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ABSTRACT

The School Clustering System (SCS) was introdudee years after Namibia’'s
independence in 1990. The rationale for its impletagon was to improve the
quality of education in Namibian schools by enaplithe sharing of resources,
experience and expertise among clusters and #&oilift school administration by
pooling resources from several schools to be shegedilly. It was piloted in Rundu
and then gradually expanded to the whole counthe Gluster system groups 5-7
schools that are geographically close and accessit#ach other in one cluster under

the leadership of one of the principals known &uster Centre Principal (CCP).

The purpose of this study was to investigate thecgmions of CCPs of the
implementation of the SCS in two clusters of a ipalar circuit in the Omusati
region. It is a case study involving two CCPs, @eeving Inspector of Education
(IE), a former Inspector of Education, several beais, principals and parents. Data

were collected through interviews, document ana)yend focus group discussions.

The study found that the practice of cluster leadsrinformed by contemporary

leadership and management thinking. The particigatpproach employed in cluster-

based committees enables site-based managemebkladabration. This has led to

organisational learning. It was also found thaueber of challenges are hampering
the implementation of the SCS. These include ldckystem support and inadequate
resources. However, the human potential couplett withigh degree of readiness
exhibited by cluster members are seen as potafriiars of further development of

the system.

The study recommends the adoption of a nationatydhat formalises the SCS as
well as the strengthening of system support todbailister capacity. It also makes
suggestions for further research in organisaticnéilire and behaviour with the aim
of developing leadership and management practictdsei SCS.
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CHAPTER 1

1.1 Introduction

This chapter presents a rationale for this studyster Centre Principals’ (CCPs)
perceptions of the implementation of the Schools@rting System (SCS). The
discussion first looks at the context of the staahyl its motivation, then states the
research goals and the methodology employed aatyfigives an outline of how the

thesis is structured.

1.2 Research Context

Since independence in 1990 improving the qualitgdiication delivery has been the
major challenge confronting education in Namibiadu&ation reform and

development were based on the four overarchingsgafahccess, equity, quality and
democracy as guiding tools combating colonial leggmdo accomplish the major
goals for education. Numerous policies were formagato address the issues of
guality and educational outcomes (Angula, in Zeieh& Dahlstrém, 2001, p. 27).

There was an increasing demand from the socidgrge including learners, parents,
and the business community for better delivery odldy education. The demand
prompted a greater need for an overall school irgar@nt programme with regard to
the school management system and the deliverycafréaculum more relevant to the

larger society’s needs.

In 1990, Minister Nahas Angula, of the former Minysof Education, Culture, Youth
and Sport (MECYS) appealed to the Namibian natitm ¢ommit itself to the
improvement of education through change, reform esrgewal” in the Education
Reform Directive titledChange with continuity: Education reform directi¥890 (in
Taylor, 2000, p. 15)Angula (1990) explained that “the process of n@foin
education and the rationalisation of education isesv require imagination,
resourcefulness and cooperation from all. The m®de meant to be collaborative,

interactive and a partnership between the goverharahall social forces'ilfid.).



Tweya argues that beside the implementation oh#tmnal curriculum, “more effort
is needed to support rural community schools.” Hded for the promotion of
broader community ownership, and a democratic aadicgpatory approach to
education (in Taylor, 2000, p. 45). Mendelsohn asgues that the management of
education was hampered by the bureaucratic coapi@moach by government: “there
were lack of support and weak supervision in schaahd circuits; and many
principals are in dire need of training in managenpinciples” (in Taylor, 2000, p.
34). Wainaina and Kasanda in Legesse, Wanaina,aA&iott and Burrows (2001)
raise questions of great importance, namely whethereducation reforms have
provided quality education to the majority of Naraib learners, whether it is
providing value for money and whether it is empangiits clientele (Legesse et al.,
2001, p. 24).

The school clustering system (SCS) was developet raform addressing society’s
need for better education management practiceplamting and improved teaching
and learning at local levels. It was initiated ngprove access and throughput as well
as overall school management, especially by enhgncommunication between

schools, circuit and regional offices (Mendelsohi\&rd, 2001, p. 3).

In their review of the SCS in Namibia, Mendelsohmd aVard (2001) outline the
factors that necessitate the development and imttaxh of SCS as those of:
* the low level of management and support given hosls
» agreat need for teacher support
* an obvious need for greater participation by aksholders in making and
implementing decisions

» the isolated working conditions for most schools.

Against this broad background | now present a mat® for this study.

1.3 Research Motivation

A decision to undertake this study was motivatedviayious factors, chiefly my

personal exposure as an implementer for the SCSwisly to make an academic



contribution to educational development, and tesagoublic awareness of crucial

educational issues.

First, my experience as teacher and Head of Depatt(lOD) at a Cluster Centre in
Rundu Education Region, where the cluster systetally started, and currently as
an Advisory Teacher in Omusati Region where theesysvas recently introduced,
put me in a position to see both sides of the datlastering coin. It made me curious
to find out more about what shapes the SCS’s imefigation and how key
implementers view it. | believed it would be a l@ag experience for me as |
searched for possibilities and alternatives todfiective implementation of SCS by

all stakeholders.

Second, since the establishment and implementatfothe SCS in the Omusati
Region in 2001-2002, no substantial study of theg@ions of CCPs has ever been
conducted in the region. The brief Basic Educafoaject (BEP) report of 2004 on
the Kenyan School Improvement Programm@&E&NSIP) learning visit to Namibia,
though informative, did not explore the views ofaggroots people in Omusati
Region. The findings of this study are thus likiybe useful and beneficial to future
national and regional planning and policy-makinggo¥ernment, Non-Governmental
Organisations (NGOs) and projects with an inteirestducation. The study may also
be significant to CCPs, Advisory Teachers (ATs)splectors of Education (IES),
Constituency Councillors and other stakeholdemduacation as supportive figures of
the system’s implementation.

1.4 Research Goal

The purpose of the research was to explore CCR#/svand experiences of the SCS

implementation in the Omusati Region, particulanyone specific circuit. The aims

were to:

» explore Cluster Centre Principals’ perceptionshefitnplementation of the school
clustering system, and

» determine the enabling and inhibiting factors @ slystem from the perspective of
grassroots people and make relevant suggestioneaathmendations.



1.5 Research Methodology

The research was conducted in the interpretivedggrausing a qualitative approach,
because my intention was to understand the peoreptf Cluster Centre Principals
with regard to the implementation of the phenomerofelt that access to CCPs’
views on what enables or inhibits the system waalldw me to have a deep
understanding of the system but more particulatiyatithose who implement it feel.
According to Cantrell (1993, p. 84), the interpretparadigm allows a researcher to
understand the situation of the phenomenon anckéopret meaning within the social
and cultural context of the natural setting. Toieeh this | selected data gathering
tools which would provide “first-hand accounts dmnidh detail” (Terre Blanche &
Durrheim, 1999, p. 124).

| used the case study method in order to gain tensive, holistic description and
analysis of the school clustering system. | chéme dase study method because it
allows researchers to retain the holistic and nmggdai characteristics of real-life
events. Case studies focus “on a contemporary phemon within its real-life
contexts” (Yin, 2003, p. 2, 13). Smith argues that general, a case study is
appropriate when one is interested in detailedrin&tion specific to a particular
case” (Smith, 1999, p. 3). The study was conduatetivo Cluster Centres of one
circuit in the Omusati Region of Namibia. Two ChrstCentre Principals were
involved in the study. The CCPs were purposefudiigested in collaboration with an

Inspector of that specific circuit.

A variety of data collection techniques was useaimely document analysis, semi-
structured interviews and focus group discussidhsese techniques were included to
complement each other (Patton, 1990, p. 245). distua range of documents to
ascertain the leadership role of the Cluster Cepthecipals and determine evidence
of workload and transformational leadership, if rtheavas any. For example: |
reviewed cluster visions and mission statementsutes of cluster meetings, cluster
year plans and Cluster Development Plans (CDPsjdar to support, verify, clarify
or qualify data obtained from the interviews andu® group discussions (Cantrell,
1993, p. 97).



Semi-structured interviews were conducted with @wster Centre Principals as well
as the current and former Inspectors of Educationdevelop an in-depth

understanding of the individuals’ perceptions @ fhenomenon, in accordance with
my research goals. Semi-structured interviews \@ppmopriate because they allowed
the respondents to provide answers at length aadeglabled me to probe for further
follow-ups. Interviews were conducted in Englistdamere tape-recorded with the

respondents’ permission.

Focus group discussions at each Cluster Centre vagr@ucted with principals, some
School Board members and teachers to share viedvdisetuss ideas, and also to gain
insight into pressing concerns of the SCS (Yin, 200 112). A note-taker was used
during the focus group discussions, and proceedivege audio-taped. Since some
School Board members were not conversant in Engliee interviews were

conducted in Oshiwambo, the vernacular languagmstribed and translated into

English.

All the collected data from document analysis, mitws and focus group
discussions, as well as notes, were analysed asgeneric qualitative data analysis
technique. Triangulation was employed to find autwthat extent the sets of data
complemented each other and whether there werdasiieis or variations, because
interpretive analysis is believed to “provide a rthah description and
simultaneously generates emphatic understandirigeophenomenon being studied”
(Terre Blanche & Durrheim, 1999, p. 139).

Both the Regional Education Officer (Deputy Diregtand the Inspector of
Education granted permission to carry out the stbayore the research was
undertaken. Each participant was made aware optinpose and objectives of the
research in order to give informed consent, andtera sense of confidence and trust.
From the outset | guaranteed confidentiality, amoityy and the rights of participants.
All participants were accorded an opportunity t@ edd verify collected data before

final research reporting.



Since this is a case study of two CCPs of one itincDmusati region, the study may
not represent the views of all CCPs and thus gésatian to other regions is not

claimed.

1.6 Thesis Outline

In Chapter 2, an overview of literature in the extitof the research topic and goals is
given. The chapter explains the rationale and jfs¢ems thinking behind the SCS
with regard to the national decentralisation polay education. It also reviews the

management and leadership theories that inforrs@® operational framework.

Chapter 3 examines the research methodology enplwyeonduct the research. It
provides detailed descriptions of the proceduresl der data collection, organisation
of the data, analysis and interpretation. The aragdso comments on validity, ethical

issues and the potential limitations of the study.

In Chapter 4 all the raw data generated from th& dallection procedures are

presented and interpreted.

Chapter 5 presents a detailed analysis of theidatrms of the research goals and
guestions. Findings from the data are thoroughdgulised in relation to the literature

provided.

In Chapter 6, a summary of the main findings, rec@mdations and comments based
on the findings are given. The chapter makes suiggssfor future research in the

area of the SCS, presents the general conclusithre aftudy.



CHAPTER 2: LITERATURE REVIEW

2.1 Introduction

This chapter looks at two things. First it provigesoverview of the rationale behind
the SCS, especially with regard to the Namibianed#&alisation policy. Second, it
provides a brief review of management and leadergteories that inform the SCS,

especially with regard to the implications for pleoat the grassroots level.

2.2 The School Clustering System

The word ‘cluster’ refers to things grouped, grogvior working together, in this case

schools grouped together for a common purpose. Bleoldn and Ward (2001, p. 7)

and Dittmar, Mendelsohn and Ward (2002, p. 4) diesdhe SCS in the Namibian

context as a system that requires the groupingludas into clusters, each normally
consisting of between five and seven schools. ¢t eduster one school that is central
and easily accessible, has adequate facilitiesjsasduated at a development centre
with suitable social and commercial services ie&ed as a cluster centre. A strong
and committed principal with a vision that can extdbeyond his/her school to the
needs of all schools and the community in the elus appointed to serve as a
Cluster Centre Principal.

The SCS was first piloted in the Rundu Educatiogi®® one of the seven education
regions in the Ministry of Education at that timiehe focus of the implementation
was to meet the need for better education manageamenplanning at local levels,
and for improving the quality of teaching and leaga Its implementation was
facilitated with the support of the German-basedaanisation Gesellschaft fur
Technische Zussamenarbei(GTZ) Basic Education Project (BEP) (Mendelsohn &
Ward, 2001, p. 7). The benefits of the SCS in Ruedithree other education regions
— Katima Mulilo, Keetmanshoop and Khorixas — toues} support from the BEP to
develop their own clusters (Mendelsohn & Ward, 20818 and Ward, Mendelsohn
& Tijirare, 2001, p. 5). Earlier on the Namibian Presidentiaim@hission on

Education, Culture and Training Report (Namibianigiry of Basic Education, Sport



and Culture, 1999, p. 101) had recommended thensiga of SCS throughout the
country. The commission also viewed the systenoagptementary to the four major
goals of access, equity, quality, democracy andhéur recommended it to be

formalised.

This strengthened the development of clusterslioustent 13 regions and by 2001 to
2002 the SCS was operational throughout the couhtrihe Omusati region, part of
the former Ondangwa West, implementation steps wetiated in May 2000 and

recommendations for the establishment of clustats @rcuits in the regions were

finalised in September 2001.

2.2.1 Rationale behind the School Clustering System

After Namibia’s independence the government emizhide major changes in the
education system, namely the replacement of thee Gagucation System by the
Cambridge Education system, the introduction ofrheaCentred Education that is
democratic and participatory, teachers’ in-servic@ning in the Basic Education
Teachers’ Diploma (BETD), and the development ofjamaoals in education,

namely access, equity, quality and democracy.

Nandi (2004, p. 9), in the Kenyan School Improvetinoject’'s (KENSIP) report on
School Clustering, stated that in the mid-19909\theibian government realised that
despite the changes brought about, progress imradoowvas increasingly hampered
by poor leadership and ineffective management bbals. Mendelsohn (in Taylor
2000, p. 34) has attributed this to the idea thatdducational authorities at regional
and national level were still using bureaucratiotoal approaches inherited from the
previously segregated education system. In thisduaratic approach the educational
authorities think that they have a clear idea otk happening in schools and also
what is best for schools (Taylor, 2000, p. 34).sTlH complemented by Nandi’'s
observation (2004) that “education delivery and psup structure was highly
centralised with authority and control being vesttdhe Ministry of Education’s
headquarters” (Nandi, 2004, p. 9). This implied thajor tasks of management such
as planning and decision-making in education weeealchical at macro and meso

levels with little involvement of policy implememteat the micro level, and minimal



support from meso to micro level. Schools were stiped from long distances, with
Inspectors of Education based at regional offices/igding the only link between
schools and education authorities. Inspectors aicktion were overseeing huge
numbers of schools in their jurisdiction, and asult the support and supervision
given to these schools was weak in most cases qi,agbD00, p. 34). Another
important issue for the SCS was the professiomdation of the majority of schools,
resulting in the lack of or minimal support for fessional exchange in subject

expertise, collective subject planning and othensr

The philosophy of education reform in Namibia isageel to a number of major
initiatives and programmes, amongst others theldpreent of democratic education
through the promotion of participation by peopletl¢ grassroots level for the
improvement of school management and better cluncwelivery. For this purpose
a new approach to management of education in Namibat is democratic,
participative and empoweringas needed and the SCS was viewed as a potential
means of lifting the education system to new heaight order to provide better

education and planning practices at local levelsr{d#lsohn & Ward, 2001, p. 8).

2.2.2 The School Clustering System and Decentraltsan

The SCS was introduced at the peak of the implesient of government policy on
decentralisation and the devolution of power froational to regional level (Nandi,
2004, p. 10). In general, decentralisation is vigws bringing government closer to
the people in terms of governance, policies, poamt infrastructure at their local

disposal.

In its policy document titledToward education for all(1993) the Ministry of

Education and Culture (MEC) explains that deceisttibn in education entails the
location of responsibility and authority at schdeVel, chiefly with principals and

School Boards. It argues that if the educationesyss to be improved and the quality
of education programme delivery is to be upgradedet is a need to maximise local
participation in decision-making and policy implemegion. It further argues that
decentralisation in education has the potentialefisnof smooth communication,

integration of rural schools and communication tigio allocating shared resources,



increased quality service delivery, and a flexdhel innovative administration system
(Namibia, MEC, 1993, pp. 169-170).

Before the implementation of the national policy detentralisation there were only
seven education regions in Namibia. During the en@ntation of the national policy
on decentralisation, these seven education regiane re-aligned into 13 political
regions as shown on the map below (see Figurd ®)ag on this basis that the SCS
was developed as a tool to implement decentradisaith education and promote

democratic participation through decision-makingpaal level.

Figure 1
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[Adapted from Dittmar et al2002, p. 22]
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The matrix below (Figure 2) shows the levels of agement before and after the

implementation of the SCS.

Figure 2

Levels of management in the Ministry of Basic Edigra Sport and Culture before the
introduction of the Cluster System (left) and aftécentre). The box labelledligning the
School Clustering System to Decentralisaijoght) has been added by me. The numbers at
each level are the numbers of the units managédeblevel above that level, for example

before the Cluster System was introduced, the Hécde@nanaged seven Regional Offices,
each of which has between five and ten circuitsenily Head Office manages 13 Regions.

1
head office

7/
regional offices

5to 10
circuits
per region

25 t0 50
schools
per circuit |

Before SCS

1
head office

7
regional offices

5t0 10
circuits
per region

5to7
clusters
per circuit

5to7
schools

per cluster

After SCS

[Adapted from Dittmar et al2002, p. 5]

13

regional offic

5t08
clircuits

per regior

Aligni8gS to decentralisation

Given the above context the SCS was perceived ameahanism to enable

decentralisation in education in practice by esthbig closer links between circuits

and schools through manageable units or clustettsn& et al. (2002) argue that

by partitioning schools into manageable groupsstels provide the new
regional council administrations with a framewortr fmanaging and
planning education and other regional services sashwater supply,
transportation, electricity, distribution of matds and information,
network connections, collection of statistics, rinag, organisation of

sports and cultural events, etc. (Dittmar et &02, p. 31).

While addressing the BEP’s Project Planning Workstine@ former Minister of Basic
Education, Sport and Culture (MBESC), cited by Tagmn(2004, p. 16), emphasised

that the SCS should be regarded as the “core gteuébr education management”

and argued that “it was necessary to look at thaioaships that exist between the
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circuit, the advisory services and the conduct difvdies at circuit and cluster
levels”. This implies that it should be used asigp®rt system by various divisions in
the education sector as well as NGOs with intelieseslucation, and that all officials
should work together to develop the professionglacdy of clusters and enhance
curriculum implementation by cluster members. Femtiore, the former Deputy
Minister of Basic Education, Sport and Culture atatied for stakeholders’ efforts in
harnessing the effective implementation of the S&§uing that it would contribute
greatly to decentralisation and the achievemertheffour broad goals (democracy,

equity, access and quality) of the Namibian edooatystem (Topnaar, 2004, p. 16).

In their review of the SCS in Namibia, Mendelsohrd aVard (2001, pp. 13-14)
found that the application of the SCS as a deckgdten tool had enabled a number
of good practices. | focus on two of these. Fitsere was an improvement in the
quality of teaching and learning, management apgios, empowerment at cluster
level, efficiency and staff allocation, trainingy-planning and access to schooling as
well as frameworks for other programmes. Secondnge of groups was formed to
support various cluster needs such as cluster nreamag committees, subject groups
and exam committees (Dittmar et al., 2002, pp. 24tBereby enhancing democratic
participation by involving various stakeholdersediucation. Despite the fact that the
SCS was successfully piloted in the Rundu Regioth later developed to other
regions, Mendelsohn and Ward (2001, pp. 15-16) earghat its effective
implementation was still being hampered by a nunobehallenges and constraints.

2.2.3 Formalisation of the SCS

As mentioned previously the non-formalisation o tBCS was seen as one of the
challenges undermining its effective functioninglamplementation. The Namibian
Presidential Commission on Education and Trainiigl®99 recommended the
formalisation of the SCS and the development ofst@iu Centres into centres of
excellence at local levels (Namibia, MBESC, 1999,1f1). Echoing this notion,
Mendelsohn and Ward (2001, p. 63) in a review & 8CS, pointed out that by
formalising the SCS, benefits of the clusters coblel better sustained and problems
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encountered and lessons learnt from implementiegsiistem could be dealt with
within the boundaries of a legal policy framework.

In April 2005 the Ministry of Education issued adbrdraft national policy on the
formalisation of SCS in Namibia. The document csisschiefly of findings from the
Research and Information Services of Namibia’'s (RAIN) current research on the
SCS and it invites input from various stakeholdetswever, it is difficult to find the
ministry’s voice in this draft policy and hencefdi@lt to identify the official position
on whether and how the SCS should be formalisedhdétime of writing there was
still no clarity regarding the formalisation of tBES.

2.3 The Theory

Against this background | now turn to managemertt kadership theories which
may be seen to inform the SCS. What has emergedféinus that the SCS may be
seen as an example of decentralisation of the édacsystem, devolving decision-
making to grassroots levels and aiming at broadetigipation. A discussion of
theories which support these notions now seemspppte.

However, it is necessary first to distinguish beiwethe basic concepts of
management and leadership, for though the litezaatitimes collapses these | argue
that they are twdlifferentthoughrelatedconcepts which can be combined to deliver
guality in any organisation or system of educatibme implementation of the SCS is
influenced by both management and leadership, aBmaiynngs will reveal; hence the

need to distinguish between them now.

Management is described as task or result-oriedtecording to De Wet in Van der
Westhuizen (1991),

management is viewed as a process through whichnikeager co-
ordinates the activities of a group of people byan®e of planning,
organising, leading and controlling in order to iegb specific set
organisational goals or aims (Van der Westhuizé811p. 39).
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For Schmuck (1986) management is also about theotigwwer or authority to
control what happen in the organisation. He furtsteesses that managers act in the
interest of the organisation rather than individuahd they act in a rationally
detached way (Schmuck, 1986, p. 5). Managemensasassociated with issues such
as “efficiency and stability” and “things” rathdran people (Hoy & Miskel, 1991, p.
374; Owens, 2001, p. 250).

Leadership, on the other hand, is seen as peogdeoess oriented. Hoy and Miskel
define leadership as a “social system shared amtmgrs” and a “social influence
process in which intentional influence is exerted ibdividual(s) over others to

structure activities and relationships in a grouprganisation” (Hoy & Miskel, 1991,

p. 374). Leadership is also described as a “cap&gimobilise a potential need in
followers” to achieve certain objectives (Hunt, 299. 210). According to Schmuck
(1986), leadership is about earning power throwglognition by followers. He also
argues that leaders act for the “welfare of theitofvers’ wishes, interests and
concerns”; and that they value “teamwork and togmitiss among followers” in
striving “to accomplish shared visions” (SchmucRkg8&, p. 5). Furthermore, House
and Aditya argue that leadership involves the alditon of an organisation’s vision
and the introduction of major organisation chaniges§ier & Achua, 2001, p. 18).
The picture that emerges positions leadership aenéally a personal and inter-
personal process, whereas management is vieweeirgs ¢hiefly about systems and

structures.

Despite the fact that there is a clear-cut dismmctbetween management and
leadership, it is also true that these two concamsnterlinked and mutually related.
Management and leadership functions complement ethan and both are needed in
any organisation. Lussier and Achua (2001, p. I8htpout the relation of the two
concepts by explaining that “management is the emmgintation of the leader’s vision
and changes introduced by leaders, and the maimtenand administration of
organisational infrastructures”. In contextualisirigis for education practices,
educational managers plan and budget, organisaliowhte staff, control and solve

problems in their organisations, while educatioleglders establish directions with
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vision and strategies, align people, initiate cleangnd motivate and inspire
colleagues and followers. Organisations clearlydrizeth.

Schmuck (1986) argues that education administrabenefits largely when it

combines management and leadership skills to fatglchanges and development.

Management produces efficiency, concern with detad co-ordination,
and the wherewithal to keep educational developnoentrack; at the
same time leadership brings the energy, enthusiasm, commitment
required to get educational development on trackif&ick, 1986, p. 5).

Adapting Schmuck’s argument to the context of S@fs implies that without
management Cluster Centres and schools could cpae at the seams with too
many short-lived programmes; and without leader€tigster Centres could become
dull and routine-bound places. Therefore the effedmplementation and practice of
the SCS need managers capable of leading as welbaaging. Given this claim |
review selected theories from the fields of manag@nand leadership, which are

seen as relevant to this study.

In the first section it was explained that the gaahd rationale of the SCS were to
bring about a practical approach to education mamagt in Namibia that is both
democratic and participatory. The approach wagdanstorm the education system
beyond bureaucratic practices in education poloplémentation and to improve
service delivery. The SCS evolved as a useful poaviding opportunities for better
education management and planning practices, isioigdhe participation of major
stakeholders in education and fostering co-operasimong schools in democratic

ways.

The thinking behind the goals and the rationaletlierSCS is underpinned by several
key current management and leadership theoriefichw now turn.
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2.3.1 Site-Based (School-Based) Management (SBM)

SBM is believed to “structure relationships betweksiricts and school sites in a
manner that places much power, authority and acability in the school” (Vincent,
2000, p.1). Vincent further argues that it has pgbe&ential to enable comprehensive
reform for schools and districts seeking to impredeicational systems. Malen et al.
define SBM as a

form of decentralisation that identifies the indiwal school as the
primary unit of improvement and relies on the redstion of decision-
making authority as the primary means through whiciprovements
might be stimulated and sustained (in Ortiz & Oga2@00, p. 487).

