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Levers:

Districts,	
parents,	
teachers	and	
leaders	
collaborate	to	
set	goals,	
manage	progress	
and	provide	
support	relevant	
to	context

My	school	cares	
about	me

I	care	about	my	
school

Every	child	can	
read	by	Grade	3		

Activate	value	
bases

Root	causes:

• Lack	of	achievable	goals	with	
timelines

• Inconsistent	compliance	
monitoring	without	consequences

• Limited	professional	and	
institutional	support	

• Socio-economic	and	spatial	
inequality	affects	policy	
implementation	and	parental	
roles

• Teacher	quality	varies	(race/class)

• Accountability,	value-base	
orientation	eroded

• LACK	OF	CARE		

Share	
accountability

Catalyse	
resources
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We know that 

 Education has a pivotal role in achieving the NDP’s goal of eliminating poverty, 

reducing inequality and creating employable people.  

 Education moves people out of poverty and inequality to grow and sustain 

development and democracy.  

 Education does not prepare many young people to be productive citizens. 

 Regarding this deep-dive: 

o The insights provided here are not new but the perspectives on root causes and 

levers for change are. 

o The primary focus is on government school systems. 

o Inclusion and technology in education are complex systems in their own right so 

we focus rather on collaboration. 

 

The majority of South Africa’s children cannot read for meaning in any language at the end 

of grade 3. Patterns of under-performance are established in the foundation phase. A child’s 

performance in grade 4 correlates to their matric results. The unemployment rate is close to 

27% and is higher for black youth at 39%. The percentage of skilled workers has increased 

(favouring white and Indian) except for blacks between the ages of 25 and 34.  

 

We know that the “education system needs urgent action” (chapter 9 of the NDP), but 

substantial public and private investment, policy change, and large scale reform 

interventions, have not significantly altered the further learning or work prospects of the 

majority of black children. No matter how you read the statistics - quantity or quality – South 

Africa performs poorly in terms of efficiency (getting learners through) and effectiveness 

(enabling them to be socially engaged and productive adults). 

 

This deep-dive into ‘school leadership-teacher-parent relationships to achieve positive 

education outcomes for learners’ forms part of the ‘Art of Teaching and Learning’ bucket of 

systemic interest. The research is about practical steps that can be taken to improve 

collaborative relationships in school communities to improve the quality of basic education.  

 

There is a mountain of international and local research, evaluations and interventions on 

strategies to improve the quality of education. The challenges are well-examined and seem 

clear (socio-economic context, historical legacy, weak institutions, low capacity), but 

interventions in education improvement seem to have had limited, or localised, effect. 

Established relationships are difficult to shift and more targeted, society-driven interventions 

are required. 

 

School leadership, teacher, community relationships are a critical part of school change. 

This is the reasoning behind the commitment to school governing bodies (SGBs) and 

attempts to improve the quality of education delivery through structured democratic 

organisation and development. However, there is limited understanding (and innovation) 

about how ‘working together’ improves learning.  

 

The ‘big picture’ below provides an overview of the components of the education system. 

Spatially, educational performance tends to reflect old boundaries. Rural and township 
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schools are predominantly black and mostly no fee under-resourced schools in terms of 

teachers, community support, infrastructure and leadership. Class and race define access to 

resources and socio-economic status.  

 

 
 

In South Africa, the combination of resources and ability to use them are strongly mediated 

by the physical, social and political context. The specific way in which each school system 

works is dependent on its context, location and initial conditions. School governance 

systems are diverse and tend to work well where they work (usually well-resourced public or 

independent schools) or are fragmented where they don’t (the majority of schools).  

 

In institutional terms, authority, the right to make decisions, and voice, the right to 

participate in decision-making, are defined by routines that either support or undermine 

collaboration. For example, lack of trust, adversarial relations and unprofessional practice 

cause stakeholders to work apart from each other. There is minimal accountability leading to 

fragmented control. These types of systems are characterised by anomie and a lack of 

values that are child-focused and learning oriented. 

 

Some school communities work together  

 Working together is when parents, teachers and leaders (in schools as well as 

districts) collaborate to set goals, monitor and manage progress and provide 

support and resources relevant to context.  

