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Abstract

Performance-Based Accountability Systems (PBAS) enucation seek to
improve learning achievements of all learners ancetiuce achievement gaps amongst
learners from diverse backgrounds through improgiedsroom instructions. Such a
system however does not exist in the Namibian pyneslucation system despite the
fact that learning achievements are still low. poepose of this study was to seek an in-
depth understanding of the perceptions of primatyosl principals, teachers, parents
and inspectors in Khomas Education Region regarboiding teachers and principals

accountable for learners’ performance in an etimrmprove learning achievements.

This study utilized qualitative multiple case studgsearch design. Data was
collected through observations, document analyss mterviews from twenty six
participants who were selected through stratifiacbpsive sampling from five schools
which were selected purposively. The findings iatkc both positive and negative
perceptions by participants regarding teacherspaimdipals being held accountable for
the performance of their learners. Majority of tharticipants believed that learning
achievements were likely to improve if teachers gmihcipals were to be held
accountable because they would improve the mamehich they prepare for lessons
and teach, not only to avoid sanctions but alsogéb the rewards attached to
Performance-Based Accountability Systems. Somdcpahts however felt that even
though holding teachers and principals accountads likely to improve learning
achievements, it would be unfair to hold teacherd principals solely accountable for

learners’ performance since learners’ performasceffected by several other factors.



iii
Some participants stated that teachers and priscipauld feel demoralized and
victimized by the penalizing nature of sanctionsd athis would affect learning
achievements negatively. The findings, thereforgggsst that there is need for a

Performance-Based Accountability System in Namgirimary education system to

help improve learning achievements and close aemewt gaps amongst learners.
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CHAPTER 1

ORIENTATION OF THE STUDY

1.1Introduction

This chapter introduces the study by giving thekgaeund of the research problem.
It also states the research questions that guitisdstudy and the significance of this
study. Limitations and delimitations that were axgeced in this study are also

presented in this chapter.

1.1.1 Quality of Namibia’s primary education

At Namibia’s independence in March 1990, educati@s a main concern and
thus was given higher priority. According to Mimistof Education and Culture (MEC,
1993) the chief motivation for the struggle for smeignty was a promise that
independence would bring not only new but more batler schools which would be
free of segregation and therefore, education wooldonger be a privilege for the few
elite but a right of every Namibian citizen. Withet new government in place, the then
Ministry of Education and Culture (MEC) formulatddur major education goals
namely access, equity, quality and democracy.

More than two decades later, UNICEF (2004) reptvas while the access goal
has been successfully achieved with over 90% pyireainool enroliment, quality on the
other hand has been compromised. Marope (20052)pstétes that “...the current
general education system is too weak to effectiglpport set development goals,

including transition to Knowledge-Based-Economy (B Wikan (2008) concurs that



the quality of Namibia’s education remains low dmdher states that this is apparent in
the low reading proficiencies by learners of diéier grades. Wikan (2008) therefore
argues that nationally, less than a quarter of gmymschool learners achieve the
minimum level of mastery in reading literacy.

There is indeed need for an intervention to impridwe quality of Namibia’s
education. Various literature like Marope (2005NESCO (2005) and Amukugo,
Likando and Mushaandja (2010) suggest ways of impgothe quality of Namibia’'s
education; however they mainly emphasize on enhgn@&ducational inputs like
teaching spaces, furniture, qualified teacherskbpmstructional materials, curriculum
and instructional time amongst others. Little isnti@ned about holding educators
accountable for educational outcomes as a way pifawing quality of education.

A study conducted by World Bank (2008) in some Skdharan African
countries namely Uganda, Malawi, Ethiopia, Nigeriéenya and South Africa
concluded that accountability for performance & o Sub Saharan African countries
and as such should be improved since making tescret principals accountable for

the learning outcomes has a great impact on thigygaéeducation.

1.1.2 Accountability in education

Various literature define the term “accountabilit§ifferently, it is thus evident
that there is no single way of defining accountgbilFor instance Stetcher and Kirby
(2004) define accountability in education as thecfice of holding educational systems

responsible for the quality of their products. Spvaand Moore (2004) define



accountability as being answerable and giving ato@at, which involves reporting to
someone. Leithwood (2005) defines accountabilitipeiag subject to giving an account.
Leithwood further describes the term “account” tota# giving explanations or
justification or reasons for an occurrence. Fnalicia, Macdonald, Partinos and Porta
(2011) define accountability as acceptance of nesipdity and being answerable of
one’s actions. Despite the various definitions ld term “accountability” the authors
come to a consensus that there is some kind ofonegglity involved in being
accountable. Maile (2002) describes the naturénigfresponsibility as being moral in
nature. In this study the term “accountability’defined as the act of holding teachers
and principals responsible for the performancesafrers.

According to Suspitsyna (2010) and Anderson (2006keveral decades issues
of quality assurance and accountability have cdliettceducation policy agendas from
Europe, to the USA, Asia, Australia and New ZeaJaathongst other countries.
Suspitsyna (2010) notes that the USA, being arvagiroponent of accountability in
education has been on the forefront of formulapoficies and practices that are aimed
at controlling and managing educational quality.

World Bank (2008) indicates that presently Sub &amhafrican governments
are also becoming more concerned with the perfocea their education sectors and
particularly that of teachers and principals, whe antrusted with the responsibility of
educating the learners. Governments are no longeressted in only providing
educational inputs such as finances, classroorasnhitey facilities and materials, to

mention a few, but are now beginning to focus more educational outcomes.



According to World Bank (2008) Sub Saharan Africgovernments are therefore
beginning to demand for more or improved accoutitgbn all the aspects of their

educational systems including that of teacherspaimtipals.

1.2 Problem statement

The quality of Namibia’s primary education is siitiw. Marope (2005) and
UNICEF (2004) note that only one third of gradels&rners are able to read effectively
at that level. Wikan (2008) concurs by stating thastudy of grade six learners in
fourteen African countries by South African Congort for Monitoring Education
Quality (SACMEQ) reveals that Namibian learnersredopoorly compared to learners
from other countries. For instance, in reading gatg the Namibian learners were
placed third from the bottom while in the mathemstategory, they were placed at the
very bottom. Furthermore, Wikan (2008) notes #Htahe national level; only 16.9 % of
primary schools learners reach the minimum levehwistery in reading literacy in
Namibia. As a result, most of the learners comptetéeave school without achieving
the basic competencies they should have acquirpdnaary school.

According to Sasman (2011) a recent assessmet@ 00@ grade seven learners
in 1086 schools across Namibia conducted by thediirate of National Examinations
and Assessments (DNEA) and the American InstitiResearch (AIR) which was
completed in October of 2011 revealed that the ogpevnce in standardized
achievement tests by the grade seven learners gisen Mathematics and Natural

science was overwhelmingly poor. Sasman (2011) geports that:



The examinations tested basic skills and knowlddgée three subjects. The National average
for English was 45% with over 58% of the learnarsring an average of 45% or less and 80%
scoring 60% or less. The National average in Ma#tms was 42% with over 59% of the

learners scoring average or below average scords 800 scored 54% or less. The National

average for science was 51% with 59% of the learseoring below average scores.

This recently conducted study confirms that primasghool learners’
performance in English, Mathematics and Naturaésm is still below average. Hence
despite the fact that the national standards biegement in primary school education
is still below average teachers and principals @amibia are not adequately held
accountable for the low learning achievements emugh it is their obligation to
educate the learners. Unlike countries such as UB& UK, Australia and the
Netherlands that have Performance-Based Accouityaldlystems to hold teachers
accountable for the performance of learners (Arater2005 and Hofman, Dijkstra &
Hofman, 2009), Namibia like many Sub Saharan Africountries still does not have
such a system (Marope, 2005; World Bank, 2008).

Stetcher and Camm (2010) note that the USA’s NiddQleft behind (NCLB)
policy and consequently Act of 2001 initiated Peariance-Based Accountability in
public education. Cobb (2002) notes that the USyegament recognized that there was
a problem in the learners’ mathematics and reapin§ciencies and therefore came up
with the NCLB policy to help improve the situatio®ne of NCLB policy goals
therefore was that all primary school learners &hbe proficient in basic reading and

mathematics by the year 2014.



Currently the Namibian education scenario is gimib that of the USA prior to
the implementation of the NCLB policy in 2001 sinoest of Namibian primary school
learners fail to pass mathematics and English (ber@005 and Wikan, 2008). The
difference between the two contexts however, i$ i@ USA government has taken a
step further; rather than just providing the puldahools with educational inputs, the
USA government demands for performance from th@ashand thus formulated and
implemented the NCLB policy which is consequenrimaboth the learners and teachers.
The point therefore is that while Namibia and tHeAUmay be facing the same problem
which is low mathematics and reading proficien@asongst their learners’, the USA
government not only supports the state schools toviging the basic learning
requirements to schools but has also come up vatfoffnance-Based Accountability
mechanisms of holding teachers and principals atedle for the learning outcomes.

Studies indicate that there has been improved pedioce by the learners with
the implementation of PBAP and PBAS in the educasgstems of some countries
(Anderson, 2005; Hannaway & Hamilton, 2008; Hofrmetnal. 2009). The Namibian
government should therefore not only focus on ttevipion of educational input to the
learners but should also formulate and implememtoReance-Based Accountability
policies and systems to ensure responsibilityksridor the educational outcomes.

The purpose of this study was to investigate te&siof primary school teachers
and principals in the Khomas Education Region towdreing held accountable for the

learning outcomes of their learners, to determiagsiof holding teachers and principals



accountable for the learning outcomes of theirnlees’ and finally to investigate
possible challenges to PBA of primary school inki®mas Education Region.

Even though lack of Performance-Based AccountghilitNamibia’s education
is a country wide problem, this study was carrietl in the Khomas Education Region
only. This was because Khomas Education Regioneisapolitan and tends to serve
learners from diverse cultures and socio-econorackdprounds all over Namibia and
beyond. This was important to the study becauseareh for instance by Cobb (2002)
and Obara (2008) identify socio-economic backgroainéarners as an important factor
that affects learners’ performance and also chgdlerthe implementation of PBAS in
education systems. The study being conducted imtéisoEducation Region provided
an opportunity to interview teachers and principalt® come into contact with primary
school learners from diversified background. Theation would have been different
had the study been carried out in most of the o#ltrcation regions in the country
which tend to serve learners of similar culturatkgaound and consequently of similar
socio- economic background. The diversified natfrEhomas Education Region made

it the most suitable region for the study.



1.3 Research questions

1) What are the views of primary school teacherd anincipals in the Khomas

Education Region towards being held accountabletterlearning outcomes of their
learners?

2) How can primary school teachers and principafhé Khomas Education Region be
made accountable for the learning outcomes of tharmers?

3) What are the possible challenges to Perform&ased Accountability of primary

schools in the Khomas Education Region?

1.4 Significance of the study

Performance-Based Accountability Systems in edwcaseek to improve
teaching practices amongst teachers and principédenaway and Hamilton, 2008).
However this is not the case in Namibia becauselateability in education is a field of
study yet to be explored and as such has verydditerature. Therefore, this study was
important in the sense that it hoped to contribtgethe field of knowledge of
accountability in education in Namibia. It was agmped that this study would hence be
of importance to researchers who intend to stuédydfrea in future in Namibia as they
would be able to have a starting point.

This study was also important because it was hdpadit would be able to
inform policy makers should they want to estabéslkountability policies in education.
For instance on the perceptions of teachers andcipals regarding being held

accountable for learner performance and alsoengdls the policy makers are likely to



face in the process of formulating policies conedrnwith Performance-Based
Accountability in education. In the event that pglimakers proceed to establish
accountability mechanisms in education, learnelissténd to benefit the most from this
study since teachers and principals will be helcbantable for the learning outcomes

and as a result, they may change their teachingipea for the better.

1.5 Limitations of the study

Gay, Mills and Airsan (2009, p.109) define a laibn as “some aspect of the
study that the researcher cannot control but bedieway negatively affect the results of
the study”.

This study was faced with a number of limitatidos instance; the literature
review regarding accountability in education in Nemibian context was limited due to
few publications in this area of study in the coyniThe researcher therefore referred
largely to studies conducted in other countrieshsas the USA, United Kingdom,
Netherlands, Australia and some sub Saharan Afrecamtries like Kenya and South
Africa. The researcher acknowledged the differemeeontexts, for instance that some
of the studies were conducted in developed countvigle Namibia is still a developing
country. However, only issues relevant to the Naanileducation context were applied.

The researcher being an international studerfteatUniversity of Namibia was
unfamiliar with the Namibian school culture, angsttould have impacted negatively on

the study. To overcome the limitation, the resear¢hed to create rapport by mingling
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especially with the participants prior to the dedflection and to try and familiarize with

the Namibian school culture and gain some trust.

1.6 Delimitations of the study

This study focused on primary schools only, beegusmary education forms
foundation for secondary and higher education andugh has a great impact on both
secondary and tertiary levels of education (Mictrael, 2007).

Even though lack of Performance-Based AccountghilitNamibia’s education
may be a country wide problem, this study was edrout in the Khomas Education
Region only. This is because Khomas Education Reganetropolitan and hence is
culturally diversified with learners coming fron alver Namibia and also financial and
time constraints would not allow for a nationwidedy.

The study also was restricted to Performance-Basmduntability in spite of
the fact that there are various forms of accouhtahn education. The boundaries and
scope of this study therefore did not allow for @gneralization of the results of the

study.
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1.7 Chapter summary

This first chapter of the thesis provided an idtrction into the study. It
commenced by looking at the orientation of the gtudhich served also as the back
ground of the study. Under orientation the quadtyNamibia’s primary education was
discussed and accountability in education was thtced. Statement of the problem was
also discussed in this chapter followed by theaedequestions that guided the study.
This chapter further more addressed the reasonsofmdtucting the study and why the
study was significant to Namibia’s education politykers and future researchers in
this area of study. The limitations that the stuwds faced with were also discussed in

this chapter and finally the delimitations thatedddhe study.
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CHAPTER 2
LITERATURE REVIEW

2.1 Introduction

The purpose of this study was to investigate PBpronary school teachers and
principals in the Khomas Education Region of Namildi was essential to conduct
literature review since there was need to maketbblem clearer.

In this study, literature review is conducted inotwajor sections. The first
section is the theoretical frame work that infornieid study. The second section is the
scholarly review on PBA. Even though this study \weagualitative one, the studies that
informed it were both qualitative and quantitativenature and this was because of their
specific advantages. For instance, Gay et al. (2002) state that, “qualitative research
seeks to probe deeply into the research settioptain in depth understanding about the
way things are, and why they are that way, and paxticipants in the context perceive
them”. It was therefore important to identify steslithat applied the qualitative
approaches to try and understand how participanthase contexts perceived PBA
phenomenon. However due to their small sample,itqtiaé studies have low external
validity since their findings cannot be generalizedhe larger population. It is for this
specific reason that the researcher also lookedstadlies that used quantitative
approaches given that quantitative approaches agge Isamples which are often
randomly selected and as a result increases teenektvalidity of the study findings and

consequently generalization of the findings tolénger population (Gay et al., 2009).



13

2.2 Theoretical framework

This study was informed by Performance-Based Awtahility theory also
known as result based accountability theory. Actgydo Anderson (2005) and Thomas
(2007) Performance-Based Accountability theory eymér from increased political
involvement in the performance of the public sectorthis context, public education.
The need by the USA, UK and Australian governmeatmention a few, to increase
their involvement in the public sector to ensurerfgrenance arose from such
governments spending heavily on the public sedrsistance education and obtaining
unsatisfactoryutcome. This resulted in diminished public trustl @onfidence in the
public sectors and consequently the demand foebettd improved services in the
public sectors (Thomas, 2007).

In an effort to improve the services offered by tpublic sectors such as
education, governments of countries for example W®A and UK have put
considerable amounts of money and other resourneshe implementation of
Performance-Based Policies and Systems. Some guoeets like those of the USA and
Australia have established PBAS in their educatigstems (Hannaway and Hamilton,
2008). Examples of these mechanisms include th€INiol Left behind (NLCB) policy
in the USA, which according to Hannaway and Hamil{@008) requires that schools
and districts be held responsible for learner perémce. Another example is the
Australian National Education Performance Monitgriask Force. Hannaway and
Hamilton (2008) therefore note that such governsieshd not only provided the

necessary educational input but have gone a stéipefuto demand for performance
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from the teachers and principals. The point theeefs, while governments provide the
necessary educational resources, teachers andppitbave to perform to satisfaction
and this should be apparent in the performancheoldarners.

This is quiet applicable to the Namibian situatimtause according to Amukugo
et al. (2010) the education sector receives ttygest share of the national budget and a
large part of this share provides for the neagdsarning resources in the free primary
education program. It is therefore evident that ti@mibian government spends
significant amounts of money to provide for prima&agucation; however the education
system lacks PBAP and PBAS to hold teachers amgtipgls accountable for learning
outcomes. Ministry of Education (2006) recognizémttNamibia does not have
established systems for holding teachers and pafciaccountable for the learning
achievements. The government thus does not prdmgahd just providing educational
resources yet Anderson (2005) and Thomas (2007 tiwt because governments
provide educational resources, they are justifieddemand for Performance-Based
Accountability and as such the Namibian governngeatso justified to do so.

Sonnentag and Frese (2001, p. 4) define perforenaac‘'what the organization
hires one to do and do well”. Teachers are hire@docate learners and as such are
entrusted with the responsibility of educating lk&ners (MEC, 1993). They ought to
perform this responsibility satisfactorily. Sonregtand Frese (2001) further outline the
two components of performance as action (the behalvaspect) which refers to what
an individual does in the work situation, for ingta a teacher teaching basic reading

skills to primary school children or counting tcegerimary school children. The other
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component of performance is outcome which refersthe effect or results of
individual's behavior at work, for example in theatning context outcome can be
described as reading proficiency amongst the psinsahool learners. Sonnentag and
Frese (2001) note that while ideally it is expectednany situations that action and
outcome aspects of performance relate directlg mat always so. For instance, it is
expected that if a teacher delivers excellent reptbssons, the learners’ reading skills
ought to improve or sharpen, nevertheless thisotsalways the case as performance
depends on other factors other than the individusitslerson (2005) and Elmore (2002)
however observe that Performance-Based Accourttabiieory overlooks this action
outcome relationship and holds individuals respgaador the outcomes of their actions
irrespective of other factors. For instance in adionn Performance-Based
Accountability theory holds that low learning acreenents are due to poor performance
of teachers and not learners and therefore holishées accountable for the learning
outcomes of the learners. Anderson (2005) furtheates that proponents of
Performance-Based Accountability argue that giveenrtecessary educational resources,
committed and enthusiastic teachers can overcome duallenges likely to be
experienced and perform satisfactorily .

Anderson (2005), Leithwood (2005) and Hannaway dfidmilton (2008) also
reveal that Performance-Based Accountability thewoy only seeks to improve the
performance of both teachers and learners busat s¢eks to reduce achievement gaps
amongst learners. Such achievement gaps are likelgccur in gender difference,

learners from different socio-economic and racedkground and many more. This is
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quiet relevant to the Namibian education contexictviis not only of low quality but is
also recovering from a legacy of apartheid polisyhich resulted to gaps in the
performance of learners who came from once corsierivileged background and
disadvantaged background (MEC, 1993). In conclys®BA theory therefore is all
about measuring performance and coupling it witharels and sanctions to cause the

teacher, principals and learners to perform atdridgwvels.

2.3 Scholarly review

This section is divided in two parts. The firsttp@views the different forms of
accountability in education and focuses more on BBgause PBA in education was the
focal point of this study. The second part reviemsat literature has on PBA and is

guided by the research questions of this study.

2.3.1 Forms of accountability in education

There are different forms of accountability in edtion such as professional,
bureaucratic, performance-based also called testehaconsequential, result based or
outcome based accountability, amongst others (Em2002; O’Day, 2002; Anderson,
2005; Stetcher and Camm, 2010). According to Asaler (2005), professional
accountability demands that professionals suclteashers answer to their professional
peers and stakeholders for adherence to the pimfiessstandards. O’'Day (2002)
concurs with Anderson (2005) by noting that prafasasl accountability in education is

based on the supposition that teaching is suchmtaicdte activity to be governed by
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bureaucratically defined rules and practices omgiead, just like other professions,
successful teaching depends on how much profedsipreparation (specialized
knowledge and skills) teachers and principals obtnd their ability to apply such
knowledge and proficiencies in the learning sitatiO’Day (2002) further states that in
established professions, the essential knowleddepanficiencies of the profession is
outlined in set standards of practice. Memberdefarofession therefore have to adhere
to the set standards.

In education, mechanisms of professional accollittaltenters on teacher
preparation, recruitment and peer review. At tHeostlevel professional accountability
depends on individual teachers taking the respoigilior complying with the set
standards of practice on both their professiortgraction with colleagues, learners and
other educational stakeholders.

Bureaucratic accountability on the other handasel on superior sub-ordinate
relationship and depends much on the formal defmst of positions within an
organization (O’Day, 2002; Anderson, 2005). In daication context an example of
bureaucratic accountability can be the subjecthiabeing accountable to the head of
department who is in turn accountable to the deputcipal and at the top of authority
is the school principal. In this kind of relationsithe superiors assign tasks to the
subordinates. The interest of this study, howeveras Performance-Based

Accountability which is concerned with results, &ample, educational outcomes.
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2.3.2 Performance-Based Accountability Systems

Stetcher and Camm (2010) assert that PerformaaseeB Accountability
Systems arise when there is acknowledgment theg hasts a problem or deficiency in
services or outcomes. For instance when stakelstdepgnize that there is indeed gap
between resources put in and the outcomes of ssréitere is a possibility that they
might demand for some changes through introduaioRBAS. Goertz, Duffy and Le
Floch (2001, p. 19) also point out that PBAS in edion systems “...are largely
designed to ensure that schools and teachers amippis make continuous substantial
progress within an appropriate time frame towaslgbal of all learners meeting the set
levels of proficient and advanced achievement...” BAB is therefore a means for
motivating and directing change in an organization.

According to Stetcher and Camm (2010) a basic PBA8&ducation has three
major components. The first component is the etiluta goals which are the outcomes
or standards to be achieved in the long term. Theaés can be formulated based on the
curriculum content which outline the standard obwiedge and proficiencies ought to
be gained and developed by the learners. Accotdirorld Bank (2008, p.40) “...the
basis for measuring student learning is a bodytafidards that specifies just what a
student should know at the end of each stage ohitep The standards should
incorporate knowledge, skills and competencies ache subject matter of the
curriculum”. World Bank (2008) further points odtat these standards are usually set
by the government in partnership with the teaclsd principals and can also be

measured against international data bases for Bdoah standards to ensure the
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country’s educational standards do not fall beldn international standards and as a
result the country’s learners can compete sucdésswith learners from other
countries.

The second component of a PBAS is measures whiehfoamal means of
monitoring service delivery or which evaluate thkéeeat to which these set standards are
achieved. The measurements can be in form of t@&sninations or assessments which
should be aligned with the content standards. daafa Earl (2008) affirm that
educational reforms in developed countries in tlstphree decades have largely
utilized student testing as a means of measuregileg outcomes. However, Wilensky,
Galvin and Pascoe (2004) recognize that in PBASh siests have more serious
consequences and are not just regarded as ordesisy Wilensky et al. (2004) mention
that these tests are called ‘high stake tests'tdube possible impact they may have on
individual learners and their teachers. For ingamnt PBAS such high stake tests can be
used to determine learners’ academic grouping, egradomotions for learners,
graduation eligibility, promotions for teachers,ading bursaries and funds to learners,
etc. Wilensky et al. (2004) therefore conclude jhst having regular tests is not enough
but in PBAS the results of these tests ought toeheansequences directed towards
improving education quality.

Wilensky et al. (2004) confirm that when learngostformances on such tests
are used as indicators for teacher and schooltefeess and are used to hold teachers
and principals accountable for learner performathes the mechanism is specified to

be a PBAS.
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The third component of PBAS is incentives (rewaadd sanctions) to motivate
positive changes in behavior that is then expetidchprove performance. In trying to
find solution for Namibia’s low education qualitylarope (2005) suggests that teachers
should be held accountable for results through résvar sanctions depending on their
performance. Stetcher and Camm (2010) note that aex®untability systems fail to
take this incentive component seriously yet itrisc@l to motivating behavioral changes
in individuals. They therefore recommend that PBASvards should be made big
enough to matter but ought not to exceed the valumproved performance. The point
therefore is that these rewards and sanctions paljies should be able to induce
behavioral changes in the most cost effective way.

Such rewards as Cobb (2002) states can be in thedb monetary rewards but
not necessarily, they could also be in the formpodmotions, recognition through
achievement certification, etc. Sanctions on tiemohand as Cobb (2002) suggests can
range from penalties like withdrawal of rewardsmdéions, removal and withdrawal of
teaching licenses of the specific teachers whemenérs continuously perform poorly to
technical assistance which can include school twaccollaborations or exchange
programs, inspection by the inspectorates and eeldaresource allocation.

Anderson (2005) advises that PBAS ought to besparent and as such should
have open channels of communication with the parantl other stakeholders. Poulson
(1998) found that one way of dealing with transpage in accountability is
documentation or keeping records. Poulson (1998snthat documentation seeks to

give freedom of information and improved commun@atwith fellow teachers,
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inspectors, learners, parents and other stakelsol@ibe school should therefore be able
to report learners’ performance through report samthich could also highlight other
school profiles.

Gariepy, Spencer and Couture (2009) are in agneemigh Anderson (2005)
that making test scores or examination resultseaah inspection reports public helps
improve transparency in education which in turrpbdb improve school performance.
Gariepy et al. (2009) give an example of an evaunastudy of a network of schools
conducted in England. The study reveals that twal$ of the schools had improved
partly because the schools’ performance resulte wexde public. Gariepy et al. (2009)

therefore conclude that the call for more transpayen education is worthwhile.

2.3.3 Examples of Performance-Based Accountabilitpjechanisms

According to Stetcher and Camm (2010) the USA® Ghild Left behind
(NCLB) policy kicked off an era of PBA in the publeducation. The NCLB policy is
therefore one of the championing PBA mechanisnesiucation in the World. Anderson
(2005) lists another PBAS in education as the Alisin National Education
Performance Monitoring Task Force also creatednsuee quality education amongst
Australian learners. Anderson (2005) further ackiedges that England, like other
European countries, has a national curriculum apeomed by assessments measures for
rating schools and consequences based on thenigavatcomes. This study, however,

tends to borrow and relate more to the USA’s Perforce-Based Accountability
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mechanism NCLB because just like the USA, the Nanileducation is faced with low
proficiencies especially in English and Mathema(Msrope, 2005; Wikan, 2008).

Suspitsyna (2010) and Stetcher & Camm (2010) ti@tethe NCLB policy was
created to monitor the quality of both primary asecondary school performance.
NCLB policy therefore holds schools and those wharknin them accountable for the
performance of their learners. Suspitsyna (2018@jicas that one of the goals of NCLB
policy is to improve reading and mathematics preficies and to reduce academic
achievement gaps between learners from the diffes@rio-economic backgrounds and
also minority learners in the USA. This relatesagjseto the Namibian education quality
context since as Marope (2005, p.37) puts it, “...best indicator of quality of an
education system is the learners learning achiemtamén the case of Namibia, diverse
measures point towards a decidedly ineffective esy&t The quality of Namibia’s
education is generally low but as study by UNICRB04) already discussed reveals,
the larger problem lies in reading and mathematic§iciencies. Hence, this is a similar
problem the USA acknowledged several years prioputiing the NCLB policy into
practice.

Marope (2005) outlines some explanations giventler poor performance by
Namibian learners and what stands out from theisepbor accountability for results
which deals with addressing the outcome issue rdthen the rest which deal with
improved provision of educational inputs. The Namambeducation system can therefore

relate to the USA’s education situation prior te formulation and implementation of
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the NCLB and try to assess how to deal with thenieg outcomes rather than just
providing the educational resources.