It “represents a change in how a school distritisctured”, that is how authority
and responsibilities are structured and shared dmtvithe district and its schools”
(Lunenburg & Ornstein, 2004, p. 56). Bezzina (1997197) also argues that the
practice of SBM *“involves significant and considtesiecentralisation” whereby
authority to make decisions related to the allacatf resources is vested at school

level.

Lunenburg and Ornstein (2004, p. 56) explain thakestructuring, SBM can change
roles and responsibilities of staff within a schoahd can also affect the
“organisational structure of the central schooffice with regard to its size, roles and
responsibilities”. They further argue that the picc of SBM allows professional

responsibilities to replace bureaucratic regulaion

In this sense, the SCS is a manifestation of SB&hbgse most management decisions
and training take place at local schools and atastealso has the potential to change
the hierarchical structure of schools and rolestaff as well as the allocation of
resources. For example, one school in each cltstéis central and accessible to all
and has adequate facilities is selected as a ClQstetre with a principal providing

general leadership and supervision of all actisitien the clusters. These
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characteristics are likely to enable what Lunenbamg Ornstein (2004, pp. 56-57)
claim about SBM, namely the ability to “share tlezidion-making authority with the
schools’ major stakeholder groups, namely teacheasents, students and other
community members through school-site councils”’isTwas clearly part of the
thinking when the SCS was established, becausenberuof management structures
support the SCS:
* The Circuit Management Committee consisting of @péctor for Education,
an Advisory Teacher, CCP and co-opted community bezm
* A Cluster Management Committee made up of CCPashhirperson, school
principals from satellite schools within the clusé®d co-opted members such
as Head of Departments (HODs) and School Board raesnb
» Cluster Groups or Committees on subjects and atkeds such as sports,
culture etc., headed by subject facilitators wipealised knowledge in the
matter; and cluster examination committee headedH®Ds or Senior
Teachers (Dittmar et al., 2002, pp. 23-26).

These structures have certain roles and respatisiilas well as a degree of
autonomy to collectively undertake shared decisitesm training and planning and
to co-ordinate various tasks in the cluster.

According to managerial principles articulated bylafski in Lingard, Hayes and

Mills (2002) a reform intervention “should be aim&dachieving more efficiency and
more effectiveness, while at the same time seekioge representative and open
bureaucracies, more democratic participation anceraquitable outcomes” (Lingard

et al., 2002, p. 16). Similarly in a review of SBHezzina (1997, p. 198) says that
SBM is about the ownership and empowerment of Kalgeholders in educational

decision-making that offers the potential enhancemé organisational effectiveness
and improved learner outcomes. One good exampiei®trend is the innovation of

joint Cluster School Boards in several circuitsRaondu Education Region, whose
boards submit reports to circuit offices about nggamaent practices and curriculum
delivery at schools in their Clusters, thus briggimprovement through informal

collegial decisions (Mendelsohn & Ward, 2001, p. 14
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Putting SBM theory into practice affords opportiest for Cluster Centres and
satellite schools to practice more participatomnt® of management. The devolution
of power emphasised in the practice of SBM haspbential “to curb isolation
among schools, increase job satisfaction of thehieg fraternity, promote direct
participation of all relevant stakeholders in ediomg and raise community
understanding” (Lingard et al., 2002, pp. 16-17.view of decentralisation and
democratic principles, Lingard et aibi@l.) argue that “decisions should be made by
those who have access to the best local informatiamo are responsible for

implementing policies and who have to bear the equences of the decisions.”

Drawing on Bezzina’s arguments of SBM’s role intmesturing, clusters can be seen
as centres of critical inquiry and not mere targétshange. The SBM concept entails
a collaborative approach to education developménbugh staff development,

networking and problem centred activities by vasi@mommittees with the focus on
the learners’ needs (Bezzina, 1997, p. 198), hémeaeed to look at the notion of

collaborative management.

2.3.2 Collaborative Management

Clegg, Kornberger and Pitsis (2005, p. 250) expthaat collaborative management
“ensures co-operation, mollifies conflicts, and aechtes integration”. They further
note that “collaborative management is an imponaeans to access new knowledge
and transfer skills that an organisation lackseffd et al., 2005, p. 260). Dittmar et
al. (2002, p. 13) say that the “framework providgdclusters brings people together
in various collaborative groups and this enhanaeposverment and integration”.
These notions of transferring skills and learniogether, increased cooperation and
decreased conflict underlie the purpose of the SESlier in this thesis it was
mentioned that one of the purposes of the SCS avasirb isolation among schools
and bring about co-operation among them and tloemmeunities through meaningful
contact between neighbouring schools and otheebtd#ters in education. Schools
within the cluster are expected to work togetheHaboratively, mapping out
resources and networking to share the resourdée tioenefit of all schools.
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According to Clegg et al. (2005, p. 260), collaliora can also trigger the creation of
knowledge and organisational learning when scheatsk closely together with
stakeholders in education. This implies that thelémentation of the SCS can enable
the cluster centres and their satellite schoolxdbbaboratively share knowledge
internally with their members and externally witarmus stakeholders at regional
levels namely Resource Teachers (RTs), Advisoryches (ATs), Inspectors of
Education (IEs) and other officials. However, Whéa cited by Ipangelwa (2002)
cautions that

creating a collaborative management culture alspires that those in
senior management positions learn to see theietshg roles as one of
empowering others in the organisation rather thantrolling them
(Ipangelwa, 2002, p. 21).

This implies that the implementation of SCS needBaborative and interactive
leadership among education managers at meso- arwlo-lavel to ensure

collaborative management.

From the Namibian perspective those in senior [wost such as Inspectors of
Education, Advisory Teachers (ATs) and Cluster @erincipals (CCPs) have
relinquished certain tasks and powers at both elusmtd school levels. For example,
Inspectors of Education often delegate certain mpament tasks and decision-making
about cluster centres and satellite schools to C@Rsugh circuit and cluster

management committees. Dittmar et al. (2002, paP@)e that

when inspectors intervene at individual schoolgytlshould do so in
collaboration with the CCP, and CCPs can standinrfspectors when
they are away from their offices, allowing ... theinpipals to gain
experience in that kind of work.

Similarly, Advisory Teachers for various subjectgaymalso channel their subject
inputs in cluster-based subject groups to reachteathers within given clusters
through trained cluster subject facilitators (Diinet al., 2002, p. 11; Mendelssohn &
Ward, 2001, p. 15).
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2.3.3 Patrticipative Management and Leadership

Stewart and Dinkmeyer (cited in Udjombala, 20022@) describe the participative
style of management and leadership as a philosdpay puts emphasis on
involvement, based on the concept that employeesest to the job have the
necessary experience and knowledge to develop é¢isé dolution to job related
problems. Mungunda (2003, p. 25) argues that ppative management “allows and
encourages subordinates to participate in decidiwaisaffect them or organisational
operations” including those persons who are “tccai@those decisions”. These ideas
are similar to those expressed in the Namibian ldpweental policy document:
Toward education for allon reform intervention in education. The Namibian
government emphasised that management and leguénshi democratic education
system should be “characterised by broad participatf stakeholders at local levels”
and by “clear accountability of educational leadarsl implementers” to ensure
effective implementation of the reform programmeughbia, MEC, 1993, p. 4).

It is believed that change happens more effectiveign it involves people within
organisations. Consequently organisational gatedmweplay an influential role in the
process of change. The way in which change progesreme managed and the way
in which people are directed on how to go aboungbkadetermine the effectiveness
of what is desired. To illustrate this Evans (1996,22) argues that education
managers and leaders who are participative “reighgoonventional uses of power
and politics and nurture shared governance andegiall interaction” instead.
Literature also claims that any education reformmeal at school improvement is
embedded in the ethos of empowerment and collegigtirough participatory
leadership of education managers.

Therefore the implementation of the SCS requiraditional management approaches
to be replaced by “shared governance and leadeastuollegiality” (Evans, 1996,

p. 231) if it has to serve its purpose. Somechddmge Mungunda (2003, p. 25) argues
that flatter management and decentralised authetityctures have the potential of
achieving outcomes unattainable by the traditidoptdown bureaucratic structures

of schools. Somech (in Mungunda, 2003) further sstg)that employing current
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approaches of leadership and management in edacatich as participative
management holds the potential for implementingngkain schools ilgid.). In
addition Topnaar (2004, p. 19) argues that in engutemocratic education, there is a
need to “increase participation in school-communitglations” by creating
“meaningful relationships among teachers, pardetsners and principals in schools
within clusters”. Therefore it is argued that “indamocratic education system for a
democratic society, teachers must be active creand managers of the learning
environment and not just its masters and caretakBiamibia, MEC, 1993, p. 42).
Indeed, it seems clear that the participation bétakeholders in educational reform

strategies such as the SCS is vital to ensure ssicce

According to Evans (1996, p. 231) the need forigigdtion rests on three core
beliefs: “rightness, effectiveness and transfet”islunderpinned by the belief that
“shared leadership and a culture of collaboration &ollegiality ... encourage
democratic virtues and a high standard of perfogeagbid.). This is simply because
when people are collectively involved in decisioakimg in their organisation they
work better, boosting performance in the organisasis a whole. According to Evans
(1996) the goal of participative management isajo the unique resources of each
organisational individual, creating an intellecttmmmunity of lifelong learners
(ibid.). It can then be argued that the practice of pigdtive management may
unleash the knowledge and skills of cluster memtiermugh collegial leadership and

collaboration in various committees within clustefschools.

Moreover Ipangelwa (2002, p. 22) argues that thactpre of participative

management can enable organisations to “produdeduglity decisions and plans by
involving the skills of different perspectives aaxpertise in developing solutions”.
For example, cluster members from different schamdy form a committee to work
on a certain cluster agenda such as organisingcaaddinating cultural or sports
activities. Ipangelwa (2002) also argues that @regarticipation of educational
stakeholders in school matters can promote greagponsibility, accountability,

commitment and support of policy implementation dedrner performances in
schools ipid.). This is because through participative leaderstipool leaders create
cultures that contribute to team spirit and orgatiimal integration. For instance,

when individuals or various subject groups and cdtees are given certain roles and
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tasks to accomplish, it provides opportunities ifattividuals and groups to enrich
their professional experience and pursue profeakiotevelopment, gaining
ownership of common goals. According to Ipangelw200Q) stakeholders’
participation in management issues such as “plgnaimd decision making at school
level” may assist in “overcoming resistance to gearand ineffective practices”
(ibid.). Bush (2000, pp. 64-66) similarly believes that “true participation and
collegiality”, stakeholders “share a common setaities”, work together to “examine
the challenges” they face, and “consensually asmidemake decisions” on a number

of organisational matters.

Drawing on the literature it is obvious that broagearticipation of organisational
members may contribute significantly to the develept and building of leadership
and management capacity in organisations. Davidoff Lazarus (2002) emphasise
that leaders who employ participatory managemest leadership approaches in
schools encourage “respect for one another, opsnt@ssparency, accountability,
and meeting structures that maximise participatiidavidoff & Lazarus, 2002, p.
177). They further argue that this is because @paiive leaders have a tendency of
“showing interest in others, affirming the contiloms made by people and
ultimately, the recognition that every person ma&egaluable contribution” which

needs to be fostereibid.).

2.3.4 Teamwork

| regard teamwork as an essential prerequisit¢h®effective implementation of the
SCS and hence the need to discuss it here. Thevim#&nsoncept is associated with a
sense of shared purposes and collective respatysdnihong team members. Lussier
and Achua (2001, p. 249) believe that teamwork he tunderstanding and

commitment of group goals on the part of all teaembers”. Hayes (2002, p. 113)
argues that team leadership is characterised bgrtheiples of “keeping goals clear,

building confidence, commitment and skills, manggexternal relationships, creating
opportunities for team members and doing real woBfiared understanding and
close interaction toward a shared commitment ans tjualities which characterise
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teams as distinct from groups of people. In the@ss of interaction team members
learn from each other and combine skills needecadocomplish the team task.
Therefore teams are considered to be highly “speedh groups” characterised by
“equality” in the sense that they share respongibilbut also “individual
accountability” (Lussier & Achua, 2001, p. 249).

In the organisational structure of the SCS, theeenamerous committees that support
its operation and can be referred to as teams, Ilgame
* ateam of all the Cluster Centre Principals inrauit with the Inspector of
Education as a team leader
* ateam of all the principals in each cluster ledheyCCP
» teams of subject teachers according to their sliati@n led by subject
facilitators with in-depth subject knowledge
» ateam of all School Board chairpersons led byafrikem and

» sub-teams of various disciplines according to elusteds.

Team leaders such as Inspectors of Education, CSBBject Facilitators and
chairpersons of various other committees belornfpeéadeam and operate from within
it and are therefore entrusted with responsibititgive teams direction and vision to
ensure teamwork. Therefore as team leaders, tleegxqected to play a significant

role in team building, team managing and team enepiony.

In team building, team leaders need to “encouradgesion between team members
and establish a sense of professionalism or workmgpetence through training”
(Hayes, 2003, p. 113). This may allow team memtmeidentify with their team and
feel proud of belonging to it. The other aspecteaim building emphasised by Bloisi,
Cook and Hunsaker (2003, p. 406) is the role ahtézaders to “clarify personal and
team goals, and harmonise them to share commoonyigurpose and goals” which
will point out where the team is heading. Bloisiadt (2003) further argue that in
clarifying goals, team leaders direct their teams loow “decision making,
participation, team improvement, and conflict resioh can be undertakenib{d.).
Adapting the ideas of Bloisi et al. (2003), tearders in the SCS can mobilise teams
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to analyse the existing situations of their clustehare their goals and create common

cluster visions.

Additionally Hayes (2003, p. 113) argues that irgamisations that emphasise
teamwork, the roles of team managers are to enthate “overall organisational
targets and timeframes are established and negpbtigion both with the team and
with other sections of the organisation”. HayesO@0also emphasises that team
managing is about ensuring that the teams havee$ado the resources they need and
an effective monitoring mechanism to see how teanagress” ipid.). This may
enhance empowerment in the organisation whichgardeed as an important concept
in teamwork. Hayes (2003) explains that the phpbgo of empowerment in
management assumes that the “day-to-day decislom# avork are best undertaken
by those who are doing the work” i.e. team memigdrisl.). The SCS framework
provides empowerment opportunities to cluster membyg bringing people together
in various collaborative teams where they sharepamsibility and authority.
According to Dittmar et al. (2002, p. 13) the “dgddéion of authority to circuits and
clusters empowers principals through circuit angstgdr management committees to
make decisions”. When cluster members are givehoaity and their contributions
are recognised they are likely to be motivatedddleir work well and increase the

interaction among themselves.

To ensure effective teamwork in organisations Ha2€92, p. 114) and Lussier and
Achua (2001, p. 275) recommend a number of maralgand leadership roles for
team leaders. They may:
» break the overall goal down into a number of smallanageable targets
» work towards developing a set of sub-goals, whenh lee used to identify
training needs within the team, encouraging teambss’ commitment to
overall goal
* emphasise team rather than individual recognitrmhr@wards but recognise
individual and team needs, and attend to thentimely fashion
» create opportunities through which individual teax@mbers can build up self-
confidence, which in turn contributes to a profesai and committed

approach
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» identify and build on the team’s strength by depéig the team’s capabilities
to anticipate and deal with change effectively

* empower teams to accomplish their work with minimétrference by
encouraging and supporting team decisions

* inspire and motivate teams toward high levels ofgpgmance by providing
teams with challenging and motivating work

* develop trust and a norm of teamwork among team lveesn

» streamline obstructive organisational processeghwtause delays in the

transmission of information or the implementatidmedorms.

Hayes (2003, p. 13) further argues that organisatan go much further in the
process of team management, by “building self-madatgams and transforming
them into self-leading teams”. Self-managed tearas be distinguished from
ordinary teams in the sense that they are involmettam learning. According to
Heller (1998), self-managed teams are characterigedhe “culture of sharing
leadership roles, a high rate of autonomy, opewudson leading to democratic
decision-making, control over team activities aothlt self-accountability based on
individual and team results” (Heller, 1998, p. 2BEsides speeding up decision-
making and innovation, self-managed teams inspigarosation members to connect
with the organisational vision in a very specialywtney see the organisation as the
means by which they can effect key issues and dpwubkir leadership skills. Lussier
and Achua, (2001, pp. 251-252) argue that at thest self-managed teams succeed
because most people are “goal-directed social bemo gain a feeling of
satisfaction from achieving goals with others”. A this background it can be
argued that the notion of self-managed teams caof Ibenefit to the SCS because
their practices create a work environment that @tes people to become self-

motivated.

According to Lussier and Achua (2001) the advardageteamwork include the
“achievement of synergy which involves creativeoperation; mutual support and
peer evaluation to help teams make better decis{@ussier & Achua, p. 253). They
further argue that self-managed teams make valuedsgributions to continuous

improvement and innovations and enhance work satish and job security, by
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instilling self-esteem and self-fulfilment amongame membersil§id.). The self-
managed teams’ practice of team learning througimtgsessions is applicable to team
leaders in the SCS to organise training and indootrorkshops for newly appointed
cluster members. It could also be of good use kerotailor-made cluster forums
where cluster problems can be discussed to reatdirceolutions. Other key learning
grounds for self-managed teams emphasised by lussié Achua (2001) are
dialogue sessions, post-activity reviews and teastimgs where feedback is shared

and used as a tool for improvemeibid.).

As mentioned above better management and leadesships in organisations with
vision because organisational members are all &mtasid committed to that shared
vision. The development of teams into self-managadhs also allows empowerment
and builds meaningful capacities of organisatiomakmbers in managing
transformation. It can therefore be argued thatectiffe teamwork creates

opportunities for transformational leadership, tuak | now turn.

2.3.5 Transformational Leadership

After nearly three decades since its formulati@nsformational leadership remains
an exciting approach that brings and sustains ahamgeducation systems. Lussier
and Achua (2001, pp. 285-283) describe it as aelship that serves to change the
“status quo of a system” by articulating to thedwalers the problems in the current
system and “establishing a vision” of what a neganisation could be. According to
Hoy and Miskel (1991, p. 403) and Leithwood, Jamtzd Steinbach (1999, p. 787)
transformational leadership theory is based onctitecal elements of charisma or
idealised influence, inspirational motivation amdellectual stimulation that enhance
understanding of the leadership phenomenon in ¢éidneh organisations. According
to Lunenburg (2003, p. 9) “educational leaders Ehoammunicate a sense of where
the organization is going, develop the skills arulittes of subordinates, and

encourage innovative problem solving.”

26



Through idealised influence, transformational leadeticulate a clear sense of vision
and purpose, taking into consideration the foll@vérdividual considerations. This
practice requires those in management positiongaio attention to the needs and
potential of organisational members’ developmenbubh delegation, coaching,
mentoring and giving constructive feedback. Tramsfdional leadership also implies
that “the needs of leaders and followers are reghrds more interdependent,
involving leadership of mutual trust between leadand those being led” (April,
Macdonald & Vriesendorp, 2000, p. 46). From thisnpof view leadership should
therefore not be seen as a one-man show but ratbhellective practice where both
the leader and the led (followers) mutually agreel &qually contribute to how

leadership can be undertaken in the organisation.

Leithwood (1996) emphasises that “Transformatioleadership is of significant
value in restructuring schools” (in Hoy & Miskel991, p. 396). The essence of
transformational leadership is to reform programraed this is significant because
the approach recognises the “importance of shaadekship and the recognition that
leadership process are embedded within the cuttieach organisation”, shaping it
and being shaped by it (Hoy & Miskel, 1991, p. 396jerature on organisational
culture claims that any leadership strategy that tdluence the culture of an

organisation is likely to bring about change

From the perspectives of Hoy and Miskel (1991,98)3April et al. (2000, p. 47) and
Lussier and Achua, (2001, p. 483), transformatioealders have the following
common attributes:
» they define the need for change and regard theesaly change agents
» they are courageous visionaries who have greatitrdiseir intuition, create
new visions and muster commitment to the visions
» they are capable of articulating a set of coreesliat tend to guide their own
behaviour
» they believe in people and show sensitivity tortheieds
» they inspire people to transcend their own selsest for the good of the

organisation
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» they possess exceptional cognitive skills and elie careful deliberation
before taking action

» they are life-long learners, flexible and openearh from experience, and
view their own mistakes and those of others asiegropportunities

» they are able to handle complexity, uncertainty amibiguity.

These key attributes are applicable to Cluster i@drtiders. The introduction of the
SCS in the Namibian education system requires pgpoiatment of principals as
CCPs with added responsibilities. According to mat et al. (2002), upon
appointment to CCP positions, principals’ leadgrshole “broadens to include
general management supervision, co-ordinationusitel activities and other regional
development programmes” (Dittmar et al., 2002, 1. 18). In their new roles of
managing clusters, CCPs are required to suppordegand supervise the satellite
schools and co-ordinate and promote activitiesha ¢lusters in collaboration with
other school principals.

According to Hoy and Miskel (1991, p. 397), by swng organisations with
subsystems, school administrators deal with a “vaiday of problems, situations and
people”; therefore they must have a range of asliand skills to lead effectively.
Consequently Dittmar et al. (2002, p. 4) also arthat the SCS framework requires
“CCPs to have strong and committed managers; vigibrvthat extends beyond their
schools to the needs of all other schools and @aheunity in the cluster”, hence the
relevance of transformational leadership in thelamgntation of the SCS. Clegg et
al. (2005, p. 245) emphasise that transformatitazalers are the ideal people to have
during major organisational change because theg ltlae “visionary component of
the charismatic leader” and also the “staying poteeprovide energy and support”

throughout the change process.

Furthermore, Cook and Hunsaker (2001) believe thatrole of transformational
leadership in a period of change is distinguishdbben traditional management
because whereas the latter “promotes stabilityhsi@mational leadership “goes
beyond that”. They argue that transformational éeadenergise others with visions

and strategies of how to refocus and revitalisddhger organisation”, therefore they

28



create significant change in the followers and oiggtions they lead (Cook &
Hunsaker, 2001, p. 508). Leavitt and Burns als@rréd them as ‘pathfinders’,
because unlike other traditional leaders, transédional leaders “mobilise influence
across organisations with faith and authenticity”tsat others may follow the path
they envision (in Cook & Hunsaker, 2001, pp. 508)50This style of leadership
would be an appropriate one for CCPs and other teaders in clusters to question
the status quo and look at old problems in schoahagement and curriculum
implementation in new ways. This may encouragelaiter members to bring about

desired innovations in their schools.

Sergiovanni et al. (2003, pp. 193, 208) argueti@dern educational managers “have
to be transformational leaders who can lead anéldp\a collaborative work culture
that empowers and strengthens schools to invent approaches that provide
management support to schools”. They expect “puadsi to have strong, technical
skills for management tasks, interpersonal skils brganisational culture and
collective leadership”ilfid.). Additionally it is argued that modern manageega to
equip themselves with the leadership capacitye¢hables them to deal with “abstract
concepts and intangible qualities” (vision, sharelues and ideas) within the
organisation (Daft & Marcic, 2004, p. 431). Theyther argue that these leadership
gualities enable transformational leaders to “budlhtionships, give larger meanings
to diverse activities and find common ground toistnfollowers in the change
process”. In this respect Dittmar et al. (2002premend that “where needed, training
should be provided to Cluster Centre Principalaspects such as management and
leadership, office administration, financial marmagat, and education planning”
(Dittmar et al., 2002, p. 24).

2.3.6 Learning Organisations

The scope and depth of change brought about b @ points to a basic need that |
believe is inescapable, namely that clusters caorbe learning organisations. The

SCS represents a radical departure from the toaditi hierarchical centrally
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controlled system of education governance andatnsefair to claim that clusters

which fail to learn continually are unlikely to t»e or even survive.

According to Braham (1996, p. 15), it is importémt any organisation or individual
to continually learn to keep up with change in thseirrounding environment, hence
the notion of learning organisations. Garvin (irh&itz, 2003, p. 82) defines learning
organisations as organisations that are “skilledreating, acquiring and transferring
knowledge, and modifying their behaviour to reflabie new knowledge and
insights”. Cluster Centres and their satellite stfiocshould also be regarded as
learning organisations. The implementation of tH@SSas a reform strategy in
education requires clusters and their satelliteoglshto interact and learn together
nurturing “inter-relationships among themselves aaldo with their external

environment”, to bring about improvement (Lunenb&r@rnstein, 2004, p. 32).