 Working together requires minimum learning conditions: operational 

infrastructure (water and sanitation); clean and safe environment; adequate 

space, materials, and time. 

 Working together requires shared accountability; professional collaboration; 

distributed leadership and collegiality. 

Within	 schools:	
Low	expectations,	

unprofessional	conduct	and	
limited	competence	

contribute	to	poor	results	
and	restricted	learning.		

Relationships	range	from	
conflict	to	collaboration.		

Practices:	
Routines	favour	

bureaucratic	compliance	
and	to	follow	line	hierarchy	

with	limited	space	for	
innovation.	Accountability	

and	responsibility	is	
minimal	– pass	sideways	or	
up	without	consequences.

Supports:	
Physical	resources	limited	
in	majority	schools	and	in	
districts.	District	officials	

lack	skills	to	support	
schools.	Teachers	have	

limited	content	knowledge	
and	skills.	Leaders	lack	

skills	to	support	learning.	
NGOs	provide	important	

support.

OUTLIERS
Leaders,	teachers	and	
parents	set	goals	and	

support	learners	despite	the	
context.	Some	schools	do	

improve	when	expectations	
are	high	and	relationships	

are	caring.

Beyond	schools:	
there	is	a	lack	of	clear	
objectives,	progress	

monitoring	and	a	reluctance	
to	ensure	people	do	their	

jobs.		Districts	ensure	
compliance	but	don’t	

provide	support.	Unions	
have	undue	influence.

Policy:	
Policy	is	enabling	enough	in	
its	interpretation	to	support	
parent,	teacher	and	leader	

collaboration.	
Responsibility	is	delegated	

without	authority.	Policy	
models	privileged	schools	
and	reinforces	inequality.

Finances:	
Bulk	of	funding	from	

government	– then	parents,	
private	sector	and	donors.		
Bulk	of	state	finances	used	
for	used	for	salaries.	 CSI	

can	be	coordinated	to	build	
capacity	for	parents	to	
monitor	progress	and	

demand	accountability.

REGULATIONS
RELATIONSHIPS

RESOURCES
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 Sharing resources, experience and accountability, enables school communities 

to create basic conditions for learning in spite of the context.  

 Shared responsibility and goals can and do influence learning quality. 

 An estimated 20% to 30% of schools show evidence of working together, mostly 

through SGBs, but also in principal-led collaborations with local business, NGOs 

and the community. 

 Unequal contexts and poverty impact on learning in terms of family and 

community resources to support learning, and school resources for learning.  

 The learning effects of poverty and marginalisation can be mediated by what 

resources and support exist, how they are used, and what teachers and leaders 

do, but it adds a burden of care.  

 

Effective working together relationships rely on trust. A key ingredient of building trust is a 

sense of care and commitment not only to children but also to the local community. The 

cases show that characteristics of trust are compassion and good will, reliability, 

competence, honesty and openness. These characteristics, built into school relationships, 

enable problem-solving, sharing and the building of an ethic of care.  

 

The figure below provides a graphic of what trusting working relationships might look like as 

a system. Relationships of shared accountability are built on agreed goals and expectations, 

monitoring and review, evidence, shared decision-making, respect for different views, mutual 

support, communication, consequences and a sense of community and belonging. Most 

important is a sense that all partners care about the school and its performance. 

 

Relational system change is complex and takes time. And, in South Africa, as for other 

countries with embedded socio-economic inequality, the quality of learning in classrooms 

depends on how the school and its community demand and support teaching and learning. 

 

Government	departments,	resources,	policy,	 stakeholder	
and	socio-economic	 and	political	 context

District	 and	community	supports	

Inputs	–
rules,	

people	

and	
resources

Learning	
outcomes

Professional	
support	–

unions	and	
districts	
support	

school	PLCs
School	

community	
ties	provide	
support	in	

context

The	classroom

Parents	
support	

learning	and	
school	
engage	
parents The	school

Conditions	
for	learning	

seen	in	
culture	and	

environment

Professional	
teaching	

practice	–
time,	

coverage,	
commitment

Leaders	
drive	

change,	 lead	
for	learning	

and	build	
trust
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In working together schools: 

o Stakeholders have equal voice and authority. 

o Stakeholders have common goals, monitor progress, celebrate success. 

o Leaders communicate goals, inspire and provide support. 

o Teachers work in teams, learn, review, innovate, and enable parents and leaders.  

o Parents show interest in their children’s learning, use voice, and are responsive.  

o The district provides space and support. 

