  

 

 

There is evidence to suggest that the DIPIP programme needs to strengthen its communication about the potential 
benefits of the DIPIP programme. Although annual reports to principals are planned, more regular reporting – 
specifically emphasising the benefits of the project – may be necessary. Since schools are under a great deal of 
pressure to improve learner results, projects that promise gains in learner marks by targeting learners directly may 
seem to be more appealing. [One school], for example, reportedly suspended their participation in DIPIP due to a 
learner-targeted project being favoured over DIPIP. This does not mean that interventions that target teachers are 
not valuable, but if the DIPIP team does not regularly communicate the benefit of the programme for teachers and 
learners, it may be seen to be less beneficial to the focus and mandate of the district and school.’ (1b p.74) 
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 The notion that policy briefs and a dissemination strategy be built into the design of a project is one that can be 

applied to any future educational interventions.   

Tools &  

Resources 

RESOURCE ON COMMUNICATION STRATEGIES  

This resource provides a useful overview of the elements of a Communication Strategy. While the 

material was prepared for the Tasmanian government and uses terminology specific to that context, 

there are general pointers that can inform the development of a Communications Strategy in any 

context (Project Management Fact Sheet: Developing a Project Communication Strategy. Tasmanian 

Government Project Management Framework. Version: 1.2, November 2008.). 

Developing a Project Communication Strategy 

 

 
                                        Benita Williams, 16 July 2014: 
                                   
                                        Lessons on Communication in Education Projects  
 

 

 

 

 

 

‘Besides impacting schools through a direct interaction with teachers, the DIPIP project also intends to make a 
research contribution. The research output is likely to contribute towards the body of academic knowledge 
(Masters theses, PhD Dissertations and academic papers in journals and conference proceedings are examples of 
these) but it may also affect policy and practice in the Gauteng province more directly if the relevant research 
findings are packaged and presented to GDE policy-makers and practitioners in an appropriate way. The DIPIP team 
identified that they are well-placed to comment on how to set up and sustain a PLC and how to train facilitators to 
support PLCs.  
It is recommended that, in future, if GEDT contracts research, they build in the development of policy briefs and an 
engagement process about this as part of the design. DIPIP must write learning briefs or policy briefs, as a priority 
research output, on these topics, to ensure that the true value of this project is realised. The involvement of 
relevant policy-makers and practitioners may be considered even while the briefs are being developed, but at 
minimum the content must be shared with the relevant decision-makers in a manner that relates the DIPIP findings 
to developments that suggest that PLCs and Communities of practice are likely to become more important vehicles 
for teacher development.’  (1a p.124)  
 

https://drive.google.com/open?id=1dKx20y44AVHmiis5Fsrx3gka2FzjI_X_
https://www.youtube.com/watch?v=kEjlTc24okA
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KEY LEARNING CATEGORIES 

1 2 3 4 

 

Key Learning Category 2: 

 

 

ELEMENTS 

2.1 Co-ordination of the project lifecycle    2.2 Implementation  

 

 

2.1 CO-ORDINATION OF THE PROJECT LIFECYCLE 

The lifecycle of a project runs from the planning and design stage through the various implementation stages, monitoring 

and feedback throughout the programme and final reporting. [External evaluation of the project successes and failures is a 

subsequent stage outside the scope of co-ordination of a project.] 

Projects sometimes fail not because of a lack of technical skills on the part of those executing the project, but because of 

inadequate co-ordination at different levels or stages of the project. Effective project management requires integration and 

control of project activities, people, stakeholders and contractors.  

A key lesson from the GEDT projects is the crucial need for a central node of control overseeing and ensuring integration 

and implementation of all project activities, and communication between all those involved.   

Stakeholder-

specific interests 

These lessons are of specific interest to Project Managers and funders, who need to understand the 

key role that co-ordination plays in effective project management.  

Focus area The need for good co-ordination strategies and skills cuts across all subject areas and project focus 

areas.   
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Key lessons on Co-ordination of the Project Lifecycle 

 The extent and pressures of the co-ordinating role are sometimes underestimated. In Project 2 and 3 (LearnThings and 

iPower2/NovaNet),  for example, the following was noted:  

 

 

 

 

 One central individual (or team) needs to hold the reins of partner and player co-ordination. Different role-players 

may make incorrect assumptions about who is doing what.  This can happen at the level of practical arrangements 

and at higher levels of information sharing.  In  Project 4 (Teacher Laptop), for example, the following was noted:  

 

 

 

 

 

  

 

 

 The project co-ordinator should have a certain amount of status so that he or she can freely access officials at 

provincial or national level, or decision-makers at funding organisations. This may be necessary if interventions are 

required to get a project back on track, or if significant changes to project design or financial projections are 

needed.   

 

 Co-ordination also involves making sure that vital information emerging during implementation is captured. For 

example, the ongoing recording and capturing of factual project information for monitoring purposes (e.g. 

attendance registers, usage statistics and so on) provides hard data on the project and should not be neglected. 

User-friendly instruments need to be developed at the planning stage, and their use across sites co-ordinated and 

monitored. In addition, critical insights need to be recorded and documented: in Project 7 (Audio Visual), for 

example, it was noted that valuable reflective insights from the coaches during the training sessions were lost:  

 

‘From interviews with different stakeholders it is evident that partner coordination and clarity of roles was not 
effectively communicated throughout the project.’(4 p.36);  

and  

‘Roles and responsibilities were not clearly outlined and/or enforced, due to a lack of a project champion who could 
be based at the Gauteng Education Department. A project champion should be appointed for such an important 
project with various key stakeholders who would work closely with the project manager, but has the clout to 
motivate for greater participation and responsibility by stakeholders.’ (4 p.44)  

 

The sheer number of role players involved in the implementation of these two projects introduced a level of complexity 

into the project management and communication processes that required a sizable investment of time and resources 

into meetings and communication.’ (2 p.84) 
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Tools & 

 Resources 

EXAMPLE  OF A PROJECT MANAGEMENT FRAMEWORK 

There are various ways of organising planning and action categories in project management. Here is 

an overview that looks at project management in terms of the ‘knowledge areas’ that need to be co-

ordinated (http://www.pmi.org/PMBOK-Guide-and-Standards.aspx. Accessed 15-07-2014). 

Project Management Framework 

 

 

                                  Benita Williams, 16 July 2014: 
                                  Key Lessons from ICTs Projects as noted by the evaluator  
 
                                  Lessons on Communication in Education Projects  
 
                                  Project Management for Education Projects  
 

‘It was observed that valuable information was presented during the plenary sessions. Although the coaches 
engaged in critical discussions most of the information was not documented. It would have been very useful to 
document feedback on flipcharts and derive some form of consensus of the validity of the feedback. Documenting 
feedback helps to keep track of recurrent issues and noting emerging lessons.’ (7 p. 15) 

 

http://www.pmi.org/PMBOK-Guide-and-Standards.aspx
https://drive.google.com/open?id=1W73PNhlNYo6fcuJm3reZXWDreYgkOOnk
https://drive.google.com/open?id=1W73PNhlNYo6fcuJm3reZXWDreYgkOOnk
https://www.youtube.com/watch?v=VdODkXIjyBw
https://www.youtube.com/watch?v=kEjlTc24okA
https://www.youtube.com/watch?v=Rob_IDQBbEQ
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2.2 IMPLEMENTATION 

Every project comes up against implementation challenges. Many of these arise because of bad planning, in that risks or 

barriers were not sufficiently identified and planned for at the outset of the project. But even well-planned projects may get 

derailed because of unforeseen factors, such as changes in the policy context, changes in the school environment or the 

people components involved, or other unexpected variables.  

The key implementation lesson from the GEDT projects is related to flexibility in project management: if unforeseen 

variables are negatively affecting progress towards project outcomes, project management and key stakeholders need to be 

able to re-negotiate aspects of the project, without undermining credibility of outcomes.  

Stakeholder-

specific interests 

These lessons are of interest to high-level stakeholders in the education department at national, 

provincial and district level who may be involved in the approval of educational projects.  

They also carry important messages to funders, and to those involved in project design on behalf of 

providers. In particular, Project Managers can use these lessons to deepen their understanding of 

implementation roles and challenges.  

The cycle of evaluation against initial project planning and implementation is of interest to those 

involved in programme evaluation.  

Focus area 

 

The need for good implementation plans and control of implementation cuts across all subject areas 

and project focus areas.   