It is emphasised that learning in organisationuc@n many ways. Dutton argues
that organisations learn “when they develop a chradl honest understanding of
current reality that is accessible to the wholeaargation” (in Senge et al., 2000, p.
552). He further believes that organisations leatren they “use the reality to
produce new equally accessible knowledge that hedople to take effective action
toward their desired future’ibid.). In their operation the cluster centres and their
satellite schools carry out school self-assessn{&34s), agree on shared visions and
statements, and establish Cluster Development Rl@d#s) as well as School
Development Plans (SDPs). The idea of SSAs wasdated by the Basic Education
Support (BES) project’s School Improvement Progi&iP) to certain schools and
then adopted by all schools to monitor the improeetrand progress in curriculum
implementation and general school administratiachoBls’ SSAs are also used by
the IEs, ATs and RTs during school visits to apptisemselves of the situations at
schools and advise schools accordingly. This ishéur strengthened now because
according to the Programme Quality Assurance’s (PQifcular of August 2006, the
SSA is a national requirement by the National Saatsl and Performance Indicators
in Namibia (Namibia, Ministry of Education, 2006p, 3). It is through this
continuous cycle of self-assessment and re-alighntleat clusters exhibit the
behaviours associated with the learning organisati€lusters as learning

organisations continually engage themselves in mymactivities that foster inter-
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relationship and continuous learning. Drawing froomenburg and Ornstein (2004,
pp. 35-36), these activities may:

* create opportunities

e promote inquiry and dialogue

* encourage collaboration and team learning

* create systems to capture and share learning

» empower people toward collective visions

» connect the clusters as organisations to theirenwient and
* provide strategic leadership for learning.

In The Fifth Discipline Senge (2006) argues that becoming a learningh@af#on is
an ongoing process that requires the input of thelevorganisation and its internal

and external environment.

2.4 Conclusion

The SCS in Namibia is an example of a successfakrdealisation process of
democratic education governance in a democratietyowhereby decision-making
has been effectively transferred from central tal@r grassroots level. The SCS as a
reform tool has strong components of innovation ahdnge and is informed by
emergent non-traditional management and leadeps#igpectives that are beneficial
to the transformation of any education system. Teat chapter discusses the

methodology used in conducting this study.
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CHAPTER 3: METHODOLOGY

3.1 Introduction

This chapter outlines the research methodologyth@dtrategies used to explore the
perceptions of Cluster Centre Principals of the S@8plementation. It explains how

| attempted to find answers to my chief researchl,gonamely to explore key
implementers’ views of the enabling and inhibitifagtors in the implementation of
the SCS.

3.2 Research Design

3.2.1 Orientation and Approach

The research is a qualitative study conducted énirtkerpretive paradigm. Creswell

(1998) defines qualitative research as

an inquiry process of understanding based on distimethodological
traditions of inquiry that explores a social or lmmproblem. The
researcher builds a complex, holistic picture, ysed words, reports
detailed views of informants, and conducts the ystinda natural setting
(Creswell, 1998, p. 15).

Qualitative research studies are useful when thepl@y “rigorous data collection
procedures of inquiry” and begin with a “single dscthat seeks deep detailed
understanding” of a phenomenon being studied (Cx#s®998, pp. 20-21).

Creswell (1998, p. 24) explains that using a qatlie approach, study designs are
based on broad philosophical assumptions, posdialemeworks, problems and
guestions. Creswell (2003) states that qualitatiesearch is fundamentally
interpretive. This means the researcher interghetglata by developing descriptions

of individuals/settings, analysing the data fomties or categories, and finally making
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an interpretation or drawing conclusions about rth@ieaning, personally and
theoretically, about lessons learnt and suggesiingstions to be asked (Creswell,
2003, p. 182).

Murray (2005, p. 2) describes interpretive reseashan orientation that adopts a
hermeneutic approach which focuses on the subgativderstanding of human
experience and the meaning of the phenomenon bsingied. Drawing from

Cantrell, (1993, p. 84) and Taylor and Bogdan (1928), one understands that the
interpretive paradigm allows a researcher to undedsthe situation or phenomenon
from the respondents’ own perspectives and to pné¢rthe meaning of their

experiences within the social and cultural contgixthe natural setting. This could
lead one to “search for deep perspectives on pédaticevents and for theoretical

insights” (Bassey in Topnaar, 2004, p. 33).

Ritchie and Lewis (2003, p. 7) emphasise that thterpretive researcher must
“understand the meaning of social actions withi ¢bntext of the material condition
in which people live.” They explain that an intespve orientation is seen as integral
to the qualitative tradition because its practicevigles a holistic understanding of
research participants’ views and actions in thetexds of their overall lives. It

focuses on the importance and interrelatednessffefaht aspects of people’s lives
and the recognition that various cultural factotaypimportant roles in shaping

people’s understanding of their world (Ritchie &iie, 2003, p. 7).
In undertaking this study my interest was to uniders the perceptions of two Cluster
Centre Principals of their experience of the SCShead principals at their cluster

centers. To achieve this | employed several ddtaatmn tools within the ambit of a

case study.

3.2.2 Method

Creswell (1998, p. 61) defines a case study asxplomation of a case over time
through detailed, in-depth data collection invotyimultiple sources of information.
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Baker (1999, p. 321) focuses on a “single orgaimsainstitution, event, decision,
policy, group or possibly a multiple set”. Yin (19&. 23) defines it as

an empirical study which investigates a contempopaenomenon within
its real-life context; when (the) boundaries betwé®& phenomenon and
context are not clearly evident, and in which npdtisources of evidence
are used.

Baker (1999, p. 326) says that case studies ard amwopriate in educational
research when they use comprehensive strategiassingle social environment to
reach theoretical conclusions with widespread iogpions. Additionally, case study
methods allow researchers to retain holistic andnimgful characteristics of real-life
events such as organisational and managerial meséMerriam, 2002, p. 205; Yin,
2003, p. 2). This implies that by using a case\sw@gproach the researcher keeps a
sense of “reality”, that is a sense of what redigppened with regard to the

phenomenon studied.

According to Hitchcock and Hughes (in Cohen, MangoiMorrison, 2000, p. 182),

the case study method is used in educational @&@sdagcause of its numerous

hallmarks:

» It focuses on individual actors or groups of actarsl seeks to understand their
perceptions of events.

» It highlights relevant specific events.

* It attempts to portray the richness of the cageport writing.

| was interested to use a method that focuses @rfrith and vivid description of

events” to provide an analysis of the events incése as they chronologically unfold.

The method relies on multiple sources of evidetioesefore data often converge in a

triangulation fashion (Yin, 2003, p. 138).

Drawing on Coleman’s advantages of case study ime@e@t al. (2003, p. 184), case
studies recognise the complexity and embeddedrfessca@l truths. They carefully
present discrepancies or conflicts between the pogws held by research
participants and are capable of offering some suppoalternative interpretations.

Cohen et al. (2003) further argue that since casties make the research process
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accessible, they contribute towards the deceratadis of decision-making and
knowledge itself, because at their best they alleaders to judge the implications of

a study for themselves (Cohen et al., 2003, p. 84).

Other strengths of case studies, drawn from Ne&sbiatt in Cohen et al., 2003, p.

184, are that:

* Results are more easily understood by a wide aodiand speak for themselves.

* Unique features are captured that may otherwiséogein larger scale data such
as surveys, this enabling readers to understansittheion studied.

» Case studies provide insights into other similaragions and cases.

» They can embrace and build in unanticipated evemdsuncontrollable variables.

The factors mentioned above influenced my use & dase study method.
Throughout the study process | strived to undedstard reflect on what it was like to
be a Cluster Centre Principal according to thein axperiences of, thoughts about
and feelings for the SCS. The purposeful sampliag wsed to identify the cluster
centres where the study was conducted, with the dfehe former acting Inspector of
Education for that circuit. | was interested inabing a range of experiences and
hence included a CCP from a rural cluster who hehla principal before the SCS’s
implementation and a CCP from a semi-urban CluSemtre who only became a
CCP two years after the implementation of the SO®% other implementers of the
SCS involved in the study were the current and &rimspectors of Education for the
same circuit, parents, teachers and principalshef gchools in the two Cluster
Centres. Permission to carry out the study wastgdahy the Regional Educational

Officer (Deputy Director).

3.2.3 Working with Data

This section discusses methods used in data gadhereports the process of
generating the data and finally explains how the egere analysed.
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3.2.3.1 Data gathering

Following Creswell’'s (1998, p. 123) advice that ¢ase study involves the widest
array of data collection as the researcher attetopltsiild an in-depth picture of the
case”, a variety of data collection techniques wesed, namely document analysis,
semi-structured interviews and focus group disaunssi These tools were felt to be
appropriate for the interpretive paradigm becahsg tvould complement each other
and each would compensate for the limitation of ofieer (Patton, 1990, p. 245).
While observation was not initially part of the a@aechniques to be employed in
certain cases it seemed the right thing to do,rgihe fact that | was a practitioner
conducting research in my area of practice. Theeefmme observational comment

was used in the study to complement evidence flemain data techniques.

| spent one week at each cluster centre, namel{71(33.2006 at one cluster centre
and 27-31.03.2006 at the other. A site visit progre was used to systematically
collect the data in a chronological way. Thus oa flist two days of the week
document analysis was carried out followed by therviews with the CCPs and then
focus group discussions. However the programmeflgaile in terms of choosing
times and venues for the interviews and focus gabspussions. In the first week the
current Inspector of Education was also interviewé&te former Inspector of
Education could only be interviewed in Septembef72M®ecause of his work
commitments. The purpose of sequencing data gathevas to help me to get an
understanding of how various sources of data bouilcand complement each other.

This sequencing is discussed below.

(a) Document Analysis

In this method documents in the form of pre-produtexts that have not been
generated by the researcher are usually the mairtesf data (Arksey & Knight,
1999, p. 117). Yin (2003, pp. 86-87) believes tlmicumentary information is likely
to be relevant to every case study” and the sthsngt documentation include being
“stable, unobtrusive, and exact and offering broaderage”. Documents also have

the advantage of saving time and expense (Cres2@€IB, p. 187).
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| first orientated myself to the official documertiscause they were regarded as a
valuable starting point in data collection. Accoglito Smith in Topnaar (2004, p.
38), documents provide:
* An excellent source of information about rationafagposes and history.
* Anindication of how people thought about somettahg particular time,
or under particular conditions.
* The language people used to record, communicaid, ¢ic.
* The frequency with which things happened or wesewssed.
* A potential substitute for activities researcheesunable to observe
directly; in some cases documents may be the anlscs to get certain

information or be the only form in which it is aladle.

Numerous documents at the two clusters and civeelie studied to ascertain the type
of activities carried out at cluster centres anl@g@layed by the CCPs and other
implementers. These documents included:
» Circuit and cluster vision and mission statements
» Cluster Development Plans and need analysis
* Cluster year plans
* Minutes of meetings i.e. cluster subject meetiogsster management
meetings and circuit meetings
» Circulars (cluster, circuit and regional)
» Invitations and responses to meetings (regionauitj cluster and
partners i.e. RAISON and GTZ-BEP office)
* Reports on cluster activities i.e. Education Fdr(BFA) event, a cluster
Subject Show, Circuit Report on cluster activitiegort on school visits
at satellite schools and parents’ meetings at $shoo
» Speeches by the CCP at a parents’ meeting of #itsatehool
* Reflections of the CCP on cluster activities
* General information for CCP from GTZ on the SCSdtire.
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These were past and recent documents ranging frommwétation to the system’s
official launch in the Ondangwa West Education eaegn 2002 to the current Cluster

Year Programme of 2006.

Documents were easily accessible in the principdt®dDs’ and circuit offices.

Photocopied documents were filed and thereaftepquafully selected to capture
only relevant data for analysis. These documentse weviewed to establish their
background and initial purpose, and then studiedhfeir credibility and relevance to

the research goals.

(b) Interviews

| conducted formal, semi-structured interviews witluster Centre Principals, as well
as current and former Inspectors of Educationafuture their individual perceptions
and experiences of the SCS. These interviews wdredsiled to take place after
school hours when both the Principals and HODs wese in order to avoid

disruptions to their daily activities.

| conducted semi-structured interviews because #ilw for understandings and
meanings to be explored in depth. Semi-structunezhriews examine the context of
thoughts, feelings and actions of the respondémiestviews are naturally powerful in
interpretive case studies; they help respondemsake explicit things that have been
implicit (Arksey & Knight, 1999, p. 33). Semi-stiuced interviews also allow the
interviewee to provide answers at length and entideresearcher to probe further

and follow-up.

Interview questions with the CCPs focused on

* CCPs'’ view of the SCS

* roles and challenges as CCPs

» CCPs’ views on enabling or hindering factors fa&r 8CS implementation

» strengths and weaknesses of the SCS.

The current and former Inspectors of Education waesviewed on the:
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* impact made by workshops given to CCPs on the neanagt of the SCS
» implication of the SCS for management practiceschool

* recommendations for better implementation of th&SC

| first obtained permission from respondents toetesgrord the interviews and
anonymity was guaranteed. Since all the respondeete conversant with English
interviews were conducted in English. Interviewsraviranscribed and respondents
were provided with copies of the transcripts focuaacy and verification of their

original views.

(c) Focus group discussions

Focus group discussions are different from groupriiews in the sense that they
“rely on the interaction of participants within tlggoup, on the topic and on the
guestions provided by the researcher” (Cohen 1888, p. 288). Ritchie and Lewis
(2003, p. 58) explain that the interaction betwparticipants in the group illuminates
the research issue, because they involve discuasidmearing from others, and they
give participants more opportunity to refine whhey have to say. Focus group
discussions are therefore suitable for qualitatigsearch. They provide a social
context within which a case is experienced by pgdints’ and they also display the
way in which the context can shape people’s viead erceptions, shown in their

conversations.

Focus group discussions with some principals, SdBoard members and teachers in
the two clusters were conducted. The discussioabled the participants to share
their views and discuss ideas on the cluster systenplementation in their clusters

as well as benefits or challenges they experieatdueir schools. It also enabled both
the participants and me to gain insights into pngssoncerns of the SCS (Yin, 2003,
p. 112).

In collaboration with the two CCPs | purposely st the participants for the focus

group discussion. This was done to achieve a balafcall stakeholders’ views.
Ritchie and Lewis (2003, p. 59) argue that the iy in focus group composition
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and the need to come to a common location enhasroenonality between people in
their relationship to the research topic. The psepof the research was clearly stated
in the invitation letter, to allow participants toake informed decisions from the
outset. At the onset of each discussion, parti¢foarere assured of confidentiality

and anonymity in the process of generating data.

At one cluster centre two principals, one HOD agiim a principalship position, two
School Board members from different schools and waeher formed one focus
group. The focus group at the other cluster coredrisvo School Board members
from different schools, three teachers, and onal lidadepartment. During all the
discussions, notes were taken by different nonigigaint observers and tape-recorded
with the participants’ consent. At both centresugraliscussions were held in the
vernacular language (Oshiwambo) because some S#&uwzod members were not
conversant with English. However, all the note-takenderstood both languages,

thus the notes were written in English.

| chaired and facilitated all focus group discussiat both cluster centres. The tape-
recorded discussions were transcribed in the vetaadanguage first and then
translated into English. Notes taken were typed@modfread by the note-takers. For
ethical reasons and transparency respondents wevel@d with transcripts in the

language they used to verify the data.

The focus group discussions at the cluster cemtees based on:

* how participants viewed the SCS in terms of bese$iiccesses and challenges

* roles of participants in overcoming challenges

* recommendations

These questions were well suited to group discassio this study because all the
participants had had experiences of the SCS.

3.2.3.2 Data analysis

Data analysis in qualitative research concerns“siféng, labelling, ordering and
reducing of generated data” in an attempt to omgant for presentation and
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interpretation (Durrheim & Kelly, 1999, p. 139). &wted data from document
analysis, interviews and focus group discussionsevamalysed using interpretive
analysis. Through triangulation | aimed to achiewvé‘thorough description and
simultaneously generate emphatic understandindpefphenomenon being studied”
(Durrheim & Kelly, 1999, p. 139).

Notes generated from document analysis, transonptof interviews and focus group
discussions and typed notes taken by non-partitigplaservers were coded and sorted
into categories in relation to the study goals.nfricategories | developed themes and
sub-themes according to the research questions.

Reduced data from all three data collection methedployed were triangulated to
find out to what extent the sets of data compleettach other and to see whether
there were similarities or variations. This betwaegthod triangulation was
employed to increase understanding of the sameogpiemon, from different angles.
In this way | tried to offset “the rationale behitide weaknesses of one research
method by the strengths of the others” (Arksey &dfi, 1999, p. 23).

3.3 Ethical Issues

Social science research invariably involves humartigpants, in this case CCPs,
Inspectors of Education, teachers and School Basthbers. | considered ethical
issues carefully, and ensured at the outset thataaticipants were well informed
about the purpose and objectives of the researbls Built a good relationship
between me and the participants in the study.do @nabled participants to give
informed consent, knowing that their participatwas voluntary and that they had the

right to withdraw. It created a sense of trust hait participants’ confidence.

To observe protocol, | consulted the Regional Does office to seek permission to
do research in one specific circuit, and | onlygeeded with the research when the
Regional Education Officer authorised me to go dh@&ae circuit and cluster centres
were then informed and the site program was forertb them two weeks in

advance. The purpose of the study and the methmwddved were explained in an
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invitation letters to all participants in the focgup discussions and interviews. At
the beginning of each interview and focus groupcussion | re-emphasised
confidentiality and anonymity of participants, gamteeing their right to withdraw.

Data collected in interviews and group discussiaranely transcripts and notes,

were verified and edited by participants befordysia

3.4 Validity

The steps | took to enhance the validity of my iingd were briefly as follows:

engagement, triangulation, member checking, antirquérom primary sources.

| spent one week at each cluster centre to fanséanyself with the environment and
reviewed relevant documents in order to selectehaseeded to study more closely.
Participants were also accorded the opportuniyotonember checking, to verify and
proofread transcripts and notes taken during daliaation. | was granted approval
and authorisation by the CCPs and Inspector of &itut to annotate and directly
guote from documents collected from the clustertresh and circuit’s files. To
further strengthen validity and to comply with etididemands | clearly explained all
these formalities to the participants to fostereasg of confidence and trust among
them. | assured participants that | was not evadgabr inspecting their work but

simply studying it to make meaning of the phenonmelp@ing researched.

3.5 Conclusion

The process of data collection was very excitingr® and a great opportunity for
collaborative learning and information sharing. discussed above, a number of
lessons were learnt on the ethical consideratidrepialitative research. Throughout
these interactive processes, | gained a wide utatheting of the SCS and enhanced

my research skills. In the next chapter | preseatiata.
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CHAPTER 4: PRESENTATION OF DATA

4.1 Introduction

This chapter presents an analysis of data triategilffom various data gathering
methods as discussed in the preceding chapteriofsthdy. Four main categories
have been established to present findings on tHesCg@erceptions and experiences of
the SCSs’ implementation. For each category, exiel@h findings from all three data
sources is presented in a specific manner. Thénigathta in the presentation will be
from interviews with CCPs and former and curresiplectors of Education. These are
supported and complemented by data from focus gdisgussions and document
analysis whenever possible. | present data usisgorelents’ own words from
interviews and focus group discussions, as wellframn notes and documents
analysed. Observation was not originally part @& tlata collection techniques but |
realised it would be useful to refer to some kegtdees observed during data
collection which support findings. Categories teaterged from the data and that are
used for the purpose of data presentation arellasvio

» The SCSs’ organisational outcomes

» Personal positive outcomes for stakeholders

» Challenges in SCS implementation

* Recommendations by stakeholders.

| now present the findings for each category iratiéelow.

4.2 Presentation of Findings

4.2.1 The SCS’s Organisational Outcomes

The implementation of the SCS brought about severditive outcomes and
improvements in the organisational management dondational leadership practices
at local levels. In this section the positive stowal shifts experienced by CCPs, IEs,
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School Board members and teachers reflect the meieers’ views of the enabling

factors of the SCSs’ implementation.

4.2.1.1 Establishment of new structures and infrasticture

One of the CCPs described the SCS as “a systemnthkés different groups of

schools to form a cluster, where educational nmat@e dealt with by various

stakeholders”. The initial idea of grouping schoatsl implementing the SCS in the
Omusati region are clearly documented in a letiemfthe Director of Research and
Information Services of Namibia (RAISON), dated@2002, addressed to the two
Directors of Ondangwa East and Ondangwa West Eduedtregions. It reads:

As you recall ... at Midgard, we had planned thaisitvOndangwa to
plan new circuit boundaries and also to have a firamework of
inspection circuits in relation to all school cleist. Having these new
inspection circuits will therefore lay the way feoine launching and
implementation of clusters. From the Permanent &agr ... the
allocation of inspectors is expected to be as WdtdOshana 4, Omusati 8,
Oshikoto 4 and Ohangwena 6. These are the numlbgrssts allocated
using the formula of 35 schools per inspector, andequest for the
creation of new posts has been sent to the Pubtidc®@ Commission.

At the formal launch of the SCS in the Omusatioagin 20.06.2002 at Outapi Multi-
Purpose Youth Centre the system was further exphnB@o new circuits in the
Omusati region were added to the six in existencéhbn; 44 Cluster Centres were
established and CCPs appointed, as were two ngedtw's of Education.

Another official notice dated 21.11.2002 also urgfesi to put into place the system’s

operational structure:

Ondangwa West region would like to start operatingcluster basis from
January 2003. In order for the system to work asisemned, it is
important to have structures in place. We ... requesatr respective
offices to see to it that Circuit Management Coneeis, comprising of
the Cluster Centre Principals within the circuithdathe Cluster
Management Committees, comprising of the satefithool principals
within the cluster are established as soon aslgessi
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This call was heeded because in a circuit corredgmoere to the region dated
22.01.2003, the IE for Outapi circuit informed thegional Director on the
establishment of circuit and cluster managementnaitt®es in the circuit. Another
regional document dated 28.02.2003 sent to all dtegiHeads of sections, IEs and
principals of schools listed all Cluster Centres @ecuit and the particular schools in

each Cluster Centre in the region.

Documents indicate that structures were also alegtteluster level. The minutes of a
Cluster Management Committee meeting at one Cl@tatre, dated 04.03.2004, has
3 topics on the agenda namely feedback, establishoi€ommittees and a five-year-

plan. Agenda item number 2 reads:

for the cluster centre to function well, numerowsnmittees should be
established. Committees established are listed Eaxsimination and
Promotion Committee, Admission Committee, Sports m@iittee,
Cultural and Entertainment Committee, Disciplinalf@ommittee,
Stocktaking Committee, Library Committee, CounseglliCommittee,
Development Committee and Finance Committee.

Further evidence revealed that the CCP of anothest€ Centre gave feedback from
a Circuit Management Committee she attended. Thdbi@ck was on a number of
circuit-based committees established and listedmthas: Staff Development
Committee, Sports and Culture Committee, Admissi@ommittee, Finance
Committee, Promotion Committee and Examination Cdiam The same minutes of
that Cluster Management Committee meeting date@422004 showed that members
established the Cluster-Based Committees on thee sday as follows: Cluster
Development Committee, Cluster Academic Committég@luster Promotion
Committee and Cluster Disciplinary Committee. In amdated document more
guidelines were given on the composition structurd frequency of meetings of the

aforesaid committees.

The former IE also pointed out that the new ciraifices of Onaanda and Tsandi

were built in 2003. During the focus group discassione school principal indicated
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the construction of buildings at the Cluster Centais a change caused by the SCSs

implementation.

4.2.1.2 Devolution of authority to local level

One CCP remarked that in his view the SCS was & geod strategy of the
government’s decentralisation policy to bring ediscato the people, particularly
when it comes to the management of schools. The fG@ier pointed out that in the
past, schools were administered from offices latatry far away. All meetings were
held at circuit offices, materials were collectgddghools at the regional head office
and distances travelled by the schools were hugéh We SCS implementation

things are done mostly at cluster level. The CG&: sa

distances have been made shorter because schweel$oheollect most of

their needs at their Cluster Centres, no more atctrcuit and regional

offices. In some cases delivery and dispatch oflg@nd some equipment
goes through to Cluster Centres. Most informat®rmalso channelled to
schools via the Cluster Centre. That means senhieee been brought
closer to the schools.

The other CCP said it was now her role and respditgito coordinate educational

activities at the circuit level by visiting otheatsllite schools, organising meetings
such as cluster management meetings, subject gneaings and parent meetings,
and to ensure that information channelled to thestel centre from the circuit and

regional office is disseminated to all schools.

In addition, the former IE pointed out that sometled# management benefits of the
SCS are the strengthening of local decision-making the speed in implementing
decisions taken on issues such as learners’ admjsgicommendations for teachers’
appointments and transfers and planning of infuatiire and structures at cluster
level by the CCPs. He remarked that before the S€8 issues normally took longer
to take effect because schools had to see thedimser them to be resolved. Now
they were promptly and efficiently dealt with byet@CPs using the relevant cluster

structures. The same applied to issues such aspliacy hearings and the
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establishment of projects: “Cluster Management @dtees ... hold meetings or ...
disciplinary hearings and they report back to thieud office”. One School Board
member in the focus group discussion also praisedystem and said “the system is
progressing well ..very effective because it allows independent ctille decision

making by stakeholders through cluster boards”. i

as members of cluster boards, we play a role inapgointment of
teachers and principals. some of us participate in interviews for
recruitment of personnel and initiate projects four cluster. We
mobilised communities and collected money which wged to buy a
Risograph machine for the Cluster Centre to ensowed education.

The functions and responsibilities of CCPs are dwnted in the “Summary points”

in the minutes of a Cluster Information meetingedat-20.11.2002.