 

For example – a working together school 

 
Parktown High School for Girls – Parktown Girls – has systematically produced excellent 
results for over twenty years. The school encourages young women to ‘reach for the stars’ 
using a value code referred to as ‘habits of the heart’ (honesty and integrity, respect for self, 
others and the environment, faith and spirituality, and courtesy and graciousness).  

Parents, learners and teachers express a sense of belonging and pride in the schools and in its 
‘products’. Being a ‘Parktown Girl’ is a label of pride. Student are articulate, aware of the 
unequal world they live in and eager to make their mark on it. They are also independent 
learners and leaders. A striking anecdote, which makes the point, is that on their last day of 
matric exams, learners leave behind their shoes, in order that they can be given to less 
privileged children. 

 

Most school communities don’t work together 

 The distribution of resources, voice and authority reflect apartheid patterns of 

privilege and performance.  

 Relationships between parents, teachers and leaders in schools are often 

dysfunctional. 

 There is a deep rooted anomie and a sense that no one cares about the 

children.  

 A lack of collaboration, mutual accountability and trust inhibits implementation of 

policy and the achievement of learning outcomes. 

 Material socio-economic conditions influence learning outcomes and, although 

they can be mediated, are hard to change.  
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 Ineffective and weak institutions, stress and limited capacity are daily challenges 

in most schools. Such schools at best “work ok”, but many “work apart”. 

 

In schools that work okay: 

o Stakeholders have uneven voice and authority. 

o Stakeholders comply with targets under pressure. 

o Districts are bureaucratic.  

o Leaders are often authoritarian and instruct.  

o Teachers work to rule, are unionised, fragmented and operate in cliques.  

o Parental participation is limited with some home support, and a tendency to respond 

if called upon.  

 

For example – a “working ok” school 

A primary school in a peri-urban farm area has children who attend from the local farms and 
travel long distances to come to it. It has new buildings, well-kept gardens, a disciplined staff 
and a committed governing body. The class sizes are large and despite current policy, many of 
the Grade One learners start school at eight or nine. The principal, a strong woman with a clear 
vision, tries to work with her staff and the SGB to build the best school they can in local 
conditions.  She has to fill in gaps left by the uneven capacity of parents, learners and teachers. 
She is too busy to provide enough support to improving instruction or professional 
development. However, the school is under constant pressure from the district about 
compliance and results. The school does not keep up with the CAPs coverage and does not 
perform effectively. Language of instruction is an issue, in the switch from Grade 3 to 4, and 
some of the teachers deployed to the schools are white and only speak Afrikaans.  

 

In working apart schools: 

o Stakeholders have limited voice and authority. 

o Stakeholders lack binding values or goals and work at odds.  

o Leaders are in crisis, isolated, and do not engage.  

o Teachers are absent or unpunctual, poorly prepared or abusive.  

o Parents struggle, with limited home support and little interaction with the school. 

o Districts avoid dysfunctional schools. 

o Most learners experience "a lack of care".  

 

For example – a “working apart” school 

“100 youth volunteers were asked to do an innovation project on the challenge of a poor 
learning culture in schools. The ones that came first made their projects revolve around the 
refrain "No-one cares" - the learner feels no-one cares. With this no-one cares statement, they 
referred to a range of things: no one cares if the learner is present or not; no one cares in the 
sense that the learner feels no one has any expectations from him; no-one cares as a lack of 
psychosocial caring; no-one cares enough to keep drugs out of the school; no-one cares in the 
sense that it often did not seem to matter either way to those in charge if one teacher was 
diligent and the other slapgat. In terms of their findings, "no-one cares" could refer to those in 
charge of the school overall, to teachers, to parents and to community. In terms of the latter, 
the volunteers noted that learners felt they could walk in the streets during school hours and 
community members generally responded as if this was normal.” (Story from Fran Meintjies.) 

