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Summary of Climate Change Project:  Keep it cool – Fundisa 

The project started from the finding that, in South Africa, the education sector remains underutilised as 

a strategic resource to mitigate and adapt to climate change, even though (internationally), the role of 

education in addressing climate change is increasingly recognised. Research undertaken for UNESCO 

(3) and, more recently, South Africa’s third national communication under the United Nations 

Framework Convention on Climate Change (UNFCCC) (4), attribute this to the fragmentation of 

scientific knowledge, policy and practice that characterises relationships between and within the two 

sectors involved (environment and education). For South Africa’s education to take on the critical role 

that it can and should play, it is crucial for the sector to develop policy and practice in the area of CCE, 

in a way that is aligned with current scientific knowledge about climate change and with the priorities of 

the Department of Environmental Affairs (DEA).  It is a key premise of this proposal that doing so will 

require a significant capacity building effort at all levels of the education sector (national, provincial, 

district, school). This, in turn, demands meaningful cross-sectoral alignment between the Department 

of Basic Education (DBE) and the DEA and strong involvement of the country’s higher education 

institutions (HEIs), where much of the capacity and knowledge in the areas of climate change, CCE and 

teacher training for the same is currently concentrated.   

 

PROBLEM ANALYSIS 

Climate change poses a global and pervasive threat that increases poverty and gender inequality. South 

Africa is particularly vulnerable to impacts of climate change related to water and food security, health, 

human settlements, infrastructure and ecosystem services. The three selected provinces (two coastal 

and one inland province) show a range of effects from climate change that are characteristic of South 

Africa more broadly. Moreover, KZN, Eastern Cape and Limpopo include both urban and rural 

settlements, where impact will be different. KZN will be mostly affected by less rainfall (as will 

Mpumalanga and Western Cape) and, as a coastal province, will suffer from intrusion of saltwater, 

higher (ground)water levels, and flooding of low-lying areas (as will Eastern Cape). All provinces will 

experience changing rain patterns and increased number/severity of heatwaves and will be affected 

regarding health, terrestrial ecosystems and water resources. Given the high concentration of 

population – over 40% of the South African population lives in the three selected provinces (20% in 

KZN; 12.6% in Eastern Cape; 10.4% in Limpopo) – the threat can be considered particularly high and 

the need for adaptation particularly great. 

DEA has the knowledge and the mandate to deal with this, however, climate change cannot be properly 

addressed by one department in isolation. There is a need and potential to leverage the DEA’s impact 

by collaborating with other (state) actors, specifically those in the education sector. Education can give 

people the skills and knowledge to be better prepared for, and better able to recover from, natural 

hazards. Educated people have a better awareness of risk, and it gives them the knowledge and skills 

to adapt flexibly. This is important because while scientists can make long-term projections of climate 

change, they cannot predict exactly when a disaster will hit and how severe it will be. So, a flexible 

approach to adaptation gives people and communities more capacity to cope when a disaster occurs 

(Lutz et al., 2014).  

The education sector comprises a high number of educators, an influential part of the community, and 

an even higher number of pupils and students, who will shape the future of the South African community. 

Through size and potential, the education sector is therefore a priority partner to leverage measures to 

reduce vulnerability and increase adaptive capacity in a contextualised response to climate change. In 

that sense, the choice of KZN, Eastern Cape and Limpopo is also strategic. The three are priority 

provinces for the education sector and they enjoy the presence of two education actors critical to the 

project. VVOB has offices in KZN. SANBI, the co-ordination hub of the Fundisa for Change programme, 

is located in Gauteng where considerable policy and advocacy work will take place. Rhodes University 

a key strategic partner of the Fundisa for Change network is also the academic home of one of the 

http://unesdoc.unesco.org/images/0023/002330/233083e.pdf
https://www.environment.gov.za/sites/default/files/reports/draftsouthafricas3rdnationalcommunication_unfccc2017.pdf
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writers of South Africa’s Third Communication under de UNFCCC, who has also served on the 

UNESCO International Reference Group for the UN Decade on Education for Sustainable Development 

and serves on the international steering committee of the Global Universities Partnership for 

Environment and Sustainability, a UNEP-led initiative. 