4.2.1.3 Intensified interactions at local levels

With regard to her experiences of SCS’s benefith sutcesses, one CCP remarked
that it was a good system because it made prirciphlschools work as a team,
decide on uniform activities to be undertaken Hysehools in the cluster and work
together in tackling various educational issuestgm@ng to their schools. They
coordinate meetings of various committees to wodether on assigned tasks, such
as organising sport events, cultural and commenooratys, setting of examinations

and tests and planning cluster-based workshops\@ral issues.

In support of co-operation at cluster level, therfer |IE said:

Cluster Management Committees are doing well, tblkeisters are well-
organised, [and] their schools are no more livimgsplation. They come
up with cluster projects. Like Cluster Centre Agyhorganised the
parents, teachers and learners to come up withrdisidg activities for
their cluster projects. And when it comes to suisjethey hold cluster
subject meetings where cluster facilitators andtiees draw up schemes
of work and set or moderate cluster-based exams.
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The former IE also remarked that progress madeugirdhe implementation of SCS
“contributed a lot in terms of interaction amongdieers from satellite schools and the
cluster centres in terms of activities that req@hool Boards to meet and discuss

issues affecting schools”.

During the focus group discussion one teacher etsomented on the intensified
interaction as a result of the implementation ofSSQ support the system because
now schools work together and solve their problemsiother one said “the system
brings cooperation; there is no more isolation awthools work together for

successful outcomes. They established variousetleiibs and teams and this really

brings development to the cluster”. Another alsnagked:

it created a good understanding and interest int;Spahe past we wasted
time travelling to the circuit for sports eventd how we just organise the
sport activities within the cluster. This year wkeady held several
meetings where we discussed the importance of spod planned how
athletics will be conducted. These meetings hawadyrenfluenced the

schools’ spirit towards sport and many have padartlearners’ N$1.00

contribution fee for the sports fund.

A principal in the focus group discussion at thbeotCluster Centre was satisfied
with the SCS implementation because he felt schoolg come together to discuss
issues about school administration, subject antchaaion problems and propose the
way forward. He said “Above all the system is vergluctive; it allows interaction

through sport activities and sharing of ideas ameagpous stakeholders”. A School
Board member also pointed out, “we organise paremgtings to talk to them about
parental involvement, School Development Fund andhange attitudes on these

matters”. The current |IE confirmed these views:

the common Cluster School Board we had is realipnglovell, because
together they go around satellite schools duringema’ meetings
sensitising them to the importance of educatiofgriming on how the
parents can actually involve themselves in theidotn’s education. And
they also set up common projects at schools angrmjects themselves
... this is a real improvement.

Another principal pointed out that they agreed nd prioritised the needs of schools

in the cluster when making Cluster Development ®ldasues of learner transfer,
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enrolment and admission requirements were alsousssd. Documents studied
confirm these impressions. For instance, a CluManagement meeting at one
Cluster Centre, dated 18.02.2005, discussed gratel 8 enrolment. It also looked at
new matters such as cluster subjects and managenesiings, cluster year plans,
audits of schools’ finances within the cluster,efiyear development plans and
information dissemination during parents’ meetingsother meeting recorded on
26.03.2003 discussed mid-year examinations, cuarnquojects at schools, staffing

norms, leave forms and several housing issues.

At the other Cluster Centre’s management meetirds édn 02.08.2005, issues such
as cluster teachers’ conference, lines of commtinrtavithin the regional structures,
amendments to the cluster development plan antl ehbers’ transfer within the
cluster were agenda topics discussed. A Clusteralglament meeting held before my
data-collection visit to the Cluster Centre on 32006 also indicated discussions on
auditing of 2005/2006 finance books, submissionwfent needs analysis at schools,
election of new School Boards, training on the dlai Standards and Performance
Indicators, examination and administration fund,wadl as Window of Hope and
AIDS Awareness Clubs.

Reports from Cluster Facilitators on their clustsbject meetings and other
correspondence, such as an invitation to a coesiiy councillor and notes from a
former teacher who addressed learners and teachdfse Cluster-based celebration
of Education For All (EFA) day, all testify to imisified interaction among

stakeholders at the cluster level.

4.2.2 Personal Positive Outcomes for Stakeholders

During the implementation of the SCS a number ofqeal positive outcomes were
experienced by various stakeholders in educatigmessroots’ level. These outcomes
are presented here as sub-categories to indicatpditeptions and experiences of
stakeholders, i.e. CCPs, HODs, IEs, Teachers anddb8oard members.
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4.2.2.1 Professional development workshops and trang

According to the former Inspector of Education,i@as regional, circuit and cluster-
based workshops held for CCPs, Principals, HODscaadpersons of School Boards
on the implementation of the SCS greatly contridutethe professional development
of managerial and leadership skills. This argumerstupported by information from
some documents studied, such as circulars and tapksvitation letters. For
instance, on 20.05.2002 a regional invitation fritva Director of Ondangwa West
Education invited all regional management membkts, and CCPs to the formal
launch of clusters of schools and new circuit @fidn the region at Outapi Multi-
Purpose Youth Centre. It reads: “During the launibh,Cluster Centre Principals will
be introduced to their respective functions, r@ed responsibilities in the envisaged

new system. New circuit offices will also be forisat”.

Documentation also confirms that numerous workshaps the SCS were
continuously offered by BEP for IEs, ATs and CCPsegional and circuit level after
the formal launch of SCS in the region. These idelworkshops for all principals in
each circuit conducted in November 2002, workshopsall CCPs at Outapi Multi-
Purpose Youth Centre on 20.05.2003, a week lomgingasession for all CCPs, ATs
and IEs at Ongwediva Teachers’ Resource Centre @®h3.04.2005 as well as one-
day workshops for CCPs in all circuits, meetinghaee different selected circuits on
01-03.02.2006.

Other official correspondence also shows that imgimeeds for these workshops
were solicited from the participants through theupervisors who then submitted
them to BEP. The following requests were submitted 4.03.2003 by the former IE
to the Chief Inspector for training during May sohboliday in 2003:

» School visit techniques

» Coaching skills

* Meeting organisation and management

50



* School needs assessment techniques (physical timfrage, staff

development, community)

* Educational programme planning, implementation, itooing and evaluation
(staff, physical infrastructure, establishment efwnschools and curriculum
extensions)

* Roles and responsibilities of a cluster head

* Roles and responsibilities of Inspectors of Edwaeaiin the cluster system.

On the professional benefits and usefulness okthaskshops and training one CCP
said:

the ministry is also planning and organising wodgsh and training for
Cluster Centre Principals. It is during those nmmegtj where a number of
new skills, information and knowledge are giverd@hed out to Cluster
Centre Principals in order to run their clustefeatfvely.

The other CCP also said “these workshops are vapfui; it is whereby we are well

informed on how to go about certain activities”.

On the same issue, a chairperson of the SchoodBoame cluster remarked:

we got to understand how it works ... after attendingiorkshop ... As

School Boards, we used to come together in outeriuattend workshops,
go through educational policy documents and dis@sges related to the
problems we face in our duties and responsibilitiegshen share ideas
without fear.

The former IE also pointed out:

you remember ...when the chairpersons of School Boards were all
invited to the workshop that will assist them topnove their skills as
School Boards ... It is like a cascades system, kfaeye to come back to
the clusters and convey or transfer their skitg, $ame information and
knowledge of what they learn to their counterpattsluster level.
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From professional development workshops at regiandl circuit level, more cluster
based skills’ development workshops and interastias well as information sharing

meetings were born. These will be presented next.

4.2.2.2 Cluster based interactions and meetings

The SCS allowed for increased interaction and ceratpve learning activities at
cluster level. One CCP pointed out that beforeithelementation of the SCS, the

April examinations were mainly set at individuaheols but now

the April examination is set at the Cluster Centitejs where the
facilitators for a number of subjects come togetrad set question papers
for the whole cluster. This means the learnersiwithe cluster write a
uniformly kind of questions.

The current IE also indicated that there was stilgje@peration among schools in the

cluster:

when it comes to subjects, they hold cluster suhbjeeetings where ...
cluster subject facilitators and teachers of sambgests meet and draw up
schemes of work, come up with the same tests, gsiiand even lesson
preparations, they do it together.

Some teachers in the focus group discussions htdboster centres shared the same

sentiments. One said:

subject related meetings are held where teachemse cmgether e.g.

Physical Science, to evaluate their objectiveas#ists us in teaching our
subjects better and benefits learners to have conformal tests, exams
and other subject related materials.

Another teacher said “we have the chance to cogether more often as teachers of

the same subject to review our teaching methodsfewdnother said “the system
brings more co-operation among teachers to sha&sidn designing teaching aids,
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use common schemes of work ... much work and effoet @ teaching skills’

development”.

Perused documents on cluster-based activities suphgse views. Both clusters have
minutes of various cluster subject meetings, repast various cluster-based

workshops held with attendance noted and a yearad schedules where dates for
activities to take place, especially meetings,ayeeed upon beforehand and sent to

all schools in time.

A paragraph taken from a cluster subject meetingdaial studies and humanities for
grades 5-10 at one cluster held in the afternod8di4.2003 reads:

we read from the booklet on the cluster systemamibia on the roles of
subject facilitators. After reading we discussedt #nnew scheme of work
Is too demanding and a bit difficult, it needs madree, we therefore
agreed to gather further information on specifipidge and themes and
suggested to have it done early next term. We tseleour cluster
facilitator Ms X and tasked her to get some infdiorafrom the circuit
facilitator for the next meeting. We also talkedoabthe examination
committee that should coordinate the setting ofrexan our cluster. We
agreed that the committee should be chosen next after sharing this
information with the cluster head and getting ¢yaoin some issues.

Further evidence is in the form of a letter frone tlegional AT for Mathematics at
Upper primary dated 02.02.2002 informing IEs, s¢hpdncipals, HODs for
Mathematics and Science Departments and Mathemia@gchers on how advisory
and support services will be provided, as well aslenation dates of examinations
and schedules by all Mathematics Cluster Facilisa# circuit level for the academic
year.

In both focus group discussions other interactam®ng stakeholders at cluster level
were highlighted, such as sports and fundraisirttyiaes as well as good teacher-
parent relations and links with other stakeholdargducation. One School Board
member remarked: “the system is advantageous tenfsaias well as teachers. It
strengthens the teacher-parents relationship. énptst there was a gap between

parents and teachers but now they work together”.
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Echoing this view, a chairperson of the School Hoalr one Cluster Centre pointed
out that “there is now improvement because Schoohréls have created good
relationships between schools and home environmé#”School Board members
“they often visit schools, address learners at ingrdevotion and talk to the teachers
about the problems they experience which can beghrtoto the parents’ attention”.
Identified problems are further discussed at pateneetings but some of the Board
members are assigned to go into the community éopseents in connection with

specific problems of certain individual learners.

When asked to give practical examples of problent iasues tackled together by
School Boards in one cluster, a School Board merahswered that mostly it was
disciplinary cases of learners and teachers, laiteats of teachers, teachers’ transfers
and absenteeism of learners and teachers. MoretwerSchool Board member
further pointed out that absenteeism among leamvassnow decreasing, because of
good interaction and co-operation between teacderschools and with parents at

homes encouraged by the School Board members.

One teacher explained that to cope with the stinaif inadequate teaching materials,
teachers contacted former learners from their warieschools who were now
prominent and influential people in society andaplied for their financial assistance.
Another teacher added “we try our innovative idé@asorder to generate income

through fundraising activities e.g. cluster-baseduty pageants, cluster bazaars etc.”.

A School Board member also found cluster-basedtsmtivities and competition
interesting and constructive to the unity of thenotunity. Most learners were now
very keen and interested in attending sports eardgarticipate freely. Minutes and
reports on sports activities also indicate thatheas shared coaching skills and work
together to prepare cluster teams for circuit amgional sports competitions and
tournaments. In one meeting dated 13.04.2004, esntaéken revealed that two
cluster management members sponsored cluster rnidpatrophies to boost
participation of schools and learners in netbatl aolleyball.

In one Cluster Centre teachers, learners and mavware brought together by Cluster

Cultural Competitions and Cluster Subject Showsaniged to showcase various
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skills and compete for some prizes and awards vétikhe same time learning from
each other. Participants indicated that co-operadiod the need to work as a team

guided them to relate their work towards their camrobjectives.

4.2.2.3 Perceptions of CCPs’ managerial and leadédrip roles in the SCS

According to both CCPs their roles were mainly cowating, planning and
organising all educational activities within thelusters. When asked to elaborate on
the actual work of coordination, CCPs pointed dwttthey served as powerful
communication officers for their schools in thestlrs, and as catalysts that provide
favourable links between schools in the clustersl aarious stakeholders in

education, NGOs with an interest in education &edsbciety at large.

One CCP said “when it comes to communication oftygles needed from school
level to higher level, | am serving in the centrapnsmitting information from schools
within my cluster to either the circuit office a the regional office and vice-versa”.
He added:

as a CCP you should have initiatives [sic] ... [tgipeoach other

stakeholders e.g. a person with specialised knayelednd skills or

particular influence from outside or within the ster to talk to your

teachers and learners on a particular topic. Thiaamces good results of
the educational outcome.

Another CCP had this to say on how they accessatidnal materials:

we talked to the parents, with the assistance ofSmhool Boards we
mobilised them and convinced them to understancpoedicament. ..at
least through contributions from individual parerdad approval of
satellite schools’ budgets, we managed to buy adReph machine for
our cluster.

The CCP further pointed out that through her negioth skills and pleas for financial
assistance, the Cluster Centre had secured five afetcomputers and a local
businessman had pledged to pay the monthly safaaycomputer instructor hired by
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the cluster to provide basic computer skills taheas and teachers for a period of

five months.

At one Cluster Centre, letters dated 03.11.2004 262.2005 show evidence of
financial requests written to various NGOs and vithiials. On the organisation of
Cluster Teachers’ Conferences, | was personalljtedvto address teachers at one
Cluster Centre on how schools could improve thesrners’ English skills, together
with some other individuals who were given variaiber topics identified by the
satellite schools in the clusters. The conferenas ariginally scheduled to be held in
the first term but was later postponed to 17.0652@@ another Cluster Centre a topic
| prepared on how to create a conducive learningr@mment at schools was

presented by a principal in my absence.

CCPs also indicated critical understanding of asessment of their roles and the
support received through local capacity buildingagements. One CCP pointed out
that

a cluster centre head to me is not a person bdmallithe required skills

to run a cluster, but ..should be a person who regards him / herself a
student. You've [One has] to always consult otkadkers and be a person
who loves to read things.

| observed that one CCP’s office wall displayedirdgbns of what an effective

principal is. Here are some examples:

an effective principal is a good administrator, gdone manager with
leadership skills, open-minded, open for commuriocat flexible ...
democrat with a sense of responsibility, good planner, organiser and
controller, creative thinker, ... professional,stiorthy, resource person
[resourceful] ... and a committed person.

Some personal positive outcomes that emerged fhremnterviews with both CCPs
were the interpersonal and coaching skills theyeghithat helped them to perform
their duties efficiently and effectively. Both CCirglicated that they often visited
satellite schools in the cluster and offered praifesal advice, officiated at several

events at other schools by invitation and insp#ters to work hard and influence
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the effective implementation of curricular actiggiand educational programmes. One
CCP said: “I make use of my free periods to conailessroom visits at my school
and school visits to other schools within the @usand for my own administrative

duties | sometimes work after hours”. Another CEffected:

The purpose of visiting other schools ... is to seé that education is
taking place and that we produce the required arasd... as a CCP you
are going to ascertain yourself of whether whataleang place at that
school will lead to attainment of quality education and if you come
across weakness on certain issues then you adhgseelevant people at
that school.

Views of both the former and current IEs consobdidite above perceptions of CCPs
on their roles and responsibilities in the SCS. gkding to the former IE, adequate
training and on-site coaching provided to CCPs é&aabled them to gain necessary
skills and competence to perform their duties ¢iffety. He further said the assumed
responsibilities and roles had built the CCPs’ cépan terms of decision-making

and had equipped them with certain authority. Tdrenér IE pointed out that “CCPs

are now provided with a platform to handle someessby themselves without the
inspector getting involved, they just need to cdinsith relevant people and do much

on their own”.

The former IE also said that CCPs were also nowbledato get to know their
catchments or feeding schools better and were gteed to make sure that satellite
schools provided quality education that more eifety prepared learners to face the
challenges of their next grades through feedbae&rgafter school visits and reports,
among others. He further argued that CCPs couldgieg/feedback directly to other
principals and HODs during meetings and worksh¢jas} school A your learners
have problems in A, B, C ... but with this kind ofpguvision and support, you can
make desired improvements”. However, the formeml& pointed out that further
support was still required to enhance the CCPs’aci#p to correspond and

communicate in a more efficient manner.

Minutes of several meetings indicated that opengmgarks were usually made by the

CCPs during their Cluster Management Committee img®t The year plans of 2006
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for both Cluster Centres also indicate that roleshsas chairing, minute-taking and
praying during meetings were rotationally sharedl agually allocated among
committee members. An invitation letter from oné&Biée school, dated 05.06.2006
informs the CCP about the election of school Boardmbers to be held on
23.07.2006 and at the same time invites the CCQbetthe Presiding Officer during
the elections.

There was also evidence of reports on several $ohisibs and parent meetings
attended by CCPs, with the speech delivered atabrthe occasions attached. A
report on one emergency Cluster Management Mebgefdjon 14.04.2003 reads:

In his opening remarks, the Cluster Head reflectedhis official visits to
satellite schools. He mentioned that three schamdsso far visited. He
expressed his profound appreciation on what sctarelsloing. However,
Mr X reiterated that punctuality, cleanliness angtual respect should be
treated with maximum care. He cautioned that tearkwshould be
maintained in all our endeavours; in order to awdiMsions among our
teaching personnel.

Another extract from a CMC meeting of another GlusCentre dated 09.02.2006

reads:

The chairperson read the appreciation statemethdyregional Director
for Education on schools’ performance in 2005 acgade year,
particularly in grades 10 and 12 where a significgarprovement in exam
results was noted. Mr X further informed the hoaseaegional and circuit
resolutions taken on target setting ... Regionallgregvstakeholder in
education is requested to improve their performanany kind of duties
she performs with 10%. The Circuit Management Cottemihas also set
up symbol C as the circuit target symbol. He thmeefrequested all
participants to work very hard in their capacit®s that learners can
achieve this symbol or above average.

The current IE was convinced that CCPs were higbhfident and well motivated by

teamwork and collective decision-making as well ttye massive support they
received from colleagues. The current IE furthanfga out that those CCPs handled
most crucial disciplinary cases of teachers anérotsues successfully without fear
because they did it together with other school gipals of satellite schools, using

uniform procedures.
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A practical example mentioned by the current IE whan attitude of tardiness of a
certain teacher at a satellite school in one CiuSentre which was well handled by
the CCP in collaboration with the Cluster Board rbems and the principal of that
particular school. The teacher was cautioned ard thonitored regularly by both
parties and as a result the person improved andnieenore committed. During a
two-day panel visit at the particular school | alsbserved the changes in the
teachers’ attitude on the effective use of timeirdumperiods and arrival time as

recorded in the school’s staff attendance register.

The current IE further pointed out that because £@8rked together with other
principals, they felt the burden of responsibit&hared among them. The current IE
said “they do not feel isolated ... they share sdegether with others and advise each
other on how to be effective managers ... any prob¢eragarded as a problem for all
to tackle together”. In a circuit report of 2003 X positive achievements were
highlighted as circuit accomplishments reading ‘“w Centre Heads assumed
leadership and managerial responsibilities andstaskCluster Centre Heads presided
over the new School Board election in accordandd wie Education Act 16 of
2001".

CCPs at times were also delegated to act in thecdgmf the IE in his / her absence.
The current IE strongly felt this practice positwecontributed to the capacity
building of the CCPs:

a CCP can be delegated to act in the Inspectopaocity to learn more on
the administration of the circuit. .they are on leadership capacity, they
are leading clusters and are viable for the pdgsiluf being appointed
also as Inspectors of Education. Like me, | wa<® @efore; | used to be
delegated by my Inspector of Education to run timeut office in his
absence. Now that | am appointed, it is not difficb am used to the
work.

One CCP remarked that the practice of delegatinB<6 act in the IE’s capacity is
good and constructive: “I have learnt and gainqukernces. | got a technical know-
how on how other clusters function and assistedrevhecessary. | copied the good

practices | learnt from other clusters and use dur Cluster Centre”.
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Other views expressed by both former and currestdid most participants during
the focus group discussions were on the supporhativation of CCPs with regard
to their workload. One School Board member emphkdsithat their CCP was
voluntarily working harder under very challengingnditions and that inspired them
to assist and be co-operative. The current IE coamdethat it was “human culture
[nature] to be encouraged through incentives”;afae she felt that CCPs’ work was
worth some kind of acknowledgement to motivate thiemther. The current IE

further outlined; “just something to show that theee recognised .even with some

few incentives .... and then they will be encouragedork harder, be committed and

come up with activities”.

The former IE also agreed with the current IE’'sawignd argued in favour of CCPs

remuneration for the workload:

looking at the challenges of using their own tramsgo visit other
schools and how they had been doing it, | expeesdahpeople to have
some entitlements in terms of transport, at leaséntives for transport.
They spend a lot of money on petrol, just to make shat their clusters
are okay.

CCPs also felt that their managerial roles werecareked and appreciated by other
stakeholders. When asked about other principaési\on their visits to their schools,
one CCP said other principals appreciated thess Wiecause they were aware that it
is a better way of uplifting the standard of edisratThe CCP described the courtesy
received during school visits in this way:

wherever you’re paying a visit, you are being ategpso warmly....

They need your advice so that they can compete atiitr schools in the
circuit that are outside our cluster. They wanknow how they are doing
this and that, so that when the examination resalise, they will like to

compare their school’s results with other clusterthe circuit. Thus why
| said, the visits are always very much welcomed.

Another CCP pointed out that school visits to $iséebchools encouraged healthy
competition among schools in clusters and enhamopdovement through schools’

self-assessment. The same CCP said:
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other schools want to be aware of their weaknessethat they can
improve ... they want to be sure of things which Wwiiing them up where
other, better schools are they always ask advice on how to increase past
achievements. So whenever | visit them | alwayspthiem to these
guestions; if we do this and that in our clustewhaill our performance

in December exams be? Will our cluster reach tpetén during August
examination if our schools do certain things irstlvay or that? | ask them
guestions to raise awareness towards our clustds god encourage them
to commit to them, because | can say we just davaott our cluster to be
behind in terms of the quality of education.

School visit reports by one CCP dated 04.04.20@B2#103.2003 indicate that other
principals and teachers welcomed the visit becabtsy were provided with a

platform to ask questions and be given prompt arswe-site.

In the next section | present the challenges pbgdte implementation of the SCS.

4.2.3 Challenges Experienced

The implementation of the SCS is not without itslpems and challenges. Numerous
challenges and inhibiting factors have been expeeé at regional, circuit and cluster
level. | will now present these challenges as peeceby the CCPs, IEs, Principals,

School Board members and teachers who are key nmapiers of the system at

grassroots level.

4.2.3.1 Provision of resources and infrastructure

Inadequate resources emerged as a major probleenCGOR highlighted the lack of
facilities such as offices, conference halls, c¢cla@ss and government vehicles at
cluster centres as a major hindering factor tostheoth implementation of the SCS:
“It is a challenge, because you cannot go aheaélynic. having an insufficient
number of teaching staff or ... learners that arghi&in poor classroom conditions.
So these are challenges from the higher officesie Dther CCP shared similar

sentiments: “My school is a Cluster Centre butimis of facilities like buildings it is
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not equipped, it does not have space for holdiegmketings or the workshops”. The
CCP further said there were no secretaries fortelsigo do cluster administrative
chores such as typing cluster-based examinatiothgramutes of meetings. They had
to rely on a few school secretaries. “We also dohawe duplication machines,” she
added.

The views of the former and current IEs complenvemat was said by the CCPs. The
former IE said that provision of resources to Glugentres in terms of infrastructure
was not adequately done and there were not manyouements. Sometimes
buildings were provided, like a library room, bugugment for it to function
properly, like shelves, computers, tables and bowakse not provided. He argued, “I
cannot say it has been effected [improved] in teomgersonnel, because all Cluster
Centres that have been without secretaries andpmguits, are still without
secretaries and equipments”. He added that the v 3Snot yet fully implemented
when it came to finances because CCPs ran thee€lGsintres using their own cars
to visit satellite schools. He believed that Clug€entres were really working hard to
access resources such as riso machines and phietopajper through fundraising

activities. He stressed:

all Cluster Centres were supposed to be given Rechines, photocopier
paper, this and that, but now the schools are glingyon their own to
come up with the cluster budget, and the schoola@amanage on their
own unless the government does something.

Views emerging from the focus group discussion icor@d this. One teacher said
“challenge number one is rooms for us to our mestias you can see we are now in
the library. We need rooms to put our machinesshieg aids we produce”. One
School Board member said: “besides lack of adeqdatdities, another main
challenge is money. Our budget is not enough t@ictve needs of the schools, we

need to maintain the photocopy machine, buy dujphigaapers amongst others”.

