African Experiences
Covntiry Case §tudies

Practicing Critical
Refection in Teacher
Education in Namibia

:
i

‘i A Association for the Development of Education in Africa



Practicing Critical Reflection
in Teacher Education in Namibia



African Experiences - Country Case Studies

Papers published in this series™ :

1. The Reform of Pre-Service Primary Teacher Training in Guinea: Assessing
Implementation

2. The Faire-Faire Strategy in Senegal: Decentralizing the Management of
Education and Diversifying Supply

3. Improving the Quality of Nomadic Education in Nigeria: Going Beyond
Access and Equity

4. Zambia’s Primary Reading Program (PRP): Improving Access and Quality
in Basic Schools

5. Practicing Critical Reflection in Teacher Education in Namibia

* Series published in English and French



African Experiences
Countrry Case Studies

Practicing Critical Reflection
in Teacher Education in Namibia

Research coordinated by
The National Institute for Educational Development (NIED):
Namibia

Authors/Contributors :
Hertha Pomuti
DonnaKay LeCzel
Muhammed Liman
Patti Swarts
Mariana van Graan (Team Leader)

Thematic Coordinator for ADEA:
Martial Dembélé

o)

Association for the Development of Education in Africa (ADEA)



This document was commissioned by ADEA for its study on the quality of educa-
tion undertaken in 2002-2003. It was subsequently edited to be published in the
series « African experiences — Country case studies ». The views and opinions
expressed in this volume are those of the authors and should not be attributed to
ADEA, to its members or affiliated organizations, or to any individual acting on
behalf of ADEA.

Financial support for this publication is provided out of ADEA core funds, to which
the following organizations are contributing members: African Development Bank
(ADB); Canadian International Development Agency (CIDA); Carnegie Corpo-
ration of New York; European Commission; German Cooperation; International
Institute for Educational Planning (IIEP); Japan International Cooperation Agency
(JICA), Norwegian Agency for Development Cooperation (NORAD); Rockefeller
Foundation; Swedish International Development Cooperation Agency (Sida); Uni-
ted Nations Educational, Scientific and Cultural Organisation (UNESCO); United
Nations International Children’s Fund (UNICEF); United States Agency for Inter-
national Development (USAID); The World Bank; Federal Ministry for Foreign Af-
fairs, Department of Development Cooperation, Austria; Royal Danish Ministry of
Foreign Affairs; Ministry for Foreign Affairs, Finland; Ministry of Foreign Affairs,
Department of International Cooperation and Development, France; Department of
Foreign Affairs, Ireland; Ministry of Foreign Affairs, Netherlands; Department for
International Development (DFID), United Kingdom; Swiss Agency for Develop-
ment and Cooperation (SDC), Switzerland.

The Norwegian Education Trust Fund (NETF) held at the Africa Region Depart-
ment of the World Bank also contributed to the financing of ADEA’s exercise on the
quality of education.

ISBN No: 92-9178-058-8

© Association for the Development of Education in Africa (ADEA) — 2005
(Reprint: February 2006)
Association for the Development of Education in Africa (ADEA)
International Institute for Educational Planning
7-9 rue Eugene Delacroix
75116 Paris, France
Tel.: +33(0) 14503 77 57
Fax: +33(0)1 45 03 39 65
adea@iiep.unesco.org
web site: www.ADEAnet.org



Table of contents

Foreword........ .- . . 9
Acknowledgements .. . |
Abbreviations 13
Executive summary.. 15
The 1eSEarCh.......c.c.ioviiiiiiiiicic e 15
The mMain fINAINGS .....eoveeuieieieieeeeeee s 15
The main recoMmMENdationS..........c.cerirueueueririeueriirieieeeeneeeeeeeence e 16
1. INtroduCtion ....cueceeccuecsnicsuensnecsuecssecsnesssessuecssecssecssesssesssesaesses 19
Historical background leading to education reform ...........ccccocevverveinccnnene 19
About the Sub-StUAIESs .........ccoeiiriiiiiiiiiic e 20
2. Basic education reform and curriculum renewal ................ 23
Basic education reform
What is learner-centered education?.............coccevueeieirieiienininicineneceeeeene 24
Curriculum renewal as a result of the education reform............cccccovveveeennee. 25
Curriculum gOals...............c..ccoceeveeveeveneeeeeeeeeee. .25
Major curriculum changes in recent years.. 25
Renewal of evaluation policies and practiCes .........covvreeverevieriesiesreereereennnns 26
Factors challenging the successful implementation
of the education reform............occcoviiiiiiiiiiiii e 27
Language and its impact on the quality of education .............................. 27
Socio-economic realities of a post-independent Namibia and
their potential impact on the quality of education .............c..ccccceoueuene. 28
HIV/AIDS and its impact on quality education...................cccccoceeeeene.. 30
3. Teacher education reform: An avenue to accomplishing
quality Education for All...... R X
The BETD Programs: Conceptual orientations............cceceeveerueenenieinuecnnens
Implications of LCE for teacher education....................cccccoevevvenenenne.
What is critical-practitioner inquiry? ........ .
What is reflective PractiCe? .............cccooueievieieieiieseeeeeeeee e 38
What is Action reSearch? ...............ccocuciioiioieieieieneicee e 40
BETD Pre-service Program.... ....40
BETD In-service Program................... A2
What is practice-based inquiry?.............cccccoccocenen. 42
Appendix A: Structure of the BETD PRESET Program ...........ccccccoeineinnne 44

4. Reflective practice and critical-practitioner inquiry
in the BETD PRESET Program: Taking stock ............cc.ccecee.49

INtrOAUCTION ..t
RESEAIC dESIZN ...ttt
Data analysis and main findings ...........ccevvevierierereninieieieeeeeeee e
Valuing the BETD PRESET Program and CPI
Level of understanding of CPI ..............ccccocuoiiiiioineiiiiiieeeeeeeean




A system and structures exist, enabling CPI in colleges of education .....55

Clinical supervision to student teachers’ action research projects ......... 56
The perceived meaning of “being critical” in the BETD PRESET.......... 58
Impact of CPI on graduates’ practice .................ccoccecevcveciaciaieieneenenn,

Cost Implications of the BETD PRESET .......ccccooeiiinennne.
Lessons learned from the CPI model used in BETD PRESET

5. Practice-based inquiry as an approach to in-service

teacher education .... veese 05
INTrOAUCTION ....iiiiiciiicc et 65
BacK@roUnd.......c.cceeuieiieieieieieeieeie ettt ens 65
Rationale for the StudY...........ccveoiiiniiiiiiicc e 68
Purpose and research qUESTIONS ......c..eeueeueeieienienienenesiee e 68
MEthOAOLOZY . .veuvevieieeieiieieieie ettt ettt ettt b b beeneeneens 68

The PAFTICIPANLS. .....c..eoeeeeieiieieeieeeee et 68
Educational background of sample teachers.................cccccoovouvoenennenne. 69
Development of categories and criteria for assessing practice,
understanding and refleCtion................ccococivvievieieneiiiiiiieeeeeeen 69
Data-gathering inStrUMENLS ...........cccoccieieieieieenese st 71
Data collection
ClasSrOOm ODSEFVALION..............ccocoueieeiiiiiieiieieeee e 73
TRECFVICWS ...ttt 74
Review of modules and teachers’ portfolios ....
DaAta ANALYSTS ...ttt 74
FINAINES -t 76
The impact of the PBI INSET model on teachers’ classroom practice.....76
The impact of the PBI INSET model on teachers’ pedagogical
UNAEFSTANAING ...ttt

Correlating teachers’understanding and classroom practice ..

Teachers reflective SKIILS ............cccocoviiciioiioiiiiieeeseeeee e
Lessons learned from implementing the PBI model ............c.ccccooiiiiininnn.
CONCIUSION ....uiiiiieicecceec e
Appendix A: Classroom observation schedule..........c.cccoceoivincoininiincnnene
Appendix B: Teacher understanding assessment schedule............ccccceeuenenee.
Appendix C: Teacher reflective assessment schedule...........cccoevevirieiiennnnnne.
Appendix D: Vignettes (teaching scenarios) for assessing teachers
understanding of the PBI inset model...........ccccccoiiiiiiiininiiiiieee 96

s

6. School self-assessment in Northern Namibia:

An adaptation of critical inquiry ... 99
INErOQUCHION ...c..oveiiiiicii e 99
The school improvement program and the self-assessment system............. 100
Teachers as reflective practitioners in the self-assessment system.............. 105
Reflection as teacher empowerment: A story of our teachers ......... ...107
COoSt IMPLICALIONS ...ttt ...110
Cost to Government....
Conclusion.........ccceeevviceieiineicinieenae.
Appendix A: SIP section on teachers ...
Appendix B: School report Sample............ocereirenieeneiieeceeeeeeeee 117




7. Recommendations and reflections on the research............119
Recommendations from the sub-studies on BETD PRESET and INSET....119
Reflections on the research.... .
CONCIUSION ...ttt ettt eeae e e e e eeaeeeeneeenns

8. References

Tables

Table 2.1. Some national socio-economic indicators 29
Table 3.1. BETD - Areas of learning, credits, and percentages of study time for year | ...... 44
Table 3.2. BETD - Areas of learning, credits, and percentages of study time

for years 2 and 3 45

Table 3.3. Major and minor options for specialization in the BETD years 2 and 310.......... 46
Table 3.4. BETD - Relationship between the mathematics and integrated natural
science option and the subject methodologies that will be taken within

basic education 47
Table 5.1. Sample teachers: Existing qualifications 69
Table 5.2. Sample teachers: number of years of teaching experiences..........cccccecvueiuurcunncc. 69
Table 5.3. Teacher classroom performance 77
Table 5.4. Teacher understanding 78
Table 5.5. Teacher reflective skills 82

Table 6.1. Cost to the BES Il Project 11
Table 6.2. Yearly cost to Government 11

[
Diagrams
Diagram 6.1. MBESC/BES Il Monitoring and Evaluation System 102







Foreword

This study conducted by the then Ministry of Basic Education,
Sports and Culture on the role that Critical Reflection plays in three
different Teacher Education Programs in Namibia, is one of the six
studies that were prepared for ADEA’s Biennial Meeting that was
held in Grand Baie, Mautitius in December 2003. The focus of the
Biennial Meeting was on educational quality improvements in sub-
Saharan Africa and Namibia contributed to the concept of quality by
showing how three models of Critical Reflection, namely Critical In-
quiry, Practice-based Inquiry and Teacher Self-assessment are used
in three different teacher education programs in Namibia.

Critical Reflection situates itself within the broader paradigm of
learner-centred education, where teachers are viewed not only as
implementers of existing theory, but as creators of their own contex-
tual theory. Through a process of critical analysis of their practice,
they reflect on and try out different ways of solving problems and as
such invent a theory that works in their particular context.

This could potentially happen in the context of completing the cy-
cles of an action research project or a practice-based inquiry cycle.
Or, in the case of teachers who are part of the USAID sponsored
School Improvement Program (SIP), this entails teachers assessing
their own practice against certain criteria, rating their own perfor-
mance and working on strategies to improve their performance. It is
envisaged that any of these approaches to critical reflection has the
potential to lead to improvement of teachers’ classroom practice.

This study highlights both the strengths and limitations of such a
site-based teacher development approach. In all three sub-studies,
real data was collected where the programs are implemented and
the findings illustrate the complexities of starting with innovative,
learner-centered approaches in a milieu where the whole system is
not altogether ready for these innovations. However, through this
research it was also realized that these challenging environments

FOREWORD 9



provide the opportunity for policy makers and especially NIED’s
Professional Development subdivision to be innovative themselves
by trying out various ways to make Critical Reflection work. In the
case of the Basic Education Teacher Diploma (BETD) pre-service
and in-service programs, Namibia now has the opportunity to look
critically at what the research tells us about the implementation of
Critical Inquiry and Practice-based Inquiry in the two BETD pro-
grams and to adapt the programs in such a way that student teachers
get more constructive support by their teacher educators to become
analyzers of their own practice, finders of alternative approaches and
continue with a constant, and with time, automatic cycle of improv-
ing practice.

As for the SIP/Self-Assessment System, it alerted the Ministry of
Education of an initiative that makes practicing teachers more criti-
cal and reflective of their own practice and creates an environment
of continuous improvement.

Therefore, the challenge for the Ministry is to expand these concepts
to all schools so that all teachers may integrate critical reflection
and self-assessment into their practice in a systematic way so as
to improve the quality of teaching and learning out there where it
matters — in our schools.

PPy

Nangolo Mbumba
Minister of Education, Namibia
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Executive summary

The research

In this research three sub-studies form part of the Namibian case
study on how critical-practitioner inquiry was adopted and adapted
in three teacher education projects. The implications of the findings
are presented and recommendations for the way forward in teacher
education are proposed.

The studies reported in Chapters 4 and 5 of this study are part of
ongoing assessment on the pre-service and in-service Basic Educa-
tion Teacher Diploma (BETD PRESET and INSET). In Chapter 4
the challenges and successes of implementing a critical-practitioner
inquiry approach through action research in the BETD PRESET
program is investigated. Chapter 5 determines the impact of a prac-
tice-based inquiry model in the BETD INSET program. In Chapter
6 a USAID initiative of a school and teacher self-assessment system,
as part of a school improvement program in four education regions
in northern Namibia, is described.

The researchers have found that teachers are able to reflect critically
on their own practice and that these self-assessments come in line
with their real performance on indicators used by outside observers.
This happens gradually, as they progress through the process applied
in the SAS/SIP model.

The primary data of this case study were gathered through a lit-
erature review. Each of the first two sub-studies studies followed its
own methodology, which is described in the various chapters.

The main findings

Although teacher educators report that they value critical reflection
as a strategy for solving problems and changing practice, there is ev-
idence that many have a shallow and poor understanding of critical-
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practitioner inquiry, in that it operates on the technical rather than
the critical level. They therefore do not provide adequate support
to students, which results in less than satisfactory action research
projects of students. There is evidence that the critical-practitioner
inquiry has influenced the classroom practice of some BETD gradu-
ates and provided them with skills that they apply in their teaching.

The main findings from the sub-study on the impact of the practice-
based inquiry model on BETD INSET are:

Only 23% of sample teachers demonstrated adequate teaching
according to desired teaching approaches. Teachers are aware
of the necessity to incorporate learner-centred principles in their
teaching, but they lack the skills to do it.

While the model assumes that teachers will relate theory to prac-
tice or practice to theory, the findings indicate that teachers have
difficulties in making a connection between theory (readings in
the support material) and practice (inquiry activities).

In their work with the School Improvement Program/Teacher
and School Self-assessment, teachers are able to reflect criti-
cally on their own practice, and there is a positive relationship
between the self-assessment scores and the outside observers’
scores on selected indicators. However, this happens gradually
as teachers progress through the process of self-assessment.

The main recommendations

We should revisit the recommendations of earlier consultancies
on teacher education', especially those recommendations on
policy formulation, coordination and quality assurance. The re-
searchers found constraints to implementing critical-practitioner
inquiry and other innovative initiatives when there is no clearly
stated and agreed policy framework to firmly guide and define
the parameters within which to plan continuous professional
development.

|. See the Ten-Year Plan for Educator Development and Support in Namibia, as well as the
Presidential Commission on Education, Culture and Training.
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A substantial staff development program for teacher educators
is urgently needed to support further implementation of criti-
cal-practitioner inquiry in the in-service and pre-service teacher
education models.

A strong professional support network should be developed
to give continuous support for practicing teachers graduating
from BETD PRESET and INSET. Continuation of critical-
practitioner inquiry requires support structures so that teachers
can benefit from ongoing school-based support from peers and
other professionals.

The model on School Improvement Program/Self-assessment
System should be considered as a starting point for systematic
inquiry on a wider level. A consideration in adopting this model
is that it is labor-intensive and relatively expensive in terms of
unit cost (see Chapter 6). Careful planning will have to be done
to base the model initially in schools and circuits that have the
capacity to sustain it.
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1. Introduction

Historical background leading

to education reform
The history of Namibia, prior to its education reform is well docu-
mented, but could not be better described than in the words of the
present Minister of Higher Education, Training and Employment
Creation (MHETEC), Nahas Angula:
On March 21, 1990, Namibia emerged as an independent
and free nation after more than a hundred years of colonial
domination and apartheid oppression. More important,
Independence was a result of protracted struggles by the
people of Namibia. In the imperialist scramble for African
territory, Namibia became a German colony. After World
War I, however, Namibia became a mandated territory
under the administration of South Africa, which imposed
racial policies of apartheid that had a devastating impact
on the political, social, cultural and economic life of the
Namibian people (1999: 8).

Thus, at Independence, Namibia inherited a society segregated
along ethnic and racial lines, which ensured the privileges of the
white minority and an advantage to strengthen and maintain its po-
litical authority and economic power. The apartheid ideology and
policies led to dramatic inequalities and disparities in the quality of
education services rendered to the various ethnic groups, as educa-
tion played a major role in entrenching the privileges of the white
minority. Education became part of the politics of exclusion and op-
pression of the majority of Namibians.

After Independence, the new government entered into a social trans-
formation process to equalize society. According to Swarts (1998:
33) a re-evaluation and reconstruction of the education system was
central to this process. The entire system had to be transformed and
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reformed in line with the major post-Independence goals of access,
equity, quality (pedagogical effectiveness and internal efficiency)
and democratic participation. These goals necessitated a paradigm
shift from a content-based education system for a few to a learner-
centred system for all. This required fundamental changes in the
way teachers had to be prepared for their task — in terms of attitude
and competence — and called for fundamental changes in the content
and processes of teacher education. Indeed, in the light of the socio-
political context described above and the adoption of learner-cen-
teredness, critical-practitioner inquiry and reflective practice were
adopted and became key concepts orientating teacher education.
These concepts permeate the pre-service (PRESET) and in-service
(INSET) Basic Education Teacher Development (BETD) programs
that the National Institute for Educational Development (NIED) was
mandated to design and develop.

About the sub-studies

The studies reported in Chapters 4 and 5 are part of ongoing assess-
ment on the above programs. In Chapter 4, Van Graan examines
the challenges and successes of implementing a critical-practitioner
inquiry approach in the BETD PRESET program. The main findings
on NIED’s research in two colleges of education are that:

e Teacher educators and student teachers report that they value
critical reflection as a strategy for solving problems and chang-
ing practice.

e Teacher educators have a shallow and poor understanding of
critical-practitioner inquiry (CPI) processes and therefore do
not provide adequate support to students. This eventually results
in poor action research projects of students. (CPI is clarified in
Chapter 3).

e Both teacher educators’ and student teachers’ perceptions of CPI
operate at the technical rather than the critical level.

e Teacher educators admit their limited understanding of the key
concepts around reflective teaching. They express a desire for
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more professional development in order to implement critical-
practitioner inquiry successfully.

e CPI has influenced the classroom practice of some BETD
graduates and provided them with skills that they apply in their
teaching.

In Chapter 5 Pomuti assesses the impact of Practice Based Inquiry

(PBI) INSET model on teachers’ classroom practice, pedagogical

understanding and reflective skills. The main findings from this sub-

study are that:

e  Only 23% of sample teachers demonstrated adequate teaching
according to desired teaching approaches. Generally teachers
are aware of the necessity to incorporate learner-centred prin-
ciples (promoting collaborative learning, accommodating indi-
vidual differences and incorporating an integrated approach to
learning and teaching) in their teaching, but they lack the skills
to do it.

e None of the teachers in the sample demonstrated a link between
understanding and teaching skills at an adequate level of ac-
complishment. Only three teachers demonstrated an “adequate”
understanding. The study also reveals that teachers did not reach
high levels of reflection.

e While the model assumes that teachers will relate theory to prac-
tice or practice to theory, the findings indicate that teachers have
difficulties in making a connection between theory (readings
in the support material) and practice (inquiry activities). They
seemed to have read the support material without reflecting on
the inquiry activities. Teachers are not likely to relate theory to
practice if there is no mediation and they have limited analytical
tools.

In Chapter 6, LeCzel and Liman report on a USAID initiative of a
teacher self-assessment system (SAS) as part of a school improve-
ment program (SIP) in four education regions in northern Namibia.
In their work they have found that teachers are able to reflect criti-
cally on their own practice and that these self-assessments are in line
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with their real performance on indicators used by outside observers.?
This happens gradually, as teachers progress through the process ap-
plied in the SAS/SIP model.

