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INTRODUCTION 
The change from apartheid to a democratic government in South Africa (SA) in 1994 necessitated an introduction of changes and innovations in education.   Since teachers are responsible for implementing all innovations in the schools, the departments of education had to plan for the professional development of teachers already in service to equip them with skills to implement the changes directed at improving education.  To achieve this, in 1997 the Eastern Cape Department of Education (ECDE) introduced a school improvement and professional development intervention called Imbewu Project (IP) to accelerate transformation of education in the schools.  The aims of the project were to: 

· Transform department of education’s capacity for policy development, planning, budgeting, implementation, community involvement, monitoring and evaluation and management.  

· Improve management capacity and performance of 500 primary school principals.

· Improve the quality of teaching and learning in 500 primary schools.

· Improve the quality and availability of appropriate teaching and learning books. 

· Enhance community involvement in the development, support and security of primary schools (Imbewu, 1998).

THE PURPOSE OF THE STUDY 

The purpose this paper is to undertake a critical analysis of the IP as a professional development intervention with a view to identifying its strengths and weaknesses, reasons for any successes and failures, and make recommendations for necessary changes.  The paper also seeks to contribute towards a better understanding of how educational interventions such as the IP work and what factors influence their success or failure. The IP has been chosen because it is the first school-focused form of school improvement and professional development intervention in the Eastern Cape (EC) province initiated by the government since 1994.

RESEARCH QUESTIONS
· What did principals and teachers think were the strengths and weaknesses of the IP?

· What factors determine the failure or success of interventions like the IP?

  To what extent do contextual factors determine the success or failure of interventions such as the IP?

PROFESSIONAL DEVELOPMENT

Professional development refers to a process of education combined with experience through which school-based staff are enabled to inquire into and reflect on their work and roles, deepen their specialised knowledge, improve their effectiveness as facilitators of students’ learning and prepare themselves for greater responsibility and leadership (ANC Policy Framework, 1995:15). It consists of conscious and planned activities meant to directly or indirectly benefit the individual, group or school and ultimately contribute to the quality of education in the classroom (Day, 1994). 

Hargreaves (1994) differentiates between the In-service Training (INSET) Model and the Professional Development (PD) Model in what he calls ‘the new professionalism’.  He suggests that the INSET model operates occasionally during periods of reform and takes place outside the school.  He argues that the INSET model assumes that change in schools can be brought about by changing selected individuals within those schools and expect them to generate change in others to such an extent that the whole school would be transformed.  Professional development has, therefore, tended to take the form of a series of courses and/or workshops conducted outside the school. Such workshops have tended to offer theory, which is sometimes, unrelated to practice and is therefore insufficiently related to the specific needs and concerns of the participants, and overuse lectures and discussion methods.  Such workshop activities have tended to focus on the individual, with no convenient resources available for appropriate feedback and follow-up mechanisms to help when the individual in the school situation encounters problems in putting the newly acquired ideas or skills into practice.  Authentic opportunities to learn from and with colleagues inside the school have tended to be limited or non- existent resulting in what Day (1994) calls ‘single-loop learning’.  This means that once a solution to a problem is achieved or personal practice is adopted in isolation it will not be exposed for scrutiny or critique by colleagues.     It therefore lacks integration with the day-to-day life of teachers (Firestone, 1993; Lieberman, 1995; Walker, 1994).

The professional model, on the other hand, adopts a balanced approach in that, while some professional development takes place outside of the school through courses and more commonly linked to pairs, groups, and teams, it also takes place in part at the school.  In this way knowledge and skills gained from external INSET are disseminated and shared by teachers and the principal within the school. The professional development approach focuses on teachers as groups as well as the school and therefore encourages collaboration. It attempts to integrate professional development with the day-to-day lives of teachers.  This model seems to encourage what Day (1994) calls ‘double-loop learning’ in which the intentions and practices in teaching are expressed explicitly, shared with colleagues and made accessible to the public by being reported.     

Watson as cited by Bell (1991) emphasizes that professional development processes should secure professional growth of the teacher while improving the performance of both teachers and schools.    This is because of the interdependent relationship of the school and the teacher, and the interdependent relationship of the students, the teachers and the school expressed by Hopkins (1997) in ‘Powerful learning, powerful teaching and powerful schools’.  The teacher cannot improve his/her performance consistently if the organisation is in a poor condition.  Professional development, therefore, must be directed towards the improvement of the school as well as the professional advancement of individuals. This can occur easily if the in-service education is mainly in the teachers’ workplace, the school, so that learning can be experiential and experimental.

