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“The use of cell phones was against school policy. | had to physically write out a
whole proposal to show how it could be used as an educational tool before the
principal reluctantly allowed me to use it in my physics classes. When we were
given the go-ahead the kids were serious about using it for learning, they did not
fool around as was predicted. They used it to personalise their learning, to network
with experts and other learners in more affluent schools, to access “how to” videos
etc. | was finally getting to a place where | could teach them how to learn. They
not only developed a way of learning that went deeper in what they needed to
know but it helped them to articulate their understandings beyond the textbook
and the curriculum outcomes...| documented the whole process from start to
finish, including their performance on assessments from past papers. They not only
could answer correctly, but they could understand and explain in detail the
problem itself. And these were failing learners. This documentation and their
results made the principal take notice. She allowed me to access to more of the
technology resources gathering dust in the store room when | asked for it.”

CASE STUDY 1






OPS/images/f17-04.jpg
(V)
-
©
o
()
o
o
2]
o
o
L=
(6]
(%]
{=
2
L=
2
=
Q
(S)
©
o
(%]
Q
L=
=]
|
=7
—
o
=
Q
(S
©
o
[N,
(S
Q
)
(d
>
(%]

School ability to cope and thrive
within the South African
Education Landscape

EIP Practiced

Thriving,
high collaboration,

trust, good leadership
agency, use of EIP

Partial

Will to implement present,
effort made, but due to
environmental impediments
and insufficient understanding
pf EIP practices success is partiall

Poor
Will to comply is

present but professional
pressures and the absence of
internal skill and external
support make for poor
and sporadic attempts only

Absent

No/low will for change,
fear, isolation, poorly motivated
and equipped leaders
external interference, apathy

Better functioning schools tend to have:

Historic privilege

Strong cohesive community and community involvement

High parental and family involvement

Good District relationship and well equipped District structures
Capable, equipped school leaders with high EQ

Strong coherent school management team

Active management of school’s coherence, collaboration, communication and trust
Trained, supported and mobilised teachers

Pervasive agency among educators

Attention is paid to creating safety and trust

Interschool networks and collaboration present

Upwards cycle of opportunity

Most education actors external to the formal DBE
structures act to improve one or more of these
factors within schools

Poorly functioning schools:

Historic and ongoing disadvantage

Low social and economic disadvantage

Fractured and uninvolved communities

Heirarchical, bureaucratic and punitive districts

Weak and poorly equipped school leadership

Uncohesive and poorly functional school management teams

Poorly trained, complacent and low commitment teaching staff
Disruptive union and political interference

Low self-awareness and agency

Punitive and fear based environments

Enforced / experienced isolation

Interschool competition, sense of inadequacy and punitive culture of comparison
Powerful cycle of poverty, inequality, and unemployment
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' It is very easy to talk about the challenge of resources, or the lack of resources, and as we '

have seen from other colleagues on other continents, they too will talk of the same
limitations of resources. However, there is no limitation to resourcefulness, which is an
entirely different approach. Resourcefulness is about agency, and it is about civic
responsibility and citizenship... When we talk in terms of agency, then we talk about
transformative human potential that is self-sustaining at the continental as well as the
global level. We should be very mindful of sustaining our resourcefulness, and of being
intentional together in ensuring that the human structures and organisations that we work
within support the work we do in this space.”

Mohammed Elmeski — ICSEI 2020 Conference Organiser
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Build Reciprocal Streets of Engagement

Successful networks build mechanisms and feedback loops for practitioner
perspectives and engagement. Teachers’ sense of agency in network
matters! Policy feedback loops are also important to consider.

Shift Norms of Data Use from Compliance to Learning

Successful networks decouple data use from accountability and reporting, to
strategy, & eventually network learning by using data to answer questions.

Co-produce Change Pathways and Entry Points

Improvement planning across partners can identify entry points for change
through a process of co-production.

Strategic roles and responsibilities can amplify the impact of networks;
capacity-building and brokering can be substantive mechanisms for change.
Researchers, practitioners, and policymakers need differentiated training.

Use Communication to Assess & Adjust

Successful networks have robust communication mechanisms that allow
partners to feel supported, but are also flexible to changing needs. They go
beyond updates, to assess and adjust implementation efforts.
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Governance *There is a self-governing school system
*The national curriculum is highly flexible affording schools
Curriculum autonomy to design a local curriculum in line with the national
framework
*The national certificate of educational achievement (NCEA)
emphasises individual pathways, school and teacher designed
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Low social
regulation:

Governance { * There is a self-governing school system

* The national curriculum is highly flexible affording
Curriculum schools autonomy to design a local curriculum in line
with the national framework

 There is no single assessment at primary schools and
schools can choose from a range of assessments. At
secondary schools there are national certificates of
attainment but no one way this should be attained

Assessment

The national evaluation agency adopts a negotiated and
School developmental evaluation approach to school evaluation
accountability in partnership with schools. It includes an emphasis on
internal assessments and is highly flexible.
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The link between national education goals, key performance metrics and data
strategy is ineffective and not driving data-driven decision-making at each level.

Performance data from national assessments at multiple stages during the
education journey is limited and infrequent.

Despite great advances in data collection, gaps remain in data reliability and
turnaround times.

Data collected is not used or analysed to its full potential to improve performance.

Technology integration into the curriculum is facing challenges largely because of
the lack of support for educators.

The private sector, including non-governmental organizations (NGOs), faces barriers
to delivering education solutions.

Public-private collaboration would benefit from more structure to foster innovation
and the adoption of existing high-quality education data and technology solutions.

Education lacks not only a data governance strategy, but also sufficient, dedicated
ICT roles with clear accountability and the appropriate capabilities.

ICT infrastructure in education is incomplete, and schools face prohibitively high
bandwidth costs.

L Education systems and tools are not guided by interoperability standards.
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One of the teachers in Njokwe’s study (2020) started his career with the intention of uplifting
education in his rural community. “This is home. | live here, | went to these same schools, | sat on
those desks...and | know the way education happens and what teachers face in this community.” His
enthusiasm was short-lived because of resistance to him “shaking up the status quo.” His life was
threatened and he was forced to leave and join a school with a more progressive leadership. In his
new school environment he brought in his knowledge of how to use technology in teaching as well as
concepts of “teaching on a shoe-string” that enabled his learners to experience learning that
sustained their interest in the subject. His teaching did not start with a deficit view of poor learners,
but rather with an agenda directed at learner success. He speaks of self-directed and peer learning
within his classroom. “They were teaching each other. Learners were coming forward to me or to
their friends and asking for help or they were sharing new discoveries.” This teacher extended this
work beyond his classroom into his community by opening up an NPO that to date continues to
provide support to rural learners. He is currently (over the last year) lecturing at a university
preparing future teachers for teaching in poorer schools using technology and shoe string
approaches, while also successfully running his NPO to ensure that rural children have an
opportunity to experience self-directed learning as a main enabler of success.

CASE STUDY 2
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