Together the three sub-studies illuminate how critical reflection is
adopted and adapted in teacher education in Namibia. Chapters 2
and 3 provide the background against which the contexts in these
studies need to be understood. In Chapter 7, we reflect on the impli-
cations of the findings of the three sub-studies and the recommenda-
tions for the way forward in teacher education.

2. A separate study conducted by NIED in 2002 found that Lower Primary teachers’
assessment of their own practice do not correlate positively with the assessment of
the outside observers on chosen indicators of learner-centeredness and application of
continuous assessment. Both trained and untrained teachers rated their own performance
on these indicators significantly higher than the observers.
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2. Basic education reform
and curriculum renewal

by Patti Swarts and Mariana van Graan

Basic education reform

In Namibia, education is regarded as the keystone of development.
This is reflected in the proportion of government revenue that is
spent on education. At around 25%, it is one of the highest in the
world, and the Ministry of Basic Education is, as in other parts of the
world, the country’s largest employer, with over 20 000 employees,
18 000 of whom are teachers.

The expansion of the education system since Independence has been
dramatic, with an estimated current enrolment rate in primary edu-
cation now of around 93%, and mechanisms have been developed
to reach out to marginalized groups of children, like the indigenous,
nomadic San and OvaHimba.

The national education reform set goals of access, democracy, eq-
uity and quality. Besides the change of official language and gradual
change of medium of instruction, changes in classroom practice are
also expected from Namibian teachers. This is realized through a
huge training effort on 3 levels national, regional and cluster levels
to familiarize teachers with more appropriate learner-centred ap-
proaches and teaching methods.

One of the core concepts in curriculum and pedagogical renewal in
post-Independence Namibia is Learner-centred education. It is im-
portant to have some conceptual understanding of the LCE as it is
integrated in curriculum and teacher education renewal.
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What is learner-centered education?
Learner-centred education (LCE) has a central position in the re-
form. In Toward Education for All, MEC defines LCE as follows:

e The starting point is the learners’ existing knowledge, skills, in-
terests and understandings, derived from previous experience in
and out of school,;

e The natural curiosity and eagerness of all young people to learn,
to investigate and to make sense of a widening world must
be nourished and encouraged by challenging and meaningful
tasks;

e The learners’ perspective needs to be appreciated and considered
in the work of the school;

e Learners should be empowered to think and take responsibility
not only for their own but also for one another’s learning and
total development; and

Pomuti describes the key elements of Learner-centered education as

interlinked and sometimes overlapping:

e Learners should be involved as partners in, rather than receivers
of, educational growth (MEC 1993: 60). Learning as a contex-
tual and transformative process...

e Understanding as a socially constructed and reflective pro-
cess...

e Education as an interactive, participatory, collective and negoti-
ated process...

e Learning and socialization as a reconstructive process towards a
democratic society... (1998: 14-15).

The view of the learner, teacher and learning as described in Namib-
ian policy documents and papers fall within the parameters of con-
structivism, leaning strongly towards social constructivism, with the
discourse around LCE drawing on the work of Dewey (p. 27), Vy-
gotski (p. 28) and Bruner (p. 25), among others (See van Harmelen
(1998) in Sguazzin and van Graan (1998).
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Curriculum renewal as a result

of the education reform

As this case study describes innovations and initiatives that will af-
fect the quality of teaching and learning in Basic Education (Grades
1-10), it is important to take note of some of the major changes in
the Basic Education curriculum. Following is a summary of the
curriculum renewal initiatives in these phases of schooling, which
inevitably affect teacher education in the pre-service and in-service
sectors.

Curriculum goals

The general philosophy behind the Namibian intended curriculum
is clearly laid out in the policy documents Toward Education for
All (MEC, 1993) and The Pilot Curriculum Guide for Formal Basic
Education (MBESC 1996). In addition to mastery and application
of knowledge and understanding and acquiring of skills and values,
these documents refer to a preparation for the responsibilities and
challenges of adult life and also to mastery of functional literacy,
numeracy and scientific skills. This strong emphasis on preparation
for life as well as subject understanding runs throughout the objec-
tives of the syllabi.

Major curriculum changes in recent years
Immediately following Independence, the curriculum was localized
and, after a number of minor revisions during the mid-1990s, has re-
mained largely unchanged. Success, in terms of learner outcome, is
measured by whether learners have successfully mastered the basic
competencies prescribed in the subject area syllabi. These compe-
tencies are described in terms of knowledge, skills and values.

A major curriculum review covering all grades is now well under
way, and the target date for implementing the revised curriculum,
including a fully localized senior secondary examination system, is
January 2006. One of the objectives of this curriculum review is to
ensure that the curriculum is streamlined and cost-effective and that
pre-vocational and vocational subjects receive attention. Emerging
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issues like HIV/AIDS, environmental education, gender sensitiv-
ity and human rights and democracy will be integrated more com-
pletely. This will be implemented in all phases and subjects where
appropriate.’

Renewal of evaluation policies

and practices

After Independence Namibia moved from a norm-referenced as-
sessment and evaluation system, driven by tests and examinations,
to criterion referencing, characterized by a combination of forma-
tive, continuous and summative assessment. This move has not been
smooth, and problems are still encountered, even after more than 10
years of implementation.

Continuous assessment and examinations are mostly school-based,
except in grades 7, 10 and 12, in which national and international
examinations are given. The purpose of the Grade 7 examination is
to take stock of whether learners have mastered the competencies
of the Senior Primary curriculum. Entrance to Junior Secondary
education is not determined by performance in the Grade 7 national
examination, but after this examination there is usually a significant
dropout of learners.

The Junior Secondary Certificate examination (JSC), taken at the
end of Grade 10, is a national, external examination managed within
Namibia by the Directorate of National Examinations and Assess-
ment (DNEA). This examination is used as a selection instrument
for admission to Grades 11 and 12 and thus the International Gen-
eral Certificate of Secondary Education (IGCSE) and higher level of
the same examination (HIGCSE), which are prerequisites for entry
in tertiary education.

3. In the Lower Primary phase there is currently a pilot project underway to write stories
around gender sensitivity and HIV/AIDS. These stories will be written by final year PRESET
BETD teachers during August-October 2003, published in the Namibian languages and used
as readers to raise awareness and improve access to literature.
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Returns on primary and secondary education are extremely low to
entirely non-existent in terms of access to the formal labor market.
However, returns on tertiary education are very high. The result of
this trend is that a large majority of youth are without jobs in the
formal sector, while a small percentage who gained access to tertiary
education all have opportunities to get jobs.

Factors challenging the successful

implementation of the education reform
Among the challenging factors to attaining the goals of equal access,
quality and democratic education for all, are the English proficiency
of teachers and learners, the socio-economic realities, and the poten-
tial effect of HIV/AIDS on providing quality education.

Language and its impact

on the quality of education
Namibia has a multicultural population in which thirteen languages
are recognized for educational purposes. The language of instruction
from Grade 4 upwards is English, which is the first language of only
a tiny minority of the population and not a language that is often
heard in everyday communication. Learners therefore are taught in
their second, third or fourth language.

The low proficiency in English, especially in the northern regions
and among teachers of Lower Primary and untrained teachers, is
widely regarded a considerable impediment to educational progress.
A survey* conducted on a national level to determine the English
proficiency level of Namibian teachers established that the Eng-
lish proficiency especially large numbers of Lower Primary and
untrained teachers is not at a satisfactory level. Teachers in at least
three of the four northern regions also scored significantly lower in

4. See: MBESC (February 2000) English Language Proficiency of Namibian Teachers: Report on
Research into English Language Proficiency of Teachers and Student Teachers.
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vocabulary, reading and usage tests, and their use of English in the
classroom was in many cases found to be reason for concern.’ In a
learner-centered approach the fluent use of the language of instruc-
tion is crucial, because teachers are expected not to lecture exclu-
sively. They ask open questions, redirect and rephrase them, elicit
information, provide multiple examples, explain complex concepts
in different ways, give clear instructions, prompt for answers and
responses and praise and encourage learners. These speech acts of-
ten happen spontaneously. However, anecdotal evidence from many
working in the field, suggests that considerable improvements have
been made since 1990.

Socio-economic realities of a post-independent
Namibia and their potential impact on the

quality of education

Namibia is classified in the lower-middle income group of countries,
and on many indicators it is above the average of the group. Table 2.1
gives a number of relevant economic indicators. A cause for concern
is the Gini coefficient, which is one of the highest in the world.®
Typical European Gini coefficients are less than 0.4, though 0.6 - 0.7
are not uncommon in Africa. The high Gini coefficient means that
there is a large pool of low- to very low-income families.

5. At present, materials in English for teaching purposes are being developed at the elementary
level. These materials and accompanying contact courses would be used during September
2003 in the Rundu Education region.

6.This is a measure of income inequality, zero representing a situation where everyone has
the same income and | the condition where all the income is in the hands of a very small
section of the population.
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Table 2.1. Some national socio-economic indicators

| __Indicator | Value | Year | _____Source |

rolment

Population 1.82m 2001 | Provisional 2001 census results

l/:SPopulation under 43 2001 | Provisional 2001 census results

A'\ppr.ox 7% Popula- <30% Provisional 2001 census results

tion in urban centers

GDP/capita US$ 2060 2000 | World Bank, 2001

GDP growth rate 4.1% ;%%%_ National accounts

Annual inflation rate 9.3% 2001 mz)c(lhoek Consumer Price

Annual Government . . -

expenditure on mNADI863 | 199g/9 | Presidential Commission on Edu-
) cation, Culture and Training

education

Education expendi-

ture as a percentage o Presidential Commission on Edu-

of Government 25% 1998/9 cation, Culture and Training

expenditure

Budget deficit 5.3% 2001/2 | World Bank 2001

Gini coefficient 07 2002 Nation:«.ll household income and

expenditure survey, 1995

Unemployment rate

as a proportion c.’f 35% 1997 | Labor force survey

economically active

youth

Estimated adult HIV |19 50/ | 1999 | UNAIDS June 2000

infection rate

Life expectancy at

birth 52 years 1997 |UN 1999

'l'isti;acy rate (% age 18% 2000 | World Bank, 2001

Net primary enrol- (9|79?n%96‘7 1998 Presidential Commission on Edu-

ment ° f ° cation, Culture and Training

Net secondary en- 38% 1998 Presidential Commission on Edu-

cation, Culture and Training

Sources: www.ippr.org.na, www.worldbank.org/data
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This economic inequality was reflected in the education sector before
Namibia’s Independence, when children of European descent were
allocated approximately NAD 1 5377 per year per head, whereas Af-
rican children were allocated NAD 486 per head (Angula, 1999: 9).

At present, this situation has largely been equalized. The average
projected expenditure per learner, reported in 2004, would be NAD
2950. This figure is based on the new staff norms and will be imple-
mented during 2003, to be fully operational in 2004. However, this
average figure does not reflect the persistent inequalities of distribu-
tion among education regions and among schools within a region.
Within the present budget allocation to Basic Education it is dif-
ficult to address previous inequalities, as it only makes provision for
the efficient and effective implementation of the Ministry of Basic
Education’s current strategic plan (Clegg & Van Graan, June 2002).

The unequal distribution of resources results in a serious lack of
resources in many regions and schools. Many teachers feel seriously
challenged by this situation, especially in the previously disadvan-
taged northern education regions of Namibia, where professional
development opportunities are few and teachers are challenged to
deliver quality education in an unequal society.®

HIV/AIDS and its impact on quality education
A stark reality that Namibian society is facing is the HIV/AIDS
endemic. Anecdotal reporting shows that teachers are absent more
regularly and are dying at an increasing rate. Recent projections sug-
gest that every one in five to seven adults are infected (depending
on which model is used in the projections). Accumulated increased
death rates among teachers and absenteeism will undoubtedly affect
the quality of education in the near future.

7. At the time of conducting this study the exchange rate was NAD 8 to US$ I.The
South African Rand (to which the Namibian dollar is tied) dropped against international
currencies by almost 40% in 12 months, April 2001 to March 2002, but has since begun a
slow recovery

8. Data used from research being conducted at present under the auspices of the Spencer
Foundation.
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Less obvious impacts, which were reported in a recent survey car-
ried out in the MBESC, are delayed and declining enrolment of
learners; erratic attendance before or after household deaths; indisci-
pline; hidden discrimination and stigmatization; and psychological
impact on families who have been directly touched by the endemic.
A further concern is the number of AIDS orphans, a number that is
projected to rise steeply over the next few years, and questions are
being raised about the capacity of the system to respond to orphaned
and vulnerable children.

Considering the inevitable negative impact that these factors have on
the quality of educational delivery in Namibian classrooms, teachers
must be critical inquirers and innovative problem solvers. Both are
crucial qualities and skills needed to maintain the level of quality
education for all that we have achieved over the past decade.
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3. Teacher education reform:
An avenue to accomplishing
quality Education for All

by Patti Swarts and Mariana van Graan

Teacher education was considered one of the most important areas
of reform at Independence, because of teachers’ strategic role in the
reform efforts. Within the new paradigm of education, teachers were
seen to be both agents and implementers of change and thus had to
be adequately prepared for the task.

In teacher education a reflective pedagogy was encouraged through
both the pre-service and in-service BETD, with the PRESET pro-
gram starting in 1993 at four colleges of education, producing its
first cohort of teachers in 1995. Swarts describes the ethos of the
BETD program as follows, quoting from the Broad Curriculum for
the Basic Education Teacher Diploma:

The goal of the BETD is to provide a national and common teacher
preparation related to the needs of basic education, the educational
community, and the nation at large. It strives to foster understanding
and respect for cultural values and beliefs, “social responsibility,”
“gender awareness and equity.” It also strives to instill an awareness
of how to “develop a reflective attitude and creative, analytical and
critical thinking; understanding of learning as an interactive, shared
and productive process; and enabling the teacher to meet the needs
and abilities of the individual learning.” (1999: 39).

Therefore, to meet the new expectations and demands of the reform-
ing basic education system after Independence, a mere reorganiza-
tion of the pre-Independence teacher training programs was neither
politically acceptable nor practically feasible (Swarts 1998: 46).
Bernstein (1971) argues that for educational change to have any
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social significance, it has to restructure the way knowledge is orga-
nized. Salter and Tapper (1981: 21) elaborate further on this notion:
“The key to change, therefore, is to effect a reorganization of those
social forces that determine the authority patterns and the structure
of knowledge.”

Teacher educators hold the position of authority and control the
structure of knowledge to a certain extent, and therefore it is crucial
to work with them on changing their beliefs, attitudes and practices.
The role of the teacher had to be examined very closely in relation
to the stated goals and policies and had to be redefined to align with
them. According to Swarts (1998: 46) the design of the new teacher
education program rested on the premise that deliberate and con-
scious interventions were to be made through the teacher educators
and the teacher education program to meet the demands of the basic
education system. The Ministry of Education and Culture (MEC)
in its policy document, Toward Education for All (MEC, 1993: 37)
expresses itself thus on this issue:
Perhaps the most important challenge in improving the equity
of our education system is to ensure that our teachers are well
prepared for the major responsibilities they carry. More than
anything else, it is the teacher who structures the learning
environment.
1t is essential therefore, that we help our teachers develop
the expertise and skills that will enable them to stimulate
learning. Their professional education must begin before they
enter the classroom and continue during the course of their
professional careers.

Holly and McLoughlin’s (1989: 22) views are supported by the
MEQ, in that it recognized the necessity of clear policy statements
in guiding the transformation of the education system, including the
reform of teacher education.

Since teacher education, whether pre-service or in-service, is the
deliberate and conscious effort to intervene in the personal and
professional development of an individual or groups of individu-
als, both ethical and practical considerations require some policy
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statement to guide practice. Indeed, it is a fundamental professional
assumption that effective education programs rest upon a teaching-
learning process that is rooted to a consciously developed plan, and
that effective education programs in turn rest upon well-developed
education policies.

Within the new paradigm of education, teacher education, par-
ticularly pre-service teacher education, was seen as an initial step
in an ongoing process of professional growth and development as
a result of the rapidly increasing and changing state of knowledge
and the new and more complex demands that are made on the role
and functions of the teacher, especially in a post-independent Na-
mibia haunted by the legacies of the apartheid regime. In the view
of Swarts (2000: 13) teacher education reform in Namibia since In-
dependence has been used as a spearhead in the efforts to transform
the Namibian society within its social contract to contribute to a new
and different society. Freire (1971) argues in his liberation pedagogy
that education must help learners develop an increasingly critical
view of their reality in order to be able to change that reality. This
provides opportunity for the notion of pedagogy for empowerment
and development to contribute towards promoting equality, social
justice, and the reconstruction of the understanding of the concept
of democracy within the framework of quality education. In Dahl-
strom’s (2002: 118) view, teacher education before Independence
was part and parcel of the political agenda of separation to maintain
social injustices.

It was within the context as described above, and based on the goals
of education and the philosophy of Education for All, that the BETD
was designed and developed.

The BETD Programs: Conceptual

orientations
The first realities to be taken into account in designing the BETD
programs were LCE and the ongoing process of socio-political

3.TEACHER EDUCATION REFORM: AN AVENUE TO ACCOMPLISHING QUALITY EDUCATION FOR ALL 35



construction. Critical-Practitioner Inquiry, Reflective Practice and
Action Research were adopted to address these realities.

Implications of LCE for teacher education
LCE assumes a role for the teacher as well as the learner. NIED bor-
rowed from the Broad Curriculum for the BETD the following:

Learner-centered education presupposes that teachers have

a holistic view of the learner, valuing the learners life

experience as the starting point for their studies. Teachers

should be able to select content and methods on the basis of a

shared analysis of the learner s needs, use local and natural

resources as an alternative or supplement to ready-made
study materials, and thus develop their own and the learner’s
creativity ... A learner-centered approach demands a high
degree of learner participation, contribution and production

... (it) is based on a democratic pedagogy, a methodology

which promotes learning through understanding, and practice

directed towards empowerment to shape the conditions of

one’s own life (NIED 2003 7).

What is critical-practitioner inquiry?
Critical-Practitioner Inquiry (CPI), a term used in Namibia since
1995, is an umbrella concept used in teacher education and profes-
sional development courses for teacher educators. Through CPI
educators attempt to address the issues of access, equity, quality and
democratic participation, and to effectively implement the reform
of the education system. One of the major thrusts of the reformed
teacher education has been the development of reflectiveness and
reflection among teacher educators, student teachers and serving
teachers through critical inquiry. The BETD paradigm therefore
includes the notion of the teacher as a researcher. This reflects an
awareness of the importance of teachers’ questions in the making
of pedagogical theory. In this paradigm student teachers view their
questions and the challenges they come up against as avenues and
opportunities leading to new insights and understandings. Critical
inquiry recognizes that practice takes place in contexts and that the

36 PRACTICING CRITICAL REFLECTION IN TEACHER EDUCATION



teacher as researcher must make these contexts clear and respond to
them in appropriate ways.

The critical inquiry orientation to teacher education was favored pri-
marily by the Namibian policy makers, because it supports the post-
Independence goals and philosophy of education. It emphasizes the
role of schools in promoting democratic values and reducing social
inequalities, and therefore aims at enabling prospective teachers
to become aware of the social context of schools and of the social
consequences of their own actions as teachers. Little (1993: 129)
argues that the most promising forms of professional development
engage teachers in the pursuit of genuine problems, questions, and
curiosities over time and in ways that leave a mark on perspectives,
policy, and practice. They communicate a view of teachers not only
as classroom experts, but also as productive and responsible mem-
bers of a broader professional community. In this regard Calderhead
and Shorrock (1997: 18) contend that teaching and the processes of
learning to teach are highly complex and place heavy demands of a
cognitive, affective and performance nature upon the student teacher
... Learning to teach involves the development of technical skills,
as well as an appreciation of moral issues involved in education, an
ability to negotiate and develop one’s practice within the culture of
the school, the development of personal qualities and an ability to
reflect and evaluate both in and on one’s actions.

