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ABSTRACT

The focus of this study is an examination of (i) the extent to which teachers are
iﬁlplementing the 2006 Junior Secondary Accounting Syllabus (JSAS) in five
Namibian schools; (ii) the influence of sense-making process on teachers’ classroom
practice and pedagogical understanding of the new JSAS descriptors. The study hopes
to add to the information about the importance of the teacher in the process of policy-
making and policy implementation.

A cognitive framework that was developed by Spillane, Reiser and Reimer (2002)
was used as the main resource for the study. These theorists argue for. the inclusion of
implementers’ interpfetation of the reform message, along with ﬁlore conventional
variables such as local resistance and limited capacity to carry out reform proposal
that dominate in the literature in the models of the implementation process. The study

centres around the latter as it researches the extent to which and the process by which

‘teachers come to understand and interpret what the policy asks of them and how this

influences the implementation of it.

The methodological approach used in the research is qualitative in nature, viz.: site
visits; classroom observations, in-depth interviews and review of documents. The
research data is comprised of information gathered from five Accounting teachers and

supplemented by school principals and heads of the subject.

The findings and discussion chapter of this study focuses on the teachers’ classroom
practices and pedagogical understanding of the new JSAS descriptors. The study
suggests that teachers’ responses towards the new JSAS could be grouped into three
main categories. Although each category is dynamic, within each category teachers
have had different understanding and interpretation of the new JSAS descriptors. As a

‘consequence, they implement it in their own various ways. The analysis shows that

within and between each category teachers’ prior knowledge, beliefs and experiences
influenced the way they interpreted and practices the new JSAS descriptors. The study
also reveals some constraints in teachers developing their understanding of the new

JSAS descriptors.
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In conclusion, it is suggested that portrayals of teachers as resisters and saboteurs
working to circumvent policy proposals that do not satisfy their self-interest or
agendas are insufficient to account for the behaviours of teachers in this study. What
teachers come to understand from the new JSAS standards, the understanding that
result, and the consequence of those understanding influence the implementation
process of it. The experience of teachers in the study suggests that there is need to
recognise and promote professional development of teachers to help them acquire new
beliefs and knowlédge in relaﬁon fo the new JSAS. It is suggested that policy
representations that build on and engage implementing agents’ existing schemata are
likely to enable implementers to construct understandings that correlate with the
policymakers’ goals. At the same time, the study emphasises the need to take
implementing agents’ sense—makinglinto account in the process of educational change.

This could help to bridge the gap between policy-making and policy implementation.
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CHAPTER 1
INTRODUCTION TO THE STUDY

1.1 Aim of the Study

The purpose of the study was to determine how successfully teachers are
implementing the new Junior Secondary Accounting Syllabus (JSAS) which was
introduced in 2007. Is it poor, reasonably consistent or well-managed in relation to the
JSAS initiative? To contextualise this, it seeks to understand the challenges -and
dilemmas that are faced by Namibian teachers as a result of recent educational
change. |

The study focuses mainly on the description and interpretation of a curriculum
innovation in a specific subject context, rather than on the measurement and judgment
of its impleméntation. Its main purpose is to assess the influence of what Spillane,
Reiser and Reimer (2002) describe as the process of ‘sense-making process’ in
teachers’ classroom practice and pedagogical understanding of the new JSAS
descriptors. The approach used recognizes the difficulty of talking to the notion of
change in teachers’ practices given that the teachers in the study would not have been
deliberately and systematically observed before the study. There are, however, good
general descriptions of the kinds of pedagogical practices that predominated in the
country. This study uses these as an indication of what the teachers’ practice could
have been like. While this still does not entirely answér the critique about the validity
of work of this nature, the point needs to be emphasized that this study seeks to
establish the correspondence between what the reforms seek and teachers’ practice —
their ‘take-up’.

Further, the study aims to explore the factors that may contribute to the success or
failure of the implementation of the revised curriculum initiatives. Finally, it seeks
also to broaden the scope of Namibia education reform literature and provide
feedback through assessing the ways in which local implementers’ efforts correspond

or do not correspond to the curriculum innovation intentions.



1.2 Rationale of the Study

Almost every developing country has at some time “over the past 25 years”, Verspoor
says, “embarked on educational reform that ultimately seeks to improve some or all
aspects of its education” (O’Sullivan, 2002, p. 220). Namibia is no exception. After
14 years of independence in 1990, and having already gone through one complete
cycle of educational curriculum reform, Namibia is currently undérgoing its second
reform since the country’s ind‘epéndence in 1990. The curriculum has been revised
(January 2006) and is now being implemented in schools covering all Upper Primary
and Junior Secondary grades (Grades 5-10). This innovation includes a fully localized
Senior Secondary examination system, which was introduced in January 2006. The
purpose of this innovation was to focus “on a relevant quality education which
embraces the ever changing world of work, and prepares a leamer who is a critical
thinker and scientifically as well as technologically literate” (Ministry of Education,
MEC, 2004, p. 9).

In practical terms, for the revised curriculum, the plan was for the syllabus for a
'particular phase to be implemented simultaneously in all grades, commencing in
2006. However, in some cases where more fundamental changes were made to the
syllabuses, a grade by grade implementation was introduced (January, 2006). An
example of such an implementation is the Junior Secondary Accounting Syllabus
(JSAS), which commenced with Grade 8 in 2007, Grade 9 in 2008, and with Grade 10

commencing in 2009.

This study sought to explore the changes in the curriculum and what is happening
now in some of the selected sites of the school in which the revised JSAS is being
implemented. The’stud‘y was based on an attempt to reveal the ‘blackbox’’ of the
curriculum innovation process in Namibia. Important in doing this kind of work, it is
suggested, is understanding the complex, economic, political and social forces and
processes through which reform and innovation are generated, adopted and
implemented (Papagiannis, 1982 in Yat-ming, 1993). As most of the literature and

research studies in both industrialized and developing countries indicates, the

! ‘Blackbox’ here referred to the actual process of implementing the revised curriculum at the
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attention of educatioﬁ planners has focused almost exclusively on the design of
reforms (the external elements of change) rather than on their impleméntation-( the
internal elements of change) (O’Sullivan, 2002). What thi‘s reveals is that there is a
gap between the large scale, top-down curriculum development initiatives that take
place at the central level and implementation outcomes at the “classroots’? of the -

school system (Yat-ming, 1993).
1.3 Statement of the problem

Even though efforts were made to meet new expectations and the demands of the
reforming basic education system in Namibia after independence, the i)assing rate for
. the past 17 years in Namibia’s Grade 10 and Grade 12 has continued to remain below
50 percent (Kashuupulwa, 2007). Kashuupulwa argues that “the challenges for
significant improvement in the learning environment of children in Namibia fare] due
to those who are dealing with planning, monitoring, [inspections] evaluating and
assessing progress of the implementation of Namibia’s education curricula vitae”. He
further claims that criticizing the government does not make any impact at all, as there
are many factors that lead to poor performance among some learners, parents and
teachers in education. According to Smylie (1995), if schools are to improve, if
instructions opportunities for students are to be markedly better, teachers must teach
differently. Teachers must not only learn new subject matter and new instructional
techniques; “they must alter their beliefs and conceptions of practice, their theories of
action” (Smylie, 1995, p. 93).

Up to the 1980s, attention was focused on the inputs and outputs and the actual
process of implementing reforms, and the now-infamous ‘bléckbox’, was largely
ignored (O’Sullivan, 2002). However, it is now widely accepted that policy-makers
need to consider and plan for implementation if reforms are to be markedly successful
(ibid). One of the major concerns in innovation literature is “to examine the factors
that account for the acceptance or rejection of an innovation” (O’Sullivan, 2002, p.

45). Internal (e.g. teachers) attributes or ‘pre-conditions’ are matched with external

2 ¢Classroots’ is the term borrowed from Hawes and Stephens (1990) used to replace the term
‘grassroots’. ( see O’Sullivan, 2002, p. 220)



(e.g. Curriculum innovators) attributes or ‘co-conditions’ pertaining to

implementation (O’Sullivan, 2002).

The approach I take is based on Fullan’s (1993, p. 49) contention that to “restructure
is not to reculture”; changing formal structures is not the same as changing norms,
habits, skills and beliefs. Similarly, Hargreaves (2003) states that ‘reculturing’ in the
knowledge society is only part of the solution of effective school change and teacher
development (p. 130). Changes are possible by focusing on how local actors interpret
and understand demands that are made on them (Spillane et al., 2002).

It is however at this point, in regard to the above statements that someone may

question:

e  Whether change has occurred in teachers’ classroom practice and pedagogical
understanding of the learner centred approach to respond to the JSAS
initiatives? Do teachers do noticeably different things in their classroom? Can
they demonstrate understandings about the aims and criteria of the new JSAS?

. Whaf are the factors that can be identified to account for how teachers make
sense of the curriculum innovation initiatives of the JSAS?

e What are the implications of teachers’ sense-making® for the implementation

of the curriculum innovation initiatives?
These are the main questions that are addressed in this study.
1.4 Namibia Educational reform Context

Immediately following mdependence in 1990 Nam1b1a set about refonnmg all aspects
of its inherited segregated system of educatlon The whole educational curriculum
was rewritten and the medium of mstructlon was changed to Enghsh from Afrikaans.
The new educational reform was guided ﬁrst and foremost by the pollcy statements in
“Toward Education for All’* (Kristensen, 1999). According to this document, the

3 Sense-making here referred to the way in which teachers are making sense with regards to
the JSAS innovation initiatives.

* The policy document “Toward Education for All” developed to ensure that no Namibian
child is left behind or denied the right to education including street and vulnerable children as
well as children with disabilities and learning difficulties (MEC, 2004).

4



previous educational system in Namibia was about educating an elite in a positivistic

system that was based on apartheid and racism (ibid).

The new education system, as described in ‘Toward Education for All’, is built on
'Leaner-Centred Education (LCE) and is aimed at harnessing curiosity and excitement,

and promotes democracy and responsibility in lifelong learning (Kristensen, 1999).

These were developed by the need to redress the past inequalities and injustices

through access to education for all, equity of resources, building and consolidating a
democratic culture, and encouraging the population to become a learning nation
(MEC, 2004). After a number of minor revisions of its detail in the mid-nineties, the
curriculum has since reméined largely unchanged (Pomuti et al, 2003). This reform
was completed in 1999.

The formal school system in Namibian government schools consists of 12 years of
schooling which is divided into three phases: a Pre-Primary Phase; a Primary Phase
which consists of Lower Primary (Grades 1-4) and Upper-Primary (Grades 5-7); and a
Secondary Phase which consists of Junior Secondary, catering for Grades 8-10 and
the Senior Secondary school, which cater for Grades 11 and 12. Grades 7, 10 and 12
results are the main sources of information for reviewing the performance and
assuring quality in schools. A national Grade 7 examination was introduced in 2000
for the purpose of monitoring quality and as a semi-external examination to prepare
learner entry to Grade 10. The Grade 10 Junior Secondary Certificate (JSC)
examination was introduced in 1993 for promotion to the Senior Secondary phase.
Learners write the International General Certificate of Secondary Education (IGCSE)
and Higher International General Certificate of Secondary Education (HIGCSE)

examination at the end of Grade 12. The IGCSE and HIGCSE examination have been

used since 1995 through a partnership with the University of .Cambridge, but now,

new efforts have been made to localise the system with effect from 2007 (MEC,

2004).

Recently, after 14 years of independence, in order to ensure that the education system
in Namibia was able to respond to the challenges of the 21% century, a fresh round of
reforms was introduced. Driving these reforms was the idea of Namibia needing to

become a knowledge-based society. The Namibian policy for reform in education is

5



one of change in continuity (NIED, 2002). Continuity must be ensured by moving
forward on what has been achieved and not by a reversion to practices which are no

longer consistent with a learner-centred approach (NIED, 2002).

The reforms came to be captured in the just completed Vision 2030 National
Document’ (MEC, 2004). According to the Vision 2030 National Document, for this
to happen, Namibians will require a total transformation into an “innovative
knowledge based society, supported by a dynamic, responsive and highly effective
education and training system” (MEC, 2004, p. 8). In this regard, key steps were
undertaken to ensure that the responsible government institutions would play their
roles in realizing the vision. This included a comprehensive review of all curricula
(ibid). The main objective of the Revised Curriculum for Basic Education as
described in the NIED Circular Nol/2006 was to make the curriculum more

responsive to the needs of Namibia by: -

e Streamlining the curriculum and rationalizing the number of subjects in the
curriculum;

¢ Mainstreaming emerging issues such as HIV and AIDS Education, Human
Rights and Democracy Education and Environmental Learning in the
curriculum; and

e Strengthening Entrepreneurship and Information Communication
Technology (ICT) in the curriculum.

All the issues described above were introduced to the formal curriculum and were to

be dealt with in each subject across all phases of Basic Education.

In the JSAS (2006), the change prpposed a fundamental refocusing of what counts as '
* worthwhile Accounting knowledge, arguing that Accounting should develop learners
conciseness, logical and analytical thinking and to encourage them to apply this

 knowledge to other areas of learning and real life. Reformers propose that Accounting

* Vision 2030 National Document sets a very ambitious target that, by 2030, “Namibia should
join the ranks of high income countries that afford all their citizens, the quality of life that is
comparable to that of the development world” (Education and Training Sector Improvement
Programme (ETSIP), 2005, p. 6).



should equip leamers with knowledge and an undcrstanding of Accounting
procedures, principles, and rules. Procedural knowledge centres on the computational
procedures and involves memorising and following certain steps to compute answers.
Principled knowledge focuses on the Accounting concepts and ideas that undergird
Accounting procedures, while ruled knowledge focuses mainly on the rules of
Accounting that must be followed to develop accuracy, orderliness, thoroughness and
disciplined working methods. Accounting needs also to develop learners’ abilities to
interpret recorded data and equip learners with the necessary skills and knowledge to
complete a set of books. of a sole trader.

In the JSAS (2006) it is noted that learners should learn to make a variety of
Accounting coﬁnections; including connection within the Accounting procedures,
principles and rules; connections between Accounting and their daily lives; and
connections among Accounting concepts and other subjects concepts as well as cross-
curricular issues such as Information Technology, HIV and AIDS, Environmental
education and Human Rights and Responsibilities. Learners need also to appreciate
and understanding the value and importance of Accounting apart from computation.
They must also appreciate it as personal use, as a preparation for a career and as
incentive for further study. It should also prepare learners for self employment and to
be entrepreneurs so that they can create job opportunities.

In order to implement the changes that the reformers proposed, teachers are required
to have a clear idea of how to teach well in a learner-centred way (NIED, 2003). The

aim of this approach is to develop learning with understanding and the skills and

attitudes to contribute to the development of society (JSAS, 2006). In the Namibian
learner-centred conceptual framework discussion document (NIED, 2003), it is noted
that. since learner-centredness was introduced in 1991 as a foundation policy for the
new educational system of Namibia, there have been different understandings of what
.is meant by learner-centred education and how to put it into practice. A growing body
of research in Namibia has shown that the curricula and syllabuses, textbooks and
- material, assessment and examination developed during the 1990s are not cdnsistently
based on learner —centred principles (NIED, 2003). However, in this regard, the new
JSAS incorporates key themes to ensure that the learner-centred approach is

painstakingly attended to in the representation of the syllabus. It is suggested that
7



learner-centred education in Accounting means: interaction between the teacher and
learners, but also among learners; that learners demonstrate the ability to perform
allocated tasks, which will develop the skills underlying the subject; that learners will
show initiative in allocated tasks; and that learners are able to work and think
independently (JSAS, 2006). This approach ensures optimal quality of learning when
the following principles are put into practice. These include: Acknowledging
learners’ prior knowledge, accommodating individual differences, assisting learners
to dévelop competence forv active learning, encouraging co-operative and
collaborative learning, adopting an integrated to teaching and learning, and using

real world exarriple during teaching and learning.

It is made clear in the revised Upper and Primary and Junior Secondary
implementation document that textbooks that are currently in use in schools for the
subjects that are being implemented in 2007 remain the same and appropriate and do

not have to be replaced (January, 2006).

Teacher education reform was considered one of the most important areas of reform
when independence arrived. Within the new paradigm, teachers were seen as ‘both
agénts and implementers’ of change and thus had to be adequately prepared for the
job (MEC, 2004). The design of the new teacher education programme rested on the
premise that “deliberate and conscious interventions were to be made through the
teacher educators and the teacher education programme to meet the demands of the
basic education system” (MEC, 2004, p. 19). Several Pre-Service and in—Service
Basic Education Teacher Diploma programmes [PRESET BETD and INSET BETD]

were designed as a response to the reform efforts.

BETD PRESET was introduced in 1993; its main goal is “to provide a national and
common teacher preparation related to the needs of basic education, the educational
community, and the nation at large” (MEC, 2004, p. 20). The programme aims “to
produce teachers who can meet the demands and rise to the challenges of the post-
independence basic education system” (MEC, 2004, p. 20). BETD INSET was
introduced in 1994, which follows the broad curriculum for the BETD PRESET
programme. Its aim is to target unqualified and partly qualified teachers in Basic
Education throﬁgh distance learning programme (MEC, 2004).
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As from 1996, the BETD curricula (both PRESET and INSET) have been
continuously revised to respond to emerging issues and challenges that are outlined in
the new educational curriculum. The first reality to be taken into account in designing
these programmes was Learner-Centred Education (LCE) and the ongoing process of
socio-political construction. Critical Practitioner Inquiry, Reflective Practice and

Action Research were adopted “as [a] means to this end” (Pomuti et al., 2003, p. 17).

For PRESET BETD programme, the Critical Practitioner Inquiry (CPI) approach was
adopted in 1995. In CPI, “teachers are viewed as researchers who can reflect critically
on their own practice and the contexts in which they teach, change their practice
according to the outcomes of their inquiry, while growing professionally and
changing ongoing social reality in the process” (MEC 2004, p. 21). This is seen as a
tool of establishing a new relationéhip between educational ‘practice and inquiry’, and
it is based on the belief that “practice tékes place in certz(in context, and the teacher as
researcher must make these contexts clear and respond to them in appropriate ways”
(ibid).

In INSET BETD programme, the Practice-Based Inquiry (PBI) approach was
adopted. PBI is “an approach to teaching and learﬂing that encourages practicing
teachers, in groups or as individuals, to engage in a range of practical activities”
(MEC, 2004, p. 22). It refers to “a cycle of inquiry involving a spiral of identifying
issues or areas of interest that can be improved or changed through planning, acting,
observing, reflecting and evaluating the . changes or improvements effected by the
action” (Pomuti et al., 2003, p. 21). This was developed under the assumption that
teachers would develop their knowledge, skills and understandings by engaging in
inquiry activities that relate ‘theory: to practice’ (Pomuti et-al., 2003). Teachers are
therefore encouraged to engage in practice-based inquiry-activities in order to find out
and understand better what is going on'in their classroom as they try to realise the
major goals of education policy by establishing their classroom learning environments

to be more leaner-centred (ibid).

The BETD INSET programme also adopted the reflective approach to teaching and

learning, to acknowledge teachers’ existing knowledge and understanding as a basis
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for teaching and learning. This approach was adopted in order to shift the pedagogical
approach to link the programme to the experiences of the serving teachers and to
assist them in transforming their pedagogical practices to be consistent with the
national educational policy (Pomuti ef al., 2003). The literature on reflection suggests
that teachers engage in reflective thinking and practice “when they can describe what
they do, explain the meaning of what they do, understand how they came to be like
they are, and identify what they might do differently” (Pomuti et al., 2003, p. 19).
Reflection is thus the process thrdugh which teachers can find meaning in what they
- do and can understand why they do it. This approach is based on the belief that
“teacher in-service education programmes are more effective when they are closely
linked to classroom practice” (MEC, 2004, p. 22)

1.5 The Significance of the Study

The study hopes to add to the understanding about the impact of curriculum reform on
teachers’ practices, attitudes and the realities within which they work. As students
need to have necessary skills, attitudes and value that are critical to navigate the
dynamic complexities of the business world, Accounting provides a good site for the
development of these. The findings of this study may add to the information about the
ways in which Accounting teachers respond to and understand the new syllabus
descriptors. Furthermore, the study may also awaken policy-makers in Namibia to
better understand the impact of curriculum innovation on teachers and how well it
satisfies the needs of the local community in the selected school sites. The findings
also provide us not only with an understanding of teachers” reactions to-curriculum
innovation but also their responses of what should be done to help them to understand
and implement the policy better. Such findings--may also iaform “curriculum
innovators about the type of interventions that are most-likely to support teachers to

better understand their intentions, improve, and charige forthe better. -
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CHAPTER 2
THE THEORETICAL UNDERPINNINGS OF
EDUCATIONAL POLICY PROCESS, CHANGE AND
IMPLEMENTATION

* This chapter discusses the core assumptions of the educational policy process, change
and implementation. The chapter is divided into three sections. The first section
places emphasis on the notion of policy processes and processes of policy. It discusses
how policy problems are characteristically handled, as well as the nature of the
educational policy process and its origins, and the responses developed. The second
section provides an overview of the educational change and the change process; the
history, meanings, and outcomes of changes and some of the implications for dealing
with it. The third section provides the central literature that informs and frames this
study. The research reported here was informed by the literature on implementation
processes of educational policy and framed by a cognitive perspective on policy
implementation, or what Spillane (1999) would call the “zones of enactment”, which
captures what Spillane, Reiser and Reimer (2002) call the “cognitive framework of

implementation”.

 The themes that are derived from the literature are: 1. the processes of educational
" policy: roles and models; 2. Possibilities, challenges and constraints in educational
change; and 3. Curriculum implementation process: the role of teachers’ zone of

enactment.,

e e

| 21 The}Processes of Educational Policy: Roles aﬁd 'Moi_ig:'l:s_ »

In the field of educational policy studies “the ‘placing’ of schbols, teachers and
students in the policy process, has been largely achieved by theoretical fiat” (Bowe et
al., 1992, p. 8). The work of Bowe et al., (1992) reforming education and changing
schools: A case study in policy sociology, provides the broad overview and

illuminates the understanding of the policy process. This has taken the form of
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detailed analyses of ‘how’ the intentions behind policy texts become embedded in
schooling or, more frequently, of how aspects of the schooling situation ‘reflect’
wider developments in the political and economic arena (Bowe et al., 1992). In other
words, it provides a more micro-level account of how educational policies are

received and rearticulated in schools.

For Bowe, et al. (1992), the policy process is more than what has been increasingly
referred to by the policy studies as the ‘Thatcher style’ of government which portrays
the policy process as linear in form, that is, top-down or bottom-up. The making of
policy and its implementation is regarded in this approach as a series of sequential
events which could be rationally planned and scheduled (Lowham, 1995). The
bureaucracy is “top-down with minimal discretionary decision making residing
outside the top echeloh” (Lowham, 1995, p.95). Bowe et al. (1992) argue that the
policy process is non-linear in form; because it is a continuation, with the generation
and implementation processes being central td it. They further say that this top-down,
linear model is hardly the best starting point for research into the practical effects of
the Education Research Act (ERA).

“Taylor et al (1997) define policy as a ‘product’ and ‘process’. They provide an
account of policy as text, but also as process. Their position also differs substantially
from those who prescribe a rational approach to policy making which conceptualises
policy in distinct and linear phases (policy development or formation, implementation
and evaluation). They argue that such approaches usually require a sét of
chronological steps in policy development. For them, policy is more than simply the
policy document of text; “it also involves processes prior to the articulation of the text
and processes which continue after the text has been produced both in modifications.
to it as a statement of values and desired action, and in actual practice” (Taylor ez al,
(1997, p. 25). They further ﬁrgue that in reality, most policy is developed in é more;r -
~ disjointed, less rational and more political fashion. Policies are thus more complex,

interactive and multi- layered, not merely a set of instruction or intentions.

Hough (1984) says that policy does not emerge within a vacuum; “rather it is
developed within the context of particular sets of values, pressures and constraints,

and within particular structural arrangements” (p. 17). It is also a response to
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particular problems, needs and aspirations in the society. Recently, educational policy
initiatives have come to be viewed as responses to the struggle over particular
constructions of social, political, economié and cultural changés (Taylor et al, 1997).
One key task for policy analysis is “to grasp the significance of the policy as a text, or
series of texts, for the different contexts in which they are used” (Bowe et al., p.10).
Bowe et al. (1992) further emphasise this point by saying:
" ...Who becomes involved in the policy process and how they become involved is
a product of a combination of administratively based procedures, historical
precedence and political manoeuvring, implicating the state, the state
- bureaucracy and continual political struggles over access to the policy process;
it is not ‘simply’ a matter of implementers following a fixed policy text and
‘putting the Act into practice’ (p.10).
In Education Reform, Ball (1994, p. 16-22) outlines two approaches that can be used
to conceptualize policy, that is, policy as ‘fext’ and policy as ‘discourse’. In his
discussion of policy as a fext, he sees policy as non-linear, because it goes through
various stages (at the point of initial influence, in the micro-politics of legislative
formulation, in the parliamentary process and in the politics and micro-politics of
interest group articulatién). He says that “the physical policy that pops through the
school letterbox, or wherever, does not arrive ‘out of the blue’ — it has an
interpretational and representational history — and neither does it enter a social or
institutional vacuum” (Ball, 1994, p. 17). Nonetheless, policiés are “textual
interventions into practice; and although many teachers (and others) are proactive,
‘writerly’, readers of texts, their readings and reactions are not constructed in
circumstances of their own making” (Ball, 1994, p.18). Thus, responses to each text
are influenced by the ‘historié‘sl’ of the context and readers in it. Policies are presented
differeﬁtly and as a result im_iﬂeménted in various ways, because of the ‘plurality of

reading’.