On the matter of transport the former IE said thatome cases Cluster Centres were
not close to their satellite schools, therefore €@Rd to travel seven to fifteen or
twenty kilometres to some schools at their own espe During my two-week stay at

the two different Cluster Centres, | observed thath centres had new laboratories
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that were under-equipped and were used for othgroges. At one Cluster Centre the
laboratory room where junior secondary learners teaghers were given computer
instruction was equipped with five computers. Thares room meant for chemicals
was also used for agricultural implements, spdtteeaand balls. At the other Cluster
Centre the laboratory was used as a school lib@amorkshop venue or meeting
place and an examination office. The storeroom wgsl to store physical science as
well as craft and technology equipment. During theee days | spent studying
documents, | shared the laboratory with an offifiam the Ministry of Gender and
Children’s Welfare who was registering orphans aabherable children (OVC) for
government support and benefits. At the same tisteted it with three cleaners and
a secretary stapling and arranging examinationrgdpe collection by schools. | was
later relocated to the HOD’s office since somehaf tlocuments | was working with

were confidential.

4.2.3.2 System support

One CCP reflected that there were many challengeause the system was new and
a lot of adaptation was taking place. The CCP alsmted out that she found it
difficult to cope with being a CCP and manage tpnaperly. She explained:

as a Cluster Centre Principal you are a coordiratother schools in the
cluster ... the manager of your own school and als@aeher. To me, time
is playing a big role in my challenges becauss feally difficult for me
to succeed well in all these activities ... the fpeeiod allocated to me as
a principal to do administration work at my schamhd attend to
something of my learners like marking their booksise them now to
conduct cluster visits to satellite schools.

The former IE commented on the implications of @S for management practices
in school. CCPs as middle level supervisors of iogitencipals worked harder than
their satellite school principals. With the addit&b supervisory role they had to spend
more time on tasks like management and administratttending meetings and

workshops at all levels and visiting other schoAksa result they might be neglecting
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their primary duties, including the teaching loadyt also carried as subject teachers.
He emphasised that

what it means is that they really have to do moogkwfor their schools
and other satellite schools, conducting schoolts/idb familiarise
themselves with the situation so as to be in aebgibsition to assist
teachers and advise other principals bettegnd also to plan accordingly
for the larger learner population in the cluster.

One principal in the focus group discussion ex@dithat managing Cluster Centres
with limited resources was putting a strain on CGRsrk. The CCP said “it is a
burden to the cluster head. She has to run theokchdhe cluster, without transport”
A teacher also said “we are asked to set and ramsexat cluster level with no

duplication machines”.

A HOD at one cluster said that the lack of confeeerooms prompted the cluster to
hold cluster subject meetings at different venuékimwthe cluster where there were
spare rooms and supportive materials. He argudgdwthan meetings could not be
relocated to other venues, teachers and learnems sanetimes disturbed because
some classes have to be combined or teachers améie may not have access to

certain rooms for their study materials or equiptmen

| also experienced this the afternoon | conductedfocus group discussion in the
library. Grade 8b could not do their Geography grquoject on vegetation. They
needed to use the encyclopaedias in the libraryalmdtice on the door put there by
management just before the discussion read “lrdesviin progress, please, do not

enter”. The former IE also gave a similar testimony

some schools are still operating in shacks or weational buildings ...
when it comes to meetings, they are either heletuadree or learners are
sent outside for meeting participants to occupy tbem or run a
workshop in a so-called conducive environment.

He said that because some Cluster Centres opeuatdgl circumstances of poor

classroom conditions and lacked facilities and awoodation for teachers; they were

at a disadvantage in attracting capable teachersadded that a decrease in learners’
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enrolment in some schools, caused by parents &aimgf learners to schools with
better performances, not only affected the pawmicgichool but disadvantaged the
whole cluster, because the government’s quota location of resources was

determined by and influenced by the populatios mieant to benefit. He argued:

it is wrong and ‘quite taxing’ for CCPs and cluspersonnel to ‘travel to
come and just duplicate an examination or to conteraake an invitation
for their clusters at the circuit office simply laerse there are no such
resources at their cluster or in some cases, wheykcating resources are
available, there is no electricity.

Another crucial point raised by the former IE whsattthe concept of the SCS and
heading clusters was not well outlined to the publd at times advertisements for
CCP positions did not clearly indicate so. He adyuthere is nowhere in the

advertisement where it says | am looking for a @u€entre Principal, only Principal

T 4 level 2 etc.” According to him many candidateshese positions were not made
aware well in advance that the position being a&gplfor had the additional

responsibilities of heading a cluster. Many cangigleonly discovered this during

interviews. The former IE viewed the absence of 8@S’s formalisation as a

challenging or hindering factor to the effectivedagificient implementation of the

system:

the Cluster Centre Headship is not yet mainstreametthe system of

Public Service; currently you cannot take the C@Ptask based on the
failure to deliver because there is no mechanissystem to make them
accountable. Hence by virtue of their appointmethiisy are simply

principals and not Cluster Centre Principals.

4.2.3.3 Inadequate capacity of the SCS implementers

According to one CCP some principals who were membef the Cluster
Management Committee were under-prepared and didunderstand the current

trend of co-managing Cluster Centres. The CCP drgue

Some of the members do not have a good level otnstehding on
educational issues such as the SCS and that ialeeme, you need to
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educate your principals so as to push the clustgther in the direction
where it is required.

The CCP further said that School Board membersw#dre co-opted after others had
been trained also found it difficult to cope angexenced problems in co-planning
with other Cluster Board members or assisting thein schools in prioritising during

planning. The same CCP was also of the opinionfbat co-operation and negative
attitudes experienced among some stakeholders unaédn at both regional and

cluster level was a threat to the effective manageraf Cluster Centres.

Another CCP thought that the Cascade system usedrtaluce the SCS to teachers,
learners and School Boards through workshops amdimgs was not effective. Some
teachers did not really take ownership of cluseseda activities when allocated
certain responsibilities because it was not wefll@xed to them. The CCP argued,
“when | visit satellite schools, | think teachehgtte, didn’t find anybody from outside
to come and explain this system to them, except ghrencipals and cluster subject
facilitators”. She said it was difficult to manatgee centre because she had missed
workshops given at the initiation and early impletagion stages of the SCS before
she had been appointed. The CCP argued “It isyrddficult to let your colleagues
accept that the School Clustering System is hergap, sometimes they think it is
only the principals who want them to do certaimgfs’. These situations prevailed
despite the fact that several circulars and infétionaon the SCS had been

disseminated and were accessible to teacherstasehool.

A School Board member in a focus group discusstama Cluster Centre said there
was a little confusion among parents on the apjptinaof the SCS. Some parents
were not convinced money collectively raised to iy cluster equipments would
benefit all learners like those at satellite schodnother teacher, a School Board
member, said that they experienced a number ofrrdesgtandings of how the School
Clustering system worked because it was new ang e still in the process of

change.

Stakeholders did not only point out challenges erpeed. They also suggested some

ways to improve things and these recommendatianprasented below.
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4.2.4 Key Implementers’ Recommendations

Various key implementers interviewed recommendedersé mechanisms to be
established so as to make improvements to the B@Se are presented below. They
mainly concern strategies in terms of strengtheweebperation, provision of

resources and other general developments.

4.2.4.1 Continuous support system

A CCP at one Cluster Centre said more workshoptherSCS were still needed to
support teachers in subject matters:

ATs, IEs and others should come to Cluster Cerftogs time to time to
give workshops for all teachers in the clustersriher to re-enforce what
cluster facilitators and principals have givenstancourages the teachers
in their subjects, said the CCP.

Another CCP explained that they needed continuoppat from parents through
School Boards to fund their needs or mobilise paremapprove their school budgets

when they needed to buy equipment.
One principal in the focus group discussion sa@ytheeded workshops and training
on the School Development Plan at cluster levelCMC meeting at one Cluster

Centre dated 09.02.2006 recommended a coachirig iclinetball at cluster or circuit
level to assist teachers in that sport and to tsarttesir skills in the sport code.

4.2.4.2 Strengthened co-operation at all levels

A CCP at one Cluster Centre felt that in order won the cluster properly and
effectively, they needed both the circuit and raeglosupport of supervising officials
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when they knocked on their doors with their clustentres’ needs. The same CCP
argued that co-operation among various stakeholtegeassroots level was what was

required if the system was to yield results. He:sai

there should be co-operation between Cluster Manage Committee
members, parents and the teaching population witencluster ...co-
operation and mutual assistance between circuiiceofind Cluster
Management Committee members and co-operation between the
Regional office and the Cluster Management Comamstte

During the focus group discussion at one Clusterti@e one School Board member
said “it is recommended for all stakeholders to edogether often and evaluate our
own work together and encourage all parents toestesponsibilities”. A teacher in

the same focus group discussion said, “We needott &@s a team, be enthusiastic
enough and work towards producing common resulfsiother School Board

member also stated that co-operation between arand teachers at schools
provided links in the system. He said “To strengthi@s relationship, parents should

be committed to attend school meetings whenevgrareinvited”.

4.2.4.3 Provision and development of resources

a) Infrastructures and educational resources

One CCP said they needed to have enough facilgied) as an office or a hall where
the Cluster Management Committee and other teaduwersl conduct their meetings
and organise their cluster activities. Sharinggame sentiments, the former IE said,
“If we have to review the system, my recommendatrgh be on infrastructure
development at cluster centres, whereby facilittesmeetings, workshops and even
accommodation must be provided”. He argued thatrengments in infrastructure
should not just be in terms of buildings, classre@nd houses for teachers but also in
terms of electricity and clean water. He said that

other materials for teaching, such as photocopiachimes, televisions,
radios, audio-cassettes, more computers etc., dhmilprovided and be
stationed at the Cluster Centre, where learnerdeachers from satellite
schools can use them weekly according to an agiester programme.
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During the focus group discussion one teacher Uinddrthis by saying that “All

Cluster Centres need conference halls, laborataies libraries if they have to
accommodate cluster activities”. A teacher at dediht Cluster Centre said they
needed enough store rooms and production or rese@amns at the Cluster Centre
where teachers could make and store teaching adisther materials as models for

others, or to be borrowed and shared by other $e€hoo

A School Board member said all schools should lowiged with electricity so that
teachers could use teaching materials and equipswit as overhead projectors
(OHP), computers and satellite dishes. The samedb®oard member emphasised
that schools could hardly develop without eledtyicA sport organiser at one Cluster
Centre said they also needed sport fields and ewnp to cater for sport

development activities in various sports and caltactivities.

A vyearly report reflecting on educational activitién one cluster centre, dated
22.12.2003, recommended the building of an admatish block that could cater for

all activities taking place within the cluster. Another Cluster Centre a document,
dated 08.12.2003, showed a list of resources nemagdecommended by the Cluster
Management Committee; among them duplicating amdnfachines, a conference
hall and storeroom, an overhead projector, a negéurce centre or library, furniture,

electricity, a strong room and a proper road ligksatellite schools to the Cluster
Centre and other institutions.

One teacher in the focus group discussion alsaegd that modern communication
technology equipments such as satellite disheP&tvs and cell phones should be
installed in the clusters so that satellite sch@old teachers could link with other

schools as well as the outside world more easily.

b) Recruitment of human resources

“The ministry should provide each and every Clu§tentre with a secretary, just for
the cluster ...that will be a good job”, said one CCP. The fornhEr strongly
emphasised that the SCS could only be effectivpplied or implemented if CCPs
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were given more support in the form of human resesirespecially for the cluster
centre. The IE said “let us give them supportgive them two or three Head of
Departments who will run the administration at sisool level and assist the CCP to
keep the SCS functioning”. The former IE went ors&y, “give CCPs more school
secretaries, for example two, so that they wilintimave the capacity to correspond
and communicate in a more efficient manner becthesewill have all the necessary

personnel to do the work”.

During a focus group discussion at one Cluster i@eatsatellite school principal said
“we are requesting additional personnel to assistinning the cluster activities”. A
HOD in another focus group discussion also stateldisters need extra staff
especially on administrative tasks like handling atapling end of term examination
rather than the cleaners which are currently us@dteacher also said a cluster
secretary was needed to perform the cluster ditsgscome from satellite schools.

A recommendation to the circuit regional officethg cluster management committee
listed ‘No 5’ in one Cluster Centre document da@&12.2003 read, “Our cluster
should have more than one school secretary to &k handle both the cluster
centre’s own needs as well as the needs of theandhaster”.

C) Transport

“Cluster Centres Principals should be provided wighicles”, stated one CCP. The
CCP expressed the need for at least a governmerdrdavo cars stationed at the
circuit office to be used by CCPs when visitingastechools. The current IE also said
CCPs should be given a vehicle to use which woulabke them to go on regular
visits to other schools far from the cluster centre

The former IE shared similar sentiments on transgbexpect these people to have
some entitlements in terms of transport, becauspudllic servants are entitled to
claim money for transport, when using their ownigls to do government work”.

An HOD at one Cluster Centre also recommendedthieae should be a vehicle for
each cluster to be used by the CCP and to ensairéetichers attend cluster activities

and learners were also catered for when they gort¢oit or zonal competitions. A
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School Board member said they needed to be reimbuos the travelling expenses
made for meetings or carrying out their dutieshia ¢luster.

d) Budget

“We need something for us, a specific budget fars@r Centres”, said one CCP. The
same CCP was of the opinion that the region shbale an independent budget for
the SCS that can also accommodate Cluster CefitnesCCP added “The budget has
to be equally divided according to the clusters] aequest clusters to give their
prioritised needs and use it according to the elssheeds”. These views were
supported by that of the current IE who said “thaistry should ... fully implement

and fund clusters, come up with the budget forcthster centres”.

A School Board member at one Cluster Centre said feally need an allocated
budget in order to solve our cluster problems”. eadher also said a budget was
needed to purchase teaching equipment and leaaniisgthat could not be made by
teachers themselves, and also to develop othditieciwithin the cluster. A sport

organiser said a budget for each cluster was higfdpmmended, because it would

enable clusters to get the necessary sports equaifand facilities.

4.2.4.4 Improved system structure and implementatio

a) Establishment of Cluster Boards

The current IE said that for effective implemertatiof the SCS there was a great
need to establish common Cluster Boards for eaclst€l Centre. He also said
“Cluster Centre Principals together with the SchBoard Chairpersons should hold
meetings in which members of the common School @aareach cluster can be

elected”.
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b) Full implementation of the SCS

One CCP said the SCS was a very good system t@uwapgducation in the region if
it was fully implemented. The CCP said “the minisshould improve on the
implementation of the clustering system to see gmaidomes, right now is like it is
in a piloting stage”. The current IE added “I wouikle to emphasise that .this

School Clustering System is really important andratnistry should fully implement

this, then we will see a lot of improvement in gsahools”.

C) Formalisation of the SCS and remuneration of CCPs

The former IE strongly argued for the SCS to benfaiised and made part of the
Public Service under the teaching structure. Heeddtat formalisation of the SCS
would enable the creation of the position of theis®#r Centre Principal in the
teaching structure. “Currently the teaching streetdoes not cater for this, | really
believe that the issue of raising their remuneratio giving them extra salary can be
addressed if it is formalised in the Public Seryidae former IE explained. The
current |IE also said if the SCS were formalisedeft you will be able to make people
accountable”.

One teacher in the focus group discussion said G@&Rdd work harder if their

salaries were adjusted in accordance to the wa¥k thd. A School Board member
also said CCPs did a lot for the cluster volunyaaihd should be given some salary
increment. One principal said it would be fair te CCPs’ salary to be revisited

because they did a lot more than other principals.

d) CCPs’ workload

One CCP suggested, “the Cluster Centre Heads shHmuldelieved from certain
activities at their own schools so that they camehanough time to carry out the
cluster functions”. The other CCP said that culye@CPs were overloaded with
work at their own schools plus other responsietitias Cluster Heads. Therefore
some needed to be relieved. The CCP reiteratedjéthéoad for the Cluster Centre

Head should be reduced, so that the person camedoli properly and effectively”.
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The former IE added, “You completely remove or titkem [CCP] from the teaching
responsibilities, so that they completely conceatmn the work for their schools and
their clusters”. A principal of a satellite schaaol a focus group discussion also
suggested that “there is a need to reduce the bundeverload on our Cluster Centre
Head to enable her to visit other schools” A teacimethe same focus group
discussion also suggested that “one can only siyniple CCPs’ work by limiting her
responsibilities, especially the teaching load he tlassroom”. These views were
supported by an HOD at another Cluster Centre vaitb“s also supported the idea of
reducing the number of teaching periods of the t€hidead so as to carry out cluster

duties effectively”.

e) Curricula and certification of a CCP position

The former IE argued that for improved implememtatof the SCS and for the
implementers such as CCPs to be competent and leapatunning cluster centres,
there should be a curriculum either in collegegdiication, universities or any other

institution in which the concept of school clusteris catered for. He explained:

| know at UNAM [the University of Namibia] some teers did a module
on School Administration and Organisation ... theresuch a module, it
should also touch on the issue of school clustefyegause it is part of
School Administration and Organisation.

He added that “alternatively we can come up withoarse ... on leadership and
management offered locally, [and] then we may haveodule incorporated in the
course about leading and managing clusters of $&€hoble suggested that a
principalship certificate should be explored, wihgr@rincipals or HODs aspiring to
be CCPs should undergo specific training that pespghem for that position. The
certificate should be one of the major requiremdatsthose applying for a CCP
position: “Since the appointment will be from thenks of HODs and principals, it
should be a must for them to have completed a eaursnodule on school clustering,
just to be kind of certified”. He also argued, t#achers are licensed, you can also
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license principals, so that those who have thentieecan then be allowed to run the

Cluster Centres”.

f) Decentralisation of functions

The former IE said that in implementing the SCSréhwas a need to consider
decentralisation on the basis of functions andusiton buildings and infrastructures.
He explained that a good example of decentralisettions was when grassroots
people in education such as CCPs have accessitmaéglanning platforms such as
the Education Forum and when resources like momeyeasily accessed at local
levels. “We should really look at the functionskeliwho is budgeting for those
functions, who is supervising those functions apdhen it will be the ideal practice

of decentralisation”.

4.2.4.5 General Recommendations

a) Staffing norms

One School Board member suggested that the stafbngs should be revisited and
brought in line with the allocation of human resms at Cluster Centres. This would

bring about change and efficiency in educationalise delivery.

b) Recognition and acknowledgement of School Board’sosk

Another School Board member recommended that dimeie work was voluntary,
they needed acknowledgement of their work in thenfof testimonials for School
Board members. “The ... cluster should take this ith the Ministry of Education,
for us to get some kind of recognition, somethimgvege can feel that we have

accomplished duties assigned to us”, the SchooldBo&mber explained.
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C) NGOs’ support

One School Board member called for NGOs and oth&itutions to first consider

Cluster Centres when they donated goods to educalive member reiterated that
“NGOs and other companies need to support clustetts equipment which the

government fails to deliver to schools in ordemtprove schools”.

4.3 Conclusion

This chapter presented categorised data from v@rsmurces using the four main
categories identified. The next chapter focusethennterpretation of the data in light

of relevant literature.
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CHAPTER 5: DISCUSSION OF FINDINGS

5.1 Introduction

This chapter discusses and interprets the findioigshe study in terms of themes
developed from the data presented in Chapter 4ngrisom the research questions. |

draw on appropriate literature to make sense ofitiokéngs.

Drawing on the categories presented in Chaptemdsl struck by several key issues. One
was the sense in which CCPs perceived their ralexeeeding ‘official’ roles as described
in BEP’s The school cluster system in Namibia: Frameworkdfeality educatiorand the
MEC'’s Guidelines for school principal#Another was the sense in which the SCS brought
about leadership and management practices thatpareeived as participatory in
contemporary theory. This resonates with the notbrorganisational learning which is
made possible through democratic and participakeagership practices. Finally the data
highlighted significant challenges to the futureelepment of the SCS. Although there has
been much progress and a sense of achievemeng #mer also areas that need
improvement. Hence this discussion of findinggasrfed by the following themes:

* Administrative guidelines for CCPs’ operationalnfrawork

» Participatory management and leadership practices

* Further development and sustainability of the SCS.

5.2 Administrative Guidelines for CCPs’ OperationalFramework

The study established that there is no specificpan the SCS except the draft policy of
April 2005 which is still under review. However tine absence of a regulated policy on the
SCS, the BEP project provides a guiding framewdik has been incorporated into the
ministerial handbookGuidelines for School PrincipaldDecember 2005) on how CCPs

could operate. These guidelines on how CCPs shualthge cluster centres are discussed
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below to indicate and create an awareness of wlatpected of CCPs and how CCPs view

their roles in line with the ministerial expectais

Overall CCPs are mainly responsible for the cofmtion and promotion of all
cluster activities in collaboration with other pripals of satellite schools in the
cluster, and should form stronger links betweerostshand the circuit and regional
education office (Dittmar et al.,, 2002, p. 24). &ddition to this overarching
responsibility, Dittmar et al. (2002, p. 24) ane tdinistry of Education (2005b, pp.
195-196) outline other functions of the CCP as to:
* Provide general leadership and supervision ofciViéies in the cluster
» Visit schools in the cluster to offer support antlons
* Promote the formation of subject groups to imprtheeteaching and
examination of all subjects
» Act as deputies to the circuit inspectors, fillingduring their absence
» Organise the functioning of the cluster managernentmittees
* Ensure that staff throughout the cluster followreot channels of
communication
* Promote efficient and cost-saving approaches tottering and
distribution of supplies, including helping to @ik, submit and follow up
on orders
» Distribute, explain, collect and discuss statigtipgestionnaires
* Promote the efficient and equitable allocationteathers
» Advise schools on how class groups should be aearg that teachers
and classrooms are used effectively
» Pass on training that they receive to all prin@palthe cluster
* Promote community participation, by ensuring thetté®l Boards
function properly, that community members valueostimg and that

communities respond to discipline problems at thelrools.

From the document analysis in this study it emethgatl CCPs and other stakeholders
had been made aware of the functions a CCP shoettborm. A former IE
interviewed in the study also testified that jobemiew criteria for CCPs were based

on these responsibilities and qualities. In a habhdd summary points presented by
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Ndopu (2002) at various Cluster Information Meesing several circuits of the
former Ondangwa West Education region, a CCP isritexi as someone who has a
vision and pre-set goals, good managerial skijig@nocommunication with staff and
community, and good negotiation skills. The CCPusthde creative, self-motivated,
committed, flexible, patient and tolerant, abl@tzept change, able to meet deadlines
and well organised. They should also lead by examapld delegate duties to staff

members.

The data show that the CCPs in this study and ctietlite school principals carried
out their duties in line with the prescribed guides for school principals. The SCS
implementation varied from one region to anothere Tata established that there
were both differences and similarities in the wayster centres operated and CCPs
carried out their cluster functions on a daily bakior example, all CCPs in the study
normally conducted school visits to satellite sdhodo monitor curriculum
implementation and offer professional support tceesth schools. Both year
programmes of the two cluster centres studied aisticated the number and
frequency of Cluster Management Committees meetp®ysterm, but the dates
differed from cluster to cluster, as did time ofydduration and agendas for meetings.
This is because those were primarily determinethbyspecific cluster’'s unique needs

and circumstances.

This study also found that each term’s cluster pgeg reports were submitted to the
circuit office in which CCPs reflected on theiresland activities carried out by the

clusters, citing the successes and challengesierped.

An interesting finding in terms of the researchsiion(s) on CCPs’ perceptions and
their roles in the SCS implementation was the peice that their duties exceeded
the ‘prescribed’ working guidelines. CCPs perceitrelr roles as:
» Powerful communicating officers providing a corgerbnk from the
cluster to satellite schools and other sub-strestwithin the cluster, and
with various stakeholders in education including®&;line ministries,

other schools within and outside the region andsscthe country
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» Initiators of change within the clusters and ttseibstructures by creating
platforms that enhance positive professional dgareknt of teachers and
also prospective academic outcomes of learnerselis w

* Visionary leaders who exert influence on satediithools and various
substructures within the cluster to stay focusetherattainment of the
common goal through better service delivery

* Instructional leaders who provide professional ee\dand managerial
support to other principals, HODs and teachergfexzvely implement
the curriculum

» Life-long learners who are continually learningrfreheir daily

experiences and people around them.

Looking at the summary description of CCPs’ pernogst of their roles, it is obvious

that they play a multi-functional job in being leasl and managers of their cluster
centres and their own schools. The literature daitmat leading and managing
organisations such as schools and cluster cengeroi easy because of the
complexity and ambiguity of these organisations Hrer systems and subsystems.

Therefore researchers such as Sergiovanni etGd3(. 200) suggest that

today’s principals should find better ways to mamdbge complexity,
ambiguity and expansion of their roles, exceedihgirt traditional
instructional leadership and school managemenltsskiéntified as core
elements of their principalship role.