Van Manen (1994: 20) identified three levels in progressing to criti-
cal thinking. The first level is the effective application of skills and
technical knowledge for the attainment of specified goals. This level
is associated with the student teachers’ engagement within the class-
room and school, during the course of which they are exposed to and
begin to build up a repertoire of skills. While engaged at this level,
student teachers are required through the BETD program to observe
and record the social and learning processes in the school and the
classroom. These skills of observation serve as preparation for the
activities in the next level. The second level involves reflection about
the assumptions underlying specific classroom practice, as well as
about the consequences of particular strategies and actions. In this
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regard they are assisted in their observations through diary writing
and journals. The third level, sometimes called critical reflection,
entails the questioning of moral, ethical and normative criteria di-
rectly and indirectly related to the classroom. At this level students
are required to theorize their experiences and to make judgments
and decisions.

Since teaching is so complex and demanding and takes place in a
fast-changing environment, Dalin and Rust (1996: 153) argue that if
teachers are to help others to learn, they themselves must continu-
ously be engaged in learning. Education reform in Namibia has the
principle of lifelong learning as one of its important pillars to sup-
port change, innovation and renewal. One of the strategies through
which this can be attained is engagement of reflective teachers in
critical-practitioner inquiry and action research activities that lead
to new insights in and understanding of their own practice and edu-
cational disciplines and contribute to the development of a codified
education knowledge base. Through reflection and CPI teachers
learn to describe and analyze the structural features of a situation,
issue or problem, gather and evaluate information to establish the
possible sources of the dilemma, generate alternative solutions, and
learn to integrate all of the information into a considered conclu-
sion or solution to the problem. In this way they will gain a deeper
understanding of their contexts and their practices and will bring
this understanding to bear on the improvement of their own teach-
ing. Through these activities they would also become aware of the
social conditions of their practice in order to foster equity and social
justice. The primary outcome is a new comprehension and a new
perspective whereby they will acquire the perspective of learning as
construction and teaching as a facilitating process for optimal learn-
ing (Swarts, 1998: 142).

What is reflective practice?
The notion of reflective practice is defined and interpreted in many
different ways in the literature on teacher education. Swarts (1998)
points out that regardless of how the concept is defined and inter-
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preted, reflection is generally considered by Namibia’s educators to
be a desirable attitude and practice. According to Calderhead and
Gates (1993), at a time when teachers tend to be portrayed more and
more in educational policy as technicians and/or deliverers of the
curriculum, reflective teaching offers an alternative that recognizes
the thoughtful and professional aspects of teachers’ work. Bennett
(1995) supports their view and maintains that the work of education
cannot simply be reduced to mere technical concerns but that teach-
ers must engage in moral issues and reflect on their activities.

The literature on reflection suggests that teachers engage in reflec-
tive thinking and practice when they “can describe what they do,
explain the meaning of what they do, understand how they came
to be like they are, and identify what they might do differently”
(Smyth quoted in Etheridge, 1989: 311). Reflection is thus the pro-
cess through which teachers can find meaning in what they do and
can understand why they do it. Zeichner (1994: 10 — 11) argues that
teachers can and should play active roles in formulating the “pur-
poses and end of their work” and that teaching and education reform
should be put in the hands of teachers.

A key tenet for fostering and developing reflective practice in the

BETD program has been the school-based studies (SBS) compo-

nent. According to Swarts,
It seeks to represent essential features of practice to be
learned, while enabling student teachers to experiment at
low risk, to vary the pace and focus of the work, and to go
back and do things over when necessary. The role of teacher
educators in this respect is a crucial element in the success of
a reflective practicum. A reflective practicum can involve high
interpersonal intensity. The learning situation, the student
teacher’s vulnerability, and the behavioral worlds created
by teacher educators and student teachers can critically
influence learning outcomes. In coherent professional
development, a reflective practicum is a bridge between
the worlds of the academy (college or university) and the
classroom (1999: 42 - 43).
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The extent to which the BETD program has been able to provide
that “bridge” and to develop reflective practitioners is part of this
investigation. Thus, the research reported in the next two chapters is
an attempt to gain an understanding of the extent to which reflective
practice is realized in the PRESET and INSET BETD programs.

What is action research?
Mayumbelo and Nyambe describe action research as an “avenue for
promoting inquiry and reflection in the BETD” (1999: 69). While
focusing their critical inquiry on their own practice, student teachers
change and improve their practice to align it with the philosophy
of learner centered education. For this process they use the action
research method.

Mayumbelo and Nyambe adhere to the definition of action research

provided by Howard (1999):
Action research is not simply research on how to solve one's
problem, because we come more and more to believe that
this approach runs the risk of developing into a traditional
research approach, and our evolving definition of action
research cannot accept that teachers can fit into imposed
structures of educational research. Our action research
focuses on question posing. Practitioners pose questions
appropriate to their educational environments and then
explore them within the whole context through dialogue with
various others for Namibia s appropriate answers.

The advantage of this definition is that it does not limit pre-service
teachers to posing questions about their own classroom practice;
they also explore those questions in the light of their socio-educa-
tional contexts, which is what needs to be encouraged in teacher
education in Namibia.

BETD Pre-service Program
The National Institute for Educational Development (NIED), estab-
lished in 1991, was mandated by the MEC to guide and coordinate
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the design, development, and implementation of the BETD pro-
gram. Before the program was developed, an in-depth desk study
was done of existing teacher-training programs to ascertain their
strengths and weaknesses. A small team of Curriculum Coordinat-
ing Group (CCG) members visited teacher education institutions
and educational policy units in Botswana, Zimbabwe, Lesotho and
South Africa to familiarize themselves with the teacher education
programs and to link into trends in the sub-region. The information
and data gathered through these efforts, as well as from contempo-
rary literature on teacher development, guided the design and devel-
opment of the program.

The BETD program places a stronger emphasis on the professional
aspects of teacher education than the pre-Independence programs:
The pedagogical and social aspects of teaching have a much larger
portion in the school-based component of the program of study. It
emphasizes learner-centered, reflective, analytical and productive
methods and approaches. It attempts to integrate various types of
exposure to classroom situations so that theory and practice can
be integrated meaningfully for the benefit of the student teacher.
(Swarts, 1999: 39) contends that
It provides a constructivist perspective on learning and
Student teachers are expected to experience the types of
learning processes that they will have to facilitate and create
for their learners. It employs critical inquiry (including
action research) as a way to take the change process into
the classrooms at colleges and schools and to create a new
official knowledge base for education. The key questions
which guided the design and development of the BETD
program were, How do student teachers learn best? What do
they need to learn?

Since most of the teachers and teacher educators at Independence
were educated and trained according to the pre-Independence
paradigm of education, it was necessary to orient all teachers and
teacher educators toward the new paradigm, and to incorporate no-
tions such as reflective practice, critical-practitioner inquiry, and
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learner-centered education into both the pre-service and in-service
programs.

Tables 3.1 to 3.2 (See Appendix A) illustrate the balance of the dif-
ferent components of BETD offered in Colleges of Education in
Namibia for teachers who would be teaching in Basic Education
(Grades 1-10). They can also major in a phase specialization, like
Lower Primary. (See Table 3.3, Appendix A for options on special-
ization). Once student teachers have selected a field of study, the
subject methodologies of related school subjects become part of the
course. Table 3.4 illustrates which subject methodologies are offered
for mathematics and integrated natural science.

BETD In-service Program

The BETD INSET program follows an adapted Broad Curriculum’,
and the subject options are also adapted for an INSET mode of
teaching; not all the practical subjects like physical education and
the pre-vocational skill subjects are offered. The INSET program
also has an adapted school-based studies. These activities are carried
out in the school where the INSET teachers are teaching, and they
are supervised and monitored by the school principal. The main con-
cept used in the BETD INSET program is Practice-Based Inquiry.

What is practice-based inquiry?
Practice-Based Inquiry refers to a cycle of inquiry involving a spiral
of identifying issues or areas of interest that can be improved or
changed through planning, acting, observing, reflecting and evalu-
ating the changes or improvements effected by the action (Pomuti
and Howard, 1999). The notion of critical reflection is at the center
of practice-based inquiry, and in this context the following two
definitions inform the Practice-Based Inquiry INSET model: “A
systematic inquiry into one’s own practice to improve that practice

9. See MHETEC & BETD INSET (July, 2002) Broad Curriculum, NIED, Okahandja
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and to deepen one’s understanding” (MclIntyre, 1993, Cook, 1998),
and “a vehicle for bridging the gap between theoretical and practical
thought” (Doll, 1993), in Pomuti (2000).

PBI is thus regarded as a tool for mediating between theory and
practice. This approach provides teachers enrolled in the INSET
BETD program to reflect critically on their own practice, while they
engage with the program materials. A more idealistic view of PBI is
the one held by Elliott & Ebbutt (2000: 42-43):
What we have called PBI in the Namibian context emphasizes
the importance of teachers becoming self-aware of their
“tacit theories” by researching the practices in which
they are imbedded, reflecting about them in the light of the
pedagogical aims and values they espouse, analyzing the
factors in the social context of schooling which reinforce
these ideas, and then reconstructing them in ways which are
more consistent with their aims and values, through a series
of innovative experiments in their classrooms and school.
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Appendix A: Structure of the BETD
PRESET Program

Table 3.1.

BETD - Areas of learning, credits,
and percentages of study time for year |

Subject % Study
time for

Total cred-
it points
for the

ear

Time focus
within the year

Area of
learning

whole year

Educational Education Theory 20% Throughout the year 8
and Practice (Terms 1,2 and 3)
Aesthetic and Arts and Culture 5% Throughout the year 2
Creative (Terms 1,2 and 3)
Physical Human Move- 5% Throughout the year 2
ment Education (Terms 1,2 and 3)
Educational and  |Basic Information 5% Throughout the year 2
Literacy Science (Terms 1,2 and 3)
Linguistic/ English Commu- 10% Throughout the year 4
Academic nication (Terms 1,2 and 3)
Social/
Professional
Mathematical Mathematics 10% Terms | and 2 4
Education
Natural Scientific |Integrated Natu- 10% Terms | and 2 4
ral Science Edu-
cation
Social and Eco-  |Social Science 10% Terms | and 2 4
nomic Education
Linguistic and Language Educa- 10% Terms | and 2 4
Literacy tion
Lower Primary |Lower Primary 15% Term 3 only 6
Education Education Or
Linguistic and Language Educa- 15% Term 3 only 6
Literacy tion Or
Social and Social Science 15% Term 3 6
Economic Education Or
Mathematical and |Mathematics and 15% Term 3 only 6
Natural Scientific |Integrated Natu- Or
ral Science
Technology Pre-Vocational 15% Term 3 only 6
Subjects Or
Aesthetic Arts 15% Term 3 only 6
Total 100% 40
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Table 3.2.

learning

BETD - Areas of learning, credits, and percentages
of study time for years 2 and 3

Education Theo-

% Study
time for
whole year

Time focus within ot idic
the year pomts for

Educational . 27.5% Throughout the year
ry and Practice

Aesthguc and Arts in Culture 59% Throughout the year 2

Creative focused on phase

Physical Human Movg- 59% Throughout the year 2
ment education focused on phase

Technological Handwork and 59% Throughout the year 2
Technology focused on phase

Linguistic,

Academic, English Commu- o Throughout the year

. o ) 5% 2

Social and nication Skills focused on phase

Professional

Major option ;I'::hlng subject 35% Throughout the year 14

Minor option ;I'fea:hmg subject 17.5% Throughout the year 7

Total 100% 40
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Table 3.3. Major and minor options for specialization in
the BETD years 2 and 3"

BETD teacher | Major option 35%

Certified 1-7

14 credit points per

Minor option 17,5%
7 credit points per year

ear
Specialization 1-4
tion (1-4)

Lower Primary Educa-

English, Namibian Language, Mathemat-
ics, Integrated Natural Science, Home
Ecology, Agriculture, Human Movement
Education, or Social Sciences (5-7)

Languages, Social
Sciences, Mathematics
and Integrated Natu-
ral Science. Home
Ecology, Agriculture,
Human Movement
Education, or Social
sciences (5-7
Major option grades
8-10

Specialization 5-7

BETD teacher
Certified Grades

5-10
Specialization 8-10

Languages

Lower Primary Education (1-4)

Minor option grades 5-7

Mathematics, Integrated Natural Science.
Home Ecology, Agriculture, or Human
Movement Education

Social Sciences

English, Namibian Language, Mathemat-
ics, Integrated Natural Science, Home
Ecology, Human Movement Education, or
Agriculture

Mathematics Educa-
tion and Integrated
Natural Science

English, Namibian Language, Social Sci-
ences, Home Ecology, Human Movement
Education, or Agriculture

Agriculture and Life
Science

English, Namibian Language, Mathematics,
Social Sciences, or Integrated Natural
Science

Commerce or
Technical

English, Namibian Language, Mathematics,
Social Sciences, or Integrated Natural
Science

Home Ecology

English, Namibian Language, Mathematics,
Social Sciences, or Integrated Natural
Science

10. No College of Education offers all the options or combinations indicated in Table 3.3 Each
college selects its program from the curriculum offering as a whole, according to national
and regional needs.
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Table 3.4. BETD - Relationship between the mathematics and
integrated natural science option and the subject
methodologies that will be taken within basic

education

Mathematics and Integrated
Natural Science 5-7

Mathematics, Natural Science and Health
Education

Major options Basic education subjects (methods)

Agriculture 5-7

Agriculture

Mathematics and Integrated
Natural Science 8-10

Mathematics, Life Science, Physical Science

Agriculture and Life Science 8-10

Agriculture, Life Science
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4. Refiective practice and
critical-practitioner inquiry
in the BETD PRESET Program:
Taking stock

by Mariana van Graan, Research conducted by NIED

Introduction

The study reported here assessed the impact of critical-practitioner
inquiry in the BETD PRESET program. CPI is a concept developed
in the education sector in Namibia to establish a new relationship be-
tween educational practice and inquiry. In this paradigm teachers are
viewed as researchers who can reflect critically on their own practice
and the contexts in which they teach, change their practice according
to the outcomes of their inquiry, while growing professionally and
changing social reality in the process. It supports the development of
a theory of practice based on practitioner inquiry (Dahlstrom 2002:
187) and the documentation and sharing of accounts.

Pomuti (2000) describes the assumptions underpinning CPI in the

Namibian context as follows:

e Teachers should not be regarded as “technicians” who are re-
quired to apply theoretical knowledge to practical situations
uncritically (Core & Zeichner, 1995).

e Teachers are active, independent learners and problem solvers
rather than passive recipients of information.

e Teachers are assumed to have the required skills to critique the
written knowledge (Zeichner & Liston, 1996).

e The process of understanding and improving one’s own teaching
should start from reflection on one’s experience.

e The process of professional development is a dialectical one
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generating theory from practice and practice from theory (Elliot,
1985).

e Knowledge for teaching is constructed when teachers have the
opportunity to reflect on their own practice and use a process of
inquiry into their own sites to learn more about effective teach-
ing (Cobb, Wood & Yackel, 1990).

e Improved practice result from practitioners reflecting critically
on their educational practices (Stevenson, 1991).

These assumptions form the basis of analysis in this study. The study
focuses on two colleges of education and how student teachers are
prepared to apply critical-practitioner inquiry through their action
research projects.

Research design

The research was animated by the following questions:

e To what extent do teacher educators and student teachers under-
stand the underlying philosophy of CPI?

e To what extent does the BETD PRESET program prepare stu-
dent teachers to conduct CPI during School-based studies and
afterwards during their teaching careers?

e On what level do student teachers reflect when they are complet-
ing their action research projects?

To inquire about the outcomes of reflective practice and critical-
practitioner inquiry in the BETD PRESET, the following data
sources and data gathering techniques were used:

e Three masters degree dissertations completed by Namibian
students (Hamunyela, 2000; Mbamanovandu, 2000 & Shipena,
2000) through the University of Umea on the implementation
and impact of CPI on the BETD PRESET program.

e Focus group discussions with 23 teacher educators, 13 from the’
Ongwediwa College of Education and 10 from the Rundu Col-
lege of Education, both in the northern part of Namibia. They
were selected from various departments, exploring the same
broad issues, but leaving enough scope in the interview struc-
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ture to explore wider, if needed. These issues were their under-
standing of CPI, strengths and weaknesses of integrating CPI
into the BETD PRESET, and institutional support on different
levels to implement and sustain CPI in the BETD PRESET and
afterwards in their teaching careers, and the level of support that
students receive to complete their action research projects ac-
cording to the original vision stated in the Broad Curriculum."

e Three action research workshops with final year BETD student
teachers; two of these workshops were conducted upon request
from the Rundu and Ongwediwa Colleges of Educations, during
June 2002, by the Namibian Educational Research Association
(NERA). These workshops were conducted when the students
were at the start of their action research projects during school-
based studies. One was conducted in May 2003, again on request
from the Rundu College of Education. The agreement with the
college was that it would be used as a data-gathering workshop
for this study, as well as a final preparation for final year Lower
Primary BETD students, before they go on SBS in the new term.
During these workshops the focus fell on how to formulate good
research questions. Notes were made of the students’ main ques-
tions, issues, understandings, examples of questions and those
were used as research notes later.

e Six teachers who had completed their BETD diploma within
the past two to four years (referred to as BETD graduates in the
rest of the study) were also interviewed in a focus group discus-
sion. The purpose was to gather information on whether they
still reflect critically when confronted with everyday problems
in their school and lessons, as well as to find out how they do
problem solving at their schools. Furthermore, the researchers
wanted to establish to what extent institutional support was
provided to reflect on issues and to share knowledge, experi-

I'l. MHEVTST & MBESC (March 1998), page |5 (no.7.3).The action research project in Year
3 is one of the ways in which subject-oriented and professional knowledge and skills, and
college-and school-based studies will be brought together.The action research will consist of
a need, problem or issue, identified by the student in relation to their own teaching;a planned
intervention to bring about change; monitoring of the extent of change; and an evaluation of
the effect of the action.
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ences and solutions to issues and problems that are produced
through completing the projects. They were therefore asked to
reflect in retrospect on their experiences during SBS, especially
in connection with their action research projects and the support
they received from support teachers, as well as from their action
research tutors during that period.

e FEight action research projects of final year BETD student teach-
ers from the two sample colleges of education were analyzed
to determine what kinds of problems they identify and whether
they illustrate that they went through the process of cyclical re-
flection and action to find a solution.

e Data from other research studies were used to validate the find-
ings of the present study. These include the following studies,
completed over the lifespan of the Teacher Education Reform
Project (TERP): Namibian Educators Research Their Own Prac-
tice: Critical-Practitioner Inquiry in Namibia (NIED, Namibia
2000) as well as Critical Inquiry and Action Research in the
BETD: A Collection of Reports from BETD III Students 1997
(NIED & Colleges of Education in co-operation with TERP, Na-
mibia, 1998).

Data analysis and main findings

In order to formulate the themes and discrete findings, the data were
processed twice and general themes were identified. The conclusive
findings, which emerged repeatedly from the data sets were then
formulated and grouped under these broader themes.

The general themes and findings were processed three times and
during these processes, themes changed names and findings, and
themes were validated with the second researcher’s extensive notes.
The findings were also discussed with two other professional staff
members, one who is the writer of one of the chapters and who is
responsible for the Professional Development subdivision of NIED.
This was done to add value to the findings and to attempt to formu-
late strategies of how to deal with the specific issues that emerge so
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prominently and that have obvious impact on the successful imple-
mentation of CPI in the future of the BETD PRESET program.

From the data collected, the following themes emerged:

Valuing the BETD PRESET program and CPI;

Level of understanding of CPI;

A system exists, enabling CPI in colleges of education;
Clinical supervision for/of student teachers;

The perceived meaning of “being critical” in BETD PRESET;
Impact of PBI on BETD graduates’ practice.

Valuing the BETD PRESET Program and CPI
Teacher educators reported that they value CPI as a strategy for
solving problems and changing practice. The teacher educators
at the Rundu College of Education agreed that they would like
to change some aspects of the action research and school-based
studies. They felt that the AR project is an important part of the
school-based studies and “contributed to the professional devel-
opment of the students” (The limitations of school-based studies
will not be discussed here, as it does not contribute to the action
research).

BETD graduates reported that they value the action research
projects that they completed during the final year of the pro-
gram. Some of them explained how they still use the skills that
they acquired during the process of conducting action research.
BETD graduates and teacher educators reported that complet-
ing the action research project gave the students confidence in
their ability to change situations and solve problems. A teacher
educator reported in a private conversation that it is the feeling
of “getting it right” or “solving a real-life problem,” but also the
skills acquired of gathering “real” data from an actual situation,
which she observed as empowering her student teachers.

