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Abstract

One of the goals for Namibia’s Vision 2030, through ETSIP (2005-2015), is to establish a pre-
primary year in primary schools for all children aged 5-6 to be developed first in schools serving
the poorest population and OVCs. ECD is widely recognised as having a significant impact on the
subsequent learning of children. The high failure and dropout rate in grade 1 made this process
an important one. In 2008 the integration of ECD became a reality in five schools in the Khomas
region of Namibia. At present there are 29 pilot schools in the Khomas region 29 schools, and
504 in the whole of Namibia. According to the MoE all primary schools should have a pre-

primary class as ECD has been recognized as a key contributor to positive outcomes in schools.

This study sought to investigate various stakeholders’ experiences and views of the integration
of pre-primary into mainstream pre-primary schooling. The goal was to investigate the
management and leadership implications of this integration. The study is an interpretive case
study of three pilot primary schools. The research design made provision for data collection

through semi-structured interviews, focus groups and document analysis.

The main finding was that, despite numerous challenges, principals are positive about the
integration of pre-primary. There is a sense of appreciation of the importance of pre-primary.
Principals adopt participative and collegial management approaches in leading their schools
towards becoming learning organisations. The study also uncovered several significant
challenges, such as the need for more training and the provision of infrastructure to make the

process more effective.
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CHAPTER ONE

1.1 Introduction

This Chapter introduces my research to the reader. | explain why and how my interest in the
integration of pre-primary education into the mainstream primary school in Namibia
developed. Furthermore | explain the context, my research goals, methodology as well as some

of the key concepts and the layout of the thesis.

1.2 Motivation for the study

My interest in this field springs from my professional involvement where | was a lecturer in
Lower Primary and Education Theory and Practice at the former Windhoek College of
Education, a teachers’ college. The colleges merged with the University of Namibia in 2011,
where | am a lecturer in the Early Childhood Development and Lower Primary department. This

is a new department at the University of Namibia.

During school-based studies, while at college, | gained access to the primary schools when
visiting my student teachers. Many of these schools already had a pre-primary class as part of a
pilot project and | was interested in how schools were dealing with the integration of this phase
into mainstream primary schools. Many of the schools are also double-shift schools and |
became even more interested in the issue as double-schools are generally more complex
entities. In informal discussions teachers recognised the benefits of pre-primary but at the
same time they had a lot to share about challenges, such as infrastructure and qualified staff. In
their sharing they also had strong visions of how this could have been done. Infrastructure and

training were major concerns to many of them as colleges and the university had not trained



teachers specifically for this phase. Some envisioned a ‘pre-school’ to feed all the Grade 1
classes as Grade 1 teachers had difficulty in teaching children with no pre-primary background.
Some of them were shocked when we talked about the high failure and drop out rate in Grade
1 as stipulated in the ETSIP document (2005) and started to realise that we have to look at the
bigger picture to make a difference. Principals on the other hand were worried as they had no
formal ECD training and others were confident and happy that ECD got its place back in
education. | came to realise that we as leaders when viewing the ECD situation need to work
together to make a difference for the sake of education of the young. The National Education
Conference held recently in Windhoek drew attention to many of the key issues and people
began to change their views about the integration of ECD into mainstream schools and started
seeing the bigger picture of making a difference. This became the interest and focus of this

study, which asks how pilot schools are coping with the integration process.

1.3 Research context

ECD is regarded as a key contributor to positive outcomes in schools that can contribute to
young children’s early learning and future social and academic success. Since the independence
of Namibia in 1990 the government has embarked upon a major reform of the Namibian
Education system of which ECD was one of the thrusts. After independence, Namibia has
demonstrated the political will to promote child-care by way of developing a National Early
Childhood Development Policy (1996). In summary, ECD was placed with various ministries and
is now with the MGESW. ECD was mainly the responsibility of local communities and NGOs
through the government decentralisation initiative. In this way education would be taken to the

people.

However, a study done by Haihambo, Hengari and Mushaandja (2005) found that ECD centres
were not up to standard in terms of their working conditions, training, monitoring and

evaluation, networking and knowledge of working with children with special needs. They



concluded that early childhood care and education was needed and concluded that “This is a
major indicator of how the country has developed from a time when IECD was regarded as a

luxury, to the present stage when it is perceived as a necessity” (ibid., p. 230).

In October 2006 the Cabinet took a decision that the responsibility for pre-primary education
was to be transferred from the MGECW to the MoE. The MoE has developed a 15-year strategic
plan (2005/6-2020), namely the Education Training Sector Improvement Programme (ETSIP)
toward achieving its objective under Vision 2030. Vision 2030 set a very ambitious target that
by 2030 Namibia should join the ranks of high income countries and afford all citizens a quality
of life that is comparable to that of the developed world, with the emphasis on enhancing
quality. Through ETSIP Namibia has the aim of integrating pre-primary education into the
mainstream primary schools in Namibia, to lay the foundation for subsequent learning, to
reduce the high repetition rates (18,8%) and high dropout rate (4,2%) in Grade 1 as recorded in
2005 in ETSIP and to establish pre-primary in the most disadvantaged areas (a pro-poor

approach).

According to the MoE all primary schools should have a pre-primary class by 2015 as ECD has
been recognized as a key contributor to positive outcomes in schools. This notion is promoted
by UNESCO (2007) which claims that good quality early childhood care and education
programmes are an important foundation for subsequent education. In 2008 the integration of
pre-primary became a reality in some primary schools in Namibia. This initiative inspired me to
investigate the situation of pre-primary in three primary schools in Windhoek. Although this is
still a new and under-researched area the National Education Conference in Namibia (27 June
2011) has given tremendous impetus to ECD which also served to sensitize people to ECD in

Namibia and internationally. This study is therefore well timed.

Internationally pre-primary education has long been a serious priority. In South Africa the
integration of pre-primary years - called Grade “R” - is linked to reform within Junior Primary
(UNESCO Global Report, 2006). Most European countries put a high price on ECD as it is
believed to have great and long lasting benefits for society (O’Kane, 2005). It can lead both to

improved performance throughout school years (Sylva & Wiltshire, 1993) and to later social
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benefits that persist through to adulthood (Kellaghan & Greany, 1993; Schweinhart & Weikart,
1997). In a recent study in Bangladesh evidence has shown that children who attended pre-

school achieve better in primary schools than children who did not (Abouda & Hossainc, 2009).

Against this background | investigated the integration of the pre-primary year (ECD) into
primary schools in Namibia. My particular interest was in how school management and
leadership are dealing with all the challenges as listed in the ETSIP document. Some of these
include improving management of delivery systems for quality and access, establishing a
management framework for pre-primary education, developing a pre-primary teacher support
and material development programme, training and infrastructure. At the recent Education
conference ECD was listed as one of the priority areas, and it was suggested to cabinet that
school principals should be trained and held accountable. As this is a leadership and
management study | was interested in how schools transform themselves to ensure the smooth
integration of pre-primary. | was interested in finding out to what extent principals were
equipped and prepared for the integration. | also wanted to investigate how schools have
accommodated this process and how they manage and lead it. Schools are regarded as complex
systems and the addition of another layer in this case the integration of ECD increases

complexity and is likely to lead to change.

The theoretical frameworks | draw on for this study are complexity theory and Senge’s (1990)
learning organisation theory. Complexity theory, as a theory of change, development and
evolution through relationships, raises an interesting agenda for the philosophy of education.
As Fullan (1989) remarks, “change equals learning”, and learning is a central element in both
complexity theory and education. All complex phenomena and systems have to learn, adapt
and change in order to survive, which requires effective leadership and management that can
help change the ECD situation in the country. | also draw on Fullan’s leadership Model (2001, p.
4) of change as he suggests that leaders should possess moral purpose, understand the change
process and improve relationships. They should also promote knowledge creation and sharing

and coherence making.



Senge’s (1990, pp. 87, 297, 351) notion of “learning organizations” also provides important
insights into how educators can achieve meaningful change. Schools are open systems and
need to learn constantly to remain relevant and | draw on three of Senge’s five disciplines that |
believe are relevant to this study: Team learning, shared vision and systems thinking. Team
learning requires the whole school as a team to learn from each other in small groups and
shared vision evolves through dynamic interaction of members and leaders of the organization
providing a focus for learning. Learning organisations are also likely to exhibit the qualities of
collegial management (Bush, 2003). Bush’s collegial model (2003, p. 64) emphasizes that power
and decision-making should be shared amongst members of the organization who have a
shared understanding, in this case the ECD stakeholders. These theories are elaborated on in

Chapter 2.

| believe that this study can afford school principals the opportunity to learn from each other’s
management and leadership experiences. | can also use the outcome of my study in my work at
UNAM to prepare my student teachers for the future in terms of dealing with the current
situation. As ECD and LP is a new department in the faculty of education at UNAM, the faculty

can also benefit from this unique study.

1.4 Research goal

The goal of this study was to investigate the integration of pre-primary education into three

selected mainstream primary schools with specific reference to management and leadership.

To achieve this goal attempted to answer the following research questions:

e How are these schools responding to the challenge of integrating ECD into the
organisation?

e How are school leadership and management contributing to the (effective) integration
of pre-primary into mainstream primary schools?



e How are they dealing with the challenges, such as training, space, infrastructure,
resources and facilities?

e How are they dealing with socio-economic issues such as poverty, orphans and
vulnerable children and HIV/AIDS?

1.5 Methodology

The research was conducted within the interpretive paradigm as it is concerned with human
actions (Adler and Adler cited in Cantrell, 1993, p. 83). Subjectivity plays an important role in
the interpretive paradigm; reality is seen as subjective and multiple, seen through the eyes of
the participants within the context of their frame of reference. To the interpretive researcher
“the only reality is that which is constructed by the individual involved in the research situation
and this of course implies that multiple realities exist in a given situation”(Creswell 1994, p. 4).

From this it follows that reality and meaning are inter-subjective and contextual.

The research is a small-scale, qualitative case study which according to Yin (2003, p.1) is “the
preferred strategy when ‘how or why' questions are being posed on a contemporary
phenomenon within some real life-context” Leading and managing the integration of pre-
primary is a contemporary issue, and the case in question is three schools in the Khomas region
of Namibia is a real-life context. | purposively selected three schools which started the
integration process in different years (2008-2011). One of the schools had already has added a

second class when this research was conducted.

For the data collection tools | chose to conduct in-depth, open-ended interviews with the
principals, which afforded me an opportunity to have a face to face encounter with the
principals, a situation that facilitated my understanding of their individual and personal
perceptions and experiences regarding the integration of pre-primary. | also conducted a focus
group interview for participants to share their ideas and perceptions. As Krueger and Casey
(cited in Mertens, 2005, p. 245) put it, “Focus groups, in essence, are group interviews that rely,
not on a question-and-answer format of interview, but on the interaction within the group”. |

allowed them to speak their mind as they interacted with one another as they had much to say
6



about the integration. To strengthen and enrich the data collection | used document analysis.
According to Van der Mescht (2011, p. 1) making use of three data generating tools helps to
strengthen findings in order to build a more convincing case and boost the validity of the

findings. It will further lead to trustworthiness (Maree, 2007, p. 38).

In interpreting my data | used coding to come up with themes as described by Maree (2007, p.
104): “coding is the process of reading carefully through your transcribed data and dividing it
into meaningful analytic units”. As | was sitting with huge quantities of data the coding process

enabled me to quickly retrieve specific pieces of data.

As some of the schools were known to me and ECD is so close to my heart | needed to work
hard at distancing myself and allowing the data to speak for itself. | briefed participants on
research protocol which grants them the right to voluntarily participate and withdraw from the
study at any time (Creswell, 2003, p. 63). | presented them with a letter from my supervisor
stating the purpose of my research, as well as a letter of permission from the director. We
agreed on confidentiality and pseudonyms were used. My research therefore, was conducted

with a thorough and responsible regard for the ethics of methodology (Cohen et al., 2007).

1.6 Concepts

Since this is a study in Namibia some terms used may have particular meanings which need to

be explained. The following concepts need an early clarification to prevent misunderstandings.

According to the Department of Education (2001, p14 cited in Meier and Marais 2008, p.3) Early
Childhood Development (ECD) can be defined as a comprehensive approach to policy and
programmes for children from birth to nine years of age with the active participation of their
parents and care givers. Its purpose is to protect the child’s rights to develop his or her full

cognitive, emotional, social and physical potential.



The NIECDP (2007, p.8) describes early childhood as the period of a child’s life from conception
to eight years and the term ‘integrated’ is defined as the need to view all aspects of children’s
development holistically and to make sure that health, nutrition, water, sanitation, psychosocial

care and protection work together (IECD).

Pre-primary education and early child development (ECD) are at times used interchangeably in

the literature and also in this thesis.

In South Africa the 5-6 years are called the Grade R, while in Namibia they are called pre-

primary.

The term “double shift” refers to schools which are essentially two schools, one operating in
the morning and the other in the afternoon. Double-shift schools are two organizations in one,

managed by the same person.

1.7 Outline of the thesis

This thesis is structured as follows. Chapter 1 introduces the reader to the phenomenon of ECD
and presents clearly the reason for conducting the study. | explain the context of the study,

research goals and its methodology.

Chapter 2 presents an overview of the literature that includes the history of ECD in Namibia and
internationally. It further includes complexity theory, change theory linked with Fullan’s
framework of leadership and Senge’s learning organization discipline as well as Bush’s collegial

model.

In Chapter 3 | present the methodology employed for data collection and analysis.



In Chapter 4 all the raw data generated from the data collection procedures are presented and

interpreted in the categories that emerged.
Chapter 5 presents a discussion of findings in the light of the literature.

Chapter 6 is a summary of the main findings, recommendations, suggestions for further

research and the limitations of my study.

The next Chapter will address the literature relevant to my research.



CHAPTER TWO

2.1 Introduction

This study aims to explore the integration of pre-primary classes into mainstream primary
schools, focusing on management and leadership challenges in particular. This Chapter provides
both a historical and education policy background as well as a theoretical framework for the

study.
2.2 Education reform in Namibia

Article 20 of the Namibian Constitution stipulates that “All persons shall have the right to
education....” (Namibia. MBEC, 1993, p. 3). This Constitutional provision made it possible for

Namibians to enjoy the right to education after the country became independent in 1990.

After 1990, Namibia embarked upon a major reform of the education system, as education had
been proclaimed a national priority. The Namibian Education reform is guided by the policy
document Towards Education for All (Namibia. MEC, 1993). According to this document,
Namibia had inherited an education system that catered for the elite only (lbid., p.2). This
policy advocates a paradigm shift from education for the elite only to education for all. In
readdressing the inequalities of the apartheid era of education for the elite, the Namibian
government has made big strides in addressing the pre-independence challenges carried over

into an independent Namibia.
2.3 Historical development of early childhood care in Namibia

Shortly after independence in 1990 with the support of development partners and non-
governmental organizations (NGOs), community based organisations worked in partnership
with the Namibian Government to create an enabling environment for Early Childhood
Development (ECD). The then Ministry of Basic Education, Sports and Culture (MBESC)

abolished pre-primary classes in all Primary Schools shortly after Independence and Early

10



Childhood Development was placed under the auspices of the Ministry of Regional, Local
Government and Housing. A National ECD Policy has been in place since 1996. The ECD Policy of
1996 recommends that ECD be placed in the hands of communities. This situation led to the
deterioration of education for young children in the country. In 2000, the Ministry of Gender
Equality and Child Welfare (MGECW) was established. Since then, Early Childhood Development
has been under the management of this Ministry. The MGECW adopted a so-called holistic
approach toward ECD and developed an Integrated Early Childhood Development (IECD) Policy
approved by Cabinet in 2007. The IECD programme has expanded to take into account aspects
of health, nutrition, water and hygiene, and protection of rights as well as the child’s
psychosocial needs for affection, interaction, stimulation, security and learning (Namibia.
MGECW, 2007). The Ministry of Gender Equality and Child Welfare faced many challenges with
regard to ECD and in 2005 the Education, Training Sector Improvement Plan (ETSIP) was
introduced to address some of these challenges faced in the early childhood development

sector.
2.3.1 Early childhood development landscape in Namibia

According to ETSIP the profound socio-economic forces of change which have impacted on the
Namibian society needed to be addressed. The ETSIP Policy reviewed the process and took
into account a number of policies for their positive contributions such as the national

development framework known as Vision 2030.
2.3.2 Integrated early childhood development (IECD) policy

Despite all these efforts by the Namibian government and the various stakeholders, various
challenges still face early childhood provision in Namibia. Vision 2030 (2004) captures the

challenges of ECD as follows:

e Sustainability of the IECD Centers is endangered due to the absence of incentives for the
IECD caregivers.

e |ECD is not recognized as a profession in Namibia, and as a result IECD
caregivers/workers are not motivated.
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e Asignificant number of parents do not feel that IECD is important and, as a result, they
are reluctant to send their children to IECD Centers.

e There is no uniform national curriculum for IECD caregivers and children, which leads to
inadequate care (p. 98)

Towards the realization of the country’s Vision 2030, the Strategic Plan for ETSIP has
developed a new vision for pre-primary education (ages 5 to 6 years) which is to provide high
quality education to all pre-primary children (aged 5 to 6 years) supported by professionally

developed staff at central, regional, cluster and institutional levels in well-resourced centers.

In October 2006 Cabinet took the responsibility for pre-primary education to be transferred
from the MGECW to the MoE. Consequently, the Early Childhood phase for 0-4 year-olds would
remain with MGECW, while a pre-primary school year for 5/6 year-olds become part of MoE.
The National Curriculum for Basic Education (2009, p.3) stipulated that the pre-primary phase
will develop communication, motor and social skills, and concept formation, in preparation for

formal education.
2.4 Integration of pre-primary into the mainstream primary school

According to ETSIP ECD and pre-primary education are widely recognised as having a significant
impact on the subsequent performance of children in basic education programmes. They lay
the foundations for acquiring basic literacy and numeracy skills, they reduce dropout and
repetition rates and, if well managed, they generate a predisposition of the child towards
learning and attending school. ETSIP tasked the National Institute for Education Development
(NIED) to develop a pre-primary curriculum in cooperation with a task team consisting of
members from the 13 political regions of the country. In 2008 the integration of pre-primary
into Primary Schools became a reality and the curriculum was piloted in 100 selected schools
across the country. According to ETSIP, pre-primary should start first in the socially
disadvantaged areas of Namibia (a pro-poor approach). Infrastructural shortages were a major
challenge and many schools were built to accommodate pre-primary classes in schools. Where

it was not possible the intake of the Grade 1 class was reduced to ensure space. According to
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statistics, five schools in the Khomas Region started with pre-primary. Currently, there are 29
classes in the Khomas Region where pre-primary classes were introduced. A total of 504 pre-
primary classes were introduced across the country (see Appendix E). According to the MoE, it
is envisaged to have pre-primary classes in all primary schools by 2015 across the country. ECD
has been recognized as a key contributor to positive outcomes in schools. The role of the MoE,
crucial in the success of the integration of pre-primary education in primary schools is discussed

below.

2.4.1 The role of the MoE

As outlined in the IECD policy the following roles are significant:

e In collaboration with the MGECW and other IECD stakeholders the MoE will be
responsible for the design, development and delivery of all training courses for IECD
Educarers, development of curriculum guidelines and accreditation of all IECD training,
development of National standards for IECD and monitoring through field visits.

e NIED will be responsible for the design of curricula.

e The MoE will take the initiative to develop a career path for IECD. The MoE will develop
undergraduate and post graduate degree courses in IECD through government and
private tertiary institutions (Namibia, 2008, p. 15).