The pomt that Ball stresses is .t.hvatxpolicies afe both text and action, words and deeds;
they are ‘what is enacted as well as what is intended. They are typically “the
cannibalised products of multiple v(but circumscribed) influences and agenda”, and
always not necessary clear or closed or complete (Ball, 1994, p.16). Thus, the
enactment of texts relies on things like commitment, understanding, capability,
resources, practical limitations, cooperation and (importantly) inter-textual
compatibility (Ball, 1994, p. 19).
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In the response to National Curriculum as a text for example, the assumption is made
that schools operate and will respond in terms of ‘idea’ conditions for change (Bowe
et al, 1992). However, curricula can be read and appreciated differently in different
settings and context. Bowe et al (1992) argue that even though schools are different
with different resources or skills and experience for key participants, no matter how
important these things are, it is also. a matter of differences in the interpretations of
key texts; resulting in what called ‘translation’ (p. 118). Bowe et al. (1992) note that
teachers are being encouraged to make the National Curriculum their own. However,
to sustain this it requires teacher acceptance and understanding, ‘lock stock and

barrel’ or a system for effectively policing teachers.

In Ball’s (1994) discussion of policy as a ‘discourse’, he conceptualises this notion in
a very different way as in policy as ‘text’. Here, he draws attention to Foucault’s
approach to discourse analysis which says, ‘discourse may seem of little account’,
“but the prohibition to which it is subject reveal soon enough its links with desire and
power” (Ball, 1994, p. 22). Ball, however, sees policy discourse as a way of indicating
the significance of power relations in framing interpretations of policy texts. He
argues that policy as discourse may have the effect of redistributing ‘voice’, so that it
does not matter what some people say or think it only determines whose voices are
heard as meaningful or authoritative. Thus, discourses are about what can be said, and

thought, but also about who can speak, when, where and with what authority (ibid)

Bowe et al. (1992) emphasisé the need to take account in policy analysis of the
interactive, non-linear nature of the relationship between what they sée as three
interrelated elements of the policy cycle, namely . context of influence (intended);
context of policy text production (actual); and context of practice (policy-in-use) (see
also Taylor et al., 1997). The context of inflilence is a stage where public policy is
normally initiated or fomulétéd (initiated By the bureaucratic structures of
government and other stakeholders). It is where key policy concepts are established
(e.g. market forces, national curriculum, opting out budgetary devolution etc.), “they
acquire currency and credence and provide a discourse and lexicon for policy
initiation” (Taylor et al., 1997, p. 20). The context of policy text production represents

policy (involve writers and production of text), these representations can take various
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forms: “most obviously ‘official’ legal texts and policy documents; also formally and
informally produced commentaries which offer to ‘make sense of” the ‘official’ texts”
(Taylor et al., 1997, p. 20). The context of practice refers to the implementers of
policy, none more important than teachers. Bowe et al (1992) note that policy is not
simply received and implemented within this arena, it can- be -interpreted, re-
interpreted, reformulated and then implemented. They argue that practitioners do not
confront policy text as naive subjects, they have different histories with experiences,

- values and purposes of their own, and they have vested interests in the meaning of

policy.

In light of above discussion, it is appropriate to talk about policies as having ‘effects’
rather than ‘outcomes’. The policy process is complex, it is one of policy-making and
re-making, it is often difficult, if not impossible to control or predicted its effects or to
be clear about what those effects are, what they mean, and when they happen (Bowe
et al, 1992). Policy is an instrument through which change is mapped onto existing
policies, programmes or organisations and onto the demands made by particular
interest groups (Taylor et al, 1997). The relationship between policy and change is
indeed complex. Policies serve to manage change, but exactly how this management
occurs varies greatly from policy to policy and site to site (Taylor et al, 1997). While
it is true that policies are responses to particular social change, it is also the case that
these changes may themselves be represented in a variety of ways, and accorded
contrasting significance. It is however at this point, that the literature of this study
turns to the challenges, possibilities and constraints of eduéatiOnal change or policy

change.

2.2 Possibilities, Challenges and Constraints of Educational Change
Change is ‘ubiquitous’ (Altrichter and Ellict, 2000, p.l), and “reléntless, forcing itself
on us at every turn” (Fullan, 1993, p. 4). Change shapes up differently in different

discourse context(s), and appears to be “infinitely contestable and inherently unstable”
(Altrichter and Elliot, 2000, p.1).
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As Gide states, “everything has been said before, but since nobody listens, we have to
keep going back and begin again” (in Cuban, 1990, p. 3). Cuban (1990) supports and
interprets Gide’s words by saying “if we do not heed the plea, we will continue to
mindlessly speculate” (p.12). He stresses that the stakes of policymaking are high
because such questions about why reforms failed in the past and why they return go to
the heart of present policy debates over whether federal, state, and district mandates to
alter schooling will ever get past the classroom door. Policymakers’ assumptions and
school critics about the past often become rationales for reform and “the visions of
changes depend on a view of the past as a series of failures that killed a golden age of
schooling” (Cuban, 1990, p. 3). Cuban (1990) concludes that it is important to
policymakers, practitioners, administrators, and researchers to understand why reform
keeps reappearing but seldom substantially changes the regularities of schooling. The
paradigm shift which occurred in discourse of policy-making, however, can be linked
to the paradigm shift in the rationales of change.

Fullan (2001) and Fullan and Stiegelbauer (1991) provide a detailed overview of how
educational change works. They conceptualise the notion of educational change using
two dimensions: the meaning of change and the processes of change. Fullan (2001)
points out that the problem> of meaning is central to making sense of educational
change. One of the most fundamental problems is that people do not have a clear and
coherent understand of the aim of educational change, what it is and how it is
supposed to proceed (Fullan, 2001). On the other hand, policymakers have little
information about the actual processes of change, the potential problems and issues
that emerge, and methods of addressing them which can support their work
(O’sullivan, 2002). These are one of the main reasons why “faddism, superficiality,
confusion, failure of changes program, unwarranted .and misdirected resistance, and.

misunderstood reform” happen in education (Fullan and Stiegelbauer, 1991, p. 4).

Fullan (2001) further states that the meaning of change must. be accomplished in
relation to both the ‘what’ of change and ‘how’ of change, because these constantly
interact and reshape each other. This is akin to what Bowe et al (1992) say, namely,
that change in school is best understood in terms of a complex interplay between the
micro (referring to teachers and schools) and macro level (referring to government

structures) of education; the history, culture and context of the school and the
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intentions and requirements of the producers of policy texts. Taylor et al (1997)
concur that “long term effective change of a progressive kind in education requires the
operationalization of ideas and more importantly, their institutionalisation” (p.171).
This means that there is a need to consider changes in organizational culture and
- structures as well as changes in individual attitudes, behaviours and practices. Change
cannot be produced by government edict only, but also with the specificities of local
conditions — their agendas and the interest of individuals and groups (Taylor ef al,
-~ 1997).

While there are many books on education which address the ‘what’ of change, Scott
(1999) examines the ‘how’ of change in his book entitled, Change Matters. Scott
(1999) notes that over 800 books have been published in the US alone in the first half
of the 1990s on change, and that many of these are “peddling change management
snake oil” (p. xii). What the authors advocate rests on very flimsy research
foundations. Scott (1999) argues that there is a need to identify and question the
change management myths which are being currently put about in education. Scott
(1999) further goes on with this point by saying:
There is a need to help educators “see the forest for the trees’, that is to identify,
label and explore the links between all the components that make up the change
management puzzle. For example, it is important to become clear on how the
processes of individual and organizational change are linked, how change is a
complex learning and unlearning process rather than an event and how, at the
heart of change, are people, their values, beliefs, motives and relationships (pp.
Xii- xiii).
The relatlonshlp between policy and change is multiple, complex and oﬁen
contradictory (Taylor et al., 1997). Researchers like Fullan (1993) Lowham (1995);
Kennedy (1996); Taylor et al (1997); Altrichter and Elliott (2000) concur that change
is a process, not an event or a blueprint, yet confusion regardmg this tru1sm tends to
occur when a proposed change is officially adopted. Lowham (1995) states that
change « cannot be marked by the date that a governing body gives eﬁ'ect to it by
simply voting for a policy, rather it needs to be conceived of as a process in which
individuals actually operationalize policy. It is not the capacity to practice the latest
policy. Rather it is the ability to survive the “vicissitudes of planned and unplanned

change while growing and developing” (Fullan, 1993, p. 3).
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To become expert in the dynamics of change, educators, administrators and teachers
alike must become skilled change agents rather than victims of change (Fullan, 1993).
If they become skilled agents with moral purpose, “educators will make a difference
in the lives of students from all backgrounds, and by so doing help produce greater
capacity in society to éope with change” (Fullan, 1993, p. 5). It is suggested that to be
successful as a change agent, you will need to wbrk in collaboration with powerful
and influential colleagues inside your school system as well as with those on the

outside (Newton: and Tarrant, 1992).

Moreover, “compared to the rather meager body of research on the context and
substance of educational change, there is now a rich store of literature, research and
practical understanding of the change process” (Hargreaves, 1994, p. 10). Hargreaves
(1994) outlines various principles that emerge from the recent literature on the change
process in the field of school improvement. These include:

. “change is a process not an event’ [see above]; that “practice change before
beliefs”; that it is “better to think big, but start small” [see also Guskey and
Huberman, 1995]; that “evolutionary planning works better than linear planning” ;
that “policy cannot mandate what matters”; that “implementation strategies which
integrate bottom-up strategies with top-down ones are more effective than top-
down or bottom-up ones alone” [see also Fitz, 1994] (p. 10).

- Most of this research and literature rests on the premise that teachers, more than any

others, are the key to educational change (Hargreaves, 1994). It is the teacher who has

the final say about what is to be done when the innovation is implemented in the
classroom; “the teachers, therefore, require the most sensitive handling and training in

- the introduction and implementation of curriculum innovation” (Ibrahim, 1991, p. 95).

Teachers have intimate knowledge of learners, classrooms, and school milieu— this

- knowledge allows them to point out the weaknesses, shortcomings, and conditions
E '_wh‘ich--should} and can be changed (Ben-Peretz, 1980). It is what teachers think, what

- teachers believe, and what teachers do at the level of the classroom that ultimately

‘shapgs the kind of learning that young people get.

According to Butt et al (1992), “understanding how teachers, individually and
collectively, think, act, develop professionally and change during their careers might
provide new insights as how one might approach the reform, change and improvement

in education that are necessary to equip our students for a desirable future within a
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context that is rapidly altering the nature of teachers’ work” (p. 51). Teacher fhinking,
action and knowledge are of vital importance in the endeavour to understand how
classrooms are the way they are and how they might become otherwise. In order to
understand how teachers as individuals think, act, feel and carry out their intentions,
how a person knows what they know, it is necessary to understand the relationship
and tensions among context and individual lives, not only as related to the present but
the past, as well (Butt et al., 1992). Hence, in order to understand a teacher’s
knowledge with respect to classrooms, we need to understand the contexts within
which they currently work - that is the realities within which they work, both in the

collective sense and in the existential sense (Butt et al., 1992).

Atkin (2000) examines issues about the teacher’s view of educational change. He says
that it is difficult to detect progress in one’s individual underlying attitudes and
values. Educational change affects the beliefs, skills and general perspective of the
individual teacher. But individual beliefs and. preferences seem to “present an
indistinct, elusive and seemingly inefficient target for school refoﬁners” (Atkin, 2000,
p.75). Atkin (2000) is concerned about the way in which social change impacts on the
cbnception and organization of knowledge in society and presents new curricular
tensions and challenges particularly for schools and teachers. He concludes that
strategies of educational change must “recognize just how deeply projected changes in
subject matter itself can challenge the images teachers have of themselves as the
custodian and proponents of their diséiplines” (p. 83). The use of a new curriculum
for example, in the classroom could create disjunctions between the teacher’s fox.'mer

knowledge and practice, which require resolution (Christou et al., 2004).

According to Fullan (1993), the ‘status quo’ is more likely to stay than to change,
because of thevwayfeéchers are tralned, the organization of school structures which
opérate in terrﬁs of hierarchy and th’e;'v't?aﬁ" that politician treat the education system.
Fullan (1993) goes on to ar‘gue" that dééilihg with change requires a “fundamental shift
of mind...” and that without a new mindset of change the “insurmountable basis
problem is the juxtaposition of a continuous change theme with a continuous

conservative system” (p. 3).
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Teachers’ professional development is “now touted as the ticket to reform” (Berne
and Wilson, 1999, p. 173). It has become clear over the years in many countries that
the pace and scope of educational change has made in-service training even more
crucial as a means of updating and refreshing teachers and enabling them to reflect on
the quality of their practice (Newton and Tarrant 1992). However, it is argued that in-
service training will continue to be a poor means of promoting school change if it is
not linked to explicit developments in policy or practice (ibid). More than this,
experience from a number of countries shows that unless teachers and their
representatives are actively involved in policy formulation, and feel a sense of
“ownership” of reform, “it is unlikely that substantial changes will be successfully

implemented” (McGaw, 2005, p. 213).

McLaughlin (1997) urges the rebuilding of teacher professionalism: “new wine in
new bottles”. Rebuilding teachers’ professionalism requires “professional
development opportunities that extend beyond mere support for teachers’ acquisition
of new knowledge to compromise occasions for teachers to reflect critically on their
practice and fashion new knowledge and beliefs about content, pedagogy and
learners” (McLaughlin, 1997, p. 80). Professional development in the twenty-first
century must provide support for classroom pedagogy that goes far beyond the
mechanics of teaching (Day, 1997). Teachers, like students, learn by doing, reading .
and reflecting, collaborating with other teachers, looking closely at students and their
work, and sharing what they see (McLaughlin, 1997). Hence, rebuilding professional
development that provides opportunities and mganizaﬁonal arrangements which
enable teachers to rethink the technical culture of how teaching is best done, and to re-

examine their expectations for pupil as well as their own roles is essential (ibid).

Borko and Putman (1995) exhibit an interest in the cognitive psychological
perspective on teachers’ professibxial dcvelopment. They say, teachers’ khowledge
and beliefs are important resources and constraints ohvéhang'e and they cannot be
circumvented by efforts to reform educational practice. For effort to help teachers
make significant changes in their teaching practice, they must first help them to
acquire new knowledge and beliefs. Thus, “the key issue from an implementation

perspective is how the process of change unfolds vis-g-vis what people do
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(behaviours) and think (beliefs) in relation to a particular innovation” (Fullan, 1992, p.
22). ’

Thé theory of the meaning of change and change process provides us with an
underlying conception of what should be done, and why changes keep appearing over

and over again. This guide helps us to locate specific factors, to observe how they

" work in concrete situations and to explain why they function as they do, and with

what consequences and outcomes they have. As Fullan (1992) says, we cannot view-
policies or innovation as simply entering or being generated by the system and
somehow producing outcomes, without knowing what is in. the ‘blackbox’ of
implementation. Thus, the discussion of literature that is relevant to this study now
turn to theories of ‘change in practice’ or what Bowe et al (1992) célled ‘context of
practice’. In this study, the context of practice focuses on the school context, and the
irnplémentation process (of curriculum innovation as a text) and its uptake by the

teachers.

2.3 Curriculum Implementation Process: Role of Teachers’ Zone of

Enactment

Implementation research is broadly concerned to investigate the structure and process
within which policy objectives are put into practice. Implemehtation is rendered “as a
complex, creative and important ‘moment’ in the éyde, in which practitioners are
conceptualised as meaningfully interpreting rather than simply executing, policy
which has been ‘handed-down” (Fitz, 1994, p. 59). Powell (1999) describes three
ways in which the implementation process is conceived in the literature. Firstly, He
points out two approaches that have been used in the old paradi'gm to ihtcrpret the
implementation process. Secondary, he introduced a new approach that is now used in
the tlﬁrd world studies to interpret the implc'mentéﬁbh‘pfbccsvs'f I'ii‘the old bdradigms, '
researchers adopted top-down and bottom-up ’approabhcs to” the implementation
research. These approaches conceived policy ‘formulation’ and policy
‘implementation’ as two distinctions which tender to render the policy process as
hierarchical and linear (Fitz, 1994).
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According to Powell (1999), the top-down approach in the literature, assumes that
policymakers formulate policies at the central government which are then
implemented by the appropn'afe agencies. He further says that researchers who take
this approach view successful implementation as being depéndent on a number of
factors, including: the availability 6f resources, the nature of the policy, and the
administrative structure. He (Powell, 1999) argues that this approach is based on
‘technocratic assumptions’ (p. 9). It is assumes that successful implementation is
about having the correct procedures and the appropriate organizational structures. It
also argued that this narrow approach neglects the role that different actors play in the

process of policy implementation.

In contrast, the bottom-up approach, (Powell, 1999) emphasises the importance of
actors in the implementation process, particularly those at the local level who are
referred to as ‘street level bureaucrats’ (p- 9). Within this épproach, policy analysts
are criticised on the grounds that they generalise about policy implementations
without explaining the impact or influence of individuals in this process (ibid). This
approach recognises how individuals, through their collective behaviours, can
influence the process involved in implementing a policy. However, it is argued that
this approach can be criticised for emphasising the ‘street level bureaucrat’ at the

expense of those who are involved in formulating policy (Powell, 1999).

Moving beyond these two traditional approaches of “formulation  and
. implementation”, recent studies adopt a new approach which combines the top-down

- and bottom-up approaches for analysing implementation. This ‘ngw approach is called

- the ‘evolutionary approach’ (Powell, 1999, p. 10). The benefit of this new approach is

that “it recognises implementation as a process of negotiation and interaction between
~ the key decision-makers who formulate policies, apd the street level‘l')‘u-r»eaucrats who
. implement them” (in this study referring to teachers) (Pq\‘yel‘l,:‘l9'99,_-p.10). This
approach influenced the non-linear way in which the poliéy pi;épess and change
process is conceived. The evolutionary approaches in contrast with the former two
approaches (also known as rational-linear approach), recognises that policy making
and implementation are not separate. Policy making is left to those involved in the
planning and in the implementation stages (Powell, 1999). These prdpositions “strike

a careful balance between the centre’s power to disseminate policy and the
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practitioners’ capacities to interpret policies in ways and directions not anticipated by
their authors” (Fitz, 1994).

According to Geijsel (2001), the conditions needed to implement educational changes
and the current failure to establish such conditions clearly show that the dominance of
the rational-linear perspective may be to blame: “this approach has kept both
education researchers and politicians from confronting the dynamic sociocultural
nature- of school 'pfocesses” (in Van den Berg, 2002, p. 613). Taking teachers’
perceptions seriously in confronting such changes should thus be seen as a vital

“instrument” and not an “impediment” (ibid).

In this study, the literature of implementaﬁon process is going to focus on the role of
‘street level bureaucrats’, none other than teachers in the implementation process of
curriculum change. At the same time it is also going to be reviewed in relation to the

process and product of policy-making.

There is an extensive general literature that deals with the processes and barriers
involved in the implementation of curricular change (e.g. Fullan, 1992; 1993). The
classroom realization of curriculum reform comes about through the actions of
individual teachers. Even though “policies regularly announce a new instructional
order, the classroom slate is never clean” (Cohen and Ball, 1990, p. 333). To describe
this phenomenon, Spillane (1999) has introduced the term teachers ‘zome of -
‘enactment’ which he thinks plays an important role in the implementation of
instructional reforms. Zone of enactment refers to the “space where reform ‘initiativcvs,
are encountered by the world of practitioners and ‘practice’, delineating that zone in
which teachers noticc, construe, construct and operationalize the instructional ideas

advocated by reformers” (Spillane, 1999, p.144).

In the text, Changing Teachers, Changing Times, Hargreaves (1994) notes that -
teachers do not simply deliver the curriculum, they develop it, define it and rcihterprct
it too. According to him (Hargreaves, 1994), teachers’ histories, biographies, their
career as well as their hopes and dreams, their opportunities and aspirations, or the
frustrations of these things, are closely tied up with the way they teach, dévclop as

people and as professionals. All these things are also important for teachers’
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commitment, enthusiasm and morale in their work. In congruence, Cohen and Ball
(1990) state that teachers do not merely take in new texts and curriculum guides, and
changing their practice in response to externally envisioned principles. Rather, “they
apprehend and enact new instructional policies in light of inherited knowledge, belief
and practice” (Cohen and Ball, 1990, p. 335). This means that whatever novelties
policymakers erﬁbrace, teachers must work with residues of the past. In addition,

teachers’ interpretations are diverse.

The specific reactions to an innovation and the problems associated with these
reactions typically stem from the significance or meanings that teachers attach to theif
situation (Van den Berg and Ros, 1999). Van den Berg (2002) provides a review of a
number of scientific schools of thought and research results to show the importance of
identifying the “existential attribution of teachers”. In his review, it is assumed that
the professionality of teachers is largely shaped,b on the other hand, by the continual
interaction between their beliefs, attitudes, and emotions and on the other hand, the
social, cultural, and institutional environment in which they function. The results of
several studies show teachers’ meanings to be very existential, highly personal,

resistant to persuasion and quite evaluative (Van den Berg, 2002).

It is suggested that teachers’ opinions and reactions to policies pertaining to their
professional practice depend, in part, on their own personal meaning. It is important
that a picture of teacher concerns can be taken into account during the implementatio.n
of innovations (Van den Berg and Ros, 1999) and allowing them to voice their
concerns and draw their immediate expertise in curriculum development (Ben-Peretz,

1980). Many personal factors can shape teacher concemns: previous experiences, the

- home-situation, personal preferences/styles, legal/financial security, self-confidence,

and so forth. The contribution of such personal factors can influence teachers to make

irrational decisions in the eyes of outsiders at times.

Soudien (2007) urges that the “process of managing meanings” must be taken into
consideration as a more challenging personal task than it has ever before. He says
(Soudien, 2007) that as leaders, we need to find deep ways in which we can connect
with the meanings that people bring to the work-place and find ways of working with

those meanings and that without this, “we will be overlooking, indeed even spurning,

24



this great gift our times have given us to make real difference” (p. 8). Hence, teachers’

meanings and process of meaning construction must be taken seriously.

Poole (1996) for example, emphasises the importance of “meaning construction” (in
Van den Berg, 2002, p. 579). He (Poole, 1996) describes meaning construction as “a
dialectic process in that previous constructions of reality influence interpretations of
new experiences and these new experience influence the construction of reality” ( in
Van den Berg, 2002, p. 579). Meanings are deeply rooted within the individual owing
to their long history and are more or less a part of the individual’s personal identity
(ibid). In order to identify teachers’, a “qualitative-interpretive” research approach can
be opted for (ibid). Qualitative researchers “are interested in the meaning people have
constructed, that is how they make sense of their world and the experiences they have
in the world” (Van den Berg; 2002, p.581). It is also assumed that the manner in
which teachers attribute meaning to various tasks and functions is of interest. The
interest “is in process rather than outcomes,-in context rather than a specific variable,

in discovery rather than confirmation” (Van den Berg, 2002, p. 613).

In keeping with the preceding, Coburn (2001) introduced the notion of “collective
sense-making” in his/her study Collective Sensemaking about Reading: How Teachers
Mediate Reading Policy in their Professional Communities. That, teachers do not
blindly apply policy but, rather, co-construct understandings of policy messages. This
means that teachers shape policy, interpret, adapt, and even transform reforms as they
put them into practice (Coburn, 2001). Coburn (2001) further illustrates that sense-
making is not solely an individual affair, but-is also social in two important respects:
It is collective “in the sense that it is rooted in social interactions and negotiation”, and
it is situated “in teachers’ embedded contexts” (p. 147). Coburn (2001) concludes by
stating that, “the patterns of interaction .and the eonditions of conversation in formal
and informal settings influence the process by. which teachers adopt, adapt, combine
and ignore messages from the environment, mediating the way messages from the
environment shape classroom practice” (P.162). Practically what this means is that it
is important to consciously take on the complexity and dynamics of teachers
community, as teachers in different formal and informal communities can make

different interpretations of the same thing (Coburn, 2001).
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Recent scholarship in education and other disciplines investigated the role of enactors’
sense making in the implementation process, underscoring that the instructional ideas
that implementers (e.g. teachers) construct from policy are critical in understanding
their enactment of policy (Spillane, 2000). More recently, cognitive frames have been
used in studies of teachers’ responses to reform (Educational -Evaluation and Policy
Analysis; EEPA, 1990), emphasising whether, and in what ways, implementers
change their minds in response to policy (Spillane, 2000).