Focus groups from rural government schools in Limpopo province, show that learners cannot 
read and write with proficiency by the end of Grade 3, the academic performance of learners is 
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woefully inadequate, and the relationships among teachers and learners can be characterised 
as uncaring and toxic. 

 
 

Moving from working apart to working together 

 The child must be seen as central to the educational mission. Specifically, the 

focus must be on caring for children, as well as ensuring their ability to read for 

sense and meaning by Grade 3. 

 Leadership is key to change. In the school governance relationship, school 

principals are vital agents of change. They make the difference between 

function and dysfunction in schooling. 

 The values of stakeholders, which drive accountability and which determine the 

level of care provided to children, cannot be overemphasised, and are 

supported and driven by quality leaders. 

 Collaboration, common purpose, sharing resources and working together are 

fundamental to change journeys.  

 We build trust and institutional capacity, that is, skills, will and supportive 

enabling environments. 

 

The root causes of school system dysfunction can be split into two categories: material and 

institutional. Material root causes are structural and difficult to shift and include the effects of 

poverty, inequality, and social deprivation. Many schools in South Africa are located in rural 

or urban contexts characterised by social fragmentation, unemployment, substance abuse, 

violence, single or child headed households, hunger and poverty.  

 

The purpose of schools is teaching and learning, and being located in traumatised 

communities adds an additional burden of social care to schools already struggling to 

perform with poor conditions for learning (poor infrastructure and teacher capacity, large 

classes and limited resources).  

 



 8 

The primary task of any system is to set goals, monitor progress and provide support where 

needed. One of the challenges in the South African system is insufficient support. While 

(sometimes unrealistic) goals are set and monitored (sometimes obsessively), provinces, 

districts and schools do not always have adequate resources or support to implement. This 

places pressure on schools and school communities to meet expectations that are not 

always achievable, even in well-resourced contexts.  

 

Authority, responsibility and delivery capacity is activated by leadership when stakeholders 

a) want to change (will); b) work in contexts or institutional spaces that allow change 

(support); and c) have the knowledge and skills to be able to change (skills). Institutional 

capacity enables stakeholders to exercise agency in context.  

 

In this project, we used scenario planning as a way of understanding possible futures and 

what inputs would lead to them. The #ParktownScenarios were hosted by BRIDGE and the 

Wits School of Governance in May 2016 as a key part of this project. The team selected 

institutional capacity to deliver and the inclusive capacity of the economy as two key drivers 

for change in the system.  

 

Four scenarios were proposed:  

o Working together - 

an ideal future with 

high institutional 

capacity and an 

inclusive economy.  

o Working aside - an 

impotent future with 

no institutional 

capacity and an 

inclusive economy.  

o Working apart – a 

wasted future with a 

lack of institutional 

capacity and an 

exclusive economy.  

o Working OK - an 

elite future with high 

institutional capacity and an exclusive economy.  

 

We looked for examples of schools that have been turned around, and where effective 

governance relationships and performance are being achieved in spite of the socio-

economic realities or histories of the school. We found two types of this sort of outlier, but 

there are more. Focus groups and case studies of exceptional change, where 

underperformance has been reversed, led us to key observations as to how change is driven 

through a corridor of opportunity. 

 

The theory of change implicit to this deep-dive is that, in a context in which unions 

are committed to increased teacher professionalism and districts capable of support, 

well-developed institutional capacity and support will enable each school to develop 

Institutional	capacity	- ability	to	support	
learning	improvement

Institutional	capacity	- unable	to	support	
learning	improvement

Exclusive	
economy	-
poverty,	
inequality,	

unemployment

Inclusive	
economy -

social	
security,	

equity,	jobs

WORKING
OK

WORKING	
TOGETHER

WORKING	
APART

WORKING	
ASIDE
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working together relationships that contribute to the improvement learning quality for 

learners. 

 

Levers for changing working apart relationships 

 Develop the collaborative capacity of districts and leadership to build trust, 

motivate, support and drive learning improvement through partnerships and 

teamwork. 