This short section above is included to give a sense of how seriously the question of ECD is
being taken by the MokE. The notion of the integration of pre-primary classes into mainstream
primary schools — which is the interest of this study — is one of the ways the ministry hopes to
place ECD on a sound professional footing. While some of the other ideals — such as qualified
staff and proper career pathing — seem remote at this stage, integration is already a reality and

a fascinating one to study.

Next, this Chapter discusses the theoretical framework that underpins this study.
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2.5 Theoretical framework

This study draws on organisation and management theory to make sense of schools’ integration
of pre-primary into mainstream schooling. Organisations such as schools are complex by nature
(Bush 2003, p.22) and because they are “complex, surprising, deceptive, and ambiguous, they
are formidably difficult to understand and change” (lbid, p. 24). Integrating pre-primary into a
school naturally adds yet another layer of complexity, hence | draw on complexity theory.
According to complexity theory organizations use their own capacity to transform themselves
to become self-organising systems (McMillan, 2004, p. 29). Complexity theory has the potential
to shed light on how schools are coping with the additional layers of complexity added by the
addition of pre-primary, and may help to answer the question of whether and how schools

transform themselves.

Naturally this process involves change, and it goes without saying that schools which integrate
pre-primary into mainstream schooling face far-reaching change prospects and the challenges
that this brings. Hence change theory will be important to the study, in particular the role of
leadership during change processes, and this study draws on Fullan’s leadership framework
(1991, p. 4). Senge reminds us that periods of change are accompanied by huge organisational
learning and hence his learning organization theory helps to draw attention to the dimensions
which characterize learning at this level. It would be important to examine the degree to which
members share visions, and how they work together as teams and how systems operate.
Finally, to achieve a sense of togetherness principals need to lead and manage in a way which
emphasizes cooperation and participation, and here Bush’s model (2003, p. 64) of collegiality

would be very useful.

| now discuss each of these in turn.
2.5.1 Complexity Theory

Morrison (2008, pp. 1-2) describes complexity theory as
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a theory of change, evolution, adaptation and development for survival. It breaks with simple
secessionist cause-and-effect models, linear predictability, and a reductionist approach
to understanding phenomena, replacing them with organic, non-linear and holistic
approaches respectively, in which relations within interconnected networks are the
order of the day.

McMillan (2004, p. 25) similarly argues that complexity theory “is concerned with the study of
complex adaptive systems which are non-linear and have self-organising attributes and
emergent properties”. Four key elements need to be elaborated on: adaptive, non-linear, self-

organising and emergent.

‘Adaptive’ refers to the quality of organisations to adapt to circumstances, to change in ways
that make it possible to survive even when very unusual events occur (McMillan, 2004, p.30). In
the case of this study the interest would be in how mainstream schools adapt to having to take
on board one or more pre-primary classes. Non-linearity refers to the notion that organizational
life is not as logical and ‘linear’ as we are apt to believe. There is often no cause and effect link
between events, and decisions are sometimes made on grounds other than rational thought
and careful consideration. ‘Self-organising’ refers to the fact that organisations, in taking on
board change and learning to adapt to change, attain self-organising qualities, that is they
develop in ways that are required to make change successful without having to be told to do so
(McMillan 2004, p. 29). Organisations develop a life of their own. Finally, ‘emergent’ describes
the new qualities that emerge, new ways of doing things, new committees that are established,
and new ways in which the organization responds to change and is therefore emergent
(Morrison 2002, p.22). These characteristics are what one would associate with learning
organisations rather than bureaucracies; it is understood that bureaucracies are incapable of
adapting, are extremely linear in their operations, cannot develop and change ‘naturally’ and

therefore display very few emergent properties.

Hence complexity theory provides us with alternative conceptions of the roles of schools,
teachers and leaders. As highlighted by Davis and Sumara (1997; see also Sumara & Davis,

1997a), teachers can present occasions that are rich with learning possibilities in which they
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might participate with their students in the unfolding of understandings; however, they cannot

prescribe what will be learnt. As Phelps explains

From the perspective of complexity, participating agents play an active role in co-constructing
knowledge through interaction over time, emphasising the important role of variance,
encountered through this interaction, as both source and product of cognition (p. 41).

Self-organization forms the central pillar of complexity theory and it contains several features:

adaptability, open systems, learning, feedback, communication and emergence. As already

mentioned, in this sense complexity theory links with the notion of ‘learning organisation’, a

similarity | shall explore later in this Chapter. Fullan (1991, p. 144) makes it clear that "The role

of the principal has become dramatically more complex, overloaded, and unclear over the past
decade". This is because of the unpredictability of systems. In adapting to change organisations
learn how to do things differently through feedback and what emerges are new ways of doing
and being. Applying complexity theory in this study will enable me to see how principals are

dealing with change and how the organization is responding.

Another element of adaptability is the notion that organisations do not exist in isolation: they
are in dynamic interaction with their environment. In order to work as a team school members
can shape the environment in which are working and in turn are shaped by that environment.
For schools the environment includes parents as well as government structures. Keene (2000,
p.16) shares this idea that organizations should accept that they are participants in the creative
process of the environment. Keene (2000, p. 16) emphasises the importance of shared vision,
values and guiding principles that can be the steering mechanism for the organization. The
decisions and actions that occur in an organisation are influenced by values, beliefs and vision
of the organisation, another strong link with learning organisation. Many decisions have to be
made with regard to infrastructure, training and resources that require innovative and creative

ideas from all members.

In a complex zone “systems adapt, learn and grow” (Lewis, 1994, p. 16) to avoid what March (as

cited in Bush, 2003, p. 134) describes:
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Theories of choice underestimate the confusion and the complexity surrounding actual
decision making. Many things are happening at once; technologies are changing and
poorly understood; alliances, preferences and perceptions are changing; problems,
solutions, opportunities, ideas, people, and outcomes are mixed together in a way that
makes the interpretation uncertain and their connections unclear.
Many of the schools which have integrated pre-primary are also double-shift schools, otherwise
known as ‘platoon’ schools. In other words, these are schools which run two sessions every day,
one in the morning and one in the afternoon. The problematic nature of the relationship
between the decision-making process and the outcomes of the process can only be more
complex in a school that has to integrate another phase on top of the double-shifts (Katjaita,
2012). In this case the role of the principal is crucial to communicate issues to staff in a
collaborative manner to form strong networks in order to make integrating ECD successful in
schools. The study therefore uses complexity theory as a lens to find out how school

management and leadership deal with this process that will ensure a smooth integration of pre-

primary into the mainstream primary schools.

2.6 Change in an organization

The integration of ECD into mainstream schooling signifies a significant change in how primary
schools see themselves and how they function. It is thus necessary to consider how change is
led and managed and for this | draw on Fullan. According to Fullan (1991, p. 15) the purpose of
educational change is to help schools accomplish their goals more effectively by replacing some

structures, programmes and or practices with better ones.

Educational change in Namibia is the order of the day at the moment. The recent educational
conference held on 27 June 2011 put considerable emphasis on the importance of ECD in
Namibia stressing that the benefits of ECD for subsequent learning could not be over
emphasized. In the case of ECD if change does not happen the country will not be able to

answer to the call of Vision 2030 to have a knowledge-based society.

According to Fullan (as cited in Topnaar, 2004, p. 26) change at the individual level is a process

whereby individuals alter their ways of thinking and doing. Change is a process of developing
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new skills and finding meaning and satisfaction in new ways of doing things. The following
aspects are evident from the four case studies carried out by Fullan (cited in Topnaar, 2004,

p.27)

e Change takes place over time.
e The initial stages of any significant change always involve anxiety and uncertainty.

e Ongoing technical assistance and psychological assistance are crucial if the anxiety is to
be coped with.

e Change involves learning new skills through practice and feedback; it is incremental and
developmental.

e The most fundamental breakthrough occurs when people can cognitively understand
the underlying conception and rationale with respect to why this new way works better.

e Successful change involves pressure, but it is pressure through interaction with peers
and other technical and administrative leaders.

Hargreaves (1997, p. 1) in his argument on change emphasizes the importance of improving
internal interactions and relationships of schools. Hargreaves’ idea reflects the spirit of the
integration of pre-primary in enhancing quality and improvement of educational management,
by promoting interaction and relationships. A central task in creating cultures of educational
change is how to develop more collaborative working relationships between principals and
teachers, and among teachers themselves and the wider community. As mentioned earlier, it is
also imperative that the relationship should extend collaboration beyond the school by

involving the community and other stakeholders.

Fullan (1991, p. 1) notes that if you ask people to brainstorm words to describe change, they
come up with a mixture of negative and positive terms. “On one side, fear, anxiety, loss,
danger, panic; on the other side exhilaration, risk-taking, excitement, improvements,
energizing”. He further points out that change arouses emotions, and when emotions intensify,
leadership is key. Leadership is needed to bridge the gap between policy and the

implementation thereof.
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Fullan’s Framework of Leadership provides a helpful approach to how an effective principal

leads in a culture of change which is the focus of this study in (1991, p. 4):

Leaders:

7

cotnusias,,

Moral Under-
Purpose standing

. Change

Coherence 4" Relationship}
Makmg/ Building

&
> Knowledge

| look at each of the key ingredients of this model.

2.6.1 Moral purpose

Fullan (2001, p. 13) argues that you do not have to be a “mother Theresa” to have moral

purpose; “some people are just deeply passionate about improving and in making a positive
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difference in the lives of others and in this case the teachers, learners and parents”. He
continues that moral purpose plays a large role in transforming and sustaining system change.
The implication for school leaders is that they need to have a strong sense of wanting to make a
visible difference in the education of the young. Fullan (p.13) continues that within the
organization how leaders treat others is a component of moral purpose. Sergiovanni (1999, p17
as cited in Fullan p.14) is in agreement that leaders should display a sense of character that can
be trusted to lead schools diligently. At a larger level, moral purpose means acting with the
intention of making a positive difference in the (social) environment. For the purposes of this
study Fullan’s thinking suggests school principals — and other leaders — who are committed to

social change and justice, and in this context have ECD at heart and want to make a difference.

Namibia’s official position is that it sees the need for ECD. According to ETSIP (2005) pre-
primary education is necessary to lay the foundations for basic literacy and numeracy skills and
to reduce the high dropout and repetition rates in Grade 1, which in 2005 was higher than any
comparable SADC country. For Fullan the goal is system improvement, suggesting that
principals have to be almost as concerned about the success of other schools in the district as
they are about their own schools to make a difference to the situation Namibia is facing.
Leaders with a broader, moral purpose are principals who can inspire, influence and motivate
their teams to make a positive contribution to the success of education in Namibia. Fullan
concludes that sustained improvement of schools is not possible unless the whole system is

moving forward towards the effectiveness and success of organizations.

This study cannot look at change at the level of ‘system’, but it is hoped that change detected at

the level of three organisations may carry indications of change that is more widespread.

2.6.2 Understanding the change process

Fullan (2001, p.31) reveals that leaders need to understand the change process as characterised
by “great rapidity and non-linearity on the one side and equally great potential for creative

breakthroughs on the other.” He warns that the process will not be easy or without challenges,
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but leaders who know how to lead in a culture of change will be able to motivate their teams,

change their views and adapt to the new situation to make it work for education.

Fullan (2001, p.34) suggests six guidelines for understanding the process of change:

The goal is not to innovate the most, but rather to innovate selectively with coherence;

It is not enough to have the best ideas, you must work through a process where others

assess and come to find collective meaning and commitment to new ways;

Appreciate early difficulties of trying something new — what | call the implementation
dip. It is important to know, for example, that no matter how much pre-implementation

preparation there is, the first six months or so of implementation will be bumpy;

Redefine resistance as a potential positive force. Naysayers sometimes have good
points, and they are crucial concerning the politics of implementation. This doesn’t
mean that you listen to naysayers endlessly, but that you look for ways to address their

concerns,

Reculturing is the name of the game. Much change is structural, and superficial. The
change required is in the culture of what people value and how they work together to

accomplish it;

Never a checklist, always complexity. There is no step-by-step shortcut to

transformation; it involves the hard day-to-day work of reculturing.

Fullan (2001) further states that to lead in a culture of change is to unlock the mysteries of

living organizations. Complexities can be unlocked and even understood and need dialogue to

understand. He continues by stressing the importance of understanding change in order to lead

it better: it is about developing a mind-set and action set that are constantly cultivated and

refined. He warns that there are no shortcuts.
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These comments are strongly relevant to this study. The integration of pre-primary into the
primary school is a new phenomenon in Namibia and many changes were made to
accommodate it. The themes emerging from literature are that principals and teachers need to
be committed and flexible and understand the change and why it is needed. In this way they
will even be able to appreciate the ‘implementation dips’ which are likely to occur in light all
the challenges e.g. training, infrastructure and qualified teachers. According to Fullan effective
leaders need to have the right kinds of sensitivity to implementation and know that change is a
process, not an event (2001, p.40). It needs principals that inspire the team and helping them
change the way they are doing things to adapt to the new situation and to give feedback to the
MoE to ensure a smooth process. Feedback is imperative to enable new ways of behaviour or
new structures, enhancing the participants’ ability to reshape and self-organise (McMillan

2004).

Perhaps the biggest challenge Fullan sets is the notion of seeing organisations as flexible, non-
linear and unpredictable. This conflicts with the traditional view of organisation which is
inclined to be bureaucratic (Jamali et al.,, 2006) and it is likely that principals and other
stakeholders may find it difficult to adopt the mindset Fullan advocates. It is true, however, that
this ‘new’ view of organisation is compatible with contemporary leadership theories — such as
distributed leadership — and the extent to which principals have become familiar with these

may determine their own receptivity to the notion of a ‘learning organisation.’

2.6.3 Building Relationships

Fullan (2001, p. 51) believes that if relationships improve, things get better. He further explains
that moral purpose, relationships and organizational success are closely interrelated. In
relationships that are built on authenticity and care people tend to be part of the organization
in order to make a difference (lbid, p. 52). This resonates with the thinking of Moyles, an ECD
expert, who emphasises that when dealing with children “Relationships are at the heart of
effective education and care”, and to enhance children’s development and learning teachers
and parents need to respect each other and build positive relationships, and leave the “blame
culture” (2009, p.75). She continues that when dealing with small children relationships needs
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to be built on trust and care and this can be achieved through honesty, genuine communication

and sincere respect (lbid.).

In a time of change where policies are implemented principals and teachers rely on good
interpersonal relationships to communicate complex issues to have a better understanding and
to search collectively for workable solutions. To foster good relationship in the integration of
pre-primary, Lewin and Regine, (2000, p. 52) remind us to alter our perspective “to pay as much
attention to how we treat people - co-workers, subordinates customers - as we now typically
pay .. to structures, strategies, and statistics”. They describe a new leadership style that
focuses on people and relationship to encourage the emergence of a culture that is more open
and caring (lbid.). In this process leadership needs to be transparent and promote trust.
Successful leadership (Goleman, cited in Fullan 2001, p.71) requires emotional intelligence.
When dealing with children - especially vulnerable children, or children who are orphaned
because of HIV/AIDS - schools and other stakeholders need to provide a caring environment
and provide for their emotional needs. If all stakeholders - parents, teachers and learners - feel
‘connected’ good relationships can emerge for the effective integration of pre-primary

education in Namibian schools.

This is not easily achieved though. The Hay Management Consultants (2000 cited in Fullan
2002, p. 8) found that developing relationships and team building are among the most difficult
skillsets of all for leaders. This is because in a culture of change leaders need to be self-aware by
knowing and managing their own internal state, which is the essence of emotional intelligence.
Furthermore, Fullan (2002, p. 8) argues that “Leaders must be consummate relationship
builders with diverse people and groups”, emphasising the challenge of leading diversity. He
argues that in a time of change leaders constantly need to motivate and energize disaffected
teachers, and “forging relationships across otherwise disconnected teachers can have a
profound multiplying effect on the overall climate of the organization. Building relationships is

the resource that keeps on giving” (p. 7).

The challenge here is the leadership has traditionally been viewed as being mostly task-centred

— hence the pervasiveness of autocratic leadership approaches — and it is only in recent
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leadership research that alternative approaches have come to stress relationships (person-

centredness). This, too, is likely to be challenging for Namibian school principals.
2.6.4 Knowledge building

The next element in the model refers to developing knowledge. Fullan (2002, p. 7) stresses that
new work on knowledge creation and sharing is central to effective change leadership. He
continues that there are several deep insights: one is that information only becomes knowledge
through a social process. This is why relationships and professional learning communities are
essential. He emphasises that organizations must foster knowledge giving as well as knowledge
seeking, that constantly adds to their knowledge base. However, there will be little to add if

people are not sharing.

Another view on sharing is that it can become difficult but when people share the same interest
- in this case pre-primary - the sharing becomes easy and stories can be told about the
phenomenon. Fullan (2002, p. 8) emphasises that sharing one’s knowledge with others is the
key to continuous growth for all, whereby teachers can be engaged in practising, studying and
refining the craft of teaching, through sharing of latest readings on ECD, action research, and
inquiry groups. Pre-primary education in primary schools is a relatively new concept in
Namibian schools and principals and teachers will certainly need to generate knowledge and be
continually learning to have a clear conceptual understanding of the principles of pre-primary.

This can be promoted through a willingness to share views and information.

It seems appropriate to look briefly at what has been learned, and what is known. The ETSIP
strategic document (2011) indicates that pre-primary teachers have been inducted and that the
principals and HODs would receive training at a later stage. This situation is likely to cause
significant challenges, since change initiatives are unlikely to succeed if they are not strongly
led, and if leadership does not see the need for providing opportunities for in-service learning.

Nevertheless, it is through sharing and learning together that coherence emerges.
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2.6.5 Coherence making

Fullan states that coherence making is a complex and somewhat elusive concept. Principals
who are not attuned to leading in a culture of change make the mistake of seeking external
innovations and taking on too many projects. The tendency of complex systems - and today’s
schools are certainly example of complex systems - is to constantly generate overload and
cause fragmentation. Overload and fragmentation are natural tendencies of complex systems
but these can be controlled by leadership. Leaders who appreciate the creative potential of
diverse ideas strive to focus energy and achieve greater alignment which leads to the

coherence needed for successful change implementation.
According to Hanny (1987 cited in Fullan 2002, p. 209)

Effective principals are expected to be effective instructional leaders . . . the principal must be
knowledgeable about curriculum development, teacher and instructional effectiveness,
clinical supervision, staff development and teacher evaluation.

The implication that school principals need to be informed on the substance of the change
initiative — in this case ECD — poses significant challenges. As mentioned above, principals and

HODs have at this stage not yet received any training.

Bryce (1983) and Fullan (1991) agree with this holistic view of the principal's role. However,

Fullan expands this holistic definition of leadership and management to be:

an active, collaborative form of leadership where the principal works with teachers to shape
the school as a workplace in relation to shared goals, teachers collaboration, teacher
learning opportunities, teacher certainty, teacher commitment, and student learning (p.
161).

In order to deal with change leaders can use these as opportunities to get all stakeholders
involved to learn from each other in a collaborative manner about the phenomenon under

investigation.

The notion of the learning organisation was raised above, and | now elaborate on this theory.
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2.7 School as learning organisation

As mentioned earlier, complexity theory has strong links to the theory of learning organisation.
It is clear that unless schools learn how to integrate pre-primary they are unlikely to succeed.
Senge’s notion of “learning organizations” provides insight into how educators can achieve
meaningful change. Three of Peter Senge’s five disciplines are relevant to this study: System
thinking, Team learning and Shared vision. | first explain what he means by learning

organization and then elaborate on the relevant disciplines.
According to Senge (1990, p. 3) learning organizations are:

Organizations where people continually expand their capacity to create the results they truly
desire, where new and expansive patterns of thinking are nurtured, where collective
aspiration is set free, and where people are continually learning to see the whole
together.