Spillane, Reiser and Reimer (2002) provide a key understanding both in sense-making
theory and cognitive perspective on policy i1hp1ementation process. Spillane et al
(2002) argue for the inclusion of implementers’ interpretation of the feform message,
along with more conventional variables such as local resistance to reform and limited
local capacity to carry out reform proposal that dominate in the literature in models of
the implementation process. They (Spillane et al, 2002) say that in the conventional
theories, most of the explanations for failure, do not take account of the complexity of
‘human sense making’. Conventional accounts portray policy as a stimulus, and the
cﬂoices of implementers is to decide whether to change their existing behaviour and
implement the policy, or ignore it, or work at sabotaging or circumventing it (ibid).
What is ignored or at least remains implicit in most of these explanations is that
implementers must not only attend to the policy stimulus, they must also make sense
of that stimulus; this conventional orientations underestimate the extent to what and
the process by which, bureaucrats, administrators and teachers come to understand

what is policy asks of them (ibid).

Sense- making is not simply an act of decoding a policy message; in general, it “is an
active process of interpretation that draws. on the individual’s rich knowledge base of
understandings, beliefs, and attitudes” (Spillane et al;; 2002, p. 391). It focuses
attention on how implementing agents (e€.g. teachers): construct. the meaning of a
policy message and their own behaviour and how this process leads or does not lead
to a change in how they view their own practice, potentially leading to changes in
both understanding and behaviours (ibid). This notion is based on a belief that
different human beings are going to interpret the policy message in different kinds of
ways and as a result, implement it in different ways. Practically, this is not to say that

implementation failure results because implementers reject the reform ideas advanced
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via standards-based reform but is because they understand them differently. Sense-
making thus, provides “numerous opportunities, aside from any wilful or intentional
efforts to revise policy to fit with local agendas, for the transformation of policy-
makers’ ideas about changing local practice” (Spillane et al, 2002, p.391). A
cognitive perspective underscores this interpretive process by foregrounding enactors’
interpretations of policy signals, that is, what it is implementers come to understand
from policy about changing their current practice (Spillane, 2000). It is here that

implementers’ cognition enters the implementation process.

Spillane et al (2002) develop a cognitive framework which offers new  insight into
policy implementation process, illuminating more comprehensive explanations for
why policy succeeds or fails at the ‘street level’. The cognitive model is developed to
supplement the existing models (that is conventional models) by making transparent
an aspect of the process that has been systematically unpacked in the implementation
literature. They draw their attention to recent studies that suggest that many
implementers typically do “not heed higher-level policies but also work hard to
implement them” (ibid, p.391) This model is non-linear, incorpdrates both bottom-up
and top-down perspectives (known as evolutionary perspective) on the
implementation of standards. Spillane et al’s (2002) framework involves three core
elements: the individual implementing agent; the sifuation in which sense making
occurs; and the policy signals. These implications are further described by Spillane et
al. (2002) as follows:

2.3.1 The individual implementing agent

Understanding the teacher as an individual implementing agent can help to inform us
how individuals notice and interpret stimuli, and how prior knowledge, beliefs, and
* experiences influence the construction of new understandifgs. Tt will also substantiate
the importance of understanding what sense implementers make of policy and how
they make sense of that policy; and the implications these have in the implementation
process. Within this notion, Spillane et al (2002) point out that feachers’ pf-ior
knowledge, beliefs, practices and experiences can contribute to the failure of

implementation of a new policy. This does not mean that they are reluctant to change
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in the direction of the policy intent, but because their extant understandings may
interfere with their ability to interpret and implement the reform in ways consistent
with the policy intentions. Research by Cohen and Ball (1990) in policy and practice
demonstrates this trend, which shows that many of the teachers that they observe did
change their practice in response to the new policy, but the frame for those changes
was the pedagogy that had been pressed by the older policies. “New wine was poured,
but only into old bottles” (p. 334). This reveals the sense that teachers are not empty -
vessels waiting to be filled with new ideas, skills and experiences. Teachers have their
own interest, their ideas, their expertise, and their experiences, and all these contribute
to their understanding and construction of knowledge. New information is always
interpreted in terms of what is already known (Spillane, 2002). Thus, teachers might

use the known and the familiar to make sense of new stimulus.

The substance in these explanations is what in psychology is called ‘schemas’
(Spillane, 2002, p. 394). A schema is “a structure of consciousness or understanding
in which the related bits of knowledge one has are linked together to produce an
understanding of the world and make predictions about how the world... operate(s)”
(Soudien, 2007, p. 5). Schemas can be used to construct the process of cognitive and
social information. It can also “encode knowledge about the social world, representing
associations of expectations about people and social situations... such as how one
interacts with others at a party or business meeting and how one expects librarians,

musicians, and auto mechanics to appear and behave” (Spillane et al, 2002, p. 394).

Furthermore, research on schemas by Gentner & Stevens stresses the implications of
the “mental representation of dynamic process called mental model”. (Spillane et al,

2002, p. 395). In light of this, Spillane et al (2002) say that people construct intuitive .
‘models drawing on their experience... and use those intuitive ideas to predict.what
-will happen in particular situations. Intuitive models strongly influence hew- agents -
(teachers) interpret reforms — encode their behaviour in the form of biases. In the
case of this study, hence, a new idea like teaching Accounting with inquiry, is
interpreted on the basis of teachers’ current frame of reference — their view of the
discipline, views of students, and ideas about what it means to teach Accounting. This

notion reflects that “what is novel is always seen in terms of past understanding”...
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and “what we see is influenced by what we expect to see” (Spillane et al, 2002, pp.
394; 395).

The second implication of the sense making framework referred to what Piaget
termed ‘accommodation’ or restructuring of existing knowledge (Spillane et al, 2002,
p. 395). Here, new stimuli are encoded into existing knowledge frames, or
assimilation which is the central part of perception and action. This is a conserving
action and effectively-serves to make the familiar unfamiliar and the new old. In this
process, it is stressed that “...learning new ideas is not simply an act of encoding these
new ideas; it might require restructuring a complex of existing schemas, and the new
ideas are subject to the danger of being seen as minor variation of what is already
understood rather than as [being] different in critically important ways” (Spillane et
al, 2002, p. 396). Hence, teachers in Namibia may interpret the néw policy ideas as
familiar ones, without paying sufficient attention to those main aspects that diverge
from the familiar, or are integrated without restructuring of existing knowledge and

beliefs— “resulting in piecemeal changes in existing practice”.

A third implication of the sense-making framework involves the mechanisms of
accessing and applying knowledge structures. Mechanisms in sense-making are “a
process of scanning new information and retrieving from it what is most similar to
what one was familiar with before” (Soudien, 2007, p. 6). Here, the aim is to search
for consciousness triggers. And the result is that agents (teachers) with less expertise
in the most significant features of the reforms can be misled by superficial similarities
in situation. Thﬁs, teachers are more likely to draw on the most superficial features of

the new rather than the substance of the reform.

" 2.3.2 The situation in which sense making occurs

Individuals do not make sense of their world in a ‘vacuum’ (Spillane et dl, 2002, p.
392). Their sense-making depends substantially on their ‘thought communities’ or
‘worldviews’ to which they belong and these are situated in broader social,
professional, historical, political, religion, and organizational context (ibid). Teachers

actively “mediate norms, belief systems, and practices that have diffused from the
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institutional environment, socially constructing and reconstructing them as they put

them into place in their own contexts” (Coburn, 2001, p. 147).

Scnsé making can be situated within the same school in different formal and informal
groups (Coburn, 2001). From research by Weick (1995), it appears that interaction in
organizations occurs on the basis of the meanings that individuals assign to situations
or the sense-making that occurs within organizations (in Van den Berg, 2002). From
such a perspective, Weick (1995) distinguishes two important notions as playing a
role in the attribution of meaning by people in organizations, namely: uncertainty and
ambiguity (in Van den Berg, 2002). Uncertainty relates primarily to a shortage of
information with regard to rights, obligations, tasks, and responsibilities. Ambiguity
arises as a result of incorrect estimates of the consequences of certain actions at a

particular point in time.

Van den Berg (2002) points out that there is a need to increase attention to individual
teachers’ interpretations of situations along with increased attention to the interaction
of such interpretations with the context in which teachers live and work today. This
means that if we do not consider the beliefs, attitudes, and emotions of teachers in
their working context, we will not be able to understand the human variation in the
~daily practices of teachers. School contexts for instance, significantly influence
teachers’ beliefs, attitudes, and emotions. Also the people within a school can develop
shared patterns of interaction and meanings (Van den Berg, 2002). Thus, “interaction
involves a dynamic that cannot be ignored, and identification and acknowledgement
of the different meanings that teachers holds with regard to the processes of teaching
and learning are an unavoidable part of understanding this dynamic” (ibid, p. 617).

These explanations highlight the important role of teacher interaction inside and
outside of formal organizational structures and how these social interactions can be
highly influential in the ways that teachers make sense of policy message from the

environment.

30



2.3.3 Policy signals

The sense making framework also has ﬁnplications for the design of policy. Although
policy cannot construct understanding for implementers (teachers), the product and
policy formulation influence implementing agents’ sense-making efforts. Spillane et
al (2002) demonstrate some of the implications of their sense-making framework for
the design of policy. This is the stage where the policy formulation and

implementation merge — as the ‘evolutionary perspectives’ imply.

What Spillane et al (2002) make explicit here is that “substantive rather than
. superficial change is very difficult” (p.414). They focus on three levels of social
change that are identified by Marris (1975). These include: 1) incremental change,
which requires little or no alteration of the extant purpose or expectations of the
people involved in the change. For example, changing a time at which particular
Accounting skill or topic is taught. 2) Supplementing change, which requires growth
~ on the part of those who are part of change, such as add a new element to their work.
Such change can supplement the existing schemas and frameworks, not undermine
them. 3) Supplanting change, which requires the discrediting of existing schemas and
frameworks, such as implementing a new approach to teaching or putting in place a
new education system. Such change is the most challenging because it involves loss
for those who are to implement the new policy. This level is difficult to achieve
because it requires implementing agents to give up their old ideas and to take on and
work with new idea and values. Since “the more the fundamental the chahges sought
by an innovation, the greater the extent to which existing schemas must be
restructured to form coherent understanding of the new ideas™” (Spillane et al., 2002,
p-415).

The way forward in relation to the above explanations, Spillane ez al- (2002) suggest,
to help people cope with change, must be for policy documents to focus on underlying
principles rather than superficial aspects of specific examples. Policy must be
represented in ways that help implementers to understand the intentions of the
designers. They (Spillane et al, 2002) argue that we simply provide people with

‘thicker’ descriptions of the changes... the detail with which new ideas are explicated
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is not enough. Policy representation must “support agents in “looking beneath the
surface”, perhaps by juxtaposing potential form- and function-based understandings
of central reform ideas” (ibid, p.417). There is a critical need to structure learning
opportunities so that stakeholders can construct an interpretation of the policy and its
implications for their own behaviour. These include the provision -of teacher
professional development that enhances teachers’ understanding of instructional
reform proposals. This notion is based on the belief that policy representations that
build on and éngage implementing agents’ existing schemata are likely to enable

implementers to construct understandings that correlate with the policymakers’ goals.

The key in this process is “to create a sense of dissonance in which agents see the
issues in their current practice rather than seeing the new ideas as achieved within
their current practice” (Spillane et al., 2002, p. 418). “This dissonance, or
dissatisfaction with one’é own behaviour, is essential to the reinterpretation of one’s
belief”. However, “this process cannot be too negative, or it may trigger the natural
tendency toward self-affirmation, leading agents to find fault in or explain away the
reform idea” (Spillane et al., 2002, p. 418).

2.4 Conclusion

There is a lot of negative explanations and speculation about Namibian educational
reform post-independence failure to achieve its goals; it is rarely effectively
implemented. O’Sullivan (2002) in his study: Reform Implementation and Realities
within which Teachers Work: a Namibian case study argues that the teacher role in
the Namibian reform literature has received little éttention and tends not to be
seriously considered by policymakers. He explore this within a framework of
objective and subjective ‘classroots reality’ implementation factors. He suggested that
effective implementation requires a needs asSessment that-provides ‘a through
appraisal of ‘classroots realties’. Spilléne et al (2002) argue that education standards
press for many reform ideas that to be successfully implemented, would require
tremendous reorganizing of most implementing agents’ existing schemas. Recent

research on the relationship between instructional policy and classroom practice
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suggest that “teachers interpret, adapt and even transform policies as they put them
into place” (Coburn, 2001, p. 145).

Important from this literature review suggests that there is a need to understand the
process by which teachers construct, reconstruct policy messages in their context of -
their professional communities (context of practice). As the literature indicates,
teachers’ prior knowledge, beli.efs,v practices and understandings can pose challenges
to the implementation process of the policy. The basis for this study aims to address
some of these complex_ities by focusing on the understanding of teachers and how

their prior eXpériences and knowledge have shaped their teaching practices.

Researching detailing on what and the process by which teachers come to understand
what policy is asks of them, and how this process influences teachers’ knowledge and

teaching practices, is still an emerging field within Namibian literature. Important in

the theoretical framework for this study, is to make transparent an aspect of the

process that has been systematically unpacked in the Namibian literature, and that is

the role of implementing agents ‘sense-making’ in the policy implementation process.

This, hopefully, will help to bridge the communication gap between the policy

making and policy implementation.
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CHAPTER 3
METHODOLOGY

The purpose of this chapter is to provide a brief overview of the methodology used in |
this study. It clarifies the research design, and the discussion focuses on the different
data collection procedures used, how the sample of participants was determined, and
concludes with a discussion around the data analysis procedures and ethical issues

which arose in the course of the study.
3.1 Research Design

This study was a small-scale study which sought to establish the meanings that
teachers have constructed, that is how they make sense of the new JSAS both in their
practice and in their pedagogical understandings. For this reason, the “qualitative-
interpretive approach” (Van den Berg, 2002, p. 613) was opted for. The purpose of all
qualitative research is to inform our deep understanding of educational institutions
and “process through interpretation and narrative description” (Soltis, 1990, p. 247).
Qualitative research “focuses on specific situations or people, and its emphasis on
words rather than numbers” (Machll, 1996, p. 17). In other words, qualitative
researchers “typically study a relatively small number of individuals or situations and
preserve the individuality of each of these in their analyses, rather than collecting data

from large samples and aggregating the data across individuals or situations™ (ibid).

Qualitative methods “are well suited to in-depth analyses of complex processes”
(Spillane, 2000, p. 147) such as implementation of policy. It is also “particularly
recommended to gain an in-depth understanding of the situation and meaning for
those involvéd” (Merriam, 1998, p. 19 in Van den Berg, 2002, p. 613). This study is
however, a qualitative study of teachers in a specific setting, investigating how these
teachers understand, practice and reflect the intentions and recommendations that are
made in the new JSAS in Namibia. This will provide the in-depth, ‘thick description’
(Lichtman, 2006, p.14) that focuses on the complex and dynamic way in which
teacher make sense of and implement the educational change. For this purpose, a

number of different research instruments can be put to use: semi-structured
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interviews; observations of meetings (classrooms); working groups; and informal
interactions; and analysis of documents; as well as biographical interviews may also
be undertaken (Van den Berg, 2002). For this study, research methods used included

classroom observation, interviews and the review of documents.
3.2 The Sample

A saniple of six Grade 8 Accoﬁnting teachers from six government schools was
selected for this study. A sub-sample of additional participants such as school
‘principal and head of department was also gathered to supplement the teachers’
responses in each school. Schools were selected on the basis of their varied
geographical and demographical backgrounds. The sample included: two urban
schools (middle and a high school) which are located in the Southern education
regionsl of Namibia; two suburban schools (both elementary) and two rural schools
(elementary) both located in the previous disadvantaged Northern education regions

of Namibia.

However, due to some specific limitations only five schools participated in this study.
One rural school chose not to participate, and explained that the week that I planned
to visit their school was the same week that learners would have commenced with the

mid-year exams, so the classroom observations were not possible.

~ Although the urban schools in this study are located in a diversity of multi-cultural
settings, the teachers who participated in the study represented only one ethnic
béékground, namely African (the previously‘ disadvantaged ethnic) community.

Howéﬁer, teachers in this stﬁdy‘typically belong to diverse organizational structures,

prbfessional identities and social class memberships. -
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3.3 Data Collection Strategies

The initial step for the collection of the research data was that I sent an application for
access to the Ministry of Education to conduct the research study in the selected
schools. This permission was granted. I then personally visited the selected schools
and asked them to grant me permission to conduct the research in their' schools.®
Access to schools and classrooms of Grade 8 Accounting teachers was negotiated
with the school heads. This was done both vefbally and in written form. All

participant schools were visited for not more than a week.

Since the sample of the study is reasonably small, the result is not, therefore,
representative or statistically significant, as is the case in most qualitative studies.
Since some qualitative researchers take the view that if they collect data from multiple
sources they can have a more accurate picture of things and thus remain less biased,
they refer to this notion as ‘triangulation’ (Lichtman, 2006, p.12). To ensure the
reliability and validity of the information from the field, the usage of triangulation.
was however considered to be particularly appropriate in this study. By so doing,

classrooms observations, interviews and reviewing of documents were used.
3.3.1 Classroom Observations

‘In order to capture teachers’ descriptions of their practices and pedagogical
understandings about the new JSAS, I formally observed subject teachers classroom
practice. The observation schedules’ were designed well in advance before the study.
To assure the anonymity of the participants, a consent form® was given to each teacher

to be signed before the observations as well as before the interviews.

The researcher observed four lessons per teacher in the study. The duration of lesson
observation ranged between 30 to 45 minutes per lesson (please see appendix 2 for
observations list of teachers). The information observed was recorded manually using

observation schedules during class presentation.

§ Please see appendix 2 for school consent form to participate in research
7 Please see appendix 3 for the observation schedule.
® Please see appendix 1 for consent form to participate in research
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During lesson observations, the researcher paid attention to the content of the
teacher’s messages about the JSAS and how the criteria relating to learner-centred
standards’ were paid attention to. Observing teachers’ classroom practice for three to
four days in a row provided a sense of the flow and continuity of practices, and a

variety of evidence on how teachers attempt to or implement the new JSAS.

The researcher sought to record to the lesson as accurately as possible, and in
precisely their exact words. By recording as soon as possible, to capture words and
events as observed, it helps to minimise the potential influence of some line of
interpretation on analysis that might have the observer remembering and recording too

selectively or reinterpreting behaviour prior to recording it.

As Becker says the “observer must collect many types of evidence before concluding
that a thing is true, and that ethnographers doing fieldwork are able to make numerous
observations across different times and places and can cross-check these so that it is
hard for respondent to lie” (Seale, 1999, p. 55). Interviews as well as review of

documents were used to validate observation data acting as a ‘benchmark of truth’.
3.3.2 Interviews

During the week of observation at each school, interviews were conducted with the
school principal and head of the subject in order to obtain from them what their views
towards the implementation of the- revised curriculum and- the JSAS in particular
were. Questions were asked about their roles, their understandings, their perceptions
and issues around the implementation process of the new curriculum. Unfortunately,
one school in the study did not have-a subject head, and -in another school, the
principal was also the acﬁng head of the subject. So, in total, only eight interviews

were conducted for supplementing teachers” responses.

To assure the confidentiality of individual responses, the researcher asked the

interviewees to fill in a consent form and these were signed by each of the

* As described in the conceptual framework of learner-centred education in the
Namibian Context (NIED, 2003). See also observation schedule.
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respondents before the interview. All these interviews were tape recorded and
transcribed. Excerpts from the interviews will thus be verbatim in the analysis of

findings and cross-coded for synthesis and comparison.

All the interviews lasted for 13-25 minutes, besides one with the subject teacher at
school B, which lasted for 35 minutes. All the interviews were carried out at school in

the principals’ offices.

Teachers were first observed then interviewed, except the teacher who was only
interviewed and not observed because her lessons were undertaken by a student
teacher. Information from the classroom observation, however, helped to stimulate
further questions for the process of interview. Teachers’ interview questions were

divided into three sections'?.

The first section focuses on the life experience/background information about the
teacher. This provides the information about the previous experiences and new
| understandings that might have influenced teacher thinking. This was influenced by
Spillane et al (2002) when they state that teachers’ prior knowledge, beliefs, practices
and experiences can contribute to their understanding and construction of knowledge.
This also follows the idea of Lewin and Maruna (1998) who suggest that individual
life histories and biographies may be useful analytic tools for investigating the
implementation of policy (in Spillane et al., 2002).Thus, information about teacher’s
previous experiences and personal biographies hélps us to understand how it

influences them to understand and implement the new JSAS.

The second section focuses on teacher’s pedagogical understanding. By putting this
into consideration, I included questions that related to .the JSAS related criteria
outlined in the observation schedule, to facilitate the possibility of a continuity in
teachers’ practice with the new curriculum, in other words, their ‘take up’ of it . This
was also influenced by the adage that ‘belief” or ‘understanding’ can follow action. !
It is also suggested that teachers’ opinions and reactions to policies pertaining to their

professional practice depend, in part, on their own personal meaning (Van den Berg

1% please see appendix 4 for interview questions posed to teachers
! See Spillane et al (2002), page 413
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2002). Thus, this was used to identify how teachers understand and interpret criterion
about learner—centred approach and how these influenced them when it comes to the
taking up of the new JSAS.

‘The third section focuses on teacher reflective skills. This was used to get ideas on
how teachers construct meanings about the new JSAS in terms of the PBI model, in
constructing new understanding and discoveries developed from inquiry activities.
This was also influenced by Spillane er al (2002) when they state that “individuals
don’t make sense of their world in a vacuum”. Sense making is ‘collective’ and
‘situated’ (Coburn, 2001). Guided by these ideas, I asked teachers how they engaged
in PBI activities and how these activities contribute to their understandings and help
them to construct meanings in relation to the new JSAS. This also helps to discover

the situation in which teachers’ sense making is embedded.

The design of the interview questions took into cognisance the organization of themes
and categories, and this helped to generate nodes and codes during the analysis. The
interview questions were aligned with Spillane and his colleagues’ cognitive
framework as well as learner-centred criteria, and therefore the themes and categories
that are used in this study are drawn from these theoretical frameworks. The
observation schedule was also aligned, as indicated above, with JSAS learner-centred

criteria which also helped to generate categories during the analysis.

Face-to-face interviews were conducted with each teacher. Interviews were conducted
in their classrooms, in staff rooms and in school laboratories during the ?reak or their
free time. At the beginning of the interview, the researcher explained clearly what the
*. interview was all about and established the rapport to reduce nervousness and tension- . -
during the interview. '

As indicated previously interviews took approximately 25 — 35 minutes. All the
teachers were eager to be interviewed and were confident in answering the questions.
Only one teacher was nervous and not consistent in answering the questions, making
it difficult to take opinions given about the responses as a true indicator of teacher’s
understanding. It appeared that the teacher was not comfortable with the language as

all the interviews were in English instead of their mother tongue. However, the
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researcher probed and directed the responses and sought to make it as simple as

possible to direct the respondent in the right direction.

In order to collect information as completely and objectively as possible, all

interviews were tape-recorded.
3.3.3 Review of Documents

The policy documents of the curriculum innovation were also reviewed and analysed.
These included: National Policy Statements, the Junior Secondary Accounting
Syllabus, the Implementation Schedule, and the learner-centred conceptual framework
used in Namibia and Professional Development listings. During observations, the
researcher used the new syllabus to review the topics and objectives for each lesson.
This was used to identify whether there was a match/mismatch between teachers’
work and policymakers’ intentions and requirements. The review of learner-centred
conceptual framework helped to develop the observation schedule as well as

categories and themes during analysis.
3.4 Analysis and Interpretation of Data

In-order to contribute to best practice in qualitative research, “qualitative researchers
need to make their analytical procedures transparent in research report” (de Wet and
Erasmus, 2005, p 27). Different methods can be used to analyse and interpret the
' ‘qualitative data (Sowden and Keeves, 1988). These include: identifying patterns and
themes; and “clustering similar responses and/or subjects” (ibid, p. 523). These can be

" done mamually or electronically.

" Drawn frOm the grounded theory (founded by Glasser and Strauss) which “provides
researchers with a guide to the methods and procedures by which a theoretically
grounded analysis could be produced” (in Fielding and Lee, 1998, p. 29), Miles and
Huberman have extended in a very considerable way the range of procedures
available to qualitative researchers. They are arguing for integration of systematic

procedures in qualitative analysis (ibid). According to Huberman and Miles (1994) (as
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described in Fielding and Lee, 1998), ‘tight’ deductively driven designs might be also
appropriate in qﬁalitative analysis, in the case for instance where the site is a familiar
one and a range of well defined concepts is available. They identify three linked
processes which reflect the anticipatory, interim and iterative character of qualitative
research analysis. These include; “‘data reduction, data display and conclusion
drawing/verification” (ibid, p. 40).