According to Suspitsyna (2010) at the heart of NCph#licy is a constant
measurement of school performance through highediesting and the results of these
tests are used to make major decisions concerriagldarners and teachers. For
example in Kenya, a Sub Saharan African countrg, standard eight learners are
exposed to a national standardized high stake eweion called KCPE (Kenya
Certificate of Primary Education). Lewin, Wasanddanderi and Somerset (2011)
assert that KCPE is a high stake examination watépdconsequences both to teachers
and learners. Lewin et al. (2011) indicate that Hoe teachers there is pressure to
improve learners’ performance since the learnerfopeance determines the secondary
school in which they would be selected and plagetiadten parents want their children
to be selected to join excelling secondary schobdschers in primary schools which
perform poorly in the KCPE examinations often hageanswer to parents and the
community at large for the dismal performance agslt teachers try to avoid this
uncomfortable situation by working hard to impraveir learners’ achievements. For
excelling schools, teachers are often rewardedhbyptrents and the community and
also tend to get promotions to leadership positions

Lewin et al. (2011) state that the KCPE examinatiare also high stake for
learners since they have to compete for selectimhpdacement in secondary schools
depending on their performance in the examinatibos.instance, they indicate that the

most competitive schools which are also highly ele are national schools which
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recruit best performing learners nationwide andmfronly one percent of all the
secondary schools in the country. For primary stleawners, these schools are the most
coveted. Provincial secondary schools are in tidlley, and are moderately selective
and recruits average to above average perforngaghérs and at the bottom are the
district schools which are virtually non selecthand have the lowest entry
requirements. They tend to serve the local learnsostly within a walking distance
from the school and are the least coveted by psinrsahool learners thus the district
schools tend to recruit poor performing learnerstie KCPE examinations. In
conclusion, a country like Kenya gives high stal¢ianal examinations to determine
the selection and placement of learners in secgnsiziools and the learners have to
work hard to merit placement in secondary schools.

Most of the states in the USA also give high stakaminations. Goertz et al.
(2001) reveal that a total of 48 States in the US& high stake state assessments as a
major indicator of school performance. That medwad tearners in all primary schools
in these 48 states are exposed to external exaoneat some point. These state wide
assessments test mainly mathematics and Englisen tBough some states proceed to
test writing, science and social sciences, the majects tested in the NCLB policy are
English and mathematics hence the others are addlitiepending on the needs of each
state.

Apart from the subjects tested in these high stat@minations is the issue of
period or intervals of assessments. Goertz eP@01) indicate that most of the 48 states

assess learners at least in every three year atteRor this reason high stake
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assessments take place in grade three, gradgrabe nine and grade twelve though
Goertz et al. (2001) mention that in some stat@esay slightly differ depending on the
intervals used to assess the learners. The paneftre is that, in most states of the
USA, there are standardized external or state wsdessments as early as grade three.
The implication of this, according to Marope (200S)that it provides opportunities for
early diagnosis and timely recommendations whichegeficial to the learners since
they can be assisted in their areas of weaknesseme. Marope therefore finds fault in
the Namibian education system which apart from imglyheavily on teacher set
continuous assessment tests and examinations, rmesxpose its primary school
learners to any national or fully standardized exdEexaminations at any stage in the
primary education phase since the first fully exéérexamination is offered at grade ten.
The system thus ends up missing on the earliesbroppties to diagnose learning
problems and difficulties.

Marope (2005) notes further that the continuosessment marks awarded by
the teachers tend to be inconsistently higher ghamination marks and this according
to Marope (2005) could be due to the fact that maachers are uncertain about the
continuous assessment procedures and as a redulipeawarding learners a lot of
marks which they may not deserve. The result & ihithat, as Marope (2005, p. 37)
puts it, “...the learners end up being promoted thlothe grades without acquisition of
key grade equivalent competencies”. If the Namibraucation system was to
implement a basic PBAS then there would be neednfwoduction of standardized

external high stake assessments which would havattexh consequences on the
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performance of the learners, teachers and prirgipadn effort to improve the quality of

education in the country.

2.3.4 Controversies of Performance-Based Accountdity in education

While some studies, as will be discussed, havegmrgositive changes in the
teachers and principals teaching practices anddegerformance with introduction of
PBAS, PBA has not been totally embraced by everyane therefore there are some
people opposing PBA in education. Supitsyna (2a@t0ifirms that several years after
the NCLB policy was put into effect, the discourse accountability remains a hotly
contested issue in education. For instance, EIn@0®2) argues that schools which
experience extreme performance problems are ofterfranted with challenges and
obstacles for which the teachers have not had prm@paration to handle. Such
challenges include extreme poverty, cultural amgjlege diversity, unstable family and
community patterns. Elmore (2002) therefore alludbat for teachers to work
effectively under these conditions to the extewit tthey can be held accountable for
learner performance as PBAS requires then teachegyist to be professionally prepared
to handle such obstacles and if they are not psmieally prepared, PBA opponents feel
that the PBAS demands would be unreasonable. Elf@2@2) acknowledges further
that the PBAS demands in such cases are unreasdmatduse accountability being a
reciprocal process demands that if teachers andcipals have to make any

performance improvement then they should be pravidih the capacity to meet the
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expectation, whereas in extreme poverty strickamtriges, teachers and principals lack
even the most basic facilities for teaching andneg processes.

Also opposing PBAS in education, Hannaway and ltami{2008) and Penfield
& Lee (2010) argue that the high stake examinat@mmest scores used as measures of
qguality control by PBAS are inadequate since thaty only tell a part of an anecdote
and not the whole of it. They argue that no exationa or tests can examine everything
learners ought to learn such as social skills, teuiga and problem solving skills,
amongst others. The argument hence is that by PBA& examinations to measure
learners’ performance, important non- academicaugs are ignored or overlooked.

Hannaway and Hamilton (2008) also question thentige component of the
PBAS by arguing that while the rewards to the teexhand principals and
administrators due to learner performance are mamiotivate them, they also create
some problems such as altered behaviors in thévéem@nd principals behavior such
that the teachers and principals end up payingrtoch attention to the subjects that are
examined or measured and thus ignoring other impbireas of learning that are not
examined. Elmore (2002) thus concurs with Hannawag Hamilton (2008) by
observing that opponents of PBAS argue that bywdmg on measurable learner
performance, the rationale of schooling is not ardystricted but the work of teachers
and principals is also demeaned and trivialized.

While opponents may have several valid reasons@rsupporting PBAS in
education, Gariepy et al.(2009) point out that #mswer to excessive or ineffective

PBAS can and should never be zero accountabiligyiey et al. (2009) argue that just
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like engineers are held accountable when bridgesels, or buildings collapse due to
poor designing, doctors held accountable when mistidie out of their negligence,
teachers as professionals also have to be heldiatadde when learners fail to perform,
when teachers carry out mediocre lessons or eveo f@tend their classes.

In advocating for PBAS Supitsyna (2010) affirmattkhere is indeed need for
PBAS in education to ensure improvement in leapenformance. Supitsyna (2010)
notes that the absence of PBAS heralds overwheleomgequences to a great extent.
Such consequences may include increased belowgevpeaformance by learners, wide
achievement gaps between learners from the differsycio-economic groups.
Unfortunately the Namibian education is still suifig from such consequences due to
lack of PBAS in the education system. Supitsynd Q2@herefore concludes that when it
comes to quality education, accountability inevgaiecomes both a means and end of
policy making in education.

According to Leithwood (2005) the main objectiee introduction of PBAS in
education systems is the recognition that the &atrrachievement levels are low and
that by introducing more rigorous forms of exteraacountability, the standards of
achievements will improve. The rationale of PBASentucation hence is to make the
teachers and principals do something new or diftefeom their usual practice. The
teachers and principals’ practices are thereforecthd to focus on systematic and
continuous improvement of the quality of learningperiences of learners. Through a
PBAS, teachers and principals are also made tesutilemselves to the discipline of

measuring their success or failures through thenéga’ academic performance. Jaafar
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and Earl (2008) concur with Leithwood (2005) bymiwig out that PBAP are intended
to draw attention to academic performance sotdwthers and principals can improve
their teaching and therefore improve learning a@meents amongst the learners and
also so that schools administration can identifyysvaf capacity building to support
school plans for improvement.

Hannaway and Hamilton (2008) concur with Leithwg@®05) and report the
findings of a Research and Development (RAND) syrem Performance-Based
Accountability conducted in the USA in 2005 whickvealed that teachers and
principals in California, Pennsylvania and Georggeve responded positively to PBAP
instituted in the education system. They indicasd teachers have been focusing more
of their effort and time on achievement than thagl done before by working harder to
improve their own teaching practices in the sulgj¢lcait they teach. As a result the study
acknowledges that there has been an improvemetiteoquality of education which is
noticeable through the improved performance bynear in the three states.

A study by Poulson (1998) in eight schools in eféint parts of England also
confirms that making teachers accountable for Eraperformance has shown positive
results because teachers now realize that thegudnject to scrutiny. In response to the
guestion of accountability, a participant in theuBon (1998, p.422) study had the
following response; “...the whole issue of accourigbito parents, governors has
affected us in positive ways... it has forced us ¢fingd our practice”. It is therefore
imperative to note that this change of teachingfues for the better and commitment

to the teaching profession can have positive resoit the quality of the learning



30

outcomes and therefore apart from just providingcational inputs, Performance-Based
Accountability policy should be established in Nhiais education system to ensure

that teachers and principals are held accountabléné¢ learners’ performance.

2.3.5 Accountability to whom and for what?

Reporting to the public, which includes learngraents, the school community
and other educational stakeholders, is the most maom form of enforcing
accountability (Goertz et al. 2001; World Bank, 8nhd Sahlberg, 2008). Goertz et al.
(2001) further give examples of what schools cgoreon, which include reporting on
learner performance, learner school attendanc@odtopromotion and graduation rates
and financial issues like expenditures amongstrsthe

World Bank (2008) states two ways in which repgrtcan be done. The first
way of reporting is whereby the school and teacleesindirectly held accountable to
citizens. According to World Bank (2008) teachsh®uld be held accountable to the
principals who are accountable to the regionalc@afls, who are accountable to the
Ministers of Education, who are accountable toigarnt, and in a democracy, the
parliament is accountable to all its citizens. \WdBlank (2008) however notes that this
longer route of accounting is problematic when pecad in a weak democracy where
the ordinary citizen plays less or no role in diecismaking. Nevertheless the report
acknowledges that the long route helps to buildam overall supervision and

responsibility in the education system since tli@some sort of order.
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The other accountability route, on the other hasdnore direct. According to
World Bank (2008) and Sahlberg (2008) the teachrdsprincipals as service providers
are directly accountable to the clients who arepdwents and the school community. It
has more advantages since those who stand to thaini§, parents and learners) from
improved education have a greater voice and theisnare influential.

World Bank (2008) further points out that for etige reporting to take place the
public ought to have meaningful information acdeigsto them. According to Goertz et
al. (2001) the public needs such information to aednfor improvement from the
schools or even pick alternative schools for thheildren. The information should hence
be provided in a proper layout that can be easigeustood and, if required, World
Bank (2008) recommends that the public should &edd to ensure that the information
provided by the school is understood failure tochithe information provided may end
up being meaningless to the public. Secondly Wdkhk (2008) indicates that
information on the standards which the school otghheet should be made public and
accessible to the parents because for the parentsoltd the schools or teachers
accountable, they have to know the standards tcchwhihey are to hold them
accountable. Finally World Bank (2008) and Goettale(2001) note that there should
be in place a recognized means for the public fwress or voice their opinions and
receiving the feedback on their complaints

In Namibia, however, while learners continue tofgen below averagely in
most subjects, teachers and principals are notsexpto any demands of accountability

for the dismal performance of their learners (Dag#r, 2005; Marope, 2005; Ministry
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of Information and Broadcasting, 2006). Dentling2005) indicates that Performance-
Based Accountability in Namibia’s education remathe weakest of all forms of
accountability. According to the report, teachexpl@t the system since they are not
held accountable for learners’ performance. Thentp@, even though learners are
continuously performing poorly, teachers and ppats are not adequately held
accountable for the learners’ poor performance, ged taking such action could
probably contribute to improved quality of educatiavhich is one of the four major
goals of the Namibian education (MEC, 1993). Theegoment ought to put more
emphasis on educational outcomes, for example,lraady discussed, by making
teachers and principals responsible for the perdioe of the learners

The first research question of this study invesédahe views of teachers and
principals in the Khomas Education Region towardsdp held accountable for the
learning outcomes of their learners. A number ofdsts for example by Anderson
(2005), Mintrop and Trujillo (2007), Hannaway ahkimilton (2008) and Jackson
(2008) addressed the issue of teachers and priscgral education stakeholders’
perceptions of PBA and what stood out was the tiaat PBA in education is still a
controversial issue which has been in the pasy lnothtested. It was therefore apparent
that people have different views on PBA in eduaatio

Poulson (1998) argues that the different ways imclvibeachers perceive PBA
stems from their understanding of accountabilityeducation. For instance, Poulson
(1998) mentions that some teachers consider acability in education as ‘self

regulation’ and hence they feel not only respoesilor themselves as teachers and
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principals in ensuring they meet professional statel but also responsible to their

colleagues, parents, pupils and other educatidakébolders. Poulson (1998) proceeds
to identify the other group of teachers as those wdnsider accountability in education

as something which is externally forced on thenoulgh a number of mechanisms like

testing and inspection, amongst others. Poulso@8)1therefore argues that teachers’
understanding of accountability in education laygefluences their perceptions of PBA

in education. A number of themes therefore emergenh the review of literature

regarding teachers and principals perceptionsBA i education.

2.3.6 Performance-Based Accountability and learningchievements

According to research by (Cobb, 2002; Elmore, 208&derson, 2005;
Hannaway and Hamilton, 2008; Jackson, 2008; Ol28@8; Gariepy et al., 2009) it was
apparent that there is a consensus that counia@dave already implemented PBA in
their education systems have achieved improveaéegoerformance-However, while
there could be a general consensus that PBA inatidachas led to improved learner
performance in standardized tests, there areréliffeviews regarding the actual learning
that takes place (Cobb,2002; Kornhaber, 2006; Haapaand Hamilton 2008;
Jackson,2008). The point is that learners may sbayely due to the implemented
PBAS but that does not necessarily mean that tagg mastered the content knowledge
of the tested subjects. Cobb (2002) points outldanhers are also required to develop
skills, behaviors and habits of the mind that avepart of the cognitive domain and as

such evaluation of learner performance should beemwidely conceived rather than
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just measuring performance basing on single messwfe assessments such as
standardized or high stake examinations. TherefoareCobb’s opinion, multiple
measures of assessments should be used to evaedmmance since validity
(meaningfulness, or usefulness) of the inferencesvil from the test scores are

enhanced.

2.3.6.1 Performance-Based Accountability and behawial responses

In order to meet the demands of PBAS and as sutdinobkewards or avoid
sanctions, literature like (Cobb, 2002; Hanushedk BRaymond, 2005; Kornhaber, 2006;
Hannaway and Hamilton, 2008; Jackson, 2008) naitttiere has been an observable
behavioral change in the way teachers conduct rolass instruction. According to
Cobb (2002, p.9) “... incentives and disincentivesehéhe potential to influence the
behaviors of teachers and principals but such dwmyp not necessarily translate to
increased student learning”. The perception theeefs that PBA in education
transforms behavior amongst the teachers and palsciFor instance Hannaway and
Hamilton (2008) observe that teachers have ackrigele spending more instructional
time on grades, subjects and areas that are tastegposed to those that are not tested.
The perception therefore is that teachers spend @f time instructing learners on how
to pass the standardized tests by focusing morehentested areas or subjects.
Hannaway and Hamilton (2008) refer to this practisg¢eaching to the test.

Cheating in the examinations has been anothernaiise behavior resulting

from the implementation of PBAS whether by teacherslearners (Koretz 2002,
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Hanushek and Raymond, 2005; Hannaway and HamR@®d8). Teachers are therefore
of the opinion that there has been increased cigeatithe examinations in order to be
able to reach the set standards and to receivaetvards or avoid sanctions. For
example, Hannaway and Hamilton (2008) point out thatudy conducted in Chicago
revealed that there was a considerable increasmitimght cheating especially in low
achieving schools or classrooms since the intraoluctf high stake testing. Teachers in
two of the studied schools believe that teacherhair schools help learners to score
higher by changing the learners responses, fillindne blank spaces left by the learners
or even giving learners extra time when taking higgh stake examinations as opposed
to when they take the local examinations. Teactiersefore felt that in trying to meet
standards set by the PBAS, they have been undsesyeeand as such some teachers
had resorted to undesirable means of succeediaglikating. Hannaway and Hamilton
(2008) thus note that the stronger the incentiieBBAS, the stronger the motives to

cheat in the examinations by learners, teacherpandipals.

2.3.6.2 Performance-Based Accountability and teachenorale and job satisfaction

According to Poulson (1998), the teachers’ pelioaptof Performance-Based
Accountability in education affect their attitudegbeir teaching practices and morale.
Poulson (1998) notes that teachers’ morale will ediep on whether they view
accountability as something that comes from witdamad thus a responsibility (internal
accountability) or something which is externally pmsed on them (external

accountability). Elmore and Furhman (2001) point ¢hat internal accountability
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precedes external accountability because an intiVisl response to pressures of
external accountability depends on the individugksceptions of the responsibilities
that come with the teaching profession. For ingahow the teacher understands what
constitutes good instructional practice and wheegponsible for learners’ learning and
how they (teachers) account for the learning a@mnents of learners. In Elmore and
Furhman’s (2001) opinion if the teachers feel resjiae for the learners’ learning on
their own without the external pressures then taey bound to react positively to
demands of external accountability and thus pasithorale, otherwise if they do not
feel at all responsible then they may react neghtito any imposed external
accountability demands and thus negative moraletti® reason teacher morale could
possibly shift from either positive to negative oegative to positive with the
implementation of PBAS in education systems.
Mintrop and Trujillo (2007 p. 9)argue that effective school performance needs a

motivated staff. They therefore note that:

No change process can get off the ground and heised without teachers’

high involvement, and it is no secret that in manjow performing schools,

meeting the external expectations of continuousvtfraequires a high energy

level and time commitment, one that goes beyondcibrractual hours is

required.
Hannaway and Hamilton (2008) and Mintrop and Tiwj{R007) therefore observe that
the extra energy and time commitment level requivasl affected the teachers’ morale

in both negative and positive ways. Hannaway anohii@an (2008) reveal that a study
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conducted by RAND in three states in the USA fotlrat many teachers in those states
felt more demoralized especially with implementatiof PBAS. According to the
findings of the study 47% of teachers in Georgiatfeeir morale had changed for worse
as opposed to 15% who felt their morale had chargebetter. The same implied for
both California and Pennsylvania with 56% vs. 7% @8% vs. 6% respectively.

Jackson (2008) concurs with Hannaway and Hamil@008) by stating that
PBA policies have generally had negative impacteacther morale. As Mintrop and
Trujillo (2007) and Jackson (2008) note, teacliees that they have to work extra hard
in preparing for their lessons and as a result #m®y up using most of their official
working hours preparing for lessons. Jackson (2p084) quotes a principal’s response
on how much time teachers spend with the implentientaof PBAS in a school in
Northern Carolina as follows “ ...I see teachers vimglon Saturdays, | don't tell them
to; they do it because they need to get everytmeayly and | see them burning
themselves out”. Therefore it is apparent this afsgersonal time to prepare for official
duties has had negative impact on teacher morale.

Jackson (2008) also mentions few reasons othertti@mextra hours that have
led to the feeling of demoralization amongst tteckers. For instance, teachers reported
that they felt guilty and mortified especially Hdir learners failed to pass the high stake
examinations. Other reasons according to Jackse®@Bj2included fear of sanctions if
they failed to meet the PBAS demands, pressunapooive the learners’ test scores and

unfairness of some sanctions.
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It is imperative to note that despite the fact thtatdies reveal that majority of
teachers have become more demoralized by the inepiition of PBAS in education,
some teachers on the contrary feel that they haegerbe more encouraged and thus
motivated by the implementation of PBAS in eduaatisystems. Hannaway and
Hamilton (2008) observe that satisfaction is thg kactor in the few cases where
teachers’ morale had improved. As noted earlies dlear that PBAS in education has
raised performance amongst the learners and to sesobers this has been translated
into achievement and as such the source of imprawvadle and motivation. Sonnentag
and Fresse (2001) acknowledge that accomplishisistand performing at high level
can be a source of satisfaction and feeling of gprahd mastery in individuals.
Furthermore as is the case with PBAS, excellenfop@ance by both the learners and
teachers and principals is well rewarded and thezeteachers according to Hannaway
and Hamilton (2008) have reported that such resvdrave improved their morale
because they feel that their hard work is beinggazed and appreciated with rewards,
but most of all, the teachers reported that theyraore intrinsically motivated since
they feel it is their responsibility as teachers darry out their responsibilities

proficiently.

2.3.6.3 Performance-Based Accountability and learng resources and capacity

Cobb (2002) and Obara (2008) point out that dribe embedded suppositions
of PBAS is that by focusing on outcomes there wél an automatic improvement

amongst learners because schools that are categi@&underperforming will want to
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react to avoid sanctions put in place by the PBé&Sekample by teachers putting more
efforts in their work. Obara (2008) disputes thml asserts that in reality there exist
several other factors that teachers and principal® no control over but which often
impact negatively on learner achievement. Cobb ZP0flso disputes the PBAS
assumption and reveals that it is not always tlee ¢ather in reality schools that are
most in need of improvement often lack the capaotghange. Capacity, according to
Cobb (2002), goes beyond the necessary learningrialatresources or monetary
assistance but also the ability of a school comtyuim adopt implement and sustain
new practices, habits and programs.

According to Jackson (2008) teachers feel thatetieneed for schools to have
sufficient technical resources to support classraestruction. A study conducted by
Obara (2008) also reveals the same sentiments flfamteachers. An outstanding
example given by the teachers was classroom sizshwalffects the teacher learner ratio
and as a result how teachers and learners relatggdtlassroom instruction. Teachers
felt that some of their classes were over populabash others and as such have an
impact on the amount of learning that takes platehe classroom. Teachers thus
concluded that there exist high disparities in bbtlancial and technical resources
amongst schools and this negatively impacts on polaools and therefore disadvantage
teachers’ efforts to raise learner achievementthatefore they felt it was unfair to be
made accountable on the same level as teachers Virelrequipped schools. Cobb

(2002) is in agreement with the teachers’ views amdgues that it is extremely
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unrealistic to expect low resourced schools toesqkoblems such as raising learning
achievements without the resources or capacityteod

Cobb (2002), Hannaway and Hamilton (2008) and OWa£98) come to a
conclusion that before teachers are held accounfablany learning outcomes, teachers
must be provided with all the necessary proficiea@nd resources they need to meet
the targeted outcomes. For instance teachers shbeldwell prepared for the
responsibilities they will be faced with by the ¢bar preparation programs, and also
while in service they should be granted continugu®fessional development
opportunities and most of all they should be predidvith the sufficient technical

resources and time.

2.3.6.4 Performance-Based Accountability and learms’ background

Obara (2008) asserts that a number of factors suschhe learners’ socio-
economic status are overlooked by most PBAS in &thit yet it is an important factor
that teachers believe ought to be taken into adcédwtording to Obara (2008) a study
conducted in an elementary school in Georgia StatéSA shows that teachers believe
that learners’ socio-economic status plays a big irotheir learning achievements. For
instance, a sentiment by a respondent was thatth&HPBAS in place, teachers were
being judged without taking into consideration kived of learners’ each teacher taught.
In this teacher’'s opinion, some learners come frpopor and non supportive
environments and others are well placed economjicalld also have supportive

environment that is conducive for learning. Accagito the teacher, teachers who teach
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learners from better socio-economic backgrounds e a lot of support at home are
better placed than teachers whose learners comedoomr background with no support
and therefore the slightest achievement by the pearners for instance 20%
improvement could mean much more than 40% improweime the privileged learners.
The point therefore is that teachers feel it isaumto be judged on the same standards
especially if they do not teach learners from thenes background or with the same
abilities.

While teachers may feel that poverty plays a keyoliaon learning achievements
amongst learners from poor background, Gariepyl.2809) dispute that opinion by
arguing that poverty is not and should never bexause for failure rather, individual's
ambitions should be highly placed and that therettbomeet these aspirations should be
pursued unrelentingly. Anderson (2005) is in agreanwith Gariepy et al. (2009) and
states that literature is full of teachers who despf extreme challenges and obstacles
are able to improve performance and make learneggdel. Anderson (2005) notes that
overcoming obstacles and challenges to succeedducagion is possible through
zealousness and therefore schools that want targuiish the goal of ensuring all their
learners excel irrespective of their backgroun@snaost likely to have strong and stable
teachers who look beyond the challenges. Anderaf®5), therefore, notes that
strength comes from factors such as greater maspérgontent and visionary
instructional leadership while stability shows gathers’ commitment to the learners

and a great sense of internal accountability.
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2.3.6.5 Performance-Based Accountability and teachattrition

According to Jackson (2008), Murnane & Papay (204M)l Hout & Elliot
(2011) teacher attrition is the rate at which teashransfer from schools especially
those categorized as poor performing or quit tlaehmg profession. Teacher attrition
has been directly linked to the implementation &AB in some education systems.
Pedulla et al. as cited by Jackson (2008) revethdin study, that more than half of their
responding teachers felt they would consider teassfrom poor performing schools to
better performing ones to avoid being sanctioneguleely in the below average
performing schools in which they were teaching.

As already discussed, studies reveal that impleatient of PBAS in education,
for instance in the USA, has had both positive aegative impacts on teacher morale.
Teacher morale is an important aspect when it camaotivation and job satisfaction.
Hout and Elliot (2011) explain how the incentives a PBAS are likely to cause
motivation or demoralization of teachers. They pauat that although the incentives
component of PBAS is often planned in such a mativarevery individual is given the
same target, for some, often the target is easgaoh while for others it may prove to
be rather difficult. Hence, they conclude that ¢ffect of incentives is likely to differ in
such a way that those who find the targets easydch may be encouraged by the
incentive while at the same time discouraging tlkefggmance those who find the
targets to be unreachable. When such teachersispetudaged by their performances,
they get demoralized. According to Obara (2008) &wlt and Elliot (2011) a

demoralized teacher has low self esteem and thihage an effect on how satisfying a
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teacher finds the teaching profession. They thdgate that teachers who find teaching
to be dissatisfying are likely to quit the teachprgfession.

The study by Jackson (2008) found that one of #esaons for considering
transfers from low performing schools to betterf@aning schools is less pressure to
raise student test scores. The study found thaé than half of the respondents felt that
being in low performing schools disadvantaged thmwoause they have to work extra
hard to raise the learners test scores since tigepydged on the same criteria as better
performing schools and the result of that is egtessure to perform. In the respondents
opinion, teaching in better performing schools wloulean less pressure to perform
since they believe that such schools have betsgraped learners who are likely to get
supportive environment at home, have better legrmesources which enhances
classroom instruction and leads to better learr@ngievements, have learners with
fewer discipline issues and finally, the teacherdetter performing school have better
administrative support. Hence, in the respondeviesi, teachers in better performing
schools are not any better than teachers in patorpgng schools rather the difference
lies in the learners and the working conditionsteachers.

The study by Jackson (2008) also reveals that sdrtiee teachers felt that if the
PBAS was not unfair given that it judges all thadeers equally regardless of the
challenges some experience then they would noticemshe transfers because they
believe their learners also make progress onlyithmtly not be as much as is expected
of them. The same study also found that none ofrdspondents surveyed from

excelling schools would wish to transfer to poorf@ening schools.
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Jackson (2008) asserts that in extreme cases sdtdigction in the teaching
profession as a result of implementation of PBA&Ne& teachers have opted to quit
teaching all together. Jackson cites a study odedun Texas by Hoffman et al. (2001)
which reveals that 85% of teachers surveyed belibvat some teachers leave the
teaching profession mainly because of the demarddBBAS implemented in the
education system. According to the respondentsjarm@ason for leaving the teaching
profession was extreme pressure felt by teacherade test scores and the fear of being
sanctioned as a result of not reaching the setiatds.

While some of the teachers feel that the pressuggetform is extreme and as
such view PBAS in education negatively, some teache fact believe that teachers
who cannot cope with the pressure ought to leageirstance, a respondent in a study
conducted by Obara (2008) believes that being pdenthe microscope is indeed a
good thing and should be viewed positively by tbachers given that the demands of
the PBAS in education would identify lazy and hararking teachers, in reference to
being able to cope up with pressure to perform. fdspondent therefore feels that
teachers who cannot cope under pressure should tka\profession because apart from
being bad examples to incoming teachers, they aféect learning achievements
negatively. In addition, by them leaving, the ediscasystem would be left with hard
working teachers who cannot crush under pressure.

