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ABSTRACT 

The central aim of this study was to examine the Western Cape Education Department's 

restructuring process, which entails changing the centralised support service to a more 

decentralized one through the newly constituted Education Management and 

Development Centres (EMDCs), in particular, the aim of the study was to explore how one 

Multi-Functional Team (MFT) in an EMDC structure is attempting to provide more holistic 

and co-ordinated support to schools. 

Chapter 1 briefly discusses the South African context, providing a brief historical overview 

and description of education relevant policy challenges. This chapter also outlines and 

provides details of the decentralisation process, the challenges of developing an holistic 

and co-ordinated approach to support, and the research aims, questions and research 

methodology. 

In Chapter 2 a literature re 

sectoral collaboration in rel 

challenges of inter-sectoral 

to explore the concept of inter

Th is includes an overview of the 

Chapter 3 provides an overview of the ... researcn approach,· research design, data collection 

methods, data processing met o s n e ic stat m' nt. 

Chapter 4 provides an analysis and interpretation of data obtained under the categories of 

analysis provided by the research questions. 

Chapter 5 provides a summary of the findings as well as recommendations for the 

improvement of inter-sectoral collaboration within the EMDCs. It also includes a reflection 

on the research process. 

The study showed that there is a growing realisation in the EMDCs that services cannot be 

carried out in isolation and that collaboration, co-operation and co-ordination are 

necessary for more effective and holistic service delivery. Most of the participants in this 

study emphasized that services need to be better coordinated and that there was a need 
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for better communication and leadership within the MFT. When asking the question about 

the difficulties experienced in trying to co-ordinate support services, they said that there is 

little co-ordination and management within the MFT. Some of the participants said that 

there is no time for reporting, recording or planning, and most of the time all the role 

players are not available to attend meetings or discussions. The primary reason given for 

poor co-ordination was that there was a lack of overall co-ordination in planning projects 

being run in the EMDC. 

This study should make a contribution to an understanding of how the EMDC can provide 

more coordinated and holistic support to schools. It should, among other things, give 

insight into the challenges of inter-sectoral collaboration and how to address these 

challenges. 
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1.1 INTRODUCTION 

CHAPTER 1 

INTRODUCTION 

This research examines the Western Cape Education Department's 
(WCED) restructuring process, which entailed changing the 
centralised support service to a more de-centralized one, through 
the newly constituted Education Management and Development 
Centres (EMDCs). The specific aim of the study is to explore how 
one Multi-Functional Team (MFT) in an EMDC structure is 
attempting to provide more holistic and co-ordinated support to 
schools 

According to the 

(1999), the supp rt str; ct 

characterised by f gm tatr 

eo ·ca ramework document 

ol as been historically 

ki it difficult for schools to 
become learning organisations. eammg organ'isations are defined 
as schools that ate 1nrne°'=md t, aut n rnous; reflective and critical 
of their practic , Ep e > (1990:20) defines a 
learning organisation as an organisation "where people continually 
expand their capacity to create results they truly desire, where new 
and expansive patterns of thinking are nurtured, where collective 
aspiration is set free and where people are continually learning how 
to learn together". 

For schools to become learning organisations and to function more 
effectively, co-ordinated and holistic support is required. In 
response to this need, a new, more holistic and integrated approach 
to supporting schools is in the process of being developed in the 
Western Cape. This approach includes the provision of 
comprehensive learner and educator support by MFTs based at 
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1.2 

EMDCs. These teams consist of a curriculum advisory service, 
learning support, listening and language support, early childhood 
development, psychological support and other forms of therapeutic 
support, management and governance support, social work 
support, information technology and education media technological 

support. 

The first part of this chapter deals with policy challenges relating to 
the aims of the study. It then examines the de-centralisation 
process in the Western Cape. In conclusion, it outlines the 
framework of the research and research methodology. 

place. It was refl 

ation system was in 

, th differ nee in the per capita 

e iffer t ce groups, and the 
different raciall d education departments. Apartheid 
education, with i .... n11ts""~ ,...,. t sUppdrt' rovided by a distant 

Head Office str tu .e r onQitiv s in schools which 

included: a lack of leadership; lack of planning; poor management; 
low teacher morale and a lack of confidence among teachers. 

Since 1994, the South African education system has been 

undergoing dramatic changes, which clearly reflect the democratic 
nature of the new government, and its intention to redress 

inequalities and imbalances created and perpetuated during the 
apartheid era. To redress these imbalances, and satisfy the 

educational needs of all learners in an efficient and equitable 
manner, the entire fabric of the education system had to be 
reformed. According to Squelch & Steyn (1994), reforming 
education involves restructuring in such a way that, among other 

2 
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things, school governance, organisation and management are de

centralised, while at the same time empowering the people closest 

to the learners in the classroom. 

In 1995 the integrated WCED came into being with the 

amalgamation of four separate departments. Its aim was to serve 

the needs of all stakeholders within education under one umbrella 

(see Fig. 1.1 ). 

Fig. 1.1 Department of Education prior to 1994 in South Africa 

Department of Education 

and Training 

(DET) 

Department of Education 

Culture - Administration 

use of Representatives) 

PARTMENT 

Department of Education 

and Culture - Administration 

(House of Assembly) 

This move has been considered by many to be a fundamental 

solution to the educational problems and challenges facing the 

country in general and the Western Cape in particular. However, 

the merging of the education departments has not been a simple 

process. It has meant the loss of jobs for many people. It has meant 

3 
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bringing departments together where there have been different 

salary structures, a different ethos, different syllabi, different 

cultures, different pedagogical orientations and different budgets, 

without the necessary organisational mechanisms to address the 

often unanticipated emerging issues. 

The demands of the new South Africa, with its emphasis on 

transformation, transparency, consultation, broader participation 

and ownership, compelled the WCED to take a tougher look at 

themselves and the needs of the communities they served. The 

challenge the WCED faced was to effect further structural changes 

which would improve service delivery. 

A process of necmt:ranon 

unions ensued, a 

centralised model 

and the public sector 

the transitional, de-

This structure was tnen-acceptea, to taKe educdt:ion in the Western 

Cape forward un I a str i r th Western Cape could be 

considered and v9'0 ~ i c ita ~on with1 the stakeholders. At 

that time, in 1999 it was thought that the best mechanism to ensure 

the effective delivery of administrative and professional services 

would be to de-centralise the functions of the WCED Head Office. 

This would mean the redistribution of administrative functions to 

regional or area offices, which would be the nearest points of 

delivery to the schools. 

Figure 1.2 below gives us an indication of the transitional de

centralised model of supporting schools, from Head Office down to 

school level. 

4 



https://etd.uwc.ac.za/

Fig. 1. 2 Line function for Service Delivery 

Head Office 

Regional Office 

Area Office 

School 

The first plan for de-centralisation was to have a three tier structure 

of Head Office, Gffi~~~mEJ~-airea offices supporting the 

schools. The pl · trative staff out of Head 

Office and closer 

so that they coulq be ~I 

Since then, the 

number of imp 

restructuring of 

1994 ). This has rol..\9, 

move to area offices 

that they SU pported. 

has changed in a 

o an overview of the 

Western Cape after 

w challenges as well 

as addressing certain policy challenges. We will now examine the 

policies that have had a major influence on the development of a 

new de-centralised support system. 

1.3 POLICY CHALLENGES 

The restructuring of the WCED has been influenced by the 

development of a number of new policies in education. The key 

ones are: The South African Schools Act (1996), Curriculum 2005 

(1997), and for this study, School-based Management (1999) and 

Education White Paper 6 entitled or on Special Needs Education: 

Building an Inclusive Education and Training System (2001 ). 

5 
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1.3.1 The South African Schools Act 

The South African Schools Act (1996) has at its base the 

establishment of governing bodies and learner representation at 

schools as legal bodies responsible for the formulation of general 

school policy and decision making. This is a process of devolution 

of power to school level in order to enable schools to determine 

their own future by having new functions devolved to them, together 

with the necessary authority to become more autonomous than 

before. 

In its preamble, the South African Schools Act (1996) states that the 

~"!a~~~~ national system of schools 

which, among ot 

parents and eduec:1to1rs 

responsibility for 

schools, in partner hip 

hts of all learners, 

acceptance of 

and funding of 

great challenge tA- miftmm ,~a.re:, __ ~ 
national, provinci I errs re • that education is 

properly manage , o gani e overn meet the demands 

of society. In South Africa the idea of de-centralising education was 

rooted in the Reconstruction and Development Programme (RDP), 

a programme for fundamental transformation initiated by the new 

government. According to the policy framework of the RDP, the 

education and training bureaucracy for a new South Africa needed 

to be reorganised at the national, sectoral and provincial level 

through the establishment of structures of institutional governance 

which would reflect the interest of all stakeholders and the broader 

community served (African National Congress, 1994 ). 

6 
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1.3.2 Curriculum 2005 

Curriculum 2005 (Department of Education, 1997) has been 

introduced as a major curriculum innovation in South Africa. It calls 

on teachers to respond to classroom practices in radically different 

ways. The new curriculum demands that educators be trained in 

Outcomes Based Education (OBE), which requires a new 

understanding of teachers' roles and responsibilities. QBE should 

be driven by the outcomes displayed by the learner at the end of 

the educational experience or process. Based on the philosophy 

that all learners can learn, it also makes provision for the inclusion 

of learners with disabilities, out of school children and other children 

'with special educational ,_._.. ........... 

centre of things, ta~•-tno tc~~r 

group work and 

approach and to c 

positive commen 

R 

~-,u,1~ r, constantly using 

st out of this new 

arnet are responsible for 

ed by feedback and 

U ll~ 

In 2000, the WCED committed itself to a school-based 

management approach. According to Davidoff & O'Connell (2000), 

school-based management means giving schools more power to 

decide how they want to govern themselves. This includes the 

WCED shifting from a large, unwieldy bureaucracy at WCED Head 

Office with the focus on control, to a more fluid and flexible, 

innovative organisation. The support system should ensure that 

every school is developed into a learning institution, capable of 

independent and responsible action in pursuit of the nation's 

educational goals. Functions attributed to schools by the South 

African School's Act (1996) ensure that schools have more control 

7 
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over their own cu"rriculum, budgetary affairs, personnel, 

administration and provisioning matters. Essentially, this means that 

every school which has the capacity to manage itself should be 

allowed to do so. Schools which do not have this capacity will be 

supported by the WCED in order to develop the capacity to do so. 

The support schools need will be provided by the circuit managers, 

subject advisory service and auxilary services, which will have to be 

reorganised in order to provide a holistic support and development 

service to schools. To ensure equal opportunities for all schools, 

Head Office will continu_e to play a strong role in policy development 

for the broader WCED, and ensure accountability within the system. 

The WCED will therefore have two main functions: 

• a strong polic 

become unique 

mission. 

he system; and 

eta;atn:v:-iiupport to schools. 

for the school to 

own vision and 

A guiding principle for school-based management is that decisions 

should always be taken at the lowest possible level of authority. For 

example, principals should not be making decisions about particular 

classroom practices; teachers should be making these kinds of 

decisions. Good leadership is, therefore, also about delegation of 

responsibility, about knowing and trusting your staff enough to give 

them authority to participate in and manage the change process in 

such a way that they take ownership. This builds motivation and 

commitment. 

8 
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1.3.4 White Paper 6 on Special Needs Education: Building an 

Inclusive Education and Training System 

In October 1996, the Ministry of Education appointed the National 

Commission on Special Needs in Education and Training 

(NCSNET) and the National Committee on Education Support 

Services (NCESS) to investigate and make recommendations on all 

aspects of 'special needs and support services' in education and 

training in South Africa. A joint report on the findings was presented 

to the Minister in November 1997. According to White Paper 6 

(2001 :5), which emerged from the NCSNET/NCESS process, the 

central findings of their investigations were: 

• that specialis 

material reso 

• that most of Jear, et$ 

ave predominantly 

rners with disabilities 

d sa 'lil i\3 have either fallen 

outside the system or have been mainstreamed by default; 

• that the curriculum and education system as a whole have 

generally failed to respond to the diverse needs of the learner 

population, resulting in large number of drop-outs and failures; 

• that while some attention has been given to the schooling phase 

with regard to 'special needs and support', the other bands of 

education have been seriously neglected. 

The NCSNET and the NCESS recommended a policy aimed at 

education for all, fostering the development of an inclusive 

education and training system that would enable all learners to 

participate actively in the education process, so that they could 

9 
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develop their full potential and participate as equal members of 

society. 

The principles guiding the broad strategies to achieve this vision of 

inclusive education included the acceptance of principles and 

values contained in the Constitution and the first White Paper on 

Education and Training (1995). These are: human rights and social 

justice for all learners; participation and social integration; equal 

access to a single education system; access to the curriculum, 

equity and redress; community responsiveness; and cost 

effectiveness (Department of Education, 2001 :5). 

also suggested 

(i) 

(ii) 

(iii) 

em of education; 

p o sent.ices' throughout the 

) 

(iv) pursuing the holistic development of centres of learning to 

ensure a barrier-free physical environment and a supportive 

and inclusive psycho-social learning environment, and 

developing a flexible curriculum to ensure access to all 

learners; 

(v) promoting the rights and responsibilities of parents, 

educators, support personnel, and other relevant human 

resources; 

(vi) developing a community-based support system which 

includes a preventative and developmental approach to 

support.and 

10 
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(vii) developing funding strategies that ensure redress for 

historically disadvantaged communities and institutions, 

sustainability, and ultimately access to education for all 

learners. 

In White Paper 6 (2001) the Ministry states that it believes that the 

key to reducing barriers to learning within all education and training 

lies in a strengthened education support service. This strengthened 

education support service will have, at its centre, new district-based 

support teams that will comprise staff from provincial district, 

regional and Head Office and from special schools. The primary 

function of these District Support Teams (DSTs) will be to evaluate 

programmes, 

modifications. 

management, they 

and adult basic edu 

education 

difficulties and 

(Department of E 

and suggest 

learning and 

pols, early childhood 

colleges and higher 

ess severe learning 

range of learning needs 

OJ tll 

According to White Paper 6 (2001) the DSTs will first be 

established in 30 districts. The DSTs will help to improve the 

quality of teaching and be involved in converting special schools 

into resource centres. These special schools/ resource centres will 

have two primary responsibilities. Firstly, they will provide 

specialised services to the targeted mainstream schools. Secondly, 

they will be integrated into the DSTs so that the personnel from 

special schools can provide specialised professional support in 

curriculum, assessment and instruction to designated full-service 

and other neighbourhood schools. 

11 
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According to the Practical Guidelines for the Implementation of 

Inclusive Education (Department of Education, 2002) the key 

functions of the DST is to assist education institutions, including 

early childhood centres, schools, further education colleges, and 

adult learning centres. The team will also identify and address 

barriers to learning, to promote effective teaching and learning in 

local institutions. This support also includes both classroom and 

organisational support, and focuses on providing specialised 

learner and educator support. (a detailed outline on the primary and 

secondary targets for these guidelines is provided in Chapter 2 of 

this dissertation). 

1.3.5 Conclusion 

Some of the aspe 

F. R 

12 

ofth 
p 

gh the adoption of 
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Table 1.1 Policy changes and their implications 

What has changed? What are the implications of the change? 

1 . There are new laws, such as the 

South African Schools Act (1996) 

1. Schools must manage them

selves with the assistance of 

parents and the community and 

the support of the Department of 

Education. 

2. There is a new programme called 

Curriculum 2005 

2. Teachers must teach in new and 

different ways. 

3. 

4. 

This means a shifting from a 

based management. ~--~-=.=..,--.,c:":;;,..-""i-..,-,111-_-,.-""'-~~~~eaucracy with the focus 

~c:!;;:;;;l!la;;:;t""--r;;~-~~w,,~ol, to a more flexible 

on inclusive education (White 

Paper 6) 

ver their own curriculum, 

d personnel. 

• 

have to become 

inclusive: 

They have to respond to the 

diverse learning needs amongst 

learners and address barriers to 

learning and development. 

Support systems at district and 

institution levels need to be 

strengthened and developed. 

The WCED is facing great challenges. Most importantly, the 

formation of a new organisation having to implement new national 

13 
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policies and develop provincial policies and structures which will 

strengthen ongoing support to schools. 

If schools are expected to become independent organisations, then 

the rest of the education system also needs to change and develop 

its capacity to help schools to do this. The WCED has therefore 

revised its organisational structure in order to provide an effective 

service in the future (Davidoff & 0 'Connell, 2000). 

1.4 THE DECENTRALISATION PROCESS IN THE WESTERN CAPE 

1.4.1 The SEED and STEDS Project 

The Systemic En ~cQ'inQlrlt 0-F--1:~tial!QR ===-..., ) Pilot programme 

was initiated late · 

implementing wha 

Model". As mentio 

delivery of admin i tra ive s ~c sct;loals 

al De-centralisation 

developed after the 

rovince into a single 

suring the effective 

The SEED Programme was a partnership between the Teachers In

service Project (TIP), an NGO based in the Faculty of Education at 

the University of the Western Cape, and the International 

Movement Towards Educational Change (IMTEC), in collaboration 

with the WCED. In January 2000, when the WCED task-team took 

full ownership of the SEED programme, the SEED Programme was 

renamed the STEDS (Systemic Transformation for Education 

Development and Support Programme). 

The broad aims of the SEED/STEDS programme in the WCED 

were to develop a bureaucracy that is: responsive to the need of its 
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schools; fluid and creative; and recognises and supports schools as 

the locus of educational change (Robinson, Langhan, Lazarus & 

Moolla, 2001 ). These aims were informed by the following 

understanding of system change and de-centralisation. System de

centralisation represents an opportunity and challenge that should 

be far more profound than the simple reallocation of roles, reporting 

lines and redrafting of organograms. It represents a major change 

of thinking and action, from control to support, from telling to 

listening, from punishing failure to rewarding experimentation, from 

dependency and resistance to responsibility, interdependence and 

teamwork. It represents both a difficult challenge and a simple 

opportunity (Krafftt, 1998). 