 Enable principals and school management teams to be agents of change and 

collaboration and build will, parent, school, and community connections, trust 

and commitment. 

 Build the professional capacity of unions in schools so teachers commit to 

professional growth and support school performance. 

 Catalyse and share resources (teachers, finances, supports and infrastructure) 

to create the conditions for teaching and learning. 

 Activate value bases to address the eroded culture of teaching and learning 

and build an ethic of care and commitment to children and their futures. 

 Share accountability and responsibility by improving the capacity of all 

stakeholders to play their role regardless of context and by heightening 

expectations. 

 

The first three levers relate 

to the development of 

supportive environments for 

initiating and sustaining 

change. The next three 

enable the building of value 

bonds and productive 

relationships within schools 

and between teachers, 

parents and leaders. All 

these levers apply to the 

crosscutting issues of 

technology in education and 

inclusion. Without skills, will 

or support, schools cannot 

produce learning; much less 

manage inclusion or 

technology effectively.  

 

Districts are important supports for learning improvement, but bureaucratic, compliance 

approaches are less successful than school driven and school needs-based approaches. In 

South Africa, however, many districts lack the knowledge, capacity and resources to support 

learning. Building the capacity of the district, with provincial departments, local business and 

communities (like traditional, business or religious leaders), can catalyse resources and 

build a commitment to learning improvement. 

Develop the 
collaborative 

capacity of 
districts  

Build the 
professional 
capacity of 

unions  

Enable principals 
and SMTs to be 

agents of change 
and collaboration  

Catalyse and 
share 

resources  

Activate value 
bases to build 

an ethic of care 

Share 
accountability 

and 
responsibility 
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District working together challenges and opportunities 

 District capacity and operational skills to support learning is uneven, within 

provinces and across provinces, entrenching inequality. 

 There is a tension between the district roles of support and compliance 

regulation. 

 Poor resourcing and an unequal distribution of professional knowledge limit 

district ability to provide support. 

 Historically, districts officials, have a negative association with the inspectorate 

and a biased process of performance management. This association 

undermines relations of trust between district officials, principals and teachers. 

 There are development programmes that show evidence of skills development 

but not of system impact. 

 Experiences with communities of practice suggest that if districts have the skills 

to facilitate collaborative interactions and ‘professional conversations’, they may 

be able to drive change in relationships within their own contexts.  

 

The success of a school is almost always dependent on the quality of the principal and 

school management team (SMT). There are, of course, many other factors in the making of 

an adequate school. A good principal will make the most of these factors, whether 

enhancing them or dealing with them when they are problematic. A poor principal will 

frustrate the potential even of strong factors in a school.  

 

School leadership working together challenges and opportunities 

 School leadership straddles the responsibilities of management control and 

instructional support but tends to focus on compliance.   

 Skills and capacity to build networks and partnerships are limited. 

 Many principals lack change leadership and collaborative skills having been 

‘schooled’ in a bureaucratic, sometimes authoritarian, system where the line 

rules. 

 Some leaders have little experience beyond teaching. 

 There are many programmes but few focus on change leadership and building 

partnerships. There is a growing emphasis on instructional leadership. 

 Most work on an individual level and focus on planning, data management and 

compliance rather than relationship building. 

 There is some evidence that programmes which build change leadership and 

support, through peers or mentors, are successful. These could scale-up and 

have a systemic effect.  

 

The National Development Plan (NDP) identifies the need to assist unions to develop the 

professional capacity of their members.  Professional accountability assumes self-regulation 

based on professional agency through peer review and control, independence (given 

professional knowledge), trust, defined codes of practice and regulatory bodies with powers 

to admit and discipline members.  
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Union working together challenges and opportunities 

 Some unions have a combative style of engagement that disrupts the teaching 

and learning process. 

 There is a tendency to protect members from the consequences of poor 

professional conduct. 

 There is corruption and bullying at school level, especially in weaker or poorly 

resourced institutions. 

 A lack of trust prevents the development of professional relationships and 

conduct that favour the child. 

 Teacher professionalism is undermined by a focus on control. 