 

Key lessons on Implementation 

ICT projects in particular are usually faced with complex implementation issues. This is due to the number of role-players 

and providers involved, and the technical issues that go along with ICT projects.  Project 2 (LearnThings), Project 3 

(iPower2/NovaNet) and Project 4 (Teacher Laptop) have various implementation lessons to offer.  

 Selection of schools in untested projects needs to balance out the following factors:  

- There should not be too many schools in a project as resources will then get stretched; at the same time, too 

few schools in a project don’t allow for economies of scale, or for drop-out of a school.  

- Proximity in one district allows for quick responses and focused relationship-building and communications.  
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- Schools should meet a specified list of minimum criteria related to the school’s ability to successfully implement 

the project, especially in relation to connectivity.  

- The availability of technical resources (including basic resources such as power points) and infrastructure that a 

school claims to have needs to be confirmed before implementation.  

 

 In an ICT project targeted at teachers, selection of teachers needs to be based on a needs analysis of their computer 

literacy. This can impact on (i) training (see KLC 3.1); and (ii) successful implementation in terms of what the 

technical resource is being used for. This is illustrated in Project 4 (Teacher Laptop):  

 

 

 

 

 

 

 

 

 ICT projects demand an extensive mix of skills, and clarity about who is doing what. The following needs to be 

considered. 

- An ICT project will have a project management team, but there will generally be another implementation team 

at work in that the service providers will typically have their own personnel involved in running the technical 

side of a project. It is important that there is a clear understanding of the division and scope of roles and 

responsibilities within the project (see also KLC 1.2, Communication Strategy).  

- Educational knowledge, technical skills and project management skills need to be well-balanced. As noted, for 

example:  

 

 

 

 

 

 

 

 

 

 

‘Implementing an internet-based technology project when many teachers have computer literacy challenges 
compounded problems. This is exacerbated by the unlimited and unsupervised access to internet which can be used 
anywhere and anytime. District officials note that many of the selected teachers are in schools have little or no 
teaching and learning resources, let alone management resources. Therefore, teachers will use the equipment to 
engage in other work and personal commitments outside the project that seem to benefit what they are doing on a 
daily basis.  For those who are computer illiterate, not having a facilitator discourages them when they keep having 
challenges. Many have stopped logging on to use the system and continue to engage in other non-project related 
work on the laptops.’ (4 p.39) 

‘It is important that the implementation teams (both on the side of the service providers and the project 
management agency) have the following competence in their teams:  

 Project design (Project phases, link with other education activities) 
 Project management (Meeting deadlines, reporting, accountability) 
 Relationship management (Learners, Schools, District, Province, Donor) 
 Logistics coordination (arranging transport, catering) 
 Technical expertise (Set up and trouble shoot, product specific and more general ICT skills) 
 Generic education expertise (How schools work, how schools in townships typically work) 
 Content specific education expertise (E.g. Maths or science etc.) 
 Contextual understanding (E.g. Township schools) 
 Monitoring and evaluation (Using the information as it emerges.).’ (3a p.67) 
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Project 4 states even more strongly that technology projects need to have ‘… a specialist with project 

management experience in technology projects’ (4, p.42) in order to guide implementation and ensure 

stakeholder engagement.   

- To increase the success of ICT projects focusing on content, the project design team should include an 

education technology specialist who will advise on which curriculum components are best suited for online 

teaching programmes.  

- Providers must make sure that a technical person is available during computer-based learning  sessions, to 

ensure that tutors/ teachers don’t use up teaching time trying to solve technical problems (see also KLC 3.4, 

Human Resources Support).  

- It does not work to give teachers high levels of responsibility in ICT projects, as (i) they are often insecure in 

relation to the use of technology; and (ii) they will tend to prioritise their other responsibilities and own 

workload.   

 

 ICT-based projects are highly specialised, and whether internet-based or not they require the full support of an IT 

support team. Technical issues were generally challenging. Down time is fatal to ICT projects: when learning is 

interrupted for whatever reason, (i) learners (and tutors or teachers) become de-motivated; and (ii) content 

coverage schedules are disrupted, which impacts on project timelines. A range of practical lessons were learned in 

relation to technical issues.  

- Providers need to have a back-up plan in place to address network or connectivity issues.  

- System usage statistics must be closely monitored, but it is important that there is a mechanism to distinguish 

between human (voluntary) or technical/ logistical (involuntary) factors. Reasons for down-time (e.g. class was 

locked, internet down, power cut, etc.) need to be logged.  

- Software and specific network set-ups should be tested before implementation.  

- Service providers should control the installation of software and the management of the computer labs, as this 

makes it more likely that they will be able to engage with and solve problems as they arise. 

- A balance between cost and quality of equipment is needed: equipment should be able to withstand robust 

handling.  

 
 ICT projects need to make sure that the content of a computer-based or online programme matches the South 

African teaching context and curriculum. For example, in Project 4 (Teacher Laptop) the non-alignment of the 

NovaNet content was noted as a possible threat to the project.  

 

Other implementation lessons learned apply across all types of projects, not just ICT projects.  

 In projects which demand time and commitment from teachers, the following must be factored into 

implementation plans:  
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- Timing is important. Key activities should not be left to Term 4, as teachers will then be focusing on end of year 

examinations. 

- Timing must also consider clashes with other interventions, such as SSIP. Attempts should be made to ascertain 

what other major teacher development projects are planned for the year, so that teachers are not 

overburdened, and school management is not torn in too many different directions.  

- School leadership (the principal and the School Management team) needs to be explicitly on board in order to 

motivate and support teachers. This is especially the case where teachers may need to be released from extra 

teaching or extra-mural activities, or where there may be schedule clashes which need to be sorted out. Ways 

of managing these kinds of issues need to be addressed at the start of the project.   (1 p. 119/ 125) 

 

 Implementation needs to be driven and coordinated by a designated individual or team, so that everyone is clear 

about their areas of responsibility and there is no conflict between different project components. Where ‘overview 

control’ is lacking, implementation becomes problematic.   In Project 4 (Teacher Laptop), for example: 

  

 
 
 
 

 Monitoring during implementation can often lead to a change in the design of the programme (e.g. Project 6, which 

instituted a programme team as a structural element in the programme design, and amended its theory of change) 

or scope of the programme (e.g.  Projects 2 and 3, which changed and extended target beneficiaries). While this 

flexibility and responsiveness to changing circumstances is desirable, it is important for future reference to record 

the factors prompting change and the subsequent changes made. Project management needs a strategy for 

troubleshooting and adaptation as required by changing circumstances. As noted in Project 1 (DIPIP):  

 

 

 

 

 

 Practical logistics are a key element in all project planning and delivery. Issues such as lack of transport, poor venues 

and lack of provision of refreshments are often cited by project participants as barriers to participation.  

 

Tools & 

 Resources 

 

EXAMPLE  OF AN IMPLEMENTATION FRAMEWORK FROM AN ICT PROJECT  

The two slides below are given as illustrative examples of how to approach an implementation 

framework. 

‘The lack of coordination to guide the roles and responsibilities of each stakeholder exacerbated the challenges that led 
to implementation failures.’ (4 p.41) 
 

‘Weekly project meetings have provided a constant point of feedback where trouble shooting takes place of potential 
implementation challenges faced…… The team has been responsive to changes in the implementation context, and 
from their side, delivered the requisite level of effort.’ (1c p.172) 
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These slides are extracted from a presentation on ICT for Rural Education Development 

(ICT4RED) as part of the Cofimvaba Rural Education Intervention (ICT4RED. CSIR Meraka. Ford, 

M. Pretoria, 2012. Extract from power point presentation at the ICT Community of Practice 

meeting on 18th of June 2013.). 

Component Model and Implementation Process 

 

 

                                                Benita Williams, 16 July 2014: 
                                                Key Lessons from ICTs Projects as noted by the evaluator  
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

https://drive.google.com/open?id=15wAv1twzh58V3WLOf76fCHatKQ7pvyjf
https://drive.google.com/open?id=1yy7cCPfU2C5O22_O342hTjIMrmS3f6iN
https://www.youtube.com/watch?v=VdODkXIjyBw
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KEY LEARNING CATEGORIES 

1 2 3 4 

 

Key Learning Category 3: 

 

 

ELEMENTS 

3.1 Teacher 

profiles     

3.2 Pedagogical 

Practice: Using Error 

Analysis  

3.3 Professional 

Learning Communities  

3.4 Human Resources 

Support  

 

 

3.1 TEACHER PROFILES 

Some projects are targeted directly at improving teacher performance, while others might target learners or focus on 

provision of resources. Regardless, teachers generally play a pivotal role in the success or otherwise of any school-based 

interventions. An understanding of teacher capacities and teacher expectations in relation to their roles and responsibilities 

in any project is vital.  