Davidoff and Lazarus (1997, p.49) perceive a learning organization as an organization which has
learned how to learn about itself and about the world within which it exists and operates. In
this sense the organisation needs to adapt in line with contextual changes and demands, as
discussed earlier. Hence schools which are integrating ECD into their ‘normal’ practice will

certainly need to exhibit features of learning organisations.

One of the questions this study asks is whether schools act as learning organizations in this era
of rapid change, and how responsive they are to change. As noted earlier, organisation theory
traces a paradigm shift from bureaucratic organizations to learning organizations (Jamali,
Khoury and Sahyoun, 2006, p. 346); the authors argue that the backdrop of change has invited

organizations to revisit their traditional bureaucratic orientation.

Senge (2006, p. 4) believes that learning organisations are possible because not only is it
people’s nature to learn but people love to learn. Senge (2000, p.22-23) further claims that

people are able to learn because leaders in learning organisations are designers, teachers and
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stewards who lead every member of the organisation “in managing the tenuous relationship

between vision and current reality” (Moloi, 2010, p. 622).

According to Kelly et al. (2008) and Cochrane- Smith and Lytle (cited in Moloi, 2010, p. 622)
research about teacher learning in recent years has focused on knowing rather than doing, and
exploring the reasons for what teachers do. Moloi (lbid.) describes the learning organisation as
“a valuable tool for facilitating knowledge management to improve teaching and learning in

schools” (p.622).

| now turn to three of Senge’s five disciplines that are relevant to this study: Systems thinking,
Shared vision and Team learning. These are characteristics of the learning organisation, and if
schools hope to make a success of the integration process one would expect traces of these to

be present.

2.7.1 Systems thinking

| would like to start with the systems thinking as it integrates the disciplines and links strongly
with complexity theory. Senge (1990, p.68) regards it as the “conceptual cornerstone that
underlies all other disciplines”. He argues that system thinking is the discipline that allows one
to see the whole. In other words system thinking enables us to clearly view the
interconnections of an organization. Senge (1990, p.73) further argues that the essence of the
system thinking discipline lies in the shift of mind (metanoia) for “seeing interrelationship
rather than liner cause-effects chains, and seeing processes of change rather than snapshots.”
System thinking thus helps us in dealing with dynamic complexity of organizations (Moloi, 2005,
p. 71) and to be aware of the interconnectedness and different levels of interdependency of

people in structures.

Senge believes that unless a system is changed, it will continue producing the same results. By
applying systems thinking discipline to my study | should be able to arrive at a better
understanding of how the whole school is involved in the integration of pre-primary into
mainstream primary schools. The approach encourages one to see an organisation not as a set
of separate entities but as different parts in interaction with each other. Thus, for example, how
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the principal relates to the HODs, and all of them to the teachers will be of interest. Naturally

communication is an essential ingredient of these interrelationships (Jamali et al., p. 340).

2.7.2 Shared vision

According to Senge (1994, p. 298-299) “a true shared vision cannot be dictated; it can only
emerge from a coherent process of reflection and conversation”. It emerges from people who
truly care about one another and their work, who possess a strong personal vision and who see
the collective vision as embracing everyone’s personal vision. Faerman (1996, p. 9) similarly
argues that the vision should not be created by the principal, but rather be created by all

teachers at the school through dialogue and interaction with one another.

It is clear that the dissemination of a shared vision capitalizes on effective communication,
given that, as per (Kotter 1996 cited in Jamali et al p. 344), “...the real power of a shared vision
is unleashed only when all the people in the school have a common understanding of its goals
and direction”. For Senge the shared vision builds on communication, commitment and trust.
Jamali et al. (2006, p. 344) also emphasize trust and commitment as necessary ingredients in
the pursuit of the shared vision discipline, by nurturing a sense of belonging and ownership in
teachers. A shared vision is very important for a learning organization, because it provides the
focus and energy for learning and if the vision belongs to the principal only, then such vision

demands compliance, not commitment (Senge, 1990, p. 206).

Senge et al. (1996, p. 298) postulate that a shared vision creates a sense of purpose that binds
people together and is “a vehicle for building shared meaning”. Building a shared vision is based
on viewing an organization as a set of “overlapping communities” formed around shared
meaning for all members to have a collective sense of what is important and why (Senge 1994,

p. 300). He continues that this will enable top management to see themselves as serving the

Awareness of the importance of shared vision will enable this study to determine the extent to
which the school members share in the vision of having pre-primary in schools and also to

explore how it is being articulated. A basic question may well to determine whether such a
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vision exists in the first place. This discipline will also enable the study to explore how the

leadership roles play out in translating personal visions into shared visions.
2.7.3 Team learning for motivation

Team learning requires the whole team (the school staff in this case) to learn from each other
(in small groups) to accomplish a result (Senge et al.,, 1994, p. 354). The team learning
discipline builds on shared visions and personal mastery by emphasizing the need for team
members to know how to act as a team in order to accomplish the organizational purpose.
Senge puts a lot of emphasis on dialogue in an organization, giving an example of a team that
can be a worldwide network of specialists, communicating through electronic mail, telephone

and occasional face-to-face meetings (1994, p. 355)

Smith in (Faerman, 1996, p.6) defines a “a small number of people with complementary skills
who are committed to a common purpose, set of performance goals, and approach for which
they hold themselves mutually accountable.” She continues that this discipline starts with
“dialogue, the capacity of members of a team to suspend assumptions and enter into a genuine
thinking together” (1996, p.23). In support of the above, Jamali et al. (2006, p.344) indicate that
the team learning discipline is directly linked to effective communication and it is through deep
dialogue that individuals learn to suspend their assumptions and judgments and reflect
individually and collectively upon emerging ideas and thoughts. Senge (2000, p. 75) emphasises

that effective teamwork happens through dialogue:

During the dialogue process people learn how to think, not just in the sense of analyzing a
shared problem or creating a piece of shared knowledge, but in the sense of occupying a
collective sensibility, in which the thoughts, emotions and resulting actions belong not
to one individual, but to all of them together.

Moloi (2002, p. 55) reasons that dialogue does not only mean members exchange words but
also explore complex issues. Thus learning as a team will help heads, teacher, learners and
parents to come to an understanding of pre-primary as well as to discuss ways of dealing with
some of the challenges, such as classrooms, the playground, and some of the social issues such

as social grants, contribution to the SDF, and school feeding programmes as many parents
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cannot afford to pay. According to ETSIP (2005, p7) poverty is widespread and there are
children living in difficult circumstances, especially orphans and vulnerable children. These
children also need access to quality pre-primary education. Through dialogue the MoE can be

informed of these issues in order to improve the situation for sustainability.

This discipline will further help me to understand how schools learn and work as teams, and
how members can inspire each other to become a learning organization in order to deal with
some of the challenges and to strengthen good relationships with the whole school community.
The Grade 1 teachers have a good understanding of the school readiness programme and in
what way a bond can be formed between the pre-primary teacher and the Grade 1 teacher as a
team to learn from one another. The recent education conference put emphasis on ECD and
how ECD learning materials could be used to sensitize the whole school community. Hurst and
Joseph (2003, p. 104) view the coming together of parents and practitioners as “sharing
education”. According to Nutbrown (2011, p 104) the more parents know about how children’s
learning, the better position they will be in to understand what their children are doing and
how they might further enhance learning opportunities for them. Involving the whole school
community as a team can help curb some of the socio-economic issues in schools to ensure and

provide a solid educational journey for the young learners.

Learning organisations are also likely to exhibit the qualities of collegial management. Bush’s
collegial model (2003, p. 64) emphasizes that power and decision-making should be shared
amongst members of the organization who have a shared understanding, in this case the ECD

stakeholders or indeed the whole school ‘community’.
2.8 Collegiality through participative management

According to Bush (2003, p.78)

Collegial leaders are responsive to the needs and wishes of their professional colleagues, and
they acknowledge the expertise and skill of the teacher for the benefit of the learners;
collegial heads seek to create formal and informal opportunities for the testing and
elaboration of policy initiatives; collegiality models emphasizes the authority of
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expertise rather than official authority, where the heads encourage teachers to become
co-leaders.

Little (cited in Bush, 2003. P. 71) describes how collegiality operates in primary schools:
e Teachers talk about teaching
e There is shared planning and preparation
e The presence of observers in classroom is common
e There is mutual training development

This model appears to depend on shared professional values that lead to the development of
trust and a willingness to give and receive criticism to enhance the practice. With the
independence of Namibia the education system has changed from an autocratic to a
democratic system, which allows for and encourages participative management and leadership.
With policy reform teachers’ expertise is given full credit and this model provides for teacher

participation in finding solutions through collaboration in their teams.

By allowing participation especially when introducing a new phase, Sergiovanni is of the opinion
that it will succeed in ‘bonding’ staff together and in easing the pressures on school principals
(cited in Bush, 2008, p. 14). The burden will be less as the roles and functions are shared (ibid).
Coperland (cited in Bush 2003, p.79) makes a similar point in claiming that participative
leadership has the potential to “ease the burden on principals and avoid the expectation that
the formal leader will be a superhead.” In order to deal with change the leaders can use it as
opportunities to get all stakeholders involved in learning from each other in a collaborative

manner about the phenomenon under investigation.

After independence, Namibia like most postcolonial African countries, made it a priority to
transform its education system to promote democracy as mentioned previously. Towards
Education for all: A development brief for education, culture and training (Namibia. MBEC, 1993

pp. 41-42) sums it up as follows:

31



In order to teach about democracy, our teachers, and our education system as a whole must
practise democracy. A democratic education system is organized around a broad
participation in decision-making and the clear accountability of those that are our
leaders. That is not to say that every decision in the school must be subjected to a vote
or that the role of the youngster will be identical to those of their parents. Rather it is to
be clear that Namibians work diligently and consistently to facilitate broad participation
in making the major decisions about our education and how to implement them. In
schools that are responsive to their community, parents and neighbours are not
regarded as unwelcome outsiders. Instead the schools are organized to enable them to
be active participants in school governance, active contributors to discussions of school
management and administration, and active evaluators of the quality of instructions and
learning. In democratic education for democratic society teachers must be active
creators and managers of the learning environment and not its masters or caretakers.

In an era of change in this fast growing world, education institutions cannot remain static
entities, and this entails new challenges for educational leaders, especially the principal as they
work constantly in turbulent, unpredictable conditions. This Chapter has argued for the need to
view organisations differently — as complex learning organisations - and to embrace a paradigm
shift in leading and managing schools, moving from bureaucracy to collegiality. Policy supports

and underpins this shift, as the quotation above illustrates.

In the next chapter | explain and justify the methodological approach used in carrying out this

research.
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CHAPTER THREE

3.1 Introduction

This Chapter outlines the methodology of my study. | shed light on the research paradigm in
which the study was conducted and provide reasons for choosing it. | discuss the research
methodology and the strategies used to explore the perceptions of principals’ roles in the
integration of pre-primary into the mainstream primary schools. | further explain how data was
collected and analysed and discuss issues of validity, research ethics and how each of these was

addressed.
3.2 Research paradigm

According to Mertens (2005, p. 7) “A paradigm is a way of looking at the world. It is composed
of certain philosophical assumptions that guide and direct thinking and action.” My research is
a qualitative study conducted in the interpretive paradigm, since | was interested in
understanding the subjective experiences of three principals and the meaning they attached to
the integration of pre-primary into their schools. The ontological assumption underlying this
study is that reality is constructed by people, who create their own meanings out of what they
experience (van der Mescht, 2009, p. 2). It is believed that people create their own meanings,
and that ‘reality’ consists in how they view and interpret their world (lbid.). Thus, reality is a
fundamentally subjective phenomenon, and differs from person to person. It is for this reason
that the interpretive ontology is said to be unstable. The epistemological consequence of this is
that reality can only be understood by interacting with people (Cohen, Manion & Morrison,

2007, pp. 19-21) by means of techniques such as interviews and focus groups.

By using the interpretive paradigm | had the opportunity to capture the understanding of
individual participants’ role in the integration of pre-primary into the primary school, in

accordance with the views of Cohen et al.:
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The interpretive paradigm is characterized by a concern for the individual. The central
endeavour in the context of the interpretive paradigm is to understand the subjective
world of human experience. To retain the integrity of the phenomena being
investigated, efforts are made to get inside the person and understand from within
(2007, p. 21).

The interpretive approach seemed appropriate for this study as it helped me to maintain a
focus on the “action” of individuals in integrating a new phase into their respective schools, as

Cohen et al. (2007, p. 21) point out in their argument for interpretive paradigm:

The interpretive approach, on the other hand, focuses on action. This may be thought of as
behavior-with-meaning; it is internal behavior and as such, future orientation. Actions
are meaningful to us only in so far as we are able to ascertain the intentions of the
actions to share their experiences. A large number of our everyday interactions with one
another rely on such shared experiences.

The interpretive approach therefore “begins with the individuals and sets out to understand
their interpretations of the world around them” (Ibid). This paradigm further allowed me to
give credibility to the subjective meaning the participants have concerning their situation, the
principals in this case, and to capture qualitative information and allow for deeper probing of

their experiences about the process and their future plans.
3.3 Research method: Case study

This is a case study that investigates the phenomenon as it appears in three schools in the

Khomas region in Namibia. According to Mertens (2005, p 237) a case study is

a method for learning about a complex instance, based on a comprehensive understanding of
that instance obtained by extensive descriptions and analysis of that instance taken as a
whole and in its context.

Stake opined that “the sole criterion for selecting a case study is the opportunity to learn”
(1995, p. 4). Hancock & Algozzine (2006, p. 11) are in agreement that “through case study the

researcher hope to gain in-depth understanding of situations and meaning for those involved”.

For Creswell (1998, p. 61) case studies involve gathering rich data from many sources:
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an exploration of a case over time through detailed, in-depth data collection involving multiple
sources of information. In other words a case study serves the purpose of helping the
researcher to gain more knowledge about, and a greater understanding ...

Yin (2003, p13) defines it as

an empirical inquiry that investigates a contemporary phenomenon within its real-life context,
especially when the boundaries between phenomenon and context are not clearly
evident, and in which multiple sources of evidence are used.

These ‘definitions’ all stress depth of understanding through gathering rich data, while for Yin it
is the ‘real-life’ context that matters. This study looks at a case of the integration of pre-primary

into mainstream primary schooling within its real context using a range of data collection tools.

Baker (1999, p.326) says that case studies are most appropriate in educational settings when
they use comprehensive strategies in a single social environment to reach theoretical
conclusions with widespread implications. Case study methods allow the researcher to retain
the holistic and meaningful characteristics of real-life events such as organizational and
managerial processes (Merriam, 2002, p. 205; Yin 2003, p. 2). In other words, by using the case
study approach the researcher keeps a sense of “reality”, that is a sense of what really

happened with regard to the phenomenon.

In conclusion, case study strives for a holistic understanding of how participants relate and
interact with each other in a specific situation and how they make meaning of the phenomena
under study. It further answers “how” and “why” questions and does not only hear the voice of
one participant, but also the views of other relevant groups. Using case study brought me to a

deeper understanding of the dynamics of the situation (Maree, 2007, p. 75).

| decided that these descriptions match the purpose of my study as case studies allow the
researcher to “probe deeply and to analysis intensively the multifarious phenomena that
constitute the life cycle of the unit with a view to establishing generalisations about the wider

population to which that unit belongs” (Cohen & Manion, 1994, pp. 106-107).
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3.4 Sampling

Maxwell (2005, p. 26) defines sampling as “decisions about where to conduct the research and
whom to involve, an essential part of the research process.” He continues that it usually

involves people and settings, events and processes.

My research was carried out in Windhoek. The three schools were selected because of the
years in which they integrated pre-primary, from 2008 till 2011. The sample was thus
purposively selected. Each school is unique and there are perceptions that each school has its
own challenge as the settings differ from school to school. These differences are mostly caused
by the availability of resources, infrastructure, the understanding of ECD, and the complexity of
the issues being dealt with and thus provide a richer picture of the phenomenon. Convenience
sampling also applied in this case since the schools were accessible to me and | was able to

make contact with the schools at any time.

However, before | started visiting these sites to collect data | visited a private pre-primary
school and had an informal talk about ECD. The purpose was just to familiarise myself with
what was happening in the private schools, not to compare but to have an understanding about
what | might expect. This private school caters for children ages 2-5 while the government
schools start at age 5 years. In the private schools they have an assistant to the teacher which is
not the case in the government schools. In general terms it seems as though private schools are
more serious about ECD and have been including it in their planning for much longer. These
ideas are not part of the data | intend to use in this study, but they do help to indicate what is

happening elsewhere and the visit helped to focus me on my own study.
3.5 Selection of research participants

After | received permission from the Regional director to conduct my research | had the difficult
task of doing the selection. | was guided by the different schools’ history of pre-primary. Since

this is a leadership and management study of principals’ experiences, | decided to select the
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principals for semi-structured interviews. The fact that this is a mini-thesis made it hard to
choose other participants as | had many in mind. | discussed it with my supervisor and we
agreed on the LP HOD and the pre-primary teacher who were in a position to provide some
data relevant to the study. The study also looks at schools as learning organizations and by
viewing the challenges | decided to include the Grade 1 teacher as well to see the degree of
teamwork and support the pre-primary teacher received and how they operate as a team. As
pre-primary learners are of a tender age | was further interested in the support of the parents,
but it was difficult to include a parent due to the difficulty in arranging a time slot for the focus
group. The principals were very supportive and appointed a teacher to represent the parents.
This group of people formed the focus group. Two of the schools are double shift schools and to
fit in an appointment was very difficult as the LP HOD teaches in the afternoon shift. During the
arrangement for the interview the LP HOD accompanied me to the pre-primary and the Grade 1
teachers’ classes to make the appointment for the focus group interview. This afforded me the

opportunity to see their classes at the same time and to introduce myself to them.

3.6 Data collection

As Creswell (1998, p. 123) states, “a case study involves the widest array of data collection as
the researcher attempts to build an in-depth picture of the case”. Hence a variety of data

collection strategies were used, namely semi-structured interviews, focus group interviews and

document analysis.

3.6.1 Document analysis

Analysing documents seemed an appropriate first stage because information gained from
documents informed the subsequent stages of data collection, namely semi-structured
interviews with principals and focus group discussions with the Lower Primary Head of

Department and other teachers.
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Document analysis refers to “analysis of any written material that contains information about
the phenomenon that is being researched” (De Vos et al., 2005, p.314). It is imperative to study
documents such as minutes and circulars as it may help to understand the philosophy or the
logic behind discussions and decisions taken in an organisation. The following documents were

analysed:

e Minutes of meetings
e ETSIP Documents

e NIED Circulars

e ECD Circulars

Henning, Van Rensburg and Smith (cited in Musore 2009, p. 41) argue that “any document,
whether new or old, whether in printed format, handwritten or in electronic format, and which
relates to the research question may be of value”. Thus studying these documents provided me
with data, concrete evidence that | used to explore the phenomenon in detail. Yin further states
that “documentary information is likely to be relevant to every case study” and the strengths of
documentation include being “stable, unobtrusive, and exact ... offering broad coverage” (2003,

pp. 86-87).