 Unions can and do influence the quality of learning in schools. Unions have a 

track record of collaborating at national level, particularly in institutions such as 

the ELRC and the NECT. 

 Committed teachers enable children’s performance when trusted by leadership 

to operate professionally.  

 There is a need for consensus on the role of unions in supporting and being 

accountable for learning outcomes at schools. 

 

Resources and the ability to deliver are, in many ways, more important for improving 

learning than policy or institutional environments because they get things done. A functional 

system that sets goals, monitors progress, provides support and ensures accountability, also 

mobilises resources and support for implementation. The system needs to have operational 

capability by being well-resourced and supported, as well as appropriate authority and rules 

evident in law and established routine. 

 

Resource working together challenges and opportunities 

 Slow economic growth and high unemployment are unlikely to shift in the 

medium to long term, leaving little leverage to shift the uneven distribution of 

resources that track the fault lines of structured economic and social inequality. 

 Parents, local community members, teachers, principals and departmental 

officials are important resources for learning.  

 There are not enough teachers in primary schools. In addition, many teachers 

lack the content knowledge, time on task and sometimes commitment.  

 Technology is an enabler to improve teaching and learning, but there are a 

number of issues in implementation, roll-out and use of ICT tools.  

 Resource distribution follows apartheid patterns of distribution. This means that 

former white (model C) schools are better resourced despite pro-poor funding.  

 The system is inefficient and there is limited funding for development after 

salaries. The private sector may be able to share experience in the creation of 

resource efficiencies in the system. 

 The majority of schools need material resources and infrastructure to provide 

basic conditions for learning.  
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 Better resourced school communities use cellular and email technology to 

communicate with learners, parents and different school stakeholders.  

 Proactive schools use resources as a catalyst for changing teaching and 

learning, collaboration and pooling.  

 

The political economy of the relationships which connect parents, teachers and leaders in 

the service of children is an important part of understanding why some interactions enhance 

learning and others erode it. Knowing where to connect, and how, provides an entry point for 

an intervention as well as a means to sustain interactions and collaborations.   

 

Working together values – challenges and opportunities 

 The culture of teaching and learning in schools has eroded with a corresponding 

effect on results. Teachers and learners are often undisciplined, absent or 

abusive to colleagues and each other. 

 There is a poor work ethic and lack of commitment from school stakeholders. 

 Many stakeholders feel pressured by the daily challenge of operating in 

challenging psycho-social contexts. 

 Activating values in the school community builds trust and cohesion and most 

importantly reciprocal care. 

 The values have to be shared by all stakeholders and reinforced in daily 

interactions in classrooms, staff rooms and the school community. 

 In many schools, principals and teachers carry the burden of care for 

disadvantaged or abused children. 

 School leadership can use values to build professionalism, discipline and 

collaboration. 

 An essential value is care and a belief that every child can and will pass. 

 Inclusive education is about care: 

o The policy intention for inclusion exists but has not been systematically 

implemented. 

o Many schools required to mainstream disabled children lack the physical 

infrastructure and the teaching and learning skills to managed diverse classrooms. 

o School leadership and teachers struggle to communicate effectively with the 

parents of disabled children. 

o A more inclusive, values-based culture in schools will enable learners and parents 

to feel part of the school community. 

 

South African education faces major obstacles to its effort to ensure that all learners are 

educated and supported, regardless of their abilities. The current system is insufficiently 

resourced and not well-enough managed to achieve quality education for the disabled. 

Policies, while insistent on each individual child receiving the support they require, are let 

down by uneven implementation. Worthy national initiatives are often foiled by poor 

provincial planning and monitoring or by blockages and lack of capacity at the district level.  
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Accountability working together challenges and opportunities 

 The education system has decentralised responsibility but not authority. 

 There is lack of systematic professional and shared accountability.  

 Corruption and abuse of resources and children is pervasive. 

 There are few consequences for poor performance. 

 Parental participation is complex. Parents in poor school communities or rural 

areas often lack voice or are marginalised. 

 Shared accountability does enable schools to set realistic goals and monitor 

progress in the security of stakeholder support. 