Despite boasting such world-class capacity, South Africa’s education sector, unfortunately, remains 

underutilised as a strategic resource to address climate change. This is also recognised in the South 

Africa Climate Change Response Strategy (2011, section 11.2), which includes a strategic goal of 

improving climate change education (CCE) and training. According to the DEA, a major challenge in 

developing the country’s capacity for adaptation is adequate uptake of climate change knowledge into 

the education and learning system (DEA, 2017). A recent report on climate change education for the 

DEA 3rd National Communication to UNFCC (section 5.3) indicates that although progress has been 

made with integrating CCE into formal education, initiatives that have been started can and must still 

be enhanced. The report includes a number of issues:  

• Engagement with CCE across the national system of quality assurance has been ad hoc. There is 

need to develop a national strategy for mainstreaming climate change education into the quality 

management frameworks of the Department of Higher Education and Training, the Department of 

Basic Education, the South African Qualifications Authority and the three Quality Councils 

responsible for educational quality management and standard setting. This should be aligned with 

the clause on education and training in the National Climate Change Response White Paper 

(Section 11.2, RSA, 2011) and with education sector policy. 

• Climate change has been integrated into the national Curriculum and Assessment Policy for Basic 

Education (Grades 1-12), but the topic-based approach is currently fragmented. There is a need 

for curriculum innovation forums to strengthen curriculum innovation in response to climate change 

issues. 

• Teachers are faced with the challenge of teaching new content areas; the report recommends 

upscaling of the Fundisa for Change programme in response, recognising its current achievements, 

but also the need to expand its reach and impact.  

• There is a need for engaging more of the social sciences and humanities in climate change 

research, for more systemic approaches and for strengthening inter- and transdisciplinary 

programmes and associated incentive systems for higher education and research communities. 

Summarised this points to two key challenges: 1) a fragmentation of climate change knowledge and 

education, and 2) a lack of alignment with new science and policy directions. These challenges 

materialise at all levels of the system. The DEA has knowledge of new science and policy directions 

that are not sufficiently filtering through to other government departments. Departments dealing with 

e.g. initial and in-service teacher education, or development of teaching and learning materials are not 

sufficiently aware of and addressing these issues. This is the case at national and provincial/district 

level. Knowledge of climate change is available in HEIs but is not sufficiently transferred, in particular 

to the education faculty (as CCE) responsible for training of new teachers and an important provider in 

the in-service for existing teachers. School leaders, teachers, learners and the community (surrounding 

the school) are not sufficiently aware of how to address and incorporate climate change in the school 

as a whole and teaching and learning. 

Of the nine capacity building needs for enhancing climate change education, training and public 

awareness summarised in South Africa’s Third National Communication under the UNFCCC this project 

wants to contribute to the following (3: 28-29): 
• Mainstreaming of climate change into national education and training quality management systems, 

and standards via the quality councils, DBE, DHET and SAQA. 

• Strengthening analysis and integration of climate change knowledge into national curriculum to 

ensure progression and coherence with national climate change policy. 

• Strengthening capacity in national teacher education institutions and the professional development 

units of DBE to support teachers to develop in-depth understanding of climate change concerns and 

how to teach these. 

• Strengthening capacity of humanities, social sciences and arts-based disciplines to become more 

engaged in climate change issues in higher education and strengthen capacity of the higher 

https://unfccc.int/sites/default/files/resource/South%20African%20TNC%20Report%20%20to%20the%20UNFCCC_31%20Aug.pdf
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education and research sector to engage in systems-based, inter- and transdisciplinary approaches 

to research and curriculum innovation. 