This process of tr·af.w~fd'l~ffioiA----E~:meG-l>tlU~~~flical, structural and 

schools regarding 

reflective in their p r:o_acl:l to 

sense of autonomy. 

anticipated result of 

devolution of power 

sponsibility for their 

kes ownership of 

Jti al practitioners, become 

t rs , and develop a 

After extensive consultation within the top management of the 

WCED, it was agreed by all parties that a programme be developed 

to facilitate system change in the province. This meant change at all 

levels of the. system in order to provide appropriate support for 

ongoing school improvement and development TIP had been 

providing organisational development support to schools and other 

educational institutions in order to assist them in the process of 

building their capacity to become learning organisations. The SEED 

Programme was based on the understanding that the ongoing 

development of any school needs effective support and care from 
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the broader education system. The SEED Programme, therefore, 

worked at all levels of the schooling system: the classroom; the 

school; the District Office and the Head Office of the WCED. The 

IMTEC has been operating internationally for the past 30 years, and 

has also provided support at all levels of education systems in 

various countries. One of the strong beliefs held by IMTEC is that, if 

schools became learning organisations, then the structures that 

support them also need to develop this capacity. 

Various options were considered by a group of top management 

members of the WCED who formed the Decentralisation 

Committee. The first option was to go back to centralisation, where 

Id be housed at Head Office. 

The second opti 

de-centralise to 

.wa~ o__:cleoentraUse: COillU:lletely, which meant to 

to perform such f n 

in a position to do ~o 

hird option was to 

at Head Office. The 

7ffll~ m11~:tn-:=tm~F'Slfflriols which were able 

F. R p 

The Decentralisation Committee accepted the school-based 

management approach as the ultimate goal, and therefore adopted 

the fourth option referred to above. The majority of schools were 

incapable of school-based management at this stage, and required 

a process of capacity building. Even a vague understanding of 

school-based management must imply a reduction in the purely 

service function of the WCED. However, departmental 

decentralisation could also result in an increase in bureaucratic 

functioning, rather than a decrease. School-based management, 

as well as any implication arising from the South African Schools 

Act (1996), implies a change from control towards 'enablement' 
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(Tl P 1998a ). 

To assist the WCED in its transformation process, the 

SEED/STEDS programme provided a systemic and training 

intervention which aimed to: 

(i) build the capacity of the WCED to provide effective support 

for schools, including attitudinal changes; 

(ii) facilitate cultural and structural changes; 

(iii) provide skills development facilitators at schools; 

(iv) reawaken the will to change; 

(vi) integrate and bring coherence to a fragmented system; 

(vii) assist the WCED a to become learning 

organisation 

(viii) breathe life i 

coherent; 

(ix) build under an 

processes a 1 I 

pects and levels are 

erm nt of the change 

1.4.2 Education Mana ement and D v lopp,ent Centres (EMDCs) 

The WCED decentralised by establishing seven EMDCs. Four of 

the EMDCs are in the metropolitan region of Cape Town, and three 

are in the rural areas. Their distribution is as follows: 
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Fig.1.3 Education Management and Development Centres in the 
Western Cape Education Department 

URBAN AREAS 

RURAL AREAS 

Bree River/ Overberg South Cape/ Karoo West Coast/ 
(Worcester) (George) Winelands 

(Paarl ) 

The new EMDC structures have replaced existing area offices, and 

are intended to facilitate communication between and coherence 

their restructured ~r<18fl1isaiftin.l6'.~.!1:JtA>~~(ou11a lfer more systemic, 

schools, thereby 

ented approach to 

co-ordinated and 

breaking through 

supporting school d' 

manage their own 

t was hoped that the 
--~ 

the capacity to 

'J 

The WCED has developed a matrix management system which 

would enable the project leader to pool resources from any 

disciplines needed in the EMDC. In a specific project e.g. in a child 

abuse case, a social worker and psychologist would sourced from a 

pool of the sub-directorate for Education for Learners with Special 

Educational Needs (ELSEN). 

The EMDCs are responsible and accountable for the provision of 

support to schools and other learning sites. They must support all 

ordinary public schools, ELSEN schools, technical colleges; Adult 

Basic Education and Training (ABET) centres and Early Childhood 

Development (ECO) Institutions. 
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The services they offer include: 

• Curriculum development and support (CDS); 

• Specialised learner and educator support (SLES); 

• Institutional management and governance (IMG); and 

• Administrative services, which includes labour relations 

assistance, internal administrative service and institutional 

development and support for schools defined under Section 20 

and 21 of the South African Schools Act (1996). According to 

Section 20 schools can only control the funds they generate. 

The norms and standard for section 20 schools is allocated and 

retained by the Department and used to pay municipal and 

~ c1...i~~diture of the school. This 

~,nr=tif-n"'°'~-nnt-·m::r,m:s-rn1'1trn of all the functions 

and standard 

department is 

as required. F. R 

~ei;illo~1 school is a school 

the school governs 

receives. The norm 

receives from the 

11 ac;count for it to apply 

C p 

The EMDC is responsible for the following support functions at the 

intermediate level, i.e. pertaining specifically to enablement, 

empowerment and support to schools: 

• Curriculum Research, development, implementation, support, 

assessment and exams; 

• Psycho-social support; 

• Educational Resource material research, development, 

reproduction and distribution; 

• Education technology; 

• Education library and information services; 

• Inclusive education; 
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• Institutional development, management co-ordination, 

monitoring and evaluation as well as staff support; 

• Input into quality assurance processes; 

• Input into the processes regarding the provision of buildings; 

The main difference between the nine old area offices and the 

seven new EMDCs is that the former rendered unco-ordinated 

development and support, in an ad hoc manner that was not 

sustainable. Only circuit managers and some administrative 

personnel were part of the regional offices, whereas the EMDCs 

now have personnel who can render services across the 

educational support spectrum. 

The emerging not''"'"'~- ·fi-N,"'"-_wft,...,.ff~=--1",-ro.,. 

teachers to ad 

organisational nee 

more responsibil iti 

assist schools and 

professional and 

chco Is take on more and 

needs are shifting an here 1s a grea need for support. 

The EMDC also p Orn,,.th"" ni..,.,•-1
""'" in schools through 

school governan , hil~ o al the WCED injects 

policies such as the Safe Schools Project, and building a culture of 

teaching and learning in schools and local communities. 

In the face of pressing needs to address barriers to learning, and 

recognizing that EMDC's cannot do it alone, educators and policy 

makers have called for a rebuilding of a connection between 

community partners in order to provide a close-knit web of services 

and resources. This has been demonstrated to make a positive 

difference for all at risk children and youth and those who needed 

support (Gronski & Pigg 2000). 
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1.5. DEVELOPING A HOLISTIC AND CO-ORDINATED APPROACH 
TO SUPPORT: THE CHALLENGES OF INTER-SECTORAL 
COLLABORATION 

The report of the NCSNET/NCESS (Department of Education, 

1997) throws some light on the notion of holistic and integrated 

support services. The report suggests that different government 

departments and other sectors need to work together to provide 

support to learners. Partnerships between relevant stakeholders 

should therefore be supported. The report also makes reference to 

the following practical implications of an inter-sectoral approach: 

• Structures need to be developed at all levels of education 

governance to 

relevant goverr~~---1l~~~~ 

professionals a1JU--~l4.N:;U 

planning and p 

committees and 

• Clear lines o~!OOrnJl~ffi 

planning, exe 

between 

o bring relevant 

ocal level, for policy 

e inter-departmental 

in terms of 

example, with int r- e a m · a ·on, the department 

with the major responsibility would become the 'lead' 

department in the team, employing core personnel ahd 

establishing and co-ordinating partnerships with other sectors; 

• Clear procedures and processes need to be developed to 

facilitate optimal teamwork at all levels; 

• Relevant Non-Government Organisations (NG Os) should be 

involved in a co-ordinated partnership with centres of learning, 

and other levels of the education system (Department of 

Education, 1997:23 ). 

Definitions of inter-sectoral collaboration stress the principle of 

working together. Dettmer, Dyck & Thurston (1996:38) define 
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collaboration as "an interactive process which brings together that 

which is diverse to execute plans for common goals as well as 

generate solutions for complex problems". The (collaboration) 

process draws together different sectors, disciplines and 

professions that work within a common conceptual framework 

(Mostert, 1996). The players bring to the process resources, 

perspectives and knowledge (Lazarus, Moolla & Reddy 1996; 

Dettmer et al 1996; Gronski & Pigg, 2000) which together act as a 

catalyst for change and improvement (Dettmer et al 1996). 

The Draft Theoretical Framework of the WCED (1999:25) argues 

that "inter-sectoral collaboration requires the transformation of 

bureaucratic relationships". ~ H ":!-o&J-l<!_su;,r_c..,.,r _ ___. 

and order, peopla~ ~.:nn-4l5 emselves and the 

work they do, as 

people have differ 

management syste 

of grappling with fliiss '":imieeroeei~reffi 

that need change ar a1 

address the prot;il are 

holistically and systematically. 

dependence even if 

s within the educational 

orat n implies a process 

, -ecegnfsing what the areas 

to i>osi.tively and effectively 

all thinking and acting 

With regard to interpersonal challenges and group dynamics, the 

issue of power in the context of inter-sectoral collaboration is a 

central concern in many writings (Brabeck & Walsh 1997; Dettmer 

et al 1996; Goren & Afable, 1994; Manley-Casimir & Hall, 1994 ). 

This includes questions about who is in control, and reflects 

concerns about territory or turf and job security in relation to this. 

Manley-Casimir & Hall (1994) and Mostert (1996) explain that 

reaching consensus and compromise can be difficult, especially 

when, as Brabeck & Walsh (1997:42) put it, "there is a fear of losing 

professional identity or a lack of willingness to give away the 'expert 
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cloak". Tensions between interdependency and professional 

autonomy therefore do sometimes arise. 

Potential problems can arise when people work collaboratively. 

Most often resulting from a lack of understanding about roles, 

battles for role equality (Dettmer et al, 1996 and Mostert, 1996), 

poor communication, and a reluctance to express opinions 

(Brabeck & Walsh 1997; Levin & Greene, 1994; Mostert, 1996). 

Goren & Afable (1994) have suggested that unless one's 

awareness is heightened, disrespect, misunderstanding and 

mistrust are likely to impact on service provision. 

difference, Manie.~ '""""'" 

between value syst 

as a key challenge; 

(Dettmer et al 1996 . 

intended to celebrate 

- - ---ts -• -• =::i.,,.,, -arcrue that comp~tition 

e to value difference 

lntriligator (1994) r ewo ,for understanding 

inter-sectoral coll~qorf1ip.n. Sh refers ;o orW3~isational structures 

that can be classified on a continuum that highlights three aspects 

in any kind of inter-sectoral work. These are co-ordination, 

collaboration and co-operation, all of which are crucial to the 

success of any efforts to work across boundaries, professions, 

disciplines or sectors. She distinguishes between these terms as 

follows: Collaboration emphasises working together and problem 

solving with a common goal. Co-ordination focuses on the 

management and organisation of activities, including the systematic 

pooling together of different individuals and aspects of an exercise. 

Co-operation draws on the important relationship dynamic, which 

essentially is about people talking to and understanding one 

another. She explains that the most effective way of working would 
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incorporate all three facets, i.e. collaboration, co-ordination and co

operation. 

According to Levin & Greene (1994), Mostert (1996), Robinson et al 

(2002), the literature is clear that inter-sectoral collaboration is not 

without its difficulties and challenges. The problems highlighted by 

various writers can be clustered into five core categories, namely; 

resources, organisational issues, group dynamics, differing 

perspectives and challenges that emerge out of inter-sectoral 

collaboration as a mode of working. 

lntriligator (1994), Levin & Greene (1994) and Manley-Casimir & 

Hall (1994) stress the ~~~~·"~ .... ----""' f establishing procedures to 

facilitate co-ord illf""";Mton: ---~,""' 

organisational con 

includes planning a 

these elements 

being. 

ince, in many 

ins 'untried'. This 

need to ensure that 

Changing people' war,s of ooki g t the ~or. d ·s often difficult, and 

may be more easily facilitated if, at a systemic level, collaboration is 

set as a priority at all levels of government (lntriligator, 1994; 

Manley-Casimir & Hall, 1994; Robinson et al 2002). At an individual 

level, professional awareness, integrity and judgement need to be 

heightened (Mostert, 1996). 

Collaboration is firmly rooted in the South African slogan Tirisano 

(working together) which the Minister of Education has put forward 

to give effect to his Ca// to Action (Department of Education, 2000). 

The Department of Education therefore recommends this plan to all 

South Africans, and calls upon us to join hands and work 

collaboratively with other government departments and with civil 
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society to achieve the goals and targets set out in the 

implementation plan for Tirisano. 

1.6 RESEARCH AIMS, QUESTIONS AND METHODOLOGY 

The aim of this study is to examine how one MFT in a new EMDC, 

in one area of the Western Cape, is attempting to provide a more 

holistic and co-ordinated form of support to schools. 

The questions that are addressed include: 

• What is the MFT role-players' understanding of 'holistic and co

ordinated support'? 

• How is the M 

government de ad 

education support, 

· pport to schools? 

with other 

• How does the IVIPli c jlap r.a a rµunity? 

• How does the MFT collaborate with the schools /education 

institutions? 

• How does co-ordination take place in a MFT? 

The research was conducted within the framework of action 

research, which focuses on both processes and outcomes. The 

primary purpose of the research is therefore formative in that its 

emphasis is on identifying aspects of the EMDCs that are working 

well or that are problematic, so that modification or improvement 

can take place. 

The qualitative method was used to obtain data from the selected 
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MFT. The purpose was to extract information about the support 

providers' perceptions and experiences of a MFT in the EMDC. 

Interviews were conducted with 20 members of personnel 

representing the various support services. The 20 interviews 

conducted included people from the four disciplines of Curriculum 

Development and Support, Specialized Learner and Educator 

Support, Institutional Management and Governance and the 

Administrative Service. The support providers were asked to reflect 

on the kind of collaboration that existed between various service 

providers and about their perceptions and experiences of service 

delivery after the EMDCs had been operational for at least a year 

and a half. The interview data was analysed through content 

1.7 OUTLINE OF THE 

In Chapter 1, the r cess through which 

the WCED has moved from a cen ra 120 

and co-ordinated su p , 

chapter also briefly di cuss~s th 

oy 
ut Af~ca ieontext, providing a 

brief historical overview and description of relevant policy 

challenges. It also describes the decentralisation process followed 

in the Western Cape. Finally this chapter outlines and provides 

details of the research framework, aims, questions, and research 

methodology of the study. 

In Chapter 2 a literature review is undertaken to explore the 

concept of inter-sectoral collaboration in relation to education 

support. This includes an overview of the policy framework in South 

Africa, and an in-depth exploration of the challenges of inter

sectoral collaboration. 
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Chapter 3 provides an overview of the research approach, 

research design, data collection methods, data processing methods 

and an ethics statement. 

Chapter 4 provides an analysis and interpretation of the data 

obtained under the categories of analysis provided by the research 

questions. 

Chapter 5 provides a summary of the findings as well as 

recommendations for the improvement of inter-sectoral 

collaboration within EMDCs. 

,r R IT of the 

· S ER 
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CHAPTER2 

DEVELOPING A HOLISTIC AND CO-ORDINATED SUPPORT TO 

SCHOOLS: THE CHALLENGES OF INTER-SECTORAL 

COLLABORATION 

2.1 INTRODUCTION 

According to Robinson et al (2002) inter-sectoral collaboration is an 

interactive process, which brings together that which is diverse, to 

execute plans for common goals as well as generate solutions for 

complex problems. The process draws together different sectors, 

disciplines and professions together in order to cross 

boundaries (Dettms.r~1~.:.~-4Qi9&M~lfe. 'tt"fl:l~I aspirations, and 

work within a com ostert, 1996). 

Inter-sectoral calla 

across particulan

departmental; inJar

sectoral (e.g. p re ts. 

inter

n e professional, and inter-

1 ers). Inter-sectoral 

collaboration also refers to the inclusion of perspectives, interests, 

skills and knowledge of the key stakeholders or role-players in 

education: teachers; administrators; students; parents and 

community experts (including non-government organisations) in the 

process of conceptualizing and addressing problems and 

development needs. Such collaboration is not only necessary from 

a democratic point of view, but also with the aim of ensuring that 

needs are more fully understood and addressed. 

The aim of Education Management Development Centres (EMDC) 

is to offer a new organisational model for supporting school 

development. In the Western Cape, EMDCs are developing Multi-
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Functional Teams (MFTs) consisting of circuit managers, curriculum 

advisors, specialised learner and education support (SLES) 

advisors and administrative staff and in some cases also, non

government organisations (NGOs). Through the MFTs it is believed 

that the EMDCs will offer more systemic, co-ordinated and holistic 

support services to schools, thereby transforming through what has 

been a fragmented approach to supporting school development. It 

is hoped that the EMDC's will contribute to schools building their 

own capacity to manage their developmental needs. 

This chapter will examine relevant literature on inter-sectoral 

collaboration, co-operation and co-ordination, within a framework of 

• Development o 

• Challenges of 

• Framework fo 

2.2 POLICY FRAMEWORK 

OJ the 

ER 

According to the Implementation Plan for Tirisano, (Department of 

Education, 2000) collaboration is captured in the slogan 'Tirisano' 

which means 'Working Together'. The Minister of Education has 

put forward his Call to Action: "As we prepare for the new century, 

we have to work collaboratively in a multi-functional fashion, in 

pursuing the goals that derived from our concurrent mandate for 

education delivery, as outlined in the Constitution" (Department of 

Education, 2000:3). 

The White Paper 6 on Building an Inclusive Education and Training 
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System (Department of Education, 2001) commits itself to the 

development of a "holistic and integrative concept of Education 

Support Service (ESS)" (Department of Education, 2001 :29), which 

encompasses "all education relating to health, social work, 

vocational and general guidance and counseling, and other 

psychological programmes and services, and services to learners 

with special education needs (LSEN) in mainstream schools" 

(Department of Education, 2000:47). The commitment to a 'holistic 

and integrative'approach incorporates the principle of service 

integration identified as a basic principle of education support 

services by Lazarus & Donald (1994). The principle of service 

integration relates primarily to inter-sectoral collaboration required 

-a,~cts of development. A holistic 

approach to develC!>~ma~ : ~.1fM!H!t-~~-ms1an1ts 

disciplines, profess· 

service integration · 

Education and Trainl 

d skills of various 

This principle of 

The White Paper ·'\le E0ucation and Training 

System (Departrn~nt of Edu qtipn, 2Q,0 commits itself to 

establishing District Support Teams (DSTs) as a central part of the 

overall strengthening of education support services in South Africa. 