Jackson (2008) therefore concludes that the rateadhers transferring from
poor performing schools to better ones, or leavihg profession affects poorly

performing schools more than the better perforngagools, not to mention that most
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poor performing schools have majority of their teas coming from poor and
unsupportive background. Jackson (2008) therefarestipns if the objective of
narrowing the achievement gaps between the diffessigcio-economic groups can

actually be accomplished at this rate.

2.3.6.6 Performance-Based Accountability and learme behavior/attitude and
placement

Learners learning experiences have changed witmtplementation of PBAS in
education systems and research shows that thesgesh)as perceived by teachers, have
had both positive and negative impacts on the éarmttitudes and behaviors (Jackson,
2008; Hannaway & Hamilton, 2008; Murnane & Pap®i@.

A study conducted by Jackson (2008) in Northerno@za elementary schools
reveals that teachers feel that PBAS have had meglative and positive consequences
on the learners’ behaviors and attitudes. In tlesponses, 28% of the surveyed teachers
responded that learners are more prepared forimggrbh5% believe that learners are
more confident, however 61% of the responding tewclieel that learners are more
anxious and 24% responded that learners are ledglent with the implementation of
high stake testing. According to Jackson (200&) réspondents identified the effects of
high stake examinations implementation amongsemfit groups of learning abilities.
For instance, the respondents agree that the denadi®BAS have had no effect on the
high ability learners since they are confident #mes not threatened by sanctions such
as grade retention should they fail to pass thé Bigke examinations. However, the

respondents also agreed that the implementatiorhigli stake examinations has
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motivated learners with average abilities and thostebelow proficiency levels because
the expectations set by the curriculum is just wvitthe reach of this average ability
group, although most of the motivation comes frdw threat of grade retention if the
learners do not pass the high stake examinatiohs. résponding teachers however
observe that the most negatively affected groufows ability learners who become
frustrated in the process of learning and prepaionghe high stake examinations. This
frustration in grasping the curriculum then tratestain misbehavior and indiscipline.
Jackson (2008) therefore asserts that while pesdifects of implementation of
PBAS in Northern Carolina cites high achievemenbiagst some learners, negative
consequences on the other hand reveal that leaanershowing more signs of stress,
discipline problems, increased absenteeism, psggiual disorders which are a direct
result of negative motivation and testing anxielgickson (2008) therefore notes that
such negative consequences tend to affect how eeanperform in the high stake
examinations and as a result, should they failetkeminations then they could be at a
risk of receiving unfavorable placements such asigretention which is believed to be
a reason of school dropout. Jackson thereforesarthat while the intention of PBAS is
to improve learning achievements, care should kentdecause of its potential negative
consequences such as low learning achievement®dae motivation by learners and

grade retentions which may end up increasing sath@g outs.
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2.3.7 Holding principals and teachers accountablef learning outcomes

The second research question of the study reqtheedentification of ways in
which teachers and principals in the Khomas EdonaRegion could be made more
accountable for the learning outcomes of theirniees. According to Schater (n.d) an
important reason why teachers ought to be helduatable for learning achievements is
because the act of holding teachers accountablfdoearning outcomes can help focus
effort on actual teaching performance and thus igeoeonstructive knowledge base to
develop teacher quality. EImore and Fuhrman (2@@4)n agreement with Schater (n.d)
by acknowledging that holding teachers accounttsl@chievement of the set learning
goals makes teachers to be more focused on thaik wod also increases energy
devoted to instruction. They conclude that it isdhto picture a successful education
system without PBAS in place. There are varioussmaywhich teachers can be held
accountable for learners’ learning achievementsthey are discussed in the following

sections.

2.3.7.1 Public reporting

Goertz et al. (2001) point out that public repaytiof learners’ learning
achievements is the most basic form of accountgb{iobb (2002) however adds that
due to its simple nature, often it is not of highke or consequential to the teachers and
learners but it is still an important form of acatability in education. Gariepy et al.
(2009) note that public reporting calls for morangparency in education, and as such

keeps the public informed on school progress.
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Cobb (2002) points out that schools ought to refmthe public both cognitive
and non-cognitive measures of learners’ performa@ebb (2002) thus notes that
schools are required to give an account of themg@ams and performance, individual
learners’ performance through report cards. Colil®Z® asserts that at minimum, the
report cards should report on student performancdocal or national examinations.
Public reporting of non-cognitive measures incladlethe other factors that affect the
learning process such as learner school attenddrae out and graduation rates, learner
discipline, teacher quality, fiscal resources al#dé to the school etc. Goertz et al.
(2001) advise that the public can use the infoionaavailed to them to demand for
better performance or even choose alternativedslior their children.

Cobb (2002) warns though that if public reportiras o be used effectively as
the only way of holding teachers accountable fog tbarning achievements then
reporting should be more rigorous so that only digclosure of information by schools
is encouraged. Cobb (2002) argues that public tegoas is currently practiced in most
education systems tends to be very selective amti@s reports on certain aspects and
leave out those which are not in the school's fatariepy et al. (2009) concur with
Cobb (2002) by stating that one directional repgrtis shallow and not useful to the
public hence for reporting to be transparent awtt mh useful information, schools
should not only report on achievements but failures even if they may portray
negative picture of the school because that isotilg way that the public may get to

know the actual picture and find ways to intervene.
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In conclusion, Hanushek and Raymond (2005) ackrayeethat any form of
accountability in education is better than no acotability at all because they believe
that accountability in education tends to leadai@ér achievement growth than would
have occurred without any accountability. Howeverytwarn that the use of reporting
as a primary or the only accountability mechanisss minimal impact on learners’
performance because the impact of accountabilitieaming achievements is obtained
by attaching consequences such as rewards andosesnt the performance of both

teachers and learners.

2.3.7.2 School inspection

Wilcox (2000) defines school inspection as the ficacf evaluating the quality
and /or performance of schools by agents who areéinectly involved with the schools
but are specially appointed to assess the scholads ake known as the inspectors of
schools. Wilcox (2000) affirms that the practice ingpecting schools is almost a
worldwide educational practice. Wilcox (2000) atdaserves that lately many countries
having been faced with increasing demands for agetility and transparency in
education have re-examined their inspection systé&imsinstance, Word Bank (2008)
indicates that several countries in Sub Saharaitafnave inspectorates within their
education systems. The school inspectors therdfave to make regular visits to the
schools under their care to observe what goes dheanschools and classrooms and

report what was observed to the MoE.
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The rationale of inspection is, firstly, that teacd get to know that they are
constantly under observation and subject to evalnafor which there is potential
consequences like sanctions. Secondly, the pratesspection is likely to bring to the
attention of the MoE whatever challenges the taachee faced with and as such try to
provide or find solutions to the challenges witke thim of improving the education
standards. In this case inspection is thus viewsdaving potential consequence of
improvement of the schools that are inspected (Bank, 2008; Wilcox, 2000).

According to Wilcox (2000) and World Bank (2008)etteffectiveness of
inspection as a mechanism of accountability in atlan is questionable since it if faced
by a number of challenges for instance, on cratilolf the inspection reports. This is a
challenge as Wilcox (2000) notes since there isldaoy to generalize inspection
findings even if sampling was not done adequatalyilcox (2000) further notes that
there exists a problem of transparency betweeméea@nd the inspectors and therefore
the reports from inspection often lack credibilidccording to Wilcox (2000) inspection
of schools is not only the oldest but one of thedely used mechanisms of
accountability and should be able to serve the qgmept is designed for. Measures
therefore have to be taken to ensure credibilityhef reports from inspection so that

schools can be assisted to raise or reach theedrgeandards in education.

2.3.7.3 Incentives in Performance-Based Accountaltyf Systems

A PBAS is created when there is acknowledgemettteéxistence of a problem

in achieving the desired outcomes and is desigoeddtér service providers’ behavior.
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At the center of PBAS are incentives to drive tlimanges linked to performance or
reaching the set goals (Stetcher and Camm, 20d@ducation, the NCLB policy of the
USA education system is considered to be in thee finont of championing
Performance-Based Accountability of teachers, jads and learners. The following
section will therefore address the incentives aspédBAS in trying to ensure that
teachers and principals are held accountable &letdrners’ learning achievements.

Studies by Supovitz, (2010) and Elmore (2002) rs&hewn that incentives have
impacts on teachers’ instructional practices. Retance, Supovitz (2010) indicates that
extrinsic rewards and sanctions linked with higekettesting serve to motivate teachers
across the education systems of many countriestiieuassumption here is that it is lack
of will rather than lack of capacity that standghe way of system wide improvement.
A study by Jackson (2008) in the Northern Caroktate revealed that even though
many teachers were not motivated with the introdacbf high stake examinations,
66.8% of the teachers felt that teachers shouldapetioned or rewarded for learners’
achievement in the standardized or the high staimmmations as they believe that such
incentives are a motivation and help un motivagsthers to change their instructional
practices which they believe help improve learnpesformance.

However, it is not always that incentives lead topriovement of learning
achievements through change of instructional prastby teachers; some studies have
shown no changes on teachers’ teaching practicegenr negative impacts of incentives

on teachers. For instance Elmore (2002, p.21) artha:
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...no externally administered incentive whether bevtard or sanction will automatically result
in the creation of an effective improvement prodesgde schools and school systems. Nor will
any incentive necessarily have a predictable eff@cbss schools. The effect of incentives is
contingent on capacity of individuals... to receilie message the incentive carries, to translate it

into concrete and effective course of action aretete that action.

Hout and Elliot (2011) also note that even thouglmiany situations incentives
work in a straight forward manner by producing tesired change in individuals to
reach the set target, there are also situationwhith the incentives do the direct
opposite of what was intended, such as failing redpce the desired effect and for
example driving teachers away from their jobs. pbet therefore is that incentives do
not automatically lead to improvements but can dmyeffective if the message carried
by the incentives is well translated into actionstsas, change of instructional practices
for the better by the teachers, or learning hdlyitthe learners.

Moore, as cited by Stetcher and Camm (2010) fbeyevarns that a successful
incentives structure should answer the followintalvguestions otherwise it may not
impact on teachers teaching practices. The ingestructure should for instance ask; if
the changes of teachers teaching practices leath@vement of the set goals of a
PBAS, will they benefit? And should they fail toagtge their teaching practices and as a
result fail to meet the set goals, will they be gdemed? The point Moore argues is that if
there is no personal benefit attached to the chah@pehavior (teaching practices) then
the risk of undesirable consequences increase sheEeteachers may not see any

personal connection to the success as a directt reSihe change in the teaching
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practices and may as a result avoid the changes #iwey will be comfortable with their

status quo.

2.3.7.3.1 Incentives structure

A well planned incentives structure should inclusteh rewards and sanctions.
Some of these incentives may include the possitideteon a service provider, in this
case the teachers’ reputation of reporting theifopmance. Secondly, incentives can be
in form of specific resources that are availedeachers or schools based on their level
of performance. Thirdly, incentives can be in foofmspecific promotions and training
opportunities and bonuses that are awarded toithdéaV teachers. Finally, an incentive
could be in the form of sanctions on individualdears or schools that fail to realize
certain behavioral changes such as teaching peactltat the PBAS seek to achieve

(Stetcher and Camm, 2010).

2.3.8 Possible challenges to Performance-Based Agntability Systems

The third research question required the identibcaof some challenges likely
to face a PBAS in the Khomas Education Region. a¢wtudies for example, Stetcher
and Camm (2010), Cobb (2002) and Elmore (2002) bearly outlined some obstacles
PBAS in education systems face or are likely tdaoed with. Some of these challenges

are discussed as follows.
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2.3.8.1 Resources and capacity problem

Cobb (2002), Elmore (2002) and Leithwood (2005)eobs that one major
problem likely to face any PBAS in education systeim both lack of resources and
capacity. Cobb (2002) asserts that the major assompf a PBAS is that the focus on
results will automatically lead to improvement. Gof2002) however argues that the
reality is that schools that perform poorly areenftthe ones in most need of
improvement and which often lack the resourcescapdcity to do so. Resources in this
case have to do with monetary and tangible thikgsghysical learning structures and
instructional materials. Capacity on the other hhad to do with the leadership, ability
of a school community to adapt to, implement arstasn changes such as new teaching
practices, learning habits and programs.

Elmore (2002) stresses that regardless of how desligned PBAS are they are
only as effective as the capacity of the schoolespond. Elmore (2002) further depicts
that PBAS cannot mobilize resources that schoals taerefore the first step ought to
be the provision of the necessary teaching anadhileguresources to schools which need
them, often the ones that perform poorly. EImoré0@ thus notes that other than
availability of the necessary resources, teachesponses to PBAS vary depending on
how well they manage themselves to improve theiructional practices. The argument
created here by Elmore (2002) is that PBAS do rmise teachers to improve
automatically, instead they create advantageoudittoms for teachers to work in by
focusing their work and teaching practices in paftér ways that are likely to lead to

improved performance by the learners.
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2.3.8.2 Goal displacement

Julnes (2006) defines goal displacement as thenat@n of individuals to
intentionally alter their actions in areas that hetng measured so as to improve the
ratings of their performance. Julnes (2006) walmst tconcentrating on the wrong
practices can lead to destroying a program ratiaar producing desirable outcomes. For
instance, implementation of PBAS in education systdike in the USA has been
associated with behavioral changes and changestiuctional practices by the teachers
(Cobb, 2002; Hanushek & Raymond, 2005; Kornhab@ds2Jacob, 2007; Hannaway &
Hamilton, 2008; Jackson, 2008).

To demonstrate goal displacement in educatione3u|8006) gives an example
of the PBAS goal to improve learners’ achieveménvugh test scores. While the goal
may be to improve test scores, it is expected thattest scores improve through
improved learning experiences by the learnersraswat of better instructional practices
by the teachers (Cobb, 2002; Hannaway and Hami&668). However, Hanushek and
Raymond (2005) and Julnes (2006) observe thatighjgst an ideal situation that is
expected of the teachers which is not always tise.chostead, as they note, teachers
have come up with certain practices to improve rtipgrformance ratings such as
teaching to the test. This is the practice of teexheaching narrowly, focusing on
grades likely to be tested through high stake ematimns or concentrating on subject
areas likely to be tested by the high stake exatmima thus ignoring other areas.
Hannaway and Hamilton (2008) and Julnes (2006) tltae some teachers go to the

extent of cheating, this is the practice of teaglading learners directly to score highly
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for example by assisting them to answer the exatioins or even filling in the blank
spaces left by the learners after the exam sesdd@asrding to Julnes (2006) and Jacob
(2007) such practices by teachers end up distottiegyoals of PBAS in education.

Goal displacement therefore occurs if teachersrgtiee other aspects of desired
learning experience and focus only on teachingnkrartested topics or in other cases
how to pass the standardized tests. The resu#éaghing to the test or cheating is that
not only are important learning activities disredgd and thus learners taken advantage
of but also the validity of testing as a measureeacher effectiveness is distorted.
Julnes (2006) therefore concludes that PBAS amdyliko face real obstacles if high
stake testing as a measure of teacher effectivasatistorted by goal displacement as
has been described. This is because high stakegtében loses validity since what is
being measured is no longer the overall effectisenef the teacher in a classroom
environment but rather the ability of the teacherseach learners how to take tests and
score highly. In the same way, Julnes (2006) ind&#hat for the learners, the learning
that has taken place is no longer what is beingsored instead what is being measured
by these displaced goals is the ability of learneranswer the high stake examinations.
Whereas PBAS goals may be to improve learnerg’escthrough improved learning
experiences the challenge it is likely to be faweth is learners improving test scores

while no actual or limited learning takes place.
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2.3.8.3 Equity issues

Issues of equity are likely to cause major setbatlEBAS in education systems.
Goertz et al. (2001) note that equity issues agelg affected by learners’ backgrounds
and schools serving high concentrations of poanka. It is imperative for PBAS to
address the challenges likely to be brought by tgqssues because according to
Anderson (2005) one of the PBAS goals is to closeeduce the achievement gaps
between disadvantaged and privileged learners.

Goertz et al. (2001) point out that by PBAS nottoalhing the differences in
socio-economic characteristics, unfair comparisares permitted. However they note
that PBAS are all inclusive irrespective of learhackgrounds and schools serving high
concentrations of poor learners because it promategss to the general education
curriculum and provides incentives to educateeariers to higher standards. Hence if
PBAS controls the socio- economic factors amonggtners and schools the message
portrayed would instead be that poor or disadvatagarners are subject to low a
expectation which is never the case because theyegrected to have same if not
greater ambitions than the privileged learners.

Goertz et al. (2001) assert that for PBAS to addesgpuity concerns such as
closing the achievement gaps between learners ftereht backgrounds, the PBAS
ought to ensure that all learners have compara&alming opportunities. Goertz at al.
(2001) note that this is one of the most challegggsues most PBAS in most countries
education systems, including the USA’s NCLB areethavith. This is because the

PBAS has to ensure that the learners are taugktdmhers who have a great content
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knowledge and pedagogical skills to teach the culum to diverse learners. The
challenge therefore is not only in the provision leghly qualified and competent

teachers and other learning resources and inputdlfithe learners under the PBAS, but
a greater challenge lies in the inability of theA®™Bto address the differences in the
home environment and the support learners get when get back home. This is

because learners from higher socio- economic backgktend to get more support and
direction as academics is concerned as opposeabge tfrom lower socio- economic

backgrounds (Obara, 2008).

2.3.9 Chapter summary

This chapter provided and discussed the theordtmadework that informed the
study. The components of a basic PBAS in educatere also discussed at length in
this chapter. Also discussed in details were Hseids concerning PBA in education
which included the controversies arising from indials who oppose PBA in education
and those who argue in favor of PBA education sgsta order to improve the quality
of learning achievements. Finally, different stgdigere reviewed in order to identify
gaps in knowledge in this study on how teachers @rndcipals perceive PBA in
education, how teachers and principals can be hetbuntable for their learners’

performance and possible challenges to PBAS inagaurc
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CHAPTER 3
RESEARCH METHODOLOGY

3.1 Introduction

The purpose of this study was to gain profound tstdading of Performance-
Based Accountability of primary school teachers agmihcipals in the Khomas
Education Region of Namibia. The study thereforeugbd to comprehend the
perceptions of the primary school teachers andccyparts in the region regarding being
held accountable for the performance of their leesnThe study further investigated
ways in which primary school teachers and prinsigaluld be made more accountable
for the performance of their learners. Finally ghedy looked into challenges likely to
affect Performance-Based Accountability of the bems and principals. Thus in this
chapter, the researcher discusses the studysrobselesign, sample and sampling
procedures, research instruments, data collectionepures, data analysis procedures

and finally ethical concerns of the study.

3.2 Research design

Since the rationale of this study was to gain apdeederstanding of PBA of
primary school teachers and principals in the Kh®mducation Region, the nature of
the research questions that guided the study ctdlethe researcher to dig deep and as
such collect rich data and for this reason a mleltipase study qualitative research
design was used to conduct the study. Gay et @09.12) describe qualitative study

as research that:
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...Seeks to probe deeply into the research settiodtiain in-depth understanding about the way
things are, why they are the way they are and @participants in the context perceive them.
To achieve the detailed understandings they seehljitgfive researchers must undertake
sustained, in-depth, in-context research that alltvem to uncover subtle, less, overt, personal

understandings.

Furthermore, unlike quantitative research which ipaates and controls
contexts in which the studies are conducted, ppatnts in this study were studied in
their natural and non-contrived environment. Thevas therefore an extensive
interaction with majority of the participants inethschools to obtain data. This
interaction was of utmost importance since it pmesg@ an opportunity for the
participants to express themselves without beingntoin any way. Robson (2009)
indicates that this wide interaction by the reskarcand the participants allows the
researcher to obtain various responses with vaneanings and as such a phenomenon
has varied meanings and ought not to be generadizégithe case of quantitative study.

While there are various approaches to qualitatesearch design, this study
employed the multiple case study approach. Eveadgihdhe focus of this study was to
understand a single phenomenon i.e. PerformancedBAscountability, parallel data
was collected from assorted participants in diffiérgtes to make comparisons and also
build the theory of Performance-Based Accountabilit education. For this reason, a
multiple case study of five primary schools in tkekomas Education Region was
conducted to understand Performance-Based Accalitytaftom the participants’
perspectives. Robson, (2009) warns against theomigption that the reason behind the

different cases is for the purpose of generaliratibthe study results to its population.
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Yin as cited by Robson (2009) expounds that cagrgint multiple case studies is like
conducting multiple experiments, which follow dwaliion logic and as such any
generalization of results from the study is madeth® theory and not populations.
Robson thus concludes that multiple case studiengthen the study outcome by
replicating a pattern which may predict the same contrasting results but for
predictable reasons. This therefore increases ¢iméidence in the robustness of the

theory guiding the study.

3.3 Population

The population of the study consisted of primarjosd teachers, principals,
parents and school inspectors in the Khomas Educ&egion. The results of the study

however were not generalized to the populationesthe study was qualitative in nature.

3.4 Sample and sampling procedures

Gay et al. (2009) describe sampling as the proeediiidentifying and choosing
a number of individuals (sample) from a larger growith similar characteristics
(population). Gay et al. (2009) further describealgjative samples as often being
smaller and not representats@mpared to quantitative sample. This is becausévibe
research approaches differ in aims and needs.inBtance, the qualitative researchers
require in depth data from participants’ pointwiefv regarding a phenomenon and thus
only need few but information rich participantsc8edly, as Robson (2002) points out,

qualitative samples are not meant to representpthigulation as is the case with



62

guantitative samples thus the findings of qualilastudies are never generalized to the
population since they lack external validity. Fhistreason, the qualitative samples are
smaller than the quantitative samples.

In this study, five primary schools were purpodgfaelected to participate in the
study. Gay et al. (2009) defines purposive sam@m@ sampling procedure in which
the researcher intentionally identifies criteria fdhoosing the samples. There was a
criteria outlined for the selection of the fivepary schools that were studied. The first
criterion was that the schools from which the teashand principals would be drawn
had to be primary schools within the Khomas EdocaRegion of Namibia. The second
criterion was of teachers and principals from thpsmary schools that kept records on
learner performance and also had in the past leldhis to report to stakeholders like
parents on learning achievements. Thirdly, as Aswie(2005) notes that accountability
systems based on performance demand that sch@&oleean on learners achievement
and report to the public on learning achievemerassequently, the third and the most
important criterion was based on school performandeus, three of the sampled
schools had to have been excelling on grade sexamieations for the past five years,
whereas the other two had to be schools that hatvbéeaen excelling in the same grade
seven examinations. Regional education officialgeweequested to assist with the
selection of the five primary schools based ondleieria.

Once the five schools from which the teachers amttipals (sample) who were
the major respondents of this study were identifeedtratified purposeful samplimgas

employed to select participants from the five sdqioRobson (2002) describes stratified
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purposive sampling as the process of dividing theufation into several groups based
on members of the group sharing particular charaties. After which purposive
sampling is done within the groups, in essenceséiected sample ought to meet certain
outlined criteria. The population was thereforeidid into various groups (strata). The
groups identified were principals, teachers, paieanhd school inspectors. The five
principals of the five sampled schools automatyctitmed the sample because as Heim
(2006) notes that as school principals, they bearésponsibility to ensure demands of
accountability are met and therefore play an imgodrtole in the implementation of any
formulated accountability policies.

The second group whose members were also samptedhatically was the
parents. Since a qualitative study is only intex@sn the information richness and no
guantitative data, the board chairpersons of edcth® five primary schools were
automatically selected because as Heim (2006) tasséney as school board
chairpersons represent the interests of parentsr@endommunity and therefore would
be best placed to respond to accountability issaaserning parents.

The third group was that of school inspectors. Tsgaior Khomas Education
Region school inspectors were sampled based orrierpe (the ones with the most
years of experience as Khomas Education Regiorosaispectors).

The fourth group but also the most important grags the teachers since they
are the ones who have to respond to demands ofiaiadnlity in education in that they
are tasked with the responsibility of educating & ners. The teachers sample was

drawn from experienced teachers in various sulgattgories. Experience in this case
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meant teachers with at least five years teachipgmance. Thus from each school, one
teacher from each of the four subject categoriegligh, Mathematics, sciences and
social studies) was selected based on the followiigria; experienced teachers who
spend extra instructional time especially for belaverage performers in their subjects
(Hannaway and Hamilton, 2008). The second critemeas that of teachers whose
learners’ performance gap was not extremely widee Third criterion was that of
teachers who had updated records on their learper&rmance.

While this study initially sampled a total of ttyirtwo respondents, the findings
were based on the responses of seventeen teditieesparents, four principals and two
school inspectors. The initial total of the samgitawn in the proposal was affected by
the fact that some respondents could not or werr@lple to participate in the study and
since participation in the study is out of free Iwihey could not be coerced to
participate. Therefore, one principal, two pareatsd four teachers declined to
participate, reducing the number of participantswenty six from the initial total of

thirty three respondents.
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3.5 Research instruments

The data was collected through interviews, obse@natand document analysis.
The three different instruments were used to enalaagulation of the data collected.
Gay et al. (2009) define triangulation as the psscef using several data collecting
strategies and sources so that the data obtained tfie different strategies or sources
can be cross checked. According to Gay et al. (R@@@ngulation gives qualitative
study data strength rather than relying on oneuns¢nt, or information source, two or
more sources and instruments are used to compleimemieaknesses of the others. For
instance, interviews can be used to help understarat was observed or document
analysis to provide a behind the scene informatibith may not be observable.

Interview guides were the prime instruments userbtiect data in this study and
they were used to collect information on what wavedirectly observable, for example,
information on participants’ views, thoughts, fegs and many more. Interview guides
for the different categories of respondents werpared in advance. Semi structured
interview guide was used because it has predetedwjnestions yet flexible at the same
time to allow additional questions or probing ire timterview process (Robson, 2002).
The interview questions were open ended to allogvréspondents to respond to the
guestions without being restricted and this alstowad them to give details.
Respondents of the same category responded toasinmierview questions. For
instance, there were some questions directed to$pectors for which neither parents
nor teachers could respond to, thus each categadythreir own set of questions. To

avoid interview biasness and ensure consistentyeirata collected, respondents of the
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particular group were asked similar questions. Thias also done to enhance
comparability of data during data analysis, thisngulation of data.

Interviews of principals and teachers were coretlitd determine their views on
being held accountable for the learning outcome$eif learners, and also to find their
views on how they can be held more accountabletferlearning outcomes of their
learners and finally any challenges they foresawnmgdementation of accountability
policy was concerned. Interviews of school inspecteere conducted to determine how
teachers and principals can be made more accoarftatihe learning outcomes of their
learners and also to identify any challenges likelyoe encountered by accountability
policy in the Khomas Education Region. Parentshendther hand were interviewed to
determine how primary school teachers and pringigah be made more accountable
for the learning outcomes of their learners.

Poulson (1998) notes that documentation, is a viagaling with accountability
issues since documentation creates transparencyrgmdved communication between
the school and stakeholders. Document analysisthvessused to obtain secondary data
on reporting performance and learner performancecuhents reviewed included
learners score records, letters to parents, cigulime tables, and policy documents.

The third instrument used to collect data in thisdg was non-participant
observation. Robson (2002) indicates that peoplet®ns and behaviors are key aspects
in almost all inquiries therefore the most natteahnique to obtain data in such settings
is to watch (observe) and record these actionsr afhich they are described, analyzed

and interpreted. Fundamentally, there are two typE&sobservation. Participatory



67

observation which allows the researcher to be algtisnvolved in the participants’
activities and therefore the researcher makes wds@ns while taking active part in
whatever is being studied. This study however ubedsecond type of observation
which is non-participant. In this type of obserwvatithe role adopted by the researcher
is a passive one, and hence does not take paftahig/being observed (Robson, 2002).
An observation schedule that had details of what t@abe observed for example the
school buildings and learning facilities, any laagnactivities after the regular teaching
hours was prepared. Notes on participants’ behandractions were then taken without
being directly involved in whatever is being obsstv Use of non-participant
observation was imperative because unlike intersiesvich required the participants to
respond to questions about their feelings, attéualed opinions, observations enabled
data to be obtained through watching and listetanghat the participants were doing
and saying. This was important since people do alaays respond truthfully to

interview questions. According to Robson (208210)

...Interview and gquestionnaires responses are no®ifior discrepancies between what people
say and what they do, will do or have done...howeleservation on the other hand allows for
the researcher to watch and listen to things asdhe Observation therefore compliments data

obtained by other techniques, such as data cdll¢lsteugh interviews, or questionnaires.