According to the professional model reality is seen as mental constructions, which are socially, experientially and contextually based.   According to the constructivist theory knowledge is a human product and is socially and culturally constructed.  Social constructivists, therefore, see learning as a social process that does not take place only within an individual but it is more meaningful when individuals are engaged in social activities. They believe that individuals create meaning through their interactions with each other and with the environment they live in.  This is because people are part of the constructed environment and the environment is in turn one of the characteristics that constitute the individual.   Knowledge is therefore gained and refined through the interaction between the participants in their environment (Kim, 2001; Walker, 1996; Zuber-Skerrit, 1992).  Professional development should therefore focus on understanding and interpreting meanings in context. This means that teacher development that is school focused, and thus allows teachers, managers and parents to learn new practices as they interact with each other in their environment has a better chance of success.

PROFESSIONAL DEVELOPMENT IN THE EASTERN CAPE

Professional development and education in the Eastern Cape, particularly in that part which constitutes the former homelands of Transkei and Ciskei is dogged by challenges at all levels of the educational system.  Firstly, the EC has been identified as the poorest province in the whole of SA.  This is because it has inherited some of the problems that were typical of the apartheid homelands of Transkei and Ciskei.  This is where according to the ANC (1994) transformation will begin from a very low base; a sentiment echoed by Muller and Roberts (2000:8) that the minimal resource base in certain developing countries with far from universal education is a serious impediment to improvement.

Challenges Facing Professional Development in the Eastern Cape
Challenges facing the EC include insufficient financial resources, poor school-community relationships, poor learner performance, poor professional attitudes, vandalism and abuse of rights and responsibilities (Imbewu Project, 1999; Muller & Robberts, 2000).  Insufficient financial resources, which according to Walker (1994), are the result of under-funding of education of the apartheid era, have had many repercussions on education in the form of shortage of basic resources such as instructional material like textbooks, teaching and learning aids, time on task, class size.  The shortage of classroom accommodation and other facilities such as libraries and laboratories is a stark reality in the EC.  It is not a rare sight to see learners being taught outside and being crowded in one classroom on rainy or windy days.  This emphasises the point made by Christie (1998: 289) that there may be real limits to the possibility of fundamentally transforming schools.  The same point is re-iterated by the ANC (1994), that in certain areas in S.A., because of poor educational facilities, transformation will begin from a very low base.  The Department of Education (2000:51) in recommending the expedition of the school building programme also notes that because of shortage of classroom space ‘effective teaching and learning in many schools will only start when the basic infrastructure is in place.  The shortage of accommodation is bound to affect teachers’ ability to perform their work effectively and any school improvement and professional development programmes that may be put in place. Poor educational facilities and resources in general, may result in limited use of student-centred teaching strategies and poor student learning.  Poor school-community relationships are linked to the poor educational background of the majority of the population and to the poverty of the region.  Most parents in Black schools, particularly in rural areas, are either illiterate or have limited schooling to be able to play an effective role in giving academic support to their children.  This makes the work of teachers in such schools more difficult than in other schools.  It also means that for any school improvement initiative to be effective, it should, where possible, also focus on improving the school-community relationships.  Poor professional attitudes and the abuse of rights and responsibilities are closely linked.  Professional attitudes determine whether teachers are going to function effectively concerning their work and in terms of their responsibilities towards the learners.  This is related to what Day (1994), and Fullan (1995) call the ‘moral purposes of teachers and teaching’ and Hopkins (1997) the ‘ruthless and relentless commitment to the learning of children at both individual and the institutional level’.  The challenges cited above have compelled the ECDE to initiate a school-focused professional development intervention in to accelerate transformation in the said areas of education. 

The Imbewu Project (IP) 
“Imbewu” is a Xhosa word for seed. The name was chosen to capture the essence, meaning and vision for the project as initiating, developmental and nurturing.  As such, the image of a seedling reflects that school improvement is about growth and development and that it requires nurturing and time, as well as commitment, planning and diverse inputs to ensure its success.  It is the intention of the project to collaboratively sow the seeds of educational development at all levels of the education system and nurture the seedlings of progress to ensure strength and sustainability.

The purpose of the IP is to improve the quality of primary education for pupils in the most disadvantaged communities in the Eastern Cape.  Although the main focus of the project is enhancing the performance of primary schools, it aims to collaboratively sow the seeds of educational development at all levels of the education system, -provincial, regional, district and schools.  The IP focuses on the development of 500 schools and their associated districts and regional offices (Imbewu, 1999).  