DSTs refer to an integrated support service, provided at district 

level, by support providers employed by the Department of 

Education, drawing from the expertise of further and higher 

education and local communities, special schools and specialized 

settings in the area. The DST will form a social network of different 

kinds of relationships, among team members and schools as they 

go about their work, in the interest of the learners. 

The key functions of these DSTs according to the Practical 

Guidelines for the implementation of Inclusive Education 
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(Department of Education, 2002) include rendering classroom and 

organisational support, focusing on providing specialised learner 

and educator support, as well as curriculum and institutional 

development and administrative support to all educational 

institutions. The latter refers to pre-school centres, primary and 

secondary schools, special schools, further education and training 

colleges and adult learning centres. 

According to the Practical Guidelines referred to above (Department 

of Education, 2001 ), these guidelines should lead to a practical 

framework and some strategies to assist in the establishment and 

strengthening of these DSTs in a comprehensive way. These 

guidelines focus particular! the historically fragmented 

support provided ~--~c ;~h ~ ~ ~itJti.,~c!tH-V ildhood and adult 

learning centres ca more holistic 

, according to the 

f · o ptjnn 2Q02:96) include: .. Tf 

• Establishing n w~ Distript..S PQrt Tea}Tl 

currently exist; 

here they do not 

• Further development of existing District-Support Teams; 

• Integrating the special schools into these teams, and drawing 

the growing expertise from full-service institutions into a support 

provision network; 

• Creating a pool of resource people to serve at local sites of 

learning; 

• Drawing on a broad range of 'community resources' and other 

learning sites to provide the support; 

• Developing the capacity of members, of district and institutional

level support teams, as well as the special schools/resource 

centres, to identify barriers to learning, and to develop effective 
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strategies to address these challenges, for the purpose of 

promoting effective teaching and learning. This includes moving 

away from seeing and responding to problems that focus on the 

learner only, towards an approach that tries to understand and 

respond to problems from a broader 'systems' view, which 

acknowledges that problems and solutions can be located at 

different points in a system; 

• Developing the capacity of all support service providers, to 

provide a holistic and comprehensive support service, including 

the ability to 'work together' in co-ordinated and collaborative 

ways. This involves moving from the currently fragmented, unco

ordinated approach to an integrated approach that brings 

together the different ro 

barriers to lear - . 

These guidelin a 

centres. In a 

and adult learning 

are also rele~ n et support. These are 

schools, colle es, ear~ chil od an q ult learning centres, 

and their governing bodies and institutional-level support teams 

in particular. 

2.3 DEVELOPMENT OF MUL Tl-FUNCTIONAL TEAMS IN 

EDUCATION AND MANAGEMENT AND DEVELOPMENT 

CENTRE'S IN THE WESTERN CAPE 

In the District Development Strategy Plan of Quality Learning 

Programme (QLP) EMDC officials and Management of School 

Training Project (MSTP, 2001 :2), the Metropole East EMDC 

states their vision and mission as follows: "To empower learning 

organisations to give learners the opportunity to develop 
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optimally". The mission statement confirms the aim which is to 

provide relevant, integrated support services and to build the 

capacity of learning organisations to take responsibility for 

improving their learners' performance. 

2.3.1 The role of the Education Management and Development 

Centre 

As dutlined in Chapter 1, the SEED/ STEDS Project aimed to 

assist the WCED in the process of transforming itself into an 

organisation better equipped to support schools within the 

framework of a number of new policies, including the South 

African Schools Ac; tJ({1i 9t9r6~~~~§~;,::~ 

The STEDS pro 

organisational 

more systemati 

the EMDCs, a new 

ch©jjl development in a 

ordinated by EMDC 

directors, the uB1urers--e t?:rtn::~rm a-ordinate multi-

disciplinary tea c r.t;entaJ.personnel, school 

clinic personq~I. and qd ·nistrators.., ogether with other 

appropriate government and community service providers and 

NGOs (see Chapter 1 for a full history of EMDCs). This is in line 

with the new policy and guidelines for the establishment and 

development of DSTs (Department of Education, 2002). 

2.3.2 Multi-Functional Teams within the context of inter-sectoral 

collaboration 

Inter-sectoral collaboration within a MFT provides an important 

opportunity for a more integrated, holistic view of local needs 

and resources. The term 'Multi-Functional Team' refers to the 

different disciplines working collaboratively in small teams within 
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the EMDC. The MFT consists of personnel from the four pillars 

within the EMDC, i.e. Curriculum Development and Support 

(CDS), Specialised Learner and Educator Support (SLES). 

Institutional Management and Governance (IMG), and the 

Administrative personnel. The MFTs are currently structured in 

different ways in the different EMDCs. Different activities bring 

different sectors together, to provide an important space for 

sharing ideas and networking, across the traditional sectoral 

boundaries. 

The MFT brings different resources, perspectives and skills to 

the process. The MFT works across disciplinary and 

professional boundaries ..,__-- ---- f pooling and integrating the 

kind of suppo ttU::~:";::::::-TQ..AmM..S:t:!hcio1s. The team takes 
joint responsibil y _._._._.__~ ... _..,_...,.,, 

within the EM 

elements of qu l,i means for achieving 

quality, in the devefopmenroT schoo 

Working effec ive witQ oth professiQ in a MFT structure 

requires good communication (Goren & Afable, 1994; Grotski & 

Pigg, 2000), social awareness, and goal-orientated professional 

behaviour. Teams need to include individuals from different 

professional backgrounds and with different types of experience 

(Girouard & Igoe, 1994 ), thereby increasing the potential for 

considering a wide range of intervention options and blending 

complementary, individual strengths, as well as tempering 

extreme positions. The team shares the success or failure of 

any proposed decision for intervention. Mostert (1996) 

highlights that educational problems are complex and involve 

several specialty areas addressing the problem collectively. 

This increases the chances of successful solutions being 
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identified, implemented, and evaluated. For a MFT to be 

effective co-ordination is crucial. According to I ntriligator ( 1994) 

and Ward (1994) time for planning and reflection are important, 

as well, as development, and evaluation. 

Teams must have a shared vision of their aim. Vision provides 

important direction and also motivation to reach the aspired 

goal. A multi-disciplinary team's vision is usually linked to its 

mission, which is indicative of the reasons for its existence 

(Smith, 1997). Cultivating a culture of shared decision-making 

at work requires the team to actively involve all stakeholders in 

decision-making processes. Collaborators must talk to one 

another and develop vn,~,~,.r,.__•?'~c __ and understanding that is 

common to all, 

Motivation is th spa 

commitment, in at 

be taken for granted.- Team leaders 

d meaning. 

en mance - it inspires 

k. B t motivation cannot 

nd members need to be 

tr ati n and the techniques 

they can use to &nhance a d mainbf motivation levels. 

Effective teamwork requires being sensitive to the needs of 

others in the group. This includes being aware of the fact that 

we all need to be needed and valued, and that we all have fears 

that can interfere with our ability to make an optimal 

contribution. We must respect the resources others bring to the 

table to solve a problem and see all the members of the team 

as equal partners. 

Communication is the essence of successful teamwork. 

Effective communication is the starting point for understanding, 

interpretation, and action. On the other hand, ineffective team 

communication can lead to misunderstanding, misinterpretation, 
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and either inaction or inappropriate action. Effective team 

communication involves two sets of responsibilities; that of the 

sender of the message, and that of the receiver. Techniques 

include paraphrasing, reflecting on the implications of the 

message, inviting contributions, and reflecting on the underlying 

feelings. These techniques contribute to closing the 

communication loop, ensuring that team members not only hear 

each other, but also confirm their understanding, and as a 

result, take appropriate actions (Smith, 1997). 

Team growth is a gradual process. According to Smith (1997) 

one simple and effective way of looking at team development is 

storming; norming and 

members need to performing. I · 

explore and d~fii 

probably the m m. Some members 

e l m for small errors, 

ore-assertive-amt ov r zealous. In the 

norming stage, t n'.dl,mt'llOrt:- fl Rt that they can accept the 

other team men,b rs cpl"\fli t he development of 

ground rules are seen as important and realistic. At the 

performing stage, the team has really settled down to the task. 

They have discovered the strengths and the weaknesses of the 

team, and the roles that each can play productively. 

Teamwork means sharing power. This necessitates 

determining what the team will be responsible for, their 

authority, and what management's role will be. Teamwork 

typically creates leader and follower roles. 

It is necessary that the team constantly transforms itself to 

create a better future, to empower those who are 
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disempowered. This involves devolving power where it matters 

most on the ground to 'subordinates'. Devolution of power can 

only be achieved through shared power (Pokras, 1995) which, 

unfortunately, often assumes a political meaning. 

Notwithstanding, empowerment is regarded as a productive 

strategy to get the best from all in a team. 

Chang (1994) confirms that conflict is inevitable, but that teams 

can go a long way toward managing conflict by taking steps to 

minimize its occurrence. If team members have a consistent 

approach, or model for dealing with it, conflict can be used as a 

cue for new ideas, or to bring problems to the surface. 

According to l-'01KraiS T -0•-~ - - 1-::..,_,-=-=-=--==..:. develop a tailored 

sxaren:1ents of basic values set of team gro 

that a team est lishe 

that individual te1=1 m 

time manage e 

discussion, craati ·ty r-ep rf 

solving. 

ioural guidelines so 

nteract and support 

ar ize procedure, for 

nts gistics procedure, 

, res -ect rtesy and problem 

It is important that professionals take every opportunity to 

promote and model the positive effects of inter-professional 

collaboration. Diverse backgrounds and levels of experience 

are a distinct advantage for both novice and expert 

professionals. 

If a team wants to succeed in promoting a collective culture, 

they should acquire interpersonal skills that will assist them in 

getting actively engaged in collaborative efforts. Such a 

requirement is a necessity in a professional relationship as a 
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foundation is created when two or more people work together. 

This leads to a growing understanding of other people, their 

motives or abilities, as well as their trustworthiness (Pokras, 

1995). 

2.4 CHALLENGES OF INTER-SECTORAL COLLABORATION 

2.4.1 Definitions of collaboration, co-operation and co-ordination 

The literature on inter-sectoral collaboration is rife with 

buzzwords such as collaboration, integration, co-ordination, 

coalition, consortia, and co-operation . 

In this chapte 

to better serve 

sectoral calla 

formulating g ip 

understand th~e tpn:ns. R 

ith the terms co-

re working together 

tive within an inter

those 

co¥aboratively, must 

C p 

lntriligator (1994) provides a useful framework for 

understanding inter-sectoral collaboration. She refers to 

organisational structures that can pe classified on a continuum 

that highlights three aspects in any kind of inter-sectoral work. 

These are co-ordination, collaboration and co-operation, all of 

which are crucial to the success of any efforts to work across 

boundaries, professions, disciplines or sectors. 

She differentiates between them in the following way. 

Collaboration emphasizes working together on problem-solving 

with a common goal. Co-ordination focuses on the management 
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and organisation of activities, the systematic pulling together of 

different individuals and aspects of an exercise. Co-operation 

draws in the important relationship dynamic, which essentially is 

about people talking to and understanding each other. 

lntriligator (1994) explains that although the most effective way 

of working would be to incorporate all three facets, essentially 

collaboration includes co-operation but may not necessarily be 

well co-ordinated. Co-ordination on the other hand may not 

include collaboration since it is strictly focused on management 

and organisation. 

planning or prnn~Am,Sf)l!Yffle--E~~~j'l:Y,~JY!rl0 two or more team 

characterized 

communication, 

personal reso re 

issue or probl m 

conceptualise collaboration 

the process are 

and open 

or problem from an 

e-G1S100-making, pooling of 

, hd je· t, ownership of the 

essed Cook (1992) also 

resources to reach a 

common goal. Sharing is a basic and important component, 

reflecting organisational variables generally overlooked in 

attempts to understand and practice collaboration. 

Service integration in education relates primarily to an 

understanding of inter-sectoral collaboration in the interest of all 

aspects of development. This holistic approach to development 

requires insight into various disciplines, professions, and 

educator sectors. Education support services need to be co

ordinated, to ensure that all the respective professional areas 

complement, rather than work against, one another. Health 
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workers, psychologists, social workers, learning support 

advisors, specialized education specialists and teachers, 

guidance counsellors and teachers all need to find ways to 

consolidate their resources around their common goals. This 

does not mean a blurring of boundaries to the detriment of 

specific knowledge and skills that each of these areas bring to 

the process, but rather draws together these resources in a 

rational and focused way (lntriligator, 1994; Ward, 1994). 

Mostert (1996) highlights the increasing complexity of education 

service delivery. Not only are the resources scarce (lntriligator, 

1994; Walsh, Howard & Buckley 1999), but as Brabeck & Walsh 

(1997), Levin & Green ::~~"J:"..W ...... " nley-Casimir & Hall (1994) 

and Ward (1 _ ..... ..-s-•'"'""" - ~,~- ious methods are 

insufficient for 

seriously ackno 

has neither the a iii 

and, if we begin to 

cation system alone 
1 t to address the full 

co-ordination 

(lntriligator, 1 94 to ~i i ize d plicp · n and take serious 

account of the needs, abilities and limitations of all participants 

(Brabeck & Walsh; 1997, Levin & Green, 1994; Mostert, 1996). 

Manley-Casimir & Hall (1994) and Walsh & Ward (1994) state 

emphatically that schools cannot make enough of a difference 

on their own, so support is imperative, and whatever content 

and methodology is adopted, inter-sectoral collaboration needs 

to be the facilitating mode of action. 

In summary, inter-sectoral collaboration refers to different 

sectors, disciplines and professions working together. The 

mission of the EMDC should therefore be to get people to work 
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together, in order to conceptualise holistically and address 

issues comprehensively. They need to realise that they need 

each other for the purposes of pooling various resources, 

perspectives, skills and knowledge. They need each other to be 

well-informed, to avoid confusion, and to support the schools in 

a more effective way. This means that the pre and in-service 

education and training of the professionals concerned should 

include training in inter-sectoral collaboration, preparing them to 

work optimally within a team context. 

2.4.2 Benefits and strengths of an inter-sectoral approach 

refers to the wor-11~tml-tt>trE~~ of-oQn;ooj;;. oups representing 

Within education various formal 

support this inc 

physio- and oc~pa i 

language teacfiers~ 

education; ge er 

and other p ye ologica 

s of: school health; 

and listening and 

specialized 

counselling; 

ervice$. It ~1.$0 includes other 

education sectors such as parents, teachers, students, youth 

and other community resources. 

Inter-sectoral collaboration has not been the primary approach 

to support provision in~South Africa in the past (Lazarus et al 

1996). So if change is necessary, the question may be asked, 

why this route? Why work in an inter-sectoral way? 

There are various reasons why different sectors should work 

together. It includes the need to develop a comprehensive 

understanding of issues, as well as multiple-level strategies for 

addressing issues. Where a common goal is evident across 
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particular sectors, collective planning and action needs to be 

facilitated (Lazarus & Reddy, 1995). 

lntriligator (1994:74) cites the following reasons why inter

sectoral collaboration is necessary: 

• Working inter-sectorally will eliminate fragmentation and 

duplication of services; 

• It enables the acknowledgment of diverse client 

backgrounds; 

• Resources are efficiently utilized; 

• An integrated and holistic understanding of issues is 

promoted; 

• A compreh 

together for 

includes tHe

concerns i 

collaboration ems 

evaluation of programmes; 

ntext of education 

rial responsibilities, 

need to be pulled 

ommon aims. This 

This necessitates 

pl nni , development and 

• There is a need to bring policy-makers and influencers 

together to determine how support and health are being 

addressed at policy level; 

• Inter-disciplinary research is needed to develop a 

comprehensive understanding and approach. In particular, 

inter-disciplinary research is needed to understand 

determinants of health and education and to work around 

issues in an integrative way. 

The pooling of knowledge, skills, and resources from a range of 

professionals with diverse experiences, allows for a broader 
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conceptualization of problems. The questions asked and 

solutions generated are broadened and multiplied. Because 

more facets of an issue can be explored, collaboration can 

provide an increased understanding of the complexities of a 

situation (Phillips & McCullough, 1990). Collaboration extends 

beyond brainstorming ideas and allocating resources, to 

monitoring, evaluating, and refining educational programmes 

and services. All members of the education service are 

therefore accountable for ensuring more quality educational 

services for all the schools. 

Sharing of ideas (lntriligator 1994; Manley-Casimir & Hall, 1994) 

and opportunities for me 

benefits of t 

knowledge and 

to Mostert (199 ~ an 

problem-solving ap~ iliti 

Gronski & Pigg (2CJOUJY ~os e 

argue that intef-S t 

these enhance 

is able, according 

(2000), to develop 

o 's own discipline. 

alsh et al (1999) 

ra ib c;:reates and strengthens 

relationships, ec use ,w· h in reased munication comes 

collective responsibility, decreased chances of misunder

standings and greater trust. All contributions are valued and 

respected (Walsh et al, 1999) so that one's work provides a 

means of confirming one's personal worth, and professional 

self-esteem (Mostert, 1996). 

Gronski & Pigg (2000), lntriligator (1994), Mostert (1996), Walsh 

et al (1999) and Ward (1994) explain that inter-sectoral 

collaboration allows for multiple problems to be addressed 

through multiple-level solutions, by means of a comprehensive 

understanding of issues that includes prevention and 

promotion. Inter-sectoral collaboration is encouraged as an 
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approach because it recognises the inter-connectedness of the 

person and the environment in which they interact ( Walsh & 

Bra beck, 1997; Levin & Greene, 1994) have suggested that 

inter-sectoral collaboration may even enhance development, 

since the development of a child is understood as inextricably 
linked to home, school and the socio-cultural environment. 