Stakeholder-

specific interests 

These lessons are of interest primarily to those involved with teacher development and training, 

including government at various levels, university schools of education, and any other providers of 

teacher development.  

Teacher-directed ICT projects in particular need to take cognisance of how different levels of 

technical capacity within one target group of teachers impacts on training, and look at options for 

differentiating training.  

Focus area Understanding teacher profiles in relation to the project aims is useful across the board.  

For ICT projects, profiling different levels of technical expertise can help in the design of teacher 
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 training for a specific project.    

 

 

Key lessons on Teacher Profiles 

 It is not always possible to predetermine selection criteria for teachers on a project. The nature of the project may 

determine the selection of teachers (e.g. subject area taught; availability; interest and commitment). 

 

 Projects such as Project 6 (GIBS Spirit of Youth leadership programme) which lie outside of the schooling context 

per se need to match the facilitator (non-teacher) profile with the project aims and characteristics. (6 p.8) 

 

  In the interests of sustainability, projects aimed at ongoing teacher development and professionalisation within 

schools should include a mechanism for identifying and encouraging those teachers who will be able to play a lead/ 

mentoring/ coaching role once the project is ended (e.g. Project 1 DIPIP).  

 

 In ICT projects where teachers are expected to access technology (e.g. Projects 2, 3 and 4), it is important that the 

project caters for varying levels of computer skills. If this is not done, a lot of time is wasted in training for a 

particular application of package as the pace will be dictated by the slowest user. Projects should ensure that some 

kind of profiling or needs analysis takes place before training, so that if necessary training can be differentiated 

between beginners and more advanced users.  

 

 In relation to upgrading teacher skills, ICT projects should not try to include too much in one training session – e.g. 

using a different operating system as well as engaging with an unfamiliar software package and new content.  

 

 Teachers must not be excluded from ICT projects targeting learners (e.g. Projects 2 [LearnThings] and 3 

[iPower2/NovaNet]). Teachers need to be able to help learners manage and pace their progress through a 

programme: this implies the need for effective and timeous training for teachers alongside the interventions aimed 

at learners. In projects where teacher training was either ineffective or too late, it was found that learners had not 

benefitted from their self-paced programmes as much as they might have, as they had occasionally lost their way.  
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 In relation to ICT projects targeting teachers (e.g. Project 4 [Teacher Laptop): 

 

 

 

 

 

 

 In relation to ICT projects targeting teachers (e.g. Project 4 [Teacher Laptop]), teachers need to be made aware of 

the nature and scope of the expected commitment; this could be handled through an induction process that pre-

empts potential pitfalls, and ensures that teachers understand the level of self- development required.  

 

 The use of videos of teacher performance (Project 1 [DIPIP] and Project 7 [Audio Visual]) needs to be coupled with 

a mechanism that enables teachers to discuss and reflect on their own performance in a structured way. In both 

these projects it was the discussion with facilitators/ coaches and colleagues that strengthened teacher benefits 

from viewing videos.  

 

 Teacher incentives should be used with care. While these can be effective, they can also be abused, in that teachers 

may focus on the additional project work at the expense of day-to-day teaching.  

Tools & 

 Resources 

TEACHER DEVELOPMENT MATRIX  

This resource gives a matrix listing educator qualities, in terms of knowledge, skills and attitudes 

(National Teacher’s Guide. ARGO Publishing. 2013. Matrix developed in the BRIDGE Maths and 

Science Community). 

ARGO National Teachers Guide – Teacher Development Matrix 

 

‘ … a key lesson that has emanated from this project is the challenge of selecting the right type of teachers to 

participate. Teachers who are not inundated with too much Grade 12 work and those who have some kind of 

basic computer skills will benefit more from such interventions.’ (4 p.8) 

 

https://drive.google.com/open?id=1egH_nN2f4YOtRSR014kp2AnoeTa-eSIw


GEDT Repository 2014 

KLC 3 Teacher Development 23 
 

 

3.2 PEDAGOGICAL PRACTICE: USING ERROR ANALYSIS 

These learnings are drawn mainly from the DIPIP Project, in which error analysis was the central project tool.   

The analysis and use of assessment evidence produced by learners is central to the management of information in 

education in general, and to good teaching practice in particular. Assessment provides information on a number of levels, 

ranging from information relating to individual progress and achievement, to information about the quality of the system 

as a whole. 

Error analysis as a sub-set of assessment is an important tool in teaching and learning, and can be applied in any learning 

area. In mathematics education, error analysis involves analysis of correct, partially correct and incorrect methods of 

solution.  

Project 1 (DIPIP) was based on the premise that teachers need to  

 know which errors learners make; and 

 know why learners make these errors 

in order to understand learner thinking and common misconceptions. This would help teachers adapt their teaching to 

become more effective, thereby improving learner performance. The project involved a number of processes and activities 

designed to equip teachers in identifying and responding to learner errors.  

The key learnings suggest that error analysis can be used as an effective strategy in any project aiming to improve 

pedagogical practice, as long as certain enabling conditions are met. These include regular and ongoing training and 

practice in conducting error analysis, preferably in real live contexts, and including structured reflection on the process. 

Error analysis can also improve teachers’ own subject matter expertise, though this is more difficult to measure than 

improvements in pedagogical practice. 

Stakeholder-

specific 

interests 

These lessons are of interest primarily to those involved with teacher development and training, 

including government at various levels, university schools of education, and any other providers of 

teacher development.  

As a concept that could be integrated into a range of different projects, this element and topic is also of 

interest to funders and project designers.  
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Key lessons on Pedagogical Practice: Using Error Analysis  

 Teachers need sustained and regular engagement over a period of time with concepts and practice in error analysis 

in order to become proficient in its application.  

 

 Mathematical Content Knowledge is also a critical factor in successfully using error analysis for teaching and 

learning.   

 

 Participation in error analysis training and practice can help teachers identify their own subject matter content 

knowledge gaps in maths, and correct these gaps.  

 

 Training on error analysis seems to work best in real contexts such as the ANAs and live classrooms. Work done in 

the context of the ANAs supports teachers in the diagnostic element required from them by policy. 

 

 Formally structured reflection on lessons and analysis of videos on lessons is helpful.   

 

 How long individual teachers are involved in a project is an important factor. Pedagogical practice definitely 

improved, in relation both generic teaching skills and mathematically orientated pedagogies; those who 

participated longest (three years) showed the highest quality of improvement. This suggests that short-term or 

once-off interventions are not effective in delivering improvements in pedagogical practice.  

 

 Teachers improve in their questioning methods and sensitivities to learner confusion once they have been exposed 

to error analysis. Centrally, there was evidence that error analysis helps teachers use probing questions effectively 

in order to understand the thinking and reasoning behind errors. Questioning improved from rote questions such as 

“Do you understand?” (which generally elicit rote answers), to meaningful questions such as “Can you prove it, can 

you check if it will balance?”. Meaningful questions draw out answers which serve as a platform for explanation and 

correction of misconceptions. However, teachers found it difficult to extend better probing methods beyond 

Focus area 

 

Error analysis was in itself the primary platform for the DIPIP project, which focused on the teaching of 

Mathematics.   

There are however ways in which error analysis is pertinent to other subject areas such as Science and 

English, and could also be integrated into ICT projects.  
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individual learners into whole class teaching. 

 

 A baseline analysis of subject matter expertise should have been done at the start of the project so that 

improvements in content knowledge could have been measured more efficiently. A DIPIP recommendation noted 

the following:  

 

 

 

 
 

 
 

 There is a need, expressed by teachers and confirmed through observation, for more input on content knowledge. 

Support via an on-line platform is one avenue that could be investigated.  

 

 Error analysis could be pertinent to other projects aiming at the improvement of pedagogical practice. In the Audio-

Visual project (Project 7), for example, the following was noted:  

 

 

 

 

 

Tools & 

 Resources 

RESOURCES ON ERROR ANALYSIS  

The following articles give more insight into the role of error analysis in teaching and learning.   

1. DIPIP and University of Witwatersrand Learning Brief. Using Assessment Data to improve 

practice. Findings from the DIPIP project 2011-2013. Karin Brodie.  

Click to access article. 

 

2. Mail & Guardian article ‘Don’t be afraid of assessments at school.’ Barbara Dale-Jones. March 

2014.  