68

3.6 Pilot study and its findings

A pilot study was carried out prior to the actualdy. Robson (2002) and Gay et
al. (2009) note that in a qualitative inquiry, therpose of a pilot study is to test the
inclusiveness of the research questions, adequédyeoresearch instruments, and
evaluation of data collection and analysis techesquA pilot study thus enables the
researcher to identify and rectify any ambiguityd guossible setbacks likely to be
encountered by the actual study.

The pilot sample also come from Khomas Educatiogidtebut was not part of
the actual study sample from the five primary sdéhodwo primary schools were
selected based on criteria stated above. Two paisitwo teachers, two school board
chairpersons and an experienced inspector wereogpeiydly selected using the criteria
stated earlier on.

While the little data collected from the pilot sjuevas consistent with data
collected in the main study, there was need to naalfgstments in the interview guides.
The researcher realized that the interview sesdmngeachers and principals and the
inspectors of schools went beyond an hour yet tmty five minutes was programmed
for the interview, for that reason the lengthy imtew guides were shortened by
reducing the number of questions. This was madsilpledy the fact that the pilot study
also revealed that some questions in the guide wagele and did not yield the
responses the researcher expected, so the questomsephrased with the assistance of
the participants and some questions were comple¢ehpved to help reduce the total

number of questions and essentially helping withitiitial problem of time.
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Another finding by the pilot study was that frometparticipants’ responses,
different questions yielded similar responses, tyet researcher expected different
responses from the different questions. The rekeaiterefore rephrased some of the
guestions.

The pilot study also helped the researcher to r@zeghat some participants did
not comprehend some terms used in the intervievgtmunes hence the researcher found
alternative synonyms to use in some places andrstodel that there would be need to
explain some terms to the participants in the dctiady rather than assume that the

participants were acquainted with all the termglusehe study.

3.7 Data collection procedures

The researcher sought permission from the direcfoeducation of Khomas
Education Region to collect data by writing a letequesting permission to conduct the
study in the Khomas Education Region.

After permission to conduct the study was grantieel researcher consulted with
the Khomas Education Regional office to be assistél the selection of primary
schools that met the criteria outlined earlier o avith the selection of the school
inspectors. The researcher then made preliminafs\ud the schools to familiarize with
the sites, and to personally request the principalgarticipate in the study. The
researcher also asked for the principals’ assistaimc contacting school board

chairpersons, and selecting teachers who met theeadtated criteria.
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Once all the other participants had been selethedresearcher requested their
permission to participate in the study in persoadenappointments for the interviews,
and tried to create rapport by spending some tiitle tive participants. Before the actual
data collection the researcher sought informed exanfrom the participants. Ethical
issues involved in the study were also explainde ihterviews were conducted at the
convenience of the participants.

During the interview sessions, the researcher askmstions and allowed the
participants to respond without interrupting themualging their views. The researcher
also took notes during the interviews. Even thotnghresearcher had intended to record
the voices of any willing participants, none of ffaticipant agreed to be recorded. The
researcher also probed the participants by usimgsek such as (Do you mean? How do
you feel about that? Can you please elaboratedsplgive examples and many more) to
elicit detailed responses and also for clarity laf tesponses. This was done to enable
the researcher to capture all data during the i@er The interview time was
approximately one hour per participant although eavere shorter and others ran over
the approximated time. The observation notes wexdemn the field for accuracy and
comprehensiveness.

With permission granted by some participants, #searcher was also able to
analyze school documents and records. The anabfsihese documents provided
information on school policies, class size, learaehievement records and letters to

parents to report on learning achievements. Thinpnary data analysis started in the
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field and continued afterwards. The researcher Wwank to the participants for clarity

of some data.

3.8 Data analysis

The analysis of data was an ongoing process thgtnben the field and
continued after the data was collected. Inductiaadanalysis which enabled the
researcher to categorize data in the emerging themd categories (Gay et al. 2009)
was used to analyze the data. The data analysiseraicted according to the three
research questions of the study.

To obtain the emerging themes, the researcher ttgadigh raw data several
times to understand the responses from the patitsp Meaningful data from the
passages were identified and coded. Robson (2@0@jspout that coding is the process
of identifying and selecting texts or phrases whatlke meaningful and highlighting
them, so that similar ideas are highlighted with éxample same color of label or
highlighters. The idea behind coding basically wa®nable the researcher to quickly
retrieve and categorize texts that were assocwmitdda similar thematic idea so that
they could be examined collectively and comparisamsimilarities be made. Therefore
after reading severally through the raw data, #wst were highlighted in different
colors and the texts with similar colors were categpd together under the themes that
emerged. The researcher then made meanings ofathecdllected by interpreting the

themes.
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Demographics and profiles of the participating bems and principals were
presented in tables. Field notes from observatierevanalyzed descriptively (reporting

directly what was seen or heard on site) and reflely.

3.8.1 Trustworthiness of the study

According to Shenton (2004) and Gay et al. (20G9)qualitative research
requirements of validity and reliability are undiscussion since there are controversies
surrounding applicability of the traditional meassirof validity and reliability on
qualitative studies due to the nature of methodpleyed in qualitative research.
Therefore instead of using the terms reliabilitg amalidity in qualitative study, there are
propositions that the term trustworthiness showddused when addressing issues of
credibility, comparability and transferability ofiglitative research findings.

To establish trustworthiness in this study, in othwerds the credibility of the
study, the researcher employed triangulation; (@mg data obtained using different
instruments and comparing data from different regpots). The researcher also

confirmed the findings with participants for acaya

3.9 Ethical issues

Gay et al. (2009) and Robson (2002) define etimggssearch as moral principles
that have been laid down and that are widely aeckepEthics thus provide rules,
behavioral expectations about the best way to padicipants both in experimental and

social research studies. Robson (2002) warns ttat should never be collected at the
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expense of human beings and researchers ought gerveb ethical issues when

collecting data. Ethical standards therefore foasi® upon which researchers have to
evaluate their conduct in the process of collectiaga. This study observed ethical
issues in the process of data collection.

The researcher sought and obtained permissionttontgethe schools from the
director of Education in of the Khomas EducationgiBa. The researcher obtained
informed consent from all the participants who read signed informed consent forms
that were earlier on prepared by the researchee mdsearcher enlightened the
participants on the nature of the study so that tmeild only participate in the study out
of free will and could pull out of the study if théelt uncomfortable or wished to do so.
The nature of the study conducted did not expoge pdwticipants to any form of
physical or psychological harm since this is thesimasic and important ethical issue of
a study (Gay et al. 2009). All the participantsthirs study were treated with utmost
respect for the period that the study lasted. fBsearcher assured the participants of
anonymity and confidentiality during and after tl#udy, and therefore used
pseudonyms rather than their real names. The respaointhe participants was handled
discretely and was not discussed with other paditis or anyone else. Finally, for the
purposes of verification to avoid misinterpretatemd gratitude, the participants were

informed on the findings of the study
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3.10 Chapter summary

This chapter discussed the research design anddsethat were utilized in the
process of collecting and analyzing data for thedwt The nature of the research
problem and research questions sought for in deptlerstanding of PBA in education
from the participants’ perspective and as such #iptes case study approach of the
gualitative research design was employed. The watacollected by using interviews,
non-participant observation and document analyZasa was analyzed through reading,
coding; which was done by identifying and highligigt similar responses under the
same theme, comparisons and interpretation of #it@. dEthical issues that were

addressed in this study were also discussed irchiaister.
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CHAPTER 4
DATA ANALYSIS AND DISCUSSION

4.1 Introduction

As already mentioned in the previous chapter, tredyais of data collected in
five primary schools in the Khomas Education Regibegun while in the field and
continued after all the data was collected. Alsecdbed in the previous chapter, data
was collected by means of interviews, observatasdocument analysis. An inductive
analysis frame work, described in the methodolagyisn was used to analyze the data.

To enhance data analysis the research findings weganized primarily
according to the three research questions of thidys This was because the interview
guestions were categorized under the researchigoesind some questions targeted
specific category of respondents such as teadhspectors or parents while some drew
responses from all the participants.

Participants were given pseudonyms; thus differemrhes other than their real
names were used. The participating schools weceiddstified alphabetically based on
their academic performance for the past five yedile best performing school was
named school A, followed by School B, School Cvsrage performing followed by
school D and the worst performing school was naswaol E. This chapter reports the
findings on Performance-Based Accountability ofqary school teachers and principals

in the Khomas Education Region of Namibia
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4.1.1 Demographics and profiles of schools and paipants

4.1.1.1 School A

Primary school A, a former school for whites onfy the pre-independent
Namibia is situated in Windhoek, the capital cifyNamibia. The school is located in
one of the affluent serene residential areas incttye School A is over one hundred
years old.

School A has not only been identified as a schuwatl has been excelling in grade
seven examinations with above average performamcal isubjects but was recently
recognized as one of the best performing primahpgsls academically in the country.
Several certificates of School A’s achievement @amiaus subjects over the years were
publicly displayed on the reception and adminigiratoffice walls. This caught the
researchers’ attention the instant the researchéted into the administration office of
the school. The researcher noticed that the schadlbeen recognized nationally for
above average achievement in majority of the stjeiacluding Mathematics and
English. School A had also been acknowledged iatemally by conquesta Olympiad,
an international academic organization founded outls Africa, for its excellent
performances in various subjects. Therefore apanh the above average performance
in the grade seven examinations, the school has d&earded gold (70-75%) diamond
(76-84%) and platinum (85-100%) which is the begara from conquest recognition in

the various subjects from the year 2005 up to date.
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From the observations made, the school covers a aida of land and as such
the compound is spacious. The school was well eedipvith learning facilities and
buildings. Even though the school is over a centldy the buildings are in perfect
condition and not dilapidated. The buildings andilit#es observed included resource
center which was equipped with computers and ieterechool library, four storey
classroom buildings, computer and science labadestorstaffroom, administrative
building (which had offices for the principal, deépuorincipal and the secretaries),
sickbay, a school bus, a large play ground, fobthdh, netball pitch, a basketball and
a tennis court and a gymnasium hall. The schoollads a pre-primary school section.

The school had a learner population of seven hundrel twenty learners and
thirty five teachers. The researcher also noti¢ed the school had learners, teachers,
and administrators from different races, a few edjitseveral coloreds but majority of
the staff and learners were black. This was a plesgndicator that the learners come
from diverse cultural backgrounds.

There was notable seriousness amongst learnerseacdlers in the school. The
researcher noticed that when the classes were mndgarners were in the classrooms
and not loitering in the compound. Some of thelieas who were not in the classrooms
looked busy in the resource center. Very few teachesre in the staffroom and they
also seemed to be occupied for example some wesg marking learners’ exercise
books.

When the one o’clock bell rang, the researchercedtithat several learners,

teachers and the principal stayed behind while slefbdor their homes. The researcher
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saw learners forming several small groups undershades and some in classrooms and
seemed to be taking instruction from teachers.

As for the learners who left for their homes at asiclock, the researcher
noticed that none of them took the school bus asnitained parked in the yard. The
researcher observed that most learners were pitked school by their parents or
guardians in vehicles, a handful however took taxsoss the road from their school.
This was important because it was a possible itidicaof the socio-economic
background from which the learners in this schawohe from.

From this school the researcher was able to irdenall the individuals sampled
to participate in the study. This included the pipal, four teachers and the school
board chairperson who has held the position fardlyears.

Table 1

Demographics and profiles of teachers and principabf primary school A

Age (yrs Male Female Academic Teaching Position held ir
respondents respondents qualification experience the school

25-2¢ 1 Degret Syear: Teache

30-34 1 Diplome Tyear: Teache

35-39 1 Diplome 10year HOD

40-44 1 Diplome 17year HOD

45&ovel 1 Diplome 23year principa
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School A had both male and female participants whee experienced teachers basing
on the years of teaching experience. Majority of tbarticipants were holders of

Diploma in education however the youngest partitigead a degree in education.

4.1.1.2 School B

School B is a private primary school located witthe Central Business District
of Windhoek city. School B was established twelearg ago.

School B has been recognized for its excellenfopmance for the past five
years which happen to be five of the six occasitias the grade seven learners have
taken examinations since the schools’ establishni&stiool B also publicly displayed
certificates of achievements in the administratifiices. Grade seven learners have in
the last five years performed above averagely dnthel subjects, with the least
performance often in Mathematics and English. Alsmember of conquesta Olympiad
for the last seven years, school B has managedc&ve platinum awards for subjects
like social studies and science, gold and diamaveatds for the other subjects.

Situated in the city center, school B is constrdaa a small piece of land. The
buildings, mainly two to three storeys are buithsd to each other and therefore school
B is not spacious. The buildings and learning fiaed that were identified include a
library which was stocked with books, computer laory equipped with computers
and internet. The school had an administrativekoleith offices for the school director,
principal, deputy principal, secretary and the ptiom area. The researcher also saw a

staffroom, several classrooms and halls which weraished with chairs, desks,
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swimming pool, a gymnasium hall and a kitchen. Bbkool's basket ball court also
serves as a playground for the learners. The sdtasoh pre-primary section.

School B had twenty one teachers, five hundred tamohty five learners and
administrative and support staff. The researcheicen that the school had learners,
teachers, and administrators from different raee$ew whites, several coloreds but
majority of the staff and learners were black. Thigs a possible indicator that the
learners came from diverse cultural backgrounds.

The researcher observed that even though the saha®lenclosed to avert
distraction from outside activities, there was tdb noise and loud music from the
nearby shops and from the vehicles which movedemdads next to the school.

Despite the chaotic situation outside the schootgound, there seemed to be
seriousness amongst learners and teachers in tlo®lsdhe researcher noticed that
when the classes were ongoing learners were igldssrooms and not loitering in the
compound and the teachers seemed to be busy as well

The researcher noticed that none of the leareéirshie school compound at one
o’clock instead learners took their meals withie tompound and settled back to their
classrooms. There were learning activities goingafter one o’clock. Learners and
teachers left the school for their homes after fwalock.

The researcher noticed that majority of the leaamwegre picked from school in
vehicles by parents or guardians. A few othersgqactaxis by the roadside adjacent to
the school. This was important because it was asilplesindication of the socio-

economic background from which the learners in$blsool come from.
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From school B, the researcher was able to intervie principal, four teachers
and the school board chairperson who has helddsigign for four years.

Table 2

Demographics and profiles of teachers and principabf primary school B

Age (yrs Male Female Academic Teaching Position hel:
respondents  respondents gualification experience in the school

25-2¢ 1 Degret 6 year Teache

30-34 2 Degree 9 &10 yre Teacher and HO

35-39

40-44 1 Degret 21 year HOD

45&ovel 1 Degret 26 year principa

School B had both male and female participantso8cB the participants’ were also
experienced teachers. Unlike school A all the pgints were holders of degrees in

education.

4.1.1.3 School C

School C is located in one of the middle class &vps on the outskirts of

Windhoek city. The school was established twenty years ago.
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School C has been performing averagely on madsjests in the grade seven
examinations however the performance in Mathematicd English is still below
average. The researcher noticed few certificateshievement on public display on the
walls of the administration building. There waseawdence of the school taking part in
any international examinations for example by Cawa Olympiad like schools A and
B.

School C is built on a large piece of land heree lhuildings in the compound
are adequately spaced. The classrooms looked dlanast of their windowpanes were
either missing or shattered. The school had anradtration building which housed the
offices for the principal, deputy principal and thecretary. The researcher noticed that
there was no staffroom or common room for the teexlinstead teachers had their
working desks inside classrooms. The school also @dibrary. Most of the books
looked old, some were torn and others worn out. §d¢te®ol also had a few computers
and no internet. Finally the researcher noticeda e field, netball pitch, a basket ball
court and a school bus.

School C had twenty eight teachers, six hundred eigthty learners and
administrative and support staff. The researcheicen that the school had learners,
teachers, and administrators from different rasesgral coloreds but majority of the
staff and learners were black. This was a possidlieator that the learners came from
diverse cultural backgrounds.

The researcher observed little learning activigesng on beyond the official

school hours. There were three classrooms thatvhagl few learners with teachers
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giving instruction and a few teachers remainedhi@ school compound but did not
attend to the learners.

As for the learners who left at one o’clock, thee@rcher noticed that a few
learners were picked from school in vehicles byrtharents or guardians; some took
taxis while others used the school bus. The rekearalso observed that a number of
learners walked home in groups. This was impoitacause it was a possible indication
of the socio-economic background from which theress in this school come from.
From this school the researcher was able to irgerthe principal and three teachers.
Table 3

Demographics and profiles of teachers and principabf primary school C

Age Male Femal Academic Teaching Position helc
(yrs)

responden responden  qualification experience in the schoc
25-2¢
30-34 1 Diplome 10 year teache
35-39 1 Diplome 17 year teache
40-44 1 Diplome 18 year HOD
45& 1 Diplome 24 year Principa

over

School C had both male and female participants. pengcipants were holder of

Diplomas in education and had several year of iagawxperience.
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4.1.1.4 School D

School D is located in one of the poorest townslopdVindhoek city. The
school was established fourteen years ago.

School D’s performance for the past five years lbeen below average with the
poorest performance in English and Mathematics.réheere no certificates of
academic achievement on public display.

The researcher noticed that the school’'s neighlmattveas full of activities from
the community members. For instance there wagiadak across the school and thus
there was a lot of noise emitted by the taxis. €veere small food shops along the road
which helped the community members obtain what @atherwise be found in the
supermarkets in the city. Adjacent to the schdw, researcher also observed groups of
construction and manual workers buying cooked faodinly roast meat. These
activities resulted to loud noise which could beacly heard within the school
compound. The activities were also observable fireside the school compound since it
was not enclosed.

School D had a population of six hundred and thlggrners and eighteen
teachers. Majority of the learners were black amewacolored. No white learners were
observed in the school compound. This was a passidicator that the learners came
from diverse cultural.

All the learners left the school compound at oreook and there were no

learning activities taking place in School D beydhd official school hours. The school
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principal and a few teachers stayed behind and egémbe occupied with some work,
for example, the researcher saw some teachersngar&pks.

The researcher noticed that most learners lefstiheol compound and walked
in various directions in groups. A few learnerskidaxis from school. To the researcher,
this was possible indication that the learners cdroen different socio-economic
backgrounds.

From this school the researcher was able to irdertine principal, three teachers
and the school board chairperson who has helddbgign for the last two years.

Tabled4

Demographics and profiles of teachers and principabf primary school D

Age (yrs Male Female Academic teaching Position held in th
respondents respondents gualification experience school

25-2¢

30-34 1 1 Diploma: 10 & 12yr¢ teacher
35-39 1 Diplome 15 year HOD
40-44 1 Diplome 21 year principa

Participants’ in school D were both male and fenald were holders of diplomas in

education. The participants had over ten yearsaitting experience.
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4.1.1.5 School E

School E was established eleven years ago antuaes in one of the poorest
townships in Windhoek city. The school is locatedainoisy environment packed with
activities from the community members. For instartbere were several small
businesses going on outside the school compounds &ad other vehicles on the road
nearby the school emitted loud noise. The schoohtpound was not enclosed and
therefore the classrooms were exposed to activitied were going on in the
neighborhood.

School E is has been performing poorly with belasrage performance in most
subjects for the past five years. The researcheo albticed that there were no
certificates of achievement displayed publicly.

School E is very spacious since it has few building a large piece of land. The
buildings observed included classrooms which hakglegables and chairs for learners.
An administration building that housed the prin¢gaffice, the secretary’s office and
the reception area, a staffroom and a bookstoretelTtere no facilities like a library,
laboratories, computers for learners, internetceoteld, school bus, and a pre-primary
section.

School E had a population of four hundred and twéedrners and seventeen
teachers. Most of the learners were black and fewywere colored. No white learners
were spotted in the compound. This was a posgiblieator that the learners came from

almost similar cultural and socio-economic backgiasu
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The researcher observed a carefree demeanor antbagesarners during their
stay in the school. For example most learners didraspond to the bells promptly,
some walked all over the compound in between lessdviost learners were not well
groomed, for example most male learners walked \ihir shirts not tucked in.
Unattended class rooms were noisy and learnersitelest on activities taking place
outside the school compound. The researcher akseredd that teachers did not seem to
be concerned with the learners demeanor mentiob@gea For example, the researcher
saw teachers pass by a noisy classroom which wageanded by a teacher without
taking any initiative to stop the noise making.

The researcher noticed that all the learners thedt school compound at one
o’clock. All the teachers also left the compoundrsly after the learners and there were
no any learning activities taking place beyonddfieial school hours.

Majority of the learners left the school compoundarge groups and walked in
different directions to their homes. A few howewepok taxis to their homes. The
researcher did not see any learners being pickdyy ypivate means from school.

The above are possible indication of the socio-enoa background that most of the
learners in school E come from.
From this school, the researcher was only ablaterview two teachers. The principal

and the board chairperson were unavailable foimtieeview.
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Table 5

Demographics and profiles of teachers of primary swol E

Age (yrs Male Femal Academic Teaching Position hel
respondents respondents qualification experience in the school

25-2¢

30-34 1 Diplome 12yrs teache

35-39 1 Diplome 15 year HOD

The participants from school E were both male aottidrs of Diplomas in

education. They both had over ten years of teactpgrience.

4.1.2 School inspectors’ profiles

Two inspectors of schools were sampled out for shigly. The first respondent
was a 51 year old lady who holds a Bachelor of Ban degree. She taught in primary

schools for sixteen years before her appointmerthéoinspectorate. She has been a

school inspector for the past 9 years.

The second respondent was a 44 year old man,rhofdeiploma in education

and with six years experience as an inspectortuias. He is also a former teacher with

over ten years of teaching experience.



89

4.2 Teachers and principals’ views on being held aountable for their learners’

performance

Research question 1What are the views of primary school teachers @imtipals in
the Khomas Education Region towards being heldwatdedble for the learning outcomes

of their learners?

4.2. 1Taking responsibility for the performance olearners

PBA is an area yet to be explored in Namibia’s atioa and as such it was
important for the researcher to understand how aoted teachers and principals were
with accountability as a term and issues relateddoountability in education. Both
teachers and principals were asked how they wowdlinel Performance-Based
Accountability in education. Some of the particifsaresponded as follows;

A teacher at school A: “Taking responsibility of hearners’ performance.”

A teacher at school D: “Being punished if my leasng@erform poorly in their
examinations.”

A teacher at school C: “explaining why my learngesformed poorly.”

A teacher at school B: “being demoted or transtenfethe learners do not perform
well.”

The principal of school A described PBA in educatis follows:

In my opinion PBA in education is taking responlgipfor my performance. Why do |
say my performance and not the learners’ perfore2aBecause | believe that the

learners’ performance is a reflection of the teeghgerformance in class. If teachers
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teach well in class, learners are likely to perfavall. Of course there are other issues
like availability of learning materials and resaesdut all these may not be of any use if

the teacher is not well prepared to teach the tesso

The principal of school B indicated tha®BA in education is basically us educators
taking responsibility of our performance which isripayed by the performance of our
learners.”

It was evident from the responses that most of tdechers and principals
interviewed had minimal knowledge of what Perforo@Based Accountability in
education is or entails. While the participants lzadidea of what accountability in
education is; they were not clear on what exac#gfd?mance-Based Accountability in
education is. For instance, the researcher notibatl the participants’ definitions of
PBA mostly denoted the negative connotation of Sanimg that accountability has
always been associated with. Most participantsnddfiPBA in terms of some punitive
action being taken if the learners performed podyigne of the participants mentioned
taking responsibility for excellent performance. dssence they believed that PBA in
education was only one sided and they associatedtlit being penalized for poor
performance of the learners. This finding is camtta what the literature has regarding
PBA in education because the literature statesRleaformance-Based Accountability
has an incentives component that includes bothrasvand sanctions hence PBAS is
not only castigatory as the participants perceivéal be, it has its positive side too.

The researcher noticed that the lack of clear wwtdeding of what PBA in
education exactly is negatively affected how trepomdents viewed PBA in education.

The researcher tried to solicit further responsesugh probing the respondents by
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asking for example how they would feel if they wéoebe rewarded for their learners
excellent performance, just like being penalized ftioeir learners continuous poor
performance. All the participating teachers anch@pials stated that they would be
happy to receive the rewards and recognition feir thard work through their learners’
performance. A few however added that for them ndigas of the rewards, all that
motivated them was their learners’ excellent penfonce. The researcher thus noticed a
difference in the participants’ perceptions towaREBA in education when the reward
aspect was mentioned.

The researcher also noticed that the participangsway felt responsible for the
learners’ performance since they stated their wstdeding of PBA in relation to how
the learners performed. For instance a teachechoa B stated his understanding of
what a PBA in education as, “being demoted or feansd if the learners failed to
perform well in the examinations.” The participarttserefore connected PBA in
education with the learners’ performance whichmperative in any PBAS.

The researcher however noticed that the manner hithwthe participants
perceived taking responsibility for their learndrered. As discussed earlier, Gariepy
et al. (2009) were of the opinion that the mannewhich individuals viewed PBA in
education mattered a great deal as it portrayedhehe¢he individuals felt a sense of
intrinsic or extrinsic accountability. Most of thresponding teachers had a sense of
extrinsic accountability which meant that they démd the demands of PBAS as being
enforced on them. Only the two principals of sckoaland B portrayed a sense of

intrinsic accountability from their points of vieaf PBA in education. They viewed
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PBA in education as taking responsibility for theerformance which is evaluated
through their learners’ performance. While the @pals’ point is that teachers should
measure their achievement through learners’ pedoo®, some participants (nine
teachers, and a principal) described PBA as tat@sgonsibility for the performance of
the learners, they somehow distanced themselves thhe achievement of the learners.
Whether intrinsic or extrinsic accountability, thewas a unanimous agreement in most
of the respondents understanding and definitionP&A in education as taking

responsibility for the learning outcomes.

4.3 Performance-Based Accountability in educationrad learning achievements

As discussed in the first and second chapter, cesnlike the USA, UK, and
Australia that have introduced PBAS in their ediocaisystems have seen improved
performance by learners. The researcher thus tmieshderstand the participants’ views
regarding how the presence of a PBAP or PBAS inetihgcation system was likely to

impact on the learning achievements.

4.3.1 Performance-Based Accountability and improvetearning achievements

Participants were asked about their feelings reggrdow the implementation of
a PBAS in the education system could impact orlgaming outcomes. Their responses
indicated that PBA could impact both positively andgatively on the learning

outcomes. According to their responses the follgwane factors likely to contribute to
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positive changes and consequently improved learaaigevements if a PBA was to be

implemented in Namibia’s education system.

4.3.1.1 Improved classroom instruction

Four principals and ten teachers stated that itheis were to be held
accountable for the performance of their learndrere was likely to be an improved
performance since in their opinion teachers woutddt 40 pay more attention to their
teaching strategies to help improve the learnexgopmance.

According to the principal of school A:

Teachers and principals will know that their effeehess is being judged through their learners’
performance and | believe they will put more efiarhow they present the lessons. For example
the lazy teachers who do not prepare teachingladolint outs, chats, diagrams, real objects to

ease the learning process may be forced to doddearners will benefit from such.
A school B teacher:

What | would do differently from what | do now widuprobably be testing learners at the end of
each lesson or topic to see how much they haveddapecause | would like them to perform

well so that | can also avoid any penalty if theyfprm poorly.

On further probing the responding teacher in scli®stated that as it was, he
was not keen on assessing how much each learneedcat the end of each lesson.
According to him, all he does is teach to comptatesyllabus on schedule.

A teacher at school D: “l would try to find out asethat my learners experience

difficulties and teach again and again until | be#er results...”
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The participants thus stated that with the preserice PBA in the education
system, learning achievements was likely to imprbgeause of the following possible
changes in the classroom; focusing more on thalsyleaching more using text books,
teaching aid, testing learners frequently, usingugrdiscussions, identifying and re-

teaching areas that learners experience weaknassegjst others.

4.3.1.2 Individual attention to the learners

Nine teachers stated that PBA in the educationeayss likely to improve
learning outcomes through improved individual ditento the learners’ classroom
instructional needs. They said they would pay eattantion to the weaker learners so
that the subject grades do not get affected. Famele they stated that in the
classrooms they would give individual attentionalblearners and not assume that all
the learners had understood what was being taagttthis they mentioned they would
achieve by testing the learners at the end of é@aiming session by giving oral or
written tests, asking learners to demonstrate scrdee what had been taught at the end

of the lesson.