The provision of services is enhanced through inter-sectoral 

collaboration because it facilitates the implementation of 

system-wide change that is significant and lasting (Walsh et al, 

1999; Levin & Greene, 1994). As lntriligator (1994) and Walsh 

et al (1999) explain, it is through inter-sectoral collaboration that 

the integratiorCit::~~gQ..~~~~l}f::::n~B1€· Such systemic 

change allows in the design and 

implementation reene, 1994 ). Inter-

bases, experiences 

and perspectivels=t~iiariftj~ffiaivt(~~::v;ireaving in multiple 

viewpoints an q ~ 1997; Levin & 

Greene, 1994· ~al ;1>9 ; Mostert, 1996, 

Robinson et al, 2002). 

As Levin & Greene (1994), Manley-Casimir & Hall (1994), 

Mostert (1996), Walsh et al (1999) and Ward (1994) state, 

interventions are comprehensive and therefore more effective. 

Programmes are well-tuned to needs because they 

acknowledge the diverse backgrounds of clients. Goren & 

Afable (1994), lntriligator (1994), Levin & Greene (1994), 

Mostert (1996) and DeGraw (1994) recognize the inter

connectedness of various facets of clients' lives and address 

the needs of the whole person. Inter-sectoral collaboration 

facilitates better access to service (lntriligator, 1994; Ward, 
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2.4.3.1 

1994), resulting in, according to Levin & Greene (1994) and 

Walsh et al (1994), a greater number of needs being 

addressed. 

Lazarus et al (1996), Mostert (1996) and Walsh et al (1999) 

identify the pooling of resources, particularly the ability to reach 

beyond the school for resources, to meet personal and social 

needs, as the primary organisational gain made through inter

sectoral collaboration. Through decreased duplication of 

services, finances can be used more efficiently (Ward, 1994), 

as various components support and sustain one another 

(DeGraw, 1994). 

The literature i 

without difficulti 

collaboration is not 

lems highlighted by 

various writers core categories, 

namely ._ .i ri ~ issµe , • group dynamics, 

differing persp(:\Gfve§, and th r challen e that emerge out of 

inter-sectoral collaboration as a mode of working (Robinson et 

al, 2002). 

Resources 

Resources which have been mentioned by various authors are 

time (Levin & Greene, 1994; Mostert, 1996), finances (Levin & 

Greene, 1994; Ward, 1994) and human resources (Gronski & 

Pigg, 2000). Inter-sectoral collaboration can be labour intensive 

and therefore warrants more human resources. Co-ordination is 

crucial if inter-sectoral collaboration is to be successful and 

needs finances. Two activities which are central to inter-sectoral 
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collaboration are, time for planning and reflection. 

2.4.3.2 Organisational dynamics 

Various elements of the organisation require development if 

inter-sectoral collaboration is to be effectively implemented. 

Good management policies (DeGraw, 1994; Girouard & Igoe, 

1994; lntriligator, 1994; Dettmer et al, 1996; Lunt, Evans, 

Norwich & Wedell 1994; Robinson et al, 2002) and policies that 

promote co-ordination and integration (DeGraw, 1994; 

lntriligator, 1994) are crucial. 

I ntriligator (1 994 ), Levi --f...r~=,•,,~~AL'\'" Manley-Casimir & 

Hall (1994) a l-~~mli;erl-8t. '1'"'1'11!•\#=~-ir.--t,~=:1110
~ the importance of 

establishing arcIceau1·es._ co-ordination and 

contexts, this inter

Greene (1994) and 

Manley-Casi1111r 'red tape' which is 

often created, b ·n i l9 ~ e poten~L for administrative 

tensions and di iculti~. g nis~tio.p eed to ensure that 

these elements are developed and incorporated into their very 

being. 

2.4.3.3 Group dynamics 

With regard to group dynamics, the issue of power features 

dominantly in many writings (Brabeck & Walsh, 1997; Dettmer 

et al, 1996; Goren & Afable, 1994; Manley-Casimir & Hall, 1994; 

Ward, 1994). This includes questions about who is in control 

and concerns about territory or turf and job security. The 

dynamics relating to power relations that are raised when 

different sectors attempt to work together is a challenge that 
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has to be managed within the team context. Manley-Casimir & 

Hall (1994) and Mostert (1996) explain that reaching consensus 

and compromise can be difficult, especially when, as Brabeck & 

Walsh (1997) put it, there is a fear of losing professional 

identity, and a lack of willingness to give away the 'expert 

cloak'. Tensions between inter-'-dependency and professional 

autonomy therefore do sometimes arise. Potential problems 

can arise when people work collaboratively, specifically as a 

consequence of a lack of understanding about roles, battles for 

equality (Dettmer et al, 1996 & Mostert, 1996), poor 

communication and reluctance to express opinions (Brabeck & 

Walsh, 1997; Levin & Greene, 1994; Mostert, 1996). Mostert & 

Afable (1994) sugges less one's awareness is 

heightened, di~res~ec~ and mistrust are 

likely to impact 

2.4.3.4 Different persp 

As inter-sect r, "'' '"''"'...,. raws, together different 

perspectives, it is crucial o work or.i en .ring the compatibility 

of various approaches (Manley-Casimir & Hall , 1994 ). Specialist 

bodies of knowledge, while necessary, do create barriers to 

inter-sectoral collaboration - particularly given the different 

discourses of the various disciplines. This is an issue which 

must be addressed if inter-sectoral collaboration is to be 

successful. Attempts have to be made to communicate across 

disciplinary terminology and varied sectoral experience 

(Lazarus et al 1996). Valuing differences and simultaneously 

highlighting what is common, achieves a good balance. Things 

like: 

• a common definition of the client (Girouard & Igoe, 1994 ); 

• common professional language (Brabeck & Walsh, 1997); 
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2.4.4 

• developing a common vision and setting common goals and 

objectives. 

In essence this means that all the relevant stakeholders have 

an agreed upon understanding of what is meant by the client, 

that the terminology within the domain of practice is understood 

by all, and that the mission and aims of the collaboration are the 

same. 

Although inter-sectoral collaboration is intended to celebrate 

differences, Manley-Casimir& Hall (1994) and Robinson et al 

(2002) argue that competition between value systems and 

differing perspectives -~c.• .. ~ · a key challenge. 

According to e -et--st - must be to value 

differences. 

Addressing th r collaboration 

Collaboration b liE1i u,at participants will be 

trusting, resp a decision Collaboration does 

not take place without conflict. Thus ongoing problem solving 

has to take place (Levin & Greene, 1994). As lntriligator (1994) 

and Walsh et al (1999) explain, it is through inter-sectoral 

collaboration that efforts are co-ordinated and fragmentation 

eliminated through the integration of diverse systems of care. 

Such systemic change allows each stakeholder a voice in the 

design and implementation of programmes (Levi & Greene, 

1994 ). It taps into the knowledge bases, experiences and 

perspectives of various individuals, weaving together multiple 

viewpoints and insights (Brabeck & Walsh, 1997; Levin & 

Greene, 1994; Manley-Casimir & Hall, 1994; Mostert, 1996). 
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2.4.4.1 

Although the challenges highlighted by various writers may not 

be easy to address, the literature contains ideas about how to 

overcome the challenges that may emerge in inter-sectoral 

collaborative work. These are briefly addressed below. 

Resources 

Since co-ordination is crucial if inter-sectoral collaboration is to 

be successful, public expenditure needs to be allocated towards 

this function, an expense which may not have been designated 

in the past. For example, two activities central to inter-sectoral 

collaboration are planning and reflection, activities for which 

Lunt et al 

azarus et al (1996), 

(2002) stress the 

~
1.;Sl§Lf~LJfPEfi_l__JID;)!IE~:£.e!:L for procuring and importance 

sharing adeq ~te includes time, facilities, 
• 

funding and human resources to sup·port collaboration. Inter-

sectoral calla r tioh can e ab tJr i le sive and therefore 

warrants more human resources. 

2.4.4.2 Organisational dynamics 

Putting policy in place is a first step. The structures and 

mechanisms to support this are, however, just as important 

(DeGraw, 1994; Goren & Afable 1994; lntriligator, 1994; Walsh 

et al, 1999). Other structures and procedures noted as crucial 

include those focusing on communication and decision making 

(Lunt et al, 1994), administration (Dettmer et al, 1996; 

lntriligator, 1994; Robinson et al, 2002), monitoring, reflection 
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and evaluation (lntriligator, 1994; Lunt et al, 1994; Mostert, 

1996; Robinson et al, 2002), and establishing and maintaining 

accountability (lntriligator, 1994; Ward, 1994 ). Much of this is 

better facilitated if supported by those in leadership positions 

(DeGraw, 1994; Girouard & Igoe, 1994; Lunt et al, 1994 ). These· 

need to be individuals with the vision and energy to 

communicate and mediate a common understanding of 

organisational structure for all players (lntriligator, 1994; 

Girouard & Igoe, 1994; Robinson et al, 2002). 

2.4.4.3 Group Dynamics 

group dynam· , tm,awss-•-f81fnE~em;n 

as consequences of 

· ing as a key goal. 

t step identified by 

n, & Chou (1994) 

Setting groun 

Gronski & Pi 

highlight the 

expectations 

(Girouard & I o~ 1 

efining boundaries 

4 J i ·. ti t, 19~4; Dettmer et al, 1996). 

Also importa t i tlae e o ti n of ten i i;ts that may arise in 

cross-profession interactions (lntriligator, 1994; Manley-Casimir 

& Hall, 1994). Opportunities need to be created for various 

dynamics to develop. These include mutual trust (Gronski & 

Pigg, 2000; Manley-Casimir & Hall, 1994; Mostert 1996), 

communication skills (Goren & Afable, 1994; Gronski & Pigg, 

2000; Manley-Casimir & Hall, 1994; Mostert, 1996), 

commitment (DeGraw, 1994; Manley-Casimir & Hall, 1994; 

lntriligator, 1994) and participatory decision making (lntriligator, 

1994 ). Once this foundation is laid, credibility and visibility is 

shared, information is disseminated rather than withheld 

(Girouard & Igoe, 1994; lntriligator, 1994), and people begin to 

validate and respect each other and negotiate and resolve 
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differences (Goren & Afable, 1994; Manley-Casimir & Hall, 

1994). 

According to Pokras (1995) a key to addressing the group 

dynamics within inter-sectoral collaboration is through building 

effective teams. A team is a group of willing and trained 

individuals who are united around a common goal, depending 

on each other to achieve it, and share responsibility for their 

task. An effective team may be defined as one that achieves its 

aim in the most efficient way and is then ready to take on more 

challenging tasks. 

• Identify whet,.-fs:-l~~.a.-wt11EHsmroic,:-t)~ nvolved to address 

• Identify who 

the team, 

responsibil 

• Understan 

process th 11 

people; 

pond to the needs; 

and bureaucratic 

w in the appropriate 

• Ensure that the EMDC recognizes and appreciates inter

sectoral work (Robinson et al, 2002: 54 ). 

Chang (1994:26) argues that the following needs to be in place 

for a team to be effective: 

• Working collaboratively to identify the elements of quality, 

and the standards and means for achieving quality, in the 

development of schools; 

• Setting of team ground rules, which are statements of basic 

values that a team establishes to serve as behavioural 
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guidelines, so that individual team members know how to 

interact and support one another; 

• Teams dealing with a collective culture requiring 

interpersonal skills that will assist them in becoming actively 

involved in collaborative efforts; 

Understanding is the essence of successful teamwork. Effective 

communication is the starting point for understanding, 

interpretation, and action. This means that: 

• There needs to be opportunities for teams to draw on each 

person's strengths and uniqueness and to learn from each 

other; 

accordingly, 

• Motivation i 

A team is a g l:I of willi g n tra·ne 

• United around a common goal; 

iqueness from one 

pre, and try to adapt 

y c nnot change; 

· "duals who are: 

• Depending on each other to achieve it; 

• Structured to work together; 

• Sharing responsibility for their task; 

• Empowered to implement decisions ( Pokras, 1995: 15). 

Teams should include individuals from different experiences, 

thereby increasing the potential for considering a wide range of 

intervention options and blending complementary individual 

strengths, as well as tempering extreme positions (Goren & 

Afable, 1994; Gronski & Pigg, 2000; Manley-Casimir & Hall, 

1994). 
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2.4.4.4 Different perspectives 

As inter-sectoral collaboration draws together different 

perspectives, it is crucial to work on ensuring the compatibility 

of various approaches (Manley-Casimir & Hall, 1994). Team 

members must learn to speak the language of other disciplines 

to function in a collaborative model. There is, therefore, a need 

for inter-disciplinary collaborative training for professionals 

providing support to schools. 

Valuing differences and simultaneously highlighting what is 

Robinson et 

Robinson et 

The latter includes a 

mmon professional 

oals and objectives 

9941t Lazarus et al, 1996; 

sirml & Hall ( 1994) and 

and 

respect eac v"'"1'"~· , somettlirig which is only 

possible if r:e of o e s' talents. DeGraw 

(1994), Mostert (1996) and Robinson et al (2002) describe the 

important role played by those in leadership who need to help 

people to see beyond their individual disciplines, and to 

understand the complementary value of their respective roles. 

One way of structuring and managing this aspect of the 

collaborative effort, is to establish guidelines within the 

organisation about what to expect and report (Smylie et al, 

1994). 
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2.5 FRAMEWORK FOR THIS RESEARCH 

In this research, account is given of interviews that were 

conducted with support providers in one MFT and one EMDC 

within the WCED, exploring their experiences, perceptions and 

reflections of support provision. This includes what their 

understanding of 'holistic and co-ordinated' support is and what 

the purpose of this support is. 

The second section of the research focuses on how the MFT is 

working at present. Specific questions include: Do they have a 

shared vision and common goals?; Who is involved?; and what 

types of service do the 

The third sectirJ,.t:pt,tr~i]~,si~~,fiEJiLJ"'t.ff'~f-i-0>4.t~i,""'athering information 

from service pr s and perceptions of 

how MFTs 'w DC, as well as with 

government and educational 

institutions. orks well at the 

moment?; W perience in trying to 

work together?; and how they are going to address these 

challenges? 

The last section of the research focuses on service providers' 

perceptions about how the EMDC or MFT currently co-ordinates 

and manages the support service. This includes questions 

about: What works well at the moment?; What are the 

difficulties they experience?; and how they can address these 

challenges? 

All of the above relates to and was guided by the key issues 

highlighted in the literature on inter-sectoral collaboration in 
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education presented in this chapter. 

2.6 SUMMARY AND CONCLUSION 

Inter-sectoral collaboration as a specific approach to support 

provision presents many challenges. The guidelines presented 

in the literature to help prevent and overcome these challenges 

include training in collaboration at pre - and in - service levels, 

including ongoing supervision of practitioners. Methods for 

collaboration need to be clarified, formal structures and 

procedures for communication set up, participation that assigns 

responsibilities ensured, and problems of control and risk 

shared . 

Changing pea 

and may be ore 

collaboration is et 

e arid is often difficult, 

a systemic level, if 

of government. 

The next cha tet wtlro tli e earict;i approach adopted in 

e r.ch de i i;i, data collection and 

data processing methods, as well as an ethics statement. 
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CHAPTER3 

RESEARCH METHODOLOGY 

3.1 INTRODUCTION 

The literature review in Chapter 2 dealt with the challenges and 

possibilities of inter-sectoral collaboration within education. That 

Chapter provided a detailed discussion of inter-sectoral 

collaboration, particularly within a Multi-Functional Team (MFT) 

within the context of the Education Management and 

benefits and ~ -51 .. 1'""1 ... r'<,q,~~·~..z-~L->'.n...._+_.. aboration, and how 

to address the 

Chapter 3 will t vide an search methodology 

used in this study. One emphasis will be on the explanation of 

the qualitative ap roac ., nd me h ds. of data collection used. 

There will al e a det He di cu sid on the use of the 

interview schedule as a method of data collection. 

The overall aim of the study was to explore how one MFT in an 

EMDC structure is attempting to provide more holistic and co

ordinated support to schools. 

The questions used to ensure that the aim of the research was 

reached, included the following: 

• What is the MFT role -players' understanding of 'holistic and 

co-ordinated support'? 
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• How is the MFT in this EMDC structure of education 

providing a more holistic and co-ordinated support to 

schools? 

• How does the MFT work at present? 

• How does the MFT "work together"? 

• What is the nature of the MFT's collaboration with other 

government departments? 

• How does the MFT collaborate with the community? 

• How does the MFT collaborate with schools/ educational 

institutions? 

3.2 FINDINGS OF 

In Novembe into service 

providers' p re u p · rt prwision to schools 

(Robinson e ~I pr ·e conducted by the 

University of the Western Cape (Robinson et al, 2002) and 

provided baseline information from service providers before the 

EMDC's were established. These same researchers then 

conducted a baseline study with schools in 2001 to establish 

how schools experienced the support they received from 

support providers (Robinson et al, 2002). 

The purpose of the baseline study was to gather data from 

district support providers concerning their perceptions and 

experiences of support prior to the full implementation of 

EMDCs. It was decided to use a sample of schools, rather than 

all schools. The EMDC directors from the West 
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Coast/Winelands, Breede River/Overberg and Metropole South 

were then asked to select a sample of ten schools to participate 

in interviews. During the interviews the teachers were asked 

about their perceptions and experiences of support provision. 

There were fifteen questions, divided into four categories. 

The categories were: 

• forms of support; 

• the relationship between the provider and the school; 

• the nature of existing support provision; 

• support provision in the future . 

participants i~~;fi~ 

support provis· 

highlighted are 

..,'O......_.~tions of support, the research 

-U._.1--Y._., __ -~"M.~ .... ies that related to 

most often to t 

. The key strategies 

r of frequency, from 

• The first strategy relatea o ethltJa or • and administrative 

support staff, tra n d e 0 e t. Specific areas of 

focus identified in this regard included personal 

development, conflict/stress/discipline management, diversity 

management, appraisal, incentives, career mobilisation and 

counselling. 

• Leadership, management and governance training/capacity 

building was a second strategy that was identified. Specific 

issues here included information technology, financial 

management, time management and policy management. 

• Other important strategies for support provision included 

counselling support to all role players, including educators, 

support staff, parents and learners. Provision of resources; 
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3.3 

materials development; monitoring, evaluation and 

assessment of learners and educators; curriculum 

development and management; and direct support to 

learners. 