 Click to access article. 

 

‘Since there was no baseline study done of teachers' knowledge, it is not possible to tell whether and how much 
growth in content knowledge there has been. ….. It may be useful to conduct some research in future to determine 
whether a baseline content knowledge measure could be used, together with teacher interviews, to determine 
whether a significantly greater focus on Mathematical Content Knowledge would be required.’ (1a p.127) 

 
 

‘The main criticism of the videos has been that they do not show how teachers can deal with learners with varying 
intellectual abilities. For instance, in most of the videos all the learners give correct answers to the questions asked by 
the teacher. The videos do not show how a teacher could deal with a learner who provides a wrong answer or fails to 
count or demonstrate a concept in class. This element, it was noted, was critical since most teachers do experience 
such situations on a daily basis in the classrooms.’ (7 p.12)  

https://drive.google.com/open?id=1YtX1t5Y_hRTRi39HVVJ3kvrpb41f7kpM
file:///C:/Users/craig/Downloads/Public/•%09%20Click%20to%20access%20article
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3. Unit 1 Reading: Introducing the Data Informed Practice Improvement Project Phase I (DIPIP).  

               Sapire, I. Sapire, Y. © University of the Witwatersrand and Saide. Johannesburg 2013. 

 

4. Assessment for Learning, Unit 1: Using learners’ test data for professional development . 

Sapire, I. Shalem, Y. Reed, Y. and Paulsen, R.  © University of Witwatersrand and Saide. 

Johannesburg 2013.  

 

TEACHER COMMENTS ON ERROR ANALYSIS  

The table below gives illustrative examples of comments made by teachers reflecting on the impact of 

error analysis on their pedagogical practice.  

[Extracted from Project 1 DIPIP Final Evaluation Report  for 2012, January 2013]  

 

 

 

 

 

 

 

 

VIDEO 

Video and Power Point presentation: The role of error analyses in Teacher Development. Teachers 

Upfront Seminar 

Click to access Power Point presentation.  

 

Ingrid Sapire, 2012: 

http://youtu.be/hARIwotJilw. 

 

 Understand most learners have common errors - learners take from one context and put into another context.  

 I have a deeper understanding of difference between ‘slip-ups’ and errors.  

 Before could not probe learners. Use to tell learners the answer. Now can probe and learner realises own 
mistakes.  

 Even small error made is linked to a big misconception so have to deal with small errors as this impacts on their 
maths, even future  

 I now know I must not assume that learners made errors because they didn't listen.  

 I understand that learners don't think they have made an error, they think they are right.  

 I learnt that I should find out learners thinking behind errors.  

 I learnt I should not concentrate on numbers only, also look at variables.  

 Learners do not make errors just because they are silly. 

https://drive.google.com/open?id=1pltbtxqu3HJb-yMvbXKpxhhIACfFjK46
https://drive.google.com/open?id=1LtCXuEhrNB1VsZofdtitfVw3Mfu8IJ7q
https://drive.google.com/open?id=1pXq_puln_natgbFNUgVRCi9xCzx6UUt3
http://youtu.be/hARIwotJilw.
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3.3 PROFESSIONAL LEARNING COMMUNITIES 

Professional Learning Communities (PLCs) are groups of teachers working together to discuss and review their own teaching 

practices and their learners’ learning. The aim is to share experiences, knowledge, techniques and insights with the aim of 

improving teaching practices and learner achievement.  

PLCs are seen as a vehicle for in-service professional development of teachers, and ways of making these both effective and 

sustainable is on the national policy agenda.  

Project 1 (DIPIP) supported teachers in participating schools to organise into PLCs, in order to develop pedagogical and 

content knowledge. Error Analysis was the organising principle for this (see 3.2 Pedagogical Practice: Error Analysis). DIPIP 

provided external facilitators to conduct structured PLC activities, and support materials. DIPIP also conducted training in 

facilitation for School-Based Facilitators (SBFs). Quarterly Network Learning Community (NLC) meetings provided 

opportunities for PLCs to share their learnings and progress.  

Key Lessons on PLCs focus on the role of school-based facilitators, and ways of enhancing the sustainability of PLCs.   

The kinds of relationships between teachers that developed in Project 5 (Maths and Science Grants) could also be seen as a 

form of professional learning community within each project school, exemplified through the benefits of team teaching.   

Stakeholder-

specific interests 

These lessons are of interest primarily to those involved with teacher development and training, 

including government at various levels, university schools of education, and any other providers of 

teacher development.  

Principals, School Management Teams and teachers can use these lessons in developing PLCs in their 

own contexts.  

Focus area 

 

Processes for establishing and running PLCs are of interest in any subject area and level of the 

education system.  

The SBF training model is generalisable to all subject areas.   

 

Key lessons on Professional Learning Communities 

 The role of the school-based facilitator (SBF) is key to a successful PLC. Facilitators require leadership, negotiation 

and facilitation skills as well as the subject matter expertise to guide the content learnings. Carefully constructed 
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training (including role-playing and video analysis) is vital. The de-briefing sessions with the DIPIP facilitators after 

PLC meetings were found to be helpful.  

 

 Where possible more than one SBF should be trained per school, so that personal circumstances or teacher 

turnover do not interrupt the ongoing sustainability of a particular PLC.  Where there are two SBFs in a school, it 

also enables role sharing and role swapping (e.g. administration or leading facilitation).  

 

 In the interests of sustainability, criteria or profiling that would help identify a potential PLC convenor or facilitator 

could be developed. Such teachers should be encouraged to liaise with other facilitators and take future planning 

initiatives while the project is still running, in the context of a ‘handover’ strategy.   

 

 Some degree of ongoing external support is needed for sustaining PLCs. External involvement gives credibility and 

status to PLCs, and allows for external ‘academic’ expertise to be brought in, which gives teachers more confidence 

in what they are learning.  Teachers also felt that the continued provision of resource material is needed. The final 

report noted:  

 
 
 
 
 
 
 

 Sustainability is also influenced by the environment and culture of a school, in that professional development needs 

to be seen as a priority and PLCs need to be seen as an effective mechanism for teacher development. Involving 

School Management Teams and District Departments could strengthen the functioning of PLCs. This may motivate 

teachers who are already participating and assist district officials in promoting the PLCs in line with policy.  

 

 The following are noted as possible barriers to sustainability of PLCs: 

- the content and activities of PLC meetings becoming repetitive or boring 

- lack of articulation between PLC content and the classroom work plan  

- lack of flexibility around scheduling  

- lack of support from school management, in terms of teachers being released from other school activities such 

as extra-murals.  

- lack of funding for logistics (e.g. transport and refreshments); and 

- lack of skills/ resources to continue activities such as video analysis if external support is withdrawn. 

  

‘Although the project has provided training to SBFs in order to reduce the need for external facilitators, it is likely that 
true sustainability of PLCs will only be achieved if a way can be found to institutionalise the external support provided 
by DIPIP within the current education system – for example through the involvement of Districts to play a role in 
convening network meetings and the involvement of experts to provide occasional input suited to the needs of the 
PLCs. ‘ (1a p. 118) 
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 A PLC needs a minimum of three committed teachers to enable it to convene useful meetings with robust 

discussion.  

 

 Teachers have gained in insights related to pedagogical practice, error analysis and classroom management skills, 

but still need more assistance on mathematical content.  

 

 SBFs have generally shown great progress in facilitation skills, but the DIPIP team is still concerned about their 

abilities to identify and address mathematical content knowledge issues when these arise.  

 

 Networking across different schools and regions through broad-based NLC meetings makes teachers aware that 

certain challenges are not unique to their own schools and contexts. Sharing insights on common challenges helps 

improve teacher morale and gives them a wider range of strategies for addressing challenges.  

 

 PLCs need to be linked to a range of knowledge resources. This project has been very resource intensive with regard 

to facilitator time and input, and in relation to the number of beneficiaries in facilitated sessions.  While the 

ultimate aim is for PLCs to become self-sustaining, they should also be linked to district support and subject 

advisers, and to other communities of practice in the broader educational community in order to expand the pool of 

knowledge resources to which PLCs can refer.   

 

 The Social Network Analysis (SNA) Survey suggests that PLCs foster an enabling sense of community and stronger 

relationships within schools. All teachers reported a feeling of togetherness (sharing common goal) and respect for 

each other within the PLCs as well as across PLCs at Network meetings. 

 

 Information technology and social media can be used to maintain PLCs as dynamic and functioning entities. DIPIP 

established a WHATSAPP group, and this could become a platform for virtual PLCs or to provide ongoing support for 

SBFs.  