4.3.1.3 Reduced teacher absenteeism

All the four principals of the different schools miened teachers being absent
from school regularly as being one of the factdiescéing how the learners perform. The
principals of schools, C and D complained that sbeaehers always stayed away from

school for one reason or the other to the exteatt $bme teachers have been labeled
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“chronic absentees” for staying away from schoaol lemgthy periods. For example,
principal of school C had the following to say “Serof the teachers take lengthy
periods away from school for reasons like falsdk $@ave, attending funerals of one
relative after another at the expense of the leartiene.”

A teacher at school E:

If PBA is introduced in our system then the teashgho always have a reason or two to be
away will be caught up with because their learnpesformance will speak out loud, so they will
either have to quit teaching, face the penaltiesyoto be in school more often and take care of

their learners.

A teacher at school D said, “we will have to give tearners our best, attend all the
classes without failure, because as it is now ma@aghers stay away from classes
unnecessarily”.

The principal of school D on the other hand pointed that several teachers
have their own private businesses which help tplempent their income given that
teachers’ pay is not lucrative, however accordmtpim, some of the teachers seem to
have misplaced priorities since they tend to besabbfom school to take care of their
businesses. In his opinion it was unfair for trermers to be left unattended by teachers
who use official work hours to tend to their pemsolousinesses. The principal of school
D was of the opinion that learners achievement damlprove if teachers were to be
held accountable for their learners’ performanceabse he believed that to void any
sanctions, teachers would be keen on their ledrperformance and that would include

being present to teach all their lessons.
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The researcher noticed that the participants meatichese changes that they
would most likely put in practice if PBA was to b#roduced in Namibia’s education
with the penalizing aspect of PBAS in mind. In moktheir statements, the reason for
changing their instructional behavior was for tearhers to improve their performance.
In their minds the ultimate goal was to avoid smmd rather than reap the rewards

associated with the incentives aspect of a PBAS.

4.3.2 Performance-Based Accountability and negativeoutcomes on learning

achievements

While, majority of the participants pointed out the possibility of improved
learners performance with the implementation of FBAamibia’s education system,
three teachers differed in their opinions. They tiogired some of the following possible

reasons for learners’ performance to worsen if RE&A to be introduced in the system.

4.3.2.1 Teacher demoralization

The teachers’ responses indicated that teacherglvibieudemoralized with the
introduction of PBA and that alone would be a palssreason for learners to perform
poorly. The researcher noticed that the teachessdotheir reasoning on the sanctioning
component of PBAS which in their opinion was likédydemoralize the teachers whose

learners continued to perform poorly. For exampi®, teachers argued as follows:
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A teacher at school E:

I will not be happy going to work knowing thatthe learners failed to perform well then |
would be the one to take the blame. If | am notpyaihen how can | give my best to my

learners? | think they will suffer from my bad meaghd may not perform well.

A teacher at school D:

There are many reasons why learners perform paaoidyit will be so unfair for me to be blamed
if the learners do not excel. If | am penalized &kdow | tried my best | will not be happy to go

to class and teach and | believe that will haveatieg consequences to the learners.

4.3.2.2 Teacher attrition

Attrition is the rate at which teachers transfesnir schools especially those
categorized as poor performing or quit the teachpngfession (Jackson, 2008). The
researcher noticed that some of the teachaals pointed towards attrition as possibly
contributing to the reasons why the learning ougsrrould be affected negatively with
the introduction of a PBAS in Namibia’s educatigstem.

A teacher at school E:

...l will then prefer to move to better performinghsols because my school has not been
performing well and that is due to so many reasaeslack basic learning resources unlike some
schools, | will prefer to teach in a well resoursetiool because they have the necessary learning
facilities and | believe they even have learners ate disciplined and learn with ease otherwise
I will be in trouble here... but what will happenrib one wants to teach in poor performing

schools? The learners will even suffer some more.
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A teacher at school B: “If my learners do not perfovell because | am demoralized
within this profession then | would rather quit arehture into something else because |
will not take the blame for what is clearly not faylt.”

According to a teacher at school D; “we are alredeiyoralized even now so holding us
accountable may make us look for other jobs whalidbe more rewarding.”

A teacher at school A:

I will be honest with you; many teachers includimyself became teachers in state schools
because of the security it offers. Once employetetfare no worries about losing it but if PBA
destabilizes this security our jobs have been ioffethen | know a number of teachers may

resign and look for other jobs.

Their responses therefore indicated that if teaches unable to take the pressure
by PBAP to improve the performance of their leasrt@en there is possibility that those
who cannot take the pressure would leave the tegghiofession. That would affect
learners’ performance negatively because with feachers, the teacher learner ratios
would increase and learners would be disadvantdgadnaway and Hamilton (2008)
however argued that it was better to have fewerdmmmitted teachers who enrich
learners’ lives by giving quality classroom instiians than having many teachers who
are lazy, lack commitment and enthusiasm for tiweirk and whose presence in schools
is likely to be more destructive than value addméegarners.
4.3.2.3 Goal displacement

The aspect of goal displacement was also discussgthpter two and according
to Julnes (2006) it is the inclination of individsido intentionally alter their actions in

areas that are being measured so as to improveatings of their performance. The
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researcher observed that the teachers’ resporgepaihted towards goal displacement
through behavioral changes. For instance, somieeafviews are stated as follows:

A teacher at school:D

If too much emphasis is put on results then batlchters and learners may come up with means
of survival to avoid being punished. If learner®krthey will be punished if they fail, they may
decide to cheat in examinations, even teachers manyt to “help” learners pass the
examinations. Bottom line is learners will passsbgring highly but not actual learning will be

taking place.

A teacher at school A said; “We should not con@ettoo much on the results, there is
a lot of learning that takes place, some of whichneinations can never be able to test.”
According to a teacher at school D; “If we focudoaon the results then | may be
tempted to teach them what is to be tested so Weemd up with learners who score
highly but cannot apply what they learn when nemgss

These patrticipants’ views therefore concurred witlnes (2006) warning that
concentrating too much on results could trigger ngrractices that could lead to

destroying learning programs rather than produdesgjrable outcomes.

4.3.3 Programs for below average performing learnex

The participants were asked about the existencacbievement gaps in their
subjects and about any programs they have in ptatelp close the achievement gaps
between the low and high achieving learners inrtbefools. All participating teachers
acknowledged the fact that their learners scoffer@ifitly in the subjects that they teach.

What was evident though was the range of the pmdace gap that existed amongst
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learners in the different subjects. According te ftbrincipal of school A, learners’
performance varied in the various subjects. Howavdiis opinion, most above average
performers do not experience difficulties in mosbjects compared to average and
below average performers.

From the learners scores records presented teslearcher by the participating
teachers from the different schools, the researdogiced that the patterns on how
learners scored in the different subjects were iptaole. The researcher identified
Mathematics and English as subjects that reallggaballenges to learners and had the
widest achievement gaps amongst the learners. &bearcher noted that learners’
performance in Social studies was above averagewa®da subject which had no
obvious achievement gaps in the scores. In nasaiahce, learners from the different
schools performed averagely and the difference émtwthe highest and the lowest
scores by learners in the various schools was warro
Some participants responded as follows regardirg dbhievement gaps in their
subjects:

A teacher at school A:

In last year’s end of term examinations, the beatrler scored 78% which is very good because
it is way above average, the weakest scored 34%difference is big, but | believe English is a
problem nationwide. For this particular learner andny others | will blame it on Afrikaans

language. There is too much use of Afrikaans isdlereas, even right here in the school.
A teacher at school B:

| teach Mathematics and it is a subject that meatnlers in this school do not like because of

their negative attitude and so | always have adiffgrence on how my learners score. In the
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third term examinations the best had 74% and thestwaad 40%... sometimes the lowest even
gets 20%. This subject needs total commitment fanners, if learners are given homework
they have to do them, they have to practice biel ®ome of these learners are not motivated,

they just don’t care.

All the four teachers of English and four teacha&frdathematics had the same opinion
which was that there exists a large gap in how tleairners perform. In general the
teachers concurred that the performance in Mathesnat below average while English
is average to below average.

Teachers of English indicated that learners whonlypaused Afrikaans and
vernacular languages back at home were the maosttedf and hence tended to score
poorly in English subject. They also stated tharrders who used English as the
language for communication back at their homes better advantage over those who
use Afrikaans and vernacular speaking ones beadubey have to do is put extra work
in correcting grammatical errors.

Some teachers blamed fellow teachers for the loghiegsement in English
subject. Two teachers, from school D and one frohosl E stated that teachers made
no effort to help the learners improve their comdham English as a language since
some of the teachers had tendencies of switchigrtkaans or vernaculars in the hope
that their learners would better understand whas Wwaing taught. The principal of
school D pointed out that most teachers themsedvakl barely communicate fluently
in English; he thus noted that there was need Hoingervention in teacher preparation
programs so that all the teachers could masteridinigihguage before being recruited to

teach in primary schools. The principal assertest thnglish is not only Namibia’'s
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national language but also the instructional laggutor almost all subjects taught in
primary schools therefore he felt that learnersewggeatly affected by the fact that most
of their teachers lacked command in the language.

The teachers of English also indicated that learmeho attend pre-primary
school had an initial advantage when starting prynsahool than those who never went
to pre-primary since they tended to have a betning foundation.

Mathematics teachers indicated that the learngnst im the subject mattered a
great deal and making teachers to be accountabtéddearners’ performance in such a
subject would not be of great help in improving Hubject grades. They also advised
that the learners too had to change the negattteds they have for the subject by
being motivated and also being ready to work harthé subject by frequent exercising

and completing any homework.

4.3.3.1 Individual attention in the mainstream clases

Some respondents stated that once they acknowteddact that some learners
are lagging behind they try and act promptly toidwcademic back log amongst the
learners. The participants referred to the slownles as those who could still benefit
from main stream learning and those who could Tibe respondents said that learners
with milder forms of learning needs remain in tlegular classes but are given extra
attention in the form of individual attention.

Participants mainly from school A and B mentiondttin the process of

teaching they try as much as they can to involeeslbw learners by encouraging them
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to participate in what is being taught. For examfie Mathematics teachers mentioned
that they try to involve the learners in solvingtheamatical problems and not letting
them take a back seat. Some participants mentihraédhey would give homework and
assess the weaker learners’ performance daily. tBaochers said they work with the
weaker learners at their pace which is always dldian the rest of the other learners.
The participants recognize that their learners db have the same ability in
grasping what is taught in class and thus theyatmwerlook this fact, rather they treat

learners as individuals and grant them attentiahénclassroom as individuals.

4.3.3.2 Extra classes

Apart from school D and E participants from theestBchools noted that they
have extra teaching and learning programs whichhayond the official school hours to
help the low learners or those with severe learpraplems who have accumulated a
severe academic back log to catch up with theakthe learners in various subjects.
They responded as follows:

Principal of school B: “My school has afternoon grams for all the learners. All the
learners have to pay for this extra service whacim¢luded in the monthly fee because it
is extra coaching and goes beyond the official sthours.”

Principal of school A:

The afternoon classes offer extra tuition for treaker learners and unlike some schools, we do
not make our learners to pay any extra moneyb#zause if they were made to pay then some

learners who really need the tuition in the varisuljects would not benefit because some would
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not be able to afford the extra fee. So it is faeel compulsory for the learners who have been

identified to need extra tuition.
A teacher at school C:

For those learners who do not perform well becalisg are playful or just lazy, we know their
capability so in such cases we organize afternessiens to teach say a topic or section that is
giving them problems. So we use variety of methtwl$ry and help them catch up in such

sessions.

4.3.3.3 Special classes

The participants indicated that slow and intellayu challenged learners or
those with severe learning problems who have beabla to meet basic competencies
in various subjects, and have already repeated iortbe particular phase are enrolled in
special classes which require special teacherg/éotigem special lessons. According to
the principal of school A, the special classesfardearners who have been unable to
benefit from mainstream learning. He indicated tladlher than transferring them to the
next grades without having achieved basic compesraf the particular grades, extra
caution is taken by enrolling them in the speclakses in which they are given extra
attention by teachers who use different or speéeathing materials and teaching aids to
help learners grasp what they felt was difficultutaderstand when taught in the main

stream classes.
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4.3.3.4 Remedial education

Participants stated that some learners’ intelléactapability is affected by things
beyond their control and are unable to benefit frive mainstream education. Some
examples include the hearing and visually impaleadners, learners with psychological
or emotional problems amongst others. Once suchdesare identified, they are placed
under the care of specially trained teachers whnalleavarious special cases that affect
such learners as they cannot benefit from the cdmowl learning.

The researcher noticed that the schools A and Bswla@ademic performance
was above average and School C whose performanseaveaage had gone an extra
mile to introduce extra learning programs for tledolv average performing learners to
help them catch up with the other learners. Th@alshoffered these programs mostly
after the official school hours which end at onelack. The researcher however was
alarmed by the fact that the below average perfogrschools D and E whose learners
were in dire need for such extra tuition program@iprove learning achievements did
not have any programs after one o’clock.

While schools B and C charged for the extra taitiee, school A offered the
tuition free of charge. A teacher in school E #m&l principal of school D indicated that
teachers were not ready to spend their time to @fternoon classes without being given
extra cash and parents on the other hand weregaatuand not cooperative with the idea
of paying extra money for their children. They sththat some parents could not afford

to pay the extra cash, while others insisted thatgry education should be free.
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4.4 Examinations in primary education

The participating teachers and principals wereedskbout the nature of
examinations they give the learners. The teachetencipals stated that their learners
sit for ordinary examinations which are set by tiseibject teachers and also marked and
scored by the same teachers on regular basis. ifipked that the only time their
learners get exposed to a standardized externahieaton is when the grade ten
learners sit for the grade ten examinations whi@rkshthe end of junior secondary
education and qualifies the learners to join sersecondary depending on their
performance in the examinations. According to Mar¢p005) this practice denies the
learners a chance for any early interventions dugag fact that any learning weakness
that could have been detected if an external exatiom been introduced earlier would
go unnoticed.

The Science, Mathematics and Social studies teschgther described the
examinations as being mainly of being questionscivtare responded to by multiple
choice answers. As for teachers of English, thdigyeants said they rarely used
multiple choice questions but rather used questibasdemand the learners to respond
by filling in answers.

An important aspect of examinations that the researnoted while conducting
literature review was that PBAS in education regmiexaminations to have an impact
on individuals and not just be the regular exanmwmst which have no consequences
attached. Such examinations that have implicat@ngdividuals are called high stake

examinations because they are not regular examnsatand the results of the
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examinations have consequences or implicationddon the learners and the teachers
(Elmore, 2002). It was therefore important for theearcher to understand how teachers
felt about the use of high stake examinations img@ry education.

The participants from the state schools A, C, D a&ngbointed out that the
examinations offered within their schools are rightstake because there are little or no
consequences attached to the performance of bexthdes and the learners. For instance
teachers teaching in the four state-owned schaadsthat learners are often transferred
to the next grades even without having achievedc lasmpetencies of the particular
grade and teachers retain their positions in theas regardless of how poorly the
learners perform.

Teachers from the private school B however, asse¢hia the examinations they
give are of high stake especially to them because the learners perform in the
examinations has a great impact not only on théipons they hold in the school but

also in their job security. The principal of sch&os$aid:

One advantage of privately run schools is being &blrecruit the teachers we feel are the best
for the jobs, we also pay them well so the teachax& a contract to teach the learners in their
various subjects and if learners are not performimd in particular subject we take action,

sometimes the teachers are transferred from theruppades to teach lower grades. In extreme
cases the teachers’ contracts are not renewed, amneven fired depending on how bad their
cases are, so here we take everything seriouslyerachinations mean a lot especially to the

teachers.

The principal of school B also indicated that pésedemand a lot from the

teachers since most school B’s parents’ target entoll their children in the secondary
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schools which excel and according to the principath secondary schools do not admit
just any learners but those who meet the schogleatations hence teachers in school B
have to work extra hard to satisfy the parents ebgbens. In school B all examinations
offered are of high stake since there are consegsemttached to the learners’

performances in all the examinations.

4.4.1 Standardized testing in primary education

Participants were asked their opinions concerning tise of standardized
examinations to assess learners and in essencss assschers through learners’
performance. Standardized examinations are exaimmsathat are administered and
scored in a consistent manner. For example, aldéga within a country, region or state
sit for papers that ask similar questions, at #mmestime and with consistent scoring
procedure (Goertz et al., 2001). The researchedeatedo understand how the
participants felt about the use of standardizedmaxations which often come in the
form of multiple choice answers to evaluate leasneThe researcher noticed
discrepancies in the participants’ responses amsl ¢thtegorized their responses as those
who proposed or opposed the use of standardizethieadons in primary school

education.
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4.4.1.1 Proponents of standardized tests and exaraiions in primary education

Three principals and eleven teachers felt thahtarshould sit for standardized
examinations because the conditions of standardixathinations are fair to the learners

and also the teachers. For instance, the prinoipsthool A said:

| cannot think of any other type of examinationattthese learners can be given other than the

multiple choice ones. It is easier to administetairge scale, mark and score; if the answer is

correct, there is no doubt...it is fair unlike thieifi type of questions or essays

His views were echoed by the other teachers. Ah#daat of their argument was
the fact that standardized examinations are fathéolearners and reduces incidents of
biasness on the teachers’ side. They also sawasteasier to mark and score as each
guestion was given equal weight. The participar$® anentioned time saving and
saving resources like answering sheets as readonstandardized examinations should
be offered in primary schools.

A teacher at school A said:

Filling in or constructing answers will be a bigatlenge to the learners because overall
performance in English is still poor, I think itliMbe hard for them to write proper sentences this

may disadvantage learners and teachers will tawegh marking the answer sheets.

Penfield and Lee (2010) share similar opinion witle school A teacher
regarding non standardized examinations which #tgy call performance assessments.
They argue that regardless of the academic valaernbn standardized examinations
may bring along, non standardized tests are coatlg time consuming to be

implemented on a large scale. They further stage gerformance assessments are
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problematic where there is no proper mastery ofliEimgecause the tests tend to rely
heavily on the learners ability to read and writéence they advocate for the

standardized tests like multiple choice test is teigard.

4.4.1.2 Opponents of standardized tests and examimans in primary education

One principal and five teachers were of the opintbat non standardized
examinations should be used in examinations as freyide learners with better
chances of improving their performance than thadsiedized examinations which are
mainly in form of multiple choice answers. The @sher categorized their arguments

as follows:

4.4.1.2.1 Low learning achievements

The participants argued that the multiple choicangrations lower learners’
achievement due to the fact that they are not ehgihg and expressive. A teacher at

school D said:

sometimes weaker learners perform better not beddney worked hard but maybe luck was on
their side,...multiple choice answers may favor sgeeple because some end up guessing the

right choices, but that doesn’t mean they undedstaoat the question was asking.

A teacher at school B: “A learner, who fills in thght answer using the right spelling,
stands a better chance of learning than one whplgipicks an answer out of choices

given because they look familiar
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A teacher at school C: “multiple choice examinasi@onfuse some learners, especially
when they see familiar answers which the examinaiside intentionally to confuse
them.”

Principal of school B:

multiple choice answers are not challenging torlees, and the brain is not stimulated to think
beyond what has been given as the possible ansessays and the fill in questions allow
learners think out of the box, express themselwed,also to practice what was taught. Also in
reality, outside school, no one gives you foure fir more options to pick from in a situation
instead one has to act in the most suitable wagrt#ipg on the situation because if one makes a
mistake it may haunt you for a life time. So byigg multiple choice questions we are not

allowing learners to think and act like in reality.

The principal’'s sentiments on the unreal naturestaindardized particularly
multiple choice answers was also acknowledged lggcBér (2010) who noted that
opponents of standardized examinations always atigatethe fixed set of responses
which are already predetermined as in the caseudtfple choice answers, true or false
or even matching tests do not portray the truereadfi performance in the real world
since the real world rarely presents people withicstired choices. In essence this means
that in real world one has to make choices wittaowt help from predetermined options
thus in their opinion standardized examinationsimauthentic.

The participants opposing use of standardized enations argument was that
multiple choice examinations do not encourage kario challenge themselves beyond
what is given as choices and some end up passngxdminations out of sheer luck and

So passing the examinations does not really mestrthiare is any learning taking place.
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They suggested the use of non standardized exaomaauch as essays, and filling in
answers or working out by the learners themselee$ip stimulate the brain and

challenge the learners to think harder and imptbedearning achievements. However
they warned that non standardized examinationsdvalan more work for the teachers
since they acknowledged that the multiple choicestians are easy to mark, score and

grade.

4.4.1.2.2 Non-cognitive aspect of learning

The principal of school B pointed out that multiptshoice answers in
standardized examinations only measure the cognitispects of learning such as
content knowledge, facts or skills taught by subj@achers within the syllabi. She
argued that learners learn much more than what tka text books or designed by the
syllabi as to be learnt and which can never beetediecause the standardized
examinations cannot test. She mentioned that amment of non-cognitive aspects of
learning like creativity, ability to make sound gmdents, critical thinking, problem
solving skills amongst others are often overlookedause the type of examinations
done do not give room for evaluation of such asp&dtich she noted are vital for

survival out of school. She said:

Some of these learners may not go beyond grade séubey drop out for whatever reasons ,
what will help them make it out there will be swadi skills, for example being creative or
innovative. Of late learners are inquisitive andnat just take in anything given to them by the

teachers. Some challenge us and | believe that shilth are important for survival however the
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examinations only test for what is taught in classl any learning out of the classroom is

overlooked.

The principals of school C and B concurred thatdhe a lot of learning that
takes place, some of which standardized examiratamtests cannot evaluate. For
instance, he mentioned debating skills, creativitiiquette and discipline, ability to
solve day to day problems which are imperative @nadtical in daily living. Opponents
of standardized examinations thus questioned hoshntearning is achieved by use of

multiple choice examinations and what the multgieice examination overlooks.

4.4.2 Examinations as means of evaluating learnirachievements

The participants were asked on their views conogrmise of examinations or
tests to assess how much learning has been achi€lesk principals and ten teachers
stated that they felt examinations were the mosalsie way of assessing how much the

learners have achieved after a period of time. t®aeher said:

| give my learners tests regularly after clearingjon topics just to see how much they have
grasped. Then judging by how learners perform @nt#sts, | get to know if learning took place

or not. | don'’t just assume they understood evangtand leave it till the end term examinations.

Her sentiments were echoed by several other temeh@o agreed that examinations
were appropriate in determining if learning wasrigkplace or not.

A principal and six teachers however differed ieitlopinions concerning the
role tests and examinations play in the learnemducation. They argued that
examination is not suitable for evaluating learniaghievements. One of them

responded:
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Examinations only tell part of the story, for exdeng a learner does not pass the grade seven
examinations, it does not mean that the learnarnweak learner because many things affect how
these learners perform. For example, an averagerpeng learner can sit for examinations
when not feeling well hence sickness or stress affect how the learner performs in that

particular examinations.
A teacher said:

Several factors affect how learners perform in @rations, some may enhance or disadvantage
how they perform. Some learners may cheat or rechelp in the examinations so will the
results portray the actual picture? | don't thirg gidging performance basing on a particular

examination in my opinion is not conclusive.

The principal of school C mentioned that due tososa for example teenage
pregnancies, frequent absence from school; someelsaare affected negatively and
end up performing poorly in examinations. He alsentioned that some learners come
from abusive families so their performance may watepending on events prior to the
tests and examinations.

Some participants suggested that learners’ periocenaover the years on
homework, projects and tests could give a cleaiune than one major examination.
Two participants stated that both the curriculad @xtracurricular activities in the
school should also be used to assess the leaineesjsst like some learners are good in
the classroom, others excel in outdoor activitidgey gave some examples of successful
athletes and sports men and women. In their opitisras unfair that only class work
gets to be assessed through examinations yet tsazae still be successful if they excel

in extra curricula activities too. In short, theggaed that there should be a way of
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assessing both class work and other activitiesrtizat not take place in classrooms but
in the school.

In conclusion, the teachers and the principal wisagteed with the view that
examinations and tests were appropriate means sEssisg learning achievements
asserted that examinations did not give a trueipabf the actual learning situation as in
the end examinations may favor or not favor soraenlers and also that extra curricula

activities should also be examined to determinenkya performance.

4.4.3 Examinations as means of evaluating teachdfextiveness

The participants were asked about their opinionganding the use of
examinations as a means of assessing how effetdaghers are in the classrooms.
Three principals and four teachers stated that sMaimons are suitable means for
assessing teacher effectiveness while one prin@pdlthe twelve teachers from the
different schools disagreed with that view. Thecheais responded as follows:

A teacher at school E said: “How will they knove tlearners passed due to my effort as
their teacher and not because the learners arérgsit? Or failed because they lacked
the basic necessities?” A teacher at school A: “Nm, no that will be unfair to the
teachers, teachers teach and learners get exammebe other way round.” A teacher
at school D: “so many things affect how learnendgren, so claiming that one is not an
effective teacher simply because the learnersdfai@minations will not be fair to us.”

The researcher noticed that most of the teacherseotrated their arguments on

poor performance by learners and as such did nétome the idea of them being
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assessed through their learners’ performance. Hem@v further probing the researcher
realized that the participants’ responses diffaféte learners performed well. While
the teachers did not want to be associated withn tbarners’ poor performance, they
had no trouble taking credit for their learnerstelient performance. They mentioned
that they take pride in their learners’ excelleetfprmance and would have no problem
being considered effective teachers simply becthese learners excelled in the various
subjects that they taught. This thus came out abldostandards by the participants
wanting to take credit for learners’ excellent pemfiance and at the same time
distancing themselves from learners’ poor perforean

The principals’ opinions on the other hand differ8dhey stated that use of
examinations to assess learners is the most apg@pneans of assessing how effective
teachers are in the classrooms. They respondedi@asd:

Principal of school D:

Some teachers complain that the school lacks nagaburces and that it is why their learners do
not excel but what about this example, two teaclerthe same school, teaching the same
subject, same grade but in different classroomsjelier one teacher’s learners always excel
while the other teacher’s learners do not, howaam explain that? In my opinion one teacher is
more competent than the other and it is only thhoegaminations that we can identify the

competencies amongst teachers.

Principal of school €

Use of learners’ performance in examinations sess how effective a teacher is for me is the
most straight forward way. If one’s learners keepfailing the examinations then he or she

cannot say that one is being unfair, the resuktalsfior themselves.
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These participants unlike those who felt using d@wrations to evaluate teacher
effectiveness would be unfair, were positive of idea of using examinations to

determine teacher effectiveness.

4.5 Holding teachers and principals accountable folearning outcomes

Research question 2How can primary school teachers and principalthenKhomas
Education Region be made accountable for the legrmutcomes of their learners?

The aim of this question was to draw responses lypn&iom parents and school
inspectors. However it also intended to compreh@rdsuggestions from both teachers
and principals on how they could be made accouatédnl the performance of their
learners because they are the ones who are fatledhs&itask of educating the learners
and also the ones to be exposed to the demands/d?BA that could be put in place.
The participants’ responses were therefore categgbriaccording to their groups

(parents, inspectors and teachers and principalsipke analyzing of the data easier.

4.5.1 Parents’ views on Performance-Based Accountidity in primary education

4.5.1.1 Dissatisfaction with learning achievements

The participating parents were asked how they dbthut the performance of
their children in the respective schools and theegd feelings of the parents they
represent, regarding how their children perfornthmse schools. A parent and also the

board chairperson of school A stated that he wapyhavith the performance of his
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child since he had noticed a great improvement fthen child’s performance in the
previous school. He said:

The girl has been performing much better sincengetransferred here; | see her spending more
time working on her school work at home. | woulkklito see her perform much better than this
because | know she is capable of doing even bdites.is one of the best performing primary
schools in the country but it does not mean thaskauld be contented with what the children

have achieved... if we can push them to work hattere is room for improvement.
The parents at school B and D stated that they wetrdappy with how their children
and the school performed generally. The parentlaia B said:

This is a private school and we pay a lot of mofarythese children, even though my child’'s
performance is above average, | would like to seegerform better than this because to get to
those secondary schools that perform well in gtadeand twelve is not easy, they have to be top

performers if they want to be admitted there.
The parent at school D on the other hand was ytthshppointed with his children’s
performance and the school's general performaneesditl:

| don’t know what more we can do, my children’sfpenance is not pleasing at all, the school
does not perform well, many parents are held is $ituation because they are poor, ...if | was

able, | would enroll them in better performing solso

The parents’ general feeling regardless of how ttlg@idren performed was that
they were dissatisfied if not disappointed withittehildren’s and the schools’ general
performance. Being representatives of the otheerparin the school board, they
indicated that most parents who are involved wiirt children’s education have been

yearning for better performance from both the leesrand the teachers.
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4.5.1.2 Parents’ views on holding teachers and piifpals accountable for learners’

performance

Three parents who were also school board chairperso their respective
schools were asked to describe actions that shoelltaken against teachers whose
learners’ continuously perform poorly in examinatio In essence the researcher was
trying to elicit responses from parents on possibéeys in which the teachers and
principals could be held accountable for the lees’ngerformance.