The above mentioned list of strategies reflect the purpose of 

support services as mainly providing 'indirect' support to 

learners through building the capacity of people and structures 

that provide the environment for learning. This is congruent with 

the previously mentioned NCSNET/NCESS report (Department 

of Education, 1997) which emphasised that support provision 

should be targeted porting transformation of the 

curriculum a 

when needed. - r---- - ____, 

I 

RESEARCH D L 

,-

well as providing 

e players where and 

oftht: 
> 

I adopted a qualitative approach in this study. The qualitative 

researcher is concerned with human beings, interpersonal 

relationships, personal values, meanings, beliefs, thoughts, and 

feelings (Guba & Lincoln, 1989; Stainback & Stainback, 1988 

cited in Mertens, 1998). As a researcher I was concerned with 

the changing or dynamic nature of one EMDC within its new 

restructuring process and new policy framework. Will the 

EMDC deliver a better service? Will the human resources 

adapt to their new way of working? 

Qualitative research focuses on process, meaning and 

understanding, and the product of a qualitative study is richly 
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descriptive. Sample selection in qualitative research is usually 

non-random, purposeful and small, as opposed to the larger, 

more random sampling of quantitative research. Qualitative 

research is designed to inductively build, rather than to test 

concepts, hypotheses, and theories. Qualitative research can 

become an adventure full of promise for discovery and 

productive experience (Stainback & Stainback, 1988 cited in 

Mertens, 1998). 

According to Stainback & Stainback (1998 in Mertens, 1998) 

qualitative research is believable because of its coherence, 

insight, and instrumental utility. This approach gives you a 

the researche 

data gathered. 

data that exist 

expressed or r 
.--~---~----

pes and sources of 

cuses on subjective 

The strength { ese~rch is th>at it is the researcher 

who is the primary instrument for data col ection and analysis. 

Data is mediated through this human instrument, the 

researcher, rather than through some inanimate inventory, 

questionnaire, or computer. Respondents can honestly and 

freely respond to the items and express their feelings (Leedy, 

1993). 

Limitations to this approach relate to authenticity and accuracy. 

It is also difficult to observe and make sense of complex 

behaviours. It is time-consuming, and it is also difficult to make 

enough observations of a sufficiently large sample of 

individuals, to provide reliable data (Leedy, 1993). 
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In qualitative research, the researcher must also be sensitive to 

biases inherent in this type of research. As Le Compte & 

Preissle (1993 cited in Merriam 1998:92) observe, qualitative 

research "is distinguished partly by its admission of the 

subjective perception and biases of both participants and 

researcher into this research frame". Because the primary 

instrument in qualitative research is human, all observations 

and analyses are filtered through that human being's worldview, 

values, and perspective. 

Bias is any influence 

the choice of se1tee1tee1. The weaknesses 

of qualitative r~"""-'----l,:,._,__ !ways the danger of 

ctors can influence 

responses, incl ondent to please the 

interviewer, 9 va nis sometimes arises 

between interviewer ana responaent, or tne tendency of the 

interviewer t se u i ' supports his or her 

preconceived o ·o 

This study was specifically aimed at deepening knowledge 

about the functioning of the MFT in the EMDC and included 

providing knowledge about similar or comparable initiatives and 

experiences elsewhere. The knowledge gained through the 

research will provide the Department of Education with 

feedback on actual progress made within a local initiative. This 

knowledge offers a basis for reflection so that the MFTs at the 

EMDCs can be modified and improved. It is intended, through 

this process, that the research insights generated by both 

participants and researchers will have direct relevance and 

value for all involved. 
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3.4 RESEARCH DESIGN 

According to MacMillan & Schumacher (1993) a sample 

consists of subjects or individuals that are selected from a 

population, in this case from the EMDC. The results obtained 

from the sample are then regarded as representative of the 

population from which the sample is drawn. 

In this study, the service providers interviewed were all working 

in a MFT in the EMDC. These service providers were a vital 

source of information since they have first-hand experience 

pillars, from on 

,..__.. . ..,..__...,.nd how they work in a MFT. 

om each of the four 

irl the;l We tern Cape was used. The 

four pillars wer,i==-..:..======~~~~ 

• Currie 6,vppert; 

• Speci i et:J I.!. n,:3r upport; 

• Institutional Management and Governance; 

• Administrative Service personnel. 

Curriculum Development and Support 

In the Curriculum Development and Support group, interviews 

were conducted with a Chief Education Specialist, someone 

from the Learning Areas of Human and Social Sciences and 

Technology, an Assessment Co-ordinator, and someone from 

the Language Literacy and Communication Learning Area. 
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Specialised Learner and Education Support 

In the Specialised Learner and Education Support group, 

interviews were conducted with a Chief Education Specialist, 

the Deputy Chief Education Specialist (Special Schools), the 

Deputy Chief Education Specialist (Psychologist), a Learning 

Support Advisor, and a Senior Social Worker. 

Institutional Management and Governance 

With reference to Institutional Management and Governance, 

the researcher interviewed five Circuit Managers. 

Administration 

Regarding Adm," 

Relations Office 

interviewed. 

r, a Senior Labour 

or, a School Based 

i i rative Officer, were 

I drew up a i mac;ie a pqintments with the 

participants. I informed them that the interview schedule would 

include twenty-six questions. I conducted the interviews over a 

period of six weeks, between 24 May 2002 and 30 June 2002. 

The majority of the participants were keen to participate in the 

research, although some of them felt unsure about whether 

they would be able to answer the questions. 

At the onset of the interview, I apologised to participants for the 

lack of eye contact during the interviews as I would be making 

notes of their responses. I also assured them of the confidential 

nature of the research. I then asked their permission to record 

the interview as a backup to my notes. The interviews took 
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approximately thirty minutes each. 

3.5 DATA COLLECTION METHODS 

I collected the data through a literature review focusing on inter

sectoral collaboration and through semi-structured interviews, 

which included field- notes. 

Literature review 

I conducted a literature review focusing on inter-sectoral 

collaboration as support for school development. This also 

process which 

cuments on the SEED/STEDS ___..___ 

establishment of 

~----lo'l!lft!f.e&:~m~iesiµ~ntions and vision. 

• Organisatio~4S:eoiestl~==ffl~~~~et the EMDC Task 

Team 9 (W May - 31 May 2000 and 
• 

Workgroup 2: 1 June - 2 June 2000);· 
I ) 

• The origins and ea y aevelopment of the Education 

Management and Development Centres in the Western 

Cape Education Department (Robinson et al, 2002). 

Interviews 

With the use of interviews, the questions asked were designed 

to obtain the perceptions of the different support disciplines 

about what kind of collabo"ration exists between the various 

providers. Each question was formulated in such a way that the 

respondents were able to indicate what they understood by 

'support to schools' and how they attempted to provide holistic 

and co-ordinated support to their schools. 
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I conducted the semi-structured interviews, person to person. 

The person to person interview can be defined as a 

conversation, but a "conversation with a purpose" (Dexter, 

1970:136). The main purpose of an interview is to obtain a 

special kind of information. The semi-structured interview falls 

halfway between the highly structured interview and the 

unstructured interview. 

In this study the interview was selected as an appropriate 

instrument for collecting data, on the following grounds: 

• Secondly, 

both verbal a 

• Thirdly, a ajor 

ace nature of the 

__ ______j__ 

and the informant, 

be observed; 

t interview is its adaptability. , 
An interviewer can follow up ideas, ~robe responses and 

investigate motives and ee mgs, whicfl the questionnaire 

can never do (MacMillan & Sc~umacher, 1993:420). 

During the interview you quickly learn which questions are 

confusing and need rephrasing, which questions yield useless 

data, and which questions, suggested by your respondents, you 

should have included in the first place. Ideal questions include 

both information and opinion. These can be used with virtually 

any phenomenon being studied. 

According to Dunn (1995 cited in Merriam, 1998:75) interviews 
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have the advantage of providing "unique expert information, eye 

witness accounts and the kind of authenticity which is not really 

available from the print, and that interviews bring human contact 

into what is often a solitary occupation". Interviews are a 

flexible tool for research and are adaptable to individual 

situations (Merriam, 1998). This implies that, through 

interviews, one can obtain a great deal of varied information 

from the respondents. One has the opportunity to see live 

reactions shown by the respondent and to rephrase questions 

during the interview (Leedy, 1993). 

Casley & Kumar (1989 cited in Mertens, 1998) note three 

limitations ofc:.,.~~~~~~!~~~~!:~~~~~~;;:-.::,interviews do not 
generate quan I marised to provide 

valid general e for interviews to be 

used with the findings are 

susceptible ~~~~~2Ei~~~H½llflt....,the inaccurate or 

distorted judg.ments of the intervi~ws that result from their , 

.. p 

One of the weaknesses of interviewing is that you cannot 

observe behaviour that took place at some previous point in 

time. You also cannot observe situations that preclude the 

presence of an observer. Furthermore, you cannot observe how 

people organise the world and the meanings they attach to 

what goes on in the world (Patton, 1997). Finally the fact that I 

am part of an EMDC could be a weakness, because I always 

wonder whether people are more likely to reveal information to 

insiders or outsiders. We may define bias as "any influence, 

condition, or set of conditions that singly or together distorts the 

data, from what may have been obtained under the conditions 
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of pure chance" (Leedy, 1993:213). Being aware of this, I 

avoided leading questions, since it may have revealed my bias 

and assumptions I may have made. I took a non-judgmental, 

sensitive and respectful stance towards the participants and 

their responses. I knew that I held strong views about some 

aspects of the research and so was particularly sensitive about 

how I stated questions. 

With any type of measurement, two considerations are very 

important, namely validity and reliability. Validity, is concerned 

with the "soundness and the effectiveness of the measuring 

instrument" (Leedy, 1993:38). Validity looks to the end result of 

the conclusion 

poses question 

instrument. Wit 

intended to m 

1 

neralized to other 

' s with accuracy. It 

the measurement 

easure what it is 

of th· 

In the study, I m de s~ ¥an in erview schedule (refer to 

Appendix A). Working from an interview schedule allows the 

researcher to gain the experience and confidence needed to 

conduct open-ended questions. Asking good questions is the 

key to getting meaningful data. 

The interview schedule that I used covered the following: 

• What is the MFT role-players' understanding of 'holistic and 

co-ordinated support'? 
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• How is the MFT, in this EMDC structure of education 

support, providing a more holistic and co-ordinated support 

to schools? 

• How does the MFT work at present? 

• How does the MFT work together? 

• What is the nature of the MFT's collaboration with other 

government departments? 

• How does the MFT collaborate with the community? 

• How does the MFT c;ollaborate with the schools/ educational 

institutions? 

• How does co-ordination take place in a MFT? 

elicit response 

problem. 

In this study, a content analysis o( the interviews was 

conducted. Proce sihg sikh data is comm nly known as data 

reduction (Patton, 1997). This process involves the editing and 

coding of the data in preparation for analysis. Qualitative 

research is holistic, inductive, context-based and narrative 

because it uses small samples that are studied in great depth. 

Qualitative research is also narrative rather than numerical. 

Data is not summarised as a 'percentage of respondents', but 

rather as themes which occur, insights which emerge, ideas 

which may explain why someone feels at risk or why he or she 

may deny a personal risk (Guba & Lincoln, 1989). 
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The framework used to analyse the data was drawn from the 

literature review and the baseline study discussed briefly in 

Section 3.1 (Robinson et al, 2002). The research questions 

created the pre-determined categories for analysis. Emerging 

themes under these were then noted during the analysis. 

The researcher used a tape recorder as a back up system to 

recheck the wording in case there was a need to quote 

someone and to check that the research was accurate. The 

researcher also made use of a short-hand system of codes 
while interviewees spoke. The notes were written up 

immediately after each interview. 

3.7 ETHICS STATE 

, f interviewing and 

observation in ,,. . .,.. -==- ~ .• -~~ their own ethical 

dilemmas. Interviewing -wheffier 1t 1s highly structured with pre

- t c red an°d open-ended -

carries with it b h i s d IJ fit to h ihformants (Strauss 

& Corbin, 1990). As Stake 1994, observes: "Qualitative 

researchers are guests in the private space of the world. Their 

manners should be good and their code of ethics strict" (cited in 

Merriam 1998:60). 

Respondents may feel that their privacy has been invaded, they 

may be embarrassed by certain questions, and they may say 

things that they had never intended to reveal. Names were not 

noted to protect the participants in this study and to ensure 

confidentiality. 
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However, an interview may improve the condition of 

respondents when, for example, they are asked to review their 

successes or are stimulated to act positively on their own 

behalf. Most people who agree to be interviewed enjoy sharing 

their knowledge, opinions, or experiences. Some gain valuable 

self-knowledge, while for others the interview may be 

therapeutic - which brings up the issue of the researcher's 

stance. Patton (1997:254) points out that the interviewer's task 

"is first and foremost to gather data, not change people". 

The principle of ethical propriety, lying at the base of most of 

these guidelines, resolved into simple consideration of fairness, 

honesty, openn~;_-:ot-~1tS1 ___ ~r._·--~_ns.c~ ~~B--.Qf methods, the ends 
t for the integrity of 

rcher to guarantee 

rmed willingness on 

arily in the research 

• 

Finally, all the P s that e in e W D will benefit 

from the feedback and suggestions that were contributed 

by the participants in this study. 

3.8 SUMMARY AND CONCLUSION 

In this chapter the design and methodology of an empirical 

study into inter-sectoral collaboration was presented. The 

sample of interviewees was drawn from a population of one 

EMDC in the Western Cape. The data obtained from the 

sample was collected by means of an interview schedule. The 

interview schedule was used to explore how one MFT in an 
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EMDC structure is attempting to provide more holistic and co

ordinated support to schools. The schedule focused particularly 

on the role of a MFT and the dynamics of inter-sectoral 

collaboration. 

Chapter 4 presents and discusses the research findings from 

the study. 

1,,E SI 
E. ER 

71 

ofth 
C p 



https://etd.uwc.ac.za/

CHAPTER4 

PRESENTATION AND DISCUSSION OF FINDINGS 

4. 1 INTRODUCTION 

This chapter will cover the presentation and discussion of 

findings, serving as a link between the literature study in 

Chapter 2, and the fieldwork conducted in this study and 

explained in the previous chapter. 

The key findings, presented under sub-headings, will deal with 

the functionin 

addressing the 

(MFTs), the 

in a MFT, 

boration with other 

government d~~~~~Q!!!~~~~~ 
collaboration with the school/educational institution, and co-

• ordination and a p rt: gervice. 

4.2 PRESENTATION AND DISCUSSION OF FINDINGS 

4.2.1 Providers' perceptions of holistic and co-ordinated support 

Most of the responses to the questions, relating to perceptions 

of support, referred to particular types of support that are 

provided to schools. Some forms of support mentioned included 

the provider's perception of holistic and co-ordinated support. 

Participants in all four pillars generally felt that the different 

pillars still operate in silos and that there is currently very little 

co-ordination of support services. Working in silos means that 
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the different pillars do not collaborate. However, it became clear 

in the interviews that although there is little experience of co

ordination of support services as a whole, there are attempts to 

link structures and management at particular levels. Service 

providers realise that they need to work collectively with the 

various role players in other pillars in order to build an effective 

support structure. 

With regard to principles guiding support provision, it was 

evident that participants seemed to share a common vision of 

integrated and holistic support. "We need to work collectively 

with the different disciplines so that we can achieve one goal, 

empowerment 

schools. Capaci 

:i.e-,SfflrH1c:Ulaged" said one interviewee. 

working towards 

ervice provision at 

eans of providing in

The need to work 

r was emphasised. 

One service p · a holistic approach to him 

meant to support hesG,hool qr earoers i ~ lectually, spiritually, 

emotionally and physically and that this outcome could only be 

achieved if all the stakeholders were involved. 

Participants felt that support should be directed to both the 

teachers and organisational structures for the purpose of 

providing a holistic and co-ordinated support service: "We must 

work towards capacity building and uplifting of schools so that 

the teachers and learners can benefit from the type of support 

they receive". 

In exploring the providers' perception of co-ordinated support, 

many concerns were raised about a lack of proper co-
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ordination. This included concerns relating to the 

compartmentalisation of services and too many projects or 

workshops happening at the same time. Approximately half of 

the participants in all the pillars said that they did not 

experience any form of co-ordination in a team. "Services 

need to be co-ordinated through the pillar heads" said one 

interviewee. There is a need for a more effective internal 

communication system between the four pillars, so that the 

duplication of service delivery does not occur, and that the 

different types of support rendered do not clash. A need was 

also expressed for leadership within the co-ordination function. 

The participants wanted a leader to manage and organise the 

workshops and projects t ... ,,o1.--...~-- ....,in the EMDC. The purpose 

of the EMDC, L:~:~~-Od::==-=- _£,U•-~· ore systemic, co-
ordinated and -~ ............ ~ -w ... ~ .,... schools, thereby 

to supporting 

be able to func on · · 

gmented approach 

th is regard the 

ur the EMDC would 

f th • 

Multi-functionality was ic:fent~ied as the primary aim and 

outcome of holistic support. The three primary conduits for 

holistic support according to Dettmer et al (1996) and Gronski & 

Pigg (2000) are: (i) a 'multi-functional team' approach; (ii) 

empowerment of educators; and (iii) the co-ordination of the 

support. The 'multi- functional team' approach draws together 

different sectors, disciplines and professions that work together 

in order to cross boundaries (Dettmer et al, 1996). This means 

that support is or should be targeted at the development or 

capacity building of teachers, to promote quality education for 

all. 

74 



https://etd.uwc.ac.za/

4.2.2 

There is a strong sense that relationships between the 

providers and the recipients of their services have changed for 

the better over the past eighteen months in the EMDC. The 

providers play a dual role by providing support and 

empowerment to schools. The concept of 'support' within the 

service provider community in this research study is congruent 

with national and international trends. According to literature the 

commitment to a 'holistic and integrative' approach incorporates 

the principle of 'service integration'. This is identified as a basic 

principle of education support services by Lazarus & Donald 

(1994). 

The functioning of the Multi-E 

The participants 

of a MFT were a 

Table 4.1 below. 