 

 Project 5 (Maths and Science Grants) illustrates how teachers can form professional learning communities within 

specific schools in order to share teaching responsibilities and resources through approaches such as team teaching 

(see 3.4). 

Tools & 

 Resources 

RESOURCES ON PROFESSIONAL LEARNING COMMUNITIES   

The following articles give more insight into the nature and purpose of Professional Learning 

Communities.    
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1. DIPIP and University of Witwatersrand Learning Brief. A model for continuous professional 

development for facilitators of professional learning communities.  Findings from the DIPIP 

project 2011-2013. Karin Brodie.  

Click to access Power Point presentation 

 

2. Bridge Maths and Science Learner Support Community for Effective Practice  

Meeting Report. 23 October 2012.  

        Click to access meeting report 

 

TEACHER COMMENTS ON PLC SUSTAINABILITY   

The table below shows a breakdown of the factors, as provided by teachers, that work for or against 

the sustainability of PLCs  [Extracted from Project 1 Final  DPIP Report 19-11-2013(2)] 

 

 

 

 

 

 

 

 

 

 

 

 

 

VIDEO 

Video and Power Point presentation: Professional Learning Communities in support of Teacher 
Development. Maths and Science Learner Support Community Meeting. 

Click to access Power Point presentation.  

https://drive.google.com/open?id=1uA2n7Jc-qc1Ru1SvHKyVnY4RdOY6_rbM
https://drive.google.com/open?id=1fF7Wj70mT8mtyoYWIaG8IrO16zk-LnHm
https://drive.google.com/open?id=1fF7Wj70mT8mtyoYWIaG8IrO16zk-LnHm
https://drive.google.com/open?id=1ra6GQkn_CZK5uixr7OV1pKwBYFoM7N1A
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Professor Karin Brodie,  10 April 2014:   

http://youtu.be/GtOsodcg0jM 

 

 

 

                                        Benita Williams, 16 July 2014: 
                                        Lessons for Teacher Development from DIPIP project  
 
                         

 

http://youtu.be/GtOsodcg0jM
https://www.youtube.com/watch?v=tCEncbOVNr4
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3.4 HUMAN RESOURCES SUPPORT 

 Additional Human Resources are common inputs into education projects. These can take the form of:  

 coaches or mentors for teachers 

 additional classroom teachers or teacher aides to help with implementing teaching or using alternative approaches 

 the general support offered by the School Management Team, the Principal or the District.  

In relation to the DIPIP project (Project 1), the training of SBFs and the support offered by DIPIP team members are a form 

of Human Resources support. However, because these inputs were done in the context of Professional Learning 

Communities (PLCs), these key learnings are reported on in their own category (3.3).  

This element looks at key learnings from human resource support outside of the context of PLCs. The projects that explicitly 

provided additional human resources were:  

 Project 2 (LearnThings), with tutor support to learners alongside ICT portal sessions; 

 Project 7 (Audio Visual), in which coaches and technical support personnel videotaped teachers in order to provide 

a future resource for GPMLS training; and   

 Project 5 (GEDT Maths and Science Grants) which provided additional teachers to support teachers of Grades 8 and 

9 Maths.  

Stakeholder-

specific interests 

These lessons are of interest primarily to those involved in developing Project Management 

strategies focused on introducing additional resources into a school.  

Principals, School Management Teams and teachers can use these lessons in understanding some of 

the benefits of extra lessons and team teaching.   

Those involved with teacher development and training, including government at various levels, 

university schools of education, and any other providers of teacher development, should also take 

note of the benefits of team teaching. What is clear is that in many schools the school culture may be 

inimical to team teaching, and perhaps ways of addressing this need to be considered in School 

Management training.  

Focus area The use of additional human resources in the different roles outlined in these projects can apply to 
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 any subject area.  

There are particular lessons to learn in relation to ICT projects, where it seems that the roles of 

technical support and educational support should not be conflated. Educators must be free to 

educate, not to troubleshoot technical difficulties.    

 

Key lessons on Human Resources Support 

 Where tutors are present to help learners engage with subject matter content on a portal (Project 2 [LearnThings]), 

they should not be distracted by logistical and technical issues, as this undermines the purpose of the session. 

Logistical and technical issues affect not only the dosage time but also the quality of the session provided to the 

learners. Providers need to ensure that there is a technical resource available to deal with a wide range of 

troubleshooting approaches during the computer-based learning sessions, so that the tutor is free to work with the 

learners.    

 

 Tutors at computer-based sessions (Project 2 [LearnThings]) should make sure that learners have a clear sense of 

how to use the programme; situations in which (for example) learners are simply trying various options then moving 

on, or taking down notes from the portal content, lose the advantages of the e-learning platform. Mixed face-to-

face and portal sessions should follow a carefully structured plan where the two techniques build on and connect to 

each other.  

 

 Face-to-face tutoring sessions were perceived to be beneficial to learners, with the majority of learners liking the 

teaching and communication style of the tutors and feeling confident in asking questions.  

 

 A strong Project Manager is key in projects which have a number of stakeholders and actors at various levels (e.g. 

projects such as Projects 2 [LearnThings] and 3 [iPower2/Novanet], involving additional afternoon and Saturday 

lessons and the management of technical resources and logistical arrangements.) Roles and responsibilities should 

be documented up front, and the project manager should have the time and capacity to visit schools, monitor 

implementation and talk to role players at all levels.  

 

 Achieving authentic videos (Project 7 [Audio Visual]) which illustrate best practice and real classroom situations and 

problems requires careful planning, scripting and a context in which trust is built up between teachers and coaches: 

this is a process which takes time, and in which the quality of the videos as teaching resources is built up 

incrementally.  



GEDT Repository 2014 

KLC 4 Learner Development 34 
 

 

 Co-facilitation provides alternative viewpoints for groups, and continuity when one facilitator is unavailable. The 

GIBS Spirit of Youth project (Project 6) found that bringing in outsiders on occasion was problematic as the required 

relationship of trust was missing.  

 

The following Key Lessons are taken from Project 5, the GEDT Maths and Science Grants project.  They sum up the 

conditions for success in those schools in which additional teachers were successfully integrated, and the schools showed 

positive project outcomes.  

 School leadership played an important role: the principal and HODs were very supportive, and permanent staff 

were carefully prepared. It was made clear that the HR inputs were not to be full time educators in competition  

with teachers, but part of a team in support of the staff (sharing lesson planning and marking), and providing 

remedial teaching to weak learners.  

 

 The environments in the two schools in which the project succeeded were stable, with good discipline and strong 

leadership.  

 

 Where principals took ownership of the project, both permanent staff and additional teachers were highly 

motivated.  

 

 The successful schools were prepared to be flexible in their organisational and timetabling arrangements in order to 

facilitate strategies such as team teaching and extra remedial lessons, rather than using the teachers in traditional 

ways. 

 

 There was close management by the Project Strategy Manager of the additional teachers, and across the different 

schools they were given opportunities for engagement and discussion, thus forming their own community of 

practice: 

 

 

 

 

 

 

‘Interactions between the Project Strategy Manager and the additional teachers emphasised the principles of the 
project; that the role of the additional teacher was as a support to school and the regular teachers, never to be in 
competition with them. 

This component of the project appeared to provide critical motivation, support and guidance to the additional 
teachers, with thoughtful engagement by all with the considerations that were raised, and response directed at 
supporting teaching and learning based on well-informed experience. ……. Critically, these meetings provided the 
opportunity for the programme implementation to be given strategic direction.’ (5 p. 18) 
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 The Project Strategy Manager was also instrumental in liaising with the schools via the school principals and 

ensuring that the principals held a sense of ownership and control over the project and how it was implemented in 

their respective schools. 

 The team teaching relationship has to be negotiated sensitively with teachers in schools, so that it is not perceived 

as a threat. This requires good communication from the project leaders, from the principal and school management, 

and from the additional teachers themselves:  

 

 

 

 Where a key project input is the provision of additional teachers to the school (Project 5 [Maths and Science 

Grants]), the quality (knowledge, skills and attitudes) of these teachers needs to meet certain criteria.  The following 

have been distilled from this project:  

- Degreed people with specialisations relevant to the teaching subjects. 

- Some teaching experience. (The additional teachers all had some teaching experience through their work with 

Sci-Bono.) 

- Good communication skills, in relation to establishing good relations with both the teachers and learners in 

project schools. 

- Ability to work independently.  