This observation is even more applicable to CCP& Rey questions here are what
makes the SCS functional and why and how do thesQ©pe with the complexity of
the SCS implementation? These questions are fudiseussed in the next section
where | explore the enabling ingredients of the S@Blementation in relation to

contemporary educational leadership and managetmeiing.
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5.3 Participatory Management and Leadership Practies

Earlier in the study (Chapter 2), | drew on literatto provide a rationale behind the
SCS as one of reforming the previously segregatiedtagion system into a unified
democratic education system. | provided an ovenoéeducational management and
leadership theories that inform the SCS operatidreahework. The framework
enables integration of the education system anslitsystems while at the same time

provides for envisaged systemic organisational gaand renewal.

Views of the respondents involved in the study ssgghat a number of democratic
leadership and management approaches practisedakghslders constitute key
ingredients of the SCS’s success that are benkfiiciaractitioners. These include the
development of new supportive structures, sitedbamanagement at cluster level,
democratic approaches to educational leadershyacts building and empowerment
of stakeholders in the clusters, teamwork, co-dperaand collaboration at local
levels and organisational learning in the SCS. &her thus a high degree of
correlation between participants’ perceptions ot tBCS and key issues in
contemporary management and leadership thinking.ileWthese are closely
connected and interrelated in many ways, their eedoal application varies from
situation to situation. Interestingly, respondecited that the participatory approach
to the SCS’s implementation and operation servea asrnerstone for its reported

success and benefits so far.

| now discuss the practices in detail highlightexgamples of where findings resonate

with theory.
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5.3.1 Development of New Supportive Structures

As mentioned in Chapter 4 new circuits and clustentres were established to
provide support and a mandate for change in schdbks CCPs in the study believe
that circuits provide technical assistance throtigh circuit-based workshops and
meetings of all principals and HODs. During Circl\tanagement Committee
meetings, general issues pertaining to the Clu3sstre developments are discussed
and matters are collectively resolved or directisrsecured as to how individual
CCPs should go about resolving specific matterhiwithe clusters. Moreover,
cluster centres are also places where implementafi@ducational policies and non-
educational policies linked to learners intereaketplace. As Dittmar et al. (2002, p.
23) put it, Cluster Centres are the “focal poirisdontact and co-ordination between
the schools in the cluster”.

Various committees were also formed at Cluster K@entto oversee the
implementation of the SCS and simultaneously ddfgoport of the particular needs
experienced by schools within clusters. The keysome the Cluster Management
Committees, the Cluster Examination Committees #mel Subject Committees
(Dittmar et al., 2002, p. 25). According to Van défesthuizen (2002, p. 103)
“organisation structures are designed and impleetetd fit their particular goals,
strategies, environment, people and technology’e Tneation of these cluster
committees thus indicates a particular focus on tdsk at hand, as well as the

realisation that cluster work is complex and hemeeds distributed attention.

The data show that cluster-based subject groupstings serve as platforms where
teaching and learning problems in specific subjantsschools are shared and
addressed. Cluster Management meetings of prisipdDs and co-opted members
are like ‘local parliaments’ where managers excleagxperiences and information on
educational issues in the cluster and map outegfieg on how to develop their
clusters. Van der Westhuizen (2002) also argue that establishment of such

structures ensures that people focus on gettingpthdone and specification permits
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a higher level of individual expertise and perfono@(ibid.). In these cluster-based
committee meetings, individual school problems diseussed and where necessary
action plans are designed or smaller sub-commitiez=gonstituted to steer a specific

intervention at an affected school.

From the focus group discussion it appears thabadamanagers and teachers alike
view these platforms as helpful for providing losalpport and sharing of expertise,
resolving problems amicably and enabling mistakebd corrected by people with
insight into the specific problems or environmenhene they occur. Since the
committees are established locally and constitotaller number of people from each
school within the cluster, they enable or createogportunity for participative
management to occur in which close collaboratiod emoperation of schools take

place out of common interest.

5.3.2 Site-Based Management at Cluster Level

In Chapter 2 | presented a definition of SBM inaten to the SCS in Namibia,
drawing from Ortiz and Ogawa (2000, p. 487) anddnbburg and Ornstein (2004, p.
56). They referred to it as a decentralised approtat facilitates change in
organisational structures within the school by dispig decision-making authority
among school or cluster members and in the praegdaces bureaucratic regulations
with professional responsibilitiesb{d.). To give a brief overview, SBM is a high
involvement management strategy derived from aopbphy of Total Quality
Management, a corporate management theory wher@nisegional members are
“deeply involved in the ongoing improvement of thrganisation and are committed

to its success” (Vincent, 2000, p. 1).

According to Vincent (2000) “SBM is a significardgform initiative that promises to
place more authority in individual schools throubgh adoption of a more democratic
decision-making process”. Vincent further explathgt although the forms and
methods in which SBM takes place may vary from system to another, its typical

goal remains the same. It aims to “shift authasityay from the district administrative
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hierarchy into the hands of school groups (sucteashers and parents) that are more
closely connected to the school and, theoreticdligiter equipped to meet the

specialised needs of students” (Vincent, 2000).p. 1

As reported in Chapter 2, SBM is suited to the $p&ation, because “it is interested
in relationship structures between districts (Cecuits) and schools (i.e. clusters)
sites in a manner that places much power, authanitiyaccountability in the schools”
among the clusters (Vincent, 2000, p. 1). The ayeaif new supportive structures at
cluster level discussed in the preceding sectioniged an environment conducive to
practising site-based management, an approach pifeelaims shared decision-
making and collaborative problem solving. Mattheasd Crow (2003, p. 176)
explain that SBM involves organisational memberattigipation and collaboration
towards a collective goal. Adapting Matthews andvCs view of participatory
management in SBM, the various cluster-based camsitand structures formed
operate in a sense that everyone in the clustevadved and works together to solve
the cluster’s problems while at the same time disteibg a collective vision. Using
the data in the study, | will give examples of hine SBM theory underpins the SCS

implementation and operation.

The site-based management (SBM) approach in the &@8les both the broader
participation and democratic involvement of all egfional stakeholders of the cluster
centres. The study has found that CCPs and Cliieagement Committees played
a major role in managing clusters, but also thatoat everyone within the cluster
belonged to a committee that had a specific rolplay and different tasks to carry
out. This, according to Cunningham and CordeiroO(R0p. 182), is a means to

disperse power to a broader range of stakeholders.

In some clusters there was a democratic devolufgpower where more open and
participatory relationships with parents and sclemrhmunities were exercised in the
cluster sub-committees, encouraging bottom-up iatiom and changes within the
cluster. The example reported in Chapter 2 is @& cnster in the study where both
the sport and cultural committee had co-opted soanents with interests and skills in

some sport codes and cultural activities, and these fully involved in the planning
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of activities to be carried out. There was a higylel of stakeholder representation and
participation through various structures and atiéigiat the cluster centre level.

Although these committees had their own work pldhsy could also be tasked by
the Cluster Management Committees to perform cettsks if the need arose. One
cluster, for example, was informed at short noticat it would host a Ghanaian

delegation on a School Improvement Programme (&&ning exchange visit in

their cluster. Immediately the CCP disseminatedormftion to organise and

coordinate the cultural, musical and other entem@nt groups within the cluster to
perform during the visit.

Bauer and Bogotch (2006) explained that the purpdsbe SBM is “to unleash the
energies of the staff, empower them with the abtlit make key decisions and give
them flexibility to use resources as they seeificluding human resources (Bauer &
Bogotch, 2006, p. 448). From my perusal of docusénwas clear that in one cluster
centre the CMC was able to resolve the internaisfiex of teachers and successfully
swap teachers from one school to another to atleeviae problem of shortage of
gualified teachers in languages and at the same tionrectly allocate teachers to
their specific subjects and areas of specialisatatiin the cluster. This task was co-
ordinated by the CCP in collaboration with the Clsi@ Cluster Board. Teachers and
learners of all schools were informed through thepresentative structures i.e. the
Namibian National Teachers Union (NANTU) for teacheand Learners’
Representative Councils (LRC) for learners. Theyewerade to understand why such
a move was needed or beneficial to the schoolshstier in general. This is a good
practical example where a site-based approach emaiuctures in a cluster the
decision-making flexibility to respond to local niseas argued by Bauer and Bogotch
(2006, p. 448).

Dempster (2000, p. 56) also argues that SBM resuliscreased innovation, where
stakeholders value their power to make autonomagsidns. Documented data
indicated that most of the innovations, decisiond @itiatives in various cluster
committees were autonomously carried out by memhsdrshe specific sub-
committees. At one cluster, for instance, Englisachers in the cluster decided to

establish a debating club for junior secondarynees while Business Management
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teachers organised a Cluster Business Quiz congpefidr grade 10 learners. From
my experience as an Advisory Teacher who visitgouarschools in various clusters
across the region, some of these innovations aetyrbound in other clusters or are

practised differently in some.

Cluster Boards which include School Board membens fsatellite schools of which
many are chairpersons play a major role in the gamant of clusters. Many
respondents also viewed school-based managemehe iSCS as an approach that
allowed networking and collaboration among schamith both their internal and
external environments. One of the parents in adogwoup discussion said, “As
Cluster Boards we come together in our cluster scuiis issues and together we
tackle issues of learners’ discipline, late arrivfiteachers to school, absenteeism and
others”. The minutes of the CMC meetings indicdteat broader managerial issues
were dealt with by the Cluster Management Comnstteecluding learners’
enrolment, staff allocation, curriculum extensipfanning for new infrastructure and
identification of site-based training in variousrrgcular issues among many others,
and were discussed and resolved by the CMC.

Other managerial tasks carried out by the CMC ah$t€& Boards were the roles
they played in the recruitment and appointmenteachers as well as promotion of
staff to new positions within the clusters. It isnanisterial requirement for members
of the CMC and Cluster Boards to sit on interviean@ls and recommend suitable
candidates for positions in the cluster to the Begii Office via the circuit office for
appointment. One CCP said, “Any interview trandsriwith no School Boards’ view
or recommendation cannot be considered by the tryrfir appointment and in those
cases the positions have to be re-advertised.” Bag@in shows a participative
dispersal of power throughout the cluster's stalddrs, leading to increased
decision-making and the development of co-managkills at grassroot people. At
the same time, this practice places individualdifféring power and social influence
i.e. CCPs and School Board members on “an equdinfpan the shared-decision

making paradigm” (Johnson and Scollay, 2001, p. 63)

Dempster (2000, p. 56) believes that aspects alddiased management related to

planning and communication help shape some of tmitons which indirectly
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influence classroom practice. Equally importanttiie SCS operation, the cluster
facilitators for numerous subjects plan and condwotrkshops in their specific
subjects. The subject facilitators co-ordinate ittentification of training needs for
cluster-based workshops during their termly mestifigne idea is to take into account
the needs of every school’s classroom situatiorgssto give workshops that will be
helpful in transforming the classroom practiceseaiching and learning in the cluster.

The broader participation of everyone and the Isiteed management practices by
these committees has created an atmosphere forcdaimdeadership to flourish at
cluster level. It has created an opportunity farstér members to access new skills
and knowledge on an ongoing basis, and has therefopowered staff to facilitate
their cluster improvement, innovation and contimuoyrofessional growth
(Cunningham & Cordeiro, 2000, p. 182). Through spelticipatory management,
decision-making is more decentralised, multiplesduresponsibilities are shared and
greater collaboration is also likely to occur. Thiscurrence has to do with the
influence of a SBM philosophy in the SCS. It isoallsfluenced by various democratic
approaches employed by those in the driving setlieoéducational management and

leadership of clusters as organisations. The fotligwection looks at that.

5.3.3 Democratic Approaches to Educational Leadergh

Clusters Centres are formally headed by CCPs andas@aged with other site-based
committees in a broad participatory manner. Tha dathe study show that there are
signs of instructional, transformational and disited leadership among stakeholders
in the clusters, which are all features of conterapo leadership thinking in
education. The notion of democratic leadership egy broad one, and | will be
drawing on the work of Woods (2005) to provide eeboverview. Woods (2005, p.
131) claims that democratic leadership is chareseedrby principles of “ethical,
discursive, decisional and therapeutic rationalégd social justice”. Some of the
principal aims of democratic leadership outlinedWypods (2005) are to create an
environment in which people:

* Are active contributors to the creation of insiitat, culture and relationships

they inhabit
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* Are empowered and enabled by the institutionatucal and social structures

of the organisation

* Promote respect for diversity and reduce cultundl material inequalities.

The kind of leadership practised by CCPs, subjecilifators and various site-based
committees and subject groups is strongly undegalry the notions of democratic
leadership as captured in contemporary theoriatingao what Woods (2005: xvii)
calls “a multiplicity of leaders”. For instance etfCCPs oversee the activities in the
clusters and provide instructional leadership tairgersons of cluster committees i.e.
on issues such as examinations. These subjecitdtmi and chairpersons also
attempt to impart the same kind of leadership teeotcluster members in their
specific committees. This practice is referred yaviarks & Printy (2003) as “shared
instructional leadership” because it involves tlodive collaboration of principals,
HODs, subject heads, cluster facilitators and teechn matters of curriculum,
instruction and assessment (Marks and Printy, 200371). Through various subject
groups at cluster level principals, HODs, and teaslshare responsibility for staff
development, curricular development, and supemrisianstructional tasks (Marks &
Printy 2003, p. 371). From this perspective CCRsrat the sole leaders of Cluster
Centres but “leaders of other instructional leatdershe cluster (Glickman in Marks
& Printy, 2003, p. 371). Practically, CCPs condsaitool and classroom visits in their
own schools as well as satellite schools to “prewide intellectual direction through
innovation while empowering and supporting” priradgg HODs and teachers as
colleagues in decision-making on curricular isswéhin the cluster (Marks & Printy
2003, p. 371).

The leadership function at cluster level is widshared by individual and cluster-
based structures. Bennis, Spreitzer and Cummir@lj2argue that besides splitting
responsibilities between individuals in a broadense, shared leadership means
empowering individuals at all levels and givingskandividuals opportunities to take
the lead in a decentralised way. This promoteslitggpro-activity, and autonomy”
(Bennis et al., 2001, p. 140). The data illustratedt CCPs saw themselves as
facilitators of change through innovation and atities that aim at enhancing good

educational outcomes in the clusters. Perusal ofients in this study revealed that
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the need to hold Cluster Teachers’ Conferences gadefrom the cluster subject
meetings and the post-observation discussion heldteachers and principals where
cluster members felt that there were certainly comrproblems experienced that
needed to be addressed at a common forum. This wedt with the principle of
democratic leadership where individual leaders khdigsten to the majority and
where the majority take initiatives in participgtatecision-making forums, such as
subject meetings, to initiate debate (Woods, 2p0%yi).

It seems clear then that CCPs do practice whditdrature describes as instructional
and transformational leadership in their day-to-tapdship role of Cluster Centres.
The CCPs in this study regard themselves as afanthange and life-long learners
who are visionary about the quality of educationtle clusters they head. As
mentioned in Chapter 4 of this study, one CCP aaleat that learning through
practice on how to lead clusters was essential ledgye for CCPs to be able to

develop other cluster members’ leadership capacity.

When CCPs do school and classroom visits they nigtwear their supervision hats
but also focus on identifying problems that areeadipg curriculum implementation
and collaboratively solve the identified problemsghwthe cluster members with the
aim of improving the cluster performance. In Chagtene CCP is reported as saying
that during his visits to satellite schools he ediswareness of their cluster goals and
encouraged cluster members to commit to them. Boaigviour is characteristic of
transformational leadership which has moral andatgatic purposes (Allix, 2000, p.
7). In this interactive process CCPs develop thiective capacity of the cluster and
its members to achieve the national curricular goedise awareness of all cluster
members’ level of commitment to the cluster goa{gll national standards, and
encourage cluster members to reach their potéwtiale offering support for them to
accelerate their individual self-interest as wé@lltarks & Printy, 2003, p. 372).

My observation during the period of collecting datbthe two clusters and my
experience as an education officer, often in imtgvas with clusters and cluster
members, confirm the presence of democratic lehgens most clusters, which
might be one of the underlying causes of the sigcoéshe SCS. In addition tine

instructional and transformational leadership apphes, there is also a social
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distribution of the leadership role in the SCS.tlhe cluster centres studied, the
leadership function is stretched over the work ofuanber of individuals where the
leadership task is accomplished through the intenras of multiple leaders, their

followers and their given situations (Harris, 20@5,11; Spillane et al. in Coles &

Southworth, 2005, p. 37).

Fidler (2002) argues that if clusters and circuate divided into organisational
structures such as various committees and grougpsdifferent functions, then each
of these will need leadership for its area of openaif it is to do more than follow
orders (calendar of activities or work plans) frohe CCPs, Cluster Management
Committee and Inspectors of Education (Fidler, 2Q0236). As proposed by Dittmar
et al. (2002, p. 26) on possible roles for subfactitators, the study established that
various subject facilitators managed and co-ordmatubject activities at the cluster
level independently of the CCP. They were guided ngsion statements and
commitment to achieve cluster visions and by beagountable to educational
stakeholders in the cluster community. Harris (200511) says that in a practical
sense, distributed leadership is concerned withaging many people in the
leadership activity, and it implies interdependeratber than dependency, embracing
how leaders of various kinds and in various rolears responsibilities. Similarly,
Cluster Centres’ year schedules and calendars b¥ites also indicate that
leadership roles such as those of chairing meetiobairing provisional/steering
committees on cluster issues and organising ewsats to be equally distributed
among principals, HODs and teachers from variod®as to carry out, and not
necessarily carried out by the CCPs alone. Golematiarris (2005, p. 11) claims
that this is a practice where every person at elevgl acts as a leader. It offers
fundamental and powerful ways of “complex patteohsnteraction, influence and

agency in organisational leadership” (Harris, 2G25.,1).

This approach of dispersing leadership to other€laster Centres enables shared
leadership in the SCS among chairpersons of SdRoatds, principals of satellite
schools, HODs, subject facilitators and teacherkeain the existing clustering
structure. However, Harris (2005, p. 11) also wahas it should not be regarded as a
“shorthand way of talking about shared leadersbgtause unlike the latter, it draws

on cluster members’ skills and subject expertisdeadership capabilities. Cluster
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subject facilitators are democratically chosen myrcluster subject meetings by
people with common subject knowledge and only oe cgcasions recommended for
the position by Subject Advisors (regional-basedisory Teachers) because of their
higher level of expertise in the subject. Nevesks] the Cluster Management
Committee has to endorse eaebhommendation and get views from other teachers in

the cluster before they can appoint such a pers@nGuster Subject Facilitator.

Distributed leadership also promotes accountabdityong committees and leaders
(chairpersons) of those committees because thegveaee that their leadership tasks
influence other committees’ leadership functions rature of their organisational
practice. For instance, a cluster cultural commaitteuld not successfully fulfil its
leadership task in organising an event or in p@diing in a cultural event without
the involvement of a Cluster Finance Committeetelad these committees would
have to collaboratively calculate the financialdne andexpenditures of the cultural
committee during the exercise of their tasks. 8pél et al. in Coles and Southworth,
(2005, p. 39) referred to this as “collaborativeadership” because “the inter-
dependency of leaders and committees is shapeddypractice where different
leaders require input from one another to produparticular leadership practice.” In
the SCS multiple leaders collegially examined tbemon challenges and problems
encountered in their specific cluster groups or mittees, and collectively commit to
evolve strategies to solve them. They also inforreadh other of their activities or
plans via minutes of meetings, cluster reportdf atanouncements and other cluster
platforms, which maximised transparency in themadwact and openness to each other,

building trust and accountability to cluster valaesl mission.

According to Mel et al. (in Riley & Louis 2000, B83) this type of dynamic and
decentralised approach to leadership where CCPs liaspectors of Education
relinquish real authority to others and help themge this authority wisely is viewed
as the vehicle for empowering others. Mel et atthier argue that even in institutions
of education like Cluster Centres where goals greea upon, it is not always easy to
trust others to use their own knowledge and skdlsbring about changebid.).
However, the core principle of the transformatiomehdership approach, which
features strongly in CCPs’ leadership, is groundedrust, to support leadership

capacity of other leaders in the cluster and fiatdi the dispersal of leadership across
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the vertical cluster structure. This trust in othdeadership capacity and the skills to
facilitate leadership distribution to cluster sttwes was observed during the data
collection stage as well as on other formal schosits and through professional
engagement with schools and clusters on a contsbasis. It links with the idea of
Mel et al. in Riley and Louis (2000, p. 34) thatu4t is the essential link between the
leader and the led; vital to people’s job, statfis)ction and loyalty, vital to

fellowship”.

In the next section | discuss how richly democréadership approaches have built
cluster members’ capacity and empowered them in dihganisational life.

5.3.4 Capacity Building and Empowerment of Stakehadlers at Cluster
Level

The greater involvement of cluster members in elusactivities via cluster
committees and other structures has provided oppities to acquire new skills and
to discover their potential. Additionally the kind§ democratic leadership practised
in the SCS and the spirit in which CCPs and otkadérs shared their leadership
power within the cluster (members) has had an itmpacthe capacity of cluster
members. Respondents indicated that they had gaski#ld through workshops
conducted at regional, circuit and cluster levelvadi as other interactions within the
cluster structures. CCPs also said they felt empeavevith information, knowledge,
and skills on how to handle matters regarding thenagement of schools and

implementing the curriculum.

In spite of its shortcomings as mentioned eartiee, decentralised cascade approach
to training and information sharing is embeddedairparticipatory approach to
leadership and management. Regional and circuikshaps are organised for CCPs,
chairpersons of School Boards and facilitators @afrious subject and other
committees, where these cluster leaders and managecoached in how to carry out
their cluster management and leadership functidosording to De Grauwe (2006, p.
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4) people in organisations implementing changenyr kand of reform need support
and advice to strengthen their competence and auign

It is normal practice in the SCS that feedback froegional and circuit-based
meetings, workshops, and training would be givercltster members for similar
initiatives to be replicated to pass on the skaisrnt. The respondents in the study
also felt that to a certain extent, cluster memb&achers, School Board members
and principals had been empowered with skills tahilogs on their own, such as run
workshops, feedback meetings and training at tlhistet centres. Mahshi (2006)
refers to this as the readiness for “going it alomed explains that “it means that
those receiving support can perform the tasks,estie problems, set and achieve
their objectives without outside technical interiven or assistance” (Mahshi, 20086,
p. 3). For instance, in May 2006, regional traingegsions were held at all parallel
circuits in which CCPs satellite school principatsl some HODs were trained on the
National Standards and Performance Indicatorsdiooals in Namibia. In return these
CCPs, satellite school principals and some HODs arecall CMC members, trained
all cluster members at their cluster or school lle&ecording to Mahshi (2006, p. 3)
imparting skills to individuals and coaching penmseh involved in educational
activities has to be an on-the-job training througbrkshops within appropriate
institutional structures, since learning-by-doirigyaur institution or work or local
environment is the best method of acquiring skilisspite of shortcomings identified
in the previous chapter, the fact that CCPs andtetufacilitators had attended
numerous regional and circuit workshops, seminamference and meetings,
suggests that they have been ‘developed’ to coadhadvise fellow principals and

teachers through site-based mini-workshops, sahisibé and subject meetings.

The interaction among the cluster based manageomninittee and the prevailing
collegiality among cluster members have createdrses of self-esteem and control,
and have enhanced collegial interest and deterimmah cluster activities and
curriculum. Respondents in the focus group disomssixplained that they now had
skills to initiate opportunities to learn from eacther such as subject shows,
teachers’ conferences and internet clubs, and &isidg activities. As mentioned in
Chapter 4, one cluster in the study holds a unisuigiect show annually where

teachers and learners show their talents and sktls regard to the understanding
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and accomplishment of the basic competencies amditey areas for specific schools.
During this annual show innovations are displaygdlls shared and both teachers
and learners exchange knowledge. The top schealshérs and learners are awarded
motivational prizes for outstanding work accompighThe most improved schools

are also recognised and encouraged with tips tommsex their efforts.

The Cluster Teachers’ Conference referred to inp@rat is another good example of
empowerment and creativity among cluster membehngesd@ conferences are good
platforms where teachers identify topics in thejscbareas of their curriculum or
policy issues relating to education, with whichytheve had trouble or perhaps just
need more information. They would then propose @¢oaddressed by people with
expertise, and discuss the topics at a clustefophat The Cluster Management
Committee and facilitators or members of the pifasal development committee
then prioritise topics for such a conference arppse to the CCP potential speakers
and presenters at the conference. The conferemeemalitated by teachers within

the cluster and are opportunities for professignaivth.

These are examples of innovative and good praetm®uraged by the distributed
leadership and facilitative and interpersonal skidf CCPs, as a result of which
cluster members are more empowered to initiatesaisthin change and are able to
respond to structural reforms. They are also abledpe better with complexity and

work intensification” (Woods, 2005, p. 31).

Cluster members are also given the opportunity dal dvith certain management
functions formerly done at circuit or regional o#fi For instance, one respondent
indicated that the statistics of learners’ enrolm@VC, ordering of textbooks and so
on, are first analysed and discussed at clustezl Iby the Cluster Management
Committee and some other local committees desigoeéllfil particular tasks.

Planning for new buildings, curriculum extensiopspgrammes, workshops etc., is
also mainly done by various teams or subject graups then present the plan to the
cluster management committee to prioritise andegjise according to cluster needs.