The parent at school D voiced his concern regartiong poorly the school had
been performing and in his opinion, people no longared about the dismal
performance by learners in the school. He felt twh parents and teachers had to act
So that the learners could start getting seriotis thieir work. In his opinion, it was the
fact that parents showed little interest in thelildren’s education that largely

contributed to poor performance by the learnersséle:

The teachers may not be paying much attention édgbrners because the situation is beyond
them now. | don’t think holding them accountable foe poor performance will help at this

particular point because these children are failng to a combination of issues. For example,
very few parents here are concerned with how ttteidren perform. Parents are not cooperative,
majority of them don’t turn up for parents meetintipey don’t care about what goes on in school

so how can we make the teachers responsible farisvbayond them?

He felt that sanctioning the already unmotivateztkers could do more damage to the

situation than damage control.
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The parent at school D asserted that other fac®® contribute to learners’
performance for example he indicated that the s&htmxation had a lot to do with the
learners’ performance. He said that the schooldodacated in one of the poorest
townships in the city affected learning since itssimnment was not conducive for
effective learning to take place. Secondly, heestélhat most parents were living in poor
conditions so much so that their most importantceom was getting food and other
basics thus their children’'s education was thetledstheir concerns. He further
suggested that most of the parents’ level of edueatould also be a possible reason
why they do not pay much attention to their childseeducation. He further mentioned
insufficient learning resources as a possible faati@cting the learners’ performance.

The parent at school D therefore felt that teacherfis school need to be
motivated first if any improvement was to be ackevHe felt that motivating teachers
by giving them something thatould raise their commitment levels and give them a
reason to want to go and teach the learners wady lto have better effect than
sanctioning them for the learners’ poor performance

The parents at schools A and C on the other hamhasized that some action
need to be taken against teachers whose learnetisiwcausly performed poorly. The
parent at school B stated that it was possibldelamers to perform poorly once in a
while due to some reasons but something is indadgytwrong if learners taught by a

particular teacher continuously perform poorlyhe particular subject. He said:

Our school being privately run, we decide on wiatioas to take against such teachers. First we

acknowledge the existence of a problem within di@dar subject in which learners have been
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performing poorly, the teacher is summoned so thatproblem can be discussed with the
respective heads of departments... if the learnemdbpmance do not improve the teacher than
gets a written warning, the second warning theredding on how bad the situation is they may
be taken to teach lower grades, which they oftehifa demotion, sometimes the schools opts
not to renew their contracts but at worst, a feachers have been fired because in this school our

learners performance comes first.

The parent at school B pointed out that while thiege tight measures to ensure
teachers performed, the school also has rewardhaadtives programs not only for the
learners but also for teachers whose learners excshow tremendous improvement.
He said the teachers are publicly recognized feir thard work. The school organizes a
prize giving day annually to acknowledge and rewtdmel hard working learners and
teachers. He also said often the teachers get mgmog through achievement
certificates, monetary rewards from parents’ cantions, gifts and even staff trips or
tours within Namibia because parents acknowledgertiotivated teachers and learners
tend to work harder and thus excel. He also affittieat the rewards actually motivate
the teachers and learners and that is apparerivinseriously the teachers take their
work. They not only make time for afternoon clasbas they are hardly absent from
school and never need supervision to work.

The parent at school B confirmed that their leesnkave been excelling,
amongst other reasons, because teachers know astitaken against them if they
cannot deliver and are rewarded if their learneskek or show remarkable
improvements. He concluded that teachers shouldedeft unaccountable because in

his opinion they would end up being lazy and nohieotted to their work.
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The parent at school A too acknowledged that teachmave to be held

accountable if any excellent results are to beeaglu. He said:

There is no policy that holds teachers accountddoiethere should be one in place. Some action
should be taken on poor performing teachers sucHbeasotions, and the hardworking ones
should be recognized and rewarded. | believe lit wake teachers and even learners to be
committed to their work because they will know thiair work is somehow being evaluated,

leaving the teachers like that encourages the 6ké&mziness and absenteeism.

4.5.1.3 Accountability to Whom and for what?

The researcher wanted to find out from the paremis they felt the teachers
should be held accountable to in PBAS. Even thdbghparent at school D felt that the
current situation in the school was not conducwéhold teachers accountable due to
several reasons, he also felt that in an idealatsan, teachers should be held
accountable to parents because it is their chilthanhthey teach. He mentioned that the
school should organize annual parents’ day in wtiledy report how the learners
performed. However he stressed it could only wdrlpdrents are sensitized to be
committed and play an active role in their childsegducation.

The parent at school B stated that since the sabqwlvate, and exclusively run
by what the parents pay as school fees then ttsigfigd that teachers and the principal

are held accountable to the parents. He said:

Parents pay a lot of money to the school as feegathers and the principal should be held
accountable to parents not only to report the kairperformance but also to report on how the

money was spent.
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The parent at school A equally stated that teachedsprincipals should be held
accountable both to parents and the governmentargeed that it made sense that
teachers are held accountable to parents becauvsetpare stakeholders in education
and play a great role and are the ones directctdtl if their children do not get good
education.

The parent at school A also said teachers andipals in state owned schools
should also be held accountable to the generalgthrough the government because
the public is heavily taxed for the provision ofgia services which includes education
and the government through the Ministry of Educatises the tax to subsidize the cost
of primary school education. He explained that wille free primary education the
government was spending a lot on primary schoota&titon so it would be justifiable to
hold teachers and principals accountable to themuwrent. He further said that it would
be much easier because unlike parents, the govatnmeruits teachers and can also
decide to promote, reward teachers whose learrxees and demote, transfer or relieve
the poor performing teachers off their duties; il@ge which parents in state owned
schools do not have. Finally, he indicated thaicgahakers in education work hand in
hand with the government and thus it would be edsiemplement PBA in education if
teachers were to be held accountable to the Mok ithaarents are the only ones that
the teachers and principals are to be held accblenta for the performance of their
learners.

While there were different views amongst Parergsponses regarding who to

hold teachers and principals accountable to forpdgr@ormance of their learners, there
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was a unanimous finding that there was indeed needbld teachers and principals
accountable for the performance of the learner®itioer parents, the public or the
government through the Ministry of Education.

4.5.2 School inspectors’ views on holding teacheasid principals accountable for
learners’ performance

According to Elmore (2002) school inspection repaate important source of
information regarding the possible factors affegtsthools’ performance. In addition,
inspection on its own has the ability to elicit pctive deeds from the teachers,
principals and the school management to addressdbes that affect performance of
the particular school. The responding inspectorsewsamed the first and second
inspector basing on the order in which they weterinewed.

Both inspectors of schools briefly described wtiair jobs as inspectors of
schools entail. The first inspector of schools tsthrby stressing that the objective
behind school inspection services is to ensure bigdlity standards of achievement in
schools. The inspectorate thus ensures that leaarer given the highest quality of
education possible. To achieve this, she stateditispection of schools assesses the
learning conditions, in schools. The second ingpeatided that as inspectors of schools
they are also concerned with implementation ofqgiedi in schools, hence he indicated
that they sometimes move around schools to evalbate successful or poorly the
policies of the Ministry of Education are being ileqmented in schools. Through these

evaluations, he stated, they are able to get ab&skdfrom schools on how easy or
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difficult they find the implementation of these jptds and be able to report back to the
Ministry of Education.

The first inspector mentioned that during an inspec in any learning
institution, the mission of inspectors of schosléa examine and evaluate the institution
as a place where teaching and learning can addyjtake place after which advice is
given to teachers and the school administratioméke improvements on problems
revealed by the inspection.

The first inspector also stated that previouslgheas felt that school inspectors
were on a fault finding mission and would try todde school inspection. So with the
task of the school inspector redefined as somedme & there to dialogue with and
advisethe teachers to improve the quality of educatitwe, flt that teachers have been
more open to school inspections than before.

Both inspectors outlined some of the goals of el inspection as follows; to
enhance the quality of education in schools by ga@ing strengths and weaknesses of
individual schools such that schools can be awamgeaknesses that exist within and
find ways to act on them, and also emphasize angtrengths to improve the quality of
education provided in the school. The other goahgpection is to assess teaching and
learning in schools and hence the school inspestmmgetimes get into classrooms and
experience the nature and quality of classroommungbns learners are exposed to.

Also in line with assessments of teaching and legris assessment of the
available teaching and learning resources andtfasiin a school. They mentioned that

School inspectors conduct and address needs ass#ssravaluate the efficiency of
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administration and management of education in dshoprovide guidance and
counseling on general professional matters and mgsbrtantly enhance feedback in
the education system.

The first inspector described the different natafeschool inspection as a full
inspection in which the school gets a completeanspn in all areas such as standards
of achievement, the curriculum delivery, schoobreses and facilities, school buildings
and grounds, teaching, administrative and suppait, sand all the other aspects of
education in the school. She then stated that aftell inspection, the staff is as a rule
advised accordingly and the inspector also writegs iaspection report with
recommendation as feedback to the ministry of Edluca

The first inspector further indicated that aftee tfull inspection, sometimes
depending on the urgency a follow up inspectionosducted. She described a follow
up inspection as a subsequent visit whose aim Bv&duate the extent to which the
advice and recommendations given to the staff iea fhmevious inspection were
implemented and if there has been any success tsiagmplementation.

The second inspector noted that sometimes, dfiieatacial and time constraints,
a partial inspection in which inspectors only exaena particular aspect of school life
for example the boarding section, school finanecesaccounts, feeding programs etc. is
conducted. This is opposed to a full inspectionclvHooks at all educational aspects in

the school.
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They also stated that a special inspection isesomes called in for emergencies
such as when learners go on strike, or when thexereports about misconducts of

teachers or principals in particular schools.

4.5.2.1 School inspection and Performance-Based Acmtability in education

The researcher needed to understand the inspeatierss regarding holding
teachers accountable for the performance of tkaimkers. The first inspector indicated
that in all the years that she had been with thpantorate, she had come across schools
that perform poorly constantly and the standardseoformance had never improved but
the same principals and teachers, continue to dartleose schools. She felt that for
instance if the principals or teachers are to k& &ecountable; some action needs to be
taken like transfers or demotions but that hasha®n the case. Hence she felt that at
present there is little accountability by teachensl principals as far as performance is
concerned.

The second inspector indicated that there is @enirneed for teachers and
principal to be held accountable and not be lefthe status quo that they are in at

present. He said:

It is very important that someone is held accouetdbr the learners’ performance. This is
because state primary schools are funded with pubbney to provide one of the most vital
public service to the nation. So if the fact thalials are funded by the taxpayers’ money is not
a reason enough to hold someone accountable, lieefadt that schools provide an important
public service to the nation should be a reasohotd educators accountable so that they can

provide the best service in this area of publiziser
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The inspectors asserted that by not demanding ddopnance from teachers
through holding them accountable, first of all tayprs money gets to be wasted.
Secondly, the life chances of individual learneérsehools are negatively affected since
they are exposed to poor quality education andithassence means the learners will
have poor quality of life in future and the natréconomy will also be negatively
affected. The inspectors felt that by holding temsh and principals accountable,
education standards is likely to improve and gearters better life chances in future
through improved economy of the country.

The first inspector stated that inspection of sé¢howmould be one way of
demanding for PBA in education because inspecti@timols helps schools to focus on
their strengths, identify and work on their wealgess to improve or maintain
achievement standards. For instance she indicatdsthools could benefit through
implementation of recommendations from the inspecti

The first inspector however warned that on its owspection was inadequate
means of demanding for PBA in education as inspestihave no performance
consequences attached. She gave an example timatf @/echool complained that the
poor performance was due to fewer teachers in $ctionore teachers were brought in
to the school but the standards of achievemergdidd improve, there is not much the
inspectorate can do. She therefore felt that irngpeof schools could help PBAS by
raising “red flags” in a school situation neverthgd a more effective measure needs to

be put in place to make teachers and principaks tladir roles seriously.
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4.5.2.2 Challenges to effective school inspectianKkhomas Education Region

The inspectors were asked about the challengdseteahool inspection process
that would be a possible hindrance to any succkssfilementation of PBA in primary
education.

Both inspectors pointed out some concerns whicty tfedt if addressed
appropriately could help inspection of schools hestiective mechanism for reporting
on the performance of teachers and principals. Twege both of the opinion that
inspectors of schools require intense high qualigining. The first inspector for
instance stated that inspectors of schools areadetjuately trained to conduct an
inspection whose report could have possible coreemps to teachers and principals as
performance is concerned. Both inspectors agreat rtiost inspectors were former
experienced teachers who are appointed to theatmpge by the Ministry of Education
and do not receive thorough training to enable tteeoonduct their work efficiently and
effectively. The second inspector therefore ingidahat the inspectorate requires highly
trained inspectors to make accurate evaluationshese schools especially if their
reports on school inspection have consequencehattaon learners’ performance.

The first inspector pointed out the need for absoltransparency and
cooperation from the teachers, principals and samamagement to enhance the process
of school evaluation. She mentioned that in ordertifie inspectors to make accurate
judgments regarding schools, teaching, adminisgatind support staff have to be
truthful and not conceal or omit any informationiaaccurate information is likely to

lead to inspectors reporting inaccurate learnefiopmance in schools.
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The second inspector asserted that to collect atzuinformation, it was
important that all key people in school (principasachers and administrators) be in
attendance during inspection and as such a shocerghould be given before the visits
by the inspectors. He argued that giving a note®ie inspection gives a better chance
of key people to be present for inspection rathantgiving impromptu visits and risk
missing key personnel in the school. He said it wasortant for all personnel to be
present for inspection as it helps to engage teacpencipals and administrators in the
process of inspection and that in essence alloem tto identify with the judgments
made and personally take in any advice given. Heelrer acknowledged that notifying
schools of impending inspections has its own sé&thamnce it allows the principals,
teachers and administrators time to cover theirkwesses, mistakes such that when
inspection is conducted, the findings may not retlease weaknesses and this affects
the validity of the inspection reports. He argueat trather than fail to get the key people
during inspections, they prefer to give the shonesice possible so that individuals in
the school do not have time to cover up their slaonings prior to inspections.

The first inspector noted that the school inspestiavere irregular and some
schools had not been inspected in ages while ohia@r ot had follow up inspections to
find out if the recommendations and feedbacks heehkmplemented. She indicated
that for PBAS to succeed, all schools in the regioght to be inspected regularly.

Both inspectors mentioned that more resources sscfinances, vehicles for

transportation in remote areas need to be avatethe inspectors to enhance the
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inspection process, make inspection of schools laegand as a result obtain more
accurate outcomes.

To conclude, the inspectors’ opinion was that thaidtry of Education in
conjunction with the inspectorate needs to addxagsssues or obstacles to a successful
inspection because they felt that there shouldbeotoom for inaccuracy in PBAS in

education because someone is likely to be sandifmreanother person’s inefficiency.

45.3 Ways of holding teachers and principals accotable for learners’

performance

The main aim of this section was to find out thecpptions of parents,
inspectors, teachers and principals on how to atetyuhold teachers and principals
accountable for the achievement of their learnBrem their responses most of the
participants had no trouble with the idea of hajdireachers accountable for their
learners performance but with the specific detafisholding them accountable. For
instance, most of them mentioned that if teachesevio be held accountable then all
stakeholders in education, such as parents hap&yatheir roles effectively otherwise
they felt it would be unfair to expect teachersvturk effectively without the full support
of other stakeholders. The researcher thereforssifiled similar responses from the

different participants as follows.
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4.5.3.1 Public display and reporting of examinatiomesults

Both inspectors and two parents felt that by digpla the results of
examinations publicly, teachers and learners woeldorced to put more effort in their

work. The parent at school A said:

Primary school teachers need something that wikertae work harder than they are currently
doing. Unlike the secondary schools which publisidg ten and twelve examinations results in
national newspapers, grade seven results are feef, that teachers and even learners do not take
the examinations seriously because they are reg@ade sevens should sit for a national
examination and the results should be made puatiomwide to make both learners and teachers

to work harder.

The first inspector said:

... Making public results of grade seven examinatioight make the learners work harder to

avoid scoring low grades which if published coulel dmbarrassing, | think even the teachers
would feel embarrassed if their subject columnsthadowest grades. | know some may say it's
not the best way of handling things but | feelth# teachers will want to avoid the low grades

and take pride in good grades by their learners.

Participants acknowledged how hard the processaking public grade seven
results could be and the negative impact this nmiethas likely to have on poor
performing learners and teachers, however theytfet the learners’ performance
should not be compromised for the sake of a few learners and teachers. They
stressed that learners and teachers should nat segatively but rather as a wakeup
call to start working hard and avoid low gradestoid embarrassment. The parent at

school B said:



133

It's up to them, if they are found in the sectiohiegh embarrasses them; they should blame
themselves because they have been given seventgeaveid being embarrassed if the results
were to be on newspapers. They should just d&etthey do it for the grades ten and twelve, it

could help.

Apart from publishing grade seven results in newsps, the second inspector
advised that schools should have annual meetings parents in which the schools
report to parents on the learners’ performanceteryear. He felt that such meetings
could provide an opportunity for parents to discasd express their concerns on their
children’s performance.

The second inspector’s concern regarding such ngeetiowever was that some
schools already hold such meetings but the meetiftgs are not taken seriously. He
mentioned that he had received complaints fromcypais that few parents show up for
such meetings. The turn up for such meetings acaptd the inspector gets even worse
with poor performing schools. He therefore assetted such reporting meetings can
only be productive if teachers and parents takdr tltdes seriously by making the

learners’ performance a priority. He said:

It is pointless to call for parents meeting and jeport on the learners’ performance, | think it
could work if something with more impact is attaghe reporting, like rewarding both learners
and teachers for their achievements. So these tsareetings can also double up as prize giving
days.

The respondents identified public displaying ofutessand reporting to parents
regularly on the learners performance as possiblswf demanding for PBA, however

they pointed out that parental turn out to such tmge had to improve and



134

consequences to be attached to such meetings dor tb be effective in improving

learning achievements.

45.3.2 Rewards and incentives

All the participants were in agreement that teagharincipals and learners could
be held accountable through rewarding the excellormges and sanctioning poor
performers. The teachers and principals all agtbéat teachers whose learners excel
should be rewarded to continue motivating them &mntain or improve the standards of
their learners’ achievements and also inspire ttezagely performing teachers to aim
higher and also be able to get the rewards.

Out of the five schools that participated, only twohools had rewarding
programs in place. School A has rewarding progranitfe learners only. The principal
said:

Being a state school, we run the school absolutelgtate funding so in as much as we would

like to give material or monetary rewards to thiesedworking teachers it's not easy because that

would be very expensive. However we recognize terachard work through public recognition
and issuing certificates of excellence and vouctiamgoromotions to the hard working teachers
whose learners excel...As for the learners, we gom gerformers incentives like publicly
recognizing their achievements, giving rewardshim form of learning materials, stationery, and

once a year we organize for top five performeralithe grades to attend the Windhoek show in

October annually.

The principal of school B stated that they haveamprograms for both teachers and

learners. She said that a slight portion of the fid®at parents pay on monthly basis is
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allocated for reward programs for both teachers laadhers to help motivate and in

essence improve performance by the learners. Stieagaart from rewarding learners

with stationery and learning materials, top thred the most improved learners in each
grade together with teachers whose subjects excehgducational or recreational tours
annually around the country and in her opiniontthe is coveted by all the teachers so
they get motivated to work hard. Secondly, sheedtahat teachers get monetary and
material rewards on prize giving days which thegamize annually. She also indicated
that in addition to monetary and material rewatéschers whose subjects excel are
publicly recognized and awarded certificates ofedlenice. Finally she said that the

school being private has the jurisdiction of promgthard working teachers whose

learners excel in the various subjects.

The parent at school D whose school has not beegorpeng well felt that
giving incentives to the unmotivated teachers & $ghool could be the first step to
improving the poor performance of the school, hosvehwe questioned the possibility of
such a program since the school was strugglingdwigle the basic learning materials .
He nevertheless concluded that the reward progemakl be something positive that
both teachers and learners could look up to ansl tirer motivation could help improve
the learning standards of any school.

From their responses, it was apparent that thacgemts acknowledged the
power behind recognizing and rewarding individualstheir hard work. They felt that

through the rewards the teachers not only feelgeeed for their achievements and
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appreciated for the effort they put in their worlit the rewards are a source of
motivation which keep them going on with goalsteeaget the rewards.

Two excelling schools A and B also had reward paiowy in place for learners.
They felt it was important because in their opiniearners need to be motivated hence
the recognition and rewards are ways to keep @ahyeadmpetition amongst the learners

since each learner would be eying the top prize.

4.5.3.3 Sanctions of teachers and principals

The researcher noticed leniency on the responsesosf participants as far as
sanctioning of teachers was concerned. Some ats felt that teachers who are
sanctioned should be the ones whose learners leregerforming dismally for a long

periods of time. The principal of school D argued:

| think it would not be fair to punish a teacherask learners performed poorly for the first time
because one never knows what really caused suehf@mance. | think the teachers who have

been given opportunities to improve but have nettihe ones who should be sanctioned.

The participants who were not for sanctioning teashfelt that there was great
possibility that sanctions could demoralize teashard hence worsen the standards of
achievement of the school. They warned that it wgmortant for proper measures to be
taken before implementing the sanctions.

The participants who identified sanctioning as agde motivation to improve
the quality of learning achievements in schools tieht before any sanctions are to be
implemented, it was only fair that the teachersnvelved in the formulation of issues

related to sanctions so that they would be abt@ato the sanctioning strategies and not
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feel victimized. According to the first inspecttgachers would be in a better position to
take the sanctions positively if they were involMaddiscussing all issues concerning
sanctioning teachers rather than having sanctimpssed on them.

Participating teachers were also of the opinion ifhidney were to be sanctioned
learners too had to be sanctioned so that botleparduld be motivated to work harder.
Otherwise they felt it would be unfair to punistacbers while no measures were in
place to sanction the learners. For instance thehtrs complained that the learners are
transferred to the next grades even if they dodaserve. Hence they mentioned that
sanctioning learners who do not excel by promotinty the learners who merit could
make the learners also to work harder than if they transferred to the next grades
when they do not deserve. The perception was thatould not be fair to expose
teachers to demands of accountability alone sin@kés more than teachers to improve
the standards of achievement in an education sysfE#me participants however
suggested the following ways as means of sanctiotine teachers whose learners’

continuously perform dismally.

4.5.3.3.1 Written warnings

Nine teachers, three principals and the three pmistated that before any action
is taken teachers whose learners continue to peri@low averagely in their subjects
should be issued with written warnings. The priatipf school B pointed out that in her
school, in the similar manner in which excellin@gdkers are recognized and awarded

certificates of excellence; the teachers whoseests)j performance is constantly poor
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are often given written warnings. She said thetemitvarnings are a constant reminder
that teachers have to put more effort in their wankl should they fail to improve the

learners’ performance then some action will be nakgainst them. They suggested that
warnings are lenient and give individuals oppotiasito improve before other extreme

measures can be implemented.

4.5.3.3.2 Demotions, transfers and dismissals

The participants concurred that some action needsttaken against teachers
who over the years have not been performing. Tmeipal of school A wondered about
the fact that teachers are often sanctioned fanggagainst the professional codes of
conduct for instance chronic absenteeism from d¢h@ying sexual relationship with
learners, impregnating learners, just to mentidevg yet they don’t get sanctioned for
failing to perform to the satisfaction of the omsk they are employed to do which is
teaching.

Other respondents responded in the following wageacher at school A for
example said “.we cannot keep on sacrificing the learners’ fuust because we do
not want to upset a teacher who has not been alleliver.”

Principal of school B “..in my school if you cannot perform to our standase have
no choice but to release you”

The parent at school:D

If I had the power, | would dismiss a few teacheh® after all these years are still in this school
despite how poorly their subjects have been peifagm can only hope that at some point the

teachers will be transferred to other schools tbettet is never guarantee that they will leave.
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The researcher noticed the desperation and hefiglsssn the school principals
of schools C and D as far as this issue was coadethwas evident that the principals
recognized that some teachers had been in the Iscfarolengthy periods and their
subjects’ grades were still low yet there was \gitte they as principals can do.

Some of the sanctions in the participants’ viewduided transferring teachers
who have been in the particular schools for thnremare years and have not been able
to improve the standards of achievement in themjesus. The point was not to allow
teachers stay in one school for long if they cardeiver. Two teachers stated that the
teachers could be transferred to rural schools evh@rst teachers would not readily go
to be their wake up calls.

The principal of school B gave examples that in $&ool some teachers have
been demoted from their positions as heads of tepats. She warned that some
individuals do not take demotions kindly so in twases the teachers opted to quit
teaching in her school all together. She statetlith@as important to take such actions
to make teachers realize that they cannot be tadastable in their positions and have
to lead the department members by being good exsmpl

The principal of school B further indicated that her school which is run
privately, teachers whose learners still perforrarfyoeven after the warning letters and
demotions if any, are often dismissed. This wastreoyn to the responses of the
principals in state owned schools who do not hawe jurisdiction to dismiss any

teachers from their schools.
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4.5.3.4 Contracting or licensing the teaching profesion

Two principals, two parents, and a school inspeatentioned that the most
suitable way of holding teachers accountable farners’ performance is to offer
teachers jobs on contractual basis rather thangbpgrmanent employees of the
government. The principal of school C for instameéicated that he was certain that
employing teachers through contracts or licensegldvamake teachers to give their best
to the learners through lesson preparations arsgrdam instructions since they would
know that their jobs are not permanent. He saloktieve teachers will work harder than
they are doing now if the jobs were offered as @mts. The problem is how practical
can it be?” The principal of school A:

We find security in our jobs as it is now becausekmnow we have a lifetime employment so |
think for some teachers it is sort of a hiding plathe government doesn’t pay attention to
individual teacher’s work so they may not deliversatisfaction but will have their jobs as long
as they stay in the profession. If teachers attgiven employment contracts which should be

renewed only if one performs then they will staking their work seriously.

The participants hence mentioned that achieventantiards in the country as a
whole would improve if teachers were offered jolmtcacts since they would be forced
to work hard to be able to renew their contracteeyrhowever warned that despite the
possible effectiveness of employment contractsrmiproving learning achievements, it
would be hard to put the idea in practice as theliebed that teachers in Namibia are

protected by the Namibia National Teachers’ UnNANTU)
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4.5.3.5 Regular inspection of schools and impromptgchool visits by education

officials

Parents, inspectors and four teachers suggestédedehers could be made
accountable by being answerable to school inspecod education officials. Both
inspectors of schools mentioned that not all schgel to be inspected regularly hence
some schools have not been inspected in ages.etbad inspector was concerned that
if such schools did not have efficient and effeetschool management then it was
possible to have a state of laissez-faire (freetimract as one pleases due to lack of
proper leadership) for both teachers and learnedsitawas likely to interfere with the
learners learning achievements. He thus indicabetl through regular inspection of
schools, teachers and the school management wauldware that the Ministry of
Education is on the lookout for improved perfornm@ant schools and the state of doing -
as-you- please will not exist.

The parent at school A pointed out that once inhalenschools should get
unannounced visits from high ranking educationcadfs. He narrated to the researcher
an incident that happened earlier in the year whetbe Minister of Education and
some education officials dropped by in a few schomhannounced and found the
schools in chaos. According to him that is the lveay to find exactly how schools
operate. He argued that giving prior notificatiomeg the teachers and management time
to sort out their misdeeds so that by the timeotffieials drop by everything seems to be
in order. He supported his argument that most g¥aclvere absent from school on the

day the minister dropped in those schools withaitice hence it gave a true picture of



142

what goes on in those schools. He therefore wateobpinion that such impromptu
visits from high ranking education officials to sdis should be increased so that
teachers are kept on a tight leash and learnersigbpdenefit by improved learning

achievements.