• Strengthen capacity of NGOs and all tiers of government to engage in inter-sectoral and multi-

levelled co-operative efforts and alignment of their climate change education, training and public 

awareness efforts with national climate change policy directions. 

• Strengthen capacity of all climate change education, training, social learning and media practitioners 

to align their learning support materials with national policy direction for climate change response, 

and to regularly update and review their materials in relation to new knowledge of climate change 

impacts and projections. Additionally, support stronger quality monitoring, and capacity to adapt 

climate change information to local contexts in relevant ways, and strengthen orientations of 

programmes towards community engagement and participation in climate change related actions 

(not just transfer of information). This involves adopting stronger action learning approaches. 

STAKEHOLDERS 

Beneficiaries and target groups 

The final beneficiaries of the project are:  

• More than 6,000 learners of 100 secondary schools – conservative estimate based on the national 

average of learner-teacher ratio of 29.8; and 2 teachers per school, each reaching 1 class in each 

school. 

• An unknown number of people in the broader school-communities (20 communities in each of 5 

districts, in 3 provinces), reached through CCE projects. 

• The participants to the national symposia (planned 2 x 100), seminar and working groups (planned 

>70 x 1) and district events (planned 70 participants x 10 events) (HEIs, school- and district-based 

educators, members of school governing bodies, community, environmental civil society 

organisations, and private sector). 

The direct target groups of the project include: 

• At least three relevant national level ministerial officials from DEA, and at least three from DBE, 

among whom an estimated 33 per cent women. 

• Nine DEA provincial officials meeting regularly in the Environment Education Forum, among whom 

an estimated 60 per cent women. 

• Teacher educators from the education faculties, and climate change / environmental science 

faculties of five universities, among whom an estimated 70 per cent women. 

• 200 teachers of 100 schools across five districts, unknown percentage of women. 

• 200 members of the school management team (SMT), 2 of each of 100 schools across five districts, 

unknown percentage of women. 

• 200 members of the school governing bodies (SGBs), 2 of each of 100 schools across 5 districts, 

unknown percentage of women. 

• Staff of NGO partner organisations.  

• Members of five communities in one school area in each of the districts will be reached through 

participatory action research; among them an unknown percentage of women, but special attention 

will be paid to vulnerable groups in the communities. 

Other partners/organisations involved in the implementation 

 

V. PROGRAMME / PROJECT FRAMEWORK 

OVERALL OBJECTIVE 

To utilise the education sector as a strategic resource in South Africa’s transition towards a more climate 

resilient society. 

PROJECT SPECIFIC OBJECTIVE 
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Secondary schools in KZN, Eastern Cape and Limpopo address climate change through education 

supported by multiple actors at national, provincial and district level. 

RESULTS 

The project comprises four result areas. Results 1, 2 and 3 revolve around activating different 

stakeholders in the policy and practice of CCE that are key to making secondary education into a 

strategic resource for climate change mitigation and adaptation. Result 1 revolves around actors that 

operate at the national level; Result 2 is situated at the local level (province / district); and Result 3 is 

focused on the school level. Result 4 is located at selected research universities. It comes in support of 

Results 1, 2 and 3.  

Result 3 is the heart of the project. It targets school-level actors, specifically teachers and school leaders 

(principals and members of school governing bodies or SGBs and school management teams or SMTs) 

and supports them in the implementation of CCE projects. In line with the LORET methodology, these 

projects should involve students and local community and prompt them to recognise locally relevant 

CC challenges and try out possible responses, either in terms of reducing the impact of, and 

vulnerability to climate change now or of increasing resilience to future impacts. 

This result-area includes a collaborative effort of the universities to develop training materials. This 

material will be available for other training providers. The collaboration will also include exchange of 

information between universities and between faculties in the universities. 