Table 4.1 

who the members 

• lnstitulional Janagement and Governance (IMG) 

• Specialised Learner and Educator Support (SLES) 

• Curriculum Development and support 

• Administration 

The participants therefore only considered the four formal pillars 

to be involved in a MFT to provide services to schools. Quite a 

number of other important role players were not mentioned. It 

does appear that in practice there has not been any recognition 

of the important role that community resources could or should 

play in a MFT. Communities have a variety of structures and 
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people that can play a vital role in support provision. The 

emphasis on the importance of community resources is 

congruent with the findings of the joint report of the National 

Commission on Special Needs in Education and Training 

(NCSNET) and National Committee for Education Support 

Service (NCESS) (Department of Education, 1997), the 

Education White Paper 6 (Department of Education, 2001) and 

Practical Guidelines for Implementation of Inclusive Education 

(Department of Education, 2001 ). 

When participants were then asked to describe who they felt 

should be part of a MFT a number of other people and 

Table 4.2 

Team? 

• Hefl~ DM rt~~ 

• Social Services 

• South African Police 

• Governing bodies 

of ti, 

C p 

• Senior Management Team 

• NGO's Community organisations 

• Welfare organisations 

• Religious organisations 

• Nutrition schemes 

• Library services 

• Therapists 

• Special Schools 

76 



https://etd.uwc.ac.za/

The participants considered the above list as a full range of 

potential support providers to the schools. There was, therefore, 

a clear recognition of the important role other community 

resources could and should play in the provision of support to 

schools. The participants also recognised the importance of 

other government departments in the collaborative delivery of 

the support services, particularly the special schools who, in line 

with the provisions of White Paper 6 (2001 ), will become 

resource centres to support the mainstream schools. 

Those interviewed also felt that the same people need not be 

part of every team, but ratb.e 

problem. 

and address the 

wledge, skills and 

ocr, ~e&O r es1 persnectives, skills and 

knowledge which melt together to act as a catalyst for change 

and improvement (Lazarus, oolla & Reddy, 1996). 

During the interviews, participants were asked to reflect on the 

services offered by the MFT and on how they currently worked 

in a MFT. Approximately half of the participants in each of the 

pillars said that they did not experience any difference in the 

kind of services offered to schools. In other words, the service 

they rendered previously does not differ from what they are 

doing now. 

The analysis revealed that the service providers continue to 

work in independent groups in most areas and around most 

issues. It seems that currently, they only work together around 
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the establishment of Teacher Support Teams (TST), needs 

analyses and audits of the school. During these processes they 

have realised that they can learn from one another and that 

capacity building takes place while working in a MFT. 

The people interviewed identified the types of support the 

schools needed, for example, around classroom management 

and learner and educator support. This type of support refers to 

help relating to teaching and learning, specifically with regard to 

the implementation of the new curriculum and assessment 

processes. This support focused on the classroom, reaching 

the learner and teacher directly. They saw administrative 

u port, financial management 

and training o 

hat type of service 

f the MFT indicated 

that they wantm:t·:m-:WFJl'K1ITTrnmr:e1:mamretive way so that a 

better level of s13 ect. A 11umber of strengths 

of an inter-sector I qpp oac we[e identifi~ , including improved 

communication between pillars, greater co-ordination, better 

sharing of resources and less duplication of workshops and 

support. 

The majority of suggestions for improved support provision 

revolved around structural issues, with particular emphasis on 

co-ordination, planning and collaboration between providers. 

4.2.3 Collaboration within the Multi-Functional Team 

In response to a question about what the benefits of working in 

a MFT are and what works well the following major points were 
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mentioned. The responses to these questions are listed in 

table 4.3 below. 

Table 4.3 Benefits of a Multi-Functional Team 

• The team makes a difference 

• We learn about others' work 

• We share knowledge and ideas 

• We become multi-skilled 

• It provides a more holistic view of support 

• It is easy to identify the problem in a MFT 

• We knowe 

, iffe'rent.angles 

• The workloo c a1110 t~e team 

• We deliver a better service 

• We achieve our goal quicker 

• We discover the needs and loopholes where 

nobody has worked before 

• There is unity and strength within the team 

Most of the participants felt that a 'multi-functional team' 

approach could be of great benefit to the service providers 

themselves. They could, for example, share skills and learn 

from each other, and gain new ideas on how to approach their 

own work. They can also develop a deeper understanding of 
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and appreciation for the perspectives and work of others. 

Benefits in terms of relationship dynamics that were highlighted 

include the opportunity to share ideas (lntriligator, 1994; 

Manley-Casimir & Hall, 1994; Robinson et al, 2002). They 

became equal partners where all contributions were valued and 

respected (Walsh et al, 1999, Robinson et al, 2002). However, 

very few participants said that this team work was evident in 

schools where they rendered a service. 

Where TST have been established, service providers have 

discovered that most of the learners experience tremendous 

was introduced in 

these schools 'wJ,iiffi:~-l?~fE.aiGffiet~-i:icl<oowl'"~1dged the problem 

ulum' programme. 

ility for the reading 

All the teachers in 

the school therefore- ~pp-e-d tt'rntlTSelves according to their 

need to deal r@blen:i in the school. 

Programmes he . ds because they 

acknowledge the diverse backgrounds of the learners. Lazarus 

et al (1996), Mostert (1996) and Walsh et al (1999) have 

identified that the pooling of resources, and the ability to reach 

beyond the school for resources, is a way of meeting personal 

and social needs. 

The study shows that the interviewees became equal partners 

through working in a MFT and openness and trust was 

established between the different pillars. "We could sit around a 

table and discuss the challenges facing us, post level two's up 

to five's. Each member's input in the MFT is respected and 

appreciated. Post levels, and other forms of professional 
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hierarchy does not seem to play a role in the MFT. The 
participants have learnt about the work of others, shared their 
knowledge and ideas with each other, and respected each 
other's contributions. Providers felt that working in a MFT made 
a substantial difference to schools because the members of the 
MFT become multi-skilled. When problems arose, they could 
do some brain storming, view the issues from different angles 
and solve problems much quicker. From this, shared visions 
and goals emerged, with an understanding of shared 
responsibility and a sense of accountability and 
interdependency. 

improved. Th. 

nication between providers 

wt=~e,QfRfH;H;J{<Be- ~-u...... following positive 

learning to listen t o 

that he had learne 

transparency; and 

interviewees said 

ork of the other 

go for help. He 
was, however n p ut portant role the 
Specialised Learner and Educator Support (SLES) could play in 
assisting him with his schools. 

Some of the participants felt that a sense of urgency arises 
through team effort. Members encourage one another and 
everybody in the team is committed to succeeding and to 
achieving the outcome quicker. They all wanted to succeed 
and accepted joint responsibility. They shared the workload 
and achieved their goals much quicker. Unity developed 
between the members of the MFT as they visited the different 
schools. As a team they also discovered areas where none of 
the service providers had worked before. The participants 
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became multi-skilled and were informed and enlightened about 

the work of their colleagues. 

Participants felt strongly that there was collaboration between 

circuit managers, curriculum advisors and special education 

specialists. The administration staff, however, felt that there was 

not much collaboration between them and the other three 

pillars. Generally, providers felt that the kind of collaboration 

that existed between providers and schools was good, since 

support providers were always responding to the needs that 

had been expressed by the school. As a team they worked·well 

and acknowledged each other's strengths and complemented 

established. 

A major 

resources es 

we can trav 

interviewee. ER I 

ith rega s to the sharing of 

t transportation and 

1vel1/ as a MFT so that 

said one 

When talking about what works well or makes things work in a 

MFT team, the following also came to the fore. 

Most of the participants acknowledged that working in a MFT is 

the best and only way to address problems at schools. Most of 

the participants said that through observation within a MFT, it is 

easy to identify the real problem and to come up with a solution. 

They also acknowledged that everyone in a MFT can contribute 

toward the solving of problems, resulting in greater support for 

each other. Until now, inter-sectoral collaboration has not been 

the primary approach to support provision, particularly in South 
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Africa (Lazarus et al, 1996). One of the people interviewed 

commented that" it is the first time in the history of the WCED 

that the need exists to work in a MFT." 

It seems that a paradigm shift has taken place amongst the 

personnel working at the EMDC. They now share the workload 

and each one has a significant role to play in delivering effective 

support. It was felt that there was now openness and a 

willingness to listen to one another and to respect the roles of 

others. At an inter-personal level it was felt that communication 

between the service providers had improved greatly. They 

seem more willing to speak up about the problems they 

experience at school 

follow in solvi 

that they seem 

that there are 

managers are 

advisors and 

and two. Ho 

occupational ev JSc 

contribution is respected. 

. The one aspect 

e e dptar.ences between the 

e~ce r viders, everyone's 

When the MFT established a TST at the school, they involved 

the teachers in conducting an analysis of the challenges at the 

school, and how they were going to address these identified 

challenges. Interviewers explained that by including the staff, 

collaboration between the MFT and the school was much better 

from the perspective of the school. The schools also appeared 

to accept support from the EMDC much more readily. Another 

important outcome has been that schools have started taking 

ownership of their problems. 
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The interviews revealed that the interactions between the teams 
from the EMDC and the schools were characterized by: mutual 
respect; trust; open communication; consideration of each issue 
or problem from an ecological perspective; decision making; 
pooling of personal resources; and expertise. One interviewee 
said that the schools appreciate it when the MFT negotiates a 
date with them to visit the school. The psychologist can provide 
support around psychological issues. Learning support 
personnel can address barriers to learning. The curriculum 
advisor can render support in delivering the curriculum and 
circuit managers can play a vital role in the management of the 
school, assisting the principal, deputy principal and head of 
departments including Sc verning Body (SGB) in joint 

ressed. 

g is considered a 
basic, but esse,n+ti!"ft-J~Yl'l'D=~-0M1ttina 

have suggest r9t CQ\laboration to take 
place four es ~nf al tap.tors .mµst exist. There must be a 
willingness to collaborate, a need to collaborate, a need for 
expertise, and a need for adaptive efficiency. 

An important point that was made in an interview is that a MFT 
does not imply a model of service delivery where everyone 
must do something and where all stakeholders are involved in 
every project. It was felt that service providers should be 
consulted only as needed and that different stakeholders 
brought in where relevant and appropriate to the issue. 
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4.2.4. Difficulties and challenges of working in a Multi-Functional 

Team 

When talking about the difficulties that they experienced in 

trying to work together, participants highlighted the issues listed 

in the table below 

Table 4.4 Difficulties experienced while working in a Multi 

Functional Team 

• There is no record kept of who is leaving the building 

memb 

ds of the MFT 

who is in control 

• There 1 l 

) 

• People with strong personalities clash 

• Most of the time all the role players are not available 

• Each pillar has its own programme 

• Sometimes demands from Head Office over-rule EMDC 

plans 

• Some of the co-ordinators of the MFT are not equipped to 

co-ordinate 

• There is no time to evaluate and monitor progress 

The literature is clear that inter-sectoral collaboration is not 

without its difficulties and challenges. The problems highlighted 

by the service providers in the study can be grouped into four 
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categories. These are: resources; organisational issues; group 

dynamics; and discourse or 'language' issues (Robinson et al, 
2002). 

Resources 

Resources are a challenge to the effective functioning of the 

MFT. Examples given were a lack of time to plan, and to reflect. 
One participant said that all the role players are never available 

at the same time. 

A further challenge mentioned was the lack of human resources 

·-disciplinary teams. There is 

also a lack of cl'l1.iiilatrmtv:=im-:tl:le~ltt:l~Hooist: f the role players. 

Most of the 

The resource ",,mifflt'l~"ms"-m.i:Snlinn 

time (Levin & 

2002). This in lµ,d s re crucial to inter

sectoral collaboration, i.e. planning and reflection - activities for 
which time must be allocated. 

Organisational issues 

At an organisational level it was noted that a multi-disciplinary 
approach is a lot of work to co-ordinate and manage. There is a 
need for strong leadership with the skills to ensure proper 

planning and co-ordination. 

An example of such an organisational issue raised in the study 

was that service providers did not inform the switchboard when 
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they were leaving the building to visit schools. This reflected 
badly on the co-ordination of the EMDC because whenever a 
principal or teacher called for support, nobody knew who was 
available to assist them. This points to a lack of communication 
in the organisation. lntriligator (1994), Levin & Greene (1994), 
Mostert (1996), Manley-Casimir & Hall (1994) and Robinson et 
al (2002) stress the importance of establishing procedures to 
facilitate co-ordination and collaboration since in many 
organisational contexts this approach remains 'untried'. 

Another clear problem is that the WCED seems to disregard 
local initiatives by EMDCs. It seems to the participants that 

which has a ri 

achieve many 

leadership, pro 

issue of co-ord 

addressed at ~n l~\lel . 

Group dynamics 

R 

the entire system. 

n and collaboration 

, it will be difficult to 

a need for strong 

the process. The 

f'\, herefore, needs to be 

p 

With regard to group dynamics, the issue of power features 
dominantly in many writings (Brabeck & Walsh, 1997; Dettmer 
et el, 1996; Goren & Afable, 1994; Manley-Casimir & Hall, 1994; 
Ward, 1994; Robinson et al, 2002). One of the participants said 
that in the past, post levels in the WCED played a vital role in 
determining who was in control and people with strong 
personalities sometimes wanted to control the team. 
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4.2.5 

Challenges of language and culture 

Language, one aspect of culture, was highlighted as a potential 

problem area. It is also recognized that language and culture 

are linked. One participant said that the interpretation of letters, 

not in the recipient's mother tongue, created tremendous 

problems. In this study it was also felt that we need to learn 

more about each other's cultures, and to have a better 

understanding of and tolerance towards each other in order to 

build better relationships. Although inter-sectoral collaboration is 

intended to celebrate differences, Manley-Casimir & Hall (1994) 

and Robinson et al (2002) argue that competition between 

value systems and dine~~~~cC.ttives can emerge as a key 

challenge. Th ust therefore be to 

value differenc son et al, 2002). 

a Multi-Functional 

Team 

VER IT of th 

The interview es ke ~ggest ways that the 

challenges described above could be addressed. The table 

below lists the suggestions made. 
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Table 4.5 Addressing the challenges of working in a Multi
Functional Team 

• Notify those in charge when you leave the building 

• Install a board at the entrance saying 'IN/ OUT' 

• Try to understand different cultures 

• Post levels do not give you a higher status in a MFT 

• Planning must be done in advance 

• There must be a plan right at the beginning of the year 

• There must be planning sessions to share information 

• A specific ti ;J::1:~~-u..;;~:!:?;~~~~rr,~~:-r:;:,..;;. meetings 
• The M 

• 

• Dates 

• Co-ordi 

to co-o 

Resources 

to all those involved 

Most of the participants felt that EMDCs should set aside time 
for planning. A set time-table must be drawn up indicating 

when the MFT will meet and have their regular meetings. 

Dettmer et al (1996), lntriligator (1994), Lazarus et al (1996) 
and Lunt et al (1994) stress the importance of agreeing on 
procedures for procuring and sharing adequate resources, 
including time, facilities, funding and human resources to 

support collaboration. 
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Most of the participants felt that planning must be done in 

advance, a data base of the schools should be available to 

everyone, and planning for the MFT must be the priority of the 

EMDC. Appointments must be scheduled ahead of time so that 

all the service providers can be present when meetings take 

place. They also felt that feedback must be given to all stake 

holders as part of an ongoing process. 

Organisational issues 

Service providers in the EMDC should inform the switchboard 

when we leav 

interviewees fel 

ldu~:::::lllt.e---ne:ed to inform one another 

'.DttlidJJ~~rttt:one- _...,,_,.;iewee. One of the 

ication would be to 

re everyone could 

his would be better 

Ii~ EMDC (DeGraw, 

to be individua i.si nd communicate and 

mediate for all players a common understanding of 

organisational structure (lntriligator, 1994; Girouard & Igoe, 

1994). 

'We need in-service training so that MFT's and inter-sectoral 

collaboration can be properly implemented" said one 

interviewee. Various elements of the organisation require 

development if inter-sectoral collaboration is to be effectively 

implemented. One of the participants said that nothing is 

properly or effectively implemented. They simply talk about 

things or it is just on paper. Good management policy 

(DeGraw, 1994; Girouard & Igoe, 1994; lntriligator, 1994; 
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Dettmer et al, 1996; Lunt, 1994; Robinson et al, 2002) and 

policies that promote co-ordination and integration (DeGraw, 

1994; lntriligator, 1994) are crucial. Putting policy in place is a 

first step, the structures and mechanisms to support this are, 

however, just as important. DeGraw (1994), Goren & Afable 

(1994), lntriligator (1994), Walsh et al (1999), and Robinson et 

al (2002) argue that co-ordination mechanisms should be 

institutionalised. The leaders of the pillars needed to be more 

involved in and supportive of the MFT said one of the 

participants. According to literature reviewed much of the 

organisational issues are better facilitated if supported by those 

in leadership positions (DeGraw, 1994; Girouard & Igoe, 1994; 

Lunt et al, 1994). 

Group dynami es 

to celebrate 

argue that 

e J s and dirftering perspectives 

can emerge a k y ohaH n 85:'\ Th ,aim m st therefore still be 

to value differences (Dettmer et al , 1996). One interviewee said 

that, the service providers in the EMDC should work closer 

together, with each other and with the schools, to have a better 

understanding of the cultural differences. Once this is 

established, credibility and visibility is shared, information is 

disseminated rather than withheld (Girouard & Igoe; 1994; 

lntriligator, 1994), and people begin to validate and respect 

each other and negotiate and want differences (Goren & Afable, 

1994; Manley-Casimir & Hall, 1994; Robinson et al, 2002). 

Linked to managing differences within the group is the issue of 

power and status among members. "We need to change our 

minds about post levels and status if we want to work 
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collaboratively" said one interviewee. A paradigm shift will also 
be needed with some of the service providers, to emphasize 
that an inter-sectoral collaboration approach requires that status 
should not interfere with the task of working as equal partners. 