3.6.2 Interviews

| conducted semi-structured interviews with the principal of each school. This was to explore
their perceptions and experiences of the phenomenon in question and how they manage this
process and deal with the challenges. Semi-structured interviews involve asking a series of
structured questions and then probing more deeply with open-ended questions to obtain
additional information on the phenomenon under investigation (Gall, Gall & Borg, 2007, p.
246). They further investigate the context of thoughts, feelings and actions of the respondents.
Semi-structured interviews help respondents to make explicit things that have been implicit

(Arksey & Knight, 1999, p. 33).
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Interviews are important because of the richness of communication that is possible (Gillham,
2000, p. 62). The advantage of an interview is that it provides the richest data, because it allows
the interviewer to ask follow up questions, to interact with participants and establish

relationships of trust. The interview questions are attached as (Appendix C).

The interviews were schedule to fit in after school in order to avoid disruptions.

The interview questions were based on:

e Principals’ experiences/views and the roles they played in the integration of pre-primary
into the mainstream primary school

e Implications for management (changes to accommodate such a class)

e Challenges, such as resources infrastructure, qualified pre-primary teachers, training

e Socio-economic issues

3.6.3 Focus group interviews

| had a focus group at each of the three schools that consisted of the LP HOD, the pre-primary
teacher, a Grade 1 teacher and a teacher who represented the parents. As mentioned before it
was difficult to make an appointment at the double shift schools as the LP HOD was teaching in
the afternoon shift and the pre-primary and the Grade 1 in the morning shift. All my interviews

took place in the afternoon after school.

Kruger & Casey (in Pearson, 2007, p. 244) describe focus group interview as a “carefully
planned discussion designed to obtain perceptions on a defined area of interest in a permissive,
non-threatening environment.” It is relaxed and enjoyable for participants as they share their
ideas, perceptions and feelings that they may not express if interviewed individually. Focus
group discussion were particularly important to my study as it encouraged participants to
“speak out in their own words” (Cohen et al., 2007, p.376) about the phenomena. New ideas
and clearer understanding was reached because, as Kruger and Casey (2000, p. 24) point out,
“you want ideas to emerge from the group. A group possesses the capacity to become more

than the sum of its parts, to exhibit a synergy that individuals alone don’t possess”. The group
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shared their deep feelings and frustrations about the integration process and the way it was
brought on them. Throughout the discussion | could see how certain things became clearer to

participants.

The focus group discussions were based on:
e How they viewed and experienced the integration of pre-primary
e The challenges and how they dealt with them
e Recommendations

These questions engaged the group in fruitful discussions about the integration as they also
created a platform for many to air their views. Many of the participants felt that such
discussions as this should have happened long ago as they started to find some solutions to
some problems in their sharing in a small group. The data generated here complemented and
added to the interview data. The focus group interview at each school was chaired and
facilitated by myself and the voice-recorded discussions were transcribed by myself. The focus

group interview questions are attached as (Appendix D).
3.7 Data analysis

Qualitative data analysis is a “process involving ‘disassembling’ of research materials, sorting
and sifting them to identify sequence, processes, patterns with the intention of reconstructing
the data in a comprehensive fashion” (Seidel, cited by Togo, 2009, p. 159). Most of the
interviews were transcribed after the interviews were conducted and this provided me with a
large amount of data and a rich and colourful picture of people’s understanding of pre-primary.
| used induction as a mode of inference in my study. It was significant as | studied people’s
perceptions and experiences and developed general themes and sub themes from these.
Henning et al. (2004, p. 104) argue, “Human communication is not linear and the interpretation
of meaning should not be linear either”. | read all the transcripts carefully before the themes
were created. | compared the data from the three instruments and looked for categories and

patterns by coding it. According to Maree (2007, p. 104) “coding is the process of reading
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carefully through your transcribed data and dividing it into meaningful analytic units”. The

coding process enabled me to quickly retrieve specific pieces of data.
3.8 Validity

In order to ensure validity | designed my instruments with the assistance of my supervisor and
piloted the interviews. According to Maxwell (1992, p. 284) as cited in Maree 2007, p.38)
“validity is not an inherent property of a particular method, but pertains to the data, accounts,
or conclusions reached by using that method in a particular context for a particular purpose.”
Careful design and trialling of methods will therefore enhance validity. Reliability refers to how
consistent the results are and that will be achieved by triangulating my data. According to Van
der Mescht (2011, p.2), “Triangulation is a data analysis and presentation technique that shows
how data generated from different sources ‘speak to’ and complement each other”. By
engaging multiple methods of data collection, in this case interviews, focus group interviews
and document analysis, | hoped to increases the data’s trustworthiness (Maree, 2007, p. 38). So

| attempted to ensure validity by making use of triangulation as explained above.

One of the threats to validity in this study was the possibility of bias on the side of the
researcher. The fact that many of the teachers | worked with had been my students at college
might have affected my study, perhaps by affecting the responses | got from my respondents. |
tried to remain conscious of this threat throughout the process and guarded against it as best |

could.

3.9 Ethical considerations

Two of the schools were known to me as | had gained access to them during a prior assignment
by my involvement at the school. During school based studies | visited my Lower Primary
students at two of these schools and know many of the staff members. The fact that | know

some of the staff members may also have posed a threat to my research project, as mentioned
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above. | may well have had preconceived ideas of how these schools were coping with ECD.
From the start | distanced myself as much as possible, so that my personal perceptions and
beliefs did not interfere with my research. This was achieved by ‘bracketing’ all my pre-
conceived beliefs, assumptions, personal bias and prejudices to allow the data to speak for

themselves. | also relied on my supervisor to alert me to any preconceived notions on my part.

To observe protocol, | first consulted my regional director for permission (see Appendix B) to
conduct my study at three different primary schools in Windhoek and presented a letter from
my supervisor stating the purpose of my research (see Appendix A). An appointment before
the time was made with the principal to discuss the purpose of my research and get permission
from him as well as the head of Lower primary department, the pre-primary teacher and Grade
1 teacher. During this time | had an opportunity to pay a short visit to the pre-primary teachers’
classes to explain the purpose of my study and it was well accepted by all of them. | had to

answer some of their questions as pre-primary was a real burning issue for them.

| briefed them on research protocol which granted participants the right to voluntary
participate and withdraw from the study at any time (Creswell, 2003, p. 63). A good relationship
was built with the participants and the schools throughout the research process, as ECD is close
to my heart as well as to theirs. Cavan (as cited in Cohen and Manion 2000, p. 56) describes

ethics as

a matter of principled sensitivity to the rights of others. Being ethical limits the choices we can
make in the pursuit of truth. Ethics say while truth is good, respect for human dignity is
better, even if, in the extreme case, the respect of human nature leaves one ignorant of
human nature.

These include the right to privacy, anonymity and confidentiality. As a researcher, it is
imperative that confidentiality be upheld for those who are willing to allow access to and
scrutiny of their thoughts (Cohen et al. 2001). In addition, it needs to be borne in mind that the
words of the interviewees are ultimately their own. All individual names used in the report are

pseudonyms.
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This Chapter has presented a detailed overview of how the research was undertaken, the
orientation to the research, the theoretical framework underpinning the study, the methods
that were used in generating the data and also the methods of analysis that have been
employed. It further provides evidence of how issues of validity and ethical considerations were

dealt with.

In the next Chapter (Chapter 4) | present the data. The Chapter will outline the data on the
integration of pre-primary into the mainstream primary schools. It is written under different

headings generated from reading across all the data.
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CHAPTER FOUR

4.1 Introduction

In this Chapter | present the data | collected from interviews, focus group discussions and
document analysis. | give a brief overview of the schools to contextualize the study. | present
the data in categories that emerged after repeated reading, thinking and analyzing of the data

to shed light on the research question.

When this study was conducted many Namibian school principals had just returned from a very
insightful Teacher Conference with government officials, private sector and international
stakeholders. The issue of ECD in Namibia (0-8) preprimary education received a great deal of
attention at the conference, and delegates agreed this matter had been neglected for too long
and that it should come back to where it belongs. When | made an appointment with the
schools to explain my research many thought that | had been sent to do a follow-up on the
current status of ECD in the school. | had to explain that | was involved in my own studies, but
that the findings could also help to shed light on the current situation. In this sense, though, my

research was perfectly timed.

4.2 The research sites

As mentioned before the study was conducted at three primary schools. The schools were
purposively selected and all had introduced pre-primary at different times. One school had
added a second pre-primary class and that was also one of the reasons why this school was

selected.
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The school which integrated pre-primary in 2008 is a new school, still under construction and

situated deep down in the informal settlements; the 2009 school is a former black school; and

the 2011 schools is a former white school.

For the sake of anonymity and confidentiality the research sites and participants are identified

as follows:

Research site 1
Research site 2
Research site 3

Angels Paradise
Queens Paradise
Dolls Paradise

SP1 School Principal 1 of Angels Paradise
SP2 School Principal 2 of Queens Paradise
SP3 School Principal 3 of Dolls Paradise
LP HOD1 Lower Primary Head of Department
LP HOD2 Lower Primary Head of Department
LP HOD3 Lower Primary Head of Department
PPT1 Pre-primary teacher 1

PPT2 Pre-primary teacher 2

PPT3 Pre-primary teacher 3

GT1 Grade 1 teacher 1

GT2 Grade 1 teacher 2

GT3 Grade 1 teacher 3

AT1 Additional teachers 1

AT2 Additional teachers 2

AT3 Additional teachers 3

SP1, SP2 and SP3 were the participants for the semi-structured interviews.

HOD1 to 3, PPT1 to 3, GT 1 to 3 and AT1 to 3 were the participants in the focus group interview.

The following categories were used to order the data:

Principals’ experiences and roles in the integration of pre-primary into the mainstream

primary school

e Management changes to accommodate such a class

e How the principals handle change

e Challenges
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e Socio-economic Issues

ECD is viewed by many educationalists as a crucial phase that serves as the foundation of
learners that can contribute to learners’ future performance. As all are striving equally to
improve results, the government also realized that Pre-primary should be moved from the
MGESW to the MoE through ETSIP, because of the high failure rate and high dropout in Grade 1
as was witnessed over the last couple of years. As this is a crucial phase in the life of the young
ones to provide them with a sound educational background, the question at the back of my
mind was ‘how can the school as a learning organization work as a team to make the

integration work effectively?

4.3 Principals’ experiences and roles in the integration of pre-primary

into the mainstream primary school

4.3.1 Principals’ views and experience of the process

This question was raised to find out how principals experienced the process of integration. The
interviews with the principals revealed that all three principals viewed the integration of the
pre-primary into the mainstream as something significant, the beginning of a new era. They
welcomed the idea of pre-primary at their respective schools, because they realized its value
and also referred to the recent educational conference where ECD/Pre-primary was discussed.

They did, however, also mention the challenges they had experienced with the process.

SP3 said,

My personal opinion is that the integration of pre-primary is a good thing; you know it adds
value to the school. Our Grade 1 intake needs to have a sound educational background
as we have a high standard at our school, so it is good to have children with a pre-
primary background. | look at it as building strength within the system.

This point was further elaborated on as SP2 referred to learners with no pre-primary

background:
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It improved the level of our learners’ performance and if you compare them with learners with
no pre-primary background, you get them raw and it takes the Grade 1 teacher much
longer to teach them the basic things, such as greeting and to help them adapt to the
school environment.

Although SP3 and SP2 were also happy they had different experiences as SP2 said, “I realized
that parents could not afford private pre-schools and have taken in more learners”. He also
saw it as an added responsibility as he stated “more learners, more teachers more
responsibility, that requires more planning.” SP1 continued to share his experience of his school

as one of the first to start with pre-primary:

My school was the pilot school and we have proof of the learners’ performance as we followed
[tracked] them and see the difference, but it is not an easy thing especially with the
shortage of classrooms for our school with the double shifts.

Principals mentioned various challenges and these challenges are presented later under a

separate heading.

SP2 argued that he could rely on the LP HOD since “the LP HOD knows the phase” but this sense
of confidence was not commonly shared. The HODs in the focus group indicated that they
needed training for the new phase. SP1 felt that “we just need a qualified teacher to teach the

learners and see the results”.

Although all three principals displayed a very clear picture of the importance of pre-primary and
its benefits they admitted that they had had no formal training in pre-primary education. As
SP3 cautioned, “When | studied | did not have child development in our curriculum and this is
where the MoE should help us and provide training in this new field”. Some principals used
their own initiative to familiarize themselves with ECD as SP2 claimed, “I had to read up about
ECD” and SP3 said, “You know | had to watch a DVD about ECD and realized the importance of

hygiene for these small ones”.
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Principals indicated that they were all confident in leading and managing the process with the
assistance of all the stakeholders to make the integration a smooth process. The data further
revealed that principals, although strong in stature, regard pre-primary as a special feature of
their schools. There referred affectionately to the ‘little ones’, ‘the young ones’, and they are
‘so klein’, which means, they are so small. The principals felt strongly that ECD it was long
overdue and they were in support of the idea to have it back in schools especially if the

government could just assist them with the classes and a qualified teacher.

SP1 referred to the history of ECD:

Before independence we had the bridging classes and it was very much appreciated, but after
independence our politicians abolished these classes; it was the very time politicians
formulated the education system.... but as time went by they realized that ECD was with
the MGECW and brought it back into the primary mainstream schools, so now we are

happy.

The principals were in agreement on the size and complexity of the integration exercise. SP3
stated, “and now we have to start from scratch, and it feels like planning for a new school”
while SP2 felt that “ECD has become a ‘big business’, as we see a lot of ECD centers

mushrooming around in Windhoek, not always providing quality”.

When principals were questioned if pre-primary was forced or imposed on them all three
principals indicated that it was not imposed on them, and stated that ECD was always a burning
issue and they had expected government to relook at the situation to find an amicable solution,
as they were worried about the status of the Grade 1s. SP3 referred to ETSIP and said,
“According to ETSIP sooner or later all schools will have to take in a pre-primary class”.
Principals and participants shared the fact that, although ECD was assigned to the MGECW it
became the responsibility of the community and municipality, and they could not provide the
desired quality as that also contributed to the high failure and high dropout rate in Grade 1.
They mentioned lack of proper monitoring as another reason and claimed that the trainers

were also not fully qualified. This links with an official document dated 19/6/2008 which
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informed principals about the aim of the re-instatement of pre-primary education in the MoE is

to:
e address the poor literacy and numeracy levels of learners;
e develop perceptual skills within the cognitive, physical and social-emotional domains;
e track learners at the end of grades 1, 4 and 5 to determine the quality;

e monitor and evaluate the programme

Principals should take full responsibility for the management of the pre-primary classes and

support the teacher in every way.

The focus group revealed that the HOD and Grade 1 teachers felt that learners admitted to
Grade 1 could not perform the basic things, such as greeting, and they struggled to adapt to the
new environment. With all these factors in mind when SP1 was called in with a few other
principals in 2007 by the previous director to discuss the issue of pre-primary with the
possibility to start with a pre-primary class at their schools the next year, SP1 said they
immediately agreed and the next year, in 2008, “we started with a pre-primary class at our
respective schools”. He further indicated that they were adamant that the class size should not

exceed 25 learners per class.

Document analysis of ETSIP shows that the MoE aimed to add at least 100 classes per year from
2008 to all primary schools throughout the country. The documents reveal that the total
number of classes at the time of writing stands at 504 classes in the whole of Namibia (see

Appendix E).

This section has tried to show the positive attitude to and reception of ECD in primary schools.
The educational necessity for a pre-school year is generally grasped and appreciated. In the
next session | present what principals perceived as their role in the integration process that

contributed to smooth integration.
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4.3.2 Principals’ role in the integration

When interviewed about their roles the principals felt that to ensure a smooth integration
process they needed all teachers to assist: they needed to find the most suitable classroom, to
secure all resources, to have a teacher for the duties, to see to training and ensure learners’
safety, to monitor the whole process collectively, to motivate and encourage staff to participate

and to be positive and accountable.

The principals further stressed that it should be done in a collective manner, as SP3 argued,

To facilitate and ensure good human resources, as my Grade 1s need a sound educational
background and to foster good working relationships, as an added responsibility has
been put on the whole school. So | expect teachers to assist in the process. We also
adjusted the organogram for the fair distribution of duties.

SP2 similarly referred to the additional work involved. Although they were happy, they viewed
pre-primary as a new phase and they had to start from scratch. He said, “My teachers are
loaded so | asked those who were able to assist us with the integration; we need to be more

|"

alert as there are younger ones in the schoo

SP1 indicated that his school was under construction, with increased responsibilities as he has
to be at the school and at the same time keep an eye on the developments. He further
envisioned that the new building would be the area for the pre-primary and Grade 1, as “l want

them to be safe and enjoy their classes where there is a big space to play”.

Safety and security emerged as an issue. Principals referred to increased bullying and said that
they needed to motivate the teachers as well as the senior learners to be more vigilant on
playground duties. This was further echoed by PPT3 who explained that they let the pre-
primary learners eat in the class before they went out for break to avoid fights about food

outside.
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The data clearly indicates that the integration process has brought added responsibility and
that all parties - parents, teacher, learners, school managers and the community - have to play
a role to make it work. SP3 felt strongly that “to ensure effective integration of pre-primary we

need a strong team”.
4.3.3 Principals’ leadership style

As principals revealed positive perceptions about their roles so | was interested in finding out

what leadership styles they applied to get such an overwhelming support from the teachers.

All three principals felt that they had an open door policy and that they were democratic
leaders. SP1 stated, “I allow participation as | can’t do this on my own; we have to work
together as a team”. They agreed that they encouraged Grade heads to take the lead and to
feel free to consult them. In the end though, all three stressed their ultimate accountability, a
link with what was suggested at the education conference referred to earlier which made the

undertaking “to train principals and hold them accountable” (document dated 31/8/2011.)

The data revealed that with the new phase of pre-primary the principals had various
consultative sessions. According to SP2, “we had to decide about which classes would be in the
morning and which in the afternoon, the enrolment, duties, the playground, supervision duties
etc, but we couldn’t keep all parties happy.” Sometimes what emerged was a sense of
controlled or limited consultation, as SP3 explained: “I have to guide everyone for the final

decision”, and “Although | am democratic | will be held accountable in the end”.

All principals indicated that they have two-way communication between principal and staff and
that they share information regularly during breaks and in staff meetings. HODs and teachers
use their departments as a forum because they meet often and agree on open communication
channels. L P HOD3 explained, “We are colleagues and we aim to work at all times as a team,

because we learn a lot from each other”.
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With regard to changes in management structures teachers were very happy and they wanted
to be associated with such proactive ways. All three principals felt safe and confident, and saw
the value of the lower primary HOD to whom SP3 referred as “my colleague”: “The HOD can tell
you more about.... and ... no, | trust her as she has a better understanding of ECD”. This was
witnessed in minutes of Doll’s Paradise meeting dated 3/7/2010 where HOD3 reported back on
pre-primary issues. The data reveal that principals went through a lot of changes to make the
integration happen at their schools and it further shows how responsive they were towards
change. Minutes of meetings reveal that many issues were reported back by LP HODs and that
there was discussions on them e.g. the enrollment of pre-primary and deciding on a class to

use.

All participants were adamant that they were ready to learn and viewed the school as a
learning organization, an institution of learning not only for the learners, but for the whole
school community including the parents. They referred to the English proficiency test all
teachers and principals had to write as an indication of change and transformation in schools.

SP1 cautioned that “We should not take things personally, but rather as opportunities to learn”.

SP2 indicated, “I am serving on the board of a private company and there | have realized that
you have to invest in your team, to create in them the love to learn from each other and be
involved to make things work.” SP1 expressed similar sentiments: “We are a democratic
country and we all should take ownership in making the pre-primary work for the nation, as

these children will be the future leaders”.