To make sure the school-level changes under Result 3 can be achieved by 2022 and sustained and 

replicated beyond the lifespan of the project, enabling conditions need to be created at national and 

local level. At the national level, CCE needs to be addressed in a number of key policies, guidelines 

and materials. That is the crux of Result 1. Cascading through all spheres of government, collaboration 

and exchange of information between multiple actors (DEA, DBE, HEIs, CSOs) at the level of provinces 

and districts also contributes to and enabling environment for continued implementation. For DBE, 

provinces are the conduit between national policies and guidelines and lessons learned from districts 

and schools, so they play a crucial role in closing the gap between policy and practice. It is also at 

provincial level that alignment between the CCE projects and the priorities and situation analysis of 

DEA’s existing adaptation strategies can be stimulated. Hence the focus of Result 2.    

The creation of an evidence-base also contributes to the replicability and scalability of the project. Result 

4 commits five research universities to carry out research about the CCE projects that will be carried 

out under Result 3. This will not only improve the effectiveness of those projects, the evidence 

generated by the research will also feed into specific activities that are organised under Results 1 and 

2.   

The results are formulated as follows: 

Result 1:  At national level, multiple key actors (DEA, DBE, HEIs, parastatals and NGO partners) 

address CCE in education policy, guidelines and materials 

Result 2:  At local level (province / district), multiple key actors (DEA, DBE, HEI’s and other 
stakeholders) collaborate to overcome the fragmentation of knowledge, policy and 
practice  

Result 3:  At secondary school level, teachers – with the support of school leaders – implement 
innovative, curriculum-aligned CCE projects, involving students and communities. 

Result 4:  Selected HEIs conduct process tracing on teacher professional development and 
implemented CCE projects and disseminate findings at national and local levels. 

The project also includes a communication strategy that promotes the exchange of knowledge and 

promising practices among the stakeholders involved and raises awareness and creates support for 

CCE and for the project beyond its immediate scope.  

An external end-term evaluation will assess the relevance, effectiveness, efficiency, impact and 

sustainability of the project. 
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BASIC CONDITIONS FOR DEVELOPMENT COOPERATION 

Gender equality  

It is well established that the effects of climate change are not gender-neutral: due to pre-existing 

inequalities, it is even harder for women and girls to adapt. If CCE is to improve students’ understanding 

of climate change and increase their capacity to mitigate and adapt, it should take gender into account 

as a crosscutting topic. The same is expected of the proposed project, but there are a number of 

activities where the gendered nature of CC will be explicitly addressed.  

Under Result 1, Activity 1.2 will make resources for CCE available to teachers and professional 

development providers. The selected materials will be assessed for gender responsiveness and in 

making them accessible, special attention will be paid to how they can be used in a gender responsive 

manner.  In addition, under Result 3, Activity 3.1 will see the implementation of a professional 

development trajectory for in-service secondary school teachers to implement CCE projects involving 

students and local community. This trajectory will promote gender-responsiveness in pedagogy and in 

the design and implementation of the CCE projects, to increase their potential to identify and address 

the specific vulnerabilities of women and girls in the local community. Gender-responsiveness will also 

be a criterion for capturing and communicating promising practices. 

This gives the project a Gender Equality Policy Marker of 1 – SIGNIFICANT: Gender equality is an 

important and deliberate objective, but not the principal reason for undertaking the project. 

Good governance  

This condition talks both to the transparent management of the project as described under Section VI 

and to the capacity development of school SMTs and SGBs to support implementation (to create a 

conducive environment) of the CCE projects under Result 3. 

Social inclusion  

The project will specifically take into account social inclusion under Result 3. By their very purpose, the 

CCE projects that are implemented under this result should also pay specific attention to the ways in 

which particularly vulnerable groups in the community are affected by locally relevant CC challenges. 

Ideally, they motivate students and communities to try out possible responses, either in terms of 

reducing the impact of, and vulnerability to climate change now or in terms of increasing resilience to 

future impacts.  