In this study, coding was used as a fundamental part of data reduction (Fielding and
Lee, 1998). Codes pull together material and signal potential themes in the data (ibid,
p- 41). A start-list of codes prior to field work was designed, related to the theoretical 7
and conceptual framework of the study (in ibid). However, these codes were later
modified and changed as the study proceeded. The ‘in vivo’ qualitative data analysis
software was used to code observations of teachers’ classroom practices using criteria
. that emerged from the learner-centred approach and JSAS standards. The first level-
coding (a process of naming and classifying what is the data) and second-level coding
(marks the regularities in the data which captured in pattern codes) were followed
(Fielding and Lee, 1998) and emerging patterns were used for analysis.

Interview data was also coded using a similar coding style, supplemented with codes
for teachers’ background information, influential factors on teachers’ responses to
change, teachers’ perspectives on the new JSAS, their understanding of leaner-centred
standards and their opportunities to learn and understand about the new JSAS
standards (e.g. through PBI model). ‘All data was collated under different headings
and subheadings according to the categdﬁes that emerged from the given data.

To develop. a model of sense-making framework, further inductive coding of all
occasions both from the observations and interviews were used to develop categories
of teachers’ -sense-making process. These iterative “strategies range from noting
emerging themes in the data through the making of contrast and comparisons between
analytic elements, to the construction of an extensive and coherent conceptual and

analytic schema” (Miles and Huberman, 1994 in Fielding and Lee, 1998).

To understand the relationship between sense-making and changes in teachers’

practice and understanding, evidence from the classroom observations and evidence
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from interview was compared. To understand the relationship between the teacher
sense-making and ‘community thought’ and shared understanding, evidence of
teacher’s responses to JSAS messages from both observations and interview were
compared with the responses from the principal and head of the subject interviews.
From these, three main categories are identified: -The influence of teachers’ prior
knowledge, beliefs and experiences towards the implementation of the new JSAS;
Processes of constructing understanding; and constraints towards the implementation

of the new JSAS
3.5 Reliability of Data

In order to gain reliability of teachers’ responses, it was necessary to gain an overall
view of how the new JSAS was being interpreted and implemented. In relation to the
reliability of the data, five features recommended by LeCompte and Goetz (1982)

were considered.

o The use of low-inference descriptors: this involves recording observations in
terms that are as concrete as possible, for instance including verbatim accounts
of what people say, rather than researchers’ reconstructions of the general
sense of what a person said, which allow researchers’ personal perspectives to

influence the reporting.

e The use of multiple researchers: this refers to the argument that the presence
of multiple researchers who continually communicate about methodological
decisions would also help to enhance internal reliability. In the case of this
study, the draft of the research proposal was shared with other knowledgeable
researchers about the settings of méthodology and they contribute valuable
feedback before the field work was undertaken. ‘

o Use of participant researchers: refers to the method of recruiting participant
researchers as informants who can check on whether things are seen similarly

by the researcher and by member in the field.
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- o The use of peer examination: for example referees’ reports on the apparent
adequacy of research procedures, can also constitutes a check on internal
reliability. The researcher’s supervisor scrutinises and checks the validity of

this study.

® Record data mechanically: this refers to the ﬁse of audio and videotapes to
record data mechanically, as this preserves data in ‘raw’ form, removing the
selective effect of researchers’ perceptual skills. In relation to the interviews,
the reliability of data was dependent on the accuracy of the transcription of the -
tape recording which helps to generate more reliable coding. This was also
dependent on understanding teachers’ interpretation of the new JSAS
‘descriptors, and therefore, recording of reliable data was important. The
significance of transcribing data was acknowledging teachers voice and

recording in this in a verbatim way.
3.6 Research Ethics

Pring (2003) says “it is now usually expected that a research thesis will explain what
the ethical issues are in the conduct of the research and how the researchers ensured

that appropriate standards of conduct were maintained” (p. 52).

Researchers like Soltis (1990), Smith (1990) and Lincoln (1990) have all studied the
ethics in qualitative research and identify what constitutes proper behaviour in a rahge
of roles, settings, and circumstances where qualitative researchers are apt to find

themselves.

Soltis (1990) says that “ethics is. ubiquitous. It permeates all aspects of our lives.” (p.
248). Education is a ‘moral enterprise’ and-is-a ‘public trust> “all wha are given the
power to shape and direct it have a great responsibility for the way that the lives of
numerous human beings turn out” (ibid p. 256). In qualitative research, principles of
honesty, justice, and respect for persons are not unique. Soltis (1990) suggests that
qualitative researchers must accept and commit to a set of ethical principles, values

and ideals. These principles include: honesty, fairness, respect for persons, and
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beneficence. It also involves standards and norms which include: privacy, avoidance
of deception, confidentiality, contractual obligations, and informed consent (ibid). All
these (Soltis, 1990), are non-negotiable and contribute to the ethical issues in

qualitative research.

According to Smith (1990) “ethics has to do with how one treats those individuals
with whom one interacts and is involved and how the relationship formed may depart
- from some conception of an ideal” (p. 260). At the commonsense level, caring,
fairness, openness, and truth seem to be the important values undergirding the
relationships and the activity of inquiring. He (Smith, 1990) identifies two principles
that he thinks are most important for the protection of human subjects in the
qualitative inquiry. They are: informed consent and anonymity.

Lincoln (1990) provides a sensible response to the papers by Soltis (1990) and Smith
(1990). He argues that Soltis gives us a way of thinking about potential ethical
problems but does little to help researchers or students new to qualitative inquiry,
formulate their own ethical postures or stances needed for guidance in the grey areas.
Smith enters the topic from a different perspective to that of Soltis, in the sense that he
(Smith) tries to use real events, persons, and situations, to explain just how difficult it
is to’ predict events that bring about moral and ethical quandaries. Lincoln (1990)
suggests that “searching self-examination is an excellent path to united consciousness
as well as to the value clarification and explication demanded by a new generation of

qualitatively oriented researchers” (p. 293).

Lincoln (1990) suggests that Soltis and Smith’s papers.might be more effectively
explored in the context of two Kantian ethical principles: the categorical imperative
- and the practical imperative. The categorical imperative means that you “act in sucha
way that you would not be distressed to discover that thevp}rincAip;!e_: undergirding your .
own action were now a law that could be enacted by others upon you” (p.291). In
simplistic form, this means that “do unto others as you would have them do unto you”
(ibid). The practical imperative is a corollary to the categorical imperative, it means
that “treat every man as an end in himself, and never as a means only” (Lincoln,

1990, p. 292). In other words, never use another as an instrument (ibid, p. 292).
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In response to the commentary made by Lincoln (1990), Soltis (1990) says that they
do not misconceive the project of the ethics of qualitative research. He stresses that
what we need to find and be sensitive to, then, are not universal principles but
research situations where numerous moral obligations need serious attention. Soltis
argues that finding ethical principles does not solve real ethical problems, they
(Lincoln’s ethical principles) themselves are still questionable. Indeed, Soltis is not
against Lincoln’s ethical principles, he just makes his conception of his project clear
- and its open-ended inconclusiveness is more visible. He further suggests that what we
need to do is to see potentially basic ethical problems permeating all qualitative

research.

What Soltis, Smith and Lincoln are concerned about is how to teach students about
ethical behaviour and observe that all qualitative researchers must be continually open

to the prospect of learning about ethical practice.

In this study, however, a number of questions related to ethical dimensions and
questions were considered. Unethical treatment of the participants was painstakingly
avoided in the study. Each participant was well informed about the purpose of the
research study. No one was forced to take part in the study, their participation was.

voluntary.

To avoid possible harm to the participants, anonymity was also ensured. All the
participants were provided with a consent form to be signed by them before inquiring.
The respondents were also assured that their responses would be treated as private and
confidential. They were also informed that the information gathered was for academic

“purposes and not intended to reveal their privacy or harm anyone.
~To ensure honesty and trust, the respondents were made aware that their opinions-and

-views were going to be presented as they have given them without any alteration. The

analysis of the findings also revealed their exact responses without twisting them.
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CHAPTER 4
FINDINGS AND DISCUSSION

»

In this chapter the extent to which the new Junior Secondary Accounting Syllabus
(JSAS, 2006) has been taken up by the subject teachers in the study is considered. The
chapter begins with an analysis of the classroom observations and then moves to
consider the findings of the interviews. The conceptual and theoretical framework of
the étudy is used to inform the analysis, especially with respect to the categories that
have been developed. In defining the various categories, this dissertation moves
towards a framework for understanding the various factors that influence the

implementation of the new JSAS.

Partly through the usage of the classroom observations a preliminary comparative
aﬁalysis will be done of the ways in which teachers reacted to and are implementing
the new JSAS. The similarities and the differences in the factors which influence the

circumstances will be highlighted, using the data collected during the interviews.

4. 1 Theoretical model and context of the study

Theorists such as Spillane, Reiser and Reimer (2002), Spillane (2000) as well as
Coburn (2001) argue that attributing failure in implementation to a lack of capacity or
a déliBeratc attempt to sabotage, reject, or modify policy to fit implementing agents
needs and conditions, undermines the complexity of the “human sense making
process”. Spillane et al (2002) suggest that: '

.Conceptualiiing the problem of implementation in this way focuses attention on
how implementing agents (teachers) construct the meaning of a policy message
and their own behaviour, and how this process leads or does not lead to a change in
how they view their own practice, potentially leading to changes in both
~understanding and behaviours (p. 392).
The process of understanding how implementing agents come to understand a policy
message, construct their own practice in light of the message, and draw conclusions
about potential changes in their practice as a result, is demonstrated in Diagram 1. The

premise on which this model is based suggests that implementation fails because
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implementing agents misinterpret or misunderstand the policy message, and in turn,

implement it in the way that is not consistent with the policymakers’ intentions.

The cognitive framework that is developed by Spillane et al (2002) is used to show
how various dimensions of sense making process influence implementation. Three
core elements that emerge from this framework are used: the influence of prior
knowledge, beliefs, and practices — the analogies that implementing agents draw
between new ideas and their existing. ones; social context where sense making is
situated — the extent to which implementing agents share understandings to develop
new knowledge; and the influence of policy on practice — the systeni for providing
support for sense-making. This model, in this study, helps to explore how teachers
notice, frame, interpret, and construct meaning for and about policy messages, and
how these influence them to implement the JSAS (2006). Diagram 1 shows the top-
down/bottom-up process of the development and imi:lementation of the educational

policy messages and the stage where agents’ sense-making is shaped.
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It this study, five teachers were observed and interviewed, plus one teacher who was
alse interviewed but not obscrved. These teachers belong o diflerent demographic
and biographic backgrounds. Table 1 presents the demographics of the teachers n this
study.

Table 1t Teacher Demographics

Yoears of
Psvudyoym' Gender Lrualilicalivn Institution Teaching Selnal T.evel
; Fapuricnee =
Alyerd Male HIBY LIS AM T YRY HIGH  {Lrban}
ket Female BETD (5T} QCE i weeks ELEMENT ALY
4 [Suburban)
Reatn! Female EBETD OCE |7 manih il
Cocilia Female BED IINAM 3IYRS FLEMENTARY
i {Suburban)
it Female LETD NIED 23YRS FLEMENTARY
{ Rural)
Parer l'emale B . 5YRS MIDDLE
{LIrban)

Key: [BED: Bachelor of Education (Degree); BETD: Basic Education Teacher
Diploma; NIED: National {nstitute for Educational Development; OCE: Ongwediva
College of Education; ST: Student Teacher UNAM: University of Namibia]

The table clearly shows that teachers in this study are varied in their tcaching
experiences and qualifications and in the social and environmental context in which

they arc situaled.

"* The names of participants in this study are deliberately fictitious, in order to protect
their actual identity.

“ This teacher was added to supplement the student (lemporary) teacher’s responses.
Given that one of the participant school the Grade § Accounting lessons were
undertaken by the student teacher (not more than three months) as part of tcaching
practices in fulfilment of the BETD PRESET, 50 the permancil subjcct teacher was
miervicwed but not observed [or that matter.
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4.2 Teachers’ Classroom Practice of the New JSAS

It was made clear from the previous chapter that all five teachers in the study were
observed four times in a row, and that a varied range of evidence in which teacher
attempts to implement the new JSAS standards were noted. Results from the
classroom observations, which were collected from 20 different lessons, will now be
focused on. The following discussion must be understood as being indicative rather

than a precise account of the practices of the teachers.

In the Namibian learner-centred conceptual framework (NIED, 2003), it is noted that
good teaching practices are underpinned by the following teaching approaches: (a)
acknowledging learners’ prior knowledge; (b) accommodating individual differences;
(c) assisting learners to develop competence/ skills for active léarning; (d) adopting an
integrated approach to teaching and learning (connecting the subject content, and to
cross-curricular issues and/or other subjects across the curriculum); (e) using real
world examples in teaching and learning; (f) promoting co-operative/collaboration

learning among learners;

These approaches form the criteria on the instruments to assess teachers’ teaching
competence in terms of the new JSAS standards. Criteria measure whether teachers’

classroom practices incorporates each of the approaches listed above.

From the observation, it was overwhelmingly clear that the teachers’ classroom
practices could be grouped into three main indicators: - '
e Indicates that the teacher adequately incorporates a particular criterion in
his/her teaching practices
o Indicates that the teacher barely adequately incorporates a particular criterion
in his/her teaching practices.
e Indicates that the teacher inadequately incorporates a particular criterion in

his/her teaching practices.

In each indicator, teachers had different level of competence in terms of each of the
criterion.
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4.2.1 Acknowledging Learners’ Prior Knowledge

Teaching should always begin with helping the learners realize what they might
already know about something, or what ideas or questions they might have about it
even if they do not know, and by relating to the environment within and around the
school. In the JSAS (2006), it is noted that the starting point for teaching and learning
is the fact that the learner brings to the school a wealth of knowledge and social
experience gained continually from the family, the community and through interaction
with the environment. Therefore, it is important that the teacher must involve, build
on, extend and challenge the learner’s prior knowledge and experience during
teaching and learning. The following is the discussion of the extent to which teachers

were linking learners’ prior knowledge to new learning in Accounting.

Betty appeared to be more conscious of and carefully incorporated learners’ existing
knowledge and understanding in her teaching practices. Dunng her lessons
presentations, Betty showed evidence of trying to appreciate what learners learnt from
the previous lessons and linked it to new learning. On occasion, she tried to build on
and extend learners’ knowledge that they acquired from their community, and/or their
environment. For example, in one of her lessons when she was teaching the difference
between interest paid and interest received, she asked questions such as: ‘When I
borrow you (sic) my N$ 300.00, then I say you will give me 30% interest, how much
interest are you going to pay?’ ‘If I come and buy a Niknaks from you on credit, let
me say for example a Niknaks cost N$ 1.50 and you say I will add the interest of
N$0.50, so how much am I going to pay you in total?” ‘How much interest are you
going to receive?’ This practice shows evidence that this teacher tried to encourage

learners to apply their learning to what they already know and experienced in their

lives. However, she barely involves and challenges the learner’s prior knowledge and

experience during teaching and learning. This practice also indicates that Betty
. barely adequately incorporated this approach in her teaching practices.

Cecilia also attempted to consider and incorporate learners’ prior knowledge and
understanding in her teaching practices. At the beginning of the lesson, Cecilia always

tried to connect the knowledge that learner learnt from the previous lessons and linked
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it to new learning. At times, Cecilia solicited learners’ prior knowledge as from the
environment and community. During her lesson presentations, for example, when she
was teaching different types of expenses such as insurance and materials she asked
learners: ‘Give me examples of insurance company in Namibia?’ ‘Let’s-say you are a
hairdresser and you own a barbershop, what are the materials that are you going to
buy for your business?” ‘So, when you are buying those materials, is the money
coming in or going out of your business?” ‘How are you going to record that
(material) in your cash book?’ Clearly, this practice shows evidence that Cecilia was
aware of the need of connecting learners’ prior knowledge and understanding that
they gained from their community and environment to what she was teaching. This
suggests that this teacher adequately incorporated this approach in her teaching

practices.

Abed also sought to concede the need to acknowledge learners’ existing knowledge
and understanding in his teaching practices. However, he frequently solicited
learners’ prior knowledge and experience that they learnt from the school rather than
inviting learners’ previous knowledge from the environment, the family and/or the
community. For example, at the beginning of the lesson, Abed always asked learners
about what they learnt from the previous lessons and connected it to the new lesson,
rather than invite, challenge, and involve learners’ knowledge that they brought to
school. Furthermore, during lessons presentations, Abed did not show évidence of
trying to encourage learners to apply their learning to what they already know.
Sometimes he invited ideas from the learners, but did not connect them to the new
lesson or when presenting a lesson. This evidence shows that Abed was conscious of
acknowledging learners’ previous knowledge, but his practice was barely adequate

in terms of the criterion.

Ester also "appeared to be acquainted with the need of connecting learners’ prior
knowledge and understanding to teaching and learning. She sporadically gave
examples that helped learners realize what they might already know from the
environment, the community and/or family. For example, when she was presenting
the lesson about fixed assets, she explained to the learners: “When we record assets,
we start with the fixed assets, we start first with Land and Building because it is too
fixed, you cannot find it in town today, tomorrow in Katutura or Okahandja, it is fixed
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and it does not move.” “The next one is Vehicle, the Vehicle is also an asset because
it last long, but is always moving around from one place to the other...” This kind of
practice reflects that Ester was conscious of acknowledging what learners might
already know. However, her practice can be classified as being barely adequate
because she seldom shows evidence of inviting, exploring and/or building on learners’
ideas that they brought to school. Instead, she herself provided the examples of what

learners might know and experienced in their lives.

Diana also showed evidence of being aware of the need of appreciating learners’
existing knowledge and experience in her teaching practices. She often, at the
beginning of the lesson, solicited learners’ prior understanding that they acquired
from previous lessons, and linked these to the new lesson. However, she seldom
showed evidence of trying to involve, build on, extend and/or challenge learners’
previous knowledge that they gained from the environment, community and/or home
at the beginning and/or during her lessons presentations. Sometimes she invited ideas
from the learners but did not connect them to new learning or when presenting the
lesson. Indeed, this practice indicates that Diana’s teaching practices relative to
linking learners’ prior knowledge to new learning were barely adequate in terms of

the criterion.

4.2.2 Assisting Learners to Develop Competence/ Skills for Active

Learning

In the Namibian learner-centred conceptual framework (NIED, 2003) it is required
_ that learners get a feeling or ideas of trying out something new, or doing it again, and
acting on that feeling or idea: Doing also includes mental activity. In the JSAS (2006)
it is noted that learners learn best when they are actively involved in the learning
process through the higher degree ‘of participation, contribution and production. The
activity requires teachers to develop learners’ competence to interpret, investigate,
communicate, participate and apply knowledge. The following is the discussion of the
extent to which teachers incorporated this approach in their teaching practices based
on several opportunities that the researcher had to observe the teachers’ practice. The

discussion below highlights key indicative elements of their practice.
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Cecilia tended to be more conscious and aware of actively involving learners in
teaching and learning processes. In her lessons, she constantly allowed learners to
work independently and used different methods to develop their thinking skills. These
included the use of analogies, probing and stimulation. For example, in some lessons,
she asked learners: ‘Explain to me why you are saying cash or bank...?" ‘Who told
you that...?” ‘How do we call that?’ ‘Come and show us on the chalkboard?’  What
type of materials will you buy for your salon?’ and so on. This showed that Cecilia

was adequately incorporating this approach in her teaching practices.

Betty also appeared to adequately integrate this approach in her teaching practices.
For her, she practically assisted learners to develop thinking skills for active learning
by engaging them in challenging activities and topic tasks. In some cases, Betty asked
learners to present their work to the rest of the class which promoted peer teaching
and learning. She also provided opportunities for all learners to participate and work
independently. This was done by randomly asking probing questions to the individual
learner and providing instruction in critical thinking or problem solving activities, for
example: ‘why are you saying that?’ ‘If that is our interest paid, then what is our
interest recetved?’ ‘Maria! Calculate the total amount for us.” This practice, however,

implied a mindfulness of the importance of this approach.

Ester also appeared to consider learners’ need to participate and be actively involved
in her teaching practices. In her lessons, she occasionally encouraged learners to work
independently by engaging them in problem solving activities. Although Ester
showed evidence of being aware of the need for engaging learners in active learning,
she did not show evidence of trying to assist learners to apply or interpret information,
and/or provide instruction in critical thinking. On an occasion where Ester tried to
assist learners to develop thinking skills for example by engaging learners in topic
activities, she failed to engage learners in challenging activities. In fact, she directed
their learning most of the time. This practice reflects the idea that this teacher was

conscious about this approach but she barely practiced it in adequate way.

Abed also showed evidence of practicing this approach in his classroom. However, his
practices are barely adequate in terms of the criterion. In most cases, Abed gave

tasks to be completed individually and encouraged independent work at all times. For
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instance, when he asked leamers to complete the tasks he always said: ‘I don’t want to
see you talking to anyone, do your work alone.” However, when presenting a lesson,
Abed directed learning all the time. He constantly posed questions to the whole group
and learners responded randomly, rather than attending to the individual learer to
apply or interpret information in a critical way. For example, when he is solving the
problem, he asked: ‘What is the next account class.” ‘Which side can I record this
account?’ ‘Do the last transaction on your own?’ This kind of practice can prove that
this teacher was attentive to the need of developing learners’ thinking skills for active

learning, but he was practicing it in a barely adequate way.

Diana also showed signs of practicing this approach in her lessons. But, she also did
not apply it in a sufficient way. In her lessons, Diana provided learners with the
opportunities to work independently and complete tasks on their own. However,
during lessons presentation she barely asked questions that require critical thinking, in

most cases, she asked direct questions. For instance in one of her lessons:

Diana: which two account do we have here, class?
Learners: current account and cash
Diana: which one to be credited and which one to be debited?
Learners: debit cash and credit current account ‘
Diana: what must we write here (pointed to the first left column of the ‘T’
account)?
Learners: (the) day
Diana: day what?
Learners: 12...
]

-This shows evidence that Diana directed learning and failed to provide instructions

that require learners to think critically. Instead, she always asked the ‘what’ and
‘which’ questions rather then asked ‘how’ or ‘why’ questlons to extend learners
thinking. Indeed, this practice revealed that this teacher takes cogmzance of tlus.
approach in her teaching, but she barely practiced it in ways that are con51stent w1th A

the criterion.
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4.2.3 Accommodating Individual Differences

In the Namibian learner-centred conceptual framework (NIED, 2003) it is noted that
knowledge will only become meaningful if it is the knowledge a learner is genuinely
seeking at that time, what s/he is ready to learn, and what s/he needs to know from his
or her own point of view. In the JSAS (2006), it is also noted that each learner is an
individua! with his/her own needs, pace of learning, experiences and abilities. The
teacher must be able to sense the needs of the learners, the nature of learning to be
done and how to shape learning experience accordingly (ibid). Teaching strategies
must therefore be varied but flexible within well structured sequence of lessons. The
following is the extent, again based on observation, to which teachers incorporated

this approach into their teaching pfactices.

Cecilia showed evidence of attempting to cater for individual needs in most of her
lessons. During her lesson presentations, she always tried to create learning strategies
that strongly accommodated learners with varied ways of learning. In most cases, she
identified low achievers and sought to facilitate their learning by giving them extra
work or by being inquisitive about their understanding. She asked question such as:
‘Can I see your work?’ ‘Ester, do you understand?’ ‘Martha, do you understand what
Saima said?’ ‘Do you think that is true Simon?’ ‘Virginia, can you do it for us on the
chalkboard?’ Certainly, this shows evidence that the teacher is conscious and aware of
accommodating learners with individual differences and as a result, she adequately

incorporates it in her teaching.

.Betty‘ also appeared to be conscious and aware of accommodating individual
differences in her teaching practices. In most of her lessons, she attempted to use
 different teaching methods which would meet the needs of different learners. In one

‘of her lessons, she led in the following way:

Betty: what we need to know from (the) income statement is how to calculate gross
income. Martin! Tell us, how do we calculate gross income?

Martin: (stood up, facing down not saying anything)

Betty: Anna! Please help Martin. How do we calculate gross income?

Anna: ... current income plus another income for example rent income, we get
gross income

Betty: Yes, thank you Anna, sit down. Martin! If you want to sit down, tell us how
can we calculate our net profit?
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‘Martin: we take income minus expenses, and then we get net income.

Betty: come and show us on the chalkboard (asked Martin)

Martin: (went to the chalkboard and does so).

Betty: thank you Martin you can go and sit down now. Let us listen from
Shiphindo....

This practice indicates that this teacher tried to use different strategies to assist
learners according to their differences. Mostly, Betty focused both on higher achievers
and low achievers during lesson presentation and she always gave opportunities to all
learners to participate in the lesson. This indicates that Betty was attentive to this

approach and as a result, incorporated it adequately in her teaching practices.