Unfortunately, the opposite is also true, in that over the years a
number of student teachers’ confidence in their ability to suc-
cessfully complete the AR project is so low that they are report-
ed to fake data, or copy from fellow students’ or previous years’
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projects in the pressure to complete the project successfully - in
other words to solve the identified problem or issue.

e From the second college, the following has been extracted from
Hamunyela’s research notes after her analysis of the focus group
discussions at the Ongwediwa College of Education, where the
ratio of teacher educators to student teachers is higher than at the
other colleges, placing a heavier load on AR tutors during SBS:
“There is a lot of cheating among students and the teacher edu-
cators cannot control it because of overload. Teacher educators
are overloaded with many students.”

e Anecdotal reporting from a third college indicates the same ten-
dency among individual student teachers that are not carefully
supervised by their assigned tutors during the process.

Level of understanding of CPI

e The main challenge that surfaced throughout the report/thesis
of Mbamanovandu (2002) is teacher educators’ inadequate sup-
port to students, which is caused by teacher educators’ shallow
and poor understanding of CPI processes, eventually resulting in
poor projects of students. Most of the reports that have been ana-
lyzed indicate that the vision of CPI, as was emphasized again in
the forward to the first publication of reports from BETD student
teachers (NIED & TERP, 1998, p .1)"?, does not fully come to its
right, implying that the reports do not progress to critical analy-
sis of the environment at the school and classroom.

e Many teacher educators at both colleges have a narrow and lim-
ited understanding of Critical-Practitioner Inquiry and its under-
lying assumptions. At one of the colleges in the sample, not one
of the teacher educators attempted to explain it during the focus
group discussion, and they admitted that they have “lost the vi-
sion” of the start of the education reform. This is especially true
of the latest appointees but also of some of the teacher educators

12. Students are expected to develop a critical-practitioner inquiry perspective during
their studies, which will equip them with the necessary critical, proactive and democratic
professional skills, and an extended professional understanding needed by teachers in the
future.
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from the pre-Independence dispensation, who have found the
implementation of the education reform challenging up to now,
because their own professional development has not kept track
with new developments in educational thinking and practice.

e Thus, because of their limited understanding of CPI, teacher
educators are not effective action research tutors to student
teachers. A number of the teacher educators at one college admit
that they don’t know the “how” of teaching CPI and action re-
search. This might be the reason why many of them, according
to the student teachers and BETD graduates, revert to lecturing
on research methodologies and data-gathering tools.

e [t is evident from the focus group discussions and the way ac-
tion research is implemented that there is not a common un-
derstanding of CPI among teacher educators. The absence of a
professional development program for teacher educators and a
structured “induction” program at the colleges for new staff are
mentioned as being the main causes for the lack of a common
understanding among teacher educators of CPI and other related
concepts.

e At the Ongwediwa College of Education, however, there is evi-
dence of support strategies to help colleagues, who are “strug-
gling with the concepts of CPI and action research” or who are
“not well informed”. At this college regular mini-workshops
are conducted for new staff members. At all four colleges, staff
members have also produced manuals to explain concepts and
processes like CPI and action research.

A system and structures exist, enabling CPI

in colleges of education
e Extended SBS during the three years of the BETD PRESET
gives students the opportunity to complete smaller critical in-
quiry projects during academic Years 1 and 2 and a whole cycle
of action research in Year 3 of their program.”® The small-scale

13. Year | has three weeks of SBS in term 3, a six week period in term 2 and/or term 3 of
Year 2 and a |3-week period of teaching practice and completion of action research in term
2 of Year 3.
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projects and data that are collected during SBS in Years 1 and 2
form the basis of their action research projects during Year 3.

e The system of using specific SBS support schools has the poten-
tial to give the colleges the opportunity to strengthen the practi-
cal implications of critical inquiry in these schools.

e Especially at the start of the education reform, while the Teacher
Education Reform Project (TERP) still supported the colleges
of education, the support schools were strengthened with the
purpose of supporting student teachers in their teaching practice
and the critical inquiry projects that they completed. “The pull-
ing out of TERP resulted also in inadequate support from col-
leges to support schools, which put more pressure on tutors.”!*

e  Where there are mature teachers and experienced BETD gradu-
ates who act as guardian teachers to the students, the students
and BETD graduates benefit through this co-operation between
colleges and support schools. However, the student teachers’
presence is reported as being threatening to some teachers who
are not well trained and/or confident, and therefore student
teachers are often left alone in classes to continue with the teach-
ing program.

e Teacher educators realize the potential support that support
schools and teachers can provide to students during SBS and
they recommended in the group discussions that these be
strengthened by the colleges.

Clinical supervision to student teachers’ action

research projects
e There are four main areas where student teachers need support
while completing their action research projects:
- Identifying and formulating a focused research problem, idea
or issue;
- Developing mechanisms to collect and analyze data before
and after their interventions;

14. From research notes of the one researcher, Miriam Hamunyela, who is also a head of
department in the Educational Theory and Practice department at Ongwediwa College of
Education.
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- Writing up their research through a process writing ap-
proach;
- Identifying research questions.

e Student teachers seem to have problems identifying research
questions and areas that are “worth exploring” (comment from a
teacher educator). The observation of the researcher during the
action research workshops was that student teachers often select
problems that are not focused enough or in which they would
not be able to intervene in only 13 weeks. Examples of such
questions are: How can I improve learners’ Mathematics per-
formance? How do I get boys interested in Home Economics?
How can I solve the discipline problems in my class? How can |
improve the learners’ English?

e The areas and questions, which they choose to explore, are often
repeated from one year to the next. A reason for this tendency
seems to be that there are problem areas that crop up in most
inexperienced teachers’ classes. Some teacher educators in the
Rundu region took that as a negative tendency, in that solutions
to these problems are not found from year to year.

e Another teacher educator sees this trend in another light, “Be-
cause of the paradigm shift in teaching approaches, interpreting
what learner-centered education means in the context of a class-
room, managing learner-centered teaching, as well as moving
from a test and exam system to continuous assessment, cause
the same problems for teachers over and over again...” (written
comments).

e Student teachers’ data gathering instruments do not always pro-
duce data that are useful in the action research process. Teacher
educators and BETD graduates reported how some students’ data
have to be discarded because they do not obtain the information
expected from the instruments. In some reports analysis and
interpretation of the data are not sufficient to complete the re-
search process successfully; in other words, the student teachers
are not able to illustrate through the data that they have “solved
the research problem” with their interventions (comments from
a teacher educator).
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e BETD graduates and student teachers at one of the sample col-
leges viewed the support they received from action research tu-
tors during the process as insufficient. In a case where the action
research tutor observes that student teachers are not on the right
track, they are supposed to guide students as they meet for tuto-
rials during SBS. This is made possible because students always
return to their base college in the afternoons to make this level
of support available.

e Student teachers from the workshop held in May 2003 felt that
they needed more practice in gathering data and working with
actual data, as they often get lectured on these aspects of the
study, or receive pamphlets on them. At that stage, two weeks
before they had to go on SBS with no lecturing time left, the
group of students in the workshop felt unsure about how they
will approach the data gathering and analysis. These technical
details seem to dominate their concerns, rather than identifying
an area they wished to explore.

The perceived meaning of “being critical”
in the BETD PRESET

Mbamanovandu (2000) indicates that both teacher educators and
student teachers’ perceptions of CPI operate at the technical rather
than critical level. He describes their views “of seeing CPI as an
activity focused on one’s ability to investigate own work, reflect
upon the findings and be able to change or improve own classroom
practices based upon those reflections” (p.37). He further argues that
their views of CPI relate to issues pertaining to the attainment of re-
search skills that lead only to the immediate resolution of classroom
problems only.

Dahlstrom acknowledges Meyer (2000), who confirmed the po-
tential of critical inquiry in her research on action research in one
college of education in Namibia. However, she highlighted the con-
servative influences in the development of critical inquiry.

She pointed to the tendency to limit the third-year projects

to a kind of hypothesis-testing exercise of narrow classroom

improvement through problem solving based on a tendency
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of problem identification through a deficiency perspective
on learners. Very little critical thought about the student
teachers’ own assumptions were noted. This is all confirmed
by the collection of reports published by NIED and colleges
of education referred to...and needs to be thought about in
the future; otherwise Critical Inquiry will be reduced to its
technicalities (2002: 191).

The topics of all eight action research reports analyzed for this
study, focused on limitations within the student teachers’ classroom
practice.

Teacher educators report that the majority of action research proj-
ects over the years focus on learners’ low proficiency level in the
language of instruction, discipline problems, insufficient participa-
tion in class, individual learners with behavioral problems, under-re-
sourced classrooms, getting learners, girls in particular, to participate
in group and class discussions, managing group work and difficul-
ties of conducting continuous assessment in overfull classrooms.

This in itself is considered to be valuable, but there is the expecta-
tion in the program that third-year students will be able to identify
areas in classroom and school policies, the school community or
their own attitudes and practices that hamper reaching the national
educational goals or their own personal educational goals. Teacher
educators at both the Rundu and Ongwediwa Colleges of Education
realize that their own limited experience and level of understanding
of CPI contribute to the perceived poor quality of student teachers’
action research projects.

Some teacher educators find it challenging teaching critical think-
ing. They have critical questions: Can one really teach somebody to
be critical? Is it possible? Are we critical enough to be able to teach
someone to become critical? Are we teaching through modeling?
They feel it is really a challenge to change somebody to become
critical.’

I5. Hamunyela’s analysis of the focussed group discussions at the Ongwediwa College of
Education.

4. REFLECTIVE PRACTICE AND CRITICAL-PRACTITIONER INQUIRY
IN THE BETD PRESET PROGRAM: TAKING STOCK 59



Impact of CPI on graduates’ practice

e The BETD graduates felt that critical inquiry and reflection only
solve problems to a certain level, but that it does not solve their
problems of too few textbooks and other resources, dated curric-
ulum documents or content related problems. On the other hand,
at least two of the six graduates mentioned how they solved the
problem of no mathematics teaching aids and lack of readers in
their respective classes, through reflecting on and trying differ-
ent ways to deal with their problems.

e One BETD graduate reported instances where he could intervene
and successfully change the behavior of a learner who disturbed
the class to such an extent that especially the girls didn’t have
the opportunity to learn successfully. The teacher explained how
he facilitated in changing the behavior of this “bully” through
trying out different strategies and eventually succeeding. He
reported that he completed his action research project during
his final year at the Rundu College of Education on discipline
problems in the class and he felt that that experience equipped
him with skills which he uses in his teaching.

e In a study conducted at another college of education it was evi-
dent from the data collected that, as a result of critical inquiry,
student teachers not only gained a clearer understanding of what
reflective teaching entailed but also an enhanced self-perception
as reflective professionals.'®

e Hamunyela (2000) reports on BETD graduates who emphasized
the benefit of personal professional growth and empowerment
through reflection. She mentions examples of the BETD gradu-
ates sampled in her study, who changed their practice through
critical reflection.

e A further theme emerging from her research is that teach-
ers’ knowledge of reflective teaching manifested itself when
they experienced problems that could not be resolved before
investigations were conducted. “Teachers took actions, which
demonstrated logical reflection...” Following are some of the
evidence:

16. From research completed by Chuma Mayumbelo and John Nyambe two teacher
educators at the time at the Caprivi College of Education.
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— In one class the researcher found out how a teacher, through
consultations, developed comprehension of and made im-
provement regarding an event that has been interfering with
her teaching success.

— In another class the researcher observed a teacher who did
not count on a learner’s stubbornness but by investigating
and learning more of the behavior she developed instead a
changed conceptual perspective, demonstrated patience and
assisted the learner.

— A teacher brought a tape recorder to the class for recording
her teaching. Then she would listen to the recording after
class for self-evaluation. In this way this teacher engaged in
reflection about her classroom situation.

— BETD teachers abandoned the narrow confines of textbooks,
using instead their specialized knowledge and experience to
enlarge the learners’ conceptual understanding of certain is-
sues and content."”

However, in many settings in Namibia teachers are not generally
encouraged to achieve new understandings which result from mak-
ing changes in their teaching, as the belief still exists that new and
improved knowledge is gained from external sources and from “ex-
perts,” rather than from personal experience, and by listening rather
than by acting. Richert (1995: 2) states that learning, for all teachers
must be centrally aligned to teaching. She believes that learning is
continuous for reflective practitioners, since they engage in the work
of thinking and doing in classrooms.

Cost Implications of the BETD PRESET

The costing of BETD PRESET students is fully funded by Govern-
ment (MHETEC), except for N$ 500.00 college fees per student per
year, which are not paid back to Government, but become part of the
internal college fund.

I7. From a summary of Hamunyela’s main findings of her research on the impact of CPI on
BETD graduates’ teaching.
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Below are some of the figures which represent expenditure in the 4
colleges of education:
Total expenditure in colleges

(salaries, administrative, etc.): N$ N§$ 65, 6 million
Total number of students in 4 colleges: 1,983
Unit cost/student/academic year: N$33 thousand'®

Unit costs per student at the Windhoek College of Education, a pre-
viously advantaged and established institution, are N$332 per day,
whereas the unit cost per day for a student at Ongwediva College of
Education is only N$120 per day.

Cost of hostels:

Total expenditure in all 4 colleges

(accommodation, food, salaries): N$7, 6 million
Total number of borders: 1, 705

Unit cost/student/academic year N$4, 5 thousand

The same trend of inequitable distribution is observed in Govern-
ment spending on boarders. If the comparison between Ongwediva
and Windhoek Colleges of Education is used again. The actual unit
cost per boarder at Ongwediva College of Education is N$13.90 per
day, whereas the cost per boarder at Windhoek College is N$25.50
per day.

This inequitable spending between the historically advantaged
institution, Windhoek College of Education; and the historically
disadvantaged colleges in the north of the country, would inevita-
bly influence the quality of delivery of educational services. As the
biggest cut of the budget is spent on salaries, a higher unit cost per
student would result in smaller student/lecturer ratios. In the context
of this study, one could reflect on the potential quality of the critical
practitioner inquiry process in colleges with a high student/lecturer
ratio, as opposed to the more favorable scenario at a college where
the student/lecturer ratio is smaller.

I8. Annual expenditure on the colleges was N$45 million in 2004. 2397 students were
enrolled which gives a unit cost of N$18,776
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Lessons learned from the CPI model used
in BETD PRESET

e “Being critical” and critical reflection do not happen automati-
cally, although all educators interviewed are aware that it is good
practice and realize the need for it to happen more continuously.

e A CPI model cannot be adopted if teacher educators feel unsure
of the model. To get more confidence in the model is to have at
least a thorough understanding of the theoretical underpinnings
of critical theory and constructivism that inform this model.

e (Critical reflection is not going to happen overnight; those com-
mitted to its implementation need to keep the vision alive.
However, this can only happen within a clearly defined policy
framework for Educator Development and Support.
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5. Practice-based inquiry as an
approach to in-service teacher
education

by Herta Pomuti

Introduction

This study assessed the impact of the Practice-Based Inquiry (PBI)
in-service training model on teachers’ classroom practice, peda-
gogical understanding and reflective skills. The PBI INSET model
was introduced in Namibia after Independence in 1990. The core
assumptions underpinning the PBI INSET model are based on the
conception of a dialectical relationship between theory and practice.
The model assumes that improvement in teachers’ pedagogical and
theoretical understanding of their practice leads to improvement in
classroom practice. The model also assumes that improved peda-
gogical understanding and classroom practice result from teachers
reflecting critically on what they do.

Background

The situation at Namibian Independence in 1990 was that 16 per-
cent of the nation’s 13 000 teachers had no professional training.
This posed a major challenge for the newly established Ministry of
Education and Culture (MEC). The MEC with its introduction of a
learner-centered pedagogy has put in-service teacher education at
the top of its priority list because of the large proportion of unquali-
fied and under-qualified teachers. In-service teacher training for
both unqualified and under-qualified teachers is regarded as one of
key strategies to ensure equitable access to education and training
and redress the past unjust educational practices.

5. PRACTICE-BASED INQUIRY AS AN APPROACH TO IN-SERVICE TEACHER EDUCATION 65



The Ministry of Education and Culture embarked on several educa-
tional initiatives, (such as the UNESCO Mission Report (1990) and
the 1991 Five-Year Plan) which led to the birth of the Basic Educa-
tion Teacher Diploma in-service program (BETD INSET) in 1994.

The BETD INSET program is a distance-learning program that
targets unqualified and partly qualified teachers in basic education.
It is a program based on the philosophy and principles of the educa-
tion reform as expressed through the four national educational goals
of access, equity, quality and democracy, which are to be realized
through the educational principles of learner-centered education. It
aims to strike a balance between theory and practice in that profes-
sional studies are both a separate component throughout the pro-
gram and integrated in different subject areas.

The BETD INSET program was introduced in 1994 as a one-year
pilot project, co-coordinated by UNESCO. It has both face-to-face
and distance modes of delivery. The face-to-face mode provides as-
sistance and support to teachers through contact sessions held three
times a year during the school holidays at the six BETD INSET
centers throughout the country. Each contact session lasts five days.
The program has recruited part-time tutors who assist teachers on
how to study the module guides and give them feedback on their
assessment tasks. The distance mode is conducted through distance
teaching materials including a series of instructional module guides.
The production of some module guides was done during the pilot
phase, and much of the production of the module guides was done
during the period of 1996 to 1998.

In 1995, the co-ordination of the BETD INSET program became the
responsibility of the Ministry of Basic Education and Culture. The
pilot project phased out at the end of 1994. In 1995, the curriculum
for the BETD INSET program was revised and developed as a five-
year program and later as a four-year program. The curriculum for
the BETD INSET program consists of four subjects. Each subject
has twelve module guides. The content of the module guides fo-
cuses on subject content knowledge as well as subject methodology.
Teachers are required to study three module guides per year.
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The period between 1996 and 1998 was characterized by a major
revision of the BETD INSET syllabi. It was felt that the instructional
module guides should reflect a closer link with the daily work of the
INSET teachers. A shift in pedagogical approaches was required in
order to link the courses to the experiences of the INSET teachers
and to assist them in transforming their pedagogical practices to be
consistent with the national educational goals. The ministry chose
a reflective approach, because it stresses the acknowledgement of
teachers’ existing knowledge and understanding as a basis for teach-
ing and learning (Swarts, 1999). The instructional module guides of
the two courses Education Theory and Practice (ETP) and Lower
Primary Education (LPE) were the first BETD INSET guides to be
revised based on reflective practice approaches. The module guides
were redesigned based on the Practice-Based Inquiry model. The
PBI approach is regarded as a “process through which educational
ideas get translated into forms of practice within particular historical
and social contexts” (Elliot, 1997: 1). In other words, PBI is a pro-
cess whereby teachers are engaged in inquiries of their classroom
practice with the aim of understanding it and bringing improvement.
In the BETD INSET program, teachers are encouraged to engage in
practice-based inquiry activities in order to find out and understand
better what is going on in their classroom as they try to realize the
major goals of education by establishing their classroom learning
environments to be more learner-centered.

The modular material was developed in its revised form, based on
the view that teaching is not an instrumental and mechanical process
but a process of active inquiry about practice (Modiba, 1997). It was
assumed that teachers would develop their knowledge, skills and
understandings by engaging in inquiry activities that relate theory to
practice (MEC, 1997). The modular material consists of an activity
booklet, which follows a practice-based inquiry methodology and
a support material booklet, to which relevant theoretical reading is
attached.
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Rationale for the study

Since the design and implementation of the in-service courses based
on the PBI model, little evaluation has been carried out to determine
the effectiveness of the model in the Namibian context. This study
aims to contribute to the knowledge base on school improvement,
by examining the impact of the inquiry-based in-service teacher
education model, on teachers’ classroom practice, pedagogical un-
derstanding and reflective skills in a developing country.

Purpose and research questions

The purpose of this study is to assess the impact of the PBI INSET
model on teachers’ classroom practice, pedagogical understanding
and reflective skills. The study also seeks to establish whether (a)
the relationship between pedagogical understanding and classroom
practice occurs as the PBI model predicts it will occur, and (b) the
extent to which teachers reflect critically on their education theory
and practice.