That brings me to the question of how principals deal with the change brought about by the

integration process.
4.4 How the principals handle change

Principals are of the opinion that they cannot run schools as they did 10 years ago, but they

have to adapt to change and strive to find solutions to deal with the challenges.
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When principals were asked what arrangements they had made to accommodate another
phase at their schools they admitted that although they were not trained for ECD, they had to
find ways to make the necessary changes to accommodate the new phase. They also indicated
that they were civil servants and would take up the added responsibility and hope for an
incentive that would motivate them to fulfil their duty more efficiently. They regarded pre-
primary as something good and saw it as the foundation to prepare learners to become ready

for Grade 1 which will produce good results for the future.

Although all principals viewed it as good, each school had different experiences and feelings

about the phenomenon.
4.4.1 Accommodating a new class

Principals emphasized that to establish a pre-primary class you had to make changes and
sometimes very difficult ones as not everyone easily accepted and shared their decisions to
make the pre-primary integration happen. As each school had its own uniqueness and own

challenges, | find it necessary to present the data of each school in turn.
At Queens Primary School SP2 said,

My school catered for the double shifts, due to lack of classrooms. We were in the process of
reducing classes to get all teachers and classes gradually into the morning session, but
then we had to deal with a new request to take in a pre-primary class. That was not well
taken by my teachers as they felt that pre-primary could be moved to the afternoon
which was not approved. So | moved the Grade 4’s to the afternoon session to
accommodate pre-primary and grades 1 and 2 in the morning.

This decision created much unhappiness. The point was echoed in the Queens Paradise focus
group when GT2 shared his concern: “We are very unhappy about the afternoon shifts as we

have serious difficulty in teaching children in the afternoons; it cannot produce good results”.

At Angels Paradise Primary School SP1 stated,
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My school is still under construction and we have the double shift, and the teachers are not so
keen on it, but because we care for our people we added another class. We have
monitored the group since 2008 and have witnessed the difference in learners’
performance in all the grades, so pre-primary is a good thing. Next year | want to add
another class so we can cater for English learners, as the other two classes are in the
mother tongue.

Another view was given at Dolls Primary School, when SP3 stated, “It was difficult to find a class
as we had no extra classrooms, so we had to reduce the intake of one Grade | class in order to
use that classroom for the pre-primary class”. He gave reasons such as “l can’t wait for the
government to build a class, as they always say ‘It’s in the pipeline’ and | don’t know how long
that pipeline is.” He further stated that whether you do it now or later you would have to have

a pre-primary class by 2015.

The question of reducing the intake of Grade 1 gave rise to mixed feelings. Although SP3
claimed, “It is a give and take situation” he further stated, “We had mixed feelings amongst all
parties, but the issue was discussed with the inspectors and it was approved”. The Grade 1
teacher was the HOD and she was released from her class teaching responsibilities, so no one
lost a job. The Doll’s Paradise focus group approved of the idea of more pre-primary classes in
order to feed all the Grade 1 classes. GT 3 remarked, “So we can take ownership of preparing

and moulding our own children for Grade 1”.

The data further revealed that this phase required principals and the school team to plan
thoroughly if they wanted their own pre-primary classes. All participants felt that the pre-
primary section should be physically separate or combined with the Grade 1 classes at the
school. For the sake of safety and to avoid further bullying the pre-primary section could even
be fenced off. The data also indicated that the school saw a future for pre-primary as many
claimed to have a pre-primary class to prepare learners for each Grade 1 class. One can
conclude that when the attitude and spirit of the schools are positive, the MoE and all other
ministries should follow ECD Policy and continue to support them to get this phase working

effectively in schools.
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4.2.2 Management changes - Implications

According to the principals the integration required them to weigh up all options to find the
most suitable solution that suited the needs of each school. They indicated that they had many
meetings in which they sat with their strategic plan and looked at the organogram to distribute
duties fairly as the integration had many implications for the management at their schools e.g.
to have an HOD to oversee the operation of the pre-primary and to be of assistance. Two of the
schools had the double shift system and this added to the challenges. They indicated that the

changes were approved by their school boards and their inspector.

As SP2 stated “More learners, more teachers, mean greater responsibilities”. Principals overall
felt that they had to be proactive, to plan in advance and ensure fair distribution of workload
on the organogram of the school, to see all parties happy. They indicated the following

management changes they made at their schools:
At Dolls Paradise Primary School SP3 stated,

| have two HODs for LP. The one for pre-primary was released from her Grade 1 class teaching,
but is teaching a single subject in Grade 4. She will now have more time available to
assist the new pre-primary teacher, and to pay more visits to primary teachers and
assist them in their needs.

This change was very well taken by the teachers and GT 3 shared their satisfaction in the focus
group as follows: “The HOD is now more available and she assists us immediately and we come
now more often as a group together, as in the past we had to wait until the end of the day
when she was done with her class”. PT3 was also happy and said “the HOD is always coming to

III

my class at any time and she really assists me as | am also new at the schoo

At Angels Paradise Primary School SP1 stated,

55



| have two Lower Primary HODs. One is responsible for the morning shift to assist the
two pre-primary teachers and do class visits, and the other HOD is in the afternoon. This
arrangement helped a lot, as we have to deal with the double shifts.

At Queens Paradise Primary School SP2 stated,

| have the double shift with two HODs. They were released from class teaching and now
teach single subjects to the Grade 4 in the afternoon. We made the following
arrangements: One HOD is administratively assigned to the morning shift for one week
and teaches in the afternoon and the next week the other HOD is in charge. The week
that the one is in charge in the morning they can do the class visits and provide
assistance to the pre-primary and Grade 1, and 2 teachers.

One can witness that Angels SP1 and Queens SP2 had the double shift that is even more
complex. These schools experienced more challenges because they had two working groups
that needed proper planning in terms of many issues mentioned above. Dolls SP3 had two
HODs and reduced the Grade 1 intake as explained earlier. These are all signs that schools are
complex and are learning to adapt to find ways to make education work under harsh

circumstances and in some case with limited time, limited resources and no external incentive.

The changes to the management structure at the school are a clear indication of how flexible
and responsive the schools are towards change. The question of allowing HODs to be released

from class teaching raised considerable debate.

In response to that SP1 said,

We as principals took the matter up with regional office and the inspectors had great sympathy
with the situation at hand and assured us of their support. You see, one subject advisor
even put it in a lighter note when he remarked, “When | was a LP HOD we were ‘so
abused’ we had to teach the full day, fit in class visits and ended up over weekends with
teachers’ files at our homework to mark”. It was agreed that it is up to the principals to
rearrange, monitor and support the teacher.

SP1 confirmed that the inspectors gave them the indication to go ahead, and further stated “If
we want quality we have to make changes”. These changes require a strong united team as SP2

echoed, “One can’t do this alone”. This leads to the issue of teamwork.
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4.4.3 Teamwork

Participants identified teamwork as a way of solving some of the problems and challenges they
were facing. The fact that the HODs were now more available to teachers suggests that they
would now be able to work more closely together as a team. The Grade teachers appreciated
the assistance of the HODs and welcomed the management changes. In the focus groups the
participants indicated the importance of teamwork and spoke of the cooperation between the
pre-primary teacher and the Grade 1 teachers. This was further stressed by the HOD3 when she
stated, “We sit together and discuss issues and try to help one another in the areas you feel the
strongest”. The Grade teachers meet regularly to plan as a group and to iron out differences,
although they found it difficult to plan with the pre-primary as their themes were different.
Furthermore, the Grade 1 teachers also realized the importance of working together with the
PPTs as they would benefit from the well prepared product, as was indicated by GT3: “I gave all
my readiness material to PPT3”. Another situation was shared when PPT3 referred to two
learners with learning difficulties in her class in which she received assistance from the GT 3

and HOD3.

At Angels the two pre-primary teachers reported working closely together and indicated that
they got support from the HOD1. At Queens they had to plan thoroughly as the HODs were
teaching in the afternoons. Because of the nature of the school it was sometimes difficult to
have meetings as scheduled. PT2 indicated that the HODs also needed to get training to
understand the needs, especially with regard to the playground. Here they felt the older

learners could assist, and that these initiatives could be announced by the principal.

The principals at all schools referred to various fundraising initiatives in which the whole school

community participated successfully and this confirmed the importance of teamwork.
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4.4.4 Vision

Most of the participants shared in the dream of having more pre-primary classes at their
respective schools as they realized the value of this phase. As GT2 remarked, “We need more
pre-primary classes to feed the Grade 1 classes, as we need well prepared learners ready for
formal learning”. The pre-primary teachers indicated that they want to prepare the learners to
be ready for Grade 1 and to ensure a smooth transition. The principals indicated that it was
possible if they could help each other. When asked if the whole school shared in this vision
some HOD and pre-primary teachers said it was more the lower primary teachers who
promoted the pre-primary, but there was a need to get all teachers involved. SP3 stated that
his school would soon have a session on ECD to familiarize his teachers with it, as all the
departments had to do a SWOT analysis and many indicated ECD was a need. All principals
realized the importance of networking with schools that had already started with the second
class to learn from them. As SP1 said, “Yes it’s true we should visit one another’s school and

learn from each other about pre-primary”.

That led me to another area, the challenges that ETSIP had identified as likely to crop up. Firstly,
| guestioned principals on what they experienced as challenges and their responses were very

similar to what ETSIP had indicated as challenging areas.

4.5 Challenges

4.5.1 Infrastructure

According to all principals, infrastructure was and is still a major problem. The principals were
all adamant that government should build more schools. All the participants further expressed
their frustration about infrastructure as the shortage of classrooms, buildings not finished, the
double shift at some schools due to shortage of classrooms, the maintenance of buildings and

shortage of toilet facilities.
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According to SP2, “I had serious concerns at my school, as teachers do not want to teach in the
afternoon and with the pre-primary | had to make changes to accommodate them and my
teachers were not very happy”. This was further echoed by GT 2: “We tried to do away with the
double system and now we have to give a class to pre-primary in the morning, so the
government do its part and build more schools”. The focus group shared their concern about
the fact that some schools gave up a Grade classes and wondered where that group of learners

were being accommodated.

SP2 seemed to be very uneasy about the toilet issue and shared his frustration: “If we take in
more learners new toilets should also be added”. This point was further elaborated on in the
Queens focus group where teachers stated that toilets, water and sanitation were prerequisites
for schools to take in pre-primary, and requested additional toilets especially small ones close
to the pre-primary classes or in the classrooms. PPT1 and PPT2 felt that the toilets were far
from the classroom and it could be unsafe to send a child alone in case of emergency. It was
further stated by GT 2: “We need classrooms suitable for the needs of pre-primary with toilets
close to the classes”. This point was further stressed by PPT3 when she said, “All new classes for
pre-primary should be build to fulfil the need of pre-primary, e.g. when we are doing art work it
can become very messy in the class, as some classrooms are not up to standard”. P 1 shared his
opinion about the construction at his school: “I am looking forward to the building to be

finished, so that the pre-primary can move into the new building, but the process is a bit slow”.

Many of the participants felt that the government should have made provision for
infrastructure before this major move. They felt it was now the responsibility of the schools to
deal with infrastructure. They even went so far as to ask why government had not negotiated
with the established pre-school for their buildings, because now they had to reduce their intake
of learners to accommodate a pre-primary class. They felt it was a matter of planning and time
management, as some schools had to give up one Grade 1 class to accommodate pre-primary.
Respondents were generally concerned about where these Grade 1 learners were now being
taught. AT2 indicated that they had the “Education for All” policy and the state should respond

to the call of education and build more schools to ensure access. Document analysis revealed
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that the matter was receiving some attention from the ministry. Minutes of site visits by the
education planner and Regional Coordinator dated 7/7/2009 showed that the ministry was
investigating the possibility of community project buildings near certain schools as an

option. While not ideal this would certainly go a long way to providing a solution.

4.5.2 Physical Environment

When questioned about the suitability and safety of the physical environment, principals
agreed that their physical environment was not up to standard for the pre-primary learners.
Some areas were very stony and rough and needed to be filled in with sand to create safe
playing areas. In some instances schools took up the initiative as in the case of Dolls Paradise
where SP3 obtained sponsorship for a simulation field. Unfortunately this is a very expensive
project. HOD3 said that schools should plan the location of the future pre-primary classes
carefully. The PPT3 stressed that learners need secured open spaces where they can play freely
and do activities to develop all their muscles as they have to teach them holistically. In the
focus group some teachers came up with ideas such as a tree planting project for shade and
suggested that it could be used as an opportunity to get together as a team. This was further
echoed by GT3: “To get different Grade teams and form a little competition to get our
environment up to standard.” The data revealed that all participants realized the importance of

the physical environment and that they could change it as a team.

Another concern was raised by GT 3 when she stated, “When the pre primary learners are on
break they are so noisy and disturb the Grade 1 classes because their break is earlier than the
schools break”. She felt that if the schools had a better place for pre-primary learners to play
they wouldn’t have been disturbed so much. PPT2 had serious problems with the big ones who
were playing on the pre-primary side and bullying the small ones. She said that they were
reprimanded, but just continued. She felt that they had to be all over to watch out for the

learners and said, “We feel it’s our responsibility”.

PPT2 continued and said:
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The school should just put a fence around the playground, because | tried with tires and still the
big ones are coming. We can’t even put up the equipment we got from NIED for the pre-
primary class. | need a conducive environment for my learners to play outside as | have
to assess their skills and abilities while playing outside.

GT2 similarly stressed that their school had tremendous problems with burglary. SP2 indicated
that he would like to have a solid brick wall around the school as people made holes in the
fence and gained access especially over weekends. GT2 suggested, “We as the school should
reach out to the people around and ask them to keep an eye on our school”. This point was
strongly commended by AT2 who felt he surrounding community needed to be involved. HOD2
wanted to take the matter up with management. It was noticed that this was the only school

without a security guard.

According to SP1, he and his team at Dolls Paradise had created a small secluded area for the
pre-primary and had given strong warnings to older learners. He said he had not experienced
such problems as he said: “...the play ground belongs to the pre-primary”. The school is are also

fortunate as the community around the school helps is supportive and helps with security.

In the focus groups all participants agreed that principals should promote pre-primary as a
community project as they also saw the need for getting the community involved to help
protect the playgrounds for the learners. Another view of the lower primary group was to
fundraise and to make their environment friendly and safe for the small ones. Some teachers at
the schools shared the same sentiment as Dolls Paradise and indicated that they already had
fundraised to buy more pre-primary equipment, but due to many burglaries in the past they
had to wait for the school to first secure the area. They indicated that parents also contributed

toys to the pre-primary class.
4.5.3 Training and how ready schools are to learn

The data revealed that training was regarded as a very big challenge which needed urgent

attention. The participants felt that it should be done on a continuous basis, and that the whole
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school community should be sensitized to ECD. This shows that the schools are ready to learn,

to overcome some of the challenges and to have a better understanding of ECD.

All PPTs indicated that they received training by Regional office as evidenced in an invitation
letters from regional office to schools dated 20/8/2010. Three training sessions were given per
year and PPTs who received training in the previous years were also invited to attend training in
order to discuss various issues pertaining to pre-primary. Unfortunately, the post of the pre-
primary coordinator at regional office was vacant and was it difficult to get more information

on this matter.

The PPTs further indicated that they were satisfied with the training as it helped them to set up
their classes as they had a better understanding of the curriculum and the readiness program. It
helped them to develop learners physically, socially, emotional and cognitively and to prepare
learners to be ready for Grade 1. However, the PPTs are of the opinion that there is still a need
for more training as they experienced difficulty in dealing with children with learning difficulties
as mentioned before. They are of the opinion that the HODs and principals should also benefit
from such training to understand the principles of ECD better in order to make the process

more effective and to avoid any confusion.

The PPTs shared their benefits of training as follows. PPT3 said, “The training helped me to
interact and to learn from others as | got more ideas, to be creative, and to be prepared and
always supportive towards learners.” PPT1 indicated that the training helped them to have a
better understanding of the readiness programme. She further indicated that the other teacher
was on leave as she was busy with her studies to upgrade her qualification, clearly a positive

sign.
Another view was shared by PPT2:

| received training, and it helped me a lot to prepare for my learners, but what disturbed
me was that my HOD and principal did not understand or take me seriously about e.g.
our playground and this makes me unhappy; so they really need training to have an
understanding of ECD.

62



PPT1 indicated that she received a class visit previously from the regional coordinator. Analysis

of a PPT1 progress report dated 14/7/2008 bears this out.

The data revealed that three out of the four pre-primary teachers were qualified having
upgraded their qualifications at different institutions, such as NAMCOL. The fourth teacher was

in the process of upgrading her qualification.

The pre-primary teachers are on the whole satisfied and happy to teach at government schools
and admitted that although there were a few shortcomings it was definitely better than being
at the Educare centres. According to PPT2, “At the government school our salaries are
guaranteed and most resources are available which was not the case at the Educare centres”
They also said the fact that the learners were at the school would help them to easily adapt to

the environment and make the transition to the Grade 1 class smoother.

The Heads of Department felt that, although the ministry provided training to the PPT, which is
three sessions per year, they also needed training. This concurs what the PPTs were asking for,
since they felt management did not really understand pre-primary. Some indicated that the
principals held them responsible for the pre-primary phase, but to perform their duties
effectively they would like to have adequate training. They further stressed that although they

were Lower Primary HODs they had no pre-primary education training.

One HOD shared her experienced when interviewing for the position of pre-primary teacher:
“You know, | had to call the principal of a private pre-primary school and ask her what qualities
| had to look for in the person and to give me hints on a few interview questions”. The HODs are
willing to fulfill their task as long as they receive proper training. HOD3 further commented that
the way the pre-primary teachers were taught to prepare lessons was totally different from the
way they were doing their preparation, but she could learn from the pre-primary teacher.

These uncertainties led to a lot of frustration for the LP HODs.
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The Principals shared the same sentiment when they claimed that they had not received any
training and that they needed training urgently. SP1 mentioned that he was called in at the
beginning stage and did not know if he had received training because to him it was not really
training, but only “what to expect when having a pre-primary group,” and that NIED would
provide books and equipment such as 25 desks and 25 chairs for every child. In a circular letter
dated 19/8/2008 the director of NIED gives the ideal teacher: learner ratio as 1:25 and
stipulates not more than 30 learners per class. SP1 further stated that the schools should have

proper sanitation and water available to have a pre-primary class.

SP1 argued that the training was not sufficient and called for more training as “We need a
more in-depth session to address all aspects of child development and also for the teachers and

parents”. This point was further emphasized by SP3:

Training is vital important to understand ECD better and to implement it effectively, because
without training, | don’t think the system will be successful. We must have a collective
view and all should understand it.

SP2 further commented that because of the lack of training the staff had no real sense of ECD.
He said “We urge the government to give training to the whole staff, to understand it better”.
PPTs in the focus groups felt that these issues should formally be discussed in staff meetings
because the staff just see their own classrooms are well decorated and everybody thinks
everything is going well. They indicated that they also did not want to complain too much as
they did not want to give the impression that they were no coping. They were happy for the
assistance they got from the HOD and were also thankful. But they felt it could be even better if
the HOD can receive training. PPT3 said, “My previous ECD class at Educare can’t be compared
to what | have, so | am rather thankful for the new setting at a primary school, but we should
try to do things from the start in the right way”. When questioned why the trained PPTs could
not inform or share their experiences with the whole staff some PPTs admitted that this could
happen if training materials could be provided to the schools. They flagged it as an idea for the

future as schools needed to be learning institutions.
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The availability of qualified pre-primary teachers was discussed at length as all principals
indicated that it was hard to find a qualified pre-primary teacher as ECD was never catered for
at the previous Teachers’ Training Colleges. They were adamant that the University of Namibia
should provide more courses on ECD, and further stated that the whole nation should be

sensitized to the importance of ECD. SPP2 put it frankly:

You see we were only used to the term ‘kindergarten’ which means to us just ‘to play’, but now
that its ‘pre-primary one see the value of preparing the learners for Grade 1 and
because of that | would like to add another class next year as one can see the changes in
learners’ performance in Grade 1.