This collaborative management experience has emmeowW@€MCs to take decisions

for the clusters’ future when they plan, organideect, or control cluster-based
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activities. These democratic engagements of clus¢ersion-making bodies in the
cluster activities make them more responsible fwirt implementation. Indeed,
participatory leadership and delegation of new oesjbilities and additional

authority to various clusters has empowered clustembers to be committed and
accountable to the Cluster Development Plans armthter cluster activities. It has

also created room for teamwork, cooperation anidlootation, to which I now turn.

5.3.5 Teamwork, Cooperation and Collaboration at Gister Level

Findings show that there has been an increase-opemtion and collaboration at
cluster level. Many stakeholders involved in thedgt expressed contentment with
this development and rated it as a great achieversgmalling the effective
implementation of the SCS. This is partly attriliniéato the influence of a team-based
leadership approach employed by CCPs and otherteclugam leaders (i.e.

facilitators) in managing cluster activities.

Co-operation and collaboration were noted at mamagé as well as teaching and
learning levels. On the subject level for instarsiéject teachers teaching the same
subjects co-operated in setting local tests andnex&olding meetings, discussing
and evaluating local, regional and national exationaresults and sharing ideas or
appropriate actions. There was also sharing ofréigpeon how to teach their subject
better, design suitable teaching and learning nadéeand appropriately interpret the

curriculum.

Managing the complexity inherent in clusters — eggly coordinating activities of
multiple committees within the clusters — requieepractical approach such as the
team-based model of leadership. Katzenbach anchSmidavies and West-Burnham
(1997, p. 141) suggest that in any complex sitmatioambiguous tasks requiring the
real-time combination of skills, experiences andigiments, teamwork usually brings
in better results than a collection of individuabgps operating within confined job
roles and responsibilities. The teamwork spiritcinster centres has provided an
opportunity for all cluster members to experiencgease of worth and recognition.
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Through collaboration in various cluster committ@esmbers believe that all have
something to offer in a wide range of situatiors] &at there is no longer a situation

where one person knows all.

The intensified collaboration of cluster members halped to decrease the sense of
isolation among schools, their principals, teachens learners that had hitherto
normally operated on their own. When asked to dles¢he SCS in terms of benefits
and success one CCP in the study pointed out ffie] SCS is a good system, it
makes principals of different groups of schoolsmark as a team and through this
system we can ... reach the National Standards ofagidn”. It emerged from the
data that co-operation and better communicationnmbla forged by Cluster
Management Committees as well as other cluster ¢tiemn were identified as the

factors that were helping clusters to succeed aind labout improvements.

High attendance at cluster-based meetings and domemi to cluster activities were
also noted as benefits gained from the increaseapeaation and interaction. There
was also a decrease in learners’ absenteeism aitiveamprovement in teachers’
and learners’ discipline. As reported in Chaptea $ositive improvement in change
of attitude observed among some individuals testithat the SCS can have the effect

of ‘reculturing’ behavioural attitudes of some edticnal practitioners.

Enhancing the external relationship between Clug€ientres and their external
environments or with stakeholders or NGOs with @terest in education, has also
paved the way for Cluster Centres to acquire vaduabsources and learning
materials through donations and sponsorship. Apgestn that, clusters also
collaborate in fundraising activities for the needishe clusters, and managed to buy

Risograph machines and other equipment needecebystthool.

Cluster Teachers Conferences and Cluster and Ciktamagement Committees as
well as other sub-committees discussed in Chapgo@ide good forums in which

people from a variety of backgrounds but with comniterests can meet face-to-
face to discuss experiences, and work togetherrttsaghared solutions (Macbeath &
Mortimore, 2001, p. 204). Reflecting on my obseosmatat one Cluster Teachers’

Conference where | presented a paperWhdt schools and teachers should do to
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improve the learners’ English proficiengya resolution was taken on what all the
schools within that Cluster Centre should do.

Additional, cluster-based workshops provided by setting, where cluster members
collaborate on various topics, are “seen as mometsollegial interaction”

strengthening collaboration between clusters (Dau@e, 2006, p. 4). Since many of
these workshops were held by local cluster fatiitg it allowed for an adaptation of

their content to the diverse needs of each scimabla cluster.

5.3.6 Organisational Learning: Clusters as Learningdrganisations

Launched as a reform intervention, the SCS seerhg\we brought about significant
improvement in many schools as well as in the dilutasystem since its
introduction. One can argue that perhaps the SCSimteoduced at the right time
when change in the education system was alreadceapted fact. As discussed in
Chapter 2 the intentions behind the SCS aimed ptawing the quality of education
in schools through a systemic approach, opposdhbetdraditional bureaucratic and
hierarchical management structures within educatimstitutions. Earlier discussions
in this section have emphasised that due to theodeatic leadership approaches
applied to empower cluster members and intens#yr timteractions with each other
in their clusters, organisational learning had tak&ce. This was due to a range of
interventions, adaptations to change and continleasing in clusters and among

cluster members.

The SCS enables organisational learning at alldew#cuits, cluster centres, cluster
committees, satellite school principals and clustembers. This study has found that
clusters possess a number of learning organisé&tures in the way they operate.
Fundamental management tasks are entrusted to @@Psther cluster committees.

According to Senge (2006, p. 130) this enablesi#gmocratic governance of schools
by grassroots people through shared vision and teaming. In section 5.3.4, it was

indicated that all cluster members were empowearadake decisions and learn from
their successes and failures. Clusters have ad#patketworking approach across all

schools and function in a collaborative way poolihgman and infrastructural
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resources in order to expand knowledge. For instateam-learning happened in
various cluster committees such as subject and geament meetings and
conferences, where cluster members in these déstyriaams shared ideas and
continuously learnt how they could optimise eadteat’ contributions to realise their
cluster goals in an open and honest communicataener.Meyer and Botha (2000,
p. 260) argue that this is very beneficial to aegrhing organisation because team
members gain insight into complex issues and aavags that complement each

other’s actions.

Organisational learning can also lead to innovatis mentioned in Chapter 4, the
cluster centres studied createldster development plans and a cluster mission and
goals. Theschooldevelopment plans | studied, though different freacth other as
well as from theclusterplans, nevertheless shared the unique fundamemgabge of
the cluster vision, especially where the lower jamyncurriculum was concerned. This
is an example of how team learning can result imquely different yet strongly

related planning.

Team learning was also a key feature of the teathenferences and subject shows.
The CCPs were responsible for developing programiiogsthese events in
collaboration with the relevant committees. Puttingether these programmes thus
presented excellent opportunities for CCPs to hdheir organisational and
communications skills and develop their relatiopshiwith other educational
stakeholders. These events thus benefited botteclesders and their members, who

also gained from being exposed to debates on dwederational issues.

Cluster-based training and mini-workshops were asxy beneficial opportunities
that enhanced learning and staff development. Tweye good platforms for
transferring training and skills in the workpladdeyer and Botha (2000, p. 263)
explain that staff training provides opportunities “apply skills immediately and
efficiently in order to achieve envisaged improveisen teaching and learning”. In
fact, most of these workshops and school projestsive around learning more about
learners’ needs and implementing better teachingrogghes that improve the
attainment of learners’ needs. Meyer and Botha@200262) also say that learning

organisations are technology driven: they use thlestnadvanced technology to
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improve educators, teaching and learning and mesrdrer continually being trained
to use the latest technology. As reported in Chiaptelusters were able to enlist the

help of their communities to raise funds for tedbgacal teaching and learning aids.

Braham in Meyer and Botha (2000) emphasised tleakedrning organisation regards
the whole system, project, process and all its nemincluding learners and other
stakeholders as a potential source of learning @viéy Botha, 2000, p. 263). In
another cluster centre, six computers were acquhlezligh a government initiated
computer piloting programme with School-Net (a camp that provides computers
to schools). Teachers in the cluster with an irstene using ICT in lesson planning
had grouped themselves to form a computer club evtiey learnt how to search for
information for their subjects on the Internet. Aléscussed in Chapter 4, a
businessperson in the cluster offered to pay feirttraining in basic ICT. The
computers were based at the Cluster Centre andatdeeo be used by teachers and

learners from other schools too.

This discussion illustrated that in a significaraywclusters exhibit the features that
typify learning organisations. Senge quoted by Meyed Botha (2000) describe a

learning organisation as

organisations where people continually expand ttegdacity to create the
results they truly desire, where new and expansateerns of thinking are
nurtured, where collective aspirations are set, feeel where people are
continually learning to learn together (Meyer & Bat 2000, p. 254).

As the data indicated, clusters continue to leaoremabout their schools, do self-
evaluations about their work, plan together andabolrate to create better learning
opportunities for both learners and their staffwidwger, like any other organisation,
clusters also have their unique share of obstaatels challenges that inhibit them
from functioning fully as modern learning organisas. In the next section, | look at

those as stepping stones for cluster development.
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5.4 Further Development and Sustainability of the 8S

Any transformation in an organisation undergoescups’ in the process of change or
renewal. The SCS implementation is no exceptionawWhatters though is that key
implementers were able to identify what inhibitsrelepment of their clusters and
how to deal with the obstacles to prevent lifetinheckages to the clusters’ growth. In
Chapter 4 respondents cited specific challengesereeqred in the SCS

implementation and suggested possible ways thepedimg factors could be dealt
with. At this point | discuss these challenges frtime respondents’ perspectives
relating them to the organisational developmeniaé change and transformation, in
an attempt to build an underpinning rationale fer $CS. | look at the formalisation
of SCS, the strengthening of cluster capacity andralerstanding of the SCS in the

context of decentralisation.

5.4.1 Formalisation of the SCS

To date the SCS is not regulated by policy and apsrinformally throughout
Namibia, despite recommendations by the PresideGtanmission on Education,
Culture and Training of 1999 and the Research afatrhation Services of Namibia
(RAISON). The latter was very instrumental in paiag an operational framework
for SCS, currently used by practitioners as a ggidiocument in the absence of a

national policy.

There was a common perception that the statusmudiich the SCS functions limits

its operational potential in many ways. Commentimgthis aspect, one CCP said,
“right now is like it is in apiloting stage”.Firstly, respondents argued that if the
system were formalised and incorporated into thieli®service under the teaching

structure, it would enable the creation of a forjodl position of a Cluster Centre
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Principal with a suitable salary and benefits aigino a CCP’s current duties and
responsibilities. Respondents in the focus groupcudisions called for salary
adjustments for CCPs, acknowledging that they wareently doing a lot for clusters
voluntarily and in reality their workload was jusbt equal to that of satellite
principals. In support of the CCPs’ salary increméme current IE explained that by
nature human performance was triggered by extringtivation; it was therefore
demotivating for CCPs to work without appropriagenuneration. There was a feeling
among respondents that the provision of incentieeSCPs would “encourage them
to work harder and be committed”, and to developenmoeaningful activities in the

clusters.

Secondly, key implementers in the study said tlegulating the SCS would also
make CCPs and other Cluster facilitators more adednle in their work, because
there would be fixed terms of references to comyptir. The former IE argued that in
the absence of a formal SCS in the Public Sentrcetsire, it was difficult for IEs or
regional officials to reprimand CCPs for failure deliver because there was no
regulating mechanism or system to make them acablentLegally they were just
school principals with additional responsibilittedheading Cluster Centres.

Thirdly, under a formal structure of the SCS in Ehéblic Service, government would
be able to properly address the teaching workldadGPs to enable them to create a
balance between their leadership and managerials rahd their own teaching.
Respondents including CCPs themselves called f@daction in CCPs’ classroom
teaching load, so that they could do justice toirtlmsvn schools and to their
supervision of satellite schools. Currently the MEBECircular 13 of 2001 prescribes
25% percentage of teaching time to all principaloss all phases whether they are
CCPs or not. One principal (not a CCP) in the stadpued that this practice was not
fair because CCPs did a lot more than other praisjbesides, this could negatively
affect their teaching resulting in learners notiggtproper attention. This is because
with their CCP role, principals perform more marmaget roles. The general
perception of respondents in the study was tha&daation of the CCP’s classroom
teaching would enable CCPs to teach effectively@sas concentrate on the work of

their school and their clusters.
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From the document analysis and the views of a forlfaat emerged that issues of
cluster formalisation and the CCPs’ remuneratiovehlaeen brought to the attention
of regional personnel and national policy-makera wmeetings, workshops and
research findings. Both Mendelsohn and Ward (2p063) and Dittmar et al. (2002,
p. 21) argue that if the SCS were to be sustaindiglesystem would need to be both
formalised and institutionalised. Dittmar et al0Q2) argued further that “although
there may be merits” for the SCS to operate infdigmnas formalisation would make
it “sustainable and save a good deal of money énldmger term” (Dittmar et al.,
2002, pp. 38-39). An attempt in this regard was enby the MBESC in 2005 by
drafting a national policy on the SCS that wouldulate the system. Stakeholders’
opinions were sought; one CCP said, “We gave ccomenendation last year on this

draft policy but we never heard anything about it”.

| telephoned the Programme Quality and Assessni&pA]J director in the Ministry
of Education to get clarity about the progress luk tdraft policy on the SCS
formalisation. It emerged that the ministry hadetaka different route from the
preceding one of seeking stakeholders’ opinion,mentioned above. The PQA
director explained that the ministry had assignetZ Gthe influential German-
sponsored NGO involved in the introduction and suwpmpf SCS) to conduct a
national survey on how the system was doing antl ttiea findings of that survey
would then inform the national policy on the SC$.date the SCS has been adopted
nationally in the Namibian education system butfaisnalisation remains work in

progress.

Reviewing the SCS implementation and suggestingeduli framework application
for improved efficiency, Mendelsohn and Ward (2004, 59) explained that
expectations for increased salaries and/or othecessions for CCPs had been raised
in some clusters. It is therefore appropriate teaels of remuneration for different
principals be established under a formal struabfithe SCS. Quoted by Dittmar et al.
(2002, p. 33) the Namibian Presidential Commission Education, Culture and
Training also raised the issue of grading CCP paststhe basis that CCPs had
additional responsibilities towards their clusterstop of their normal responsibility

as school principals. Dittmar et §2002) conclude that “a system stratifying sakrie
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or providing other incentives should be adopted@¢dmpensate both the CCP ... in
accordance with their different levels of respoitigyt (Dittmar et al., 2002, p. 38).

The respondents’ call for the full implementatiohtibe SCS and remuneration of
CCPs echoes what other researchers have referréddalso significant because it
emanates from participants lived experience. la $fudy, insiders within the system
who are key implementers of the system, includingsé who are in supervising
positions as well as grassroots people (teachersSahool Boards), have made their

voices heard.

Opposing views do exist. Nandi (2004, p. 21) argtied although CCPs had more
work on their hands, formalising their positions @®motions posts with extra
remuneration may create imbalances within the €tusfanagement Committee
triggering ‘leave them to do the job’ feelings argasther principals. Nandi (2004)
also feels that promotion and extra remuneratioy reault in increased centralisation
within a decentralised systenbil.). Interestingly none of the CCPs in the study
called for extra remuneration but other colleagugsirents, teachers, other principals
and both the former and current IEs — felt strongty the issue. It could not be
established whether the CCPs were not interestexkiia remuneration or whether

they thought that under current circumstances & m@& worth mentioning.

Offering ideas on formalising the CCP position, pasdents suggested the
establishment of a tailor-made in-service trainprggramme for serving CCPs to
equip them with the necessary conceptual knowlealge skills of leading and
managing cluster centres as modern organisationsaofing. Alternatively, it was
also suggested that the existing courses of edurcaffered by UNAM could create
and incorporate a component of the leadership aadagement of a SCS as an
optional area of specialisation. It was belietedt if the concept of clustering were
catered for in the curricular of higher instrucsort would prepare satellite school
principals aspiring to be CCPs to learn more aleading and managing clusters of
schools.

Another suggestion was to introduce a cluster paiship certificate to serve as a

‘licence’ to those who want to run cluster centrése Public Service Commission
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(PSC) could also use this cluster principalshigifoegite as a major requirement for
the promotion post of CCPs in the teaching strectuimstitutions of higher learning
such as UNAM offered it with accreditation by tharhibian Qualification Authority
(NQA). Perhaps this recommended principalship fieate for CCPs would also be
an answer to Topnaar’s critique on the way CCP=wappointed to their positions.
Topnaar (2004, p. 7) argues that CCPs are handapiokeheir position.

Respondents also felt that formalisation of the S@#ild require government to
create a specific budget for Cluster Centres. Sshatho should feed the cluster
fund, were already finding it difficult to cope witthe ever-insufficient School
Development Fund (SDF) due to the socio-econonttofa of their population and
the regulations regarding SDFs in practice. With specific budget from the

government, respondents felt that clusters coulcdope.

Making the CCP position part of the Public Servateucture would also ensure
transparency in terms of employment criteria andd@@ns of service. As reported
earlier, applicants only found out about the natofehe job from the interview
guestion. This might not be the most suitable pracbecause people should be
academically, physically and psychological prepdoedhe job they are applying for.
The current practice may therefore be detrimentalgbvernment as well as

prospective employees.

5.4.2 Strengthening the Capacity of Clusters

Besides the SCS’s formalisation, there is a needttengthen other aspects of
capacity at cluster centres, especially in supp@thanisms (e.g. training and skills
development), existing physical structures (po@sstoom conditions) and budget
allocation, infrastructure and resources (both huad physical). In Chapter 4, the
data singled out provision of resources and infuasire, system support and
inadequate capacity of key implementers as majalleiges to the ongoing

functioning of the SCS. Participants made severgdestions.
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There was agreement on the need to provide andtammaibuildings and other
infrastructure at the cluster centres. Althoughhbciuster centres in the study had
‘clean’ tap water, electricity and telephone linggy needed more buildings to meet
the needs of the clusters such as classrooms,nggetims, a mini-resource centre or
library, teachers’ houses and proper equipmentreitly clusters and their satellite
schools experienced telephone cuts due to unpdg] bampering communication
among schools and clusters and their external @mvients. In rural clusters, some
schools did not have telephone lines and even sleeofi other telecommunication
devices such as cell phones, satellite links aadriternet were limited in the absence
of a proper network infrastructure. Road conditi@hsing the rainy season were
another inhibiting factor to communication. Whends collecting data for this study,
one potential interviewee missed the focus grogpudision meeting because her car

got stuck in a muddy Oshana pan on her way toltlster centre.

Other resources needed for teaching — such as q@mtomachines, televisions,
radios, audiocassettes, OHPs, computers, sportiaborhtory equipment — were also
sparsely provided to schools and many were not tiumal due to overuse.

Respondents also expressed concern over the mamgenof this equipment,

especially if they were donor-funded or bought otontract. Furthermore,

maintenance expenses were higher when private tsxpad to be involved call for

a specific budget allocation for cluster centredsewas then justifiable because it
would enable cluster centres to solve their ‘cluspeoblems’ by purchasing

prioritised teaching and sports equipment and legraids, as well as maintaining

learning facilitiesas discussed earlier.

Clusters with a lack of facilities and accommodatfor teachers were additionally
challenged in attracting capable teachers and gikesonnel. Inadequate learning
opportunities due to unavailability of certain ¢outar subjects or a shortage of
teaching equipment often caused a decrease inelsaranrolment. Parents and
guardians transferred their learners to schoot3usters that offered subjects of their
choice, thereby affecting the budget allocatiosdbools in clusters.

As reported in Chapter 4, it was evident that elushembers had learned to pool

resources and share them equitably within thestels. However, the inadequacy of

104



resources such as transport or the unavailabilitgports equipment had serious
implications for the smooth operation of clustadyersely affecting sports practices.
Besides putting a strain on the CCPs’ work, it giduunwelcome disturbances and
changes in school routines, which can be very ffatisg to all concerned. As the

former IE argued,

It is wrong and quite taxing for a CCP or otherstém members to travel
all the way to the circuit to do simple adminigtrattasks such as making
few copies for cluster activities or making a télepe call because the
cluster lacks the resources or the supportive ifi@silthat enable their
equipment to function.

Respondents also felt that a vehicle could be dexl/for each cluster to enable better
mobility of CCPs and other subject facilitators hirt the clusters. In cases where
CCPs did not have cars, or when their cars werthéngarage, it was difficult to
perform their cluster duties. This affects commatian between clusters and their
circuit or regional offices. For example, deliverfyworkshop invitations or circulars
needing immediate implementation would be delayedulting in many problems.
One CCP therefore emphasised that there should Ilbast a government car or two
stationed at each circuit to be used by CCPs tdwtirschooVisits and other duties.
Other respondents also felt that a vehicle for ehaster would enable both CCPs and
other cluster members to participate in clusteiviigts. A suggestion for transport
incentives or entitlements to be paid to clustemimers using their own vehicles

when performing government duties was also made.

Another comment was to strengthen existing strestuand to create suitable
structures seen as useful for the SCS operatiannktance, one of the clusters in the
study did not a have ‘formal’ Cluster Board comipigsmembers from other schools,
which meets regularly. The other did. Members anBt when there was an issue to
discuss. The current IE said it was something sitenoticed in more than one cluster
centre within the circuit since her recent appognin Participants in the study felt

that strengthening the existing structures wouktasn growth.

The allocation of human resources such as HODspo$ckecretaries and other

institutional workers to support the administratminthe clusters was also seen as an

105



investment in cluster development. A former IE expéd that recruiting skilful
personnel would allow clusters and CCPs to respmil communicate in a more
efficient manner, while at the same time enablihg tluster centres to function

effectively and better handle the needs of all stho

Participants acknowledged and praised the exigtiotessional support offered in the
form of cluster-based and circuit workshops anthitng. These had done a great deal
to improve individual and organisational capacitidewever, respondents explained
that cluster members needed continuous supporadvide at a cluster level in order
to cope with changing demands. There was also G toegddress the disparities in the
management and leadership skills of various praisipHODSs, subject heads and
facilitators as well as in levels of qualificatiammong cluster members. Cluster
members felt that they needed regional personnehake use of their schools and
clusters as active learning environments where tleyld offer continuous

professional support through training and visits daddress and improve the

educational prospects of former disadvantagederiusembers.

Further training and skills development in subjactas, financial management, the
use of ICT in teaching and the maintenance of messuwere needed on an ongoing
basis to enhance cluster members’ co-managing eedtpaching skills. Respondents
also requested the induction of newly appointed i&@&nbers, CCPs and various
facilitators to be conducted earlier so that theyld catch up, adapt to the job, and

help them alter their roles and duties accordingly.

Another general view shared was the need to stiengeam building and evaluation
among cluster members, including parents and afficat regional levels. One CCP
said that regional officials such as ATs and IEsdasel to reinforce what cluster
facilitators and principals had provided. The CCi®plained that team evaluation
would build the morale and encourage a sense dfimgtowards the same purpose.
It would also build solid relationships of criticéliendship between clusters of
schools and regional personnel. In addition, coafen and mutual assistance
between cluster communities and regional and difmerisonnel would enhance links

in the system, encouraging everybody at micro aedanievel to take ownership of
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the system’s challenges and play a role in workavgards finding common solutions
to the problems experienced in schools.

5.4.3 Understanding the SCS in the Context of Dectalisation

In Chapter 2, | mentioned that due to the compjeaitd ambiguity of clusters and
their different needs and practices, educationalctgioners implemented and
experienced the SCS differently. ‘Mixed feelings*fear of the unknown’ are always

experienced with any reform or change intervention.

Some of the participants revealed that they did wnaoderstand how the system
worked. One parent said, “this is new to us, wg nelich to the teachers to help us ...
and [we are] still adapting” to its operation. CCliekt that some cluster members
needed “someone from outside to explain this sydtethem”. Sometimes cluster
members did not understand how prioritising in plag for the cluster should work.
The CCPs cited that it was a challenge to work wpigople who had only a little
understanding of how this SCS functioned. The C&R, SFirst you have to educate
them ... so as to push the cluster in a requiredctin@®’. It was even more
problematic when members were co-opted or appoiated induction and training
had already been given to the rest of the group.

This lack of understanding of how the SCS workedcamtext contributed to the
negative attitudes and confusion experienced byesdoster members as well as by
some circuit and regional personnel. Some teachdrsot take ownership of cluster-
based roles or activities assigned to them. Somenfmalso did not believe that a
cluster fund could directly benefit their childrigvdividually. CCPs emphasised that it
was difficult for them to make cluster members adapd change their attitudes
towards the SCS’s operation. They stressed that shuation prevailed despite
several circulars and other information on SCS engmntation having been
disseminated or being accessible to cluster memaerschools. The absence of
continuous training for new members was a majorblera for the continuous

development of clusters and in coping with change.

107



There was also a strong feeling about the decesdt@n of certain functions at
cluster level. Respondents felt that much of theed#&alisation in the SCS was
focused on buildings and infrastructures. There m@smuch happening with regard
to important functions such as CCPs’ access toential regional platforms such as
the educational forum, where they could make tiweices heard. A former IE
explained that the ideal practice of decentralisativas to empower the people at
grassroots level to perform functions that workedthem and were important for the
future. The former IE further argued that there \Wwasdly any merit in centralising
certain functions such as budget control, citiraf tif they [schools] can take care of
SDF, surely they can also handle their own budget”.