Implementation Strategy of the Imbewu Project

The stakeholders were invited to contribute ideas on how the project would be implemented. These ideas came to be referred to, as the ‘Pillars of Imbewu’ because they framed the design, orientation and actual execution of the IP and were used as measures for responding to the Departmental needs, contexts and circumstances  (Imbewu, 1999).  These so-called pillars will be discussed in the following sections.

The IP has adopted the Practice-Based Inquiry (PBI) as its approach to professional development.  The PB1 is framed within a cycle of collaborative action research (Imbewu, 1999).  The PBI seeks to bridge the gap between concepts and ideas and practical experiences of people, between knowledge and action. It refers to an activity and action-based format for learning where people use their own daily practices and experiences to nurture their understanding.  The Professional Development Policy document of the ECDE recommends the use of action research for improving teaching and learning.   The PBI approach and action research are therefore seen as synonymous.

Although the IP targets primary schools, a concerted focus is placed on all policies, systems and processes at Provincial, Regional, and District Offices which contribute to the effective performance of primary schools. In this sense, the IP assumes a systemic and holistic view of school development.

The Department manages the IP and its efforts are integrated with Departmental needs, plans and ongoing activities.  In this way it serves to either complement or support the ongoing development efforts of the department.  It has been integrated as part of the School Improvement Unit in the Department of Education of the EC. 

The core knowledge is organised into smaller manageable units called modules.   These are such that they can be managed as single training events.  There are 34 of these modules and the foundation of the professional development programme.

Training Zones and School Clusters

The implementation structure of the IP is composed of geographic subdivisions called Training Zones and school clusters.  The IP has structured the delivery of its professional development services according to geographic subdivisions referred to as Training Zones and school clusters.  A training zone consists of several clusters. The school cluster consists of 4 or 5 schools in geographic proximity to one another.  Although the individual school is the basic organisational unit for development, the school cluster represents the smallest unit for inter-school collaboration, networking and mutual support.  The school cluster is established to create a momentum for school transformation and district development.  It is designed to become a model of collaborative self-development among schools.  

The province is divided into six districts, each with a team leader. The IP uses district and cluster-based workshops for training teachers for each module.   Five teachers from each school attend the workshops.  These include the Principal for educational management development (EMD), Mathematics, Language, Science and Technology, and a Foundation phase teacher and an SGB member.  In the workshops teachers work individually, in pairs or in-groups with different types of activities
Workshops are followed by tutorial school support visits by the facilitators of the training consortia for the teachers who attended the workshop, and a member of the School Governing Body (SGB).  This is followed by a whole school visit focusing on one school, that is, it includes all teachers in the school.  This visit looks at all aspects of the school, for example, the physical aspects, attitudes of people, academic aspects and evaluates the extent to which the aspects of the workshop are being integrated and tries to find out what problems are being experienced.  

The whole school visit is followed by a cluster support visit.   The five schools forming the cluster come together.  All educators who attended the workshops come together according to the various subject areas.  In the cluster meetings, participants are expected to report on the progress of their school action development plans, which each school was supposed to develop after the first module on Vision Crafting.  They also share challenges and successes and review the module handled at the workshop generally.  

At all levels of the IP there is a strong commitment to teamwork, sharing and enabling the contribution of all.  This collaboration began with the partnership between the British Government Department for International Development (DfID) and the Managing agents and among the members of the Project Steering Committee as well as between Non-Governmental Organisations (NGO’s) and among Departmental officials and private organisations down to the collaboration between teachers in the schools.

Professional development support structures at the workplace form another aspect of Professional Development, which is integral to the IP.   

The IP seeks to develop the school as a cohesive entity where all stakeholders work together to enhance all aspects of the school’s performance. All stakeholders are therefore involved in all aspects of the school’s responsibility from school activities and community involvement to the welfare of educators and learners. 

The IP applies the principle of multiplier effect for key teachers as well as administrators.  It is applied within established workplace support structures, so that school support teams train some teachers, and other schools in the cluster are developed within a framework of inter-school support that is facilitated by district officials.

In order to assess Project accomplishments, and in order to highlight the need for corrective measures during the Project, external evaluation was made integral to the ongoing implementation of Project activities.  External evaluators conducted baseline, midterm and final evaluations of the project. This, in addition to other routine internal evaluation initiatives, provided a continual source of feedback on the progress, accomplishments and shortfalls of the Project. 