 High expectations encourage schools to rise to the challenge.  

 

Securing accountability is partly about responding to the challenges of results based 

management and meeting the reporting requirements of education departments. However, it 

is also about ensuring that all members of the school take responsibility for their tasks and 

report accordingly on challenges and successes. Building a positive compliance culture in 

the sense of everyone doing their bit is an important part of this process.  

 

What can FRF/FREF do? 

 The deep-dive specification required innovation. We have attempted to find that 

innovation in practice and translate these into possible interventions. 

 Interventions are targeted at addressing the gap of a) building core values and 

relational capability; and b) shared responsibility and accountability for 

outcomes. 

 All interventions should include building capacity to accommodate inclusion and 

technology appropriately and in context. 

 

1. Change grant-making conditions 

Venessa Moodley, principal of Actonville Primary School, transformed the school’s reading 
outcomes in three years. She attributes her successful journey in transforming the school to 
two things: (i) community partnerships and collaboration; and (ii) values education. 

 

It is recommended that FRF/FREF define an education sector grant making approach that 

insists on: 

 Partnership and collaboration as a condition for support. For example, any applications 

should be either from a collective, or have built in partnership commitment; 

 Intervention plans that demonstrate the development of core values and a focus on 

building relationships to support and pressure outcomes;  

 Capacity building and support of grantee organisations to be able to collaborate and 

share knowledge through, for example, the development of CoPs or PLCs; 

 Outcomes and success measures that include the effects of collaboration, increased 

accountability and building core values;  

 Longer term interventions (at least 5 years) that recognise the complexity of the 

challenge, followed by post-intervention impact evaluations; and 
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 Thought leadership by sharing the results of the work, what works and what does not. 

This will contribute to the development of a national understanding of what enables 

system change. 

 

Possible partners would be BRIDGE and its donor community of practice. This would ensure 

greater impact if all donors required collaboration as a requirement for funding.  

 

2. CoP and PLC facilitation skills for district officials 

PLCs increase teacher confidence and morale – they feel they can take charge of their own 
learning and become agents for change, and this can change the culture in a school for the 
better. (Dr Razia Ghanchi-Badasie, Principal of Brenthurst Primary School) 

 

Building the collaborative capacity of districts and leaders will enable them to provide the 

necessary support for change in dysfunctional schools. Districts can support collaborative 

learning improvement through the development of CoPs and PLCs that support local 

schools and their communities.  

The NECT also runs district development programmes mostly focused on instruction, but the 

capacity to initiative multi-stakeholder and professional groups will enable district officials 

and leaders to problem solve, have professional conversations, work collaboratively and 

support innovation. 

FRF/FREF can work with NGOs and education departments to support the development of a 

national programme for districts on facilitating CoPs and PLCs. This could be technology 

based with a local support kit.  

This project would require a partnership with provinces and districts (not already a focus of 

other projects) as well as NGOs with a track record of facilitating CoPs like BRIDGE.  

Working with established CoPs such as the South African Extraordinary Schools Coalition 

might also be useful. 

 

3. Support union development institutes to develop professional school-level 

governance and ethics capacity 

You can’t enforce something; you have to change their mind-set. As soon as parents see that 
their kid is loved by the teacher then they are on board. (Teacher at Actonville Primary) 

 

Classrooms are the where the learning is enabled. The research shows that teachers are 

creative and committed to children’s performance when trusted by leadership to operate 

professionally. This is not possible without the support of unions and professional 

associations.   

 

Unions’ primary value focus needs to be on learners, classrooms and school performance if 

the quality of learning is to improve.  Commitments at national level in the NECT need to 

activated in schools. Supporting union development institutes actively develop school-level 

governance and ethics capacity will influence learning quality. 

 

Possible partners would be JET (the secretariat of the SADTU institute) working with other 

union institutions. This would ensure that the unions work together to finalise the 
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programme. An online, updateable programme, with professional learning points, will need 

to be developed to ensure reach and cost-effectiveness.  