- Good understanding of maths and learners’ mathematical errors. 

- Sensitivity to both learners and teachers. 

- An ethical and responsible approach to their work.  

 

 Team teaching  was seen as offering the following benefits, especially pertinent to large classes:  

- Sharing of work load, leading to faster feedback on assessment task. 

- Easier identification of problem areas and struggling learners. 

- Improved classroom management, as two people are able to observe all learners.  

- Flexibility in terms of being able to relieve each other when necessary. 

- Ability to maintain the pace of teaching, in that one teacher can go back to basics with a group of learners while 

the other can maintain the specified teaching schedule. 

- The ability to co-develop more innovative strategies which shift from a content focus to a learner focus.  

 

 The remediation in extra lessons after hours aspect was also seen as beneficial, especially by learners, who had 

more time to ask questions. These lessons supported and revised what was learned in normal lessons and allowed 

‘The additional teachers thought that the project structure, with themselves as assistants to the regular teachers and 
therefore of no threat in hierarchical terms, was ideal in terms of potential for constructive relationships.’ (5 p.28)  
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for grouping of learners into ability levels. 

 

The following statement sums up the central achievement of this project:  

 

 

 

 

Tools & 

 Resources 

RESOURCES ON TEACHER COLLABORATION   

The following articles address issues relating to the benefits of collaborative preparation of lesson 

plans, and the concept of mentoring new teachers:  

1. BRIDGE Maths and Science Learner Support Community for Effective Practice. Summary of the 

Teacher Development Focus Group Meeting, 28 February 2014.  

Click to access article 

 

2. Barbara Dale-Jones. ‘Wanted: Help for New Teachers’. Mail & Guardian, 30 May 2014. 

Click to access article 

 

VIDEO 

Video Presentation: Tim Maneswa (GPLMS) speaks at seminar on Mentoring & Coaching  

http://youtu.be/6q4gMOSwKYM 

 

1.                           Pat Sullivan, 15 July 2014:          
                          Introduction to the GEDT and its Maths and Science Project. 
 

 

 

 

 

 

 

‘The structure that embeds the additional teacher within the staff and community of the school, while simultaneously 
providing the freedom, licence and compulsion to operate outside of the normal bounds of practice of the school, 
provides an exciting launching pad for innovation and re-invigoration in teaching of mathematics.’ (5 p. 34) 

 

https://drive.google.com/open?id=1lKkZvA7TeHiUpDvCGDNjZcXnstjbh5ND
https://drive.google.com/open?id=1lKkZvA7TeHiUpDvCGDNjZcXnstjbh5ND
https://drive.google.com/open?id=1QlwmJSevwnYMgIn8sr2YaxLiHRcQ0p73
http://youtu.be/6q4gMOSwKYM
http://youtu.be/FIbDCk60Y24
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KEY LEARNING CATEGORIES 

1 2 3 4 

 

Key Learning Category 4: 

 

 

ELEMENTS 

4.1 Learner profiles 

and selection   

4.2  Learning 

interventions: 

benefits and 

constraints  

4.3 Learner dropouts  4.4 Language issues 

 

 

4.1 LEARNER PROFILES AND SELECTION 

Learners are always the intended beneficiaries of any educational intervention in the long-term. But learner-directed 

projects may vary in terms of the following:  

 The degree to which the project requires conscious participation on the part of learners. 

 Whether or not all learners in a class or grade are involved.  

 The degree to which groups of learners who meet project criteria are selected, while others are not. 

 Whether or not the project outcomes explicitly state direct and measurable impacts on learners. 

Learner motivation and buy-in are vital in projects in which learners need to actively participate.  

Stakeholder-

specific interests 

These lessons are of interest to those involved in project design, and in development of selection 

criteria or tools. School management should also be aware of some of the dynamics relating to 

learners profiles and selection into projects.  

Focus area 
Selection issues are relevant to any projects that target particular groups of learners, regardless of the 
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 type of project or subject area involved.  

 

Key lessons on Learner Profiles and Selection 

 There are many constraints in targeting Grade 12 learners for an intervention. Grade 12 is a short academic year, 

and learners are under many other pressures. The best case scenario for including Grade 12 learners is if they have 

already been involved in the same project in previous grades.   

 

 Targeting Grades 8 and 9s has some benefits, in that the project is then setting up a foundation to reduce the need 

for remediation in later grades. However, this must be weighed up against the levels of maturity and commitment 

that these learners can bring to a project. This appeared to be successful in Project 5 (Maths and Science Grants) 

but less successful in Project 3 (iPower2/NovaNet).  

 

 Mechanisms for targeted selection should suit the aims of the project. Some general observations are:  

- Internal school marks are a poor mechanism in multi-school projects, as standards may not be consistent across 

schools.  

- An externally designed and marked selection assessment tailored to the nature of the project (and, if possible, 

designed so that it can also be used as a baseline for post-project progress/ impact monitoring) is a more 

reliable indicator.  

- Academic testing should not be the only selection mechanism. Commitment to full participation is an important 

consideration.  

- Where projects require commitment and enthusiasm from the targeted learners, an interview might be the best 

mechanism. This can also be used to check whether home circumstances and maturity will support their 

participation in the project.  

- An essay could replace or supplement the interview process. This mechanism was used in Project 6 (GIBS Spirit 

of Youth) where the GIBS selection process used the essay as an indicator for the level of motivation and 

commitment from the learners put forward by their schools.  Graduates from the programme endorsed this 

approach, saying that it weeded out learners who were there for the wrong reasons.  

- Schools should have a designated role to play in the selection process, as this ensures buy-in from school 

leadership. In Project 6 (GIBS Spirit of Youth) it was suggested that:  ‘… working through schools had 

empowered schools as nodes from which opportunities can be accessed.’ (6 p.13) 

- At the same time, however, school-based selection needs to be carefully monitored. Schools may have a 

tendency to exclude rebellious, non-conformist or ‘problematic’ learners, who may in fact be the very learners 
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who have leadership potential, or who could benefit from a particular programme. As a learner in the GIBS 

Spirit of Youth project noted: 

 

 

 

 

 Some projects are aimed at target groups who might be performing in a specific mark range (e.g. either high 

performing or under-performing). However, projects should be prepared to be flexible in relation to these criteria as 

need dictates. This happened in Project 2 and 3 (LearnThings and iPower2/NovaNet). In the self-paced afternoon 

sessions there were not enough learners in the performance bracket initially prescribed, so weaker learners were 

also allowed to participate. The project was also later extended to Grade 8 and 9 learners. At the same time, 

awareness needs to be maintained of the match between the desired project outcomes and the profile of those 

participating in the project. There is no point in delivering a project to those who will not get any benefit from it. 

One size does not fit all.  

 

 Some projects apply to all learners. There are benefits to this in that all learners are on an equal footing in the 

project, and no one is excluded from potential benefits. In addition, projects that are inclusive of all learners in 

targeted grades tend to draw in greater commitment from school leadership and teachers. However, not all projects 

will cater for the full range of academic or social needs to the full body of learners. Projects designed specifically for 

a targeted group will dilute their intended benefits if all learners, regardless of match to project aims, take part in 

the programme.  

  

 

‘If it wasn’t just people who have something special, and actually if it was split, and we got all the kids who are known 

to be naughty and known to be rebellious at school, somehow this environment would encourage them to be 

something else.’ (6 p.16) 
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4.2 LEARNING INTERVENTIONS: BENEFITS AND CONSTRAINTS 

‘Learning interventions’ refers to projects aimed at having a direct impact on the learning of learners, rather than 

benefitting them indirectly through mechanisms such as teacher upskilling or provision of infrastructure.  The key 

lessons will focus on ways in which learners have benefitted (or not) from an intervention in a learning area or 

subject.  

ICT projects are the most common examples of learning interventions through which the project aims to help 

learners master subject content through the use of a different medium. It needs to be noted, though, that 

evaluations of the learner-focused ICT projects (Projects 2 and 3) in this repository clearly state that there is 

insufficient evidence to conclude that ICT-based learning can definitively improve learners’ performances over 

time. This was due to implementation issues (see KLC 2.2 Implementation) and other complicating factors. This 

does not mean to say, however, that important lessons cannot be learned from these two projects.  

Further lessons are drawn from Project 5 (Maths and Science Grants) which encouraged learner-focused teaching, and 

Project 6 (GIBS Spirit of Youth), which provided leadership training for learners.  

Stakeholder-

specific interests 

These key learnings are of particular interest to ICT projects, which are usually learner-directed. 