 METHODOLOGY

This study used the Illumination model of evaluation propounded by Parlett and Hamilton (1976).  The design is characterised by an in-depth investigation of the programme and its surrounding context.  According to Lynch (1996) the aim of Illuminative evaluation is to study the innovatory programme; how it operates, how it is influenced by the various school situations in which it is applied; what those directly concerned regard as its advantages and disadvantages. It aims to discover and document what it is like to be participating in the programme, to discern and discuss the innovation’s most significant features, recurring concomitants, and critical processes (Lynch, 1996: 82 cited from Parlett and Hamilton, 1976: 144). Illumination evaluation attempts to provide a participants’ perspective of the programme.

Firstly, the study used secondary data sources such as official reports, policy documents, newsletters, government publications, newspapers and journal articles.  Secondly, questionnaires and interviews were used. The questionnaire was directed at 33 primary school principals and 119 teachers from the same schools who had undergone the IP training.  The trainer from one of the clusters was also interviewed.   The questionnaires were disseminated and collected in person. Frequency tables and, cross tabulations of frequencies were used to analyse data.  Interviews were conducted to 5 school principals and 15 teachers from the same cluster that had undergone training.  The interviews were then transcribed and analysed.

In analysing qualitative data Delamont (1992) suggests that one should look for patterns, themes, and regularities as well as contrasts, paradoxes, and irregularities.  The emphasis on the negative exceptions as well as the positive patterns remains crucial (Coffey and Atkinson, 1996:47).  Preconceived categories namely, research questions and questions from the interview schedule as well as the data itself were used as guides in developing topics and categories.  According to Miles and Huberman, (1994:56) codes are attached to “chunks” of meaning of various sizes – words, phrases, sentences or whole paragraphs, connected or unconnected to specific setting.        

DISCUSSION

It is obvious from the description of its implementation strategy that the IP follows the professional development model described earlier.  The fact that workshops conducted outside the school were followed by a series of school visits implies that the IP recognized the importance of supporting teachers in their contexts.  One of the strong characteristics of the IP, in terms of its design, seems to have been the support given to teachers and school principals, and the schools, both in their individual schools as well as in their clusters. Both the whole school support given to teachers and schools, and the cluster visits provided opportunities for teachers to learn not only individually but also with others, through experimentation and reflection on their practices. Interviews and the responses to the open-ended questions in the questionnaire, however, indicated that in practice both principals and teachers saw the limited support and monitoring as one of the major weaknesses of the IP.  Questionnaires revealed that not even one of the five schools forming the school cluster under study was visited more than three times during the three year period.  Yet Christie (1998) for example, emphasises that the district officials should be in close personal contact with schools so that they are able to identify appropriate specific points of pressure and support in working with schools for change.  However, the Department of Education (2000) acknowledges that many of the district officials themselves are not yet proficient in the areas in which they are expected to give advice.  The department therefore suggests that staff development should be extended beyond the school personnel.    This is particularly important when interventions such as the IP introduced.  It should not be taken for granted that staff in theses offices is conversant with the content of the intervention. They are, after all, products of the schools from which they came, which they now have to support. 

Responses to the interviews also indicated that the IP had resulted in increased co-operation between the school and the SGBs.  For example, the majority of the principals (97%) said there was a change in their relationship with the SGBs, with 75% citing active participation and co-operation as an indication of change in the relationship.    One respondent said:

They are always there when the school needs them. They started a vegetable

 garden alone when we were on holiday.  They said they intend to raise funds.

 They volunteered to look after the school during the holidays.

One of the strengths of the IP emphasised by both teachers and principals was improvements in relationships between the community and the school.  Bringing communities to the school was thus seen as one of the major successes of the IP.  The emphasis on increased involvement of the SGBs and the community also implied that the IP was achieving success in addressing the problem of poor school community relationships.  Although this participation cannot be as effective as in advantaged communities, considering the lower levels of education of most of the community members, especially in relation to student support, it should improve the role of the community in management of education in general. The trainer interviewed emphasised that despite the lower levels of education of most of the community members, the IP had been able to find a place in teaching and learning for even the illiterate members of the community by tapping their basic knowledge like Intsomi, the significance of their rituals and the general history of their environment.   Principals thought that the success in bringing communities close to the school was the result of their (SGBs) inclusion in the training by the IP personnel.  The training resulted in their improved understanding of their responsibilities.  In turn, improved participation of SGBs led to improved participation by parents.  This was because they tended to represent the school to the parents.   One interviewee observed that:

Before Imbewu it was difficult, people would not come to the school when called. Since we 

 were told how people are made to come to the school that you should use what people like to

 attract them to the school.