Another point raised as a challenge was donor-hghdrequests to NGOs.
Respondents felt that support could be channelledluster centres rather than
individual schools.They acknowledged that government had limited c#pao

support the SCS implementation and emphasised atmatr stakeholders such as
NGOs could support clusters with educational egeipinand tools which government

could not deliver.

One teacher in the cluster that had a private $d@d that on many occasions, most
events or workshops in their cluster had to be mawethe private school which
happened to be well funded, better equipped and hhd proper infrastructure.
Although it was beneficial to the cluster to havelsa school, most teachers did not
feel comfortable with some of the norms and prastiat the school and expressed
uneasiness with the practice, citing that it wasti@oy to the purpose of the SCS.
Nandi (2004, p. 21) cautioned that such imbalarinethe provision of resources
enabled some schools within the clusters to devaldpe expense of others, and that
such schools would eclipse others, defeating th® §gal of equitable resourcing.

5.4 Conclusion

The discussion in this chapter engaged the findaighe data against a backdrop of

contemporary theories of leadership and managemerthat are seen to underpin
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the SCS, to interpret the perceptions of CCPs &mer &key implementers of the SCS.
| looked at the stakeholders’ experiences of thé& Si€ terms of its benefits and

challenges as a reform intervention.

It emerged that clusters are flatter than trad@ioeducationabrganisations whose
operations and management practices are driveadmy-based structures. The system
is informed by principles of democratic leadershija participatory management that
empower school communities to engage with eachr edhienprove their teaching and
learningconditions. This enables organisational learningate place, transforming

schools and clusters into learning organisations.
Challenges affecting the smooth operation of theS S@ere also discussed,
uncovering issues that need to be explored furtbeznsure the development and

sustainability of the system.

The next chapter concludes the study.
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CHAPTER 6: CONCLUSION

6.1 Introduction

In this chapter | provide an overview of my findingn this study. | begin by

discussing the key issues arising from the findiragel then move on to considering
the significance of the study. Next | criticallyolo at the strengths and limitations of
the study, and provide recommendations for practe further research in the field

with consideration of the research methodology pleyed in this study.

6.2 Summary of Findings

From the findings it emerged that contemporary éeslsip and management thinking
has influenced the implementation of the SCS by €&Rl other stakeholders. These
influences were observed in the SCS’ operationdlilopophy’, chiefly in the
interactive way in which clusters function andhe tmanner in which CCPs and other
stakeholders regard the importance of their rolegshe SCS development. The
national policies of education governance basedramciples of democracy have
clearly also shaped the SCS operation, allowingofgianisational learning to take
place. As discussed in the previous chapter, std#tets’ perceptions of their own
practice within the SCS were of critical importan€duster members in the study
were able to describe the system’s strengths anéfibe and identify challenges

threatening its development.

6.2.1 Leadership and Management for Educational Impvement

Just as education in Namibia is in transition, othe systems we use to
manage and administer it. We must learn how toaipdghem effectively
and efficiently even as we reform them. We willeyrfind that some
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patterns ... seemed appropriate so. we must re-think how we manage
and administer the education system, both natip@alt locally. For both
learning and its management the benchmarks aremajor goals (of
education) — access, equity, quality and democdfideynibia, MEC, 1993,
p. 174).

The words above describe the rationale for the @BSan approach seeking
educational improvement in schools through bettemagement and democratic
leadership practices by leaders and managers &ed ptactitioners at school level.
The words caution managers that educational referen continuous process which
involves organisational learning for all individaah the system. Most importantly it
implies that the leadership capacity of those ifluential management positions
needs to direct the reform process while at theesime managing the change.
Basing this study mainly on the perceptions of C@Me are ‘gate-keepers’ at the
cluster level, | wanted to understand how theseik®lementers think and re-think
their experiences of leading and managing clustensas also intrigued by the

differences between the way clusters function iffedgnt regions (the region |

worked in before and the current one) and this agply varying ontology further

prompted me to further investigate how other stalddrs understand the system in
terms of benefits (if any), successes and chalenger me (in a middle managerial

capacity) the key question was: How do the systapl@menters cope?

This study suggests that the leadership and mareageapproaches employed by
those at the helm of cluster management have Isaghdicant effect on the clusters’

functioning. CCPs were found to possess traits oth binstructional and

transformational leadership in their practice. T¥@Ps and subject facilitators in the
clusters provide professional and academic sugdpodther principals and teachers
through school/classroom visits, cluster-basedesibyorkshops, cluster conferences
and meetings with the purpose of improving teacland learning. At the same time
cluster members collaboratively set cluster misstatements and visions, which
articulate uniform cluster goals and main actigitte be carried out through cluster
development plans. It has been noted that over@P<play a key role in co-

ordinating and organising cluster activities, yetlso emerged that there is intensified
collaboration and co-operation among cluster-basedmittees and other structures,

resulting in co-management and team leadershipoiony to Harris (2002), the
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existence of collaboration and mutual support amsbstaff is an underlying feature
of highly successful educational improvement, beeaiut builds the capacity of
organisational members and intensifies the comnmtnte innovation and change

within the organisation (Harris, 2002, p. 112).

Equally important, the participatory approach timbrms the operational framework
of the SCS provided an environment for the systenake off and be structurally
accepted by the implementers at grassroots levat distribution of leadership
functions among cluster members through clusteedbasommittees and other
structures involves them in the decision-makingcpsses of cluster activities. This
has benefited the cluster members because thegergebwered to collectively take
important decisions that matter to them and dematesthe capacity to solve their
own cluster problems. The cluster-based structates allow responsibilities for

decision-making to be allocated to specific comseistand groups with specific skills
and common interests, resulting in the task beiagied out effectively and

efficiently.

It was observed that the leadership practices dhared’ instructional,
transformational and distributed leadership haeaterd an environment conducive to
organisational learning. It was indicated that tigio teamwork in their various
structures and committees cluster members shakeagl&dge and skills which helped
them to adapt to the changes brought about by @8, &nd to anticipate future
development for their clusters. The findings of shedy reveal that there is a potential
readiness among cluster members which serves asitve concrete foundation for
further development of clusters. However the chamgeess of developingusters
into flourishing learning organisations will reqeiimcreased capacity that addresses
current challenges experienced by key implementers.

6.2.2 Key Issues Holding Back the SCS Implementatio

The main factor perceived to be retarding the S@8amentation is not the human
capacity of cluster centresnadequate system support is identified by key
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implementers as a major issue threatening theduttithe SCS. Respondents feel that
it is an issue that needs urgent considerationuseca will provide a framework for a
fully-fledged SCS strengthening the current orgatiosal capacity of the cluster

centres.

There are several critical concerns that have marfsem the findings as well as
current developments in the government’s attemgomtmalise the SCS. One of the
key questions raised is why it was taking so lamfptmalise a system that has been
operational in the education system for a decade aond appears to b&orking
effectively. The SCS was piloted for five yearstiie Rundu Region, reviewed after
six years of operation and recommended for nationplementation by Namibia’s
Presidential Commission for Education of 1999. Heeve apart from issuing a draft
national policy on the SCS in April 2005, and sitilng ideas from the populace, the
Namibian Ministry of Education seems to have abaedcthis recommendation and
has opted instead to carry out a survey precetimgational policy. Whether the idea
of a survey emerged from public comments on thé gaicy or is just one of the
government’s own ideas, the point of concern herahether the survey is really
necessary at this stage. There might be merit mnaigsioning GTZ to carry out a
survey of the SCS before the adoption of a natipodity, but it raises questions of
how and to what extent research conducted on ouarpractice is being utilised. The
review study of the SCS in each region by RAISON EENSIP on the SCS learning
visit to Namibia in 2004 provided basic informatitrat seems adequate for policy
formulation. Furthermore, in addition to the Presitial Commission on Education of
1999, both the review study by RAISON and the KEN&leport were facilitated by
the Namibian government through the MBESC in pasime with GTZ. It may be
argued that with the survey the ministry is tryteggauge current perceptions, but |
believe the survey is unlikely to uncover anythihgt is not already known.

Without a national policy on the SCS, current fastthat limit the development of

clusters such as specific budget allocation anaspart reimbursement to CCPs and
other cluster members will continue to inhibit trganisational growth and capacity
of cluster centres. The absence of policy alsoigsphat without a regulated SCS it
will not be possible to create a CCP position witkiie teaching structure of the

public service, and thereafter, cater for remumn@nabf CCPs as suggested by the
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study. Additionally it will limit the developmentfca tailor-made Leadership and
Management Programme for the SCS by higher learmisgtutions, let alone

certification of the principalship position by thiQA.

Respondents feel that formalising the SCS will leathe improved management of
clusters which will yield positive benefits for tdhang A clear policy statement could
address the workload of the CCPs and financial tcaings on clusters’ budget,
enhancing job satisfaction among cluster membets.mby also strengthen
accountability among stakeholders towards the systéunction and guide those in
positions of monitoring the implementation of SC8 hurture measures of

accountability among educational members to uphaoblity in the system.

Another aspect is the rationale to implement theS S& Namibia considering the
impact of current bureaucratic practices on théesgsas a whole, the demography of
Namibian schools and challenges experienced bgyohplementers with the focus
to attain major goals of education and decentradisan practiceSome managerial
practices such as those of allocating resourceschools, staffing norms and staff
development need to be revisited if they are tdokenthe facilitation of change and
the improvement desired.

The current practice of government allocation @oreces to schools on the basis of
learners’ enrolment is a fair practice in the sdhsgit ensures the achievement of the
educational goal of equity in a non-discriminatergty. In practical terms, however,
‘equal’ distribution of resources cannot lead talrequity since it is not context
sensitive. Schools located in remote areas withimér disadvantaged communities
still lag behind in terms of resource acquisiti@spite affirmative action and the rural
physical facilities improvement initiative by gowenent. Recent statistics of the
Ministry of Gender Equality and Children Welfare @2CW) reveal that the Omusati
region is among the regions top-listed with a hpgbpulation of OVC (IBIS, 2005, pp.
43-44). Overwhelmed with the ‘problem’ of lookinffex OVC, many parents cannot
contribute adequately to the school developmentd f(®DF) on which clusters
depend to function. Under the current provisioresfources and in the absence of a

specific budget for clusters, schools and clustath the capacity to collect a high
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SDF cope better than those with a high-populatio®WC, perpetuating imbalances

in developing quality education among schools.

Respondents also argue that most NGOs have therteyndf donating to schools that
are regarded as ‘good schools’ based on their pegioce. Many of these so-called
good schools, which are mostly urban, semi-urbapriMately owned schools, are
actually good because they have the capacity totifum given the facilities and
financial support. However, this criterion makedifficult for schools and clusters in
the remote areas to attract sponsorship and furfdomg big companies and NGOs.
Another factor is that with limited resources aradtér working conditions (e.g. lack
of housing, better infrastructures, poor road faed etc.), most primary and
combined schools in remote areas and disadvantagadunities with poor socio-
economic status find it difficult to attract welisglified personnel to their schools and
clusters. Respondents therefore suggest that N@@sarship should be allocated to

cluster centres where ‘much-needed’ resourcesbeihared equally.

Stakeholders in the study also feel that altholngly have learnt a lot since the SCS
introduction, there is still a lack of required likiand abilities among some cluster
members. It is indicated that some cluster memlesysecially teachers and parents,
do not fully understand the SCS and how it shoyldrate, especially in the context
of decentralisation. Respondents also feel thatiablke of continuous induction and
training, staff development and management learpragrammes at cluster level

compromises the quality of education in clusters.

The study concludes that there is a need to bbi#dcapacity of clusters and their
members both intellectually, structurally and pbg#ly so as to manage change.
Harris (2002) argued that both internal and exiesupports are needed to ensure
change and educational improvement in systemsganisations. Harris argues that
in the process of reform and improvement one ofntlest difficult tasks is to sustain
change over time. She therefore emphasised thd¢ whs possible for schools (as
learning organisations) to improve, their capatatylearning and full operation are
enhanced through external support and drive (H&2682, pp. 44, 57). This implies

that the system support needs to be strengtheneddar to sustain improvement;
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otherwise the benefits and successes gained thitbieg8CS “can be short-lived and
fragile in difficult or challenging circumstance&Clarke, 2005, p. 95).

6.3 Significance of the Study

The findings of this study have relevance for thacpce of educational leadership
and management in organisations that are in tleeshof reform. They give insight
into how organisational members experience andrdegaange brought to them by
policies. Based on the perceptions of stakeholdespecially CCPs, the study
uncoversimportant guidelines in terms of responsivenesshange which can be
encouraged and emulated in other initiatives. Ve bf leadership and management
thinking in the SCS, the organisational learningttlevolved afterwards and the
benefits experienced all provide a useful foundafior capacity development and

continuity.

In the wake of the publication of the Namibian Matl Standards and Performance
Indicators “aimed at fostering improvement fguality educational delivery, while
striving for increased performances”, this studg p&y a role in providing a picture
of how the SCS is unfolding, albeit in a limitedseastudy (Namibia, MOE, 2005a,
pp. 1-2). The study points out where the strenfgthpreservation lie, highlights good
practice by cluster members and reveals the pateahtieats that need to be addressed
in order to obtain overall quality of education.tifdugh it is a case study of two
clusters only, the study provides potentially usahformation to other cluster
members and CCPs elsewhere who are almost certaixpyeriencing similar

successes and frustrations.

As a developing country in a global village, Naraiis currently undergoing dramatic
reform to keep up with the universally experiendechand of dealing with change. It
has set itself a very ambitious target, ‘Vision @Q3hat calls for equitable social
development though the Education and Training $ektprovement Programme
(ETSIP). The critical priorities of ETSIP are amenhgthers:
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building system equity, quality and efficiency;estgthening the system
delivery capacity; ... strengthening the nationalwlsalge and innovation
system; and improving the quality and effectivenesfs national
knowledge management systems (Namibia, MOE, 2Qf)64dl, 4).

If these sectoral goals are to be realised, thbmld be awareness of current
management practices and leadership thinking ékebktaders in education towards
change, particularly those at grassroots letkis study hopes to contribute towards
creating this awareness, allowing both system @eniand system implementers a

platform to engage in issues which concern them.

The study also hopes to add value to the practicgeoentralisation in managing
resources together with other line ministries. dds a voice to current Namibian
research in the field of Educational Leadership lslathagement, with the potential to

influence practice by practitioners.

6.4 Limitations of the Study

Given the importance of the SCS in Namibian edooata study covering more
centres would clearly be more valuable. The scdplei® study was influenced by the
fact that this project was driven by the academipdrative of acquiring a Masters
degree. Being a part-time student, my responsdsliat work did not allow me time
to cover more centres. It is a qualitative caselysttonducted in two clusters of a
particular circuit in the Omusati Region. The Ontuszgion being a vast region with
about forty-six clusters stretched in eight cirsuthe findings of this research cannot

be generalised statistically.

The focus of this study was to investigate peromgtiof the key implementers of the
SCS (CCPs, teachers and parents). The contribuifoResource Teachers and
Advisory Teachers who are involved in the assessraed monitoring of teaching
and professional development through training amdkshops clearly would have
added some value to the study. Nevertheless, dbhsence does not detract from the

validity and richness of the data | gained fromrisgpondents involved.
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By nature qualitative case studies are not gesatalk because they focus on specific
cases within a given context. Gillham (2000, p. @8plains that “qualitative case
study methods are aimed at the kind of evidencé énables the researcher to
understand the meaning of what is going on”. Gifihelso argues that the case study
method is useful because its “methods can illureiriasues and turn up possible
explanations” unique to the situation studied; thiuss essentially “a search for
meaning” (bid.). In this study | wanted to view the SCS case ftbmperspective of
those directly involved on a daily basis. According Yin (1993, p. 79)
“generalisation of the results from ... case studsigieis made to theory and not to
population”. The fact that what was uncovered rases so strongly with relevant
literature is therefore significant, and helpsaader the leadership and management
practices contributing to the effective functioniofycluster centres identified in this

study useful for implementation elsewhere.

6.5 Recommendation for Practice

According to Bolman and Deal in Bush (2003),

organisations are complex, surprising, deceptiud,ambiguous; they are
formidably difficult to understand and manage. Wavéd to rely on the
tools at hand, including whatever ideas and theosie have about what
organisations are and how they work (Bush, 20032p24).

It is even more difficult to manage organisationshs as schools during times of
change, especially when it is at a systems levid external influences. | therefore
believe that my study would offer support for ediwmzal leaders, managers and
practitioners’ participative management practiceend make the following

recommendations:
* Itis a matter of urgency that a national policgttformalises the SCS and

paves the way for its full implementation and oginfunction is

developed. Formalising the SCS will ensure theasunigbility of the good

118



benefits earned and enhance accountability andiesffty in managing
clusters.

The CCP position should be incorporaieid the public service within the
teaching structure, as a promotional rank with largavalue higher than
that of an ordinary principal. Proper remuneratidrCCPs may enhance
job satisfaction, increase commitment to work amtbrove service
delivery.

Allocation of specific budgets to cluster centregds to be prioritised to
ensure proper functionality of clusters and effemtess in operation.
Provision of resources, infrastructure and othehnecal support to cluster
centres needs to be strengthened and the mechahiesource allocation
needs to be revisited. The allocation and distigoutof resources to
clusters and schools should address inequalithenrésourcingurrently
experienced in schools, to achieve real equity iemgtove the quality of
education across the board.

It is also necessary to establish a clear-cut fraonle for sponsorship by
international donor agencies and local NGOs thategsponsors to focal
locations (clusters) where resources can be equslbred and better
utilised. The framework will address and help redréhe imbalances in
resource allocation by preventing unnecessary apelin resource
distribution and save a good deal of money for otieeds.

There is an urgent need to strengthen the syst@mosuon a continual
basis by providing professional assistance throughster-based
workshops, training, and developing managementiegrprogrammes
for all cluster members.

There is a great need to develop a tailor-made ranoge for cluster
leadership and management in the Namilbarriculum. Alternatively a
course component on cluster management and ledulecsiuld be
incorporated in the existing management courseseiaily offered by
institutions of higher learning such as UNAM. Thndl provide aspirant
CCPs and other educational managers with theoréticaviedge relevant

to practice in education. Additionally the programmwould also provide
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both existing and aspiring CCP and educational gearsawith managerial
skills to resolve practical problems in schoolsgtdus.

Leadership is an “observable, learnable set oftjges® accompanied by
the qualities of building relationships throughstrand empowering others
(Bennis et al., 2001, pp. 82-85). Hence, in additio cluster specific
training, CCPs need opportunities to develop awesenof ‘self’ and
‘others’ potential leadership. Thus they need cesinwhich engage with
current theories of organisational leadership arahagement as these
would help to develop CCPs’ capacity to lead anchage their clusters
effectively.

Proper mechanisms should be put in place to adthesteaching load of
CCPs. Aligning the number of periods in the clagsravith other CCPs
responsibilities at their schools and within clusteill ensure that reform
strategies are not disadvantaging learners bueratatering for them. It
would also create a more balanced workload for C@Pdncrease
effectiveness in performance and better serviceatgl

Important structures in the SCS, such as thosdusit€ Boards, should be
established in all circuits, as these structurey @n influential role in
school and cluster governance and increase parémtalvement in
education. Proper management skills and suppastigitr training should

be provided to these Boards continuously.

6.6 Suggestions for Future Research

In order to develop a broader understanding o8& concept, further (larger-scale)

research is needed to explore the perceptions| atakeholders at all levels. This

couldinclude getting the views of those who plan chapggrammes (PQA), those

who provide support for implementation (such asaeg and circuit officials) and

key implementers and learners. This kind of rede&is the potential to provide a

broader view of why the system is needed and haaritbe implemented, supported,

and accepted.
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It is also important to explore the impact of parning among teachers and learners
as well as schools in the clusters.

6.7 Conclusion

The SCS is a very useful tool for change and refamd it holds the potential for
providing the quality education development outliiyy ETSIP to achieve Namibia’s
Vision 2030. The system engages schools with theiernal and external
environment, creating communities of learning. teeges as a powerful unifying
approach that enables integration of people witlerdified perceptions, knowledge
and skills to work for a common cause. This stuglyctudes that if current challenges
experienced in its implementation are addressedS@S can contribute greatly to the

improvement of education in Namibian schools.
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APPENDICES
Appendix A

Interview questions for the Cluster Centre Principds (CCPs)

1. What are your views on the School Clustering Sy8téRossible follow up

guestion: what are the benefits of the SCS?)

2. What are your roles as a Cluster Centre Principal?

3. What challenges do you face as a CCP? (Any praetigeeriences you would
like to highlight?

4. From your point of view, what are the hindering ttas for the
implementation of the SCS in selected Cluster @sftr(Any particular
examples?)

5. Given a number of hindering factors to the SCS @s mentioned earlier,
what would you suggest as possible ways to imptbeeimplementation of

the SCS?

6. You have been a CCP for about ...years since the implementation of the
SCS in the region.

a) What makes the system work?

b) What fails the system? or What makes the systenonsork?
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Appendix B1

Interview questions for the former Inspector of Edication in X Circuit

1. Before the implementation of the SCS, a numlbevarkshops were held to train
CCPs. What progress has this contributed to trecefe management (operation) of
the SCS in X circuit more particularly in the sédst Cluster Centres? (Possible

follow up question if there are differences: Why?)

2. What are the implications of the SCS to managerpeactices in our schools
generally and particularly in Cluster Centres

3. What benefits does the SCS have to school pafsi management and school

boards?

4. What advice or recommendation would you makeahanbetterment of the SCS

implementation?

Or
4. The Ministry of Education is reviewing the draftlicy on the SCS; as a former
Inspector of Education with experiences in the tpitp and implementation of the

SCS, what advice or recommendations will you givadd as possible improvement
to the SCS?
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Appendix B3

Interview questions for the Current Inspector of Education in X Circuit

1. Before the implementation of the SCS, a numlbevarkshops were held to train
CCPs. What progress has this contributed to trecefe management (operation) of
the SCS in X circuit more particularly in select€tlister Centres? (Possible follow

up question if there are any differences. Why)

2. What are the implications of the SCS to managerpeactices in our schools
generally and particularly in Cluster Centres?

3. What benefits does the SCS have to school pafsi management and school

boards?

4. What advice or recommendation would you makeahenbetterment of the SCS

implementation?

Or

5. The Ministry of Education is reviewing the draftlicy on the SCS; as a former
CCP of a Cluster Centre in Y Circuit with experieacin the piloting and

implementation of the SCS, and recently appointedralnspector of Education in X
circuit, what advice or recommendations will youvegior add as possible

improvement to the SCS?

130



Appendix C1

Interview questions for the focus group discussion

1. How do we view the SCS (benefits & successes)?

2. What are the challenges with the SCS and hoviteanbe overcome?

3. What are our roles in overcoming the challenges?
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Appendix C2

Focus group discussion plan

Start: Good Afternoon everybody

Introduction:

| am Lydia P. Aipinge, working for the Ministry &ducation as an Education Officer

in Omusati region. | am also studying part-timehvikhodes University.

Now can we all please introduce ourselves, whiclbysour names, school and

position at school.

What brought us here today or rather why | havéexvyou all is to have a chat or a
discussion on our perceptions of the cluster sysieoe its introduction in 2001/2.

The School Clustering System requires the groupihgchools into clusters, each
with 5-7 schools. One school in each cluster isdet as a Cluster Centre such as X

for example, and the principal of the school seagea head of the Cluster Centre.

Basically our discussion will be based on our petioas of the system.

a) How do we view the SCS in terms of benefits, sugcelsallenges?

b) Our roles as teachers, School Board members andipals in overcoming

the challenges

c) Recommendations
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Appendix D

Site Visit Programme at selected Cluster Centres

Days & Dates

Activities

Monday
13.03.2006/27.03.2006

Introduction & Orientation

Document Analysis (later)

Tuesday
14.03.2006/28.03.2006

Document Analysis continues

Interview the CCP (afternoon or whenever possib

le)

Wednesday
15.03.2006/29.03.2006

Document Analysis continues

Focus group discussion (afternoon)

Thursday
16.03.2006/30.03.2006

Follow-up
Verification of data/other information

Friday
17.03.2006/31.03.2006

Wrap up

NB: Flexibility is possible
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Appendix E

Permission letter to do Research in Omusati Region
\

REPUBLIC OF NAMIBIA

MINISTRY OF EDUCATION:
OMUSATI REGION

Tel: (065) 242516 Private Bag 2020

Fax: (065) 241615 ONDANGWA
NAMIBIA

Enqg: E. T. Nghiitwikwa 10 January 2006

To:  MsL. P. Aipinge
Ongwediva Teachers Resource Centre
Private Bag 5550
Oshakati

Subject: Permission to do Research in Omusati Regio
Your request to do research in Omusati region dagélovember 2005 refers. We
are pleased to inform you that your request has lagproved and permission has

been granted to carry on with your research asuit

The circuit and the clusters concerned have begfiedgbalready via the Inspector of
Education. You may contact the Inspector of Edocetor further arrangements.

_— 5 |
TRY DF T
Sincerely yours, P;%“ EGIONAL DI

E. T. Nghiitwikwa

Regional Education Officer 'r =
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