The research questions are:

e To what extent do teachers teach according to the ETP and LPE
principles? Do teachers do noticeably different things in their
classrooms?

e What changes have occurred in teachers’ pedagogical under-
standing as a result of engaging in practice-based inquiry activi-
ties?

e To what extent can teachers reflect critically on their educational
theory and practice?

Methodology

The participants
A sample of 30 practicing teachers (16% of the 1997 Lower Pri-
mary intake) was selected for this study from a population of 187
teachers who enrolled in the BETD INSET program in 1997 for the
Lower Primary specialization. The teachers were the first cohort to
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be introduced to the PBI model. At the time of the study, they had
covered six out of twelve modules based on this model. The 30
sample teachers were drawn from the 1997 Lower Primary intake of
the Windhoek INSET Unit and the Ongwediwa INSET Unit, whose
schools fall within a radius of 30 km of Windhoek, Ondangwa and
Oshakati respectively.

Educational background of sample teachers
Teachers selected for the sample are based in a total of 23 schools.
Six schools are urban and 17 are rural schools. The tables below
provide the details of the teachers in the sample:

Table 5.1. Sample teachers: Existing qualifications
No profes- | Less than Grade 10 | Grade 12 + | year | Grade 12 + 2 years’
sional qualifi- | + 2 years’ Teacher | Teacher Certificate | Teacher Certificate
cation Certificate
e 20 | 2 | 2 |

Table 5.2. Sample teachers: number of years of teaching
experiences

Years of Teaching experience 0-9 |10-15]16-2021-30

Number of teachers 9 12 7 2

The majority of teachers in the sample were therefore experienced,
but under-qualified.

Development of categories and criteria
for assessing practice, understanding

and reflection
The research design involved an analysis of the objectives of the
ETP and LPE courses in order to identify what should have been
learned and to operationalize measures which would make it pos-
sible to construct instruments for assessing the extent of that learn-
ing. Based on the analysis of the joint objectives of the two courses,
five categories were developed. The categories were: (a) acknowl-
edging learners’ prior learning, (b) adopting an integrated approach
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to teaching and learning, (c) accommodating individual differences,
(d) assisting learners to develop competencies/skills for active learn-
ing, (e) and promoting collaborative learning among learners.

Fourteen criteria were formulated to assess the kind of impact of
the inquiry-based courses on teachers’ pedagogical understanding
and classroom practice. The criteria were formulated in the form of
skills and/or knowledge-based questions (Reeves, 1997).

Ten criteria are based on the conceptual categories, derived from the
joint objectives of the two inquiry-based courses and four categories
were adapted from the reflective- assessment framework for the ETP
and LPE courses.

The following five criteria were designed to assess the impact of two

inquiry-based courses on teachers’ pedagogical understanding:

e To what extent does the teacher understand what is meant by
linking learners’ prior learning to new learning?

e To what extent does the teacher understand what is meant by
adopting an integrated approach to teaching and learning?

e To what extent does the teacher understand what is meant by ac-
commodating learners with individual differences?

e To what extent does the teacher understand what is meant by
assisting learners to develop competencies/skills for active
learning?

e To what extent does the teacher understand what is meant by
collaborative learning?

The following five criteria were designed to assess the impact of the

inquiry-based two courses on teachers’ teaching practice:

e To what extent does the teacher’s teaching practice show recog-
nition of acknowledging learners’ previous knowledge by link-
ing learners’ prior learning to new learning?

e To what extent does the teacher’s teaching practice show rec-
ognition of adopting an integrated approach to teaching and
learning?

e To what extent does the teacher’s teaching practice show recog-
nition of accommodating individual differences?
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e To what extent does the teacher’s teaching practice show rec-
ognition of assisting learners develop competencies/skills for
active learning?

e To what extent does the teacher’s teaching practice show recog-
nition of promoting collaborative learning among learners?

The following four criteria were designed to assess the impact of the

two courses on teachers’ reflective skills in terms of the PBI model:

e To what extent does the teacher’s description show a systematic
observation of the inquiry activities/process?

e To what extent does the teacher analyze the information gath-
ered from the inquiry activities?

e To what extent does the teacher evaluate the information gath-
ered from the inquiry activities?

e To what extent does the teacher construct action strategies for
incorporation into action plans?

In order to assess the degree of impact of the model on teachers’ un-
derstanding, teaching practice and teacher reflection for each crite-
rion, three indicators for each criterion were formulated, so that the
degree of teacher competence in terms of each of the criteria could
be measured (Reeves, 1997). (See Appendices A-C.)

Data-gathering instruments

Three instruments were used to gather data, including (a) a class-
room observation schedule, (b) a teacher understanding assessment
schedule, and (c) a teacher reflection assessment schedule. The
classroom observation schedule was designed to record teachers’
classroom behavior. The teacher understanding assessment schedule
was designed to capture the categories during individual interviews
with the teachers. The reflection assessment schedule was designed
to assess the practice of the model in terms of reflective skills.

All three schedules consist of criteria plus indicators. The latter are
organized on a continuum from top (1) to bottom (3). Top of the in-
strument represent the level of teaching practice, understanding and
reflection that the model aims to foster (Reeves, 1999). Indicators in
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the middle of the continuum indicate that teachers are at the devel-
oping stage. Indicators at the bottom indicate a low level of under-
standing, teaching practice and reflection in terms of the model. A
six-point scale consisting of a rating for each of the indicators is in-
cluded on the instruments so that the teacher’s classroom practices,
reflection and understanding can be rated according to each criteri-
on. Ratings ranged from 6, indicating a Aigh level of understanding,
teaching practice and reflection to 1, indicating the lowest level.

Classroom observation schedule

The classroom observation schedule was designed to record teach-
ers’ classroom behavior. It consists of criteria plus indicators (See
Appendix A). The three indicators were formulated for each criterion
in order to measure the degree of teachers’ competencies in terms
of each criterion. The three indicators on the observation schedule
have been organized on a continuum from top to bottom. Indicators
on top of the instrument represent classroom practices that the PBI
model aims to foster (Reeves, 1997). Indicators in the middle of the
continuum on the instrument indicate that teachers are at the devel-
oping stage. Indicators on the bottom indicate a low level of teaching
competence.

Teacher understanding assessment schedule

The teacher understanding assessment schedule was designed to
be used with the vignettes to capture the categories during the in-
terviews with teachers. Six vignettes were constructed for use in
interviews with teachers. The vignettes were based on the catego-
ries derived from the joint objectives of ETP and LPE courses, and
were matched to more than one category. Two of the six vignettes
represent best practices, the next two represent good practices and
the last two represent poor practices in terms of the PBI model (See
Appendix D).

The interview questions were formulated as open-ended in order to
allow for probing and clarification:

e Explain the approach used by the teacher in this lesson.

e What were the strengths of the lesson?
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e What were the weaknesses of the lesson?
Do you think the lesson was successful (Yes/No)?
Why? (If the answer is no) Can you think of another way you
might have taught this lesson?

Like the classroom observation schedule, the teacher understanding
assessment schedule consists of criteria plus indicators (See Appen-
dix B). The three indicators on the teacher understanding assessment
schedule were organized on a continuum from top to bottom. Indica-
tors on top of the instrument indicate a high level of pedagogical un-
derstanding. Indicators in the middle of the continuum on the instru-
ment indicate that teachers are at the developing stage. Indicators on
the bottom indicate a low level of pedagogical understanding.

Teacher reflection assessment schedule

The teacher reflective assessment schedule was designed to assess
the impact of the model on teachers’ reflective skills. It also con-
sists of criteria plus indicators (See Appendix C). Three indicators
on the teacher reflective assessment schedule were organized on a
continuum from top to bottom. Indicators on top of the instrument
indicate a high level of reflection in terms of the model. Indicators in
the middle of the continuum on the instrument indicate that teachers
are at the developing stage. Indicators on the bottom indicate a low
level of reflection in terms of the model.

Data collection

Classroom observation

A co-observer accompanied the researcher during school visits.
Data on the impact of the PBI model on teachers’ teaching practice
was collected using the observation schedule. All 30 teachers were
observed three times. Observers recorded the teachers’ classroom
behavior against a particular criterion and indicator by entering a
cross (X) in the space provided. They also made notes in the com-
ments section of the instrument.
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Initially, three lessons (one lesson lasts for 30 minutes) were sup-
posed to be in one of the following Lower Primary subjects: math-
ematics, environmental studies and science. Due to communication
problems, especially with teachers in remote areas, some teachers
were observed teaching other Lower Primary subjects.

Interviews

Face-to-face interviews using the vignettes and teacher understanding
assessment schedules were conducted with each sample teacher after
that teacher had been observed teaching. Each vignette was read twice
to the respondent by the researcher. Teachers were asked the same
questions, in the same order after each vignette had been read (see
interview questions under teacher understanding assessment sched-
ule above). Responses were probed and followed up until clarity was
reached. Interviews took approximately 30-40 minutes. All interviews
were tape recorded and the co-observer took detailed notes.

Review of modules and teachers’ portfolios

In order to collect data on the practice of the model in terms of
teachers’ reflective skills, a sample of teacher reflections from each
teacher’s ETP and LPE portfolios was collected. The researcher
studied the modules selected prior to reading of the teachers’ reflec-
tions in order to become familiar with the purposes and possible
outcomes of inquiry activities. She then wrote down key ideas from
each inquiry activity. The assessment of teacher’s reflective skills
using the reflection assessment schedule was done after interviews
were conducted.

Data analysis
Analysis of the impact of the PBI INSET model on teachers’
pedagogical understanding, classroom practice and reflective skills
involved first awarding each teacher a rating or score based on the
continuum of indicators for each criterion on the research instru-
ments. The ratings from lesson observations, teachers’ responses
to the questions from teachers’ understanding assessment schedule
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about the vignettes, and from teachers’ reflections were grouped and
entered on three separate summary sheets.

With regard to classroom practice, the ratings from lesson obser-
vations were used to examine the extent to which the PBI INSET
model impacted on teachers’ teaching practice. A rating (score) of
5 or 6 indicates that the impact of the model on teachers’ classroom
practice, in terms of a particular criterion is adequate. A rating
(score) of 3 or 4 indicates that the impact of the model on teach-
ers’ classroom practice, in terms of a particular criterion is barely
adequate. A rating (score) of 1 or 2 indicates that the impact of the
model on teacher’s classroom practice in terms of a particular crite-
rion is inadequate.

To analyze the impact of the PBI model on teachers’ pedagogical un-
derstanding, the ratings on teachers’ responses to the questions from
teachers’ understanding assessment schedule about the vignettes
were used to examine the extent to which the PBI model impacted
on teachers’ pedagogical understanding. A rating (score) of 5 or 6
indicates that the impact of the model on teachers’ pedagogical un-
derstanding, in terms of a particular criterion is adequate. A rating
(score) of 3 or 4 indicates that the impact of the model on teachers’
pedagogical understanding in terms of a particular criterion is barely
adequate. A rating (score) of 1 or 2 indicates that the impact of the
model on teachers’ pedagogical understanding in terms of a particu-
lar criterion is inadequate.

To analyze the impact of the PBI INSET model on teachers’ re-
flective skills the ratings from teachers’ reflections were used to
examine the extent to which the PBI model impacted on teachers’
reflective skills.

The statistical analysis of the relationship between teachers’ under-
standing, classroom practice and reflection was done using a Spear-
man rank-order correlation test. The total ratings for each teacher
on teacher’s pedagogical understanding, reflection and classroom
practice were used to calculate the Spearman rank-order correlation
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coefficient between teachers’ total scores of pedagogical understand-
ing and classroom practice, teachers’ pedagogical understanding and
reflection, and classroom practice and reflection. A coefficient value
of 0.52 was obtained between teachers’ pedagogical understanding
and classroom practice, a coefficient value of 0.33 between teachers’
understanding and reflection scores, and the coefficient value of 0.25
between classroom practice and reflection scores.

Findings

The impact of the PBI INSET model on

teachers’ classroom practice

According to the pedagogical principles of the LPE and ETP
courses, good teaching practices are underpinned by the following
teaching principles: (a) acknowledging learners’ prior knowledge
by linking learners’ previous learning to new learning, (b) promot-
ing collaborative learning among learners, (c) assisting learners to
develop competencies/ skills for active learning, (d) adopting an in-
tegrated approach to teaching and learning, and (e) accommodating
individual differences.

These principles form the criteria on the instruments to measure the
impact of the PBI model on teachers’ classroom practice in teachers’
teaching of Lower Primary subjects. In order to assess the impact
of the PBI model on teachers’ teaching practice, the criteria used
to measure whether teachers’ teaching practices incorporate each of
the approaches (see above).

Table 5.3 illustrates the extent to which the PBI model impact on
teachers’ classroom practice.
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Table 5.3. Teacher classroom performance

Criterion Score of 5-6 Score of 3-4 Score of |-2
Adequate Barely adequate | Inadequate

L|nk|r.1g learners prior 17% 73% 10%
learning to new learning

Promoting collaborative

. 3% 67% 30%
learning among learners

Assisting learners to
develop competencies/ 3% 60% 37%
skills for active learning

Adopting an integrated
approach to teaching None 37% 63%
and learning

Accommodating

individual differences None 60% 40%

According to Table 5.3, only 23% of the sample demonstrated ad-
equate teaching of approaches in terms of the model. Sixty percent
to 70% of the sample teachers demonstrated barely adequate teach-
ing on the criterion of “accommodating individual differences”
(60%), “assisting learners to develop competencies/skills for active
learning” (60%), “promoting collaborative learning among learn-
ers,” (67%) and “linking learner’s prior learning to new learning”
(73%). None of the sample teachers demonstrated adequate teaching
in “accommodating individual differences,” and “adopting an inte-
grated approach to teaching and learning.” Sixty-three percent of the
sample teachers demonstrated inadequate teaching on the criterion
of “adopting integrated approach to teaching and learning.”

Generally, teachers were aware of the need to incorporate the LPE
and ETP principles in their teaching, but it seems that they did not
have the skills. Seventy-three percent of teachers tried to invite ideas
from learners but did not build on what the learners had suggested.
In most of the lessons observed, 60% of teachers did not seem to
have skills to assist learners apply or interpret information or help
learners accomplish tasks collaboratively.

Sixty percent of the teachers did not engage learners in challeng-
ing activities nor provided instructions in critical thinking. Where
they tried to engage learners in problem-solving activities, teachers
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directed learning most of the time. In most of the lessons observed,
60% of teachers tended to concentrate only on high achievers or on
the whole group, while leaving out individual low achievers. In most
cases teachers presented information in isolation without making
any cross-curricular links with other subjects. Those that did involve
learners in some cross-curricular activities did not assist learners in
understanding why such activities were carried out.

The impact of the PBI INSET model on

teachers’ pedagogical understanding
Teachers’ responses to questions about the vignettes were used to
infer the impact of the two inquiry-based courses on teachers’ peda-
gogical understanding of teaching principles informed by the PBI
model. Table 5.4 below illustrates the extent to which the PBI model
impacted on teachers’ pedagogical understanding.

Table 5.4. Teacher understanding

Criterion Score of 5-6 Score of 3-4 | Score of -2

Adequate Barely ET Y [TETLS
adequate

Linking learners’ prior

- . 40% 40% 20%
learning to new learning

Promoting collaborative

. 17% 34% 49%
learning among learners

Assisting learners to de-
velop competencies/skills 10% 50% 40%
for active learning

Adopting an integrated
approach to teaching and 3% 24% 73%
learning

Accommodating indi-

vidual differences 20% 50% 30%

According to Table 5.4, 40% of the sample teachers demonstrated
an adequate understanding on the criterion “‘linking learners’ prior
learning to new learning”; 40% to 50% of the sample teachers dem-
onstrated barely adequate understanding on the criterion of “linking
learners’ prior learning to new learning” (40%), “assisting learners
develop competencies/skills for active learning” (50%), and “accom-
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modating individual differences” (50%); 73% of the sample teachers
had an inadequate understanding of what is meant by adopting an
integrated approach to teaching and learning.

A reasonable percentage of teachers in the sample demonstrated
barely adequate understanding of the model in relation to most of
the criteria, except the criterion: adopting an integrated approach to
teaching and learning, in which 73% of teachers in the sample dem-
onstrated an inadequate understanding.

The analysis and interpretation of teachers’ responses to the ques-
tions about the vignettes was constrained by the fact that teachers
were interviewed in English and responded in English. Teachers
had difficulty in understanding the descriptions and expressing
themselves well in English. In most cases, teachers did not use their
own words in responding to questions about vignettes, but just cited
phrases as they occurred in the vignettes.

The following are extracts from teachers’ responses, which show
their understanding of some ETP and LPE principles. The first set
shows adequate understanding:
e  Linking learners’ prior learning to new learning:
- ‘Teachers uses learners’ previous knowledge and building on
what already know’.
- ‘Teacher find out learners’ previous knowledge. Moving from
what the learners known to unknown’. (Selma, BETD INSET
Teacher, Ondangwa Region)

The excerpts above illustrate adequate understanding of the prin-
ciple ‘linking learners’ prior learning to new learning’, because the
teacher demonstrated an understanding of the need to appreciate
learners’ prior knowledge and recognised the need to link learners’
prior learning to new learning.

e Adopting an integrated approach to teaching and learning:

- ‘Teacher integrates the skills of speaking, writing and
counting. In one lesson you can develop different skills. In
every subject you develop learners’ skills and integrates the
curriculum. You integrate the curriculum, you develop learn-
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ers’ knowledge’. (Tuuliki, BETD INSET Teacher, Ondangwa
Region)

The excerpt above illustrates adequate understanding of the prin-
ciple ‘adopting an integrated approach’ because the teacher recog-
nised the need of using cross-curricular activities to develop learn-
ers’ understanding of the relationships between things.

The following responses show barely adequate understanding:

e Linking learners’ prior experience to learning:

o ‘When the teacher ask learners about villages...because learn-
ers learn first from home’ (Helena, BETD INSET Teacher,
Windhoek Region)

The excerpt above illustrates barely adequate understanding of the
principle, because the teacher demonstrated an understanding of ap-
preciating knowledge and experience that learners bring to the situa-
tion, but shows little recognition of the need to connect the learners’
prior knowledge to new learning.
e Adopting an integrated approach to teaching and learning:
- ‘Teacher sings a song, it makes the learners to remember the
numbers easier’ (Irmgard, BETD INSET Teacher, Windhoek
Region)

The excerpt above illustrates barely adequate understanding of
the principle. Here, she demonstrated an understanding of what is
meant by recognizing the need to encourage learners to engage in
cross-curricular activities, but shows little recognition of the need to
develop learners’ understanding of the relationship between things.

The following responses show inadequate understanding:
e Linking learners’ prior learning to new learning:
- ‘It is good to ask learners what they do in their community,
then you know what they know’ (Amutenya, BETD INSET
Teacher, Ondangwa Region)

The excerpt above illustrates inadequate understanding of the prin-
ciple. The teacher demonstrated very little understanding of what is
meant by acknowledging learners’ prior knowledge or the need to
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connect learners’ previous knowledge, experience and understand-
ing to new learning.
e Adopting an integrated approach to teaching and learning:
- ‘Teacher teaches drawing and counting at the same time. It
is good to do so’ (Martha, BETD INSET Teacher, Windhoek
Region).

The excerpt above illustrates inadequate understanding of the princi-
ple. Here the teacher demonstrates very little understanding of what
is meant by using an integrated approach by showing no recognition
of the relationship of concepts/ideas in different learning areas.

Correlating teachers’ understanding

and classroom practice

An assumption of the PBI model is that teachers who demonstrate
adequate understanding of the model should also demonstrate an
equivalent level of teaching skills. The Spearman rho correlation be-
tween teachers’ understanding and classroom practice was statisti-
cally significant (Spearman rho=0.53, p=0.01). In order to determine
the significance of this coefficient with n of 30, the obtained value
of rho was compared with the critical values of rho at the 0.01 level,
df =28 (n-2). Correlations ranging from 0.35 to 0. 65 are statistically
significant beyond the 1 per cent level (Cohen & Manion, 1994:
139). It may be therefore concluded that teachers’ understanding
and their classroom practice indeed are correlated, even though the
level of correlation is relatively low.