4.6 Possible challenges to Performance-Based Acctaflity in the Khomas

Education Region

Research question 3What are the challenges to Performance-Based Atability of
primary schools in the Khomas Education Region?

The purpose of this research question was to génggparticipants’ perceptions
on issues that they believed could pose impedimém8A was to be introduced in
Namibia’s education system. This was essentialqudatly basing on most participants’
responses on research question two which soudhid@ut how participants felt about
holding teachers and principals accountable forp#rdormance of their learners. Most
of the participants had acknowledged the importanteintroduction of PBA in
Namibia’s education however they felt that somengles had to be made to the current
situation in education if PBA was to be implemensedcessfully in the system.

The researcher felt that the responses to thisur@seuestion was of importance
particularly to the education policy makers in fgtishould a policy on PBA be put in
place, because they would be aware of the chaketige they would likely to be faced

with beforehand and thus be proactive when fornmgasuch a policy. The following
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issues discussed below were identified by the @paints as possible obstacles to PBA

in Namibia’s education.

4.6.1 Learner diversification

Learner diversification is an issue that emergeise times in the participants’
responses which is a potential challenge to PBANamibia’s education. Richards,
Brown and Forde (2006) describe learner diversiytlae various dimensions of
individual learners or learners in a group whicindie to create achievement gaps
between the different learners even though theyspesed to similar learning contexts
at school. They give examples of the various dinogrss as differences in culture,
ethnicity, genders, race, previous educational eapees, groups of learners with
various challenges such as socio-economic disadgeadt learners, the physically

challenged learners to mention a few. A teachscldol C said:

We enroll learners from various backgrounds. Mifstny learners whose are performance are
constantly below average somehow as | have notaede from poor and unsupportive
background. We can only do much as teachers but bhachome they need supportive
environment so that they don’t have two differerdrias, that is school and home. Learning

should continue to take place even at home.
Another teacher at school C said:

We have learners from both poor and rich backgrsundvhen we give home work we expect
parents or guardians to assist their children wi#gm, if not directly then indirectly by giving

them ample time to do the assignments but you tfiad when the poor background learners go
back home then they have to change from learnel®iee managers, they have to do all the

house chores.



144

Twelve more teachers had similar sentiments howevermparents, two teachers
and two principals had different opinions. For amste, the principal of school A said, I
agree that poverty impacts negatively on learniolgievements however | think that
what is really required by the learners is motmatirom inside, we have had very poor
learners who have excelled from this school.” Hed #aat the issue of learners lacking
basic competencies in English and mathematics wedi@anwide problem and doubted
if the actual problem lay within their home envinoents.

The first inspector also stated that most poor aish@in terms of the available
learning facilities and resources) are likely torodinlearners from low economic
background, and it would be expected that the &xarmvould perform averagely or
below average, however there have been on mangioosalearners who have excelled
from such schools and backgrounds. She therefoyaedrthat learners from poor
background do excel and therefore poverty shouldbaan excuse for failure.

Gariepy et al. (2009) concur with the first inggedhat PBAS should never be
lenient on schools from poor background becausewbald mean that the government
has low expectations of such learners. They argaiea PBA ought to be applicable to
all learners irrespective of their backgrounds,t tikey even learners from poor
background will know that they are not expectegeoform poorly because of poverty
but rather that the government has confidence emtland expects them to perform
satisfactorily irrespective of their backgrounds.

As far as racial and consequently cultural divgraias concerned, majority of

the participants’ responses indicated that somesrdhrive academically more than
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others. For instance, some participants indicdtatiwhite learners tend to achieve more
academically than black and colored learners.

In their views, they were confident that their iseeconomic backgrounds
contribute a lot to their learning achievements. iRstance, some participants indicated
that most white learners come from well-tofdmilies and therefore they are enrolled in
schools which excel and the schools tend to enmalhly white learners and a handful
of black and colored learners from the elite famsili

They also indicated that the few white learnersp vlappen to enroll in state
schools, tend to have an upper hand in learningeaeiments since they have better
exposure in the society and also tend to get bgtiafity pre-primary education than
most black or colored learners some of whom neeetlge chance to attend pre-primary
education.

The argument on the how racial diversity affecernéng achievements hence
got down to the idea that some races are favoretthddy socio-economic status in the
society while others are not. Hence they felt fRBAS would favor races from better
socio-economic backgrounds and disadvantage theritgafrom poor socio-economic

backgrounds.

4.6.2 Transfer of learners to the next grades

Majority of the participating teachers and prindspatated that the current
practice of transferring learners without meeting basic competencies of the particular

grade is likely to challenge the implementationaoly PBA in the education system.
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They mentioned that learners are protected by ptiom@olicy which according to
(MoE, 2009 p. 35) states that “No learner shalleegpmore than once in any of the
primary or junior secondary phases. A learner whesdhot comply with the minimum
promotion requirements for the second time mudtrdmesferred to the next grade”. The
participants pointed out that as it is currentgarhers are only required to repeat one
grade once in a phase, which means that they chnrepeat once in lower primary
phase and once in the upper primary phase evdw ifearners’ performance is below
average.

Most of the participants preferred that the leasnmepeat the grades if they do
not meet the promotion requirements. That way tfedtyit would be easier to help
learners be able to grasp basic competencies ridtaepostponing the problem to next
grades which are more demanding. They also ardwddarners would also be forced
to work hard to be able to achieve at least thamahpromotion requirements because
the grade transfers encouraged laziness andefttet on the learners’ part.

This practice of transferring learners to the ngrades according to most
participants would pose challenge to a succes®AF The teachers stated that the
practice of transferring learners has a negamngact on both the learners and teachers
performance since the grades ahead are often rhafiernging such that if learners are
transferred to the next grades without masteriegodsic competencies then chances are
high that they would never excel in those gradeseyTargued that that PBA in

education would help learners to excel by puttingreneffort in their work however
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there was need to address the problem of transdelearners to next grades if PBA was

to be implemented successfully.

4.6.3 Inadequate learning resources

Another potential challenge identified from the tpapants’ responses if PBA
was to be introduced in Namibia’s education systeas lack of adequate learning
resources. The participants acknowledged that ddcdufficient learning resources is a
major reason for poor performance by most learrigngy indicated that for learners to
perform well, they ought to be supported with séint learning resources and facilities.
According to the first inspector, most teachers @nmcipals always attribute poor
performance by learners to inadequate or limitadnieg resources in schools.

She also asserted that assessing the availabl@nigatesources and in what

condition they are is part of their task as inspectShe said:
It is realistic to evaluate academic achievemehtchbools in line with the resources available
for teaching and learning. It is not easy for hems to improve or excel if they have limited
resources, teachers also get frustrated if thepatamave access to the teaching materials they
need and so part of what we do in the field istWfg schools, and asses not only the availability
but also the condition of learning resources anilifi@s such as classrooms, furniture, hostels,
laboratories, teaching and non teaching staff arstooiers.

A teacher at school C: “we need more classroongage the congestion we are
experiencing currently and also so that we camdtte each learner individually...”
A teacher at school E: “The few text books we hargenot up to date so sometimes you

find that only the teacher and a few learners hhe@egecommended text books.”
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A teacher at school D: “the learners could reaéydfit if they had a computer centre
complete with internet connection because nowaddgsmation is right at ones finger
tips and is always up to date.”

A teacher at school A: “We need more qualified keas to reduce the teacher learner
ratio. Most private schools have only twenty to mtyefive learners per teacher maybe
that is why most of the private schools performlvivel

Some of the mentioned materials and facilities udetl more classrooms,
teaching materials, libraries stocked with up-ttedéooks, computer and science
laboratories, internet access, resource centessrolom furniture, hostel furniture and
most importantly more qualified teachers.

It was evident from the responses that learninghbug be supported by
sufficient learning facilities and that the abseatsuch facilities tends to impact learner
performance negatively. Hence the argument was kdigt teachers accountable for
learners poor performance while they are not reallplame for the poor performance.

One teacher said:

If we can be provided with adequate learning resssirthen | would not mind being held
accountable for the performance of my learnersabubr now there is a lot to be done before the
thought of holding us accountable. First we shd@grovided with adequate teaching materials,

classrooms, and well stocked library etc. then dehfar accountability for performance.

Whereas most of participants agreed that availgbdif sufficient learning
materials is key to learners excelling, one priatignd a teacher had different views.

They both agreed that learning resources were irapofor learners to excel. However,
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the principal of school B believed it was the atlion of the available resources that
was important. She stated:

... Yes we have a library which is not very well statkBut | hardly see the learners make use

of the library. The availability of a library is enthing and making use of it is another thing.
Learners can only perform better if they make us#. dlowever, | must say that their major

excuse is always that they don’t get up to dat@métion.
One teacher on the other hand had the followirgato

There are a lot of complaints concerning inadegedecesources, but | know if the teachers and
learners are committed, they can still perform wetiardless of what is there or ndtvhen |

look at what these learners have, | see much diffex in what they and most learners in the
rural areas have. Yet with such difficulties, a @mof learners in the rural areas still manage to

perform better. So for me it's a matter of beinghaaitted and focused on teaching and learning.

Regardless of their arguments the two participagi®ed with the rest that if
teachers and principals were to be held accounthble it was only fair that they are
provided with adequate teaching and learning ressubefore being held accountable
for performance of the learners. In this regarddequacy of learning resources in
schools could be an impediment to successful impieation of a PBA in Namibia’s

education.

4.6.4 Lack of capacity to change

Literatures like Stetcher and Camm (2010) repodt teven if schools are
provided with the necessary learning resources BBAS demands, the performance

will not automatically improve on itself rather theachers and principals should have
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the capacity to use the resources to drive thegdsmrequired to improve the standards
of achievements in their schools. Some characdteist capacity as Stetcher and Camm
note are intrinsic accountability and high quat#gcher preparation. They indicate that
if teachers lack intrinsic accountability and a@ogy trained for their teaching roles
then even with adequate resources, they will prigblek the capacity to drive the
needed changes towards improved standards of igaachievements. Lack of capacity
to change thus is a great challenge to PBAS.

The researcher identified both lack of intrinsmc@untability and inadequate
teacher preparation from the respondents respoReesnstance only two teachers and
two principals felt that teachers and principalswdtl be responsible for their learners
learning outcomes even without PBAS in place. Asaaly discussed majority of the
teachers sited various reasons for example inateglearning resources, learner
diversity, poverty and many more as reasons whynéga perform poorly and as such
they felt it would be unfair to hold teachers amthgpals accountable for learners
performance since it was beyond their control. Timiglies that majority of the teachers
do not feel internal accountability for learnersfpemance and as such even if they are
provided with all their demands they may still beable to create changes on their own.
The point therefore is that success in a PBAS nwybe achieved if teachers and

principals lack intrinsic accountability and mottiian.
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4.6.5 Equity issues

Issues of equity in schools arose from the paditip’ responses concerning
teachers and principals being held accountablee fifst equity issue was the fact that
schools do not have the same level of learninguress. Participants argued that some
schools are well resourced and have almost alhilegrresources and facilities while
some struggle even to obtain the basic teachindgeamnding facilities.

They also argued that better equipped schoolginstef learning resources tend
to attract learners from better socio-economic gemknds while the schools which are
inadequately resourced tend to serve learners froon background. Furthermore, they
argued that experienced teachers whose learnee$ @go tend to be attracted to better
equipped schools which are well established. Fangte a teacher at school E said that
good teachers in terms of learners’ performance terbe attracted to better performing
schools which are well resourced and establishied.s8id that most teachers only go to
the likes of School E as last resort and some wbaahble teach for a few months before
finding their way to better performing schools.

The participants argued that this inequity in ediocal resources would
advantage and disadvantage schools hence mostigemnts wondered if teachers from
poorly equipped schools who would be expected topdp with the same accountability
demands for learners’ performance as those ones Well equipped schools. For

example a teacher at school C said

Most working parents and successful business mdrnwamen tend to enroll their children in

schools which are known to excel and have wellbfisteed names. So where does that leave the
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poor learners if they are even lucky enough toogechool? It would not be fair for all schools in

the country to the same accountability system kse#here is no equity in learning resources.

One teacher gave an example of learners in th@emrpart of Namibia which is
often affected by floods annually and as a restiftosls get in accessible and also
damaged. He indicated that learning is always gdigdi by the floods annually and they
only have a portion of the year to learn, hencechiscern was how fair it would be to
demand similar PBA from teachers who teach in satfools and those who have a
whole year of teaching without any disruptions.

The teachers thus indicated that if a uniform PB#s to be applied across the
country irrespective of the difficulties some lears1and teachers go through, then that
would be quiet inequitable. They felt that this Webhbe a challenge because it would not
be fair to compare the performance of learners wadbquate learning resources who
have ample time to learn with the performance afrers who barely have the basic
learning resources and some whose learning is dfisrupted. Some participants
wondered about the possibility of tailoring accalmlity demands to suit schools with
different socio-economic backgrounds in order toidinjustice.

The other equity issue arose from the particigatieachers and principals’
response was that not all subjects which are taaghhe primary school level are
examined. The participants indicated that thereeweemumber of subjects which are
timetabled to be taught on regular basis howeverl¢hrners are not exposed to any
examinations. From the participants’ responsesrélearcher noted that subjects like

Religious and Moral Education (RME), Arts, life k&i Physical Education (PE) and
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computer literacy in some schools are taught byifipchteachers regularly but are not
examined. The participating teachers in this stivalypened to teach subjects which are
examined (Mathematics, English, Science and Setiglies) hence they wondered how
just it would be if they were to be held accoungalolr their learners performance based
on examinations yet other teachers subjects dgetdested hence do not get to be held
accountable. Participants felt that it would behallenge to attain equity in the sense of
holding teachers whose subjects’ are not examin&blaccount for their learners’
performance. The teachers thus stated for fairmed3BAS, all subjects should be
examined.

The final issue on equity which concerned the osadpnts from all the five
schools was the issue of teacher qualification.okiyj of the responding teachers were
qualified with Basic Education Teacher Diploma (BBTwhich is being phased out
since the merging of the teacher training collegiés the University of Namibia’'s
Faculty of Education in order to qualify primaryhsol teachers in the country with
Bachelor of Education Degrees. They felt it woudd be fair to hold both Diploma and
Degree holders to the same demands of PBA singeféfiethat Degree holders would
be better qualified than Diploma holders. Majontyere of the opinion that BETD
holders be given a chance to upgrade so that teeyogbe at the same level as the
Degree holders before any demands of accountabdityd be made and in essence, the
issue of difference in teacher qualification seentede a likely challenge if a PBAS

was to be implemented.
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4.6.6 Roles of education stakeholders in PerformaaeBased Accountability

Systems

The teachers and principals constantly broughthapidsue of stakeholders and
their roles in education in their responses. Tis2aecher noticed that all the teachers
and principals mentioned the fact that differenbgde play different roles in the
provision of education and as such it would notfae to make teachers solely
accountable for learners’ performance if other etaliders do not carry out their roles
effectively.

Some participants mentioned that if they were tbdld accountable the learners
too had to be held accountable for their perforreakor instance a teacher at school B
said:

If teachers are to be held accountable, learnensidlalso be held accountable so that each party

gives the best in the learning process. Holdingheirs accountable and leaving the learners

unaccountable will not be fair to the teachers. &ample to hold learners accountable for their
performance, only learners who pass should be @emrbecause promoting weak learners will

affect the general performance of the class. Hles understand that they can only be promoted

if they qualify, they are likely to put more effarttheir studies.

The point they put across therefore was that it evdg fair to hold both teachers
and learners accountable for the learners’ perfoc@decause they play different roles
in the learning process so both ought to play tlwas effectively.

Parents are the other stakeholders in educationbstioteachers and principals

felt have to take their roles seriously. The ppatiof school A said:
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How can parents be held accountable? | believe ithadrents play their roles well and are
cooperative with their children’s school then hetiesults can be achieved. So parents should

support the learning process of their children égfgrming their roles well.

The principal of school D expressed similar sentitady stating that it is hard to make
any progress with parents who are uncooperativanéieated that some parents do not
even know the location of the school where theildebn go to. He asserted that most
parents do not show up to the school for any realdenfurther complained that when
homework is issued parents ought to ensure that thddren get time to do their
homework before going to bed however he complathatl it is not the case with most
of his learners as teacher often complain abouwinaber of learners who never bother to
do their home work and other assignments.

The principal of school D believed some parentsiliterate, and thus had no
interest in what was going on at school. Sahlb&@P8) notes that educated parents
provide their children with suitable learning emmviment at home and better academic
support than illiterate or uneducated parents dineg know and appreciate the value of
education in the society.

Four principals and fourteen teachers argued thatrents take little or no
interest in their children’s education, then thehildren tend to perform poorly. Thus
they felt that before they could be made accoueatdbt the performance of their
learners, it is in order that parents are sensitivetake their roles in educating their
children seriously and thus be involved in theirldilen’s education failure to which

even they as stakeholders could be held accountable
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Finally and most importantly was the role the Mirysof Education plays in the
provision of the necessary teaching and learnirspueces. This is because primary
education in state-owned schools is free and chtése by the government. The
participants from the four state-owned schools A,DCand E pointed out that the
government needs to step up its provision of edutal resources and facilities to
improve performance in state owned schools. Thgye that it would be unreasonable
for the same government that has the responsikbalipyrovide basic learning facilities to
ask for Performance-Based Accountability from temslwho are struggling to teach in
schools that have insufficient learning resourg&ahlberg, 2008, p.10) argument
concurs with that of participants regarding theersiakeholders in education. Sahlberg

indicates that:

Intelligent accountability stresses the principdl routual responsibility. This means that
accountability dynamics should be regarded as anax process. On one hand, schools should
be accountable to decision makers, educationabsti#s and the community as a whole for the
overall outcomes of schooling which should inclug®h the cognitive and non-cognitive
aspects. On the other hand decision makers andrdigh should be held accountable for the
providing schools, teachers and principals with teeources, conditions and opportunities

needed to attain jointly agreed educational goals.

The participants thus felt that the MoE should pfewvthe schools with sufficient
resources before demanding for performance. Leitliv¢2005) concurs with the
respondents by questioning how justified it is &teacher or school to be held solely
responsible for matters involving a shared caussponsibility. Leithwood explains that

the success of learners in a school is a functionamy factors. Leithwood for instance
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asserts that while quality of instruction is imgont, it is significantly influenced by
factors which the government or the community aatlthe teachers or schools have
control such as physical conditions of school bodd, class size and time available for
teachers to prepare for classes to mention a few.

The first inspector however indicated that evethéf schools do not get adequate
support in terms of the learning materials andlifas, it would still make sense for the
MoE to demand some sort of accountability for perfance based on the available

facilities. She said:

By the MoE giving support to primary schools imtsrof educational inputs, money is still spent
whether the resources are adequate or not. Thenees@r be a state where teachers will say now
we have all the resources we need; there will edviyin adequacy on one part or the other. So |
think that support however little without accouriligp for performance will always lead to a
situation where the support measures lack direaiwh focus and thus quality in education can

never be achieved.

Her point therefore was that since it would beicliit for the MoE to provide learning
resources to all the primary schools’ satisfactibns just to demand for PBA from
teachers and principals because even though tharces may seem inadequate, money
is spend to provide them and also there ought tadmountability for the sake of
direction towards improved standards of achievernmeatucation in the country.

The argument here was that learning process isiah@nd involves shared
responsibility. This implies that all parties touedtion, be it learners, teachers, parents,
the community, the Ministry of Education to mentianfew have a role to play

responsibly and effectively towards achieving tret goals in education. In the
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participants’ opinions if any success is to be @ebd in a PBAS then all parties have to
play their roles effectively because one partysffiectiveness is likely to affect the
success of the others and in a PBA situation, lit @ unjust to penalize teachers and

principals for poor performance if they do not gepport from the other stakeholders.

4.6.7 Teacher preparation and continuous professi@h development of teachers

A number of respondents including teachers, praisigarents and inspectors of
schools were concerned about the quality of teaphgparation especially if teachers
and principals were to be held accountable forrthearners’ performance. Their
concern was that teachers are not adequately dr&neducate the learners to such an
extent that they could be held accountable foréhening achievements of the learners
and in the majority of the respondents opinions tancern could be a possible setback
to PBAS. Some studies like O’Day (2002) and Anderg2005) concurred that
successful teaching largely depends on how mucfegsimnal preparation (specialized
knowledge and skills) teachers and principals obtnd their ability to apply such
knowledge and proficiencies to the learning sitwatin essence it would be a challenge
to bring teachers and principals to account ifrthlesrners do not perform well if in the
first place, they, the educators are not well pregp&o handle their responsibilities.

While all the teachers and principals in this stwre qualified teachers, some
with Basic Education Teacher Diploma (BETD) whishcurrently being phased out of
the Namibian education system and others with @ésgrhere was a general consensus

that a lot has to be done to improve teacher patipar especially if teachers are to be
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held accountable for their learners’ performanceam effort to improve quality of
primary education not only in the Khomas Educattegion but the entire nation. The

principal of school C argued:

I am still of the opinion that teachers and priat$phave to be accountable for their learners
performance but | think they should be highly tegirand prepared for their jobs. Otherwise |
feel it may not be easy to implement PBA. As itnisw, most teachers will probably be

sanctioned because many learners performanceos bekrage and that may not go well.

Although most participants believed that the dyadf preparation of primary
school teachers was likely to improve due to thren&y teacher training colleges which
formerly offered Basic Education Teacher DiplomaET®) merging with The
University of Namibia’s faculty of Education to difya primary school teachers with
degrees, the principals and a few teachers douthidthe degrees would improve

quality of teacher. For example the principal dieal B said:

Merging the colleges with the university was a gooove, it means the government is serious
with improving the quality of primary education bntmy opinion it still may not work because
most people go for teaching because they do notifguar top courses like medicine,
engineering, law and many others which enroll tedgmers in grade twelve examinations. So
as long as people go for teaching due to lack ofceh) even with the degree, there would be no

motivation from within to push them to work hard.

A teacher at school C on the other hand arguedpible’s intention for joining
the teaching profession is what mattered, and es suen with a Degree if there is no
commitment of the teachers part then the qualiboatwould not be of much

importance.
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All'in all, majority of the participants argued tHar teachers to respond better to
the demands of PBAS in order to raise the standafdearning achievements then
teachers need to be highly trained in specializdts @and knowledge so that they can
teach effectively.

Another issue affecting quality of teachers as adack by the study is inadequate
continuous professional development for the iniserteachers. For instance, there was
concern by the respondents who were holders of BEM@st of them stated that if
teachers will no longer be offered BETD then it Wdbbe unfair for BETD teachers and
bachelor degree teachers be evaluated on the samleor be held accountable to the
same demands of PBA on the grounds that their faqpsdlon would be inferior to the
degree holders. Four teachers and two principadscated that there was need to
upgrade the quality of the BETD holders in the egystto avoid any intimidations or
prejudices against them the degree holders floedptimary education system. They
pointed out:

A teacher at school A: “the current BETD holdemsthe system should be given a
chance to upgrade. Study leaves should be givémse who are willing to upgrade to
a degree”

A teacher at school E: “I would seriously consideing to the university to upgrade,
hopefully since | already have a diploma, they gae us two years instead of four to
upgrade the diplomas to a degree.”

Apart from upgrading diplomas to degrees, someomdpnts mentioned the

need for conducting and attending regular in-sertiainings, seminars and workshops.
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Three teachers stated that they could not remethieelast time they attended any in-
service workshop and the reason given was thatdg@artments often appointed
teachers like HOD’s to represent the schools whemsuch workshops are organized
hence somehow it had taken long before they asithdils could attend, however one
teacher mentioned that they still benefit indingcttom the workshops since the
advisory teachers often update them on what wasissed.

It was evident from the participants’ responses there were several issues that
could pose challenges and ought to be address&BAf was to be implemented

successfully in Namibia’s education system.

4.7 Chapter summary

In this chapter, the researcher presented, anabaédnterpreted the findings of
the data. The analysis of the data was guided éyre¢blearch questions of this study.
The first research question discussed, analyzed iatefpreted the findings of
participants’ views regarding PBA in education. TBecond research question
discussed, analyzed and interpreted participaetssvion holding teachers accountable
for learning outcomes and the last question adddeske findings on the views of

participants regarding possible challenges to a®BANamibia’s education system.
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CHAPTER 5
CONCLUSIONS AND RECOMMENDATIONS

5.1 Introduction

This chapter presents the major conclusions derfv@oh the findings of this
study and the previous studies that were discussditerature review. It also gives
recommendations based on the findings of this stAtdp in this chapter, the researcher

suggests research problems for further study.

5.2 Perceptions of teachers and principals regardn Performance-Based

Accountability in primary education

5.2.1 Performance-Based Accountability in Namibia’grimary education

The purpose of the first research question wagé & profound understanding
of the perceptions of the participants regardindding teachers and principals
accountable for the performance of their learneni effort to improve the performance
of learners in the Khomas Education Region.

The first conclusion was that the study found titet respondents had a vague
understanding of what PBA in education entailede Tihdings from the study indicate
that whereas the participants clearly understoatdPBA is taking responsibility for the
learning achievements of their learners, their @etions of PBA inclined towards the
negative connotation of accountability. For insgrbey only talked of PBA in terms of

being penalized if their learners performed poofione of the participants made
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reference to the positive side of PBAS, for exampdéeng rewarded for the learners’
excellent performance.

This negative perception of PBA by participants icated that their
understanding of PBA in education was that a PBA8astigatory in that it only seeks
to improve learning achievements through penalizing teachers. This is contrary to
what previous studies state about the nature dBASP The studies point out that in
order to hold teachers and principals accountabte ldarners performance, PBAS
should have an incentives component which shoutdonty sanction teachers whose
learners continuously perform poorly but shouldaleward teachers whose learners
excel (Elmore, 2002; Hout & Elliot, 2011; StetcldeCamm, 2010). In this respect apart
from penalizing poor performers, it also rewardsedent performers and therefore the
study finding in regards to participants understagaf PBA was not in line with the
results from previous studies.

While prior studies indicate that PBAP and PBASducation aim to improve
learning achievements and reduce achievement gapsgst learners, Namibia lacks
such a policy. The study finding was consistenhwihat literature has on PBAS given
that regardless of their perceptions on PBA in ation, the participants acknowledged
the importance of a PBAS in Namibia’s educatione Bludy finding indicates that lack
of a PBAS in Namibia’s education is detrimentallearning achievements given that
that there has been a care free demeanor in mashetes since they are not held
accountable for the learners’ learning achievemefts this reason they argued that

teachers have not been committed to teaching ame soe often absent from school to
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attend to their private businesses at the expehskeodearners’ time. The study also
found that there was a better chance for learmeEdbrmance to improve with a PBAS
in Namibia’s education because teachers are mkety lio be committed to their work
and improve the learning achievements through ingmoclassroom instructions,
individual attention to learners, and reduced atsdrom school, programs for extra
instruction for learners at risk of failing amongshers if they knew that they would be
held accountable for the performance of their leesnin this respect, the findings
concur with what literature states about PBAP aBAd\® in education and improved

learning achievements.

5.2.2 Examinations in primary school education

Previous research on PBA indicates that at thet lidaa PBAS is constant
measurement of learning achievements through ealtetandardized high stake testing
(Goertz et al., 2001; Suspitsyna, 2010). The tastsexternal and standardized in the
sense that they are not set, marked or scored dpylare subject teachers but with
selected examiners, who set, assess and scorexdngnations which are taken by
learners of a particular region, country or stateat the same time.

The study finding however was not consistent witiatwprevious studies portray
because the finding indicates that learners in @rynschools take ordinary examinations
which are set, marked and scored by their reguldjest teachers throughout their seven
year period. According to Marope (2005) this isrme¢ntal to learning achievements

because exposing learners only to ordinary examimatset and assessed by their
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regular teachers for seven years delays the chaofcearly interventions for learners
with different academic needs which can only becalisred through external
examinations. Studies indicate that in PBAS leanshould be exposed to fully
standardized external examinations at intervalsuinout the period of primary for
example every three years, or twice in primary atioo phase.