ACTIVITIES AND INDICATORS, PER RESULT  

Result 1:  At national level, multiple actors (DEA, DBE, HEIs, parastatals and NGO partners) 

address CCE in policy, guidelines and materials 

Indicators:  

• Number of national meetings with representatives from both DBE and DEA (cumulative; 

disaggregated by type: symposia, seminars, working groups, exchange meetings) 

• Number of CCE materials mapped and made accessible (cumulative) 

Deliverables: online platform with CCE resources; presentations at symposia and seminar; 

background documents for working groups and exchange meetings 

Activity 1.1:  Advocate to systemically address CCE in policy and guidelines, targeting key 

national level actors. 

This activity is rolled out through the following sub-activities: 

• Sub-Act. 1.1.1 – Actively participate in existing DBE interprovincial committees to advocate for 

CCE. 

• Sub-Act. 1.1.2 – Co-organise high level (inter)national symposia and exchange meetings on CCE. 

• Sub-Act. 1.2.3 – Co-organise seminar and working groups on CCE including DBE, DEA, HEIs, 

NGOs and Flemish DOMG. 
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To facilitate the implementation of CCE in schools, a range of national level education actors need to 

address CCE in their policies and guidelines, preferably in a way that is coherent with the National 

Climate Change Response White Paper (NCCRWP) and with the NAS that is currently underway. To 

this end, VVOB and GreenMatter will implement advocacy and engagement activities that have the 

following minimum ambitions: to put CCE on the agenda of key education sector policymakers; and to 

identify – together with these actors – key policies and guidelines that should take CCE into account. 

Possibly, a number of priority policies/guidelines will actually be updated and address CCE within the 

timeline of the project. However, given the complexity of policy processes, it would be difficult to hold 

the project accountable for such deliverables. 

On the one hand, VVOB and GreenMatter will make optimal use of existing policy venues, e.g. DBE 

interprovincial committees. In these committees provincial and national representatives from various 

DBE directorates (e.g. Education Management and Governance, Teacher Development) meet three to 

four times annually to report, exchange information (challenges, good practices, lessons learned) and 

discuss issues regarding implementation of policies/guidelines. Based on need and on recommendation 

of participants, including VVOB, the committees regularly invite input from “outsiders” – e.g. other 

ministries such as DHET or DEA; the auditor general; CSOs; service providers; etc. – so they are quite 

useful for the project as a venue for multi-actor dialogue and alignment on CCE.  

On the other hand, it is necessary to create new spaces to deliberately bring together CCE experts – 

from DEA, Fundisa for Change and, where possible, the Flemish DOMG and other international 

participants – with the targeted education sector policymakers. Over the course of the project, VVOB, 

GreenMatter, DEA and DBE will co-organise two (inter)national symposia (Y1, Y3) and a smaller 

seminar (Y2) on CCE. These will give Fundisa for Change members and knowledge partners such as 

the Flemish DOMG the chance to analyse existing policies, guidelines and strategies and to 

disseminate findings of evidence-based research on (inter)national experiences and good practice. To 

make optimal use of the presence of the Flemish DOMG, exchange meetings will be organised with 

DEA and DBE (policy oriented) and with the universities (methodologies) back-to-back with the 

symposia and seminar. 

The project will also organise thematic multi-actor working groups that address the integration of CCE 

in relevant policies and guidelines. Themes could be: the integration of climate change education (CCE) 

into initial teacher education; the extension of CCE in continuous professional development for 

teachers; etc. The purpose of these working groups is to discuss identified challenges and make 

informed recommendations for multiple actors to create synergies and contribute to the closing the gaps 

between knowledge, policy and practice.  

Activity 1.2:  Make resources for CCE accessible to teachers and professional development 

providers in a user-friendly, open licensed manner  

This activity is rolled out through the following sub-activities: 

• Sub-Act. 1.2.1 – Map, structure and make accessible existing and newly developed resources for 

CCE 

For CCE projects to succeed in secondary schools, teachers need access to relevant and quality 

learning and teaching support materials (LTSM). National level actors, such as the DBE LTSM unit, 

play a key role in this. There is, however, a lack of quality LTSM that secondary school teachers can 

easily access and rely on to integrate CCE in their subjects, specifically in the project-based manner 

envisioned under Result 3. 