Teachers’ reflective skills
The learning principles and processes of the LPE and ETP courses
follow a spiral of inquiry based on a “plan-act/observe-reflect-
&evaluate” pattern. This pattern forms criteria on the instruments
to assess the extent to which teachers: (a) engaged in systematic ob-
servation of practice-based inquiry activities (b) critically analyzed
information from inquiry activities, (c) evaluated information gath-
ered from PBI activities, (d) constructed action strategies for incor-
poration into action plans. Analysis of teachers’ reflections based on
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the criteria and its indicators on the measuring instrument were used
to infer the impact of LPE and ETP on teachers’ reflective skills.
Table 5.5 illustrates teachers’ reflective skills in terms of the model.

Table 5.5. Teacher reflective skills

Criterion Score of 5-6 Score of 3-4 Score of 1-2
Adequate Barely adequate | Inadequate
Engaging in systematic

observation of the in- None 44% 56%
quiry activities

Ciritical analysis of in-

formation from inquiry None 37% 73%
activities

Evaluating information

gathered from inquiry None 20% 80%
activities

Constructing action
strategies for incorporat- None 17% 83%
ing into action plans

According to Table 5.5, none of the sample teachers demonstrated
adequate reflective skills in terms of the model. A high percentage
of teachers demonstrated inadequate reflection in terms of the model
on all the criteria (See above).

A high percentage of sample teachers’ reflections show low levels
of reflection. Teachers did not yet display reflections which involve
critical thinking. Teachers’ reflections show evidence of teachers
having difficulty in following instructions and/or understanding
them. A high percentage of teachers in the sample did not recognize
the cyclical nature of the inquiry activities. They did not present
holistic descriptions of inquiry activities. Instead, they focused on
one activity or presented a list of activities that did not have any con-
nection between them. Most teachers reported only about common
issues and personal experiences with little or no discussion on new
understandings and discoveries developed from inquiry activities or
without linking their experience to theory (that is, to readings in the
support material booklet). Teachers are not yet familiar with techni-
cal ways of research-based writing. They are also not yet familiar
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with some technical words such as data, action plan, analysis and
evidence.

The following are some examples of extracts of teachers’ reflections
from their portfolios on some PBI reflective skills.

Some extracts show barely adequate reflection:
e Engaging in systematic observation of inquiry activities:

- “I made a formative reading assessment in my classroom. [
use the information to find out where my learners are now. |
used the following information the background data about the
learner, e.g. name, grade, age, mother tongue and what the
learners are reading. I found out that some learners read very
well and some of them didn’t know how to read it. The evi-
dence of my finding are record the miscues, interpret record
sheet and miscue analyses”

e  Evaluating information from inquiry activities:

- “I learned that learners had opportunity to participate in ac-
tivities. When [ read Support Sheet 1, I realized that I would
like to be like teacher in the second story, supportive, friendly
learner-centered and basing his teaching on the national edu-
cational goals”.

Some extracts show inadequate reflection:
e Engaging in systematic observation of inquiry activities:
- “Recall on assessment, homework, I thought about different
ways that I was reporting about my learners to parents. What
1 found out there were certain good method. Others method [
would not use”.

e Evaluating information from inquiry activities:
- “I learned many things in this activities and it encourages me
to give freely chance among learners to work with ones he
want”.
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Correlating the data on teachers’ understanding, classroom
practice and reflection

The PBI INSET model assumes that teachers’ improved pedagogical/
theoretical understanding and classroom practice result from teach-
ers reflecting critically on their educational theory and practice.
Spearman rho correlations between teachers’ understanding and re-
flection, and between teachers’ classroom practice and reflection are
weak, (Spearman rho=0.33, p=001, and rho=0. 25, p=001 respec-
tively). In other words, a weak relationship exists between reflection
and teachers’ understanding, while no relationship exists between
reflection and classroom practice.

The impact of the PBI INSET model

From the results of this study, none of the teachers in the sample
demonstrated a link between understanding and teaching skills at
an adequate level of accomplishment. Only three teachers demon-
strated adequate understanding. The study also reveals that teachers
did not reach high levels of reflection. While the model assumes that
teachers will relate theory to practice or practice to theory, the study
indicates that teachers have difficulties in making a connection be-
tween theory (readings in the support material) and practice (inquiry
activities). Teachers interpreted the inquiry activities simply as ex-
ercises or questions to be answered. Consequently, teachers filled in
the empty boxes in the activities booklet without relating the activi-
ties to the linked readings in the support materials. They seemed to
have read the support material without reflecting back to the inquiry
activities. Teachers are not likely to relate theory to practice if there
is no mediation and they have no analytical tools. Gultig (1999)
points out that strong and directed mediation is important in facili-
tating the integration between theory and practice. Engaging teach-
ers in material that requires critical thinking is not likely to benefit
teachers who were not exposed to critical thinking in the past. Gultig
also emphasizes the fact that putting theory and practice side by side
does not solve the issue of the theory-practice divide, if the teachers
do not have the tools to interrogate theory or practice.
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The study indicates that, even though inquiry activities are designed
to help teachers reflect in a systematic way, teachers could not reflect
to the level required in the courses. Teachers’ reflections indicate
that they misinterpreted the focus of inquiry activities. In most cas-
es, teachers reported on common issues instead of focusing on what
is expected of them in the inquiry activities. Teachers’ writing up of
their reflections is constrained by the fact that they are not familiar
with research-based writing.

Even though teachers have been engaged in reflective inquiry activi-
ties, they are not likely to benefit much from the reflective activities
if they lack thinking skills or are without ongoing support to help
them develop advanced skills of reflection.

The findings of this study indicate that the ability to look back and
learn from one’s experiences within a classroom environment is ex-
tremely complex and difficult to acquire (Pultorack, 1993).

Teaching conditions, teachers’ previous experience of schooling
and limited professional support seem to be some of the additional
barriers for teachers’ performance in terms of classroom practice,
pedagogical understanding and critical reflection in terms of the
model. Only a few schools in the sample have a library, and some
have book boxes. Most classrooms are physically inadequate. Some
classrooms do not have enough chairs for learners or some chairs are
broken. Most of the Lower Primary classes are overcrowded; there
are insufficient teaching and learning materials such as workbooks
for learners, textbooks, crayons and pencils. In some classes visited,
not all learners were able to do exercises and finish on time, having
to wait for others to finish because they are sharing crayons and
pencils. Teachers also could not provide much individual attention
because classes are over-crowded and teaching time was limited.

Most teachers in the sample had poor academic and professional
backgrounds (See Tables 5.1 and 5.2). They had been exposed to
a school system that was mainly based on factual recall of infor-
mation. Skills for active learning or critical thinking were largely
absent from their school curriculum. Most teachers observed lacked
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creativity and skills to interpret subject matter in order to make it
more meaningful for learners.

It may further be surmised that a strong professional support net-
work is essential for success of in-service courses based on the
model assessed in this study. From the researcher’s experience and
observations, many teachers are working in isolation. There is a
lack of professional support provided by school management and
peers. Some principals/heads of departments do not have enough
skills to offer professional support to teachers. The PBI INSET
model requires support structures so that teachers can benefit from
the experiences/support from peers and other professionals. Even
though the BETD INSET program incorporates the system of sup-
port structures through the School-based Activities course and Sup-
port Study Groups (SSG), some teachers cannot get enough support
from school management and their peers. Most teachers could not
meet regularly in SSG because they live far from one another and
there is not enough time to meet after school hours. The BETD IN-
SET program does not have permanent tutors to provide ongoing
school-based support to teachers in the program.

Cost implications of the BETD INSET Program

According to the figures which were received on the costing of the
BETD INSET program, the student fees cover the costs of tutoring,
marking, subsistence allowance of tutors, transport and workshops.
It also covers administrative costs like maintaining the database and
printing of modules and other study materials.

Average student fees are NAD 2000/year and there are at present
2300 students enrolled in the program. These fees are subtracted on
a monthly basis from their salaries. Selected, unqualified teachers
receive the opportunity to upgrade their qualifications in this way.
They would usually do it for two reasons: One is that qualifications
are connected to salary levels for Namibian teachers. Unqualified
teachers could also not be permanently appointed and could poten-
tially lose their position, but while they are enrolled in the BETD
INSET they are confident to keep it.
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The main expenditures can be summarized as follows:
Total expenditure (professional and administrative):

NAD 5,177,999
Total income (student fees): NAD 5,200,000

The cost to Government in this program is mainly in salaries of gov-
ernment employees who need to administer this program at the dif-
ferent centers around the country. Some of these staff members are
employed at Teachers Resource Centers, colleges of education and
NIED and not all of them spend 100% of their time on this program.
Their salaries are calculated proportionately to the time that they
spend managing and administering the program. One of the limita-
tions that was identified is that Government does not make provision
for full time professional staff who are urgently needed in subjects
like mathematics and science. At the moment teacher educators at
colleges of education, teachers and education officers tutor during
contact sessions and provide feedback on assignments, but they are
only available for limited periods of time:

Expenditure for Government:
Proportionate salary allocations of 16 staff members:
NAD 1,327,000.00

Telephones, communication etc.: NAD 100,000.00
Transport and travel: NAD 150,000.00
Total expenditure: NAD 1,577,000.00
Unit cost/student/year: NAD  686.00

Lessons learned

from implementing the PBI model

e An inquiry-based model for in-service training such as PBI may
not be the most appropriate intervention for both distance learn-
ing and teacher development in countries with limited human
resources and use of information technology.

e Teachers’ academic and professional backgrounds are crucial in
adapting a model such as practice-based inquiry for in-service
training of teachers. Most teachers in the sample had poor aca-
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demic and professional backgrounds. They had been exposed to
a school system that was mainly based on factual information.
Skills for active learning or critical thinking were largely absent
from their school curriculum.

Planning in-service teacher education courses based on an in-
quiry-based model is demanding and therefore requires slow,
small-scale inception and demands intense facilitation.
Engaging teachers in material that requires critical thinking
does not benefit many teachers who were not exposed to critical
thinking in both schooling system and teacher education pro-
grams.

Advanced reflective skills take time to acquire. The study indi-
cates that, even though inquiry activities were designed to help
teachers reflect in a systematic way, teachers could not reflect to
the level required in the courses.

Conclusion

In the literature on teacher education, teachers’ in-depth understand-
ing of subject matter and pedagogical content knowledge are consid-
ered as critical pieces of the knowledge base for reflective teaching.
In other words, as inquiry-based teacher education program should
increase teachers’ in-depth understanding of both subject matter and
pedagogical content knowledge.
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Appendix A: Classroom observation

schedule

DATE: TEACHER’S NAME:
SCHOOL.:

NO. OF LEARNERS: GRADE:
LOCATION: RURAL: URBAN:

Criterion .
Y

ALPL |

Teacher begins with what learners already know from home,
community and school. Teacher assists learners to connect
and apply their learning to what they already know.

ALPL 2

Teacher invites ideas from learners, but does not link these
ideas to new learning

ALPL 3

Teaching is not linked to learners’ prior learning

CLI

Classroom arrangement/learning task suitable for collabo-
rative learning. Teacher provides opportunities for learners
to work in small groups and /or in large groups. Learners
interact with one another. Teacher monitors and supports
learning.

CL2

Classroom arrangement suitable for collaborative learn-
ing. Less learner interaction. Poor monitoring of learner
interaction.

CL3

Whole class teaching all the time No learner interaction.

A1

Teacher uses cross-curricular themes/topics to draw sev-
eral curricular ideas into common focus.

1A 2

Teacher involves learners in activities across learning ar-
eas-No explanation is given for learners to understand the
interrelatedness of one content area to another.

1A 3

Teacher presents information or knowledge as fragmented
facts

AL |

Teacher involves learners in learning activities such as ob-
serving, classifying, communicating. Teacher assists learners
through eliciting, probing, and clarifying.

AL 2

Teacher involves learners in problem-solving activities, but
s/he directs the learning process most of the time.

AL 3

Teacher directs the learning process all the time - No attempt
is made to encourage learners to work independently.

AID |

Teacher adopts learning content to different individuals.
Teacher assists those with learning difficulties. Teacher as-
sists high achievers.

AID 2

Teacher responds to learners who need additional assist-
ance.

AID 3

Teacher does not pay attention to individual differences.
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Comments:

Keys:

Acknowledging learners’ prior learning:ALPL | | 5/6 (Adequate practice)
Acknowledging learners’ prior learning:ALPL 2 | 3/4 (Barely adequate practice)
Acknowledging learners’ prior learning:ALPL 3 | 1/2 (Inadequate practice)
Collaborative learning: CL | 5/6 (Adequate practice)
Collaborative learning: CL 2 3/4 (Barely adequate practice)
Collaborative learning: CL 3 1/2 (Inadequate practice)
Integrated Approach: IA | 5/6 (Adequate practice)
Integrated Approach: IA 2 3/4 (Barely adequate practice)
Integrated Approach: IA 3 1/2 (Inadequate practice)
Active learning:AL | 5/6 (Adequate practice)
Active learning:AL 2 3/4 (Barely adequate practice)
Active learning:AL 3 1/2 (Inadequate practice)
Accommodating individual differences:AID | 5/6 (Adequate practice)
Accommodating individual differences:AID 2 3/4 (Barely adequate practice)
Accommodating individual differences:AID 3 1/2 (Inadequate practice)
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Appendix B: Teacher understanding
assessment schedule

DATE:

TEACHER’S NAME:

SCHOOL.: NO. OF LEARNERS:
GRADE:

LOCATION: RURAL.:

URBAN:

Criterion | Indicators Rating

Code

ALPL | Teacher shows understanding of the need to appreciate
learners’ prior knowledge and recognises the need to
link learners’ prior learning to new learning.

ALPL 2 Teacher shows some understanding of appreciating
knowledge and experience that learners bring to the
learning situation, but shows little/no recognition of the
need to connect the learners’ prior knowledge to new
learning.

ALPL 3 Teacher shows no/very little understanding of what is
meant by acknowledging learners’ prior knowledge or
the need to connect learners’ previous knowledge, expe-
rience and understanding to new learning.

CLI Teacher shows understanding of the need to promote
collaborative learning among learners by recognising the
need to encourage learners to communicate and assist
one another.

CL2 Teacher shows some understanding of what is meant by
collaborative learning, but shows little/no recognition of
the need to encourage interaction among learners.

CL3 Teacher shows no/very little understanding of what is
meant by collaborative learning.Teacher shows no/very
little recognition of the need to encourage joint activities
and interaction among learners.

1A 1 Teacher shows understanding of what is meant by using
integrated approach by recognising the need of using
cross-curricular activities to develop learners’ under-
standing of the relationship between things.
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1A 2 Teacher shows some understanding of what is meant by
using an integrated approach by recognising the need
to encourage learners to engage in cross-curricular
activities, but shows nollittle recognition of the need to
develop learners’ understanding of the relationship be-
tween things.

1A 3 Teacher shows nol/very little understanding of what is
meant by using an integrated approach by showing no
recognition of relationship of concepts/ideas in different
learning areas.

AL | Teacher shows understanding of what is meant by teach-
ing learners to develop thinking skills and processes for
independent and active learning by recognising the need
to develop learners’ abilities to:

Observe, classify,and communicate.

AL 2 Teacher shows some understanding of what is meant

by motivating learners to learn with understanding, but
shows nol/little understanding of what is meant by active-
ly involving learners in a lesson, and by assisting learners
to learn processes/skills for independent learning.

AL 3 Teacher shows no/very little understanding of the need
to teach learners to think or learn with understanding
and or skills/ processes necessary for active learning.

AIDI Teacher shows understanding of what is meant by vary-
ing learning according to individual differences and shows
recognition of the need to create learning activities that
accommodate learners with varied learning.

AID 2 Teacher shows some understanding of what is meant
by encouraging assisting learners with special needs, but
shows little recognition of what is meant by accommo-
dating learners with varied learning abilities.

AID 3 Teacher shows no/very little understanding of what is
meant by accommodating learners with varied learning
abilities.

Comments:
Keys:

Acknowledging learners’ prior learning:  |5/6 (Adequate understanding)
ALPL |
Acknowledging learners’ prior learning:  |3/4(Barely adequate understanding)
ALPL 2

Acknowledging learners’ prior learning: 1/2 (Inadequate understanding)
ALPL 3
Collaborative learning: CL | 5/6 (Adequate understanding)
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Collaborative learning: CL 2

3/4 (Barely adequate understanding)

Collaborative learning: CL 3

1/2 (Inadequate understanding)

Integrated approach: IA |

5/6 (Adequate understanding)

Integrated approach: IA 2

3/4 (Barely adequate understanding)

Integrated approach: 1A 3

1/2 (Inadequate understanding)

Active learning:AL |

5/6 (Adequate understanding

Active learning: AL 2

3/4 (Barely adequate understanding)

Active learning:AL 3

1/2 (Inadequate understanding)

AID |

Accommodating individual differences:

5/6 (Adequate understanding)

AID 2

Accommodating individual differences:

3/4 (Barely adequate understanding)

AID 3

Accommodating individual differences:

1/2 (Inadequate understanding)
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Appendix C: Teacher refiective
assessment schedule

DATE:

TEACHER’S NAME:

SCHOOL.: NO. OF LEARNERS:

GRADE:

LOCATION: RURAL: URBAN:
Criterion Rating
Code
(ON Teacher presents a holistic description of the inquiry

activities. Teacher’s description shows evidence of sys-
tematic inquiry. The description is based on the focus of
the inquiry activities. Teacher shows clearly the findings
and evidence of the inquiry activities.

OS2 Teacher presents a list of activities being carried out.The
description has connection with the focus of the inquiry
activities. Teacher does not make connection between
activities. Teacher presents findings of the activities, but
there is little/no evidence of what has been found out.

OS3 Teacher’s description shows little/no connection with
the focus of the inquiry activities.

AS | Teacher presents a critical analysis of issues which
emerge from inquiry activities, and state new under-
standings and discoveries from the inquiry activities.

AS 2 Teacher presents a descriptive account of the activities,
but there is little/no discussion on new understandings
and discoveries.

AS 3 Teacher’s description is a surface description of activities
being carried out.

EVS | Teacher draws on theory and evidence from the inquiry
activities to support his/her own reflections and use it to
develop his or her own thinking.

EVS 2 Teacher makes some reference to theory and inquiry
activities, but does not develop his or her own thinking.

EVS 3 There is little/no evidence of use being made of theory
and inquiry activities or of critical reflection.

SS 1 Teacher critically presents different action strategies and
develops a plan suitable for bringing improvements to
the situation.

94 PRACTICING CRITICAL REFLECTION IN TEACHER EDUCATION



strategies.

SS2 Teacher produces an action plan and justifies it with
reasons but there are little or no discussions of action

SS3 There is little/no evidence of any action strategies to
effect improvements.

Comments:

Keys:

Observation skills: OS |

5/6 (Adequate reflection)

Observation skills: OS 2

3/4 (Barely adequate reflection)

Observation skills :OS 3

1/2 (Inadequate reflection)

Evaluation skills: ES |

5/6 (Adequate reflection)

Evaluation skills: ES 2

3/4 (Barely adequate reflection)

Evaluation skills: ES 3

1/2 (Inadequate reflection)

Analytical skills:AS |

5/6 (Adequate reflection)

Analytical skills:AS 2

3/4 (Barely adequate reflection)

Analytical skills:AS 3

1/2 (Inadequate reflection)

Strategic skills: SS |

5/6 (Adequate reflection)

Strategic skills: SS 2

3/4 (Barely adequate reflection)

Strategic skills: SS 3

1/2 (Inadequate reflection)
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Appendix D: Vignettes (teaching
scenarios) for assessing teachers’

understanding of the PBI inset model
Preamble: The researcher reads the following teaching scenari-
os together with teachers and then ask questions on each of the
descriptions.

A

Mrs Shoombe is a grade 3 teacher. She asked her learners to collect
different soils from home and school grounds for the science lesson
on the following day. She plans her lesson to help learners to classify
different types of soils. She divides the class into groups. She gives
each group containers with different types of soils and empty jugs.
She moves from one group to another, tell me them how to classify
different types of soils and ask my one child in each group to do the
task, while others are watching. At the end of the lesson, she sum-
marizes the main points of the lesson.