The majority  (75%) of the respondents cited limited time that they were given to implement the activities for each module before attending training for the next module as one of the major problems:  One of the respondents said: 


It just takes time because we have to talk to people who have absolutely no idea what we’re

                  talking about who were not there, they know nothing.

Time was also cited as a problem for the training of school personnel and monitoring and evaluation. The Education Development Officer (EDO) who was involved in the training and is currently involved in the current phase had this to say:

These school visits, after school visits comes another module, in fact there should be consistency but because of time, we don’t have time, in the first place, this is done by EDOs who have their own work to do; it would be better if the Imbewu could, in each district, have people who are solely for Imbewu, then we would have a feel about Imbewu schools.  

One of the major factors identified as a possible problem to the success of the IP was the lack of classroom accommodation, office buildings and secure storage facilities.  In all five schools visited in the cluster where interviews were conducted, the teaching material had to be kept in nearby homesteads because of lack of secure school buildings.  This obviously limited the use of the material for teaching and learning.  In fact, all the principals and teachers in these schools emphasised that because they had had to keep teaching material provided by IMBEWU in the village, its use had been very limited. Keeping the material outside the school meant that teachers had to send learners every morning to collect it for lessons and return them after school.  Also, on rainy days even this could not be done. On some occasions the owner of the home would not be found.  In two schools the principals reported that most of the equipment including the science kit were stolen and other items broken and damaged due to vandalism.  All five schools in the cluster did not have staff rooms and principals’ offices when the IP started in 1997 but in 2002 when the questionnaires were distributed building structures had been constructed in four of the schools through the efforts and the cooperation of the SGBs and parents.  Only one of the five schools in the school cluster did not have a new building structure.  This is one school that seems to lack not only the basic resources but also what Christie calls the human agency to tackle the simplest problems facing the school.  Thus, although there was still a chronic shortage of classroom accommodation in these schools, there was physical evidence of the success of the IP in improving cooperation between the SGBs, parents and the schools.  The slow pace at which the classroom accommodation problem in these and in the region as a whole was being solved can be linked to high unemployment and poverty levels of the communities around the schools and not so much to poor school community relationships as these were showing remarkable improvement.  The poor infrastructure in some schools deprives learners of appropriate learning opportunities and exposes them to health hazards. It also makes the attraction and retention of good teachers difficult and leads to low morale among staff, learners and the community.  This in turn makes it difficult to improve learner achievements. This is obvious in one of these schools.  The result of these conditions is the perpetuation of an unequal society.  This is an example of a school in which, according to the Department (2000:50), “Effective teaching and learning …….will only start when the basic infrastructure is in place”.  This is an acknowledgement by the Department of Education that some schools lack the basic facilities to make any changes in the school and in the practices of staff and the SGBs possible, and subsequently, changes in teaching and learning will either be non-existent or very minimal.    Muller and Roberts (2000) argue that such the minimal resource base in certain poor countries is a serious impediment to innovations. Thus, while the ECDE is using interventions to fast track the process of transformation, it is the view of this paper that the Department of Education should be selective about the schools in which interventions are implemented, fast track the process of providing basic facilities in all schools, otherwise investments incurred become largely wasted.  It is also the view of this paper that implementation of the IP in one of the schools forming the cluster under investigation was a waste of investment and the provision of expensive teaching and learning material in all these schools should have been planned for to avoid the loss that was incurred through the vandalism that seemed to have been unavoidable. 

The majority of teachers and principals agreed that despite all the problems they experienced in training other teachers, they finally succeeded in taking the other teachers who had not gone for training on board. However, all agreed that it would be better if all teachers were given a chance to participate in the training themselves.   One respondent said:

If we were all attending the training, when we have to effect the implementation, then we would just need to remind one another.

The analysis of the questionnaires revealed the following: that the primary and junior secondary school principals in the former Transkei have never undergone any form of in-service that focused on the curriculum, management and community relationships before the IP.  Support has always been on administrative matters like filling in departmental forms.  All those principals who responded to the questionnaire agreed that the project had helped them in guiding and supervising teachers.  But eighty percent (80%) of those who responded indicated that they spent most of their time on administrative matters and less on instructional activities.  To prove this, only fifty percent (50%) said they conducted class visits for teachers.  They indicated that the deputy principal was responsible for instructional matters.  All the teachers who responded to the questionnaire indicated that the HOD was responsible for instructional matters and not the principal.  Yet both the deputy principal and the HOD were not part of the group that underwent the IP training.  The trainer also expressed serious concern about this.  She attributed this to the structure of management in the school where the HOD is not a specialist in any of the subjects in the department in which s/he is head. 