To address this issue, the project will map relevant existing and newly developed LTSM and structure 

them in consultation with stakeholders. This will include materials developed under Result 3: training 

materials for teachers, awareness raising and support materials for schools / principals, and 

documented promising practices (e.g. illustrative videos and photo-stories by educators and learners).  

The project will make these easily available to secondary school teachers and teacher professional 

development providers (initial teacher education and continuing professional development) in a user 

friendly, open licensed manner. The overview of resources will be promoted within the CCE 

projects/schools and through the DBE interprovincial committees, (inter)national symposia and multi-
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actor working groups so that key actors can refer to the materials on their existing websites and in their 

existing databases.  

To ensure effective use of these materials and increase sustainability of results beyond the lifetime of 

the project, the resources will include a facilitator guide, so that the LTSM, teacher training materials 

and principal information package can also be used by professional development providers (e.g. 

provincial departments).  

Result 2:  At local level (province / district), multiple key actors (DEA, DBE, HEI’s and other 

stakeholders) collaborate to overcome the fragmentation of knowledge, policy 

and practice 

Indicators: 

• Number of local partners meetings (cumulative, disaggregated by province) 

• Level of representation in meetings (disaggregated by stakeholder group) 

• Number of provincial or district events (cumulative, disaggregated by province) 

Deliverables: Meetings, events/symposia (multiple key actors) 

Activity 2.1:  Promote sharing of information, knowledge and practical expertise about CCE 

at local level  

This activity is rolled out through the following sub-activities: 

• Sub-Act. 2.1.1 – Support inclusive nodes of partners at provincial level  

• Sub-Act. 2.1.2 – Co-organise provincial or district events 

The provincial and district levels play a crucial role in the preparation and implementation of both 

education and climate change policy. It is here that national policy is translated into operational strategy, 

and policy discourse can be turned into practice. Provinces and districts also have an important part to 

play in making sure that future policy is relevant and feasible for local stakeholders. It is, however, often 

also this level that becomes a weak link and that contributes to the fragmentation of knowledge, policy 

and practice. It is indicative, for instance, that the national NCCRWP makes quite extensive 

recommendations on climate change education, while – with the exception of the strategy of Limpopo 

– this is much less the case in provincial strategies on climate change. 

At the provincial level, Fundisa for Change has already established inclusive nodes of partners, 

involving DEA, HEIs, parastatals and local NGOs. These nodes are tasked with coordinating the 

conversation around teacher education in the area of education for sustainable development, bringing 

together stakeholders and securing their buy-in, and implementing the Fundisa for Change teacher 

education courses. In support of these nodes, the project will further formalise their platform function; 

increase their visibility at and influence on national-level policy processes and focus the conversation 

on CCE.  

During the project, VVOB, GreenMatter and key participants in the provincial nodes will also organise 

events, either at provincial or district level. The purpose is to raise awareness and increase the visibility 

of the project and – hence – contribute to stakeholder buy-in. The events will highlight the efforts of 

school level actors (principals, SGB and SMT members, teachers, students), environmental CSOs, 

community leaders, private businesses, … in the implementation of the CCE projects. This contributes 

to the preparation of the (inter)national symposia, where the lessons learned from local practice can 

also be presented. 

Result 3:  At secondary school level, teachers – with the support of school leaders – 

implement innovative, curriculum-aligned CCE projects, involving students and 

communities. 