 

4. Provide school leaders with the keys to unlock change, collaborative 

commitment and shared accountability 

Leaders are the glue that puts everything together but it’s not easy. You struggle with 
teacher buy-in, parents and learners. Holding things together requires empathy to 
understand people are not where I am. (Principal at Principals Upfront Dialogue, May 
2016) 

 

Shared accountability enables school stakeholders to develop realistic goals, monitor 

progress and provide support for learning improvement. The research demonstrates that 

principals are the primary activators of change in school systems. While there are many 

programmes and interventions in improving school management capacity, these tend to 

focus on the more technical aspects of school governance and management.  

 

Supporting practice based, community of practice based leadership programmes, and the 

development of a schools-based ‘let’s start working together’ kit will support principals and 

management teams to become activators of collaborative change. 

 

Interventions must to be linked to appointment and promotion guidelines, SACE and OSD 

competencies and lead to professional development points. Some lobbying may lead to 

making this a compulsory part of professional development. 

 

Proposed partners here are twofold to ensure sustainability.   

 Firstly, providers and NGOs already working on innovative leadership programmes such 

as Partner for Possibility, BRIDGE or WSG to collaborate on developing an optimal, 

scalable intervention.  

 Secondly, partner with the ELRC, SACE, School Principal and SGB Associations for 

relevance and links into policy on principal qualifications.  

 

5. Enable school communities to find resources and support more easily 

Schools need to find a way to talk to parents. We make parents or guardian come in to 
collect reports. (Principal, Ekurhuleni East) 

 

The research suggests that many change strategies involve using resources (infrastructure, 

new policy or people) as a means to initiate and create the conditions and motivation for 

changing teaching and learning.  

 

The development of an app that can be used by all stakeholders as a means to share, 

mobilise and activate resources will contribute to the better use of existing resources and 

facilitate sharing in poorly resourced schools and communities. 

 

A possible partner here would be an education tech enterprise, but this should involve 

working with principals and schools that have cracked the code for resource mobilisation. 
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6. Develop a national understanding of the value and purpose of schools and 

teachers to build an ethic of care and commitment to children and their 

futures 

We live by our values – habits of the heart. (Parktown Girls learners) 

Parents depend on the chiefs in the village so if the chief doesn’t like you then they don’t like 
you. (Limpopo teacher focus group) 

 

The research on education system change, and on educational challenges in South Africa, 

suggests that a common social understanding of the purpose and values of education 

encourages positive school, community and parent ties, as well as changes in practice. 

Moral purpose is lacking in many of our schools and their communities. 

 

One strategy for achieving this is by initiating a social movement that: 1) builds a common 

understanding of purpose, rights, roles and responsibility; and 2) develops national support 

and commitment to children’s futures by changing public perceptions about what happens in 

schools. A social movement campaign should be considered.  

 

This project, if undertaken would require a complex set of partnerships. Firstly, the Initial 

Teacher Education division, Department of Basic Education; The Funza Lushaka Bursary 

Scheme; the BRIDGE Community of Practice focused on Pre-Service Teacher 

Development; the Bertha Institute, UCT, which is exploring a social impact bond in this area; 

the Global Teachers Institute; Teach South Africa and Save the Children. 

 

There are some key national dissemination channels for knowledge and information in this 

area: The Mail & Guardian’s Education Section; The Teacher; City Press; Teachers Upfront, 

which is a dialogue for teachers run by the Wits School of Education, the University of 

Johannesburg’s Education Faculty, SciBono Discovery Centre, the Mail & Guardian and 

BRIDGE. 

 

Most importantly, the roll-out of the campaign would require partnerships with the traditional 

leaders, religious leaders, NGOs such as Equal Education and community leaders. These 

are the member of the broader community that will take the message of care back into 

schools. 

 

In relation to technology and disability, the following is suggested: 

 Implementing inclusive education in schools with limited resources requires a deep 

commitment to collaboration. In this regard, disability mainstreaming can be a built in 

requirement of funding, but also, more proactively can be included in all 

interventions.  

 Technology can be an important means to collaboration through the use of apps, 

WhatsApp and online support to schools and districts in remote areas. For example, 

districts could run CoPs or support PLCs via skype, if unable to reach the districts or 

schools directly.  

 