Abed also appeared to be aware of and attentive to this approach. However, he applied
this approach in a barely adequate way. On occasion, he catered for individual
differences by proving appropriate feedback to individual learner’s work. However,
he hardly employed teaching strategies which met the needs of different learners
during lesson presentation. In most cases, he concentrated only on high achiever
and/or the whole group, leaving out low achievers. This practice suggests that Abed
.teaching practice relative to accommodating individual differences are barely

adequate.

For Ester, the majority of her lessons showed little evidence of being aware of the
need for using teaching strategies to meet the needs of different learners. Constantly,
she concentrated on the whole group and failed to identify the individual needs of the
learners. For example, when she asked the questions, she always said: ‘Do you
understand class?’ ‘How many of you do not understand the trial balance?’ ‘Which
account (is) to be credited and which account to be debited (asked the whole class)?’
Indeed, learners géve correct responses to the questions, but only a few learners (e.g.
highéf achievers) participated in the lesson while others (e.g. low achievers) were left
out. On the other hand, Ester occasionally assisted learners with special needs by
' giving them special attention, but she seldom employed teaching strategies which met
the needs of different learners. This approach does however suggest that this teacher
was aware of the need for accommodating individual differences during teaching and

learning, but it appeared that she did not have the skills or the ability to do so.
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Consequently, the practice of this approach was barely adequate in her teaching

practices.

Diana showed no evidence of being aware of and that she attends to individual in her
teaching practices. Frequently, she treated all the learners the same and tended to
focus more on higher achievers thus leaving out low achievers. In her lessons, when
she asked the question, she always pointed to the learner who raised his/her hand
rather than attending fo learners who were not participating in the lesson. She rarely
used teaching methods which accommodated the needs of different learners.
Accordingly, it can be suggested that Diana inadequately practices this approach in

her teaching practices.
4.2.4 Using Real World Examples in Teaching and Learning

In the JSAS (2006), it is noted that Accounting will be most relevant and meaningful
for learners if it is used in relation to their immediate environment. Although
Accounting is universal, it is only by local contextualization and application that
learners will understand and appreciate the uses of Accounting. Where textbooks can
only give general examples, it is up to the teacher to use local examples instead. The
following is the discussion of the extent to which Accounting teachers are enacting

this approach in their teaching.

Cecilia showed evidence of being enthusiastic about the use of real world examples in
her teaching practices. During her lessons presentations, she always tried to connect
the lesson to real life situations. She constantly gave examples, explanations,
interpretations and reflections that related the learning content to what learners might
know and experience in their environment. Essentially, Cecilia always tried to
encourage learners to imitate business owners and to act as if they owned a business.
She asked questions such as: ‘who are your debtors?’ ‘If you deposit money into your
bank account, which side of cash book are you going to record your transaction?’
‘When you take money from your Cuca Shop and buy your own things, for example
you bought your own T-shirt not for your business purposes, how do you call that

transaction?” This kind of practice also showed that Cecilia tried to connect
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Accounting to real life situations, and other subject content such as entrepreneurship.
This evidence shows that Cecilia adequately incorporated real world examples into

her lessons.

Betty also tended to be more conscious and considered the use of real life examples in
her teaching practices. In most cases, Betty connected Accounting knowledge to real
world situations through reasomng and further explanations. When presenting a
lesson, she always tried to reflect and give examples that related to real life situations.
For example, when she explained what a service business was, she said: ‘Service
business is a business that provides service to us, such as MTC (Making The
Connection) it provides us with mobile network.” ‘Give me other examples of service
businesses that we have in Namibia?’ This suggested that Betfy was aware of and

adequately incorporated the real life examples in her teaching practices.

Ester also appeared to be responsive to the use of real life examples during her
teaching practices. She practically used real world examples through explanations,
reasoning and replication. For example, when she was teaching typeé of source
documents, she provided learners with exact ‘purchase receipts’ and bank ‘deposit
slips’ that encouraged learners to practice Accounting knowledge in real life situation.
This evidence, however, indicates that Ester takes cognizance of real world examples

and incorporated it adequately in her teaching practices.

Diana and Abed showed no. evidence of trying to incorporate or use real world
examples in their teaching practices. Rather they only used textbooks examples and
instructions. This suggested that Diana’s and Abed teaching practices relative to the

use of real life examples were inadequate.

4.2.5 Promoting Co-operative/Collaborative LearhingAmong Learners

In the Namibian learner-centred conceptual framework (NIED, 2003) it is noted that
how children learn and develop is dependent on social interaction and that learning is

an individual and collaborative experience at the same time: in school, for example,

whatever is done, or whatever is presented or how, will be a common field of
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experience from which each learner will select what to learn. In the JSAS (2006) it is
required that as the learners develop personal, social and communication skills, they
gradually be given increasing responsibility to participate in planning and evaluating
their own work, under the teacher’s guidance. In such cases, co-operative and
collaborative learning must be encouraged wherever possible. Teachers are therefore

required to design tasks that involve learners working in pairs or groups.

Betty appeared to painstakingly promoting co-operative/. collaborative learning in her
teaching practices. The majority of her lessons showed evidence of assisting learners
to work togethér to accomplish joint activities. In most cases, she gave tasks that
required learners to design and evaluate their own work, these also include: enquiry-
based tasks and role play. For example, she asked learners to work in groups to design
a flip chart and draw up a balance sheet for their business. Once learners completed
the task, Betty always asked all the group members to go and present their work at the
front of the class. She always tried to assess and make sure that each member of the
group had contributed something by randomly asking questions such as: ‘how did you
get that amount, Peter?’ ‘What do you think is the purpose of drawing up a balance
sheet, Maria?” ‘Do you have any question from this group, class?’ This practice
showed evidence that Berty was enthusiastic about the need of collaborative/co-
operative learning in her teaching practices. Therefore, her teaching practice relative
to prbmoting collaborative learning among learners was adequate in terms of the

criterion.

Diana also appeared to be aware of the need to encourage joint activities and
interaction among learners. Although Diana was conscious of this approach, she
barely tried t6 assist learners to work collaboratively rather than just sitting in groups
to complete a task. For example, she asked learners to sit in groups to write the
definmtions of concepts and said: ‘each group must.choose one concept; and write
down the definition of that concept’. Learners worked in groups, but only a few
learners participated and the teacher did not provide them with guidelines or
monitored their work. This shows evidence that Diana’s teaching practices relative to
promoting collaborative learning among learners was barely adequate in terms of the

criterion.
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For Cecilia, Ester and Abed, none of their lessons showed evidence of trying to
promote co-operative/collaborative learning in their teaching pfactices. In most cases,
they gave topics tasks to be completed individually. For example, when Abed gave a
class task he always said: ‘do your works alone, I don’t want to see you talking to
anyone’. Clearly, this indicates that these teachers’ teaching practice relative to

promoting collaborative learning among learners were inadequate.
4.2.6 Adopting an Integrated Approach to Teaching and Learning

 Accounting is within the mathematical area of learning in the curriculum, but has.
thematic links to other subjects across the curriculum (such as entrepreneurship and
IT). In the JSAS (2006), it is noted that Accounting can also be connected to other
cross-curricular issues like HIV/AIDS, Environmental Education, and Human Rights
and Responsibilities. The activity requires teachers to plan a variety of activities/tasks
which integrate various subjects and/or cross curricular issues such as enquiry-based
tasks or topic tasks. The following is the discussion of the extent to which teachers
adopt integrated approach to teaching and learning.

All the teachers who were observed showed no evidence of trying to adopt an
integrated approach to teaching and learning. In most cases, teachers present
information in isolation without making any cross-curricular links with other subject
areas. Most of the lessons showed evidence of teachers trying to connect the content
within the subject rather than to integrate or explain how Accounting is connected to
other subject and/or cross-curricular issues. They sometimes gave tasks to learners but

they did not assist learners to understand why such activities were carried out. This

- suggested that teachers were not aware of adopting an integrated approach:to teaching

“and learning, and as a result, did not incorporate it in their teaching practices.
"'Therefore, teachers’ practices relative to adopting an integrated approachto teaching -

and learning were inadequate.
In summary, all the teachers who were observed were conscious and aware of the
need to incorporate the learner-centred approach in their teaching practices to respond

to the new JSAS standards, but it is unlikely that the frame for those practices was
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suflicient in relation 10 whal counted as Accounting knowledge and doing Accounting
in classrooms. Table 2 presents a summary of findings from ieachers’ classroom
practice which illustrates the extent to which each teacher enacted learners-centred

approach 1n response to the JSAS (2006) in their classroom work.

Tahle 2: Tndicaiors of the teachers” classroom practice nsing learner- centred descriplors
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The above summary shows the extent to which teachers attempt to incorporate the
learner-centred approach 1o respond to the new Accounting descriptors in their
classrooms. Essentially, it i1s evident that Betfy was the only leacher who consistently
paid more attention to leamer-centred approach and framed her practices in light of
the new Accounting directions and eoals. This teacher has no previous knowledge and
experience for what counted as Accounling instruclions. This suggesis ihal she
pracliced it more consistently becanse of her lack of previous knowledge and

experience.

Furthermore, the data indicates that Cecilia also appeared to be more enthusiastic
about the use of learner-cenired approach 1o respond 1o new Accounting instructions.
It can be argued that because this teacher has little previous experience and
knowledge (three years) on what counted as Accounting knowledge and doing

Accounting in the classroom. Therefore, she appeared 1o aftend 1o the new
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Accounting instructions and reframe her schema in light of the new Accounting

directions and goals.

On the other hand, Ester appeared to be aware of the need to incorporéte learner-
centred approach in her teaching to respond to the new Accounting instructions.
However, this teacher tended to incorporate this approach in ways that were not
adequate in relation to the policy reform descriptors. It can be noted that this teacher
had pridr knowledge andwe\x‘pcl"iént:e’(ﬁve years) on what counted as Accounting

knowledge and teaching Accounting.

Abed appeared to enact new information in his teaching practices without paying

more attention to learner-centred approach. It can also be argued that this teacher had
| prior knowledge and experience (five years) on. what counted as Accounting
knowledge and doing Accounting in the classroom. Hence, this teacher’s practices

were barely adequate in relation to new Accounting instructions.

Diana also appeared to incorporate learner-centred approach in her teaching to
respond to the new Accounting instructions. However, in most cases where Diana
attempted to use learner-centred approach, she practiced it in ways that were barely
consistent with the reform descriptors. It appeared that this teacher was aware of and
painstakingly attended to the learner-centred approach but appeared not to have
enough skills and knowledge tordo so. It can be argued that this teacher had previous
knbwlédge and practices (thénfy—three years) for what counted as Accounting
knowlédge and doing Accounﬁng in the classroom. Hence, Diana’s prior practices
and knowledge about Accounting can contribute to the failure of incorporating

learner-centred in ways that are consistent with the new Accounting instructions.

Having summarized the data from the lesson observations, one must say in a
preliminary way that teachers who were observed changed their teaching practices,
but in doing so reframed the new Accounting instructions in terms of various pre-
existing ideas and practices. It can also be noted that teachers who had prior
knowledge and practices (Diana, Ester and Abed) on what counted as teaching
Accounting and Accounting knowledge were more likely to attend to the reform

descriptors that were more familiar (e.g. acknowledge learners prior knowledge,
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accommodate individual differences, assisting learners to develop competence for
active learning) rather than applying more novel reform descriptors (e.g. using real
world examples, adopting integrated approach and promoting co-
operative/collaborative learning). Hence, their practices appeared to focus on their
pre-existing models for Accounting instruction rather than substantially rethinking
them to fashion a new instructional ideas in their classroom work. It is however, at
this point, that the data from the interviews will be used for validation and further
analysis about the extent fo which teacher intelpret' and understand the reform

descriptors.
4.3 Teachers Pedagogical Understanding of the New JSAS

From the classroom observations data, it was overwhelmingly clear that teachers’
practice in response to the JSAS (2006) was not in strong alignment with the
reformers’ ideas. In order to verify the results from the classroom observations, the
interviews were scrutinized. An analysis for interviews revealed that teachers’

responses towards the JSAS could be grouped into three main categories:

A. The strongly motivated teacher — teacher who was more willing to work with
change and open to challenges.

B. Motivated, but inadequate prepared teacher — teacher who was willing to work
with change but had intuitive sense of change

C. Motivated, but apathetic teacher — teacher who was less enthusiastic about the

change

In each category, the teacher had different in‘terpr‘etations and understandings of the
new JSAS instructions. Teacher in group A was more positive in his/her approach to
change, while teacher in group B 'was anibivalent (feflects both positive and negative)

and teacher in group C was indifferent.
My focus on teachers’ responses towards the new JSAS instructions dealt with the
level of classroom practices of individuals and this was linked to how they interpreted

the meanings and understandings of their own practice. As Spillane et al (2002) state
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that ‘understanding can follow action’, it is however, at this point that teachers’
classroom practices (actions) are connected with how they perceived and understood
their own work. The way individuals interpreted and portrayed their practices of the
néw JSAS were determined by their prior knowledge, beliefs, - practices,
understandings and experiences. Their prior knowledge, understandings, practices,
beliefs and experiences, however, influenced them to interpret and understand new

JSAS ideas either in the same, different, superficial or familiar ways. -

Diana in group A said that a change for her is a shift in way of thinking, shift in the
syllabus content and shift in her teaching methods. She also said that changes posed a
greater challenge in her work and forced her to embrace new ideas. Diana appeared to
be more enthusiastic about the JSAS (2006). She placed emphasis on the opportunity
to focus on learner-centred approach in teaching and learning. Part of her enthusiasm
stemmed from her involvement in the workshop that she attended in relation to the
new JSAS. She believed that this had helped her to understand and be more prepared
to implement the new JSAS. She said that she was still in the process of learning and
changing her teaching practices, to respond to what the new JSAS encouraged. Even
though Diana appeared to be more optimistic about the new JSAS, she complained
about some constraints that limited her to implement the JSAS (2006) better. She said:
“we don’t have textbooks, I am still using the old or other different textbooks... and I
want the government to provide us with textbooks and other materials like computer.”
This reflects that there is a continual process of reflection in Diana’s classroom
practices and interpretations of the JSAS (2006). In this phase of development, there
is acknowledgement that Diana appeéred to understand the core ideas about the new
JSAS in the same way as what the reformers intent. However, her understanding and
practices of the JSAS descriptors will change as she gains a grasp of the new JSAS

instructions.

Ms Beata in group A, who was not obsewé¢ was optimistic that the new JSAS was a
progressive development. She appeared to interpret the main aim of the new JSAS in
the same way as what the reformers meant. She pointed out that much emphasis in the
new syllabus is based on what is really happening in the environment, and she
suggests that this will contribute to the quality of education in Namibia. Ms Beata
referred to the differences between the new JSAS and the old JSAS. She explained
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that the syllabus that they were using at the college duﬁng her study was not the same
as the one that she was using when she started teaching. She said that there is a big
difference. One reason that had influenced her understanding of the new JSAS was:
interaction with the subject head and senior teachers in their school who had assisted
her to understand what the new syllabus is all about. However, Ms Beata also felt -
undenain about the new JSAS, as she said:

. but I don’t think teachers are given enough training on this syllabus, for .
example, since I came in this school I have never attended any workshop or a
meeting in relation to the new syllabus. The government needs to train teachers or
may be provide us with resources or textbooks that correspond with the new
syllabus... or to give activities that correspond with the syllabus, you know...
information in never enough though.

Another teacher, Berty, from the same school as Ms Beata, also appeared to
understand the main ideas of the new JSAS in the same way as what the reformers
intended. She said that the new syllabus encouraged her to practice the learner-centred
approach, since it is the only syllabus that she knows and used as a trainee teacher.
Betty explained that the new JSAS was the same syllabus that they had used at the
college, and sometimes their lecturer asked them to present lessons that are based on
this syllabus. Critically, however, her study and interaction with the subject teacher
(Ms Beata) had helped her to adopt and understand new strategies and approaches
that the new JSAS required. This reflects continuity in Betty’s classroom practices and

interpretations of the new JSAS.

In summary, Diana, Ms Beata and Betty in group A appeared to understand the core
ideas of the new JSAS instructions. There was also a continual farocess of feﬂection
on their understandings and actions, and a constant effort to‘ negoﬁate iheir way
through the change. Their prior expenences and knowledge play arole in detenmmng _
their understandings and behaviours towards change. Thus thls reﬂectlon cannot only
‘be explained in terms of teachers in this group (A) bemg willing or not willing to
change in the direction of the policy, but their extant undefstaﬁdings and knowledgé
must also be taken into consideration in attempting to détermine their behaviour

towards change.

Cecilia in group B, tended to be enthusiastic about the JSAS (2006), but she appeared

to be anxious about it. In her classroom practices, Cecilia appeared to be more
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receptive towards change, while her interview response indicated that she had
intuitive sense of change. This suggests an element of discontinuity between her
classroom practices and interview responses. For Cecilia, change was just a self —
discovery. She said that no one had really helped her to understand and learn about
the new syllabus. She explained that:

... I do not know anything or learn anything about the new syllabus, but I just try
to implement it since is there... I have never been to any workshop or nobody
actually explains it to me. So I am just doing everything by myself.

The ambivalence Cecilia displays is revealed in the way she described the differences
between the old JSAS and the new JSAS. She explained that she is not against
changes but she admitted that she does not like the way the topics in the new JSAS
were arranged. She intuitively focused on the superficial features of the JSAS rather
than the underlying functions of the new JSAS ideas. For example, she emphasized
the arrangements of the syllabus content rather than focused on the main objective
that the new JSAS anticipated. She said that she preferred the way the old syllabus
was arranged, it was straight forward’. Cecilia also suggested that the implementation
of the JSAS (2006) might be effective if “they (teachers) were prepared for change
and provided with textbooks and materials that are interrelated with the syllabus
content.” This development indicated that Cecilia tended to apply her tacit knowledge
about the subject and was judgmental towards the reform. However, it can be argued
that her practices and knowledge about the JSAS instructions will change as she gains
a deeper understanding of the reform ideas.

‘ Ester also in gfoup B, tended to be ambivalent in her approach to change, and this
corresponded with the continuity of her classroom practices. When she interpreted the
. mam aim of the new JSAS, she focused on the superficial similarities in the new
] SAS rather than on the core ideas of the reform. She explained that she was in favour
of ﬁié"changes, but she admitted that she was not happy with the approach that was
used to arrange the topics in the new JSAS. She also (same as Cecilia) applies her
tacit knowledge about the subject to mentally envision the situation and draw
inference about how effective that change would be. She stated that: “In Accounting,
we do things step by step, topics must follow one another, but sometimes in this [new]
syllabus, they... they are telling us that do this before the other, which is not nice.

They [reformers] were supposed to put them [topics] in a good order™.
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Despite this, Ester indicated that she was not clued up on the whole new JSAS or
attended any workshop to help her understand it better. She said that her interaction
with her colleagues and teachers from other schools had helped her to understand and
implement the advancement of the JSAS. Ester also appeared to be uncertain and
anxious about the implementation of the new JSAS. She complained that the textbook
that she was using does not correspond with the syllabus content. She explained that;

We are still using the old textbook and now they (reformers) included some topics
. from Grade 9... and they are not in the textbook... they (reformers) must change

the textbook and arrange the syllabus in a good way, not just mixing up the
* things...for the kids to learn... I mean it seems like we are giving more at a very

earlier stage.
This development indicates that Ester was not against changes but she is inadequately
prepared for it. It can be argued that Ester’s practices of the new JSAS descriptors
cannot be explained in terms of accepting or rejecting the new JSAS instructions,
rather she appeared not to understand the essential elements of the JSAS reform, thus,

she appeared to be ambivalent in her approach to change.

In summary, Cecilia and Ester cannot be said to be paying little attention to change.
They are conscious and receptive towards the new JSAS. However, they also display
a sense of anxiety and uncertainty that result from detrimental emotional of their
failed efforts to make sense of the syllabus abstract and topics arrangement. They
draw surface analogies from their prior knowledge, practices and beliefs and fail to
access the underlying functions of the reform ideas and thus, they developed judgment
towards change. This suggests that these teachers appeared to be motivated but they
are inadequately prepared for the change.

Abed in group C appeéred to be less enthusiastic about the change. He interpreted the
-new JSAS as beingAn(').t much different to his way of teaching. He pointed out that
there was not much difference between the old JSAS and the new JSAS. He explained
that the new syllabus was just a duplicate of the old syllabus, “they (reformers) have
just taken most of the things from Grade 8 and they put too much into Grade 9
syllabus.” Abed said that the new JSAS was much better than the old one. However,
he emphasized the familiar reform ideas rather than attending to unfamiliar ones. He
also (same as Cecilia and Ester in Group B) focused on the arrangements and flows of

topics in the new syllabus. He said that the topics in the new JSAS are well linked
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together and learners will understand well the connections of topics, “not just like the
old one which was just mixed.” Although Abed appeared to notice the change in the
Accounting syllabus, he was still apprehensive towards change. There was little
support for Abed in his teaching apart from the odd visit from remedial teachers or
collaborate with his colleagues. He said that he did not attend any workshop or in-
service training in relation to the new JSAS. Abed indicated that the new JSAS might

 be effective if they were given small classes and provided with the textbook that is up-
to-dated with the syllabus He complamed that

I only see my learners for five days, 45 minutes a day I cannot say is 45... because
learners have to move from one class to the other. So time become a problem... we
don’t have enough time to give attention to individual learner or learners with
special needs, otherwise we will not finish...I think the best way... if it is possible
to increase teachers and more classroom so that we will have small groups... if we
have small groups than it will be better for us to give attention to individual
learner... because now we are just three Accounting teachers in this school and we
have lots of big classes like 35 to 40 learners... I think that is the problem.

Abed tended to be more resistant in his actions and‘ interaction to change and this
shows a continual process of reflection on his interpretations and teaching practices.
His prior knowledge, practices and belief position him to understand the aim of the
new JSAS in a more familiar and missed to identify the core ideas of the new JSAS.
Clearly, this could be one of the reasons why Abed appeared to see the new ideas
about Accounting syllabus as being not much different to his ways of feaching. This
evidence suggests that 4bed was not reluctant to change, but his extant understanding
and knowledge may contribute td his interpretation and practices of the new JSAS in

ways that are not consistent with reform instructions.

Apparent from these findings is the fact that teachers, in all groups, A, B and C,
construed and constructed thelr understandmgs of the Accounting messages in
different ways, either 1 in the same, superf cial, famzlzar or different ways as what the
reformers intended. As a result, they are implementing the JSAS in their own various
styles, and there is no consistent approach in the implementation of it. This does not
mean that they are reluctant to change in the direction of what the new JSAS intent,
but because their extant understandings may interfere with their ability to interpret
and implement the reform in ways consistent with the policy intentions. There seemed

to be a correlation between what teachers perceived the JSAS to be about and how
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they approached it in their teaching practices. Argument from this analysis is that
teachers’ prior knowledge, understanding, experiences and practices influenced the

ways they interpreted and enacted the JSAS.
4.4 Teachers’ Interpretations of the New JSAS Descriptors

Teachers’ responses in the interviews were used to display how teachers interpreted

and understood the teaching approaéhes informed by the JSAS descriptors.

To infer the degree of teachers’ interpretations and understandings of the new JSAS
instructions, criteria and their indicators on the instruments were used to assess
teachers’ understanding of what is meant by: (a) acknowledging learners’ prior
knowledge; (b) accommodating individual differences; (c) assisting learners to
develop competence/skills for active learning; (d) adopting an integrated approach to
teaching and learning (connecting the subject content, and to cross-curricular issues
and/or other subjects across the curriculum); (e) using real world examples in teaching
and learning; (f) promoting co-operative/collaboration learning among learners;

These approaches form the criteria for the instruments to assess teachers’ pedagogical
understanding of learner-centred approach. The criteria measure whether teachers
demonstrated adequate, barely adequate or inadequate understanding of the JSAS

descriptors in relation to the learner-centred approach.
4.4.1 Acknowledging Learners’ Prior Knowledge :

Based on the interview responses, the following is the extent to which teachers
interpreted and understood what is meant by ’linking learners’ previous learning to
new learning. The ways in which the.teachers appeared to interpret what was meant
by this approach provide evidence that | :th.‘e‘_i.r“‘_:pﬁ'o,r--beliefs, knowledge and
understandings play a vital role in determining their interpretation and understandings
of the approach. This influenced them to interpret the approach either in the same,

Jfamiliar or superficial ways as what the reformers intended.
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Cecilia in Group B demonstrated adequate understanding of what was meant by
acknowledging leamers’ prior knowledge and linking it to new learning. She
interpreted this approach as the process of inviting, building or extending learners’
previous knowledge and ideas that they brought to school. She mentioned that using
real life examples would help learners to reflect what they already know in the
. environment and link it to new learning. She explained;

Accounting is a practical subject... so [ try to give them real life examples that...it
will somehow help them to understand a bit if they couldn’t understand what I was
trying to say or what topic I was teaching...so it is an everyday thing for some of
the kids because they do it, and if you do it as a teacher, trying to give real life
examples ... they will not forget because you related to what they know on their
daily basis.