B

Mr Witbooi is a grade 2 teacher. He teaches learners to count and
compare using the family tree. He begins his lesson by drawing his
family tree. He draws his father on the left and his mother on the
right hand side. He labels the picture, ordering the members of the
family so that the first-born is on the left-hand side. He also draws
himself as a member of the family.

He asks the children the following questions:

How many children in the family? How many boys? How many
girls? Are there more boys than girls? He asks each child in the
class to draw a picture of his own family tree. He also asks them to
write short sentences about their own families, indicating how many
brothers and sisters, as well as indicating whether there are more
males than females. He assists those who have difficulties and gives
additional tasks to those who are fast in completing the task. After
the learners have completed their tasks, the teacher highlights the
main points of the lesson.
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C

It is a grade 4 Math class. The teacher reminds the learners what
they have done the previous day. She then rapidly writes 4 sums on
the chalkboard. She asks 4 learners to solve the sums. While they
are working out the answers, she writes another set of sums on an-
other chalkboard. When the first group have finished, she asks the
rest of the class to check if the answers are correct. While this is
taking place, the second group of learners are working on the next
set of sums. This sequence continues until every learner had a turn
at the chalkboard. Towards the end of the lesson, the teacher gives a
chance for learners to ask questions.

D

Mrs Swarts is teaching grade 3. In her introduction of the Environ-
mental Studies lesson on the topic ‘Our community’, she asks learn-
ers to tell her about their villages, that is, what adults and children
do in their villages. She gives out a work sheet in which each learner
has to list ways of keeping their villages clean. She watches them
and responds to individual Seeking help. After the learners have
finished, she asks them draw their villages and put their drawings on
the wall, after the work is completed.

E

Mr Theo is a grade 4 teacher. He plans his lesson to help children un-
derstand the concept of electricity. He has arranged all the materials
necessary for the lesson, during the morning break. He puts at each
desk, a collection of bulbs, wire, batteries and switches. When the
children enter the class from the break, they jump to their desks. He
calms them down. He first explains some difficult concepts regard-
ing electricity. He also asks the class to mention any objects that are
related to electricity. He divides learners in pairs, gives out a work
sheet in which the children have to complete some sentences regard-
ing things about electricity. He assists each different pair to come
up with ideas through asking them questions and explaining certain
words. He asks each pair to exchange with other pair so that others
can see what others have done, he then summarizes the main points
of the lesson.
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F
Mrs Tjiteo is a grade 1 teacher. It is a Maths lesson:

Mrs Tjiteo: Children, today we are going to learn to count up to
ten.
Jerry: I know how to count. Can I start?

Mrs Tjiteo: No, no Jerry I must teach how to count first. Ok,
children, say the numbers after me. One, two,

three.
Class: One, two, three.
Mrs Tjiteo: Four, five, six.
Class: Four, five, six.
Mrs Tjiteo: Seven, eight, nine.
Class: Seven, eight, nine.
Mrs Tjiteo: Ten.
Class: Ten.

Mrs Tjiteo: Very good children, but I did not hear everybody’s
voice. Let’s count again.

Class: (The entire exercise is repeated)

Mrs Tjiteo: She sings a song with numbers.
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6. School self-assessment
in Northern Namibia: An
adaptation of critical inquiry

by D.K. LeCzel and Muhammed Liman

Introduction

As noted above, since Independence, Namibia’s political leaders
have applied a large measure of the available human and material
resources to building an education system based on equity, access,
quality, and democracy (Presidential Commission Report, 2002).
Along with other donor agencies, the United States Agency for In-
ternational Development (USAID) has supported the government’s
efforts to meet those broad goals in the education system through a
variety of projects. As is the sequence in almost all education sys-
tems in developing nations, once the goals of access and equity are
largely met, the major push is toward improving the quality of the
endeavor (e.g., Levin, Lockheed 1989, Heneveld 1994). In Namibia,
improving the quality of Lower Primary schooling in the most dis-
advantaged schools in the four northern education regions has been
supported by USAID’s Basic Education Support (BES I and BES
II) projects, designed jointly to support implementation of Govern-
ment’s policies to reform instructional practice in Grades 1 - 4 class-
rooms and methods of assessing and reporting learner performance
in those classes, guide improvement in education management, and
insure greater involvement of parents and community members in
matters related to primary schooling.

An important feature of the reform effort has been the degree to
which critical inquiry theory along with constructivist theory of
learning have informed policy development, curriculum, and train-
ing plans for both prospective and practicing classroom teachers. As
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has been noted, the inclusion of critical inquiry into the process of
reforming Namibia’s education system was at least partly the result
of the belief that doing so would contribute to the young nation’s need
for insuring a greater degree of social equalization (Swarts, 1998).
Due to the nature and philosophy of the apartheid education system,
prior to Independence teachers had little or no opportunity, training,
encouragement or systematic methodology to reflect on their own
professional practice, to ask questions about their own and others’
actions in their classrooms and schools, or to relate their instructional
practice to the success or failure of schooling for their learners.

The BES II Project’s initiated School Improvement Program (SIP)
Self-assessment System (SAS). SIP/SAS is designed to bring teach-
ers, parents, and principals directly into the process of asking the
“why? how? what can be changed?” questions that emerge from
critical inquiry. SAS allows teachers and other stakeholders to hold
up a mirror to themselves and their work together in schools so that
they can make informed decisions about ways to improve that lead
to greater success for learners.

The school improvement program and

the self-assessment system

The schools participating in the SIP have been identified by the Min-
istry of Basic Education Sport and Culture as part of the group of
the “most disadvantaged” in the nation (USAID RFP#690-99-005).
The goal of the SIP is to develop and sustain “schools with norms of
continuous improvement” (Harris and Hopkins, 2000) in Namibia.
The program design makes use of the theoretical framework from
the World Bank study that synthesizes the findings of the school ef-
fectiveness and school improvement literature from the perspective
of the needs of education systems in developing countries, specifi-
cally sub-Saharan Africa (Heneveld and Craig 1996). In Namibia,
the major components of that framework have informed many of the
principles in the overall education reform effort and have guided the
design and implementation of the School Improvement Program.
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The self-assessment system, as a method of monitoring and evalu-
ating results of the School Improvement Program interventions,
emerged about a year after the project’s inception as a result of the
recognition on the part of the project Steering Committee!® that more
information was needed about how the participating schools were
responding to improvement efforts. Members of the Committee,
along with the Honorable Minister of MBESC, Mr. John Mutorwa,
observed a self-assessment system in action in the Seychelles and
became convinced that such a system could serve Namibia’s pur-
poses. The concept that the school is the unit of change in reforming
education systems (Coleman and LaRocque, 1990) was one of the
cornerstones of the Ministry’s School Improvement Program de-
sign. The next logical step was to involve the teachers, parents, and
principals in the process of monitoring and evaluating the results of
improvement efforts. At the same time, the need to respond to the
government’s insistence on parent and community involvement in
schooling, provided further impetus for a monitoring and evaluation
system that takes those stakeholders into account (Education Act,
Presidential Commission Report).

SAS is seen as a mechanism, a framework, for guiding locally initi-
ated and implemented school improvement activities. At the same
time, the summary results of the school level data offer the officers
in the support system information to guide their work in terms of
teacher and principal skills training, providing material support from
the system outside the school, and informing policy development
at the national level. Perhaps most importantly, in terms of how
the SAS supports the concept and use of critical inquiry, one major
purpose of the self-assessment system is to build the capacity for
reflective practice, the ability to create, use and analyze information
among the education officers who support school innovations, the
teachers and principals who are attempting to improve their practice,
and parents and learners who are participating in the process.

19. The Advisory Board for the BES Il project, composed of senior level MBESC officials from
three directorates responsible for national level planning, education program implementation,
and curriculum/staff development as well as senior education officers representing each of
the target education regions, USAID officials, and project leadership.
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The overall design of the self-assessment system is outlined in the
following diagram.

Diagram 6.1. MBESC/BES Il Monitoring and Evaluation System
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As can be seen from the diagram, the system starts with a school
self-assessment that includes three parts, one for teachers to com-
plete individually, one for the principal to complete individually,
and a summary skills inventory. The summary is completed during
a meeting at which parents and community members, as well as the
teachers and the principal, discuss their individual responses and
collaboratively develop the summary score in each of the quality in-
dicator categories: teaching strategies, school management, outside
support and parent involvement. The school self-assessment summa-
ries are then synthesized into the circuit and regional summaries for
each of the four target regions. Because the current project is limited
to Grades 1 - 4, a specific instrument was not developed for learners
in the pilot phase. During the revision process after the pilot, the is-
sue of developing an instrument for learners was discussed. It was
agreed that a learner instrument should be included in the process.

The quality assurance component of the system includes classroom
observation and school visit protocols that are conducted by the
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Circuit Support Team (CST) members. The teams are composed of
the Circuit Inspector, the Lower Primary Advisory Teacher, and the
SIP Resource Teacher. The observation and visit instruments match
the indicators in the self-assessment forms and offer a comparison
of the two perspectives. After the data have been entered and charts
of the summaries prepared, the CST members meet with the school
teams to discuss the differences and similarities. That discussion is
used to formulate professional development needs as well as to up-
date school development plans.

The other major aspect of the system is the circuit team self-as-
sessment. The instruments are completed, and the data entered and
analyzed by the teams themselves to determine their professional
development needs and to guide their plans for future work in sup-
porting school improvement efforts.

As with other school self study systems, the need to collaborate
with the stakeholders on the design, utilization, and analysis of
the instruments was recognized as paramount from the beginning
(Smith, 1996 and 1999 MacBeath, 1996, etc.). During the month of
November 2001, the BES II team worked with officers in the plan-
ning unit at the national ministry level to insure that data collected
were useful and worthwhile and could be added into the larger data
bank of information used at national level to inform education policy
and procedure. At the same time, both the leaders of the four project
target regions and the officers who provide direct support to SIP
schools (Advisory Teachers, Circuit Inspectors and SIP Resource
Teachers) were engaged in the instrument design. After the first
drafts of instruments were completed, another inter-regional team
meeting was held in January 2002 to formulate the procedures for
implementing the pilot instruments in the SIP schools and among
the school support personnel themselves.

The year-long pilot of the total SAS system took place during
2002 in 162 schools, involving 810 Grade 1 - 4 teachers and the
results were compiled by the CST members who guided the schools
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through the process. During the final school term in November,
schools received reports that summarized their self-assessment re-
sponses, and offered a comparison of their school quality indicators
with the circuit averages on the same indicators. These indicators
included dropout rate, grade 7 pass rates, percentage of learners
with C and above in Grades 1 - 4 as well as the eleven indicators of
school quality. These reports formed the basis of discussions among
the teachers, principals and parents who participated in their school
self-assessment process. At the beginning of 2003, new SIP schools
joined in the SAS process and the schools that participated in the
2002 pilot are currently assessing their own programs based on the
first round of SAS findings.

In addition to the summary report comparing school findings with
circuit and regional averages, the support teams provided each
school with an individual school comparative report that compares
summaries of school self-assessment results with results of class-
room observations that were conducted by the support team mem-
bers during the course of the year. The observation protocol includes
all of the indicators that are found in the self-assessment instrument
related to classroom instruction. The comparison report provides the
teachers and support team members with an opportunity to refine
definitions and understandings of the indicators and make plans for
teacher professional development based upon both their own assess-
ment of their teaching as well as that of the observer.

As can be seen from the diagram, the total process is complex both
in terms of the instruments used and the flow of information through
the education system. For purposes of this paper, the concentration
is on the Teacher Skills Assessment and its function in terms of pro-
viding a systematic means of encouraging reflective practice among
classroom teachers. It should be noted that the “quality assurance”
section of the monitoring and evaluation system is provided by out-
side observation of school and classroom practice.

104 PRACTICING CRITICAL REFLECTION IN TEACHER EDUCATION



Teachers as refiective practitioners in the

self-assessment system

A large proportion of the teachers in SIP schools have had little or no
exposure to the BETD principles of action research or guidance in
the use of reflection as a tool in their repertoire of professional skills.
Thus, using the Teacher Skills Assessment section of the SAS is
often the first time these teachers have been asked to systematically
think about their daily work in the classroom. As noted above, the
instruments themselves were collaboratively developed and based
on principles outlined in Namibia’s policy documents on two of the
basic reform initiatives related to classroom instruction: Learner-
centered education (LCE) and Continuous Assessment (CA). Both
those policies were formulated and are grounded in the principles of
constructivism and critical inquiry (NIED, 2002).

The two instruments used by teachers in the School Improvement

Program Self-assessment System are included here as Appendix A.

The teacher instrument, which forms part of the whole school self-

assessment form, is composed of a set of indicators classified under

the teaching and learning component of the SSA system. As part of

the total school self-assessment process, each teacher completes a

Teaching and Learning Practices Inventory that includes indicators

on classroom practice, classroom atmosphere, texts and materials,

and continuous assessment. The scores from the individual invento-

ries are then transferred to the four categories of school quality in-

dicators: teacher attitude, classroom management, learner-centered

education, and continuous assessment to form a summary score.

Some examples from the individual skills inventory include:

e Learners do projects or presentations in groups.

e [ use a variety of teaching techniques.

e Learners work together in pairs to complete assignments.

e [ use assessment to measure learner knowledge of basic compe-
tencies.

e | give my learners opportunities to present what they know to
others.
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e | am confident that I always know whether my learners really
understand the material.

Each teacher in the school responds to each of the indicators and at
the end, all of the teachers meet and reach a consensus of the score
for the school for each indicator. All the scores for the indicators
under each category are then averaged to give a composite score
for that category. For example, in the section on continuous assess-
ment, which has ten indicators, a school ranking for each of these
ten indicators might add up to a total of 25. The score of 25 is then
divided by the total of 10 indicators, giving a score of 2.5. That score
is placed on the summary school rating along with other summary
ratings from the other indicators to give a school report.

The second instrument deals with teachers’ individual teaching
skills and serves as an indicator of specific actions that the teacher
is able to perform. It is in two parts with the first part being a gen-
eral self-assessment for each teacher that is kept by that teacher for
his/her use in reflecting on his/her practice, while the second part
requires the teachers to rate their own level of proficiency in a range
of skills related to LCE and continuous assessment using a ranking
of expert, good, basic and novice. A summary ranking is then made
of all of the teachers in the school. While not identifying teachers
by name, the summary does indicate the number of teachers in each
ranking, so that it is possible to identify the total number of teachers
in a school or circuit with a particular ranking. Such information is
useful for the support providers as they plan professional develop-
ment activities.

As noted in the instructions for using the instrument, this section
remains with the teacher for her/his use while a summary of the
indicators in the categories of learner-centered education, classroom
management, continuous assessment, and classroom atmosphere
is compiled from all the teachers’ responses for the school self-
assessment report. The total school report includes a summary of
principal practices as well as parent involvement indicators. The
school report is used both to inform decisions about professional
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development activities for teachers and to inform decisions prin-
cipals, parents and teachers make about local school improvement
activities they design and implement, either as an individual school
or in conjunction with nearby schools in their cluster and/or circuit.
A sample school report is included as Appendix B.

In many cases, the support providers report that as the teachers re-
view their school summary report, comparing their own responses
with the classroom observation summaries, they realize that their
understanding of the meaning of the indicators was limited and
incomplete. The discussion of the summaries and comparisons
enables the teachers to go back to their own individual assessments
to discuss the meaning of individual indicators. Thus, the reflection
process itself provides the basis for informing change in teacher
behavior, both as individual teachers and as groups of teachers in
schools, clusters and circuits. At the same time, the meetings about
the self-assessment process provide support providers with valuable
information based upon teachers’ understanding of their needs in
terms of professional development. Over time, the teachers begin to
take responsibility for guiding and informing in-service decisions
based directly on results of their reflection on their daily activities
in classrooms.

Refiection as teacher empowerment:

A story of our teachers

As a complement to the SAS instruments, the SIP teacher support
providers have been using video technology as part of the process of
helping teachers become reflective practitioners. Starting in Febru-
ary this year, a group of four female Lower Primary teachers, two
from an urban school and two from a rural school, have been meet-
ing at the Teachers Resource Centre on an average of every two
weeks with their SIP Resource and Advisory Teachers, the BES 11
Teacher Training Coordinator and the project’s Teacher Develop-
ment Advisor.
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The original purpose of the meetings was to collaboratively develop
one or more videotapes in the teachers’ classrooms to be used as
models of good practice in the use of LCE and CA. During the first
session, the discussion centered around definitions of many of the in-
dicators on the self-assessment. The teachers decided they wanted to
focus on specific aspects of LCE, practice those strategies and then
develop a training tape, once they were comfortable with their level
of skills. As a result of that first meeting, the teachers and support
providers spent the remaining three months on a cycle of classroom
taping, analyzing the tapes, and planning lessons to demonstrate
more effective use of the LCE strategies they were working on.

In the beginning, the teachers had some difficulty articulating the
relationship between their behaviors and those of their learners and
the indicators on the SAS instrument. In order to focus the discus-
sions, the group decided to pick three or four key indicators to work
on for each lesson presentation. One early strategy used to focus the
discussion was to estimate the amount of teacher talk compared to
the amount of learner talk in the lesson. It quickly became clear to
the teachers that the more they heard their own voices in the lesson,
the less time was available to learners for questioning and discover-
ing. As could be expected, at first the teachers were somewhat shy
about pointing out their own strengths and weaknesses. However,
the initial reluctance soon melted as trust was established among
the teachers and support providers: the process was one based upon
mutual support for problem solving and analysis. The videos were
a direct mirror of actual practice and the discussions offered the op-
portunity to develop strategies for improvement. Toward the end of
the first meeting, the teachers themselves looked at the list of LCE
and CA indicators and chose three or four they wanted to focus on.
From there they decided to plan collaboratively for the next video-
taped lessons. At that point, the Resource Teachers were able to sup-
port them and assist the lesson planning process by offering specific
ideas related to the LCE and CA strategies the teachers had chosen
to work on.
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Since that first meeting, the teachers themselves, as well as the sup-
port providers, have been delighted and amazed at the degree of
improvement in their instructional practices. In a recent video of the
second grade teacher whose first tape was judged to include about
70-80% teacher talk, the environment education lesson opened with
learners presenting a role play in masks they had made and then
went on to five different group activities, while the teacher moved
to each group using a well-constructed continuous assessment strat-
egy to measure and record learner progress. Throughout the lesson
learners were helping each other with their activities, manipulating
a variety of tools and materials, discussing solutions to the tasks
they had been given, proudly displaying the results of their groups’
efforts, and clearly demonstrating that they were at the center of
the learning process. The teacher was confident and articulate as
she discussed how she and her colleague planned and presented the
lesson, pointed out the key LCE strategies she used, and why she
chose the particular CA technique for the basic competency related
to categorizing and identifying the names of domestic animals and
wild animals.

During the most recent meeting of the LCE Forum (the name the
teachers have given themselves) one member of the group proudly
reported that she and her colleague were now being asked by other
Lower Primary teachers in their school to help them plan more
learner-centered lessons. On their own initiative, they have made
arrangements with the principal and the Resource Teacher to as-
sist them with scheduling so that they can team-teach in both their
classrooms. Their accomplishments are beginning to be recognized
by the principals and their peers. As they grow in knowledge and
confidence they are becoming a resource for other teachers in their
school and eventually in nearby schools. With the impetus of sys-
tematic reflection via the SAS, videotaping as a tool that allows
review of actual classroom situations, and the opportunity for col-
laborative problem solving, the experience of these four teachers is
a model of what reflective practice can accomplish toward improve-
ment in the quality of education. The teachers are no longer waiting
to be told how to improve their use of LCE and CA but are directly
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informing and choosing the kinds of professional development sup-
port they require. Furthermore, on their own they are developing and
researching a variety of teaching materials and strategies that they
have discovered they need.

Cost implications

The SIP self-assessment system design, implementation, analysis
and reporting procedures in the four target regions have been al-
most entirely conducted by the MBESC employees responsible for
providing support and professional development to primary schools.
The job descriptions of the Circuit Inspectors and the Advisory
Teachers include the type of work they do with the SAS during the
course of each school year. Thus, expanding the system to other
regions of the country, an issue currently under discussion in the
ministry, has cost implications only as they relate to the training
that would be necessary to insure that all regional personnel in non-
project regions have the skills, knowledge, and access to technology
necessary to implement the system activities. This training could be
part of regional Advisory Teachers’ and Inspectors’ continuous pro-
fessional development training if carefully managed by the MBESC
and would not necessarily mean additional training.