The data revealed that the value and benefits of pre-primary speaks for itself, as SP1 stated:
“You just need a qualified teacher who can teach the learners properly.” All participants
stressed the importance of training and professional development not only for the school but
parents as well as the AT indicated that there was a need to train parents as well. Some
indicated that they needed to do it as a team and work together. SP2 said that at his school
parents received training on reading and it was appreciated by the parents. A communication
from NIED revealed that schools were expected to encourage parents to attend training in the
Family Literacy Programme, especially the pre-primary and Grade 1 parents. This point was
further expressed by SP3 when he stated that they should give respect to this phase as this was
actually the most important phase in a child’s life as was witnessed in the DVD he had been
viewing. Principals were clear that they wanted energetic, creative and committed teachers

who were comfortable to work with the little ones.
4.5.4 Availability of resources

All principals revealed that NIED provided most of the pre-primary resources in the form of 25
of each item as the intake of learners was fixed at twenty five per class, e.g. 25 desks, chairs,
books, toy kits etc., as stipulated in an official document dated 20/8/2010. They indicated that
when the school took in more than 25 learners per class, they had to buy resources themselves.

SP2 explained that when he took in more learners because of the outcry from parents, the
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school had to buy all the additional materials from the SDF. These are issues the schools have to
deal as parents have nowhere else to take their children and it ultimately becomes the

responsibility of the principal.

During the focus group at Dolls Paradise the Grade 1 teachers claimed that they had to pay for
their own teaching aids and that even if they wanted their classrooms to be painted they also
had to pay for it themselves. They argued that the school could provide some of the basics. In
cases where schools had the problem of burglary they indicated that the schools should find
ways to secure their materials, as they had to replace them. Many of the Grade 1 teachers
indicated that they shared some teaching aids especially the readiness materials with the pre-
primary teacher as they felt that they would also benefit from her as she was preparing their

group for the next year.

4.5.5 Enrolment

The interviews revealed that enrolment was a challenge at some schools. LP HOD3 indicated
they had received more than one hundred pre-primary applications and could only take in
twenty-five learners. They stated that this was an indication that parents were in dire need, and
gave the reason that the government pre-primary school SDF was much less than the fees at
the private pre-primary schools. The selection process was done by the enrolment committee
with the LP HOD in charged. HODs further indicated that learners were selected on the basis of
relatives already enrolled at the school as the school first catered for the community around
the school. At some schools, due to the limited space available, they worked on a first-come
first-served basis and requested learners’ previous ECD/créche reports, birth certificates and
water bills that indicate their physical addresses. Participants shared in parents’
disappointment when turned down by the school. The principals emphasised that government
should look for alternatives such as to reach out to private pre-schools as was indicated in the
planning document from government. The language issue was also highlighted as some schools’
pre-primary classes are in their vernacular language or in English whereas Grade 1 made
provision for both. As SP1 indicated, his next intake would cater for the English group as the
other two classes were in the mother tongue.
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4.5.6 Parental involvement

It was difficult to interview one of the parents who served on the school board due to the time,
but at some schools the teacher who represented the parents on the school board stood in
during the focus groups. It was normally a Grade 1 teacher. Principals perceived parental
involvement with mixed feelings, as some principals felt that only a few parents gave the school
their full support. They would like parents to get more involved, especially the pre-primary
parents. SP3 indicated that “parents contributed toys, blankets and other small things for the
pre-primary class and ... attended the official opening of the class”. They further referred to the
recent Education Conference where parents’ involvement in the education of their child was
heavily emphasises and where parents were strongly reminded of their roles in the education
of their children. SP3 felt that “Parents sometimes misunderstood certain concepts and so they

need training and education”. SP2 further said:

Parental involvement at my school is of great concern; parents are not involved; they do not
come to parents meeting, although they are involved in other ways such as to clothe
their kids and some pay school fees, ... We want them to be more involved. At the
beginning of the year | called on parents to drop off and fetch their children or send an
elder as these children could not walk long distances alone.

At some schools they had a waiting class where the children could wait for parents after school,
and could watch a movie. In some cases parents would simply forget to pick up the children.
They felt that their duty as principals and teachers never stopped: They saw their work as a
24/7 job. Participants further showed understanding of the socio-economic situation parents
face but felt that parents should take up their responsibility. SP1 concluded on a positive note
when he remarked that some parents turned up for training on reading at his school, and

recommended that schools should organised such programmes to attract parents to schools.
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4.6 Socio Economic Issues

Document analysis (ETSIP) revealed that poverty / unemployment and inequalities were still
prominent features, and because of that pre-primary was design to accommodate the poor as
not all people could afford private pre-schools. Participants were questioned on issues of Pro-
poor, the government school feeding programme and Health issues such as HIV/AIDS cases in

primary schools under this section.

ETSIP (16/1/2007) further revealed that was responsible for the pre-primary curriculum and
that the pre-primary coordinator at the MoE was responsible for the training of the pre-primary

teachers.

4.6.1 Pro-poor

Principals were questioned about the issue of Pro-poor as pre-primary was designed to
accommodate the poor first. Principals welcomed the initiative, but indicated that they had
limited space as schools could take in only 25 learners per class. SP1 indicated that at his school
he could take in only 50 learners for pre-primary for the two classes. This is the only school in
an area faced with severe unemployment and poverty, and the principal stipulated that they
could only work on a first-come first-served basis. He stressed that more schools should be
erected in that area. Principals felt that they had a policy of ‘Education for all’ that stipulates
that all children have the right to education. They recognized what the Minister of Education
was doing, but strongly agreed that government should build more schools, as learner numbers

were reduced to accommodate the pre-primary classes.

The issue of SDF was touched on and principals said that parents who could not afford fees or
in cases where learners could not pay SDF due to being orphaned would be exempt from the
school development fee (SDF); but they strongly claimed, as SP3 put it, “We also do not want

the parents to be excused from their parental duties.”
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Free education had also been debated at the education conference, but principals were
concerned about how schools would sustain themselves and whether government would be
able to pay for all services. SP2 argued: “The government should make their contribution as we
have to take in children and as a school we also need to survive in heavy economical conditions
such as paying for services of computers, printers etc. and many others. We use the SDF to pay

for this, but if there is no money coming from parents how can we survive?”

The issue of Pro-poor was evident at Angels Paradise Primary School. SP1 pointed out that
some parents contributed and some not, and shared that they really did not have any money to
pay, but offer their services instead. He further touched on a very heart breaking issue that
even if a parent made a contribution of N$1-00 it was highly valued. Participants felt that
unemployment and poverty were taking their toll, and that they as educators tried hard to
support where possible, but this was an issue that should be addressed at another level. They
further stated that the communities around the school lived in extreme poverty, and that they
as teachers and principals had to deal with this. As SP1 remarked, “We are not rich, but we are
rich in the sense that the people are here, and we should answer to their education call, as they

will be the leaders of tomorrow”. SP1 stated,

| had to encouraged and motivate my teachers to stay on at the school as they can’t take the
conditions as they are daily confronted with these extreme poverty cases and it has a
psychological effect on us all. Since the 5-6 year old learners were moved from MGECW
to MoE they should all come on board and tackle this issue collectively as it is very
sensitive issue and a tender age group.

HOD1 and Teachers at Angels echoed that the nation needed training and that some areas
needed more social workers, as they had severe poverty, unemployment and children who

were orphaned because of HIV/AIDS.

Participants felt that although the children’s grant was small it should go to the person with
whom the child stayed as there were also irregularities. They suggested that the grant could

cover learners’ school uniform and hygiene. SP1 further stated “We have to train children
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holistically as some are seeing toilet facilities for the first time in their lives at the school as well
as the use of electricity.” They felt that teaching was becoming more and more challenging as
these were issues that needed to be addressed for all to learn. There was a sincere cry amongst
the participants for the need for education for these people, to sensitize them more and to help

them overcome the burden of the legacy of hardship and poverty. As AT1 concluded,

How can you eat if the little ones have nothing to eat or have a peaceful night’s rest if you know
your learners do not have a proper bed or not even a bed, but a blanket to sleep on?

This leads to the related question of the school feeding programme.
4.6.1 School feeding programme

SP1 indicated that the MoE had introduced a feeding scheme and the data revealed that most
schools shared in the feeding programme at school, where porridge was provided during breaks
to more than half of the learners at some schools. This programme was much appreciated at
schools as GT2 claimed, “You can’t teach a child on a hungry stomach.” The arrangement was

made by teachers who are serving on this committee.

According to SP1, he involved the parents who could not contribute to the SDF to prepare the

porridge for break time. He and his team established a garden from where they got “veggies to

supplement the meal”, and a sponsor for soup “to serve learners a nutritious meal”.

SP2 also served porridge and the workers were helping with the preparation of the porridge.
SP1 and SP2 drew attention to the complexity of having the double shift schools as porridge
was served for both sessions. They claimed that the responsibilities for teachers and principals

were continuously increasing.
4.6.2 Health and Safety, HIV/AIDS

Health and safety served as high priorities in ECD. All participants were very happy about the
feeding scheme programme as this helped a lot. Some participants shared their experiences

with what they had witnessed in the communities and the conditions learners lived in. For
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many it was a heartbreaking issue as they shared that some learners were not well taken care
of; they come to school with no school uniform, some do not have a proper place to sleep in,
some come with a empty stomach and even without a proper bath. SP1 said, “Ai, it’s hard to
see it every day, but we have to be positive and assist our children”. Some blame it on poverty

and unemployment as many people in that vicinity are unemployed.
When asked about health related issues SP1 had the following to say:

You see, nowadays parents are positive and come forth; as they are in need, they inform the
school about the child’s health status, which is very good, and the law is very clear on
that ... You cannot discriminate against such a learner. We are happy that parents trust
us and so we can support them.

SP1 further explained that they dealt with HIV/AIDS cases at the school, and shared that “we
show love and care”. He referred to a case of a learner they could support because they were

aware of the child and fed the child and the family. He claimed, “Today the child is super!”

Principals and teachers were of the opinion that it was better to know and to assist, than to
suffer in silence. Principals indicated that they encouraged teachers to be on the outlook, and if
the child was not well, to notify the office to inform the parents to take the child to the clinic.

They further stressed the important role of the life skill teacher in these cases.

With regard to safety all principals felt they were responsible for the children and no strangers
were allowed on the premises during school time. At two schools they had security guards and
at the other none as mentioned previously. SP2 stated that they were very fortunate as they

had no problems of children being “because of Gods protection.”

In conclusion, participants were very happy about the integration of pre-primary at their
respective schools, and believed the interview helped them to look at the challenges through

new lenses and called on all parties to join hands and make the integration a success.

In this Chapter | presented the findings of the data collected from different sources. As |

indicated at the beginning of the Chapter, the data covers the views and experiences of 3
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school principals, 3 HODs, 4 Pre-primary teachers, 3 Grade 1 teachers and 3 other teachers as

well as focus groups and numerous documents.

In the next chapter | discuss the findings.
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CHAPTER FIVE

5.1 Introduction

In this chapter | discuss the findings in terms of themes that emerged in the previous chapter.
The themes were drawn from data gathered from a range of sources on the integration of pre-
primary into the mainstream primary school and the implications this has for the management

of the school. | draw on literature from Chapter 2 to support and analyse the findings.

The main issues that captured my attention from the data are discussed under the following

broad headings.

e Firstis the issue of leadership and management. Here | discuss the principals’ leadership
approaches they applied to make the integration possible. Here | draw mainly on

Fullan’s leadership framework.

e Second | look at the implications the integration has for the management of the school.
The effects of team learning, system thinking and school vision are discussed against the

background of Senge’s Learning Organisation.

e Third | look at the challenges the schools are facing and how the schools deal with the
complexities and turn these into learning opportunities. Here | draw on Morrison’s

complexity theory.

5.2 The integration of pre-primary: “It’s like planning for a new
school”

Schools are complex organisations, ambiguous and slow to respond to change (Bush, 2003,
p.24). Two of the schools in the study are double-shift schools, with the added complexity that
this brings. To add another layer of activity — pre-primary — obviously amounts to higher levels
of complexity and calls for more elaborate and careful planning, especially for principals who
have had no ECD training. The implications for management and leadership are therefore
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considerable, so much so that one principal remarked that it was like “planning for a new
school”. Yet the picture that emerges in Chapter 4 is overwhelmingly positive suggesting that, in
terms of the theory underpinning this study, the schools are to a large extent working with this
complexity and learning a great deal along the way. This Chapter looks at this in more detail as

well as some of the challenges schools are facing.
5.3 “Self-organising systems”

There is evidence that suggests that these schools are succeeding in using their own capacity to
transform what they were and in the process showing elements of “self-organising systems”
(Macmillan, 2004, p.25). Schools were expected to find additional classrooms for pre-primary
and where re-arrangement was not possible new classrooms were built. Some schools chose to
decrease the number of Grade 1s to create space. Parents had mixed feelings about this
development but, as one principal remarked, “it's a give and take situation” and it was
approved. Some schools showed initiative and creativity by appointing two HODs for Lower
Primary, reducing their teaching load so that they would be available to assist the new phase.
Principals thus played a significant role in the success of the integration, but more importantly,
all stakeholders worked together and remained in constant interaction, an indication of the
extent to which schools became self-organising systems and learning organisations. As the
schools transformed to adapt new structures were formed and new rules of behaviour adopted
because of the interaction among the schools, the ministry, and NIED. In this way systems that
may have been “loosely coupled” (Weick cited in Bush, 2003, p. 136) have become tight and
functional. These inter-connected relationships need to be developed in order for the system to

survive.

As mentioned in Chapter 4 the recent Education Conference in Namibia placed great emphasis

on pre-primary which has also helped to bring the matter to everyone’s consciousness.
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A measure of the success of the integration is the fact that schools are already envisioning new
classes — one already has two — as soon as the infrastructure becomes available. All are

adamant, though, that double shifting is not the way to go.
5.4 Principals’ positive attitudes: “Moral purpose”

In spite of significant challenges as listed in Chapter 4 the data suggests that principals are
positive about the integration and the way they perceive their roles as principals resonates with
the notion of school as a learning organization. They promote democratic, visionary and
teamwork practices to make the integration a smooth process. Principals understand the
benefits of pre-primary for subsequent learning as stipulated in the UNESCO Report (2007), that
“good quality early childhood care and education programmes are an important foundation for
subsequent education”. This point was reiterated by the Minister of Education at the recent
education conference: “If the foundations are weak, the rest of the structure will not stand for
long”. The fact that principals speak with compassion and see the value of producing good
results links with what Fullan termed as a leaders’ moral purpose, as he puts it: “...some people
are just passionate about improving and making a positive difference in the lives of others and
in this case the teachers, learners (especially the pre-primary) and parents” (Fullan, 2001, p.

13).

To have moral purpose requires leaders to inspire and influence the team to make a difference
in the performance of Grade 1 learners. Principals have an understanding of the difficulties the
Grade 1 teachers experience with learners who have no pre-primary background; some claimed
that it takes time to teach learners the basic things such as ‘greeting’ and to adapt to the ‘new
environment’. The fact that children are at the school will also ensure a smooth transition to
Grade 1. Accepting what the Grade 1 teachers are complaining about is an indication that
principals embrace the needs of pre-primary. According to Fullan (as quoted by Cunningham &
Cordeiro, 2002, p. 173), “It is only when bottom-up and top-down forces interact and are

mediated in purposeful directions that improvement occurs” and this situation is a case in
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point. Principals’ understanding and positive attitude contributed effectively to the smooth

integration of pre-primary at their respective schools.

5.5 Principals’ role in leading and managing the integration process

5.5.1 Principals’ multifaceted roles: More learners, more teachers, increased

responsibilities

The integration was referred to as the beginning of a ‘new era of change’: ‘More learners -
More teachers - lead to increased responsibilities’. In view of what principals perceived as their
role in Chapter 4 one can argue that their roles are multi-faceted, a finding similar to Aipinge’s
in her study of school clustering. She cites Sergiovanni et al., 2003, p. 200 (Aipinge, 2007, p. 79):

today’s principals should find better ways to manage the complexity, ambiguity and
expansion of their roles, exceeding their traditional instructional leadership and school
management skills identified as core elements of their principalship role.

The empirical data from principals revealed that the integration of pre-primary had many
significant and challenging implications for the management of the school. Principals listed
concerns such as planning for and the enrollment of a new group, getting a classroom ready,
recruitment of a qualified teacher, job distribution and finding a support system for the teacher
as none of them had any formal training for this phase. Another challenging aspect they had to
deal with was the planning of the double shifts as mentioned previously in Chapter 4. Amidst it
all principals indicated that by being proactive and through strategic planning they were able to
manage the integration well bearing out Sadek’s (2004, p. 65) comment that “managers who
are proactive (as opposed to reactive) will suffer less personal pain (stress) as a result of
change”. All principals are of the opinion that they cannot run the schools as they did 10 years
ago, a definite sign of a leader who can manage in a culture of change. This resonates with
Senge’s notion of school as a learning organization. Senge (2006, p. 4) believes that learning
organisations are possible because not only is it people’s nature to learn but people love to

learn. Senge (2000, pp. 22-23) suggests,
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that people are able to learn because leaders in learning organisations are designers, teachers
and stewards who lead every member of the organisation in managing the tenuous
relationship between vision and current reality.

This corresponds with what the principals see as their role as they are regarded as stewards of a
system; they show empathy with the HODs for their working load. They manage the
‘relationship between vision and reality’ through what SP3 referred to it as ‘time management’
and ‘proper planning’. Principals cited examples such as to redesign the roles and
responsibilities of management on the organogram to ensure a ‘fair’ distribution of work, as

explained in Chapter 4. This arrangement gives the HOD authority and a sense of ownership.
5.5.2 Participative management and collegiality

For principals to lead in a new era of change and rapid educational reform they draw on what
MBEC refers to as participative management. After independence Namibia’s education reform
adopted a policy of democracy: “In democratic education for democratic society teachers must

be active creators and managers of the learning environment.” (Namibia. MBEC, 1993, p. 42).

The data revealed that principals follow an open door policy and are accessible when needed.
Evidence suggests that they worked hard to create working relationships, especially with ECD
teachers. In primary education teachers usually plan together as a team with a Grade head that
takes the lead. The team relies on members to make contributions for success, and this creates
a sense of belonging and a need to achieve the desired goals. The integration of pre-primary
strengthens the bonds that are already there and some of the HODs are doing well in

encouraging especially the Grade 1 teacher to assist. These are elements of collegiality.
Bush describes the characteristics of the collegial model (2003, p75-76) as follows:

Principals and heads are responsive to the needs and wishes of their professional
colleagues and acknowledge the expertise and skills of the teachers for the benefit of
the learners; they create formal and informal opportunities for testing and elaborating
of policy initiative; they emphasize the authority of expertise rather than official
authority.
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An interesting finding that resonates with collegiality is the trust evident when one of the
principals deferred to the LP HOD by claiming “she knows the phase” and “l reduced her
teaching load to have more time available to guide and support the pre-primary teacher”. The
fact that the group also relies on assistance from each other further resonates with Senge’s

ideas of a learning organisation as will be discussed later.