Cecilia construed linking learners’ prior knowledgé to new learning in the same light

as what the reformers meant. There is however, continuity in Cecilia’s classroom

practices and understanding of this approach.

Diana and Betty in group A appeared to have similar ideas and understanding of what
is meant by acknowledging learners’ prior knowledge and linking it to new learning.
They tended to focus on the superficial rather than focusing on the significant aspects
of the approach. Diana’s response was emblematic, she interpreted that
acknowledging learner’ prior knowledge and experience to teaching and learning
happens at the introductbry of the lesson. She stated that ‘I do it at the beginning of
the lesson.” She further emphasized that;

...for example in my lesson when I teach them about the transport at the beginning
of the class I have to ask them, how did you come to school? Which transport did -
you use? Something like that... you just try to connect the lesson to what they see
in real life.

This evidence could explain why Diana did not praétic¢ this apprg;clch in an adequate

~way in her lesson presentations.

Betty agreed with Diana when she was describing what was meant by acknowledging
learners’ prior knowledge and linking to new learning;
Is like... when you are starting, like me, you saw me doing income statement. First,
you have to tell the learners, like last time we talked about income statement and in
income statement, what we want to learn from income statement... is we want to

calculate the net income and that net income we are going to use it in balance
sheet. That is why I have to start from income statement...
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There appeared to be discontinuity in Betty’s teaching practices and understanding of
this approach. It reflects that Betty practices this approach in an adequate way but her
pedagogical understanding of this approach was barely adequate.

Betty and Diana typically understood this perspective as inviting learners’ previous
ideas and knowledge at the beginning of the lesson rather than inviting, building,
- extending and challenging learners’ knowledge and experiences at the beginning and
“ durmg the lesson presentations. Therefore, this indicated that their understandings of

this approach were barely adequate.

Ester’s (in Group B) interpretation of acknowledging learners’ prior knowledge by
linking learners’ prior learning to new learning was also barely adequate in terms of
the criterion. She emphasized the familiar and devoted less attention to unfamiliar
instructions. She said that teachers must always know and accept the expeﬁence of the
learners in the subject... their prior knowledge about the subject, so that it will help
them to catch up with the new knowledge. Ester did not mention anything about the
need to help learners to realize what they might already know from the community,
environment or family in relation to the subject. Instead, she focused on the familiar
ideas such as appreciating what learners already know and learnt about the subject.
This reflects continuity in Ester’s classroom practices and understanding of this

approach.

 Abed in group C also appeared to acknowledge learners’ prior kn_dchdge‘to new
learning in ways that are more familiar without paying attention to unfamiliar aspects
that emerged from the familiar. He explained that;

...before you come up with something new to the learners, you have to think or ask
them what they might already know in relation to Accounting. Let me say for
example they have seen banks, or bank accounts... or maybe they have accounts
that have been created by their parents... so, those are the things that you have to
put into consideration, give them examples that they see outside there and tell them
how it related to Accounting. ‘ ‘
There was nothing in Abed’s interpretation stated that teachers must involve, build on,
extend and/or challenge learners’ prior knowledge during teaching and learning.
Rather, he focused on familiar aspects such as giving examples which learners’

already know from their environment. This perspective shows evidence that Abed
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understood this approach barely adequately in relation to what the reformers meant.
However, there appeared to be continuity in his classroom practices and
understanding of this approach. This could explain the reason why Abed tended to be

less enthusiastic to his actions and practices towards this approach.
4.4.2 Assisting Learners to Develop Competence/Skills for Active Learning

From the interview responses, the discussion below highlights the extent to which
teachers interpreted and understood what was meant by assisting learners to develop
competence for active learning. Their prior knowledge and understandings appeared
to determine their interpretations and understandings of the approach. Their

perspectives were either different or superficial in terms of what reformers meant.

Betty (in group A), Cecilia and Ester (in group B) appeared to have had similar '
understandings about developing learners thinking skill and process for independent
and active learning. They typically focused on the superficial aspects rather than
outlining the essential elements of the approach. They interpreted this approach in
terms of giving individual tasks or class work to encourage learners to think for
themselves. They did not mention anything about involving learners in the learning
process through the higher degree of participation, contribution and production during
lesson presentations. Ester’s response was obvious when she said that developing
learners to become independent thinkers... “I tried to give then activities or task that
will help them to think alone.” Betty reflects her understanding when she explained
that... “I give them exercises to do it in the class and also ask them to demonstrate‘
something at the front of the class, in that way they develop thinking skill and become
active” Betty further said that;

Because during the exam they are going to sit there alone with their exam paper,
no one will come and help them... they need to think and work alone. Thus why
-sometimes I don’t like giving them group work or class work because only one
person who will do the work... so I give them individual class work or class
activity... or something to do at home but not really at home because they can still
copy from each other...

Cecilia interpreted this approach in the same light as Betty and Ester’s when she
stated that ... “for me I think is teaching and learning obviously. As a teacher you

must help learners to develop their thinking skills by asking them to do something on
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their own... and let them see for themselves what a topic or word means to them

personally.”

This evidence indicated that these teachers demonstrated barely adequate
understanding of what was meant by teaching learners to develop thinking skills and
process for independent and active learning. There appeared to be discontinuity in
Berty and Cecilia’s classroom practices and understandings of this approach.
However, there is continuity in Ester’s classroom practices and interpretation of this

approach.

Diana (in group A) and Abed (in group C) interpreted developing learners’ thinking
skills for active learning in different ways as what the reformers meant. Diana’s
response was apparent, she said that “learners will not always depend on the
teacher... they will grow and become independent, so you have to tell them not to
depend on the teacher or others.” Abed’s response was more consistent with Diana
when he said that “...it means that to put Accounting in practice... what we are doing
in the class to put it into practice. Learners must put it into practice in their daily life
not only something that they learn in their Accounting book and they are notb

practicing it in their lives.”

This shows that these teachers interpreted this approach in ways that are typically
different from what the reformers meant. They understood this approach as being
chiefly about preparing learners to become independent and practice what they learnt
from school in their future lives. They interpreted this approach in terms of what they
already know and understand about this notion rather than identifying what is really
meant by developing learners’ .thinking skills and process for independent and active
learning in teaching and leamning. This suggests that these teachers demonstrated
bgfely:adequate understandirigé of this approach. There appeared to be continuity in

Diana and Abed’s classroom practices and understandings of this approach.
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4.4.3 Accommodating Individual Differences

Teachers’ responses in the interview revealed that they interpreted and understood
what was meant by accommodating individual differences in teaching and learning in
terms of their prior knowledge and understandings. In particular, their prior
knowledge and experiences appeared to influence them to emphasise familiar aspects,
failing to reflect the novel ideas about the approach. The following discussion

highlights the extent to which teachers are-interpreting this approach.

Teachers in group B and C appeared to demonstrate barely adequate understanding
of this approach, while teachers in Group A appeared to demonstrate an inadequate
understanding of it. The overriding perspective among these teachers focused mostly
on the familiar ideas such as identifying and knowing learners’ differences, their
backgrouhds and problems rather considering the unfamiliar ideas that surface from

familiar.

Abed (in group C) explained that accommodating individual differences duﬁng
teaching and learning is to identify the learner that has special or educational needs.
He pointed out that “may be some of them are fast learners and some of them are slow
learners. May be some of the learners they don’t have books, but you have to find out
what is going on, may be they need some special attention before you conclude that
the learner must be punished.” There appeared to be continuity in Abed’s teaching
practices and understanding of this approach. This indicated that Abed demonstrated a
barely adequate understanding of this approach.

On a similar note, Ester (in‘group B) also spoke-about identifying learners’ problems
and backgrounds. She said that;

I think that one is now... ‘when we look at the learners according to their needs...
different needs, because they are all learners but they are not the same.” They
[learners] all have different backgrounds... so sometimes a learner... for example in
the class, she doesn’t have books, so sometimes you will try to assist the situation
and find out ... this one I can help her in this way and this one maybe she was given
the book and maybe she is just careless and not serious. So we are looking at those
things.”
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This evidence could explain the reason why Ester’s practice of this approach is

barely adequate.

Cecilia (in group B) had a similar view to Ester. She also said that accommodating
individual differences is to identify the background of each learner and know their
problems as from home. She said:

it depend on the child’s background sometimes, you will find that the child is quite
you don’t know what is the reason, so for me I think every teacher you need to find
out if the child is saying anything or answering the question in the class. So you
have to find out that child’s background seeing whether she is having any problem,
and not just trying to...ermm... mark or what should I say, to... pick on somebody
just because the child is not saying anything. So, it depends on what background
the child is, where he came from and so forth.
There appeared to be discontinuity in Cecilia’s classroom practices and interpretation
of this approach. She demonstrated a barely adequate understanding of what was
meant by accommodating individual differences in teaching and learning.
These perspectives provide evidence that teachers’ understandings of what was meant
by accommodating individual differences in teaching and learning focus unduly on
Jfamiliar aspects of the approach rather than on unfamiliar features that emerged. They
focused on familiar ideas such as identifying learners’ differences, their backgrounds
and problems rather than on the more novel ideas on how to shape learning process

that involve learners with different abilities, needs and experiences.

For Betty and Diana (in group A), they demonstrated inadequate understandings of”
what was meant by accommodating individual differences in teaching and learning.
Betty spoke about accommodating all the learners and treating them equally. She
stressed that “I don’t treat learners differently, no matter what type of family or
background they come from... and I only treatéd them ‘equally.’So in the classroom
you have to accommodate all learners from different backgrounds.” This evidence
shows that this teacher interpreted this qpfitoei:clf.in a ‘w5y thaf d1d not resonate with
what reformers meant. She appeared to interpret this approach in terms of what she
already knows. There is no correlation between Betfy’s teaching practices and

interpretation of this approach.
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Diana interpreted what was meant by accommodating individual difference in
teaching and learning in terms of helping learners to cope with their problems. She
stressed that as a “teacher you have 'to know the problems of the learners and
accommodate their differences.” Diana’s response indicated that she understood this
approach in a way that is not consistent with what reformers envisioned.- Her
understanding appeared to influence her classroom practices as she barely practiced

this approach in her teaching.
4.4.4 Using real world examples in teaching and learning

Responses from interviews revealed that teachers’ prior underétanding and knowledge
influenced their understandings and interpretations of this approach. Although
teachers in all groups appeared to interpret this approach in the same light as what
reformers meant, their common understanding focused typically on the form rather
than epistemological functions of the approach. None of the teacher’s responses
suggested that real world examples might involve placing greater emphasis on
Accounting as connected to real world situations. Rather, they focused on form of
presenting learners with examples that are related to real life situation during teaching

and learning.

Diana’s response was apparent. She expressed the idea that using real world examples
in teaching and learning is to link learners’ previous knowledge and link it to new
learning. She explained that you have to give examples tha}t_ really exist and link it to
new learning. This perspective shows evidence thaf_Di_a_n_a’s interpretation of this
approach focused on form rather than the significance of using real world examples in
teaching and learning. Her understanding however, reflected -that .she barely
adequately understood this approach in the way that is consistent with what the

reformers meant, and this corresponds with her teaching practices. - .

Abed (in group C) and Ester (in group B) had a similar view. They talked about
teaching learners what is going on their environment and give them examples that
really exist in the environment. Ester explained that “I think is put things into

practice...you have to show them [learners] or teach them real things what is going in
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their environment and so on... in relation to Accounting.” In congruence, 4bed said
that;
You refer to the things... like now we are in Windhoek you refer to the things
outside... you ask learners if they know what is going on outside there and you
~ refer to the things that are in the market and the example that you are giving, you
‘must give the example that you think that they are really existing and learners must
be aware of.
There appeared to be discontinuity in these teachers’ teaching practices and
- understanding of this approach. Ester practiced this approach in an adequate way
while Abed did not practice this approach in his lesson presentations. However, their

" interpretations of this approach were barely adequate in terms of the criterion.

Betty (in group A) and Cecilia (in Group B) expressed similar views:

Berty: let me give you example like current income, so you can just give them
[learners] examples like Spar, Shoprite but in Grade 8 they are doing it for a
service business, if it was for trading then that is when you can give them examples
like Spar, Pick n’ pay, but now you can just give them examples of MTC as a
service and by saying current income then you give them the example like
expenses and ask them what are the expenses in MTC and so on.

Cecilia: with Accounting is about calculating figures and everything, so... you can
give examples of business or we have the terms like creditors and debtors you
know you have to know what it is. So, you try to give real life situation, like for
debtors you can say like you are the owner of the club and then people come to
your club and buy goods on credit and pay it later. So there, you give the example
that is related to real life and then you must apply to that specific topic that you are
doing.
There was nothing particularly suggesting something that using real world example
" might involve placing greater emphasis on helping learners to understand and
appreciate the uses of Accounting in their environment. Instead, Betty and Cecilia’s
understandings of this approach were firmly grounded in their previous knowledge
and understandings focused on the superficial features such as giving examples that

are real in teaching and learning, missing deeper relationships.
There appeared to be continuity in Betty and Cecilia’s teaching practices and

interpretation of this approach. Their understandings of the approach were barely

adequate in terms of the criterion.
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4.4. 5 Promoting co-operative/collaborative learning among learners

The way in which teachers appeared to interpret what was meant by this approach was
expressed by their extant understanding and knowledge about the subject. The
common perspective among the teachers was that they interpret this approach focused
on superficial aspects rather than on the underlying aspects of the approach. Teachers
in all groups also displayed a sense of anxiety and had pessimistic feelings about this

approach.

Cecilia’s anxiety (in group B) was apparent. She stated that:

Because as a teacher, you sometimes teach a certain topic, and ask the learners if
they understand, some are saying yes, but some they are just quite. Sometimes
some kids are afraid to ask the question, why... because they might not... I mean
their English might not be good for instance, and they don’t want to embarrass
themselves like if they are speaking bad English...if I can call it that way, the
others will laugh. So, if you put them in groups it will give them a chance whoever
understands tries to explain to other learners and that way it is easier to learn from
each other.

This perspective indicates that Cecilia recognized the need to encourage joint
activities and interaction among learners. However, her understanding focused on the
form rather than the essential function of the approach. She did not mention anything
about designing tasks and joint activities which contribute to the effective co-
operative group works. This suggests that Cecilia demonstrated a barely adequate
unde;standing of what was meant by promoting co-operative/learning among learners.
C’e&ilia also appeared to be uncertain about this approach. She stressed that in
| ‘v“Accvz'ounting' we don’t have enough time to do this... we have to finish the syllabus.

So there is no time for gfoup work.” This suggests that Cecilia drew pessimistic -
" 7, ju&é:lhénts'about this épproach, and this could be the reason why she did not practice

it»adéquately in her classroom presentations.

Betty (in Group B) stated that co-operative/collaborative learning is “to put learners in
groups or pairs work so that they can learner from each other.” She explained that;

.... All learners must participate including the teacher, not only few learners, slow
learners or fast learners. I always tell them why.is it important in participating in
the class, otherwise if they don’t know they won’t participate at all and then after
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you tell them the reason why they must participate is either to help you understand

or sometimes also to be fluent in speaking English. So, that also helps
This evidence suggests that Berty understood what was meant by co-
operative/collaborative leaning in the same light as what the reformers meant, but she
emphasized the superficial features; missing deeper relationships of the approach.
Betty also appeared to be uncertain about this approach as she said that “... but
sometimes I don’t like this approach because only few learners who will do the work
other will just sit in the group without doing anything, but at the end of the day they
will get equal marks”. This evidence suggests that Betty’s self affirmation focused on
the superficial rather than identifying factors which may contribute to the way in
which effective co-operative groupings work. It however indicated that Berty
demonstrated a barely adequate understanding of this approach. There appeared to be

continuity in her teaching practices and understanding of this approach.

Abed stated that co-operative/collaborative learning is “when learners come together
and work together.” Abed did not mention anything about how to promote co-
operative/collaborative learning among. This suggests that Abed demonstrated a
barely adequate understanding of what was meant by promoting co-
operative/collaborative learning. He also tended to be negative about the approach in
his core practices as he said: “this is difficult in Accounting because we don’t have
time for group work otherwise we will not complete the syllabus.” This argument is
akin to that of Cecilia and could also support the reason why Abed did not adequately
incorporate this approach in his teachiﬁg practices. There appeared to be continuity in

Abed’s classroom practices and understanding of this approach.

Diana demonstrated a barely adequate understanding of what was meant by co-
operative/collaborative lean;ing. She said that co-operative learning is a matter of
learners working together and teachérs ;s well. She eiaborated that “...in co-operation
you are going to collect ideas and those ideas they are all important and you are going
to learn from each other. By learning from each other, one has one idea and the other
one is having a different idea and in that way they [learners] are learning from each
other.” This viewpoint suggests that Diana understood this approach as being chiefly
about learners having to sit together and sharing ideas and failing to identify factors

which contribute to the effective co-operative/collaborative learning. This superficial

80



understanding could explain why Diana appeared to barely adequately incorporate

this approach in her teaching practices.

Ester (in Group B) demonstrated a barely adequate understanding of what is meant
by promoting co-operative/collaborative learning among learners. She stated that “you
have to put learners in groups and in that way they are learning from each other.” This
evidence suggests that Ester struggled to understand the underlying function of this
approach. She did not mention anything that suggests how to design tasks/activities
which contribute to effective co-operative group works. This might have contributed

to her failure to incorporate this approach into her teaching practices.
4.4.6 Adopting an integrated approach to teaching and learning

Evidence emerged from the interviews indicating that teachers appeared to miss the
spirit of what was meant by adopting an integrated approach to teaching and learning.
Their common understandings reveal that they understood an integrated approach in
terms of using a variety of teaching and learning resources and styles rather than
focusing on relations among Accounting content; connecting Accounting to other
subject and/or cross-curricular issues as well as connecting Accounting to real-life

situations.

Abed agreed that he did not have had any ideas of what was meant by adopting an
integrated approach to teaching and learning. He stressed that “to be honest with you I
don’t know what is meant by that... I still need to learn about [that]”. When he was
asked how Accounting is linked to other subjects or cross-curricular issues, he said:
“Accounting is not connected to -other subjects, Accounting is just Accounting... and
we just teach what is in the book.” This evidence suggests that Abed’s self affirmation
appeared to support the explanation 'why he did not"incomorate’this épproach in his
teaching practices. Thus, he demonstrated an inadequate understanding of what was
meant by adopting an integrated approach to teaching and leamning.

Betty (in Group A), Cecilia and Ester (in Group B) expressed similar views:

Betty: different learners like different teaching style, so we have to use different
teaching styles that will encourage learners to participate in the class. If you are the
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only one who is talking in the class, some learners they can get tired and not
concentrating in the lesson but sometimes if you ask them to come in front and
demonstrate something on the chalkboard, they are concentrating and next time
when you come to the class you give them activities or class work... not only the
same method every day. And it will also prevent them to sleep in the class.
Cecilia:... for me I think not only using the chalkboard and textbook as the only
resources, so is a matter of ... of, ermm... finding other materials, may be... what do
you call this? ermm... may be the overhead projector or other teaching aid that is
want I think is meant.
“Ester: ... the using of different methods is a very good ermm... so it helps us to
“embark the knowledge to the learners in a good way, because if you realize that the
method that you used today it was not successful and learners did not get the point,
so I always use another method it will help.
These teachers appeared to have mistaken what was meant by an integrated approach
in teaching and learning Accounting. This suggests that these teachers demonstrated
inadequate understandings of what was meant by adopting an integrated approach to
- teaching and learning. Their understandings focused on the superficial similarities in
the approach, and thus failing to reflect the sort of novel idea in extant practice
pressed by reformers. This could explain why these teachers did not incorporate this

approach in their teaching practices.

Diana appeared to have a slight idea of what was meant by adopting an integrated
approach to teaching and learning. She stated that “.... Whatever you are teaching
should be important to the learners... for them to know that subject content is
important because is linked to other learning area.” However, Diana also appeared to
be contradictory when she explained how Accounting is linked to other subject
content as she said: “Accounting is not connected to other “’subjects,‘ what is in
Accounting you will not see it in other subject... thus why learners must learn
Accounting.” This evidence suggests that Diana demonstrated a barely adequate
understanding of what was meant by adopting an integrated approach to téaching and
learning. Her inadequate practices of this approach in her classroom appeared to be

mediated by her lack of understanding of the core elements of this approach.

In summary, apparent from the interviews was that teachers interpreted, construed and
understood the new JSAS descriptors in terms of their prior knowledge, experience,
beliefs and practices. Their understandings are varied. They either understood the new

JSAS descriptors in the same, different, familiar and/or superficial ways as what the
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reformers intended. Argument from these findings is the fact that teachers’ prior
knowlodge, understanding, helicfs and practices can pose challenges not only becausc
teachers are unwilling to change in the direction of the policy but also that their extant
understandings may interfore with their ability to interpret and implement the reform
in ways consistent with the designers’ intent (Spillane e g/, 2002, p. 392)." Table 3
below presents a summary of findings from teachers’ interviews, which illustrates the
extent to which each teacher understood and interpreted the now JSAS descnptors in

terms of lcarners-centred critoria.

Table 3 Todicatars of the teachers” interpretation and understandings of the learaer- centred
descripters

J'ﬂs!r‘m‘ﬂﬂffrﬂ Aberl Lol Cecilis Thuoa Ister
refoeny descriprors :
Acknowledge [farciy Larcly Aaduate Bizrele Bureay
tearngrs’ priar adeguate Adogue adlogquate sz
ki ledoe
Ansisting Barcly Barcly Barely Tiamly Baredy
learners Uiy Asluquate Adeguas Aclen ke Adequaie Adequate
dlevilop
crtnpetence for
active learning
Acermmntlate Barcly Il wate: Burely tinelequale ISaredy
individual Adeguate adequate Adequnie
diflcrences
Using real world | Tarcly Barely Earely Barcly Barely
- examples wdeniate adeqguate adequate aduuals ad ey
Promiting Co- Baredy Barely Burely Borcly Himely
T e cdognate adeguaty udequiale Adequate adequate
vallalnicative
learning
Adopting Tridvrg s [nadequate Inadequate Barely fradeguare
inteprafed acjequnie
approach

The above summary shows the extent to which teachers interpreted and understood
what was meant by thc lecamcr-centred approach in the new JSAS descriptors.
Teachers in al! groups appeared to demonstrate a barely adequate understanding of
the new JSAS descrpters in relation to most of the learner-centred criteria, except the
criterion: adepting an intcgrated approach o leaching and learning, in which all
teachers except Digna demonstrated an inadequate understanding. In most cases,
there appeared to be congruence botween teachers” vnderstending and classroom

practices.
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Essentially, it is evident that Betty (in Group A) appeared to demonstrate a barely
adequate understanding in most of the criteria. In most cases, she tended to
understand the criteria in the same direction as what the reformers meant, however,
her understanding focused on superficial features of the criteria rather than emphasis
on the essential elements of what is counted as leamer-centred education in
Accounting. There appeared to be congruence in most of Betty’s classroom practices

and knowledge of the criteria.

On a similar note, Diana (in group A) also appeared to demonstrate a barely
adeqﬁate undérstanding of most of the leamer-centred criteria, except.the criterion:
accommodate individual difference in teaching and learning where she demonstrated
inadequate understanding. Diana exhibits congruence between her understanding
and classroom practice competencies. She had a greater motivation and awareness of
the new JSAS, but it appeared that her prior knowledge and understanding in relation
to the syllabus attributed to her focusing on the superficial and familiar aspects of the
new JSAS, missing the deeper relationships that emerged. This suggested that Diana

was still in a process of reconstructing her understanding and beliefs of the past.

Another teacher, Cecilia (in Group B) appeared to demonstrate a barely adequate
understanding in most of the learner-centred criteria. However, she tended to
demonstrate adequate understanding of what is meant by acknowledging learners
prior knowledge and linking to new learning. There was less consistency within and

betweeri Cecilia understanding of the learner-centred criteria and the effect on her

knowledge and teaching practices. In most cases, she adequately practiced a particular

criterion in her classroom presentations, but she barely demonstrated those criteria in
an adequate way, although this did not necessarily mean that she was incompetent.

Thé baggage of her prior experience and understanding appeared to account for her

* [mis]interpretation of the new JSAS instructions, which also affected her motivatibn )

to change. Mostly, she interpreted the new JSAS descriptors focuses on the superficial
aspects and failed to identify the essential features that emerged from the new JSAS.
On the other hand, Ester (in Group B) also appeared to demonstrate a barely
adequate understanding in all of the learner-centred criteria, except the criterion:
adopting an integrated approach to teaching and learning which she demonstrated

inadequate understanding. In most cases, Ester interpreted leamer-centred criteria
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focused on the familiar and/or superficial features without emphasizing the
fundamental functions of the approach, contributing to the superficial implementation
of the new JSAS descriptors. This suggests that Ester’s previous knowledge and
understanding had typically supported her [misJunderstanding of the new JSAS
descriptors as familiar, thwarting her motivation to change. There was moderate-
consistency between and within Ester’s classroom practices and understanding of the

learner-centred criteria.