In terms of donor funding, the BES II project has supported the
design of the system, provided supplies to duplicate the forms, sup-
ported team meetings to provide the time for discussions of revision,
training on analysis and reporting techniques, and regular on-site
support for the CST members in the four target regions. The system
could be implemented throughout Namibia with relatively little ad-
ditional recurrent costs to Government, as establishing the SIP self-
assessment system in Namibia, especially the first year of such an
operation, was costly. Following is a breakdown of the cost for the
BES II project and the MBESC:
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Table 6.1. Cost to the BES Il Project

leem | Amountin US$

Local staff 360, 260.00
Local staff travel and transport 175,937.00
Local office costs 123,041.00
Local meetings, conferences, workshops 32,232.00
Participant cost 480, 600.00
Equipment 66,900.00
Total for three years 1,238,970.00
Estimated one year cost 412,990.00
Estimated five year cost 2,064, 950.00

During one year the unit cost per teacher of donor spending is US$
385.25 (NAD 3, 082), and the unit cost per learner of donor spend-
ing is US$9.63 (NAD 77).

Cost to Government

The cost to the MBESC is the 5% of their time that 52 Inspectors and
Advisory Teachers spend on the management of the school improve-
ment plan in the 268 schools where they operate. Further cost is the
15 Heads of Department (HODs) that act as Resource Teachers for
a number of schools in the 4 target regions. (No substitute teacher
costs apply in this case as regions/schools made internal arrange-
ments to substitute for those seconded staff members at schools).

Table 6.2. Yearly cost to Government

Amount in | Amount in
NAD UsS$

5% of 52 staff members I,072 teachers | 6,240 000.00 | 780 000.00
100% of HODs 42,880 learners | |,500 000.00 187 500.00
Total of salaries 7,740 000.00 | 967 500.00
Unit cost/teacher/year 7 220.00 902.50
Unit cost/learner/year 180.50 22.56
USS$: NAD = 1:8
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Conclusion

At this point in the implementation of the total self-assessment
system, we have learned that the process of individual reflection on
classroom practice is one that takes sensitive guidance, thoughtful
encouragement, and support based upon teacher input. As has been
pointed out in summaries of teacher in-service programs (NIED,
2002), there is still a considerable gap between what Namibian
teachers understand learner-centered instruction to mean and how
that understanding translates into actual classroom practices. The
teachers who have been participating in the SAS are being asked to
reflect on what they actually do with their learners on a daily basis
from a set of indicators that reveal use and application of learner-
centered instructional strategies. As trust in the process and between
the advisory and resource teachers and the classroom teachers is
built, reflection becomes both more informative and more useful in
terms of changing practice and guiding professional development
activities.

The SIP Self-assessment System demonstrates that critical inquiry,
as adapted in this model, can and does take the change process di-
rectly into the classroom (Swarts, 1999) and results in greater un-
derstanding of the principles of LCE as outlined in Namibia’s policy
documents (NIED, 2002). Furthermore, teachers who participate in
the process are gaining a powerful voice in terms of the kinds and
quality of the professional development they need. Reflecting on
learner-centeredness and how to implement it in their classrooms is
by its very nature enhancing and internalizing their understanding
of those concepts. As teachers become more articulate, adept, and
analytical about their own practice, their learners move to the centre
of the teaching-learning process and thereby acquire the skills they
need to become life-long problem solvers.
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Appendix A: SIP section on teachers

Section of the SIP School Self-assessment Instrument (definitions of
the rankings and directions for how to determine scores are included
in the general directions for use).

Teacher Self-assessment
Part A. Instructions: Please review the following activities and rate
yourself and your classroom. This sheet is FOR YOUR PERSONAL
USE, so please be honest with yourself. You do not need to share this
assessment with anyone else unless you want to. Please use this to
rate yourself and to help build a professional development plan to
become a better teacher.

Classroom Practices Always Often_Seldom Never
| prepare complete a lesson plan for every
subject

| understand the curriculum objectives of
my grade or subject

| refer to the syllabus objectives when |
prepare my lesson plans

| present the learning objectives to the
learners before every lesson

| review the learning objectives with the
learners after every lesson

| complete assessment activities for every
lesson

My assessment activities adequately tell me
whether my learners are understanding
the lessons

| adapt my teaching plans based on the
learning assessment for each learning ob-
jective

| keep regular records on learner progress
and can tell at any time how many learners
have mastered the basic competency

| fully understand the content of the sub-
ject that | am teaching

| give clear instructions for all classroom
activities

| begin and end lesson activities on time

| have clear rules for learner behaviour in
the class

| am consistent in applying the class rules
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| try to adjust the lesson to take into
account the different capabilities of the
learners

The learners are allowed to work at their
own pace

| organize my class so that the learners are
spending most of the class time on active
learning tasks

My classroom is organized for group or
pair work (not all facing the teacher)

| assign homework

| check all homework and class work and
give feedback

| have an adequate number of textbooks
for all learners

| use writing materials (pens, pencils, exer-
cise books)

| prepare materials for class, such as post-
ers, real objects like stones or sticks

| have the learners prepare materials for
class, such as puppets, dolls, drawings

| display learner work on the walls

I limit my use of non-LCE teaching
techniques, such as “whole group call
response”, rote repetition, and giving the
answer

There is a relaxed and friendly atmosphere in
my classroom

Classroom Atmosphere | Always | Often |Seldom |Never |

| address the learners in a pleasant tone of
voice

My learners initiate questions and observa-
tions

Both the learners and | relate the lessons to
activities in their daily lives

| show genuine interest in what the learners
say and think

The learners show genuine interest and re-
spect for the ideas and comments of their
classmates

| show respect for my learners

The learners show respect for me

| know each of the learners individually
(names)

| give prompt feedback to my learners

| give feedback to learners in a way that they
find encouraging and helpful
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| reward learners for good work

| use different ways to give praise to keep the
class interesting

Learners support and praise each other for
good work

Learners bring items to the school to share
and learn

Parents make presentations in my class
Parents assist me in teaching

B. Actions I can take: What can I do to improve the classroom at-
mosphere and make it more conducive to learning? What will I work
on this year?

C. Assistance needed: What help do I need from the principal, the
circuit team, or others to help me to do a better job. How will I ask
for this assistance?

Teaching and learning practices inventory
Part B. The answers on this section will be transferred to the Sum-
mary skills inventory sheet.

Teaching Practices ___________|Expert 'Good Comp Novice INA|
|. Learners sit in groups for regular
class activities

2. Learners work together in groups
(talking, sharing ideas, working out the
right answer)

3. Learners do projects or presentations
in groups

4. Learners work together in pairs to
complete assignments

5. Learners work together in pairs for
projects or presentations

6. Learners are grouped with other
learners of similar ability

7. Learners are grouped with other
learners of different abilities, so good
learners can help the weaker ones.

8.1 use a variety of questioning tech-
nigues

9.1 try to draw out answers from learn-
ers rather than giving them the answer
10. | use games to teach ideas

I 1.1 use role play in teaching

12. | use visual aids
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13. 1 include community activities in the
classroom

14. Learners set their own individual
targets for learning

I5.1 demonstrate lessons in a way that
keeps the learners involved

16.1 have learners demonstrate lessons
in a way that keeps the entire class
engaged

TOTAL (1) (sum marks in each col-
umn)

Texts and Materials

17.1 can use the syllabus effectively to
present the basic competencies

18. 1 use other materials to teach basic
competencies

19.1 can make my own materials to
present basic competencies in a way
that is appropriate for my learners

20. | use writing materials regularly in
class to keep learners actively engaged

21.1 use drawing materials regularly in
class to keep learners actively engaged

22.1 have the learners prepare materials
for use in class

TOTAL (2)

Continuous Assessment Expert |Good |Basic |Novice |INA

23.1 use assessment to measure learner
knowledge of basic competencies

24.| use quizzes often (at least once a
week) to test what learners understand

25.1 regularly give homework and check
the homework

26.1 use questions and answers in the
class to measure whether each individual
understands the lesson

27.1 give short assignments in class and
check them to assess learning

28.1 give my learners opportunities to
present what they know to others

29.1 keep detailed records for each
learner that reflects what they have
learned, organized by basic competen-
cies

30. 1 am confident that | always know
whether my learners really understand
the material
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31.1am confident that my learners will
do well on the school leaving exams,
based on my CA activities

TOTAL (3)

SUMMARY (Add totals 1,2,and 3 for
each column)

Summary by level of proficiency (add to- |(I)
tals for Mastery/Good and Basic/Novice
Personal Mastery Index (divide number
in (1) by 31)

Appendix B: School report sample
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7. Recommendations and
refiections on the research

by Hertha Pomuti and Mariana van Graan

In this chapter we will propose recommendations to the two stud-
ies that have been completed on the BETD PRESET and INSET
programs. We will reflect on the implications of these recommenda-
tions for the Professional Development Subdivision of NIED. We
will also highlight planning which has already been done to deal
with professional development of teacher educators at the colleges
of education.

Recommendations from the sub-studies
on BETD PRESET and INSET

e The MBESC should revisit the recommendations of the Ten-
Year Plan for Educator Development and Support?’ in Namibia
(see Coombe, et al 1999), especially those to do with policy
formulation, coordination and quality assurance, as there are
constraints to implementing CPI initiatives and teacher educator
development without a clearly stated and agreed policy frame-
work, which firmly guides and defines the parameters within
which to plan continuous professional development for educa-
tors.?!

e Teacher educators at both colleges of education expressed the
wish and need for professional development in general, but also
specifically in applying CPI. A substantial staff development

20. In this report ‘development and support’ is used in preference to training or INSET
because it is a broader concept

21. It is even more important now that Namibia has embarked on decentralising some of its
educational services to six more education regions. If there is no clear policy framework and
thorough strategic planning in this regard continuous professional development of educators
in Namibia could easily become fragmented and inefficient
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program for teacher educators should therefore be developed to
support further implementation of the practice-based inquiry in-
service teacher education model.

e The urgent need for induction sessions for new staff members
was a further recommendation by the sample of teacher educa-
tors. Professional development committees at colleges of educa-
tion could potentially lead such induction sessions.

e Opportunities need to be created at colleges of education for
teacher educators to become well informed about the logic of
teacher-based research through engaging themselves in critical-
practitioner inquiry. Incentives should be attached to publish and
share this kind of applied research.? It provides opportunity to
share research within the country. This could also contribute to
Namibia’s bank of literature on applied educational research.

e The support schools need to be strengthened so that they are in
a position to support student teachers professionally in general
and specifically in the Action Research projects. This will allow
the development of a strong professional support network that
will provide continuous support for practicing teachers graduat-
ing from BETD PRESET and INSET. Continuation of critical-
practitioner inquiry requires support structures so that teachers
can benefit from ongoing school-based support from peers and
other professionals.

e An introductory course aimed at developing teachers’ analyti-
cal and critical thinking skills should be designed. It is unreal-
istic to expect teachers to acquire advanced skills of reflection
if analytical and critical thinking skills (which are needed for
advanced reflection) are largely absent from teachers’ previous
educational experience. The analytical or critical thinking skills
should then be integrated in the content of the teacher education
curriculum.

e The model presented in Chapter 6, School Improvement Pro-
gram (SIP) Self-assessment System (SAS), could be considered

22. Such research could be published in the Reform Forum, NIED’s trimesterly education
journal.
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as a starting point for systematic inquiry on a wider level than
the present targeted regions and schools. During the NIED
monitoring exercise carried out in 2002 the NIED Research Unit
started to experiment with teacher self-assessment as a research
tool rather than a teacher development strategy. The potential
of using self-assessment to improve teachers’ analytical skills,
through reflecting on specific indicators, which are widely nego-
tiated, was clearly seen during the training workshop that took
place before the monitoring exercise.?

e If the self-assessment/school improvement model is adopted on
a national level, schools/clusters should be given opportunity
to negotiate the indicators according to their own contexts and
goals for learning and teaching.

e The issue of equitable spending on colleges of education needs
to be addressed by the Ministry of Higher Education, Training
and Employment Creation, as they finance the BETD. It is clear
from the cost analyses (see Chapter 4) that inequities still exist
in funding formulas. The traditionally disadvantaged colleges
are still disadvantaged in terms of unit costs per student, which
inevitably affects the quality of educational delivery.

Refiections on the research

Completing this study has been very useful to NIED in that it raised
awareness again of the status of Critical Reflection and the imple-
mentation of CPI in the BETD programs. It also raised conscious-
ness of the needs for professional development out in the field,
where education happens.

It highlights the strengths and weaknesses of the BETD programs. It
places NIED’s Professional Development subdivision in a favorable
position to plan its upcoming, future professional development pro-
grams for both programs on the basis of these understandings.

23.A similar instrument than the one in Appendix A, (SIP School Self-assessment Instrument)
presented in Chapter 5, was used in the NIED monitoring.
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It was heartening to learn about the positive outcomes of a program
like the School Improvement Project/Self-assessment System,
which has potential to be adapted and adopted on a wider scale to
encourage inquiry-based teacher education in Namibia.

While engaged in the research process, NIED has become aware
how crucial and timely is the staff development program planned
for teacher educators in November 2003. The main purpose of the
staff development program is to further support the implementation
of the BETD program. The program is also meant to strengthen the
capacity at the colleges of education to enable them to run induction
programs for new teacher educators. This program focuses on con-
tinuous professional development of teacher educators rather than
on qualification upgrading.

As the teacher educators at the colleges of education are mainly re-
sponsible for tutoring during contact courses and marking of scripts
of the INSET teachers, targeting this group for professional develop-
ment should also potentially strengthen the quality of delivery of the
BETD INSET.

The objectives of the staff development program are to:

e Introduce new teacher educators to the philosophy, pedagogical
approaches and practices, assessment practices and procedures
underlying the BETD program;

e Further develop teacher educators’ conceptual understanding of
the philosophical underpinnings of the BETD program;

e Further develop their understanding, knowledge and skills in
assessing learning in the context of learner-centered education
paradigm;

e Extend their knowledge, understanding and skills in using an
integrated approach to teaching and learning;

e Build on their knowledge and understanding of active teaching
and learning;

e Enrich their knowledge and skills in the theory and practice of
continuous and criterion-referenced assessment;
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e Further develop their knowledge and understanding of education
research and critical-practitioner inquiry in teacher education;

e Build on their knowledge and skills of producing and use of
teaching and learning materials. (Extracted from an approved
funding proposal for staff development at Colleges of Education
in Namibia).

The need for integrated continuous professional development for
practicing teachers has also been realized again. The findings high-
light the need for professional support of both BETD INSET teach-
ers and PRESET graduates, other than panel inspections, which are
observed and reported to be so popular in some education regions.
The support schools where BETD PRESET students do their SBS
need professional support. It is clear that many strategic decisions
and planning will have to be made soon as to where support will be
focused with so many demands and few resources. Investments that
will bring the highest returns might be one of the principles to use
when making such decisions, as spending too many resources on
untrained teachers at this stage might not yield high returns. It would
again be useful to reconsider the recommendations made in the Pro-
posals for a Ten-Year Plan for Educator Development and Support
in Namibia and the Presidential Commission Report on Education
in this regard.

Conclusion

This research has shown that continuous professional develop-
ment for educators on different levels is essential in a country still
struggling to overcome the consequences of decades of Bantu and
apartheid education. One group’s level of professional development
inevitably influences the success of another group, which makes it
crucial that teacher education is planned holistically across regions
as well as across different projects and programs.
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African Experiences — Country Case Studies

ADEA’s African Experiences — Country Case Studies is intended to
highlight promising experiences that are taking place on the African
continent.

Identifying, analyzing and promoting successful experiences is
an essential part of ADEA’s methodology and contribution to the
development of education in Africa.

Based on this praxis-oriented approach, ADEA endeavors to find
solutions in Africa to the challenges facing the development of
the continent’s education systems. ADEA thus contributes to
institutionalizing a culture of learning based on the critical analysis
of experience in order to promote future development.

To this end, ADEA systematically encourages the countries in Africa
to document and share experiences that they consider successful.

The case studies are generally carried out by national teams in
the African education ministries and concern a wide variety of
subjects, including: experiments to expand access, to promote
equity, to enhance relevance, to improve management and the use
of resources; strategies to scale up and sustain effective policies and
practices; promising initiatives to fight HIV/AIDS and to improve
the quality of education for all.

The series African Experiences — Country Case Studies draws on
this wealth of experience to make available the best studies, those
that are capable of providing inspiration to other countries as they
seek to renovate and perfect their educational systems.






ADEA

A forum for policy dialogue about education in Africa

A network of professionals, practitioners and researchers in
the field of education

A partnership between education ministries and develop-
ment and cooperation agencies

A catalyst for educational reform

The Association for the Development of Education in Africa
(ADEA) has been in existence since 1988. Then called Donors to
African Education (DEA), it was set up to promote discussion about
educational policy in Africa and to establish a framework for better
coordination among development agencies.

Since its foundation, ADEA has come to represent a genuine par-
tnership between African education and training ministries in sub-
Saharan Africa and their technical and external partners. It has also
developed into a partnership of professionals, educators and resear-
chers, and, based on its capacity to foster policy dialogue, a catalyst
for educational reform.

Policy dialogue takes place within programs and activities carried
out by the ADEA Secretariat and the Working Groups. The Biennial
Meetings organized by ADEA are events of the greatest importance
for education in Africa. African ministerial conferences and ADEA
Steering Committee seminars are also auspicious occasions for
promoting regional policy dialogue and exchanges concerning the
agenda for educational cooperation on the continent.

ADEA Working Groups also foster policy dialogue around educa-
tional priorities that have been set by the African countries. There
are currently eleven Working Groups, which focus on the following
areas: education sector analysis, communication for education and
development, early childhood development, non-formal education,
distance education and open learning, higher education, finance and
education, books and learning materials, the teaching profession,



education statistics, and the teaching of mathematics and science.
Four ad hoc groups have been set up to explore concerns related to,
HIV/AIDS, the quality of education, policy dialogue and post-pri-
mary education.

Among its other activities, ADEA encourages the sharing of African
experience and know-how through its program of intra-African ex-
changes. The purpose of this program is to facilitate both study visits
between countries and consultancy missions of African professio-
nals sent to assist countries that request them. ADEA also provides
support for national coordination of funding agencies. Since 2001
it has held the Africa Education Journalism Award to encourage the
African press to cover education and thus promote public debates in
this area.

ADEA is also a source of baseline information about education in
Africa. It manages a number of databases on its activities, on exter-
nal funding programs and projects, on educational statistics concer-
ning Africa, and on African education specialists and professionals.

Finally, ADEA has a publications program which seeks to share the
lessons of the Biennial Meetings and to highlight ongoing success-
ful experiences in Africa. The Secretariat also publishes a quarterly
Newsletter and a monthly Bulletin of Briefs.

For more information about ADEA please see its web site:
www.adeanet.org



Practicing Critical Reflection in Teacher Education
in Namibia

The book

This case study describes how critical reflection has been used in three teacher
education programs in Namibia. The first program, the pre-service Basic Education
Teacher Diploma (BETD) program, uses a critical inquiry approach through students
completing action research projects. The second program, the in-service BETD
program, uses a practice-based inquiry model. In the third program, the ministry
uses a school and teacher self-assessment system of reflective practice in schools
in four regions of northern Namibia. These schools are part of the ministry’s school
improvement program (SIP).

There is evidence that critical inquiry has influenced the classroom practice of some
BETD graduates and is providing them with skills that they apply in their teaching.
Teachers reflect critically on their own practice. In the so-called SIP schools, it
has also been found that there is a positive relationship between teachers’ self-
assessment scores and outside observers’ scores on their performance. However,
this happens gradually, as teachers gain confidence and reflective skills through
the process of self-assessment.

The authors

This document was prepared by a team working within the Ministry of Basic Edu-
cation, Sports and Culture (MBESC) in Namibia. Team members included: Hertha
Pomuti, Chief Education Officer in the Professional Development, Research and
Resource Development Division at the National Institute for Educational Development
(NIED); Patti Swarts, previously the founding Director of NIED and currently Under
Secretary for Formal Education in the MBESC; Liman Muhammed, Implementation
Coordinator of the Basic Education Support (BES) Project, a USAID-funded education
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