Curriculum specialists in ICT projects also need to consider the matches and links between e-learning 

content and CAPS content.  

More general lessons are of interest to funders and high-level decision makers who need to weigh up 

the nature and scope of benefits of proposed interventions.  

Focus area 
ICT-focused learning interventions can cut across a number of different content areas.  

 

Key lessons on Learning Interventions: Benefits and Constraints 

The following points apply to learner-focused ICT projects (Projects 2 [LearnThings] and 3 [iPower2/NovaNet]). 

 The way in which an ICT-related learning intervention is structured in relation to length and sequencing has a major 

impact on the success or otherwise of the learning activities. For example:   

- In Project 2 (LearnThings) it was found that the portal content session of 1.5 hours was too long, especially as 

tutors were not always available to guide learners’ interactions with portal content.  
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- Project 2 (LearnThings) did not yield clarity on what is the best way to integrate and balance portal learning with 

face-to-face tuition. As noted in relation to the Saturday school sessions, having LearnThings portal content first 

and then face-to-face tuition:  ‘…. does not provide learners with adequate scaffolding or grounding of the 

lesson content in order to direct their one on one interaction with the LearnThings portal content.’ (2 p.37). At 

the same time, however, tutors felt that learners did not concentrate on the portal content after a face-to-face 

session, as they feel they have already covered this ground. In general, though, it was conceded that there was 

better integration when the computer session followed the face-to-face session, and  ‘… learners were directed 

to complete very specific content.’ (2 p.89).  

- The recommendation that face-to-face and portal interaction be structured in shorter ‘turn-taking’ segments 

has not yet been tested.  This would require careful structuring of content and guidance from a tutor who is not 

distracted by technical issues (see KLC 2.2 Implementation).  

 

 Self-paced learning interventions work best with stronger learners who are already relatively comfortable with the 

content. But self-paced learning needs to be carefully monitored by a systems administrator (if an on-site tutor is 

not available) to ensure that the right content is being covered.   

 

 Whether learners are engaged with self-paced learning or e-learning combined with face-to-face learning, it is vital 

that a tutor is available to guide learning interactions, and selection and navigation of ICT content. The following 

constraints can affect both types of ICT learning.  

- Because of navigation difficulties, learners sometimes do not complete all the activities within a topic.  

- Because of lack of availability of tutor assistance, learners sometimes miss out on sequencing of tasks, or 

selection of the right content.  

Ideally, ICT-based learning needs to be guided by tutors and reinforced or linked to what is done in face-to-face 

teaching.  

 

 For learners to benefit, ICT learning content issues need to be managed.  

- Where e-learning content is misaligned to CAPS content, tutor guidance becomes even more important. As 

noted in Project 2: 

 

 

This is difficult, time-consuming and confusing for learners.   

- ICT-based learning should work in tandem with the same content that learners do in class time. But getting the 

‘Since the Maths Grade 10 and Science Grade 10 content is not realigned to CAPS on the LearnThings Portal, learners 

need to navigate through the portal to access relevant content to CAPS.’ (2  p.37) 
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timing and sequencing of this right is difficult, as teachers face their own challenges in relation to following  

pace-setter and work schedule guidelines. Also, individual learners will be at different stages in their self-paced 

learning. This suggests perhaps that ICT-based projects need a mechanism which will help guide individual 

learners in ICT-based content choices, and whether or not they should be focusing on supplemental practice or 

remedial tuition.    

- The programme content of ICT-based projects should be presented in the appropriate language and relevant to 

the South African context. Non-SA terms such as pounds instead of rands and miles instead of kilometres should 

be changed if possible. In Project 3 (iPower2/ NovaNet) it was noted:  

 

 

 

 

 

 Learners saw many benefits to ICT- based learning in general. 

- It improves their technology skills. 

- It is a fun way to learn.  

- It improves their self-confidence in that they are able to learn independently.  

- Explanations, rules and steps are sometimes easier to understand than those that teachers give. 

- It enables them to revise concepts.  

- They can do examples and get immediate feedback and answers.  

 

The following points apply across projects in general.  

 Learners need to get sufficient exposure to the learning intervention in order to benefit. Timing of any learner-

focused interventions needs to be carefully planned, and various factors need to be taken into account. 

-  In Projects 2 and 3 (LearnThings and iPower2/NovaNet) attendance at afternoon mid-week sessions was found 

to be problematic because of competing demands on learners, and because of some logistical factors due to 

access to the technology.  

- In contrast, the remediation after-school extra lessons (non-ICT) in Project 5 (Maths and Science Grants) 

attendance was regular, the lessons were popular, and perceived by learners as beneficial. 

- Saturday schools were valued by learners, but the preferred option is sessions during school time (but not 

afternoon sessions).  

- In Project 3 (iPower2/NovaNet) the contact time for Grades 8 and 9 learners was scheduled during maths 

periods in school time; because these learners were a ‘captive audience’, exposure in an effective dosage was 

‘Learners indicated that the technical administrator/supporter does not assist learners with Maths content knowledge. 
However, some learners indicated that they normally ask the technical administrator to rephrase the question 
provided. This highlights the fact that the NovaNet is limiting engagement as it presents content in a specific language 
and terminology.’ (3a p. 32) 
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envisaged. However, not all sessions were implemented as planned because of unanticipated interruptions such 

as the ANA examinations and timetable changes.   

- Overall attendance in all learner-focused interventions trails off towards end of the year because of exam 

pressures. Programmes should plan for activities to take place in the first half of the year.  

- Project 6 (GIBS Spirit of Youth) took the form of twelve Saturday sessions between February and September. 

This appeared to constitute ‘ … suitable demands on the time of the learners, without being too demanding, 

and providing adequate time for reflection.’ (6 p.26).   

 

 Human resources support to teachers such as the team teaching approach in Project 5 (Maths and Science Grants) 

has directly observable benefits to learners: because the teacher: learner ratio comes down, learner work can be 

checked and feedback given, learners have more access to teachers to ask questions, and struggling individuals can 

be helped while class teaching continues (see KLC 3.4 Human Resources Support). This is especially beneficial in 

schools where there is overcrowding in the lower senior school grades, as was the case in Project 5.  

 

 Human resources support to teachers such as extra lessons and remediation in Project 5 (Maths and Science Grants) 

by an additional teacher who was not the class teacher is also seen as beneficial. The following points are noted: 

- Learners can engage with the same topic from a different perspective.  

- Learners can do immediate revision on the topic. 

- Extra classes give more opportunity to ask questions and seek clarification than normal classes.  

- Teachers can focus on individual learners and are released the time-pressured curriculum focus typically 

followed in large classes. 

In sum,  

 

 

 

 

 Adopting a deliberate strategy to improve the ‘reputation’ of a particular subject can have positive effects. This was 

done in relation to Maths in Project 5 (Maths and Science Grants). Team teaching facilitated a more interactive 

approach between the teachers and learners, and appeared from learner comments to succeed in promoting the 

idea that learning Maths can be fun. In addition, the study and career opportunities opened up by doing Maths 

were frequently discussed.  This led to an increase in the number of learners selecting Maths and Science as senior 

certificate exam subjects.  

‘The relative informality of the extra lessons allowed learners greater opportunity to engage with teachers, learners and 
content, following shortly after the formal lesson delivery taking place during school hours. These sessions were wholly 
learner focused, in support of the pace set during the more formal lessons.’ (5 p.36) 
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 Programmes aimed at enabling leadership and commitment to social action such as the GIBS Spirit of Youth 

programme need the right mix of activities at personal and community levels. This programme, with its blend of 

exposure to different contexts, capacity building and project-based action, appeared to be very successful in 

fostering commitment and enthusiasm amongst learners. Although the point was made in interviews ‘ …. that these 

are learners who would succeed regardless of whether they participated in the programme or not’ (6 p. 41), 

learners themselves focused strongly on learnings achieved in terms of getting on with others, understanding 

different perspectives, and, especially self-development, self-reflection  and using initiative. The programme also 

seemed to be successful in delivering more practical skills such as time management, planning and project 

management and presentation skills. How these benefits are to be transferred to the school community as a whole, 

or how such programmes could be replicated on a larger scale are still open questions.  

 

1.       
2.  
                           Pat Sullivan, 15 July 2014:                       

                           Introduction to the GEDT and its Maths and Science Project. 