Abed (in Group C) appeared to demonstrate a barely adequate understanding in all
of the learner-centred criteria as ESter,_ except the criterion: adopting an integrated
approach to teaching and learning which he also demonstrated inadequate
understanding. Abed’s interpretation of the new JSAS descriptors was mainly
influenced by his prior knowledge, practices and understanding, which can explain his
[misjunderstanding of the new ideas in a different, familiar or superficial way, which
also trigger a motivation to affirm his own value. His interpretation and understanding
of the new JSAS descriptors was mainly consistent with what he practiced in the
classroom. In some cases, he appeared to be aware and conscious about a particular
criterion, but he was apprehensive about it, therefore, he was inclined to be resistant to

the change that some of the new JSAS descriptors proposed.

At this point, it can be noted that teachers’ prior knowledge, beliefs and experiences
influenced the way they interpreted and practice the new JSAS descriptors.
Nevertheless, it is obvious that “teachers’ prior beliefs and practices can pose
challenges not only because teachers are reluctant to change in the direction of the
policy but also their extant understandings may interfere with their ability to interpret
and implement the reform in ways that are consistent with the designers’ intent
(Spil_lane et al, 2002, p. 392).” Still, apparent from the interviews was the fact that
teachers do not create their understanding in isolation, they are situated in a social and
cultural context with which they interact, which influenced them and which they draw
upon to construct understanding.
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4.5 Constraints in teach_ersv developing their understanding of the new
JSAS

Constraints around the implementation of the JSAS had also an influence on teachers’
interpretation and implementation of it. The main constraints that emerged from the

findings were lack of external support/INSET and lack of resources/materials.

It is evident from the interviews with teachers that lack of external support or in-
service training has influenced the ways that they interpreted and implement the new
JSAS. Teachers said that they were not offered extended learning opportunities that
are grounded in Accounting syllabus and instruction to enhance their understanding.
Only Diana (in Group A) who said that she attended one workshop in relation to the
implementation of the new JSAS.

Abed, (In group C) Cecilia and Ester (in group B) argue that they did not participate
in any workshop or INSET program that support their understandings to implement
the new JSAS better. Cecilia claimed that they need additional training: “They
[government] are not doing that, I think every teacher need to be trained so that we
will know how to implement this new syllabus for Grade 8 fof example. If there is no
training then whoever is. going to teach that will not be effective.” This sentiment is
supported by Borko and Putman (1995) who note that for effort to help teachers make
significant changes in their teaching practice they must first help them to acquire new

knowledge and beliefs.

Evidence of this can also be gleaned from the following comment made by Mr. Bicky
the principal at the same school as Betty and Beata ..Is good that whenever we
have changes coming up mstead of just tralmng one teacher, we should train at least a
teacher and a head of a department in that area, so that we don’t just train... or give
training which is never going to be implemented.” He further noted that “if the teacher
is not hard working then, and they are given the new curriculum but there are no new
materials, téxtbooks or other reference materials are concerned than I think we may

not implement this curriculum.”
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The MEC (2004) stated that teachers must engage in practice-based inquiry activities
as part of INSET to develop their understanding, knowledge and skills as they try to
realize the major goals of education policy. The findings of this study, however, show
that teachers are not conscipus about this approach. When asked what is meant by this
approach:

Abed: Thave never heard of that concept before

Ms Beata: Practice-based inquiry is like to putting it into practice, like the syllabus

is there to guide you on what you should teach and teaching that is putting into

practice. 7

Cecilia: No, I do not know that approach™

Ester: I heard about it but I do not know what it means
However, Diana tended to have a slight idea about the PBI approach. She said: “I
think is to do your practice... that is based on the inquiry on the questions that you are
going to ask to find out what is [are] the problems the learners are having.” She

affirms that she learnt about this approach at the workshop that she attended.

It is clear that there is a lack of learning opportunities that enhance teachers’
understanding of Accounting reform proposals. Borko and Putman’s (1995)
perspective on innovation is that teachers’ knowledge and beliefs are important
resources and constraints on change and they cannot be circumvented by efforts to
reform educational practice. The reality of Borko and Putman’s (1995) statement can

be gleaned from these findings.

It was clearly noted in the revised Upper and Primary and Junior Secondary
implementation document that textbooks that were used in the schools for the subjects
that are being implemented in 2007 remain the same and appropriéte and do not have
to be replaced. It is suggested in this work that lack of textbooks and other resources
have also influenced the impleme‘ntatibﬂ’df "thé"new JSAS. Teachers in this study
appeared to have a problem with texfbobgs as they said: - |

Abed: We are still using the same old textbook and the exercises are not up-to-
dated with the new syllabus. So every afternoon we have to set up our own
exercises.

Diana: the government must provide us with textbooks and other resources like...
we need to have a... computer, so that we can practice our Accounting properly.
Ester: they need to change the textbooks because we are still using the old one,
and now they include some of the topics from Grade 9, they are not in the
textbook, so they must also change the textbook so that all the topics must be there.
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Ms Beata: there is no material for the learners, we have a library but the
information there is only for Grade 12 they are not enough for all Grades. The best
way..., maybe... they need to provide enough material or come up with the
textbooks which correspond with the syllabus or to give activities that correspond
with the syllabus.

Mr Billy the HOD at the same school as Betty and Beata affirm these sentiments that:
...on my side... the syllabus itself it is okay, but the challenge that teachers are
facing now there is no specific textbook that one can use for a particular grade.
Now we have to... ermm... run around looking for books make copies and that now
is not really easy for teacher to have proper information and implement the
syllabus well and then those are one of the challenges that teachers are facing in
the implementation of the new syllabus....

Here, it can be argued that lack of materials and external support pose another

challenge for the implementation of the new JSAS.
4.6 Concluding Remarks

Teachers are at an early stage of change, and their prior knowledge, beliefs and
experiences of what count as Accounting knowledge have had impact on their ability
to implement the new JSAS in ways that consistent with reform intent. Indeed,
teachers have yet to be engaged in the process of constructing new knowledge — with
themselves, with their colleagues or with teachers from other schools, as well as from
policy materials that would support their effort to learn and understanding a new

Accountings instruction.

However, it can be argued that reform was put in operation without substantial
professional preparation of teachers to help them acquire new knowledge and
understanding about the changes. This clearly reflected the way they chose to inform
and train teachers regarding the changes. Specifically, teachers in the study indicate
that they did not attend any training workshop with regard to the implementation of
the new JSAS, except Diana who said that she attended one warkshop. This can also
beé deduced from the comment made by Mr. Bicky the principal from the same school
as Mr. Billy, Ms Beata and Betty that: .

“Teachers need to be told what the curriculum entails....teachers they can change
especially when they are told to change, why are we having this a... having these

activities coming up, especially when they are told that we are bringing in this change
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so that we can achieve this and definitely they will put on their effort in.” This can be
gleaned from Hall and Hord’s (2001) perspective that “policy makers did not realize
the importance of wide range teacher preparation as they conceived of changes as an

“event” rather than a process” (in Christou et al, 2004).
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CHAPTER S
CONCLUSION AND RECOMMENDATIONS

“Understanding can follow action” (Spillane, Reiser and Reimer, 2002, p.421)
5.1 Conclusion and Recommendations

The focus of this study was twofold. 1) To examine the extent to which teachers
responded to the 2006 JSAS instructions in five Namibian schools and 2) to assess the
influence of sense-making process on teachers’ classroom practice and pedagogical
understanding of the new JSAS descriptors. As such, this study highlights how a
cognitive frame (in Spillane ef al, 2002) can contribute to our understanding of the

implementation process of the new JSAS.

Whereas, many conventional implementation accounts might focus on teachers’
attempts to sabotage or circumvent the new JSAS reform or their limited capacity to
carry out reformers’ proposals, a cognitive frame, however, in this study, suggests that
implementation failure was due in important measure to what teachers understood
from the reforms. Essentially, the implementation process of the new JSAS in the five
selected schools studied will be regarded in the light of Fullan’s (1993) remark that
“to change requires a fundamental shift of mind”... without a new mindset of change
“the insurmountable problem is the juxtaposition of a continuous change theme with a
continuous conservative system” (p.3). The cognitive model presented in this study
(see diagram 1) is not mutually exclusive, it is presented partly as a framework to help
“understand the ways in which human sense-making or cognition contributes to the
evolution of policy proposals in the implementation process” (Spillane et al, 2002, p.
419).

This study alerts us to a number of important realizations about the implementation
process of the new JSAS. In particular, Diagram 1 helps to identify several patterns
that emerged from the research findings. The dynamics within the diagram portray

policy implementation as a process not as an event.
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Clearly, evidence from the classroom observations suggests that teachers appeared to
notice the messages of the JSAS reform, and they pursued the enactment of these
ideas. However, these teachers tended to reframe their schemas in terms of various
pre-existing ideas and practices. The findings indicated that teachers’ attention is
focused on the topics and tasks involved in using the Accounting materials and
textbooks as well as issues related to organising and time demands, rather than
focusing on the main ideas implied by the innovation. The reform requires teachers to
practice more on leamer-cehtred approach and connect Accounting to the outside
world, to other subjects as well as across and within contents. It can be argued that
these teachers have taken on the policy but failed to tackle “the spirit” of the
Accounting reform as involving transformation of what counts as Accounting and

doing Accounting in the classroom.

The differences in teachers’ classroom practices have formed the topic of
investigation under the second research question of the study. Essentially, it is argued
that understanding can form the action of practice. Messages about the new JSAS
standards come into schools in the form of ideas, materials and descriptions of
practice. Teachers are however pressured to change and adopt the new instructions
and must find ways to make meanings of them, translating abstract ideas into action in
the context of their classrooms. In considering the impact of understanding on policy
implementation, one might wonder if teachers’ understandings and meanings about
the new instructions matched with what the policymakers meant. Can teachers
differentiate the new instructions from old? If they can, can they recognise deeper

principles of the reform? It seems unlikely in this study.

Well, to explain the influence of this on policy implementation, this study explores the
mechanisms by which teaéhers understand the JSAS descriptors and attempt to
connect understanding with practice. Based on teachers’ responses from the
interviews, it can be argﬁed that teachers’ interpretations and understandings of the
new Accounting instructions, tended to influence the process by which they respond
to the new Accounting messages , mediating the way messages shape classroom

practice.
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Important from the interviews responses is the fact that teachers’ response towards the
JSAS could be grouped into three main categories: ,

A. The strongly motivated teacher — the teacher who was more willing to work with
change and open to challenges.

B. Motivated, but inadequate prepared teacher — the teacher who was willing to
work with change but only had an intuitive sense of change

C. Motivated, but apathetic teacher — the teacher who was less enthusiastic about the

change

What is striking about the analysis is not so much diversity in teachers’
understandings of the Accounting reforms but rather the prevalent patterns in how

teachers understood and practiced the new JSAS descriptors.

Betty (in Group A) appeared to be more receptive and understood the main intention
of the new JSAS. She tended to practice the learner-centred criteria in the same
directions as what the reformers meant. It can be argued that this teacher had little, if
no knowledge about what counted as Accounting knowledge and doing Accounting in
the classroom. However, her understanding and interpretation of the new JSAS
descriptors focused on superficial features of the criteria rather than an emphasis on
the essential elements of what is counted as learner-centred education in Accounting.
There appeared to be congruence in most of Betty’s classroom practices and

knowledge of the criteria

Diana (in group A) was compliant and appeared to be more optimistic about the
change. However, she appeared to understand the core ideas of the reform. It appeared
that this teacher had prior knowledge and experience (23 years) of what counted as
Accounting knowledgé and practices of Accounting.  Evidence from the findings
suggests that this teacher’s prior knowledge and experiences about the subject had
influenced the way she interpreted and practiced the new JSAS. She excessively
focused on the superficial features and paid little or no attention to what is meant by
doing Accounting in the revised JSAS. As a result, she failed to make the past and
present ideas cohere. So, as suggested this is attributed to importance of teachers’

prior knowledge and experiences in policy implementation process.
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Cecilia and Ester (in Group B), showed that they are very responsive about the
change and they did change their practice in response to the new policy, but their
frame for changes were not sufficient in terms of the new JSAS initiative. As such,
they interpreted and understood reform ideas in terms of their prior knowledge, beliefs
and practices. Hence, these teachers showed some remarkable mixtures of old and
new Accounting instructions. Their lack of inadequate understandings however,
attributed to their intuitive sense of change. The sense of inconsistency results in

“piecemeal changes”.

Abed (in group C), felt that he had done what was required: he has responded to the
policy and implements it in light of new directions and goals. This teacher showed no
sign of deliberately sabotaging or rejecting the policy ideas, but he failed to
restructure his existing schema to form a coherent framework of the new ideas.
Hence, Abed has jumped to conclusions and claimed: “I have already done that in my
classroom!” Abed’s prior knowledge had influenced the way he interpreted and
practiced the new JSAS descriptors. He excessively focused on the familiar without
paying attention to the unfamiliar ideas and approaches that emerged from the revised
JSAS. This has directly affected Abed to be resistant and less enthusiastic in his

approach to change.

Relevant from the data is the influence of prior beliefs, knowledge and experience on
the implementation process of .the new JSAS. Within this pattern, teachers’
understandings tended to fall into four categories: (a) different interpretation of the
same ideas, (b) misunderstood new ideas as familiar, (c) understandings focus on
superficial rather than underlying functions of policy.ideas, and understanding led by
self- affirmation. This analysis supports the idea of Cohen and-Ball {(1990) who state
that teachers do not merely take in new texts and curriculum guides, and changing
their practice in response to externally envisioned prineiples. Rather; “they apprehend
and enact new instructional policies in light of inherited knowledge, belief and
practice (ibid, p.335). It is obvious that to design policies that bridge the world of
Accounting teachers more successfully, examining their understanding is essential.

The afore-mentioned categories highlight potential starting points for this argument.
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In accordance with the afore-mentioned patterns, it can be argued that “human sense-
making” which Spillane et al (2002) have suggested, influences policy
implementation process. It can also be argued that portrayal of teachers as resisters
and saboteurs working to circumvent policy proposals that do not satisfy their self-
interest or agendas are insufficient to account for the responses noted in this study.
This means that teachers in this study tended to be receptive about the changes,
 however, their [misJunderstandings and [mis]interpretations of the JSAS messages —
are subverting the intent of policy or thwarting implementation. The risks involved
with lack of understanding include “pursuing problems with mismatched solutions,
spending energies needlessly, and accumulating despair” (Cuban, 1990, p. 11). After
all, teachers did not always make sense of the new JSAS messages in ways that

policymakers might have hoped for.

The account for this study also underscores the importance of how teachers construct
understandings to respond to the new.JSAS standards. The question for policy is: Can
teachers simply understand and incorporaté new ideas in their existing knowledge
structures? If they can, could they acquire the same understandings and knowledge?
This study offers some insight into these quéstions. Even though teachers construed
and created meanings about the new JSAS standards, their understandings do not
appeared in a “vacuum”. The study reveals that teachers worked hard to find ways to

learn about the new approaches and materials about Accounting.

All the teachers in the study except Diana, agreed that they worked together with their
colleagues or teachers from different schools to share ideas and understandings about -
the new Accounting syllabus. It is also teachers’ flexibility, their voluntariness and
eagemess that make collaboration such a supportive context of their-understandings
and sense making. Yet, teachers who are in the same environment and school have

different understandings of the policy’s message about Accounting. . - -

Although teachers in this study received the same policy messages, they all have
different ideas about the reform standards. It is argued that shared understandings
have an influential role in the implementation process (Spillane et al/, 2002). An issue
for reformers to consider is whether shared understandings in schools.can simply help

teachers to learn and understand the policy intentions.
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The experience of teachers in this study suggests that policymakers can find ways to
encourage a collaborative culture in schools that is more formal to “support informal
networks by providing funding for shared experiences of high-quality sustained
professional development focused on teaching and learning” (Coburn 2001, p. 163).
Furthermore, teachers’ collaborative work seemed to focus on the implication of
Accounting materials and Syllabus topics rather than finding meanings about the main
aim of ﬂle new Asyllabus. This suggests that policymakers can find ways to
acknowledge and provide support to the initiatives of the teachers to encourage
productive collaborative initiatives that support teachers’ sense making effectively.
Otherwise, in the absence of the external and effective support, there is a possibility
that teachers will construct and share meanings that are not consistent with what the

new JSAS anticipated.

On the other hand, teachers in the study tended to use different resources materials to
construct meanings of the new Accounting instructions. So far, teachers are asked to
respond and adapt to the changes, but they have not been offered textbooks and other
relevant teaching and learning resources that support their efforts to enact the ideas
implied by the innovation. Yet, teachers are on their own and they are using different
textbooks and tasks that they belief are relevant to what the syllabus asking of them.
The results of the study point to the importance of presenting relevant materials that
support teachers’ understandings and sense making. Indeed, the policy appears to be
'in its earlier stage, no one knows how teachers are going to respond once they are
provided with the textbooks and materials that are aligned with the syllabus. Could -
they actually change their understandings and beliefs? No one knows.

‘A number of issues emerged from this study further impose another challenge to the
implementation process of the new JSAS. A broad issue is the lack of professional
development or INSET to help teachers to develop in-depth understandings of the
“spirit” of the Accountings reforms. Teachers in the study had received no in-service
training or provided with relevant external support that enhance their understandings
about the new Accounting syllabus and instructions. The lack of teacher professional
training leads onto the main lesson to emerge from the study - the need for
policymakers to bear in mind that rebuilding educational policy without rebuilding
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teachers’ professionalism allows for inconsistency in the implementation of it.
Teachers are the implementers of the proposed innovation and they need to be
prepared for the job. Edﬁcational change affects the beliefs, skills and general
perspective of the individual teacher. In view of limited training and support provided
to the teachers in the study, it is hardly surprising that Cecilia, Ester and Abed
interpreted and implemented the new JSAS descriptors in ways that were not
consistent with the designers’ ‘intent. Policymakers however, can find ways to provide
greater access to knowledge resources at the micro-level (schools) on an on-going

basis.

One of the érguments that are presented here is that teachers jeopardize the great
ambition that policymakers anticipated. Yet, the evidence shows that none of this
seemed to be at issue for the teachers in this study. They all seemed to be proud and
respectful of the new JSAS messages. However, their level of understandings about
the new JSAS instructions tended to miss the full import of reformers ideas.
Consequently, they are implementing the new JSAS with little understanding and
focused on the familiar and/or superficial features that emerged from the new JSAS
descriptors. It can be argued that what teachers come to understand from the new
JSAS standards, the understanding that result, and the consequences of those
understandings influence the implementation process of the new JSAS. The main
challenge here is that “any teacher, in any system in schooling, interprets and enacts
new instructional policies in light of his or her own experience, beliefs and
knowledge” (Cohen and Ball, 1990, p. 335). Teacher’s understanding, after all, is a

* “watchword” in efforts to improve Accountings and Accounting pedagogy.

The main learning for policymakers here is the need to seriously take into account the
* ways in which they can help teachers to develop more in-depth understandings and
charige their cognitive schemata in relation to the reform proposals. That might be
difficult but very real policy implementation challenge. If policy must assume a
“pedagogical role to change the understanding of the implementer” (Spillane, 2000, p.
171), then the aspect of policy design becomes the task of showing how the new
reform ideas cannot be explained way in terms of prior understandings of Accounting
and instructions. This can be assumed as a key user need for successful reform

implementation.
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Moreover, what is also relevant in this study was that although policies cannot
construct understandings for implementing agents, the message and design of policies
can influence implementing agents’ sense-making efforts (Spillane et al, 2002). It can
be argued that policymakers have to activeiy involve teachers in policy formulation
and structure learning opportunities to support teachers sense-making. This can be
regarded in the light of Spillane et al’s (2002, p.417) comment that: “policy
representations that build on and engage implementing agents’ existing schemata are
likely to enable implementers to construct understandings that correlate with the

policymakers’ goals.”

The complexity of the multifaceted implementing agents’ sense-making from and
about policy indicates that taking the cognitive component of the implementation
process into account is not an easy option for policymakers. It is complex,
problematic and very challenging. It is however, the only option worth taking (from
the cognitive perspective), if policymakers are serious -about implementation. It is not
enough to consider the implementing agent’s sense-making but also the role of
external (policymakers) representations in the sense-making process. Hence,
successful reform depends on policymakers seriously engaging with the extent to
which reforms are taken up by the implementers. This lead into another area that
~ emerged from the study: the process of constraining or enabling the new JSAS in

teachers’ sense-making.

The representation of the Accounting syllabus provides thin and superficial
descriptions of the changes required such as providing lists of learner-centred
practices or the concepts about Accounting rather than focusing on the underlying
principles about the main ideas of reform. Clearly, tiﬁs suggests an explanation for
why teachers focus on the surface form of reform practices rather than the underlying
intent of the reform. Furthermore, the language used in the syllabus is very difficult
and susceptible to being understood in superficial ways from the perspective of
teachers’ existing beliefs and knowledge systems. This could be, however, another
explanation for teacher to practice reform without understanding or fully constructing
the underlying idea. Spillane et al (2002) describe these types of practice as “lethal

mutation”. The syllabus writers should have written the syllabus in ways that describe
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the underlying principles about the changes. Spillane ef al (2002) suggest that it is
critical that policy representations support agents in “looking beneath the surface”,
perhaps by juxtaposing potential form- and function-based understandings of central
reform ideas (p. 417). This statement is worth noting in this study.

Namibia has launched a reform of great ambition, but teachers in this study
(especially Diana, Ester and Abed who have had extant experience and knowledge of
the previous JSAS) tended to rely excessively on their existing schemas and failed to
fashion the practices that want correction. Indeed, the change requires growth and
‘supplementing’ rather than ‘supplanting’ the existing schemas of those undertaking
changes. However, teachers tend to be misled by the superficial similarities between
their current practice and the reform ideas. As a result, they struggled to understand
the important aspects of the reform and to assimilate it into their existing knowledge
structures. It can be argued that Accounting’s reforms reflect the superficial aspects of
a new policy rather than make explicit the deeper ideas about the reform. As such, the
new JSAS was not implemented in the way that is consistent with the reformers’

initiatives.

This study aimed at examining the extent to which teachers t;ake up the new JSAS in
five schools. The cognitive perspective in this study offer insights into the influence
of sense-making on policy implementation process. It is hoped that the data gathered
allows one to gain an understanding of how Accounting teachers construct ideas and
understandings from and -about JSAS standards. The main ‘learning for policy’
message to be learned from this study is summed up by a quote from Fullan (1993, p.
49). “To restructure is not to reculture; changing formal structures is not the same as
changing norms, habits, skills and beliefs.”. Policymakers however need to bear in
mind that if teachers have the knowledge and understandings about the reforms ideas
and incorporate it in their existing beliefs, skills and: habits, they are more likely to
implement the changes successfully. Consequently, considering the “human sense-

making” is critical to successful reform implementation.
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5.2 Further Research

The aim of this study was to analyse how the new JSAS is taken up by the teachers in
five Namibian schools. Is it poor, reasonably consistent or well in relation to JSAS
initiatives? Results from this study have answered this question. The research
suggests that effective implementation requires a needs assessment that provides a

thorough appraisal of cognitive schemata.

This study however, raises issues and questions which need to be explored further in
the light of research. a) How the policymakers can design policies which build on and
engage teachers’ existing schemata; b) what can be done to help teachers to acquire
new knowledge and understandings that resonated with policy initiatives; and if such
help is not fdrthcoming, c¢) how far can teacher be expected to change their beliefs and
understandings, and implement the JSAS in ways that is consistent with reforms
intent; d) the impact of INSET/ professional development practices on teachers’
cognitive frame; €) will state and other educational agencies help teachers to learn
from such changes, by deploying resources to support and advance their existing
schemas; if they can, f) will teacher adapt changes and change their existing schemas
in relation to the new JSAS initiatives? These questions remain pending until further
research. Nevertheless, much remain to be done and seen, but no one knows how
much further implementation will go. Will the new JSAS initiatives past the

classroom door? It all remains to be seen.
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Appendix 1

Consent to Participate In Research

............................................................................................................. ,understand that
Alpha Ndeunyema is reaching the implementation of the new curriculum in
- Namibia, with an emphasis on the Junior Secondary Accounting Syllabus (JSAS) and
its uptake by teachers. I hereby agree to be observed and interviewed for that purpose.
Note:
1. The observation will be recorded manually on a structured classroom
observation schedule. The schedule will be used to record the exact instances
in which teacher create — or attempt to create — a “zone of enactment .
.2. The interview will be taped recorded to ensure the accuracy of statements to
’ be used as direct quotation in the dissertation.
3. The confidentiality of the recorded information will be respected.
4. The respondent will be anonymous.
5. Ifrequired, the respondent will receive a transcript of the recorded information

to verify it.