In some cases the HODs also indicated that she learnt things about the curriculum from the pre-
primary teacher, another sign of collegiality where the expertise and skills of teachers are
acknowledged. In participative management all parties are on a horizontal level and develop
strong relationship built on trust and respect as will be discussed later. Principals and HODs also
encourage teachers to be Grade heads and to become co-leaders and to give advice on some of
the challenges experienced. In doing so a cadre of specialists is formed that is able to influence
decisions. Teachers in this model appreciate heads and principals who understand and who are

open to discussion. This is what is visible in some schools to ensure an effective integration.

Collegiality and participation extend beyond the organisation. There is innovation from the side
of schools as one school was given a playground as a donation, and another indicated that it
had secured a donation for a school library. Involving the business community can serve as

motivation to others.

As said previously, the role of the principal becomes complex and difficult to understand so
making use of participative management has the potential to ease the burden of the principal
(Copland cited in Bush 2003, p.79). Participative leadership will increase school effectiveness
and can develop a cadre of expertise. According to Sergiovanni cited in Bush, 2003, p.78)

participation will succeed in “bonding” the staff together.
5.5.3 Stronger relationships: “If relationships improve, things get better”

The literature stresses that in a time of change relationship are of the utmost importance
(Fullan, 2001) especially relationships that are built on authentic, mutual care and trust that
reinforces participation of members. The data revealed that the integration of pre-primary
forced people to work more closely together. In this case the principal relied on the LP HOD and
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the pre-primary teacher again on the LP HOD and the Grade 1 teacher. It was evident that the
interaction amongst these people helped to ensure organizational success. The respondents
further claimed that there was a need that the whole school could get involved in problem
solving as pre-primary was a new phenomenon. Fullan believes that if relationships improve,

things get better (2001, p. 51).

To have effective integration and to find solutions principals rely on others as has been
reported which contributes to developing relationships. Where good relationships exist
members are proud to be part of the organisation. One of the principals told of how, when he
wanted to show guests the school, he always started with the pre-primary section. According to
Lewin and Regine (2000, p 52):

People want to be part of their organization and when the soul is connected to the
organization, people become connected to something deeper- the desire to contribute
to a larger purpose, to feel they are part of a greater whole, a web of connection.

The soul in this context refers to the care of others and the manner in which members interact
with one another in education, the teachers, learners, parents and the ministry. Principals see
the benefits of pre-primary for subsequent learning and have the desire to make it work for the
teacher in order for her to develop the learner holistically. This is evident when the principal
admitted that he did not know the phase and showed trust in the LP HOD and relied on her
commitment and initiative for success as indicated in Chapter 4. These relationships are

focused on ideas of empowerment.

The study would argue that principals have to encourage teachers to build strong relationships
that can contribute to the purpose of pre-primary. In so doing it encourages the emergence of a
culture that is more open and caring. As Moyles (2009, p. 76) stated: “To promote and enhance
young children’s development and learning parents and practitioners must understand, respect
and manage a broader range of cultural and ethnic backgrounds”. To ‘empower’ relationships is
to ensure that communication, interaction and rapport are successful for those involved in
education and the wider community (Chandler cited in Moyles, 2009, p. 75). She continues that
interactions with parents and children must be positive and based on honesty, genuine

communication and sincere respect. She further reminds us that teachers, parents and learners
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need to learn that it is acceptable to make mistakes and these are an integral part of overall
learning. Good working relationships are a two-way process that allows for communication and

collaboration (Eyles, 2002 cited in Moyles, 2009 p.130).

5.5.4 Teamwork “l can’t do it alone”

The data revealed that there is a degree of teamwork amongst pre-primary and Grade 1 that
indicates a sense of collegiality that can help make this long overdue exercise a reality for the
sake of education. The Lower Primary teachers indicated that working in small teams gave them
a sense of belonging as they could iron out issues they did not understand as this was how they
usually planned. This was evident in the focus group when teachers shared their ideas on the
readiness programme and the fact that the HOD now had more time to attend to their issues
and assist them. It was also evident when one pre-primary teacher referred to two learners
with learning difficulties in her class for which she received assistance from the Grade 1 teacher
and the HOD, and where the Grade 1 teacher indicated how she shared her readiness material
with the pre-primary teacher, as the pre-primary curriculum was about readiness and the
Grade 1 teachers were quite knowledgeable in this regard. One can argue that exciting
knowledge can be developed in fostering strong working teams. The other factor is the fact that
the LP HOD now had more time to coordinate and structure her team and hence could better

attend to crucial issues in pre-primary.

Senge (1999, p.236) defines team learning as “the process of aligning and developing the
capacity of a team to create the results its members truly desire”. By applying team learning the
group can come up with workable solutions and rely on other’s field of expertise to work
towards the future of pre-primary. Miller (2008, pp. 37-40) further indicates that the team
“must learn to provide solutions for existing problems, learn from past experiences, avoid the

repetition of mistakes, and plan for the future”.

The past history of ECD should serve as an eye opener and encourage people to work as a team.
It was evident when one of the HODs indicated that she learnt about the lesson plan from the

pre-primary teacher as it was different from the Grade 1s’. This is a good sign as learning occurs
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on a horizontal level and is not only top-down. According to Fullan (as quoted by Cunningham &
Cordeiro, 2002, p. 173), “It is only when bottom-up and top-down forces interact and are
mediated in purposeful directions that improvement occurs”. The fact that principals show
understanding and have a positive attitude contributed effectively to the smooth integration of

pre-primary at their respective schools.

Learning as a team can help the entire school to become a learning organization. As Senge
(2006, p. 129) summed it up: “Organisations learn only through individuals who learn.
Individual learning doesn’t guarantee organizational learning, but without it no organizational
learning occurs”. In the absence of training for the HOD and principals, basic ECD concepts can
be learned from the pre-primary teacher as she has usually received her training and this could
be witnessed in what the HOD claimed earlier. As some pre-primary teachers showed
enthusiasm and had practical ideas of making the integration succeed, the HOD needed to
empower and motivate them to come up with these ideas in the small groups and create in the
teachers a sense of commitment toward the aims and goals of the group. Team learning is
particularly important as the integration of pre-primary is still a new phenomenon. This notion
of teamwork and the sharing in the vision of making the integration work amidst all difficulties
experienced are elements of a school as a learning organization as it adapts to contextual

changes and demands.

According to Senge (2000, p. 75) effective teamwork can happen through dialogue and he

describes it as follows:

During the dialogue process, people learn how to think together, not just in the sense of
analyzing a shared problem or creating a piece of shared knowledge but in the sense of
occupying a collective sensibility, in which the thoughts, emotions and resulting actions
belong not to one individual, but to all of them together.

Dialogue does not only mean that members exchange words but also to “explore complex
issues” (Moloi, 2002, p.55). Learning as a team will help teachers, learners and parents to

create visions, share knowledge, develop skills and share understanding about pre-primary.
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According to Joyes (cited in Clarke 2005, p.103), “Teamwork is needed to create a learning
community”. Teachers were adamant that the whole staff and all parents should come on
board and assist where necessary, especially in the preparation of the pre-primary playground
as this was regarded as very important for the pre-primary phase, or to fence off the area for
the safety of the small ones. They even shared ideas on how far decentralization could go to
involve school parents to assist in the building projects. Principals referred to various
fundraising initiatives where the whole school community participated successfully which are
also signs of teamwork efforts, as is the teachers who serve in different committees. These
groups are formed and built on trust in one another, commitment and teachers’ expertise and
can be used to assist and overcome some of the challenges. Joyes (1999 cited in Clark 2005, p.
105) states that for true school improvement to occur schools must become communities,
involving parents and local businesses as well. This is evident in what one principal remarked.
He spoke of networking with other schools and the business community in order to learn new

skills from others and not to repeat the same mistakes, but to appreciate change.
5.5.5 Knowledge creation: ‘Change equals learning’

Fullan (2001, p. 78) suggests that the creation of knowledge is a fundamental activity of
organizational development. Information becomes knowledge only if it takes on a “social life”
(Brown & Dugout, 2000 cited in Fullan 2001, p. 78). As one LP HOD claimed they need to learn
from each other. In this case only the pre-primary teacher received training and it was
confirmed when the LP HOD admitted that she had learnt about the lesson plan from the
teacher. There were clear signs that stakeholders work collectively in order to ‘create’
knowledge; individually too, principals put in extra effort — like getting hold of DVDs on ECD - to

familiarize themselves with pre-primary. In this way knowledge is created to cope with change.

This links with the outcomes of a study done by Johannes (2009, p. 79) on principals’
perceptions of the National Standards in Namibia. He indicates that principals should create a
culture for reading to understand the policy better. Reading - especially of policy documents -

can help principals to direct and inspire teachers as leaders who have a rich reservoir of
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knowledge, are confident and have the ability to become good problem-solvers. Reading is

often the first step in the knowledge creation process.

Fullan (2001, p. 84) further claims that people find it hard to share, but the moment they start
to share ideas about issues they view as important, the sharing itself creates a learning culture.
Though this is to some extent taking place in the pre-primary group there is an urgent need as
mentioned before to spread this sharing throughout the school community involved. As
previously mentioned the LP HOD needs to encourage and motivate the pre-primary teacher to

share what she has learnt in her training.

Another finding was that schools have BETD graduates who completed Action Research
projects as part of their course. In the focus groups this was seen as a strength as those
teachers were already favourably disposed to learning and sharing opportunities, and were
ready to explore possible ways of how schools with the assistance of UNAM can create and
share knowledge on topics pertaining ECD. Participants felt that in the absence of training they
could get a few approved DVDs and reading material to start to prepare themselves in the
meantime as the HOD wanted to have a better picture of what was expected from her. Another
view was given when one principal indicated that they should network with schools who

already had a second ECD class, to learn from others’ experiences and share success stories.

It would not be true to say that these schools had fully embraced the notion of learning through

change but there were indications that this was happening.
5.5.6 Schools’ shared vision for Pre-primary: ‘More classes to prepare learners’

“A shared vision cannot be dictated, but it should emerge from the people through

reflection and communication” (Senge, 1994, p.298-299).

The establishment of ECD classes at the schools in this study has led to the development of
strongly shared visions. This is evident in the fact that teachers realized the benefits of pre-
primary and that they had new ideas for this new phase. As the LP HOD remarked, “We want
our pre-primary and Grade 1 in one block alone, so that they can move and play freely, with a
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fence around, as the place where they are now is not sufficient.” One principal remarked that
pre-primary added value to the school and he wanted learners with a sound educational

background for Grade 1.

One could sense a good team spirit amongst the two phases (ECD and Grade 1) as they took
ownership to make it work. Principals indicated that it was possible if all stakeholders can take
each other’s hand and “walk the extra mile.” However, when asked if the whole school shared
in this vision some HODs and pre-primary teachers indicated that it was more the lower primary
teachers that shared in the pre-primary vision, but there was a need to get all teachers
involved; they listed examples such as helping with closer supervision during break. Another
point that came out in the focus group was the high repetition and failure rate in Grade 1 as
stipulated in ETSIP (2005) and participants felt that by having more pre-primary classes to feed
all Grade 1 classes might help solve the problem, as all Grade 1 teachers want children with a

pre-primary background.

It would be fair to say, then, that the vision for pre-primary did not appear to be fully shared by
all members of the organisations. If one agrees with Senge et al. (1996, p.298) that “shared
vision can be the vehicle for shared meaning” one would need to believe that all members
should have a deeper understanding of the purpose to take ownership and to share collectively
in the benefits of preprimary education. The pre-primary teacher can be given the opportunity
to share with the staff the deeper purpose of this phase which can serve to change people’s
mind; after all, all teachers will in the end benefit from the fact that his/her learners went
through pre-primary. The main purpose of the integration of pre-primary into the primary
school was to make a difference in the learners’ future learning, so this is an opportunity to

restore what was neglected, as one participant indicated in Chapter 4.

If this vision can be shared by all through a clearer understanding it can help to build it on
commitment, trust and communication that can serve as inspiration to achieve the desired
goals for Vision 2030. To articulate the vision requires the teachers to work as a team and to
meet regularly as was done with the HOD and her team to support each other in order to make

ECD work well in the school to achieve their goals. A shared vision creates a sense of purpose
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that binds people together and propels them to fulfill their deepest aspirations (Senge et al.,

1996, p. 298).

Senge (1990, p. 231) believes that many leaders have developed vision and mission
statements but visions can only become a living force when people truly believe they can shape
their future. My argument is if all teachers understood the importance of early childhood
development and the benefits of pre-primary and how it can impact on their teaching and
learning, teachers would get involved to help the school overcome some of the challenges they

experience with the integration of this phase.

Despite this limitation, the picture emerging up to this point augurs well for the future of ECD in
the schools | looked at, and there is ample evidence to suggest that leadership is indeed
engaging in participative approaches, and that the schools are in the process of becoming
learning organisations. But of course there are challenges and these were carefully spelt out in

Chapter 4. | shall now look at these again through the lenses of my theoretical framework.

5.6 Challenges

5.6.1 Parental involvement: “If parents can get involved, it might solve some

problems”

Parental involvement — or usually the lack of parental involvement — lies at the root of many

educational problems, and this situation is no exception.

Parental involvement can be defined as a dynamic process whereby educators and parents
work together for the ultimate benefit of the learner. The process involves collaborating on
educational matters, setting goals, finding solutions, implementing and evaluating shared goals
as well as inspiring and maintaining trust between the home and the school (Van Wyk, 2006, p.

132, cited in Meier & Marais, 2007, p.143).

Participants in this study experienced parental involvement with mixed feelings. At some

schools where there was a training session on reading especially for the pre-primary parents it
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was indicated to be well attended. At one school where they had a formal opening day for the
pre-primary class this too was well attended. Perhaps this is not surprising; Maden and Hillman
(cited in Clark, 2005, p. 106) found that it is easier to get parents involved at the nursery stage
of their children’s education than later in their schooling. Despite these ‘success stories’ the
general sense emerging from the study is that parental involvement and support are sorely

lacking.

One can argue that courses can be designed by NIED and UNAM to get parents involved; as SP3
said, “Parents have misconceptions about pre-primary and also need training”. | believe that
through training schools can create the climate for learning and help parents to undertake the
educational journey with their children. The main finding of a study on parental involvement
(Niitembu, 2006, p. 98) is that “there are differences in understanding between the school and
parents, in other words the whole organization (principals, teachers, parents) has not
developed a joint understanding and shared vision”. This is perhaps what the principal was
referring to as ‘misconceptions’ and | strongly believes that through training many of these
misconceptions could be cleared up and a strong bond of partnership can be formed between

schools and parents.
Nutbrown (2011, p. 103) sees parental involvement in early settings as follows:

Parents are children’s first and most enduring educators. When parents and educators work
together in early years settings, the results have a positive impact on the child’s
development and learning. Therefore, each setting should seek to develop an effective
partnership with parents.

One can further argue that schools need to find ways of involving parents in this crucial stage of
their children’s learning. In terms of Senge’s (1990) shared vision, it seems likely that some

schools’ vision of ECD does not include the parents.

It is not easy to find answers to the questions of why parents continue to be under-involved in
their children’s education. After independence the Namibian government has moved from an
authoritarian approach to a more democratic system allowing and encouraging adequate

parent and community participation in education (Namibia. MBESC, 2004, p.1).
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Moloi (2010, p. 1) presents a fascinating analysis:

The external environment in which schools have to operate has become increasingly
complex, uncertain, marking an ever-increasing pace, density and depth of change.
Among these global changes are some context specific challenges marked by increasing
levels of poverty among school communities, high levels of illiteracy and
unemployment, high parent mortality rates that increase the number of child-headed
families and thus exacerbate child poverty. In the midst of all these challenges are some
of the most disadvantaged, ill-resourced schools — those that work without libraries,
computer or internet facilities, and in some instances without electricity, working
alongside some of the well-resourced schools from the previously advantaged
communities. For the researcher to understand how one school can or cannot become a
learning organisation, the institutional and social contexts within which these schools
operate should be considered if we are to make sense of the magnitude of turning
schools into learning organizations.

Her finding of the study is that “schools should become learning organizations” but the
challenge lies in the school’s history, in the “institutional and social contexts”. While | focus on
socio-economic factors a little later, it is worth noting here that during the focus group
interview at one school participants complained about burglary and being afraid of the pre-
primary playground equipment; just through sharing how this might be solved the participants
formed a committee and suggested approaching the parents around the school to help take
care of the school. Another example was cited where parents who could not contribute to the
SDF come forth to help prepare the food for the food scheme programme or maintain the
garden as mentioned in Chapter 4. It is possible to help parents recognize their parental
obligation by contributing in kind to the SDF which is a good start. One principal said that the
fact that parents could not pay the SDF did not mean they should be excused from their

responsibility.

A study conducted by Hurst and Joseph (2003, p. 104) viewed the coming together of parents
and practitioners as ‘sharing education’. They argue that parents can be taught how to help
learners’ literacy development, how to recognize early milestones in the child’s development,
how to interact with the child. Nutbrown (2011, p.104) argues that children also want their

parents to spend time with them:

87



the more parents know about how children’s learning developed, the better position they were
in to understand what their children were doing and how they might further enhance
learning opportunities for them.

As the World Bank has indicated in a published paper (Mustart, 2002 cited in Pugh and Duffy,
2006, p. 36) there is a shift from the development of planning models to one of developing
people. As a result they have commissioned a study of provision for children from birth to
primary school. These serious elements needs to be articulated to principals, HOD and teachers
and in the absence of training videos can be provided to schools to help the teachers and

parents understand what it means ‘to care’ and ‘to educate’.

Previous research cites examples such as having conferences with parents and open parents’
day to help parents learn how to support their children’s learning and to build mutual trust in
each other (Pugh and Duffy 2006, p. 158-162). Some schools had the official opening of the pre-

primary and parents were introduced to the pre-primary class and plans for the year.

5.6.2 Training

Another challenge is the need for training. With the inception of pre-primary the MoE indicated
that NIED would take responsibility for the curriculum and resources and government (through
the regional pre-primary coordinator) the training. As mentioned before, pre-primary teachers
received their training and principals and HODs were still waiting. In the absence of training
some principals took alternative ways to have a better understanding of it. The urgency for

training might be even better understood in what SP3 has to say about it:

Training is vital important, to understand ECD better and to implement it effectively, cause
without training, | don’t think the system will be successful. We must have a collective
view and all should understand it.

It was further elaborated in one of the focus groups when some HODs became emotional as
they indicated their responsibility of guiding and supporting the teacher while having no
training. They seemed frustrated as they had a fundamental understanding of pre-primary but
needed training in the conceptual understanding of it. Teachers who received training also

insisted on more training through staff development, to reflect on and share their experiences.
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These are the complexities schools are dealing with and although they have the capacity to

transform themselves, “they do need external support” (McMillan, 2004, p. 29).

Due to the history of pre-primary it was also hard for schools to find qualified ECD teachers, as
discussed in Chapter 2. Principals remarked that UNAM should train teachers in this field as
there was a great need and it had good benefits. This idea is shared by Pugh and Duffy (2006,
p.170) who argue that “there is a great need for a graduate workforce in ECD with a range of
gualifications and experiences and with teachers playing a key role in curriculum leadership”.
They are of the opinion that it is worth investing in training as it secures good outcomes for
children (ibid., p.17). At this stage it is worth mentioning that ETSIP in its strategic planning
document (2011) has made provision for training in this field, but schools have had ECD as from

2008 and are in dire need of training.