                                  Mpumi Shabangu, 15 July 2014:             

                                  Introduction to the GIBS GEDT Spirit of Youth Programme   

                                  Mpho Skosana,  22 July 2014:                  

                                  Meet Mpho Skosana a Spirit of Youth Alumna  

                                  Phyllis Byars, 15 July 2014:                   

                                  Spirit of Youth The Programme Director Perspective  

                                  Phyllis Byars, 15 July 2014:                  

                                  Spirit of Youth On programme design and feedback  

                                  Mpumi Shabangu, 15 July 2014:                             

                                  Coordinator reflection on SoY impact on the learner, family , community  

                                  Phyllis Byars, 24 July 2014:                                                  

                                  Director reflection on SoY impact on the learner, diversity, leadership 

 

 

http://youtu.be/FIbDCk60Y24
https://www.youtube.com/watch?v=Xs5ljDMNQc0
https://www.youtube.com/watch?v=SFWzdBMR6NY
https://www.youtube.com/watch?v=sKznabYmYm8
https://www.youtube.com/watch?v=szGIS7A7lo8
https://www.youtube.com/watch?v=Xve1nl4w9pk
http://youtu.be/bRGluE86FDk
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4.3 LEARNER ATTENDANCE AND DROPOUT 

 In projects which demand voluntary attendance, dropout and absenteeism on the part of learners can happen for a 

number of reasons. These range from personal circumstances, lack of motivation or commitment, and moving into other 

projects which are seen as having more concrete short or long-term benefits. Some of these reasons are beyond the 

control of any project, while others could be taken into account in project planning and management.    

The projects with relevant lessons in this category were the two learner-focused ICT projects, Project 2 (LearnThings) and 

Project 3 (iPower2/NovaNet).  

Stakeholder-

specific interests 

The lessons are of interest to those involved in project planning, management and implementation. 

They are also relevant to departments of education at provincial and district levels (with regard to 

the number of competing projects at targeted schools), and to school principals and school 

management teams, who need to understand the factors affecting the rate of participation in 

projects going on in their schools.  

Focus area Issues of absenteeism and dropout affect all projects.  

 

Key lessons on Learner Attendance and Dropout 

The following points apply to learner-focused ICT projects (Projects 2 and 3). 

 In Project 2 (LearnThings) and Project  3 (iPower2/NovaNet) the most common reason given for dropout was 

attendance at competing programmes which appeared to offer more benefits. These benefits included bursaries, a 

wider subject spread, a more directly visible link to CAPS revision and exam preparation, or continuation into 

Grade 12. This suggests that:  

- Incentives such as bursaries are a strong motivating factor. 

- Project planning needs to include an awareness of how competing projects might affect attendance and 

therefore project outcomes. 

- The benefits of a planned intervention need to be communicated clearly to learners.  
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  In Project 3 (iPower 2/NovaNet) some practical reasons for absenteeism from the mid-week afternoon sessions 

were given, such as length of session resulting in getting home late, and hunger when no snacks were provided. 

This suggests that:   

- Projects need to carefully assess duration and timing impacts.  

- Providing learners with food is an incentive and may sometimes be a necessity.  

 

 In both projects implementation issues were a contributing cause of absenteeism and dropouts. These include lack 

of access to the labs and to computers, technical difficulties and lack of assistance. (See KLC 2.2 Implementation). 

Effective implementation would clearly reduce absenteeism and dropout rates.  

 

 There was no consistent monitoring or record-keeping of learners’ attendance. Implicitly, this indicates that 

learners’ attendance was not noted or acknowledged, a factor that does not support regular attendance. 

 

 The possibility of making attendance compulsory was considered but was seen as impractical.  

 

 None of the projects considered punitive measures for non-attendance in project activities to which learners had 

committed themselves.  
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4.4 LANGUAGE ISSUES 

 In the South African context a majority of learners and their teachers are learning and teaching through a medium of 

instruction different to their home languages.  There is no denying that competence gaps in English as the medium of 

instruction (on the part of both learners and teachers) can influence concept acquisition and educational progression, and 

that language is a huge issue in education in general.  

None of the projects in this repository were targeted specifically at improving competence in English as the medium of 

instruction, though Project 4 (Teacher Laptop) was concerned with the role of ICT solutions in improving the content 

knowledge of teachers in Maths, Science and English as subjects. Factors relating to language were, however, explicitly 

noted in some of the projects, and some lessons can be considered. 

It is important also to note the difference between considerations of language in terms of discipline-specific terminology 

and use of language in the context of a subject (dealt with explicitly in Project 1 [DIPIP]), and  learning dynamics in relation 

to English as a medium of instruction (raised by Project 5 [Maths and Science Grants]).  

Stakeholder-

specific interests 

Issues relating to language across the curriculum and medium of instruction can impact on the 

success or otherwise of any learner-directed intervention. These lessons are of interest to all project 

designers, and to curriculum specialists. They are also of interest to the Department of Basic 

Education at national, provincial and district levels, and to school principals.  

Focus area 

 

 English as a medium of instruction impacts on all subject-focused interventions. In the DIPIP project 

the focus was on ‘the language of mathematics’ as a learning category for teacher awareness in 

relation to impact on learners.  

 

Key lessons on Language Issues 

The following points derive from Project 1 (DIPIP): This project used various organising frameworks to cover and capture 

maths content knowledge areas and maths activities for teachers. ‘The Language of Mathematics’ is one of the DIPIP 

concepts:  one report notes that ‘Teachers across all PLCs engaged with the ‘Language of Mathematics’ as this is part of the 

DIPIP activities across all the mathematical content areas.’ (1a p. 70). Lessons learned from this aspect of DIPIP include the 
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following.  

 Teachers can benefit greatly from an explicit focus on understanding and unpacking the terminology of a subject, 

which in turn will benefit learners. In some cases, teachers gave examples where increased understanding of maths 

terminology (e.g. the difference between ‘negative’ and ‘minus’; ‘positive’ and ‘plus’; or ‘equal’ and ‘match’) helped 

them understand some of their own prior misconceptions. This improved understanding will clearly translate into 

better teaching of mathematical concepts to learners, and easier unpacking of learner misconceptions.  

 

 Making the concept ‘The Language of Mathematics’ an explicit focus area enables progress to be tracked (see KLC 

1.1 Project Planning). Improved care and accuracy in the use of mathematical language was a measurable outcome 

in the project. In interview comments, teachers stressed that they are now much more careful about how they 

introduce mathematical concepts and use mathematical language in order not confuse learners.   

 
The following points apply across projects in general: 

 The focus of Project 1 (DIPIP) on error analysis meant that teachers had to improve their language skills in relation 

to questioning techniques (see KLC 3.2 Pedagogical Practice). Many teachers (at any competence level in the 

medium of instruction) lack the skill of asking directive questions which elicit meaningful answers that show 

whether or not a learner understands: often questions are vague or couched in terms that don’t encourage a 

response (e.g. ‘Does anyone have a problem with this?). Error analysis appeared to help teachers sharpen their 

questioning techniques, thereby making it easier for learners to explain their problem areas. However, error 

analysis need not be the only strategy employed by a project to help teachers improve their skills in questioning 

techniques for the benefit of learners. 

 

 In Project 5 (Maths and Science Grants), ‘…. language was an obvious focus on the project’ (5 p.31). Interestingly, 

however, there were various debates in the three schools on whether interactions should be restricted to English in 

order to increase learners’ exposure to English usage in their maths learning, or whether learning should be 

supported by use of the home language. At one school the compromise reached was a language mix during school 

classes and English in the extra lessons. As one teacher noted:  

 

 

 

 

 Some kind of tracking in projects of the use of code-switching and home language in the context of subject teaching 

“When they do extra work, they are taught in English. They are explained to in English and the concepts are explained 

in more detail and from the elementary principles. They have a nice choice: ‘If I can’t hear it through this voice I can 

hear from another voice’.” (5 p. 32)  
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through the medium of English is perhaps an element that could be introduced into any learner-directed subject-

based intervention.  

 

 In Project 5 (Maths and Science Grants), the additional teachers promoted the use of active language practice, 

through discussion and getting learners to explain and ask questions in both the class time team teaching lessons 

and the extra lessons. Learners seemed to respond positively, and the report noted that ‘Strategies to promote 

verbal engagement over Mathematics had apparently succeeded.’ (5 p33).  

 

 The programme content of ICT-based projects should be presented in language that is at the appropriate level and 

uses contextually relevant terminology. As noted in KLC 4.2, in Project 3 (iPower2/NovaNet), learners sometimes 

had to seek clarification on language and terminology.  

 

 

 
 
 
 

 

 

 

 

 