Indicators: 

• Percentage of teachers receiving certification for the CCE training trajectory, disaggregated by sex 
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• Percentage of principals and members of SMTs and SGBs participating in information sessions, 

disaggregated by sex 

• Number of CCE projects documented 

Deliverables: teacher training incl. materials and manual; information package for school leaders; 

CCE projects 

Activity 3.1: Implement professional development trajectory for in-service secondary school 

teachers 

This activity is rolled out through the following sub-activities: 

• Sub-Act. 3.1.1 – Develop training materials and organise training sessions for in-service secondary 

school teachers 

• Sub-Act. 3.1.2 – Coaching and follow up of trained teachers (in PLCs) for implementation of 

curriculum-aligned CCE projects 

• Sub-Act. 3.1.3. – Develop and disseminate attractive communication materials to inspire innovation 

and good practice 

Of all school-level factors, teachers have the most direct impact on the competencies that students 

acquire. But if we expect teachers to address CCE through a project-based approach, they need 

opportunities for professional development. The teachers will participate on a voluntary basis and be 

selected on the basis of motivation and subject matter. The training will be aimed at teachers of 

geography, natural science, or social and life sciences, as these subjects lend themselves well to the 

integration of CCE. 

Together, the five selected HEIs of the Fundisa for Change network will develop a 3-month training 

trajectory on CCE and project-based teaching and learning targeted at in-service secondary school 

teachers. The HEI will collaborate to prepare the training materials and to ensure that the CCE teacher 

training takes into account state-of-the-art scientific knowledge about CC, the CCE specialists will hold 

the necessary inter-faculty meetings with colleagues from other faculties that have CC expertise. 

Over the course of the project, each HEI will train two teachers from 100 schools spread over 5 districts 

(2 districts in KZN, 2 in Eastern Cape, 1 in Limpopo). So, a total of 200 teachers will be trained, using 

a phased approach. In Year 1, the first batch of 40 teachers from 20 schools in one district are trained. 

In Year 2, four groups for a total of 160 teachers from 80 schools in the four remaining districts are 

trained. If necessary, this allows the project to adjust the training after the first batch and it will allow for 

better coaching. As a final assignment, the teachers will design a CCE project that should involve 

students (and ideally also the local community) and prompt them to recognise locally relevant CC 

challenges and try out possible mitigation and adaptation strategies. DBE guidelines, such as the 

National Protocol for Assessment Grades R-12, already foresee in the implementation of school 

projects. The aim is to make sure these are implemented as CCE projects. At the level of schools, the 

CCE projects are started up in Year 1 and 2, but they can continue over all three project years. 

Trained teachers (from the same school) will be encouraged to collaborate, to continue to learn from 

each other and share their knowledge with colleagues. The project will promote this by encouraging 

and assisting the formation of professional learning communities (PLCs). DBE prioritises this modality 

for teacher continuous professional development in the Integrated Strategic Professional Framework 

for Teacher Education and Development (ISPFTED) and VVOB has been assisting DBE in the 

implementation since 2014. Intensive coaching and follow-up of the PLCs is foreseen during and in the 

years after the training. Promising CCE projects will be documented in attractive formats (e.g. illustrative 

videos, photo stories) that coaches can also use to inspire teachers. These materials can also promote 

CCE and environmental awareness amongst other educators, learners and communities.  

Activity 3.2: Implement professional development trajectory for secondary school leaders – 

principals, members of school management teams (SMTs) and school governance bodies 

(SGBs) 

This activity is rolled out through the following sub-activities: 
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• Sub-Act. 3.2.1 – Design and organise information sharing and discussion sessions for secondary 

school principals, and members of SMTs and SGBs 

• Sub-Act. 3.2.2 – Coaching and follow up of secondary school principals 

Teachers need a conducive environment to organise themselves in PLCs and to implement CCE 

projects. To make sure they receive the necessary from school leadership, the project will invite the 

principals, and members of SMTs and SGBs of the 100 secondary schools to a series of four information 

sharing and discussion sessions on the curriculum-aligned CCE projects. VVOB will develop and 

organise these and will foresee accompanying information materials. Principals can also count on 

coaching and follow-up. They will be visited on the same days as teachers are being coached, so – 

logistically – 3.1.2. and 3.2.2. coincide. 