Clearly, within the context of striving towards being a learning organisation, lack of knowledge

in the core business of educating pre-school learners is a serious draw back.

5.6.3 Infrastructure to ensure access

According to all principals, infrastructure was and is still a major problem. The principals were
all adamant that government should build more schools to ensure access for all learners, in
view of the number of pre-primary learners that still need to be accommodated in schools. As
mentioned under vision, schools appreciate pre-primary and want to feed all the Grade 1
classes and hence they need more classes and teachers to develop learners. At the school that
has added a second class the principal was clear that his next class would cater for the English
group as the other two classes were in the mother tongue. Another issue that supports the
need for more schools is the affordability; as one participant remarked, parents cannot afford
private pre-primary. The HOD shared her experience with the enrollment and she indicated
that parents were desperate for placements in schools for their children. Schools received
equipment from NIED and some tried to create a stimulating environment for learners to play
although some schools struggle and clearly need support. Children in ECD settings need a

stimulating environment conducive to play to develop holistically. At the schools where the
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playground was fenced off the teacher indicated that she had better control over the learners
and they could play freely, while at the other two schools playground supervision remained a
daunting task. Research has shown that high quality ECD care and education services can
contribute to young children’s’ early learning and future social and academic outcomes. On 3
August 2011 Namibia celebrated ‘Education for All’ week and the Minister of Education in his
speech reminded the nation that 11 years ago, Namibia when signing the UN Convention on the
Right of the Child, made a commitment to provide quality schooling for all children by 2015 and

to expand learning opportunities for the youth, adults and vulnerable children.

5.6.4 Socio economic issues pre-primary are facing

A forth challenge are the socio-economic conditions that prevail in many regions of Namibia.
Namibia, like many other African countries, is seriously affected by poverty and unemployment
and there is considerable social and educational inequality. As mentioned in Chapter 2 ECD pre-
primary education was previously only for the elite as not many could afford it. The re-
instatement of pre-primary, made it possible through ETSIP, was meant to address the many

inequalities in the system as mentioned in Chapter 2.

To address the socio-economic issues the MoE through the feeding scheme made food
available for learners and interesting to note that parents prepared the food. Some schools
took the initiative to establish a vegetable garden which is also maintained by parents. Parents
who cannot contribute to the SDF offer to prepare the food for break and assist in the
vegetable garden. One can argue that some parents take their obligation seriously, which
assists complex schools to try to become self-organising system to survive. The MGSW has a
social grant for OVCs and vulnerable children and schools help parents to complete the forms. It
arose in a focus group that the process needed to be monitored as schools were sitting with
children who did not benefit from their own grants. As one teacher remarked, “How can | work
if my learner is hungry and how can | have a peaceful night’s rest if my learner has nowhere to
sleep?” One can see these are people with strong moral purpose, and some even claimed that
these concerns had a psychological effect on some of the teachers. Principals at these schools
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argue for more schools to reduce the pressure on only one school in such an area and more
social workers to attend to poverty and unemployment. This is evident in what (Gore and
Smith, 2001,p 95 cited in Clarke 2005, p.95) says that schools located in disadvantage areas
suffer a myriad of socio-economic problems, and have to work harder to improve and stay
effective. And for these schools, without training, the situation can become an issue of

complexity.

My study revealed that all participants are thankful for what the government is doing by

providing food for the hungry through the feeding programme.

HIV/AIDS also emerged as a social issue in the context of training for staff and parents in how to
deal with these cases. What was striking was one of the principals reporting: “You know parents
are coming forth to get some help.” At the pre-primary level HIV/AIDS manifests as a problem
with numbers of orphans, or single parent families. In the context of social problems the
psychological effects on teachers can be severe, hence the importance of working in teams and
supporting each other. In the absence of social workers schools are called upon to act according

to their moral purpose (Fullan 2001, p.13) and be informal social workers.

There is considerable support from government. Through the ETSIP initiative government built
schools in the most affected areas. Although it was regarded as a major issue, principals feel
that the process needs to speed up to ensure access for all children. One of the schools | visited
is an oasis in the desert, a school that is administered by a dynamic person who has a great
sense of understanding the people there. He is a leader with moral purpose and role models of
this caliber can play a big role in curbing the forces of social injustice. At this school the
principal is confronted with many urgent social issues, but the school community has managed
to turn some challenges into opportunities. The school has an established garden with parents
to supplement the porridge received by government. It involves parents to prepare the
porridge for break and has secured a donation for soup to provide a tasty and nutritious meal.
It has a small playground for pre-primary. The school has also secured a donation for a library
through a foreign partnership, and received an academic reward for good performance in the

external examinations.
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This kind of resilience is perhaps a hallmark of the learning organization and bears out Senge’s
(2006) assertion that any school that wants to become a learning organisation will depend upon
the school principal’s ability to create the context and necessary conditions for that kind of
learning to take place and thrive. It is this kind of story that resonates with a line of poetry by
Antonio Machado: "It is the walking that beats the path. It is not the path that makes the walk"
(p. 155).

In the next Chapter | will summarise the main findings of my research, indicate the potential
value and make recommendations as it emerge from the research. Finally | will indicate the

limitations of the research.
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CHAPTER SIX

6.1 Introduction

This study investigated experiences and perceptions of the integration of pre-primary education
into three mainstream primary schools focusing on the implications for management. This

chapter concludes the study.

In the first part of the chapter | provide a summary of the main findings drawn from my themes
discussed in the previous chapter. | highlight the potential value of my study and make some
recommendations. Thereafter | suggest areas that are worthy of further research, present the

limitations and conclude the thesis.

6.2 Summary of findings

The study revealed that the history of ECD and the high repetition and dropout rates in Grade 1
was of great concern to many and the recent Education Conference in Namibia put tremendous
emphasis on ECD. This brought a greater sense of awareness of ECD and to create a positive
mindset to ECD in spite of obvious challenges. Although ECD has serious implications for the
management of schools the benefits for subsequent learning began to be realized so that the
pilot schools which were selected to integrate pre-primary classes took the task with energy
and enthusiasm, in one case even making arrangements for a second pre-primary intake. For all
that this innovation brought huge challenges and added layers of complexity schools seem to
be succeeding in making full use of their capacity to ensure a smooth integration. This study has
revealed that schools seem to have clear understanding of the rationale for pre-primary which

no doubt helped to being about the required change.

The study revealed that contemporary leadership and management thinking has also
influenced the integration of pre-primary education into the mainstream primary schools. The

principle of participative management has influenced the process as principals indicated that
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there were consultations with the MoE to discuss logistics, especially space for a pre-primary
class; and where there was no space classes were built or different plans were made, such

reducing the Grade 1 intake.

The data revealed that the change in management structure at the school level played a
significant role as schools added a second LP HOD whose teaching load was reduced making it

possible for the LP HODs to be of assistance to the pre-primary teachers.

Furthermore, a strong sense of collegiality was observed amongst participants as they
highlighted the importance of pre-primary education and put emphasis on relying on each
other’s expertise for the benefit of the learner. In the process stronger relationships were built
as they depended on each other, and this can be viewed in what one of the principals indicated
that he trusted the LP HOD with the pre-primary as she knew the phase. This also meant that
the LP HOD in the absence of training could learn from the pre-primary teacher who had been
trained. These are elements that strengthen relationships and gave a sense of belonging and

the desire to achieve the schools’ goals.

Logistically the MoE ensured that schools receive all the resources from NIED and this made the
establishment of these classes possible and much easier. Some did, however, have difficulty in
finding qualified teachers, and called on the university to train more teachers in the B Ed Pre-

primary phase. This is an indication of systems that work together and it has its benefits

Because of the above factors the integration of pre-primary was generally perceived in a
positive spirit as participants realized that the journey with pre-primary was long overdue and
called for authorities to provide more training and infrastructure. For some it was the beginning
of a new era as pre-primary education was perceived to have multiple benefits; as one principal

remarked: “It is building strength into the system and it adds value to the school”.

The data further revealed that principals have empathy for the Grade 1 teachers who have
tremendous difficulties with learners who have no pre-primary background. Teachers indicated
that it took time to teach learners basic concepts such as greeting and to help them to adapt to

the new environment. The fact that pre-primary is integrated into the school serves as an

94



advantage as the child gets gradually used to the environment for the next year and will ensure
a smooth transition into Grade 1. In the absence of infrastructure the Grade 1 teachers started
to envision having more pre-primary classes to feed all the Grade 1 classes, because of its
benefits, and principals undertook to look for possible ways to secure the realization of that.
One can see that visionary leadership and teamwork practices are applied. One of the principals
also took the initiative to get the business community involved acquiring a simulation field as a

donation; another secured a library for his school.

One of the principals indicated that because of its benefits he had already added a second pre-
primary class as they had proof of learners’ who had attended pre-primary education’s
improved performance at their schools. They were even more determined to add a third class
to cater for the English group as the other two are in the learners’ vernacular. This gave them a

sense of ownership as they moulded their own learners to be ready for Grade 1.

In the absence of training two of the principal showed initiative by finding alternative ways of
learning about ECD, as discussed in the previous chapter. This kind of behaviour resonates with
the notion of a learning organization where members ‘create’ knowledge and also illustrates
strategic and visionary leadership. Furthermore, principals also encourage teamwork practices
and clearly showed trust in their HODs who in turn built strong relationships with pre-primary
teachers. However, there was a strong sense that HODs and other senior staff should also be
informed on ECD so that they could lead and supervise more effectively. In spite of this need,
the fact that HODs were learning from pre-primary teachers and that pre-primary teachers
were benefiting from the experience and knowledge of Grade 1 teachers provides evidence of
knowledge being created to face and deal with change. In this way learning as a team can help

the entire school become a learning organization.

The findings reveal that there is a need for training of principals, HOD, teachers and parents as
they might have a fundamental understanding of pre-primary but they need to have a better
conceptual understanding. The study has shown that all stakeholders need to be informed and
feel a sense of ownership for the project to work. This is especially so because there already

seems to be a strong sense of interest among parents. The study showed that workshops based
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on reading for pre-primary were well attended by parents. Principals felt strongly that parents

need to take full responsibility of their children.

The study further drew attention to the scarcity of qualified pre-primary teachers and indicated
that UNAM was expected to train more B Ed Pre-primary teachers and also run professional
development courses in Early Child Development. Schools with recent BETD graduates who had
knowledge of action research were at an advantage as action research could be used to explore
issues pertaining to ECD in schools. Recent graduates were also more computer literate and

could help to create a website with ECD materials as all three schools had computers.

Infrastructure was identified as a major problem as schools wanted to be able to feed all their
Grade 1 classes. Schools also felt the need to expand and called on the authorities to speed up
the building process to answer the call for quality education. As already reported, schools were
receiving far more applicants than they could cope with. There is evidence of movement here;
in one of the schools featured in this study work has begun on four additional classrooms to
accommodate pre-primary. It also emerged that pre-primary sections needed to be separated

and fenced off to prevent bullying.

As pre-primary was implemented to accommodate and make provision for the less advantaged,
principals felt that for one school to deal with so many social issues would become a
psychological difficulty for some staff members as they would be faced with many social issues.
They suggested more, smaller schools in these areas to deal better with these issues. They felt
that these areas needed more social workers to help deal with some of the issues, as these

people were heavily challenged with poverty and unemployment.

The principals in this study revealed characteristics of strong leaders who can lead in a culture
of change. They were equally aware that ‘change equals learning’. It was interesting to meet
such interest and compassion, such a strongly developed sense of care for “little ones” who are

III

“so small” and “like to play a lot”.
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The study revealed that pre-primary teachers who has previously worked at Educare centers
were thankful for the fact that pre-primary was integrated into the primary school, and felt

confident they could make a difference and prepare the learners for Grade 1 holistically.

The study revealed that the arrangements between the LP HOD and the pre-primary teacher at
the single shift school were much better than at the double shift schools. This was because the
LP HODs were teaching in the afternoon shifts and were on duty every 2" week in the morning
session. It seems clear that the added complexity that pre-primary brings creates severe

tensions in double shift schools.
6.3 Potential value of the study

The fact that the integration had been in practice for the last four years only meant that no
previous study of this phenomenon exists. This makes this study a potentially rich source of
ideas and issues for future researchers. The relatively small scope of this thesis — being a ‘half
thesis — meant that many of the important issues that arose could not be followed up. I list

these later in the form of recommendations for future research.

The research also has potential value for other principals who still have to integrate pre-primary
at their respective schools as they can learn from these principals’ experiences. | also believe
the study could provide the MoE and policy makers with guidelines for how pre-primary is
perceived in primary schools and how principals’ leadership and management roles play out in
dealing with the integration of pre-primary into mainstream schools. The study can serve as a
resource for the MoE, NIED and regional pre-primary coordinators in helping them decide on
appropriate topics for pre-primary education training and to support principals and teachers in

coping with the change as well as in making people aware of pre-primary education in Namibia.

It can serve as a stimulus for rethinking schooling, and point out ways in which schools can be

learning organizations. The study also draws attention to leadership during periods of change.

My study has highlighted democratic and visionary leadership practices and participative

management, both of which have helped to make these cases success stories. Collegiality has
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also emerged as a valued approach to organisational life, especially when something new is

being introduced.

| can also use the study in my place of work. | draw on these findings in my own class preparing

my students for their future as primary teachers. My colleagues - especially those in leadership

and management, ECD and LP will also benefit from what | have learned.

The study can provide guidelines for UNAM and other institutions which prepare pre-primary

teachers. The study signals the importance of creating and sharing knowledge in small teams in

order to develop the school as a learning organization. Training in ECD is not enough.

6.4 Recommendations for practice

Principals indicated an urgent training need as one of the priorities for principals, HODs,
teachers and parents. Much of this pertains to information — there is general ignorance

of the importance of ECD in the cycle of schooling.

Participants felt that UNAM needed to train more pre-primary teachers in a special B Ed
course for pre-primary teachers. HODs suggested a specially designed course in child
development for teachers who were already in possession of a diploma or a degree in
the teaching profession, a follow up course in pre-primary education or child

development.

Double shift school teachers and principals need special training. There was little
acknowledgement of the complexity of double shift schooling and how this impacts on

initiatives such as implementing pre-primary.

Respondents suggested that all training materials as well as papers that were presented
at the conference on pre-primary education be put on the NIED website, or to be
recorded and provided for school use. Government needs to find creative ways of

making materials available, such as a website for ECD.
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e HODs indicated the importance of disseminating information e.g. the names of pilot
schools as some teachers do not know of schools in their vicinity who have a pre-

primary class that will allow for networking and to learn from others.

e Infrastructure needs attention. The MoE needs to speed up the process of providing

facilities and resourced to ensure equitable access for pre-primary learners.

e The playground emerged as an issue of great concern. Younger learners needed to be

protected from bullying and abuse.

e Principals, HODs, teachers and parents need training in change management and

leadership.

6.5 Suggestions for further research

This study has focused on only three of pilot schools in Namibia. A bigger study would be
helpful to the MoE since it would provide a richer and more comprehensive picture of pre-

primary in the country.

Research that focuses on the help available to primary school principals would be invaluable.
Positive relationships schools and Educare centres close to primary schools, for example, could

go a long way to ensuring the success of the project.

An organization development study in which the principles of the learning organization are
applied and clarified in the context of integrating pre-primary could be a powerful means of

showing schools that they have the capacity to bring about profound change.

As most schools have BETD graduates who went through action research projects at college it
would be helpful to build on this knowledge and develop it further in the interest of pre-

primary in the schools.
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Ways need to be found for increased parental involvement of parents. Research that looks

specifically at parental involvement could provide many answers.

Research into how business communities could be involved in supporting pre-primary in

schools would be useful. This is a largely untapped resource.
6.6 Limitations of the study

The focus of this study was to investigate principals’ and other stakeholders’ experiences of the
integration of pre-primary into mainstream schools. The fact that | could not work directly with
parents is a limitation. Teachers speaking on parents’ behalf added valuable insights but the

voices of parents are notably absent in this study.

It was unfortunate that all three principals in the study were men. The voice of the woman

leader is also absent in the study, doubly unfortunate since the study focuses on pre-primary.

| used the case study method, focusing only on three schools in the Khomas region. My findings
are therefore not generalisable to a broader population. Nevertheless, the findings provided
me with unique insight into the phenomenon in the three schools and will no doubt prove

interesting and helpful to interested readers.
6.7 Conclusion

The integration of pre-primary education into mainstream primary schools is a milestone in the
history of education in Namibia. Since it is also a relatively recent development, research of this

nature is important and could help the process as a whole.

From the perspective of leadership and management, an important finding of this study focuses
on the qualities of a leader with moral purpose who cares enough to make the integration a
smooth process for the education of our future leaders. Leaders embrace what was neglected
during apartheid, claiming it back for Namibian schools. Significant was the fact that all levels in
the process aimed in working together on a horizontal level suggesting a collegiality that
contributes to success. | believe that if the challenges can be worked on, there is no doubt that
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Namibia will be able to reach the national goal of Vision 2030. It is therefore important that all

stakeholders devote their time and energy to making it happen.

“Leadership and learning are indispensable to each other”. - John Fitzgerald Kennedy
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Appendix A: Letter from my Supervisor, Prof H. van der

Mescht

RHODES UNIVERSITY

Where leaders learn

EDUCATION DEPARTMENT
Tel: +27 (0) 46 603 8383

Fax: +27 (0) 46 622 8028

17 July 2011
TO WHOM IT MAY CONCERN

| am writing on behalf of Ms Richardene Poulton-Busler (student number 00P3943) who is
conducting research on the integration of pre-primary classes into mainstream schools. She is a
registered Masters student at Rhodes University, Grahamstown, South Africa in the field of
Educational Leadership and Management. She has now reached the point where she is ready to
collect data to conduct her case study.

Ms Poulton-Busler needs to interview several staff members in management positions as well
as ordinary teachers. She also needs to conduct focus group interviews and do document
analysis. Her research goal is to establish how the integration process is going at three selected
pilot schools. These are schools in Khomas Region of Namibia. The purpose of this letter is to
obtain your permission for her to conduct research in your region, to interview selected staff
members and be allowed access to key documents. The information she gains will be treated
with complete confidentiality and be used to answer her research questions only.
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Thank you in anticipation for your permission and support. If you have any queries please feel
free to contact me.

Sincerely

(Prof) Hennie van der Mescht (Supervisor)
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Appendix B: Letter from Regional Director
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Appendix C: Interview questions: (Semi-structured)

Principals:

1. What are your views about the integration of pre-primary at your school? Tell me
how you deal with it.

2. What are your experiences as principals in leading and managing the integration of
pre-primary? Tell me your story

3. What are the challenges you experienced in the process and how do you deal with
them-implications on management?

4. What changes have you made to accommodate this phase? Share your experiences.

5. What support did you get from the rest of the staff and the ministry to make it work?

6. What is your view on parental involvement and in what ways do they support this
process?

7. How do you as a school/team deal with some of the social economic issues? Poverty,
SDF, School feeding program, HIV/AIDS,

8. Do all the staff members share in this idea/vision of pre-primary? Elaborate.

9. What advice or recommendations would you make on the future of pre-primary?
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Appendix D: Focus Group questions

. Share your experience about the integration of pre-primary into the school.

. What challenges do you experience and how do you deal with it as a team?

. How do you as a teamwork e.g. pre-primary and grade 1 to make it work?

. Share your experience with regard to parental involvement in this phase.

. What support do you receive from the whole school to make this process work?

. Does the whole school share in this vision?

. Any recommendations to the integration of pre-primary at your school.
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Appendix E: Names of Schools with pre-primary classes
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