4.2.6 Collaboration with other government departments 

In this study, in response to the question on how the MFT is or 
could be involved with other government departments in 
support provision, the responses from all was that "none 
existed". One of the interviewees said that they refer matters 
that should go to the government social workers to outside 

within govern 

Participants wer 

nd their responses 

Table 4.6 Coll ve, n e epartments 

• Social Services 

• Safety and Security 

• Child Protection Unit 

• Labour Relations 

• South African Police 

• Government Garage 

• Department of Agriculture 

• Health service 
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In this study in response to the question on how the MFT was 
involved with other government departments and the 
community in support provision, the responses from all were 
that it was non existent. It became clear that collaboration 
between service providers and other government departments 
and the community is currently very poor. One of the 
interviewers said that they refer matters that should go to the 
government social workers to outside (private) social workers 
due to the shortage of human resources within government 
services. In the EMDC there are only two social workers and 
they cannot cope with the work load. 

delivery of su 

for example, th 

EMDC and SC~QO in v~r 

, however, clearly 

cerned to address 

or within an inter

boration facilitates 

tt~I r le .in supporting the 

ing r~sm, drug abuse, 
and issues pertaining to weapons and other forms of crime. 
Some participants also felt that the Department of Agriculture 
could assist the schools with things such as starting a vegetable 
garden. The Department of Health could in turn provide support 
with HIV/AIDS training in the community and look after the 
nutrition, medical and dental care of the underfed learners. The 
Department of Welfare could assist in the allocation of social 
grants. The participants felt that the Department of Welfare and 
NGOs should be utilized to lighten the workload of the service 
providers in the EMDC. 

When talking about what worked well when working with other 
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government departments, the following points were made. 

Currently it is only private (outside the EMDC) social workers 

that liaise with social workers in the EMDC. What apparently 

has worked well has been when participants of the EMDC also 

obtained the co-operation of the Safety and Security Child 

Protection Unit. This study revealed that social workers do not 

work with statutory cases as they do not go to court because of 

the shortage of human resources. This is where the private 

social workers deliver a service. 

In response to the question about what difficulties were 

experienced in trying to work together with other government 

~£J~•:.'S"t:~Lthe following. One of the 

participants ex:~~,~

Service were 

regarding ab 

ttnlttc:mr~~-Qt-:t!l!~·.south African Police 

available 

was the 

labour relati ns pff1 e .J MOC However it is the 

responsibility of he l·ijl:> t:rn et?tions ffic 1 to investigate the 

case from the side of the Department of Education. The labour 

relations officer only has access to information regarding an 

abused child, from the psychologist who is part of the EMDC 

and not from the police files. The Department of Education has 

not as yet developed a working partnership with the South 

African Police on such sensitive issues, at the moment, 

therefore, the education department works on the same case 

without communicating with the police on the matter. 

There should also be clear guidelines concerning cases of 

misconduct, especially where a teacher has abused a learner. 

The participants felt that there must be a stronger collaboration 
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between the South African Police and the education authorities. 

They need to work hand in hand on cases of misconduct. All 

the role players should share ideas of how they could work 

together more effectively with one another. Regular meetings 

should be set up with all the relevant government departments 

in attendance. 

Availability of personnel from other government departments 

also becomes a problem as they too cannot provide the needed 

support when required. "We need to strategize on how to get 

hold of other government departments when we require their 

support. One of them could be on standby if needed" said one 

LJM""'"J~ to the fact that they have their 

own program ules do not always 

suit all the role ~n,,<;>r,f" 

The evidence 

departments 

benefits of int r .ti n @fEf ,eeognized, then this 

e t th iment of the people 

that these departments serve. The majority of the participants 

felt that they were uninformed about the role other government 

departments could play within the EMDC. Some of the 

participants felt that the EMDC needed to make sure that there 

is interaction between government departments. Workshops 

could be conducted to inform the other government 

departments about how they can get involved in the EMDC and 

what help they could offer the education system. 

Lines of communication should be improved between providers 

and other government departments. Some interviewees 

suggested that it is important to have workshops with other 
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government departments so that they can understand how the 

EMDC functions. It was felt that the management of the EMDC 

should make contact with all the other government departments 

to inform them about the EMDC and how it functions, and to 

inform them about what support is needed from them. It was 

also felt that regular meetings with the management of other 

government departments needed to take place, to determine 

how we can work together more effectively. 

4.2.7 Collaboration with the community 

The information collected in this section of the interviews only 

community to b 

in areas relating to 

e South African 

aid that they made 

parents in the 

An 
example of this was the workshop on 'Abuse No More' which 
could focus on involving working parents. "We need to work 
collaboratively with the community to involve them" said one 
interviewee. There was an emphasis on the importance of 
capacity building and empowerment of working parents, by 
conducting workshops and accommodating them during their 
lunch breaks at their places of employment. 

It was felt, with regard to what does work well, that certain 

communities and SGBs are well equipped in understanding and 

interpreting government circulars. They seem to know what 

their responsibilities as SGBs are towards their schools, and 

what role they could and should fulfil. The respondents felt that 
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in the more advantaged communities, parental involvement is at 
a much higher level, and parents tend to show an interest in the 
schools that their children attend. Most of the members of the 
SGBs are more available to assist the school. 

The SGB of the schools was able to identify certain people in 
the community with whom they could work as well as 
community leaders who played a vital role in the life of the 
school. It was felt that there is a willingness on the part of some 
people to form partnerships with NGO's. There is also a 
willingness on the part of departmental officials to liaise with 
NGO's outside school hours, to address inclusiveness in 
mainstream schools. 

When discussin 

most participant 

disadvantaged 

====-~.:..:. ~~:.i'l.,,;_n,,,.,?S__.r-_Jtin"' with communities, 

ajar barrier in the 

e to the proper 
understanding 1'1.'f-l'ffl'l!nm~ ======:2 

In trying to fin~ ~o uti,on to expressed, many 
of the participants felt that the EMDC personnel must be 
empowered to speak a third language, in order to make the 
necessary connection with a large part of many communities. It 
was felt that interaction needs to take place from the side of the 
EMDC to facilitate interaction with communities in their mother 
tongue. They also felt that EMDC officials should respect one 
another and that they should try to build trust relationships with 
the schools and communities. To assist with this process, the 
idea was expressed that the EMDC could run awareness 
programmes about the services that the EMDC has to offer 
schools and communities. The EMDC could also inform the 
communities of its function or its purpose within the educational 
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context by involving the media or holding imbizos (community 
meetings). Another idea offered was that the EMDC could 
make use of unemployed parents and to empower them around 
issues such as child abuse and HIV/AIDS. Furthermore, the 
EMDC personnel could make use of the services of the NGO's 
to provide training, aimed at the upliftment of communities. 

A number of participants in the research also felt that in the 
areas where they could not deal with issues, key role players 

and leaders within the community could assist them. However, 
some said that most of the disadvantaged parents were working 

and that there was no real opportunity available to work with 
them. The ,u.--- ...... = get permission from 

employers to , ing lunch breaks. 

implement, an 

whereby parent 

:trntt.-11'.':ttl~~m[Stl:ml;y.,as not practical to 

develop a system 

d SGB meetings or 
in-service trainJ"imJ-=at"'tm:rE:Mt:lG.~msoorn:nm 

the EMDC sh u 

churches to efl'\P.0 

~ existing structures in 

4.2.8 Collaboration with the school/educational institution 

All the participants felt strongly that the collaboration between 

the EMDC and the staff members of the schools was good. 
Most of the participants worked directly with the principals, 

whilst others worked with the entire staff, for example to 
establish reading programmes, TSTs or to facilitate HIV/AIDS 

workshops. Some of the participants also played a supportive 
role in resolving disputes at the schools. Many schools are also 

being assisted by respondents in moving from Section 20 

schools to becoming Section 21 schools (i.e. managing their 
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own budgets). The participants also mentioned that they gave 

advice and guidance to the schools to help solve many of their 

problems. Some schools were being helped with a programme 

of swapping furniture, that is, from those who have an excess to 

those with the need. 

When we focussed on what worked well within schools, most 

participants stated that the direct communication between 

schools and the EMDC worked very well. Schools are getting to 

know with whom they are dealing at the EMDC and call such 

people directly. Some of the participants in the EMDC 

approach matters pro-actively by running workshops, dealing 

-uvc .... ,,..,le changes to be introduced. 

There was a e part of schools to 

One participant 

expressed stro 

break down th ea of twinning is to 

put two schoo11"§=1ffil'faiBH~l1ffi~m1'.Jm!lffifflunds in contact with 

one another t i tiln in or .. .. OOl)er$ip. This partnership 

may result i t a hflr.S. \(~iting betwe~a schools, children 

attending classes in the other school, pen-friends being formed 

between the schools, and so on. This strategy would enable 

schools to get to know each other better and to learn to share 

valuable information with one another. 

What has also worked well are the different control and 

management styles of the EMDC personnel, for example, first 

notifying the schools before visiting them. This includes being 

as transparent as possible about why EMDC personnel are 

coming to supervise, and when they are coming to visit the 

school. This was especially apparent in the practices 

concerning the audits performed at schools. The visitation 
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notice would be communicated to the school telephonically or 

by fax. The schools expressed appreciation for this 

professional approach on the part of the EMDC, i.e. the EMDC 

moved away from the old way of doing inspections without 

giving any notice of their intended visit. Schools have a 

checklist beforehand, for example portfolios of the learners, the 

macro-planning of the different learning areas, assessment 

sheet, minutes of SGB meetings, intervention programmes for 

learners who need extra support. 

On the matter of difficulties experienced in working together, 

participants gave many different responses. The key responses 

are recorded below. 

The different .. CfiIB°c;fiers'_~:@ifiTiialioos:-= 1 ften had different 

understanding ement or resolution, 

e.g. some Se nt a record system. 

c untable or attend 

b~ e~ra work. 

Some interviewees felt that the teachers are overwhelmed by 

the changes suggested by the new curriculum as well as the 

extra demands of attending workshops. 

Most respondents said that it was difficult to run a workshop 

effectively when all the schools were not on the same level. An 

example of this was where some of them were still thinking of 

the 'medical model' whilst others have moved to the 'rights 

model ' with regard to addressing the needs of learners with 

disabilities. The medical model means that they only see the 

impairment within the child and not within the system. ELSEN 

advisors have moved from a medical model to a rights model. 
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This means to recognise and respect the differences among all 

learners. The problem is not within the child, but it lies within the 

system, and the system needs to change. 

A few of the participants said that some people did not trust the 

WCED, especially when the EMDC personnel conduct 

investigations in cases where money has been stolen. It was 

felt that whenever the EMDC personnel sets a date to 

investigate the matter, somebody will always be absent or take 

leave. This implies that the cases can never be concluded 

satisfactorily. 

The participan 

Some of the q ·ci n that h~ EMDC must have 

multi-lateral ·l)t~raii r.i, fd invplve !~~ different teachers' 

unions and organisations in monthly meetings. Added to this, it 

was suggested that when vacancies arose, the most suitable 

candidates should be nominated and not only people whom the 

members of the union favoured. 

The schools must be developed and equipped to become 

Section 21 or self-managed schools. SGBs must also be 

trained to use the training manual on how to manage the school 

and how to deal with the school's income. Teachers need to 

make a paradigm shift i.e. to change their attitudes regarding 

attending workshops and working after school. Organised in

service training must be given to the needy schools, in order to 
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bring them onto the same level as the others. These schools 

must then be monitored and evaluated to see if they have 

benefited from these workshops. Schools must learn to plan in 

advance and the EMDC should support them in their planning. 

A relationship of trust must be built from both sides. Finally, 

social issues impacting on the schools, such as poor nutrition of 

learners, drug usage, gangsterism and HIV orphans, must be 

taken seriously and prioritised by the WCED. 

4.2.9 Co-ordination and management of the support service 

Participants were asked to respond to the question on how 

support is currently CO=~:ttR.ated and managed within the 

EMDC in a M~~T':--T-:h~Raioril~;if::th&-:ne1:;;t,Jonses indicated that 

there was Ii the 

co-

ordination be str ·ion pillar is not always 

in a MFT, 1 tion personnel co-

ordinate thei QI'\, . .,...:, pi)Ji;tr Ji;, the administration 

pillar they e t ork to co I~ t their mail from one 

school. They deliver all the mail for the schools in Khayelitsha 

to one school. This school then sets the network in motion. 

School number two must call school number three and so on. In 

this system the last school who receives the call, must call the 

first school, so that they know that all the schools received the 

message. The study revealed that although there was little 

experience of co-ordination of support service as a MFT, there 

were, in fact, attempts to co-ordinate support. 

All interviewees felt that procedures on how to manage and co

ordinate projects must be institutionalised throughout the 

EMDC, otherwise it will be difficult to achieve its goals. Specific 
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time must be put aside to co-ordinate and monitor what the 

service provider's offer to schools. The EMDC staff must 

monitor and co-ordinate to see that the school implements what 

the service providers offer them. 

On the question of what works well at the moment, the following 

responses were given. 

One of the interviewees said that communication lines are open 

and clear and boundaries have been crossed between the 

different pillars. 

and people 

People can 

sultation processes take place 

available, they can 

eetings of M FT have 

articipants present. 

O Ul.l/0"' ' how they are going 

to solve a pr leri . Dtiring th dis us embers of the team 

recognise the strengths that some of the members have, as well 

as their weaknesses. One of the participants said the 

boundaries have been broken. If there is a problem you call in 

the team and discuss it. A consultation process takes place 

whereas in the past, only one person made a decision on how 

to solve the problem. 

Some interviewees said that the clustering of schools for 

delivery purposes works well with the added bonus that the 

administrative staffs save on their budgets. They cluster their 

schools for mail delivery purposes and to establish information 

chains. This team also forwards all the information through the 
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computer, to make it accessible to everyone. 

Some of the interviewees said that the MFTs put all the schools 

that are close to each other in one cluster, to introduce the 

schools to the concept of TSTs. Instead of running three 

workshops, they cluster their schools into one workshop, to be 

able to cope with their workload. 

When asked about the difficulties experienced in trying to co

ordinate support services, the following challenges were raised 

as obstacles to co-ordination and management of support. The 

literature is clear that inter-sectoral collaboration is not without 

The primary r 

co-ordination, 

activities whic 

planning an 

allocated, ti hi prev· 

·nterviewees for poor 

ck of planning co

at the EMDC. Two 

w~ ch time must be 

ave been budgeted 

for or managed. Other obstacles to establishing effective co

ordinating mechanisms mentioned included a lack of 

communication, support often not being sustained, lack of 

support structures, lack of commitment and responsibility, and 

lack of skills needed to co-ordinate. According to the literature, 

lntriligator (1994), Levin & Greene (1994), Mostert (1996) and 

Manley-Casimir & Hall (1994) stress the importance of 

establishing procedures to facilitate co-ordination and 

collaboration. In many organizations this approach remains 

untried. 

Further challenges mentioned included the lack of time, 
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problems of transport finances, and a lack of personnel power. 

It was felt that some personnel are uncertain about people's 

particular roles and functions in an inter-sectoral arrangement, 

and that people could have different perceptions about how the 

system should function. There was a need for strong 

leadership, to give proper guidance and planning. 

It was felt that there was a risk of this becoming yet another 

form of bureaucracy unless an inter-sectoral approach existed 

at all levels of the EMDC. One of the biggest problems was 

finding a suitable date for all the role players to have a planning 

meeting. Communication remains a big problem. Poor 

communication "~......o ifficult. Some people do not 

work togeth -~i6aYS4~>f--ller:SOtlal1tv clashes or power 

struggles. 

Support is o 

monitoring an 

require dev o 

effectively i p'8 ent d. 

There is a lack of 

of the organisation 

ll~boration is to be 

anQg ent policy (DeGraw, 

1994; Girouard & Igoe, 1994; lntriligator, 1994; Robinson et al, 

2002) is crucial. 

Structures and procedures noted as crucial include those 

focusing on communication and decision making (Lunt et al; 

1994 ), monitoring, reflection and evaluation (lntriligator, 1994; 

Lunt et al, 1994; Mostert, 1996 and Robinson et al, 2002) and 

establishing and maintaining accountability (lntriligator, 1994; 

Girouard & Igoe, 1994 ). 

The interviewees made reference to fragmentation, poor 

organisation, and poor leadership. It is interesting to note that 
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providers in the EMDC did indeed experience communication 

and co-ordination as serious problems. It will be the task of the 

EMDC directors to ascertain whether and how these problems 

are addressed in the new structure. It will be crucial to see that 

the EMDCs do in fact fulfil this function of co-ordination in the 

best interest of service delivery. 

Putting policy in place is a first step, the structures and 

mechanisms to support this are, however, important. DeGraw 

(1994), Gronski & Pigg (1994) lntriligator (1994), Walsh et al 

(1999), Robinson et al (2002) highlight this point. DeGraw 

(1994) argues that co-ordination mechanisms should be 

4.3 SUMMARY AN 

The literatu re evi and collaboration 

emphasises h importance an dimension of 

teamwork. W at eme,rg~~ i9s ao rtere_sting phenomenon is the 

way in which individuals and orgarnsationar change are linked. 

For example, cin individual personal co mitment to working 

within a team, contributes significantly to the success of team 

work within an organisation. 

Changing people's way of looking at the world (lntriligator, 

1994; Manley-Casimir & Hall, 1994; Smylie et al, 1994; 

Robinson et al, 2002) is often difficult, and may be more easily 

facilitated if, at a systemic level, collaboration is set as a priority 

at all levels of government, and at an individual level, 

professional awareness, integrity and judgment is heightened 

(Mostert, 1996). 

What emerges from this research is a call for better 
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collaboration and co-ordination of support services. Attempts at 

improving both of these are, however, evident. As the literature 

suggests, there is a need for systemic change in this regard and 

such change must be supported and facilitated or managed 

continuously so that it can be sustained. 

Chapter 5 provides a summary of the findings and 

recommendations emerging from these findings. The chapter, in 

conclusion, reflects on the research process undertaken and 

suggests, within the framework of the action research approach, 

the possibilities for taking these recommendations forward. 
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CHAPTERS 

CONCLUSION 

5.1 INTRODUCTION 

This report is based on the interviews with twenty participants of 

the East Metropole Education Management and Development 

Centre in the Western Cape. The purpose of the research was 

to identify providers' perceptions and experiences of holistic and 

co-ordinated support provision to schools, through a multi

functional approach, after the establishment and mobilisation of 

~ .~~4.l"'~ specifically established to 

offer a more s!\m-1~,,.,.._-~eniuffr~.in.=?t.~l"trf.-nr1rn,tic support service 

to schools, in unication between 

providers and s, 

• Providers' 

schools 

• Current functioning of the MFT 

• Collaboration within the MFT 

• Collaboration with other government departments 

• Collaboration with the community 

• Collaboration with the school/educational institutions 

• Co-ordination within the EMDC 

This chapter summarises the findings, recommendations on the 

findings, and provides a reflection on the research process. 
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5.2 SUMMARY OF FINDINGS 

The key findings of the research are summarised below. 