Seventy percent (70%) of the principals asserted that the IP had given them guidance in creating opportunities for teachers to discuss instructional issues while those who did not, cited limited time as a militating factor.  This makes the deputy principal and the HODs important in the management of teaching and learning.  It is the view of the researcher that the deputy principal should be given special training in managing teaching and learning if s/he has to play the role of ‘professional head’ of the school.   

One of the strengths and successes of the IP as seen by both teachers and the school principals was the extent to which it introduced and encouraged the use of collaboration among teachers, and between teachers, the principal and the community.  This was evident in the management of finances of the school.  This is the core principle of the IP which, according to Hargreaves (1995), is central to constructing a positive working community, that is, in creating schools that are not only better for students but are also better for teachers to be.  In support of this Veenman et al (1994) argue that the implementation of educational programs is more successful in schools with norms of collegiality and continuos experimentation, in which a greater range of professional interaction with fellow teachers or administrators is pursued, including talks about instruction, structured observation, and shared planning or preparation. Active involvement and support of principals are of crucial importance to enhance implementation of such programs.

One of the important results of participating in the IP was seen as working together in teams as teachers at the instructional level.  Collaboration among the stakeholders, namely, the school principal, the teachers and the SGBs were practised. Improvement of the skills and confidence with their work resulting from collaboration in class activities and reflecting with colleagues on their practice is likely to have positive effects on the teachers’ professional attitudes.   Lack of professional attitudes by teachers is one of the problems mentioned by both Christie (1998) and the Imbewu (1999).

Improvement in financial management and control by the school principal and the SGBs was mentioned as one of the major successes of the IP.  Certain aspects such as budgeting were made difficult by the poverty levels of the community.  Two principals cited retrenchments of breadwinners as a serious problem.  One principal actually emphasised that one way in which the IP had improved their capacity to increase the school revenue was to teach them how to fundraise using small things like funny days, spring days. This served to relieve the pressure on the school fund.  Fundraising is of paramount importance especially for schools in poor disadvantaged communities where money is not easy to come by. This is why the IP regards the development of financial management skills, particularly fundraising, as one of its important components.  The principals were able do fundraise because they were trained with the SGBs who were also able to raise funds in this way.  The IP also helped them acquire transparency regarding fundraising in collaboration with the finance committee elected by the stakeholders, which manages all the monies collected in the school.  Two of the principals interviewed stressed the need for using the guidelines from the South African School’s Act in establishing finance committees.  These principals therefore acknowledge that they have changed in this respect.  One interviewee said:

Before, the principal kept school monies, and she would do whatever she wanted to do and would come to the teachers to tell them that ‘I have done abc with the school fees’; the principal alone would control the moneys.

 Most of the problems cited by more than 70 percent of both teachers and principals included the following:

‘Lack of resources and support material, limited follow-up, time-frame, lack of commitment by some teachers and parents, community illiteracy and lack of financial support, the time spent at the workshops at the expense of classroom activities.’

The problems mentioned indicate a serious need for planning before an intervention /innovation is implemented.

CONCLUSION
The poor state of education in the EC shows that there is a need for professional development that focuses not only on management of structures and processes around instruction, but on managing instruction itself. The conclusion drawn on this study was that significant changes were occurring more outside the classroom.  Professional development should not strive to protect teachers from outside intrusion, but aim at reducing isolation, practice direct observation, analysis and constructive criticism. It should focus on teachers as groups as well as the school and, therefore, encourage collaboration. It should make a concerted effort to integrate professional development with the day-to-day lives of teachers.  Thus, it should encourage teacher learning in which the intentions and practices in teaching are expressed explicitly, shared with colleagues and made accessible to the public where necessary.  It is motivating to the researcher to notice that Imbewu seems to be moving in that direction through its focus on the school, the use of in-school professional development teams and the school clusters. But theses need to be strengthened through support and evaluation from the districts.  

The major problem is that the IP did not involve all the schools.  It was planned that the next seven-year phase would begin in the year 2001, but by 2002 when the data collection for this study began, it had not started.  This means that in the whole of the EC only 500 principals had participated in the school-focused IP at this time.  The next phase finally began in 2003 but it seems that the focus is now only on school principals and SGBs.  The researcher feels that teachers should not be left out as their participation in the training helps to conscientise them about the innovation and those that attend the training help support the school principals in the diffusion of the new ideas.              
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