Result 4:  Selected HEIs conduct process tracing on teacher professional development and 

implemented CCE projects and disseminate findings at national and local levels. 

Indicators: 

• Progress in execution of process tracing 

• Number of presentations made about research 

Deliverables: Research reports on each district and overall comparative research report; 

presentations at various fora 

Activity 4.1: Selected HEIs assure quality process tracing  

This activity is rolled out through the following sub-activities: 

• Sub-Act. 4.1.1 – Researchers at selected HEIs co-develop a research design 

• Sub-Act. 4.1.2 – Organise knowledge transfer within and between selected HEIs 

Process-tracing in social science is a method for studying causal mechanisms linking causes with 

outcomes. It is a research design that traces the effect of an intervention throughout its underlying 

results-chain. The research under Result 4 will focus specifically on the change process involving 

teachers, studying the effect of teacher professional development (training and coaching) on teachers’ 

attitudes and practices (implementation of CCE projects) and, in turn, on students.  

The five selected HEI of the Fundisa for Change network – Rhodes University, the University of Fort 

Hare, the University of KwaZulu-Natal (UKZN), the University of Zululand (UNIZULU) and the University 

of Venda – will collectively develop an overall research plan. As each university will focus its research 

on one specific district, it is important to have a uniform design and to agree on data collection and 

analysis methods, so that the findings from the different districts can be compared. An experienced 

comparativist will accompany the universities in this collaborative effort and ensure consolidation of the 

results. Knowledge transfer between the selected HEIs will be organised throughout the project, while 

the process tracing is going on.  

Activity 4.2: Selected HEIs execute district-level research 

This activity is rolled out through the following sub-activities: 

• Sub-Act. 4.2.1 – Selected HEIs conduct process tracing   

Each university will receive a grant to conduct field research, collect and analyse data and to deliver 

the necessary (intermediate) reports. The phasing of the research follows that of the implementation of 

the teacher professional development trajectory and implementation of CCE projects under Result 3. It 

starts in one district in Year 1 and then multiplies to four additional districts as of Year 2. This approach 

makes it possible to thoroughly test all data collection and analysis tools and helps to maintain a uniform 

design. 

Activity 4.3: Selected HEIs make evidence from process tracing accessible to various 

audiences 

This activity is rolled out through the following sub-activities: 
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• Sub-Act 4.3.1. Collate research findings into accessible formats for multiple audiences. 

• Sub-Act 4.3.2. Report research findings at (Inter) National, Provincial and Local Fora. 

The purpose of the process tracing is not only to demonstrate and improve the effectiveness of the 

teacher professional development and CCE projects, the evidence generated will also feed into various 

fora that are organised under Results 1 and 2. In that sense, it serves to integrate CCE knowledge into 

the system. To make sure the findings are communicated effectively across multiple stakeholders, they 

will be developed into accessible formats, e.g. vignettes and posters, and presented in the context of 

the planned (inter)national symposia, interprovincial committees, website/database, local nodes of 

partners, and provincial/district events. 

INDICATORS  

For all indicators in the logical framework an indicator file, detailing key technical specifications (e.g. 

operational definitions of terminology, timing of data collection, methods for data collection, etc.), will 

be developed. The indicators will be monitored by the VVOB M&E advisor together with the project 

staff.  

LOCATION  

The project has national level activities under Result 1, but the geographic focus of most activities under 

Results 2, 3 and 4 is on the provinces of Eastern Cape, Limpopo and KwaZulu-Natal. The choice of 

provinces is informed by climate change data, population data and practical considerations regarding 

the location of key partners. VVOB occupies offices in the provincial Department of Education of 

KwaZulu-Natal, where UKZN and the UNIZULU are also located; Rhodes University has a strong 

presence in Eastern Cape, where it is working with the University of Fort Hare; and the University of 

Limpopo in Venda.  

 