5.2.1 Providers' perceptions of holistic and co-ordinated support 

to schools 

Key elements here were, seeing support as working towards 

empowerment and capacity building, being needs-driven, being 

co-ordinated and accessible, and working towards the 

development of a quality service. The majority of suggestions 

for improved support provision involved structural issues, with 

co-ordination, planning 

attention. 

was evident that 

mpaw.erment of teachers 

and better se111ic qeli ery o schqols yP acity building was 

seen as a means of providing in-service training to address all 

challenges. Multi-functionality was identified as the primary aim 

and outcome of holistic support. This is often referred to as (i) 

the MFT approach, (ii) empowerment of teachers and (iii) the 

co-ordination of the support. The emphasis was placed on the 

need to work as a team and to involve all stake holders. 

The concept of support, within the service provider community 

in this research is congruent with national and international 

trends. This includes the recognition that support should be 

directed at both teachers and organisational structures. 
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5.2.2 Current functioning of the Multi-Functional Team 

The participants indicated that currently only the four pillars e.g. 

Institutional Management and Governance, Specialised Learner 

and Education Support, Curriculum Development and Support 

and Administration are involved in a MFT. There was, however, 

recognition for the important role that the community and 

government resources could play, so that more holistic social 

services can be provided to schools. The needs of the school 

should determine who should be there. 

Half of the participants in each pillar said that they did not 

experience any difference i 

the service the 

They still work i · 

own programme 

A number of 

identified, incl di irn 

ice delivery. In other words, 

· er from the past. 

on ly involved in its 

approach were 

e n:nJ nisation, better co-

ordination, sharing of resources and less overload on schools. 

During the process of working in a 'MFr, participants realised 

that they could learn from one another and that capacity 

building took place while using a 'multi- functional team 

approach. In future, members of the MFT want to work in a 

more collaborative way so that a better service can be 

delivered. It was noted that there is a very big pool of potential 

support providers that can be drawn on in all areas. 

Most of the suggestions for improved support provision revolved 

around structural issues, with a particular emphasis on co

ordination, planning and collaboration between providers. 
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5.2.3 Collaboration within the Multi-Functional Team 

The participants felt that working within a MFT could be of great 

benefit to service providers themselves. They acknowledged 

that working in a MFT was the best way to address problems at 

schools. If there is a problem, brainstorming can take place 

from different perspectives and multiple problems can be solved 

quicker through a comprehensive understanding of issues. 

Interviewees acknowledged that everyone in the MFT can 

contribute towards problem solving and that they can receive 

support from one other when working in a MFT. It is 

encouraging that participants seemed to share a common vision 

of the importance of il).te,9f~~. nd holistic support. They felt 

that they sha h other, and gained 

new ideas Or\ 

developed a 

others' perspe 

n work. They have 

nd appreciation for 

Teamwork is v1 h ~ theYr r~nder services as a 

team. Sha d visions d go9ls e ,rge, with a shared 

responsibility and sense of accountability and interdependency. 

Programmes are geared toward needs because they 

acknowledge the diverse background of clients. 

The MFT has made it possible for EMDC staff to become equal 

partners and openness and trust has been established between 

the different pillars. They want to succeed and accept the 

responsibilities. 

Interviewees acknowledged that a great deal of expertise in the 

EMDC was not being utilised properly. Weaknesses were 

identified in four categories: namely, resources, organisational 
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5.2.4 

issues, group dynamics and discourse challenges. A lack of 
time was identified as one of the biggest problems. At 
organisational level it was noted that a multi-disciplinary 
approach required a great deal of co-ordination and 
management, and that there was a potential blurring of 
professional boundaries. One of the biggest challenges was the 
diversity of cultures and languages. It was noted that the 
interviewees needed to learn more about each other's culture, 
and obtain a better understanding of and tolerance towards 
each other to build better relationships. 

Generally, the study has shown that there is good collaboration 
between circuit 

education speciia-u:Sis. 

strongly that th 

advisors and special 

istrative staff felt 

with them and the 

" 
Collaboration between other government departments is 
currently minima!. Availab1 ity of other government departments 
seems to be a problem, as the latter cannot provide support 
immediately. At the moment only the social workers liaise with 
social workers from other government departments. 

The role of other government departments in the collaborative 
delivery of support service to the EMDC is, however, clearly 
recognised. This clearly points to the need for all concerned to 
address the challenges of working within a team or inter
sectoral framework. Inter-sectoral collaboration facilitates 
access to service. 
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Weaknesses highlighted are that the education department has 

not yet formed partnerships with other government 

departments. Providers felt that they were uninformed about 

other departments and what role they could play within the 

EMDC. The services of the Welfare and NGOs, in particular, 

can be utilized better, to ease the workload of the service 

providers in the EMDC. 

5.2.5 Collaboration within the community 

There was an emphasis on the importance of capacity building 

and empowerment of community members, particularly the 

parents who 

support as 

building, 

quality service. 

here were seeing 

:~';;>WaR;$S--61lmOWreff'Flent and capacity 

co-ordinated and 

development of a 

I tt:re ,adw,antaged communities 

whilst in the clis~v~n age communitie,s, V,e parents were not 

as involved. 

In the advantaged communities the School Governing Bodies 

(SGBs) seemed to know what their roles and responsibilities 

were, but in the disadvantaged communities they were not quite 

sure about their roles and responsibilities. Language is a major 

· problem in the disadvantaged communities. Many times the 

School Management Teams (SMTs) misinterpret the circulars 

because these are not available in their mother tongue. This 

leads to misunderstanding and chaos in the schools. 

Good relationships with schools are forged because of the 
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positive attitude of the departmental officials. Parents realise the 

importance of the support providers in the process of school 

development. 

Certain people in the communities were identified as those 

whom the EMDC and the schools could work with. A 

willingness was expressed to form partnerships with the Non 

Governmental Organisations (NGOs), even after hours. 

5.2.6 Collaboration with the school/education institution 

There were mixed feelings about the extent to which support 

provision had 

during the e 

was now a 

involved, and 

expertise. 

and collaborative 

Ht+t--+~-'" .... ,v, .... "'-J . For some, there 

collaborative work 

another's skills and 

s a tishe between the EMDC 

and the sch<:\Qls Ser:'(ice o iders ha e played a supportive 

role in resolving disputes at schools. Furthermore, Section 20 

schools were supported by the service providers to become 

Section 21 schools. 

The direct communication between schools and the EMDC has 

worked quite well. Schools have gotten to know the people with 

whom they were dealing in the EMDC and called for support 

when they needed it. Schools are willing and open to accept the 

support offered by the EMDC. Collaboration has also taken 

place between schools, as they have started to share valuable 

information with each other. 
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The different management and control style of the EMDC 

members has worked well. For example, the EMDC informs the 

schools when an audit is to be carried out. EMDC staff do not 

visit schools without prior notification, and schools appreciate 

this kind of collaboration. 

Differing interpretations of policy by teacher unions often lead to 

disputes and raise a number of tensions, with service providers 

indicating that they experience different lines of accountability. 

Some teachers do not want to be accountable for or attend 

workshops as they consider it extra work. Power struggles, 

poor leadership and the mismanagement of funds have also 

created challenges. 

There is an 

teachers 

demands of t 

same level a 

for workshop 

., 
oj th 

amongst 

and the 

There is still some mistrust between certain schools and the 

Education Department, especially when cases of theft are 

investigated. 

5.2.7 Co-ordination and management of support services 

Many concerns were raised about a lack of co-ordination in the 

support system. This included concerns relating to the 

compartmentalisation of services, too many projects, and 

workshops happening at the same time. Approximately half of 

the providers felt that they did not experience any form of co

ordination in a team. There was a need for better 
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communication internally, between the four pillars, so that 

duplication of service delivery does not take place. A great 

need was expressed for leadership in relation to co-ordination 

and management in the support services system. 

All interviewees expressed concern about the lack of co

ordination of services, and the resultant inefficiency and 

fragmentation. Although some examples of good co-ordination 

and collaboration were noted in the different areas, it was 

generally felt that services were not well co-ordinated and that 

there was little collaboration between providers. As long as co

ordination is not institutionalised throughout the EMDC, it will be 

experience 01ite1:l"-:erra1ru..a1:n:.... .. m~ ..... 

were, in fact, 

teams, e.g. establish' 

Although there was little 

~r:tt1-J!""·-Qac;in,,'"'es as a MFT, there 

d manage particular 

Teams {TSTs). 

·~-rn.==orp ination was poor, 

they also sai that as goo.d, teferring to some of 

the MFTs cl~st~ring thf3if SQhQQls that are in close proximity to 

each other in order to get across )he concept of a TST. In the 

administration section, there was good co-ordination between 

the departmental officials and the schools. The mail delivery 

service is co-ordinated. Clustering of schools for workshops 

works quite well. 

Obstacles to establishing effective co-ordination with the EMDC 

included a lack of communication and leadership, support often 

not being sustained, and a lack of monitoring and evaluation. 

Management of service was poor and reference was made to 

fragmentation and poor leadership. There was no monitoring 

and evaluation mechanism built into projects. A lack of 
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communication and co-ordination was experienced as a serious 

problem. 

Other challenges mentioned were a lack of time; transport 

problems; finances and a lack of human resources. Uncertainty 

about roles, particularly in an inter-sectoral arrangement, and 

different perceptions about how the collaborative system could 

focus, were some of the problems experienced. One of the 

biggest problems was finding a suitable date for all the role 

players to have a planning meeting. 

There is a need for strong leadership and for proper guidance 

and planning. An int - proach should exist at all 

levels of the ~frn~~~eR;......wias-a=-:str~ew xpressed need for 

better co-ordin ·nternal and external 

5.3 RECOMMEN 

In conclusion the finqings of this study suggest a number of 

recommendations. Drawing from the suggestions made by the 

interviewees, and the researcher's own experiences, the 

following recommendations are offered. 

• Inter-sectoral collaboration, as a specific approach to support 

provision, presents many challenges. 

• Strategic planning needs to be done by the EMDC. 
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5.3.1 Organisational issues 

• A time-table indicating when the MFT will meet and have 
their regular meetings must be adhered to. 

• The MFT should be the priority of the EMDC where problems 
are collectively solved. 

• Feedback must also be given to all the stakeholders on an 
ongoing basis. 

• To improve communication within the EMDC, creative 
communication ~Rirstns- developed. For 
example, a 

EMDC wherE} 

into the buildi ~-

• There is a 

members a d 

collaborative f.re · ewor-k, 

e entrance of the 

leaving or coming 

capaci y of the EMDC 

iate (eadership within a 

5.3.2 Group dynamics and managing differences 

• Ensure that competition between value systems and different 
perspectives can emerge as key challenges, but the aim 
must be to value the differences. 

• Differences must therefore be valued by working more 
closely together. 

• Ensuring that members of the EMDC can learn to have a 
better understanding of their different cultures. 
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5.3.3 Collaboration with other government departments, the 

community, and schools 

• Managing collaboration with other government departments 

can be of great value to the EMDC. 

• The director and pillar heads need to make sure that there is 

interaction with other government departments. 

• Workshops can be conducted in order to inform the other 

government departments about how they can get involved in 

the EMDC and what help they can offer the education 

system and vice versa. 

• All the role player 

rtments. 

all the relevant 

government 

with regard to 

• Service providers should be equipped to speak a third 

language in order to make the necessary connection with the 

community. 

• The EMDC could run an awareness programme about the 

service the EMDC can offer to schools and the community, 

e.g. how to manage your school budget, how to raise funds, 

how to create a safe learning environment, etc. 

• Managing the existing structures (e.g. churches) that could 

be used in the community to deal with child abuse, 

HIV/AIDS, substance abuse, etc. 
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5.3.4 

• The EMDC can get permission from the employers/owners of 

factories to run workshops during lunch breaks to inform the 

workers about child abuse, HIV/AIDS, substance abuse, etc. 

An alternative would be to develop a type of form that 

parents could present at work certifying that they were 

attending an important meeting or in-service training. 

• To be able to communicate effectively with the schools, a 

meeting can be organised with all the teacher unions in order 

to clarify crucial issues, so that all concerned can have a 

common understanding of these issues. As far as teachers' 

attendanc 

Co-ordinatio E ER 

he SMT, SGB and 

les and regulations 

end workshops. The 

d be accountable for 

of ti, 

C p 

In the strategic plan of the EMDC, the following should be 

considered: 

• Teachers can only attend workshops once a month; 

.• Cluster the schools that are more or less on the same 

economic or educational level; 

• Take the service closer to schools. Instead of eighty 

teachers travelling to the EMDC, officials can travel in one 

government car to the most central school hall. 

To have proper co-ordination the following could be done: 

• In-service leadership training; 
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• The development of the MFT on how to work collaboratively 

and how to co-ordinate and manage their time effectively; 

• Proper planning; 

• Service providers could make use of various communication 

systems, e.g. e-mails, telephones; 

• Have a proper help-line in place to support the following: 

queries; curriculum implementation, barriers to learning, 

psychological management and governance support ; 

• Monitoring and evaluation could take place on a regular 

basis; 

• Have a project manager at the EMDC co-ordinating the 

workshop dates; 

the EMDC, 

• he beginning to give 

5.4 REFLECTION ON THE RESEARCH PROCESS 

'J 

Strengths E ER C p 

The strength of qualitative research is that it deals with human 

beings, interpersonal relationships, personal value, meaning, 

beliefs and thoughts. It offers a firsthand account of the 

participants' perceptions and views. Data is mediated through 

this human instrument, the researcher. The main purpose of the 

interview is to obtain specific kinds of information. The 

researcher is the primary instrument for collecting the data. 

This approach gives you a holistic view of what is being studied. 

The qualitative researcher focuses on subjective data that 

exists within the minds of individuals. 
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The strength of my study is that being in the EMDC, I gained 

first hand information about how the different pillars operate, 

what their focus areas are, where the strengths and weakness 

are within the EMDC, and where they need a lot of support. I 

also discovered that all those working in the EMDC 

acknowledge that working in a MFT is the best way to address 

problems at schools. In the light of my research I discovered 

that there is a good collaboration between the four pillars. 

Culture is still a big issue and we as a team in the EMDC need 

to learn more about each other's language and culture. The 

participants in the EMDC also developed a deeper 

understanding of and appreciation for each other's work. 

Weaknesse 

Limitations to 

accuracy. It is 

behaviours. 

interviews a 

f bias creeping into 

t e .pa~ of the respondent to 

please the i t'3 ie~e . I VI v ry s Q itive to biases while 

conducting my research. I did not allow bias to creep into the 

interviews. I told the interviewees that they must not try to 

please me. I did not seek out the quotes or answers that 

support my preconceived notions. 

Another weakness of this study relates to the fact that the 

EMDC has not been in existence for long and participants were, 

therefore, not fully informed and equipped to work within a MFT. 
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Areas of research that should be followed up 

The following areas of research need to be followed up: 

• Building effective collaboration within the MFT, government 

departments, and the community. 

• Effective co-ordination within the MFT. 

• Investigating and monitoring whether the EMDC has 

improved on co-ordination and collaboration within the 

EMDC and with other government departments. 

• Follow-up research that focuses on the progress of 

collaboration within a MFT within the EMDCs. 

My intention as a res 

the research providing a deeper 

......,,,.h.oru::> 1vH--f-HIHIM!'4'1S =•·-~ .... ""----H=ues. This will allow 

the EMDC to I and challenges of 

ot er countries. It will be 

most useful if e issue raisednere can be followed up over a 

period of time, in h r the EMDC structure does 

indeed make ~n e v he ~ss aised. Longitudinal 

research is therefore recommended. 

This research was conducted within an action research 

framework, with the research findings feeding directly and 

meaningfully into practice. 

The study showed that the EMDC personnel are not fully aware 

of the proper functioning of a MFT. However, there is a growing 

realisation that services cannot be carried out in isolation, and 

that collaboration, co-operation and co-ordination are necessary 

for more effective and holistic service delivery. Most of the 

participants in this study emphasized that services needed to be 
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better co-ordinated and that there was a need for better 
communication and leadership within MFTs. 

This study could make a contribution to an understanding of 
how the EMDC can provide more co-ordinated and holistic 
support to schools. It could, among other things, give insight 
into the challenges of inter-sectoral collaboration, and how to 
address these challenges. 
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APPENDIX A 

Interview schedule 

A. UNDERSTANDING OF HOLISTIC AND CO-ORDINATED 

SUPPORT 

1. What is your understanding of holistic and co-ordinated support? 

2. What is the purpose of the support? 

3. Does the MFT have a shared vision and a common goal with 

regard to suppow;J:G33~~fr 

B. HOW DOES TH 

MOMENT? 

4a. Who is involved in providing support in the MFT? 

4b. Who should be involved? 

5. How do you currently work together? (Description) 

6. What kind of service do you provide at the moment and for the 

future? 

C.1 COLLABORATION: HOW DOES THE MFT WORK TOGETHER 

7. What are the benefits of working as a team? 

8. What works well (is making it work) at the moment? 

9. What are the difficulties experienced in trying to work 

together? 

10. How can we address these challenges? 
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C.2 COLLABORATION 

DEPARTMENTS. 

WITH OTHER GOVERNMENT 

11. How do you involve other government departments in support 
provision? 

12. What works well at the moment? 

13. What are the difficulties experienced in trying to work 
together? 

14. How can we address these challenges? 

C.3 COLLABORATI 

15. 

16. 

17. What are 

together? 

18. How can we 

exp-enenced1 trying to work 

C.4 COLLABORATION WITH THE SCHOOLS/ EDUCATIONAL 
INSTITUTIONS 

19. How do you work in partnership with the schools? 

20. What works well at the moment? 

21. What are the difficulties experienced in trying to work 
together? 

22. How can we address these challenges? 
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D. CO-ORDINATION 

23. How does the EMDC currently co-ordinate and manage the 

support service? 

24. What works well at the moment? 

25. What are the difficulties/ challenges? 

26. How can we address these challenges? 
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