The tests and examinations are also called hide stacause the results of these
tests are used to make major decisions concerhadeairners and teachers. In essence,
there are consequences attached to the resulties¢ examinations. From the findings
of this study, the researcher came to a concluiian primary school learners in
Namibia are not exposed to any high stake exanoingtit was apparent from the study
findings that learners take regular examinationd wo consequences attached for the
seven year period in primary education phase. k&tance, the study finding indicates
that learners who do not meet the basic competenufiethe particular grades are
transferred to the next grades and often fail toeustand the difference between
learners who are promoted to the next grades am thho are transferred since they
end up in the same classroom despite their podornpesince.

The study finding indicates that grade seven lagarsi¢ for regular examinations
which make them eligible for junior secondary edisca Studies by Lewin et al.
(2011), Goertz et al., (2001) and Suspitsyna (2@H58grt that examinations ought to be
of high stake so that the results have impact dh teachers and learners. Lewin et al.
(2011) for instance argue that results of high esteakaminations ought to determine

learner intake or placement in various secondahpals to motivate learners to work
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hard in order to qualify for those coveted excellisecondary schools. However, in
Namibia’s situation there are no stakes attachedpgédormance in grade seven
examinations hence contrary to the expectationa ®BAS as revealed by previous
studies.

Finally, as regards what previous studies revealiathe nature of examinations
in PBAS is that in high stake examinations, perfmnoe of learners in these
examinations are not only consequential to thenlrarbut the teachers too. For instance
Lewin et al. (2011) and Anderson (2005) state thatresults of high stake examinations
are used to make major decisions concerning tesdberexample in promotions and
demotions of teachers. This study finding howewelidates that learners in Namibia’s
primary education are only exposed to ordinary erations without any stakes, there
are no consequences attached to the teachers irgpénd performance of learners in
those examinations. This implies that the exanomatiare of no stake at all which is

contrary to what studies indicate about examinatiarPBAS.

5.3 Holding teachers and principals accountable forthe performance of their

learners

While the literature like Marope (2005) and Derg&n (2005) indicate that there
is no education policy in Namibia that holds teashend principals accountable for the
learning achievements of learners, an unexpechelihf in this study was that School
B, a privately run school, on its own demands Rerémce-Based Accountability from

teachers and the principal. The study found tha tuthe fact that the school is run
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privately, parents pay a lot of school fees forirticdildren as opposed to learners who
receive free primary education in state primaryosthand thus there is pressure on the
teachers and the principal to perform to the patesatisfaction. If parents are
dissatisfied with performance of their childrengyhtend to transfer them to better
performing schools and this would disadvantagesti®ol. For this reason teachers are
employed on contracts which are only renewed if tdecher happens to deliver to
satisfaction. Teachers in this school are also ptechor demoted depending on how
their learners perform. Therefore whereas teacherstate primary schools in the
Khomas Education Region are not held accountalylgpdoformance of their learners,
teachers in school B a private school have to belwattable for the performance of their
learners.

This study findings show that participants acknalgle that learners’
performance is likely to improve if teachers anthgpals are held accountable for the
performance of their learners. Like pervious resledGariepy et al., 2009; World Bank,
2008) the findings suggest that the teachers amgipals should be held accountable
for their learners’ performance to the parents, dbaeral public and the government
through the Ministry of Education. The study fingisnindicate that it would be easier for
the MoE to implement particularly the incentivepext of PBAS given that it is within
its jurisdiction to take actions like to promotesnabte, dismiss, and transfer teachers
who perform and do not perform to satisfaction.

Previous research indicate that to hold teachatgancipals accountable for the

learning achievements teachers should be both dedaand sanctioned for excellent
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and dismal performance respectively (Elmore, 200&;t & Elliot, 2011; Stetecher &
Camm, 2010). Studies suggest that to sanctionhéeashould be; demoted, transferred,
dismissed, have teaching contracts or licensefansystem so that they can only be
given to competent teachers and renewal of theracist or licenses be subject to
performance. While this study findings were comsistwith the previous studies by
pointing out the above mentioned ways to sanceachers whose learners continue to
perform poorly, the findings also indicated thatrendenient forms of sanctions for
example issuing of at least two written warningse@chers whose learners continuously
perform poorly should be used before the above iowed which were viewed to be a
bit extreme for teachers being sanctioned for itts¢ time.

Previous research by Wilcox (2000) show that insperaf schools is the most
widely used form of accountability in educationteyss. The findings of this study was
consistent with previous research in the sense rd@ilar inspection of schools was
likely to improve the quality of learning achievem& because teachers would know that
they are under constant observation. The studyddabat through regular inspections,
teachers would improve how they prepare for classed would avoid absenting
themselves from school unnecessarily. Learners dvthdrefore stand to benefit with
these behavioral changes in teachers which reqdpection of schools could possibly
bring along.

The study findings however indicate uncertainty thre ability of school
inspectors to conduct school inspection whose teplasive the potential to sanction

teachers and principals who have not been ableetform as PBAS in education
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demands. The findings therefore suggest that wihie participants concur with the
results from prior research that inspection of sth@és a means of holding teachers and
principals accountable for their learners’ perfonoe they questioned the credibility of
the inspection reports especially if the reportgehitne potential to sanction teachers and
principals.

The findings of this study concur with studies whizere conducted before for
example by with Supovitz (2010) and Elmore (2008t ta teacher who is promised a
reward if the low performing learners improve the@rformance is likely to adjust some
activities that he or she is able to control susthaw well instructional materials are
presented, and additional instructional time or ipgyextra attention to the low
performers. Just like the studies, the findingsciatk that if teachers and principals were
to be rewarded for their learners’ excellent or royed performance then they would
improve the way they prepare or present the lesaadswould be more committed to
improving their learners’ performance. The findirsyggest that the rewards could be in
form of monetary rewards, promotions, public redtogn, certificates of excellence to

mention a few.

5.4 Possible challenges to Performance-Based Accotalnlity in the Khomas

Education Region

5.4.1 Demoralization and teacher attrition

Previous research indicates that the major chadertg PBAS are likely to

impact negatively on learning achievements (Hanya&Bamilton, 2008; Jackson,
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2008). The findings of this study were consistenhthe findings of prior studies in the
sense that some factors associated with implementat PBA in an education system
are likely to impact negatively on learning outceme

Just like the previous studies (Anderson, 2005;rdamy &Hamilton, 2008;
Jackson, 2008) the findings note that if teacheis tbo much pressure to improve
learning achievements through the demands of PB®8 thances were that teachers
would be demoralized and this as participants ateid is likely to lower learning
achievements.

Whereas previous studies show demoralization ofhessg in general as a
possible reason for low learning achievements iA®Bhe findings of this study goes
further to indicate that teachers in schools thaweh been performing poorly
academically would be more demoralized than teacherschools which have been
excelling academically. The findings point outtth@achers and principals teaching in
schools whose performance has been below standawtt ibe more affected by the
pressure to improve learning achievements in saipols.

This study finding also indicates that teacheosifthe schools which have been
performing poorly lack or have less intrinsic acct@bility while teachers in schools
that have been excelling posses more intrinsic @dedility. This finding is consistent
with previous research by Gariepy et al. (2009) wbaclude that teachers who lack
intrinsic accountability do not have the sense aKirtg responsibility for learning
outcomes on their own and as such would not readitept demands from an external

source of accountability. On the other hand teackéro have intrinsic accountability
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feel responsible for their learners’ performancehauit any external demands of
accountability and therefore they readily acceptdemands of a PBAS in an education
system.

The researcher found out in this study that teacimepoor performing schools
lacked intrinsic accountability since they wereiggvreasons to justify their learners’
dismal performance yet had put no effort to helpriove learning achievements for
instance through extra learning programs beyondoffieial school hours since they
demanded to be paid for the extra hours and gikieh garents were reluctant to pay
there were no extra classes in place. This wasagmio the situation in a school which
has been excelling since the teachers stayed balfigrdthe official school hours to help
the learners despite the fact that they receivexioa cash for the extra classes. This
implied that there was lack of intrinsic accounkigpiin teachers whose schools have
been performing poorly and it could result to loxarining achievements because they
would easily be demoralized by the demands of PBAS.

A finding that was consistent with previous stud{&more, 2002; Jackson,
2008) was that teachers who teach in schools wiah adequate learning resources
would be more demoralized than teachers who teachkeil resourced schools since
they felt that a number of factors affecting tharteng situation in the school would
disadvantage their learners. The study finding estyyinadequate qualified teaching
staff, lack of computers and internet facilities,adequate classrooms, text books and
reading materials to be among some of the fact@sdould negatively affect learning

achievements. The finding indicates that some fachoe beyond the teachers’ control
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and thus they would feel demoralized if they weyebé penalized for their learners’
poor performance. The challenge to PBAS therefaraldvbe enforcing a uniform PBA
to teachers who teach in well resourced schoolstlamske who lack the basic learning
facilities.

Findings from prior research suggest that whenhegcget demoralized or are
unable to keep up with the pressure to improve tearners’ performance, they tend to
quit the teaching profession (Jackson, 2008). Adiogr to the finding by Jackson,
higher rate of teacher attrition has been repoded to the demands of PBAS. The
findings of this study also show that there is g possibility that teachers whose
learners continuously perform poorly would be inigebko quit teaching profession due
to demoralization and too much pressure to impileseners’ performance and also to

avoid possible sanctions that may come with PBASace.

5.4.2 Role of stakeholders in education

Findings from previous studies indicate that actalifity should be based on
the principle of mutual responsibility such thaadbers and principals should not be
solely held responsible for matters involving arskaresponsibility (Leithwood, 2005;
Sahlberg, 2008). The findings of this study werasistent with the previous studies
since there was acknowledgement of the fact thitkits a number of key players to
provide for education and therefore holding teaslard principals solely accountable
for learning achievements would be unjust espgcialihe other key players failed to

play their roles effectively.
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For instance, the study findings indicate thatrieas who do not excel should
not be transferred to the next grades and onlethhd® meet the promotion requirement
should be promoted. This would motivate learnerwdok harder to merit promotion. In
this regard, learners would also be held accouattmioltheir performance. The findings
also suggest that the MoE should provide adeqeataihg resources to schools, parents
to be involved in their children’s education byrtimg up for meetings regularly, provide
support for their children back at home and the roomty as a whole to support
education by providing the necessary assistansehools. In short there is need for all
parties in education to play their roles effectyvéd enhance the teaching and learning
process. The findings further indicate that if teas and principals were to be held
accountable then all the stakeholders in educatigyit to be held accountable for their
roles in providing education otherwise teachers ld/deel victimized if they were the

only ones to be brought to account.

5.5 Research recommendations

e Primary school teachers should be held accountablsome extent for the
learning outcomes of their learners. The findingdidated that not holding
teachers and principals accountable for their & rperformance is detrimental
to learning achievements.

e In order to reward teachers and principals whosenérs excel or make
tremendous improvement as PBAS demand, teachergrarapals should be

promoted, given monetary incentives, certificatésercellence and publicly
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recognition of their achievements. To sanction ltees whose learners perform
poorly consistently, teachers and principals shdwddfirst given two written
warnings addressing the problem of their learnessticuously performing
poorly. If learners performance does not improverahe two written warnings
then the teachers and principals should be traesferdemoted, and any
monetary incentives if any should be withdrawn.

Grade seven examinations should not only be exteand standardized but
should also be of high stake as is required by PBARSmake the grade seven
examinations high stake, all grade seven learmetke country should take the
same examinations and the results of the exammsasbould determine learner
placement in the junior secondary schools. For @@anbest performing learners
in the grade seven examinations should be seléatedroll in the top excelling
secondary schools.

Provision of education involves different partietionshould play their roles
effectively and since PBA in education is also aret responsibility, learners
should be made to be accountable for their perfoo@aFor instance, only
learners who meet the minimum basic competencieth@fparticular grade
should be promoted, those who do not merit promagioould repeat the grades

and not be transferred to the next grades.
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5.5.1 Recommendations for further research

An unexpected finding was that School B, a privatdool which has been
excelling for the past few years already holds heex and principals accountable for
their learners’ performance. The researcher wounddréhe fact that teachers in the
school are held accountable for their learnersfgserance could have contributed to the
excellent performance. Thus the recommendation ftusstudy to further research on
PBA in Namibia’s education;

e An investigation on the existence and nature of fdPeance-Based

Accountability in privately run schools

e How the existence of PBA in private schools if amgntributes to the

performance of learners in such schools.

5.6 Chapter summary

The study found mixed perceptions regarding holdegchers and principals
accountable for the performance of their learnéwen though not all teachers and
principals were ready to embrace PBA in educatiamiy because their understanding
of PBA in education which was that PBA is castigatio that it only seeks to improve
learning achievements through penalizing the teachbe findings indicate that they
acknowledged that PBA in primary education is esakem improving the learners’
performance. The findings thus indicate that teexlad principals should be held
accountable to the parents, general public andytivernment through the MoE for the

learners learning achievements. Finally the findiatso indicate that certain challenges
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like provision of adequate learning resources; t§qisisues to mention a few could
prevent successful implementation of PBAP and PB#f as such ought to be
addressed before any demands of accountability bearenforced on teachers and
principals.

Studies reveal that any form of PBA in educat®better than no accountability
at all (Gariepy et al., 2009). There is need foARB Namibia’s education system. This
chapter therefore provided the major conclusionawdr from this study and the

recommendations drawn from the conclusions.
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APPENDICES

Appendix A: Letter requesting for permission to corduct the study.

Christine Awuor Adere

P. 0. Box 35130,
Pioneers Park
27 July 2011.
The permanent Secretary
Ministry of Education,
Private Bag 13186
Windhoek.

Dear Sir,

Re: Permission to conduct research in primary schools in the Khomas Education
Region

| am a registered, second year Masters Student (enrolment number 201031434) in the
faculty of education at the University of Namibia. As part of the curriculum
requirements for the award of Master of Education degree of the faculty, | have to
conduct research in any area of interest in education management and administration.
In pursuit of this, | have undertaken to study “Performance-Based Accountability of
primary school teachers and principals in the Khomas Education Region of Namibia”.

Performance-Based Accountability research is still a new area of research in education
particularly in Namibia. | therefore hope that the findings of my study will be able to
inform policy makers in education in Namibia and also lead to further research by other
scholars given that little research has been conducted in this area. | hope that my
request to conduct this study will be granted. Attached to this letter is an introduction
letter from the Head of Department of Education management and Administration,
Faculty of Education and a copy of proof of registration at the University of Namibia.

Thank you.

Christine Awuor Adere
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Appendix B: Informed Consent

Performance-Based Accountability of primary schooteachers and principals in the
Khomas Education Region

You have been invited to participate in the redeaoout Performance-Based
Accountability of primary school teachers and pipats in the Khomas Education
Region. The information collected from you may Ised by the Ministry of Education
to formulate a policy that will aim to improve thgerformance of primary school
learners in Namibia.

Participation in this study is out of free will astould you feel uneasy you may
withdraw from the study at any time. There are isksrfrom participating in this study.
All information that will be provided by you willdtreated confidentially and will be
used for research purposes only and for that regean real names will not appear
anywhere in the study.

If you have any questions regarding your rights gmarticipant in this research
and any other questions, you can have them clddifefore commencing participation in
the study.

| have read the above statements, and have hagpamtonity to ask questions,
which have been answered to my satisfaction. leagwevoluntarily participate in the
research study described.

Participant’s signature date
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Appendix C: Interview guide for principals

Interview instructions

Your responses to the questions are appreciatedwalhcbe useful in the study;
therefore, you are encouraged to try and respomnletm to the best of your knowledge
and understanding. You are also requested to artk@euestions as frankly as possible
as the information will be treated confidentially.

Please feel at ease, and free to ask for clainificatin case you fail to understand what is
being asked during the interview process.

A. Personal and school details

Age?
Sex?
What is your highest academic qualification?

How many years of experience as a primary schootipal do you have?
Please give me a brief background of the school.
Alternative questions and probes

i.  When was the school established?

ii. ~ How many learners are enrolled in the school?

iii.  What learning resources are available in the s¢hool

iv.  How has the school been performing academically?

v. Isthere anything else about the school you waké&ltb inform me?

u b WON B

B. Perceptions of Performance-Based Accountability ierducation

6 How would you define Performance-Based Accountighiti education?

7 Inyour opinion, how can the implementation of PBdlicy in education
impact on learning outcomes?

i. Do you think it would impact positively or negatlyen the
learners’ performance? Please justify your answer.

8 When your school excels academically, how doesrttakte you feel as their
principal?

9  When your school continuously performs poorly, hiiwves that make you
feel?

10 What efforts or programs have you put in placeelp the low achieving

learners?
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Alternative question
I.  How does the school help the low achievers to imptbeir learning
achievements and close or reduce any existing \aamient gaps?
11  In your opinion, are tests and examinations appeitgpmeans of measuring
I.  Learning achievements?
ii.  Effectiveness of teachers?
Please justify your response.
12 What is your view concerning external examinations?
Probing questions
i.  In your opinion how can external examinations intgaclearning
achievements?

ii. At what stage of their education do learners siefiernal or any
standardized examinations?

ii. In your opinion is it timely? If not why not am¢hat suggestions would
you make concerning the un timeliness of thesedatalized or external
examinations.

13 Do you give any high stake examinations?
I.  Alternatively do you give any examinations that sl@utcomes are
consequential to both learners and teachers?

ii. If yes, what are the stakes both to the teachatdeanners?

ii. In your opinion how could high stake examinatiompact on learning
achievements?

iv.  If No, why not? What suggestions regarding thigentr situation of
offering examinations that have no stakes would iyake?

C. Holding teachers accountable for learning outcomes
14  How can teachers be held accountable for the padoce of their learners?

Alternative questions and probes

I. In your opinion what actions should be taken agasechers
whose learners continuously perform poorly inrteebjects?
il. What should be done to teachers whose learnersiaexce
examinations?
iii. How does the school reward or sanction teachersevigarners
excel or continuously perform poorly respectively?
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iv. How do you feel the implementation of the sanctiand rewards
aspect of PBA policy would affect the teachers’ ai@iand
effectiveness?

v. Alternatively, how can the rewards, incentives aadctions
aspect of a PBA policy in education alter theasadr of both
learners and teachers?

15  What are your views regarding inspection of schaolglation to learners’
performance?
Alternative questions and probes

i. How frequent do you get visits from the inspectarschools?

il. In your opinion how can school inspection impactearners’
performance?

iii. How often do you get feedback from the inspecteports?

16  How frequently do you organize forums to addreskraport to parents on
the performance of the learners?
I.  Are there any letters to parents and kept recondsuch forums? Could |
please have a look at them?
ii.  How would you describe the parents or guardians ¢éut or attendance
of such forums?
iii. In your opinion how can these public reporting @nf@ermance forums
impact on learning achievements?
iv.  If no forum has been held please give details agtpnot.
v.  What is your feeling concerning this situation?
vi.  How do you think lack of forums for public repoditearners’
performance could impact learning achievements?
17  What is your opinion about principals being helgjp@nsible for the
performance of learners in their schools?
i.  To whom should principals be held accountable to?
ii.  How should they be made accountable for the legrautcomes of their
learners?

Challenges to PBAS in education

18  What socio-economic back grounds do your learnemsecfrom?
i.  How do you think this affects their learning aclaeents?
19  What resources does the school have (Teacherdjrigs| facilities,
materials and any other)?
Alternative questions and probes
I. How many qualified teachers have you?
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il. Are there any untrained teachers in the school?

iii. Do the teachers in your school receive any in-serworkshops,
seminars and opportunities for their professiomaldbpment?

iv. How regular are teachers exposed to these in-gesatninars,
workshops or training programs?

v. In your opinion are the learning resources adeq(aiddings,
facilities, materials and any others)?

vi. How do you feel the existing resources affect tedgsmance of
the learners?

20 What other obstacles do you think PBA policy ilkto be faced with?
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Appendix D: Interview guide for teachers
Interview instructions

Your responses to the questions are appreciatedwalhcbe useful in the study;
therefore, you are encouraged to try and respomnletm to the best of your knowledge
and understanding. You are also requested to aritb@euestions as frankly as possible
as the information will be treated confidentially.

Please feel at ease, and free to ask for clainificatin case you fail to understand what is
being asked during the interview process.

A. Personal and professional details

Age

Sex

What is your highest academic qualification?

How many years of experience in teaching primahpsts do you have?
What subjects do you teach?

Apart from teaching do you hold any other positionthe school?

OO WN B

B. Perceptions of Performance- Based Accountdiby in education
7 How would you define Performance-Based Accountighii education?
8 In your opinion, how can the implementation of PB&licy in education
impact on learning outcomes?
i. Do you think it would impact positively or negatlyen the learners’
performance? Please justify your answer.
9 When your learners excel academically, how dodsnia&e you feel as their
teacher?
10 When your learners continuously perform poorly, rees that make you
feel?
11 What is the performance gap between your highestamest performing
learners?
12 What efforts or programs have you put in placeeip the low achieving
learners?
Alternative question
i.  How do you help the low achievers to improve tlesrning
achievements and close or reduce any existing \a&imient gaps in
the subject that you teach?
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13 In your opinion, are tests and examinations apetgmeans of measuring?
I.  Learning achievements?
il.  Teacher effectiveness? Please justify your response
14 What is your view concerning external examinations?
I. At what stage of their education do learners siefiernal or any
standardized examinations?
il. Inyour opinion is it timely? Please justify yoamswer.
iii. If not what action should be taken to addressdbed of timing of these
examinations.
15 Do you give any high stake examinations?
I.  Alternatively do you give any examinations whosé&comes are
consequential to both learners and teachers?
ii. If yes, what are the stakes both to the teachatdemnners?
ii. In your opinion how could high stake examinatiompact on learning
achievements?
iv.  If No, why not? What suggestions regarding thigentr situation of
offering examinations that have no stakes would iyake?

C Holding teachers accountable for learning outtmes

Vi.

How can teachers be held accountable for the padoce of their learners?

Alternative questions and probes

In your opinion what actions should be taken agdeechers whose learners
continuously perform poorly in their subjects?

What should be done to teachers whose learnersiex@eaminations?

How does the school reward or sanction teacherseviearners excel or
continuously perform poorly respectively?

How do you think the implementation of the sancéiand rewards aspect of
PBA policy would affect the teachers’ morale angeiveness?
Alternatively, how can the rewards, incentives aadctions aspect of a PBA
policy in education alter the behavior of botarteers and teachers?

To whom should teachers be held accountable tpddormance of their
learners?
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16 What is your view concerning principals beingdhatcountable for the
performance of their schools?
17 What are your views regarding inspection of s¢haorelation to learners’
performance?
Alternative questions and probes
i. How frequent do you get visits from the inspectarschools?
ii. In your opinion how can school inspections impactearners’
performance?

Challenges to PBAS in education

18 What socio-economic back grounds do your learoense from?
I. Please explain how their backgrounds affect how pezform
19 In your opinion how do the existing resources sthool ground affect the
performance of the learners?
21  What resources does the school have (buildingsgitiles; materials and any
other)?
Alternative questions and probes

I. Have you received any in-service workshops, seminar
and opportunities professional development since
recruitment?

ii. How regular do you attend these in-service semjnars
workshops or training programs?

ii. If you have never attended any in-service trainepse
give details as to why not.

iv.  In your opinion how can in-service training, semfa
workshops and continuous professional development
impact on the learners’ performance?

v. In your opinion are the learning resources adequate
(buildings, facilities, materials and any others)?

vi. How do you feel the existing resources affect the
performance of the learners?
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22 What other obstacles do you think PBA policliksly to be faced with?

E. Is there any additional information that yeel is helpful to this study that you
would add?

End.

Thank you for your time andtapation.
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Appendix E: Interview guide for the inspectors ofschools interview instructions

Your responses to the questions are appreciatedwalhcbe useful in the study;
therefore, you are encouraged to try and respomnletm to the best of your knowledge

and understanding. You are also requested to artk@euestions as frankly as possible
as the information will be treated confidentially.

Please feel at ease, and free to ask for clainificatin case you fail to understand what is
being asked during the interview process.

A. Personal and professional details

Age

Sex

What is your highest academic qualification?

How many years of experience in the inspectorat@arasnspector of
schools in Namibia?

5 Briefly describe your job as an inspector of school relation to
accountability.

A WODN PR

B. Views on Performance-Based Accountability in educain.
6 How would you define Performance-Based Accoulitglin education?

7 In your opinion, are teachers and principalshm Khomas Education Region
adequately held accountable for the performanctkenf learners?

IF YES explain your reasons.
IF NO,
i.  Why do you feel they are not adequately held actaile?
ii.  What should they be held accountable for?
ili.  To whom should they be held accountable to?
iv.  How should they be held accountable?
v.  What should be the consequences?
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C. Views on inspection and challenges to Perfoance-Based Accountability in
education

8 In your opinion, is the inspection of schools addguas a way of
holding teachers and principals responsible fomketaperformance or
improving the teaching practices of the teachete@ge explain your
reasons.

9 Do you feel the inspectors’ are appropriately tediand qualified to
conduct the school inspections especially if theiports on the
outcome have some consequences? Please justifjagswer.

10 How frequent and for how long do you conduct insjp@s in
schools?

11 How much notice are schools given prior to the étsprs’ visits?

i.  In your opinion how can the length of the noticéopto
inspection impact on the reliability of the inspent
reports?

12 Feed back to schools is an important aspect ottgm.

i. How often do schools get feedback from ministry of
education concerning school inspection outcome?

ii.  Does the ministry of Education respond to all teeds of
the school from inspection reports that schoolsiiregto
make changes or reach the set standards?

13 What are some of the challenges experienced binspectorate that
are likely to hinder the process of Performanceea&ccountability
of teachers in the Khomas Education Region?

D. Is there any additional information that yleel is helpful to this study that
you would add?

End.

Thank you fawy time and patrticipation.
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Appendix F: Interview guide for parents
Interview instructions

Your responses to the questions are appreciatedwalhcbe useful in the study;
therefore, you are encouraged to try and respomnletm to the best of your knowledge
and understanding. You are also requested to artk@euestions as frankly as possible
as the information will be treated confidentially.

Please feel at ease, and free to ask for clainificatin case you fail to understand what is
being asked during the interview process.

General details

1. How long has your child/children been attending firimary school?

2. How long have you held the position of chairpersainthe Board of
governors in the school?

3. As a parent to a learner in this school, are ydisfgad with the performance
of your child?

i.  If not what do you think should be done to improle situation?

4. As a chairperson of the school board, you are stgduwith the task of
representing the parents and the community as e\, contented do you
think parents in this school are as concerns thiepeance of their children?

B Holding teachers and principals accountable

5 In your opinion, how can teachers be held acahlatfor the performance of
their learners?
Alternatively
i.  In your opinion what actions should be taken agaeechers whose
learners continuously perform poorly in their sabgein an effort to
improve achievement standards in the school?
il. ~ What should be done to teachers whose learners$ iexce
examinations so that they continue to give excelpenformance?
ili.  To whom should they be held accountable?
6 What is your view concerning principals being haétdountable for the
performance of their learners?
Alternatively
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i.  Inyour opinion, what actions should be taken aggmincipals
whose schools perform poorly constantly?

il.  What should be done to a principal whose schoalexc
academically?

C Challenges to Performance -Based Accountabijit

7 In your opinion how do you think the environmentiyarovide your
child/children at home affect how they perform asractally?
Probing questions
i.  How much help with homework do you give the chitdidren?
ii.  How do you help the child/children create timetiady or do
their homework?
iii.  Inyour opinion, how does the home environmentudtlg the
neighborhood affect the child’s/ children abilitystudy at home?
8 How do you think the schools resources availabldefarning affects
how the learners perform?
Probing questions
I.  In your opinion are the current resources in tli®etadequate for
learning?
ii. If yes please justify your answer, if not what segfgons can you
make to improve the current situation?
9 In your opinion as a parent, whaieotobstacles do you think PBA
policy is likely to be faced with?

9 Is there any additional information that you fisehelpful to this study that you would
like to add?

End.

Thank ylou your time and participation.
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Appendix G: Observation schedule
Physical settings

=  Where is the school located?
=  \What is the school's environment?

» What learning facilities, resources are availabletlie teaching and learning
process?

Activities during and beyond official school time

» What activities are taking place during the offiakss hours?

» What teaching or learning activities are takingcpl@deyond the official class
hours?

» |s there presence of teachers? And what are theyped with?
» |s there presence of learners? What are they cadwpth

Indicators of diversity amongst the learners

» Racial differences
* Means of transport to and from school

Any Emotions and expressions expressed by theipamts during the interviews.