Alpha Ndeunyema
P.0O.Box 390
Oshakati

Namibia

E-mail: ndeunyemaalpha@yahoo.co.uk
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Appendix 2

P.O.Box 390
E-mail: ndeunyemaalpha@yahoo.co.uk Oshakati
Enquiries: Prof. Crain Soudien (crain.soudien@uct.ac.za) Namibia

CONSENT TO PARTICIPATE IN RESEARCH

I am a Master’s student at the University of Cape Town, majoring in Educational
Administration, Planning and Social Policy. T hereby ask for a permission to conduct
the research project on the implementation of the revised curriculum initiatives that
have been introduced in Namibian schools recently, with an emphasis on the Junior
Secondary Accounting Syllabus and its uptake by Grade 8 teacher’s in your school.

The objective of my study is to fulfil the requirements towards my Masters’ degree,
while the ultimate goal is to broaden the scope of Namibia Education Reform
literature and provide feedback through assessing the ways in which local
implementers correspond or do not correspond to the curriculum innovation
initiatives. The value of this study therefore lies in the contribution it makes to the
scant pool of knowledge on factors that may contribute to the success or failure of the
implementation of the revised curriculum in Namibia.

Note: '

6. The observation will be recorded manually on a structured classroom
observation schedule. The schedule will be used to record the exact instances
in which teacher create — or attempt to create — a “zone of enactment ”.

7. The interviews with the subject teacher, the school principal/head and the
advisory/mentor teacher will be taped recorded to ensure the accuracy of
statements to be used as direct quotation in the dissertation.

8. Confidentiality will be highly respected.

Yours faithfully,
Alpha  Ndeunyema Signature...........ccooruirernnnnens
Date......oeeeeeevrreeriineeeeereinans
Participant School Response
PLEASE CIRCLE: Permission Granted Permission Not Granted
Reason if not ‘ e
GEANMLRA. ...t e e s a e s s s s e R e b be e s sea e s e st s eeneebesnaennenn
School ‘
TMAITIE: ... nvevereeerirerssuessssnesessasesonstessssteessssessrsssesasaess sssssessessssnsseensssessssssesasessssenesssnesesssasssersssesssnsesorssessnssessnsassosnns
Authorized by:.......coceecvrviieciencce e in hiS/her CAPACILY @S:....ccceevveveeeieeeeceeecieeeeere e e raee e eeeneens
Signature........... ettt bens Date......ccooeviiiiiiiecncieeeeeaeene
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Appendix 3

Graie 8 Accounting Classromm Lesson Observation Schedule

Part A: Pre-obhservation notes
Date: Schoal: Lacation:
Teacher naime: Giroup/Class:
Nnber of Pupils:
Area of Learning/lopic

Intended learming ouwletmes. e

Timia é ; _(rhscrvation notes , - Prompis. 5

345 Stimulating learning emvivonment
Management of resonrces
Serting clear expeciations
target setting

Active starter

Holds attenfion

Cleur purpose

Appropriate lnpiage

Clewr explunations

Rangre of gquestioning
Chrperitenities for discussion
e Lise gf mnalogies, represesttarios
Appropriate pace

i Opporiunities for reflection

Learners’ Responses: learners’ attitude; npact on learning; Appropriate learning ohjective
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Part B Lxplore T'eacher pedagogicnl practlice { reference (o JSAS Approach standards)

| S1: Acknowledge learners’ prior knowledge (ALPK)

b

(]

: Assisting |Leurners i:i-]mﬂl:‘r‘i.:lﬂp Competence for Active learning

w
L

- Accommaodating Individual Ditferences (ALD)

S1: Collaboriion/Co-operalive Leaming (CL)

w1
L

3. Adopting an Integrated Approach

56: Using Beal World Tramples
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Appendix 4

Grade 8 Accounting Classreom Lessan Observation Schedule

Cate: 25 June 2008
Location: Urban

GroupyClass: Class

Part A: Pre-ohservation notes

Sehoal: €

Area af Learning/Topic: Cash Book

ieacher name:

Mumbcr of Pupils: 46 (Gr. 8 B

Tntended leaming oulcomzs: be able te draw up a cash book and balance

off
Timing | Chservation notes FPrompts
1140 T: Take out your Accounting in Context boalk? Seimnlaiing fenrning eivivonnie i

Z: (take their books)

T: vou know how to draw up a three column and two column
cash book, right'?

C: Yesn

T: Okay, page 39 in your A¢eountng m contexi texthook, can
vou identfy if that is two colwmns or three columns cash
book? {asks the whole class)

: (Silence)

T Is & two column, people, becanse we are not given a
iiscount.

T: Okay lets draw up our cash book (draws columns on the
louard )

T2 Okay the first colunin, what must we put in this columa?

: Doc

1 The next one? (wriles the answerd in the colummn)

: [ate

: the third one?

: Details

: the forth ome?

: Felio

: the next ong?

: Cash

: The last one? (keeps on records answers to the appropriale
column)

: Bank

T: The st transaclion, Okay first what 13 service rendered?
M .; (rmzes his hand)

T: ¥es

BL: i3 when we provide services

15 Okay, thank you, ves service rendered 15 when we provide
service o our customers for example if vou own a car wash,
ohce vou wash your customers’ cars than that is when you

Hodn S nHA T

Management of resources
Setting clear expectations
furgetf sefting

Active starter

Holde attention

Clear purpose

Appropriate fanguans

Clear explanations

Range of guestioning
Opportunities for discussion
Use of analogies, represeniations
Appropriate pace

Oppartunities for reflection
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11:448

privvide service for them.

T: Tow are you going to record that? (asks the class)

Ls: on the debit side

T: Yes, because is our current ineome (records it on the cash
book that she draw oo the boand)

T: the next transaction, how are we going 1o record that? What
1% the dosument number?

1.t One

'I'; apd the date

Lg: the same a5 the first one

I dir we have to write it down?

2 Mo,

T; Why?

FL: because 14 the same at the first transaction, we don't have
10 write it again

T: good, (finish recordmg the tranzaction on the board)

1; what is the difference belween vent received and rent paid?
Ly Miss, Miss.. (raizes their hand)

1; cam ) see difTerent hands woday. T don’t want 1o see the same
hands every day?

1.5 tmgs, miss (961l raises their hands, same hands)

T: Yea, vou (points to a FL)

L: {(stands up and explains the ditferences)

T: thank vou, (repeats what a FL says) rent received is when
we received money from our customers for reot, white rent
paid is when we paid rent to our suppliers. Do you
understand?

B

17 The next ransaciion {s stationery, what are the stationeries,
aive me exarmple of stationery?

| & Pen

T: yes, pen, what elze?

(7 {silence)

T: pen, rubbers, staples, calculators, all those are your
slaborerics, isn'tit?

E2es!

T: which side mmuost we recond this ransaction?

Uz credin side

T2 why?

I'L: because 15 expenses.

I ¥es thank you (records the lransaction on the board)

T nexl lransachon, what is the next trransaction?

% Telephone! _ ;

T: yes telephone, which side?

(' credit side

I eredit side, why?

151 because is expenses

T: wes, it iz also expenses. what are we goiog to write under
detail column?

ML: Telecom

175 48 1t Telecom or Telephone?

C: Telecom, Telephone (say it randomly)

T: One person please, put your hands up?
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{ 1 s: (ratse their hands)’
I': Yes you. {pomts to a FL)
¥1.; Telephone
T; thank you is tclephone, why, because we paid out telephone
il to Telecom, 1sn°t L7 Tclephone is an expensc and Telecom
is the name of the company. Do you understand? (records the
transaction on the board)
Coyes '
1 'I'he next transaction, what is the difference between wages
and salary?
I 5 ( three learners raiscs their hands)
| T: yes you (points to a FL)
| FL: wages 15 when we paid employces for a few period of
| tuime
1 T: Yes, Wages is for icmporary workers, while salary iz for
Y what?
| Ls: workers who work for long time
| T: Yes, salary is for permanent workers who receive money
| every month like teachers.
| T: so which side maust we pul this tmnsachon?
C: credit
|1 Why?
L because we paid wages
| 1 wes (records the answers on the board)
T: ihe next one, wo talked about contra-entry, right?

| Ls: no...
T: 50 is not i this class?

| Lz mo puiss.

| T: Okay, if we p=id cash mto the bunk, how are we goinz w
record that in our cash book?

Ls: we put it on hoth sides

| T: but you said we didn’t talk about it?

| Ls: {two) you did miss .

{ T: what must we write bere, on the debit side? (points to the

| detail column of a cash book on the board)

| Ls: Cash

| T: cash yes, than which column are we putting our amount?

('t bank

{ 1 Yes (records the amount on the bank column)
T: on eredit side we put our amouot in which column?

La: cush

| T: yes cash, detail bank isn't it? {records the amount}

| C: yes.

{ T ?I.T'.IE ncxt account, H wo suid paid ipsurance, what s

1 insurance?

| C: (silence)

| ML: i5 a company

| T: Okay, give me an example of insurnce company?

ML: is a company where you register your vehicle

| T: for what (keeps on asking the same ML)

ML; even the car gets loss or getting accident, you paid for 1t

and... The company will pay for iL
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12:30

T: thank you, mice try. Yes, mmsurance 15 for exgmple you
bought a car, furniture for vour house. ¥ ou paid money cvery
nmenth to the insurance company. if something happen to your
car for example, you are nol going te pay tor the repair..., and
the insurance company will pay for you. If you have insurance
and wour business bum up, your car got an accident than vou
are ol going to pay anything the insurance will cover the
damape. Are we logether? o vou understand what s
Msurames now?

O Yes!

T: Okaw, if we paid insurance lor velicle what 1s that
insurance?

C: {silence)

T: what 1z that vou paid for your insurancs?

T: Okay pive examples of insurance company in Namibia?
ML: Metropolitan

T: Yes (repeats what the ML sawys) thank you, what else?

L=: Sanlam

T: Sanlam wes, what else?

Ls: Nonlife, Lamppost (say it randomly)

T: Lamppost... who said Lamppost?

T: What do we use Lumppost for?

[ Transport

T Transport...? (Geslures 10 Ls, who suy transport), let me
suy you have a sister n South Africa, you wrote her g letler do
vou fake 1L there by yourself?

[.a: no

T: who took it

FL: Lamppost

The bell rang

T2 wes, you send it through post, tsn'Lit?

[a: yes

It Ume is up, go through thal exercise we will continue
LOTTHATTOW

Learners’ Responses: fearners " aftitude, frmpact on learning; Appropriaie learming objectives:

Only few legrners participate snd conirbute

Parl Ii:  Explore Teacher pedagapical practice { reference to JSAS Approach standards)

S1: Acknowledze leamers® prior kKinowledge (ALPK)

-fnciniragres fnvodvem el
- Pepsomed Knowledye and

iunmderstending
- Developy thinking shills

ergulring, predicting, creathve

®  Encournges imvelvement through questiontng and prablom

solving
Develops thinking skills through probing snd predicting
Acknowled pes learners coniribution
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. profiem salving
- Acknowledge lewrners” prior
fnowledge
Hesponses extond thinking

- Valuing lecwmers ' contribiiian

*  Provides responses that extend thinking

52: Gender sensitive {(GSY

- Respect and
Consideration af gender halunce
- Promote positive values for both
seves

- Egral apposfurilics

e Travides apoactunities Tor borh sexes theough predicting

53 Accommuodating Individual IDifferences { AT}

- rlentification of  clieiohi el
Frasds

- Catering lor individusl noeads

Differentiation/Provision
Tor individua! needy

- Gaod timing

»  Caters for individuals throogh prohing

*  (Good timing

54; Collaboration/Co-operalive

Leamning (CL)

- Moniroring straiegies
- Effective fegrners interaciion
- Consirrective feedback
- Pupils
evaluatonreflection
- Purposefid leciming

Environment

»  No pair work or groap work osed

[ 11




55: Intcgrated Approach (TA)

- Meets vaviety of learning siples
Crows curvictdor Hnks

- Delivery of National

Curricufum subject
Enowledee

- Clear sirncilive

- Organtsation’
management of
timesvresources/Teaching

approach

- Use af ICT

- Resuurcesiorganisation

Use wariety of learning style

Dueliver the subject knowledge
Clear structure

Only extbooks and chalkbeard used
Titne 15 challenging

S6: Active |.caming (Al

- nteractive methods

- Developing independence

- Clear subject
krowledgerexpertise

- Tasks are suitably demanding

-Acifvitics relevair ta objectives

-Appropriate language

-Addresiing misconceptions

Develops independence through enguinng and problemn solving
Activity is relevant to objectives
Used clear and simple language

Mddresses misunderstanding

§7: Real wortd Connections {(RWC}

- Belevant exampies
(hatlenging teaching and
learning objectives

- Apprapriaie modelfing

Task  relate 1o enguiry  based
appdeh

e [lse cxamples conneeted o real sitation
e Appropriate modelling




Appendix 5

Teachers Interview Questions

The interview questions will be divided into three sections. The first section will focus on life

ekperience/bagkground information about the teacher. The second section will focus on

teacher’s pedagbgical understanding. This is to assess how well teacher understood the

notion of Practiced-Based Inquiry (PBI) towards the implementation of the new JSAS. I want

to see whether teachers’ understandings agrees with what they practiée and identify which

notions/objectives from the new JSAS and Leamer-Centred Approach receive attention and

which one are ignored. The third section will focus on teacher reflective skills. This is to get

ideas on how well teachers demonstrate reflective skills in terms of the PBI model in

_constructing new understanding and discoveries developed from inquiry activities.

® NN AW

10.

1.
12.

13.

14.

Section A

Teacher’s life experience/background information
How long have you been teaching?
Which qualification you possess? Which Institution?
What are your major subjects?
What influenced you to become a teacher?
Do you like teaching?
Where do you see yourself ten years from now?
Where did you practice In-Service Training/workshops for teaching?
After participating in INSET programmed, what topic, approach, role models, most
influenced you'.% ' 4
What has influenced you most in your career and guided your professional identity as
a teacher?
How- has this guidance or activities that you have been engaged/participated in
influenced the way that you teach’? (Positive/negative)
Do you think your teaching experience influence the way you teach? How?
Who is you role model/ motivator in your school who helps you to cope with
implementing the JSAS?
Do you think the new Accounting syllabus is better than the old one? If So, why? If
not why not?

What is the difference between the old syllabus and the new syllabus?
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15.

16.

17.

18.

19.

20.

21.

22.

23.

24.
25.

26.
27.

28.

29.

30.
3L

What are some of the limitations/constraints of implementing the JSAS in your
current working situation?

What do you think is the best way in implementing the JSAS?

Section B

Teacher’s pedagogical understanding
What creative strategies/approaches are you using to implement the new JSAS?
What is meant by linking learners’ prior knowledge to new learning?
What is meant by being gender sensitive and balanced in your teaching?
What is meant for you by varying learning according to individual differences?
How well did you understand co-operative/collaboration learning? Do you think is a
good method in teaching? If so, why? If not, why not?
What is meant for you by using an integrated approach to teaching and learning? Is it
a good approach? If yes, how? If no, why?
What is meant by teaching learners to develop thinking skills and process for
independent and active learning?
What is meant by using real world examples during teaching and learning?
What is meant by computers in Accounting? Do you think Information Technology is

important in Accounting?

Section C
Teacher Reflective Skills

What is meant by practiced-based inquiry?
Do you think is a good épbroéch that contributes to your profession and career
development? - S
How often to you engage 1n inquiryvactivities? What did you learn and influenced you
most from inquiry activities? | B ‘
How do you analyze iiifbrmatibﬂ from inquiry activities and develop new
understanding? Do you put them in practice?
How do you evaluate iﬁfbrxhation gathered from inquiry activities?
After engaging in inqﬁiry activiﬁes, do you sometimes come up with new
understanding and new ways of teaching that you think are suitable for bringing
improvement to the situation/problem-solving? If yes, give me an example. If not,

why not?
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Appendix 6

Teacher name: Time: 12:00
Date: 26 June 2008 Time frequency: 25 min

KEY: [I: Interviewee; R: Respondent]

The interview questions will be divided into‘three' sections. The ﬁrst seétion will focus on life
experience/background information about the teacher. The second section will focus on
teacher’s pedagogical understanding. This is to assess how well teacher understood the
notion of Practiced-Based Inquiry (PBI) towards the implementation of the new JSAS. I want
to see whether teachers’ understanding@ agrees with what they practice and identify which
notions/objectives from the new JSAS and Learner-Centred Approach receive attention and
which one are ignored. The third section will focus on teacher reflective skills. This is to get
ideas on how well teachers demonstrate reflective skills in terms of the PBI model in

constructing new understanding and discoveries developed from inquiry activities.

Part A

I: For how long have you been teaching?

R: Currently this is my third year.

I: Which qualification did you possess?

R: The Bachelor Degree in Education

I: Which institution?

R: University of Namibia

I: What were you major subjects at the University

R: Accounting and Business Studies

I: What actually influenced you to become a teacher?

R: Basically for me personally, to be honest with you, it was just a matter of not knowing

what to do, so... I just took it because I didn’t know what else to take.

I: You mean that was the only option? - .

R: That was the only option yes

I: For now, do you enjoy teaching anyway?

R: Not really. R

I: Not really?

R: No. . .

I: So... where do you see yourself like ten years from now?

R: Ten years from now I want to be having my own business, be my own boss, not being
" some else employee but I want to become my own boss ‘

I: OK, whew. Did you ever participate in any workshops ever since you started teaching?

R: No... Until now I have never been to any workshop.
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I: So, where do you actually get information whenever you want to know something or
understand something?

R: Ema... ,

I: Let me say for instance you want to understand better a certain topic in Accounting?

R: Normally I just go to my HOD, my supervisor, if there is actually something that I don’t
really understand I go to her and she helps me out.

I: Mm... So, do you sometimes come together with other teachers, especially Accounting
teachers and discuss some issues in relation to the subject?

R: No. It doesn’t really happen

I: How about the other subjects?

R: No. It never happen ever since I got here.

I: Only you and your HOD?

R: Yes. I only go to her when I need help.

I: After consulting your HOD, what approach or topic most influenced you or inspired you in
your teaching?

R: Ema...

I: ... That you learn from your HOD?

R: It depends from topic to topic. If there is a certain thing that I think I don’t understand I
always go and ask her.

I: So, you actually learn a lot from her?

R: Yes. I really learn a lot from her.

I: OK. How has this guidance or approaches that you learn from your role model...your HOD
influenced the way you teach?

R: For me I value it and put it in practice... I learn a lot somehow from her... only from a
point if I need help, other than that for her being my role model I can’t really say she is my
role model I just go there to ask for some advice, nothing else.

I: Mm... Ok. So, you said you taught for...?

R: This is my third year

I: ... so being taught for about three years, do you think ybu have improved the way you teach
today compared to the way you use to teach during your first year?

R: First year is always difficult, but every year when you go forward you always improve and
even master the topics and the subject content. Yes, at the beginning it was very hard but now
is getting easier and easier every year.

I: OK. So as now the government has introduced the new. cumculum or let me say the new
Accounting syllabus in schools. Who helps you to understand or motivates you to cope with
the implementation of the syllabus?

R: Basically is just myself, I don’t know anything or leam anythmg about the new curriculum
but I just try to implement it since is there... but I have never been to any workshops or
nobody actually explain it to me. Ijust read what is written in the syllabus: So for me I can
say I am just doing it myself and implement it.

I. Mm... So by looking at the new Accounting syllabus espec1ally for Grade 8, do think the
new syllabus is better than the old one?

R: No. I think the old one is better..., we don’t have textbooks, the new textbook that we are
using is not nice, there is a lot of mistakes is not straight forward so I prefer the old one we
have been using.

I: Are you saying that the problem is just with the textbooks but the syllabus content is fine?
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R: Basically is the textbooks, when you looking at the scheme of work... no... I mean the
syllabus, what is in the syllabus is not really reflecting what is really in the textbook and for
me I think it has lots of errors...

I: You mean the textbook

R: Yes... I think the old one is better because it is much easier and more straightforward than
the current one now.

I: So the problem is just the textbook not the syllabus

R: Yes. The problem is with the textbook. The syllabus like for Grade 8 is very short meaning
that by the end of second term is already finish and you can’t teach Grade 9 topics. So... I
think for me is too short and is not nice.

I: OK. What are some of the limitations/constraints other than the textbooks of implementing
the Junior Secondary Accounting syllabus in your current working situations?

R: Is the training of teachers, they are not doing that. I think every teacher need to be trained
so that we will know how to implement this new syllabus for Grade 8 for example. If there is
no training then whoever is going to teach that will not be effective.

I: OK. So, you think to implement the syllabus better is by getting additional training or
support ...and new understanding? :

R: Yes. I think the government must train the teachers if they want them to implement the
new curriculum... the new syllabus for instance. What I am saying is they just need to train all
the teachers...

I: ... You think there is a lack of understanding among teachers?

R: Yes... because sometimes you find that for instance on a certain topic, what you are
teaching it might be different from what the other teachers is teaching they just base it in their
old understanding and knowledge. ‘

I: Mm...

R: ... If they went at least for the training then everybody will know how to implement that
new curriculum correctly, all the teachers in all the schools around the country.

I: Oh... Ok. Thank you very much that is the end of part A, now we are moving on to part B

PartB

I: What creative strategies or approaches are you using to implement the new Grade 8

" Accounting syllabus? :

R: What I do is just to try and use both books for teaching and learmng and I tried to...

I: You mean both old and new textbooks.

R: Yes both old and the new one..., and what I tried to do is just make notes on certain topics
that I feel like they are not clear in the syllabus and textbook that is what I am actually doing,
I Mm... :

R: ... have also tried to consult many books and resources so that I can help them.

- I: Ok They talked about linking learners’ prior knowledge to new learning, how do you
understand that notion?

R: Erma... in terms of what now?

I: In terms of teaching methods... or approaches... link learners’ previous knowledge to new
learning? :

R: OK. For my learners especially for Grade 8, Accounting is new to them so I tried just to
implement the new syllabus.

I: Mm... Erma...whenever you teach them do you actually consider what they have learnt or
know before introduce them to new learning, let me say for example linking what they have
learnt from the previous lesson to... what you want them to learn in the new lesson?
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R: Yes, I do. Yeah, I do that for instance giving them examples like Accounting is a practical
subject so I try to give them real life examples...ermm..., it somehow help them to understand
a bit if they couldn’t understand what I wanted to say or what topic I was teaching.

I: Do you think that is important?

R: It is an everyday thing for some of the kids because they do it, and if you do it as a teacher
try and give real life situation it will really help them , they will not forget because you relate
it to what they know on their daily basis.

I: Mm... You think linking prior knowledge is just by using real life examples?

R: Yes. Absolutely and link it to what is new.

I: OK. What do you think is meant by being gender balanced and sensitive in your teaching?
R: For me I think it means every teacher must involve ali the girls and boys, which means I
shouid not only concentrate on females if I have a problem with males or concentrating on
‘males if I have a problem with females, but both boys and girls have to be involved in the
class.

I: Do you actually consider that in your teaching?

R: Yes. Very much
.I. OK. What is meant for you by varying learners according to individual differences?

R: Erma... it depend on the child’s background sometimes, you will find that the child is quite
you don’t know what is the reason, so for me I think every teacher you need to find out if the
child is saying anything or answering the question in the class. So you have to find out that
child’s background seeing whether she is having any problem, and not just trying to...ermm...
mark or what should I say, to... pick on somebody just because the child is not saying
anything. So, it depends on what background the child is, where he came from and so forth.
I: How will you find the background information of the learner?

R: For me currently I think that my learners are doing fine. I didn’t really have a problem
whereby I have seen a child who is not doing well in the class, for me... I feel that their ‘
background currently is not that bad.

I: OK, OK. Thank you. How well did you understand co-operative or collaboration learning?
R: It is fine for me.

I: Mm... But how do you understand it? What is meant by that?

R: Coliaboration?

I: Mm. In other words, co-operative learning...

R: Is a matter of Learner always co-operating in the class when you ask questions...

I: Mm... :

R: Try and let them all to collaborate, meaning giving a chance to each and everybody to

. - answer what they have been asked.

I: Ok. Do you thing is a good approach?
R: Yeah, it is. It is a matter of co-operation both between us... I mean as a teacher and for the

" “learners as well. -

I: So, you think co-operative learning is about working together with learners and among
learners?

R: Yes.

I: How do you encourage the learners to work together?

R: Group work it works, because it gives a chance to other learners who do not understand the
topic to learn from the others...

I: Mm...

R: ... because as teacher you sometimes teach a certain topic, and ask the learners if they
understand, some are saying yes, but some they are just quite. Sometimes some kids are afraid
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to ask the question, why... because they might not... I mean their English might not be good
for instance, and they don’t want to embarrass themselves like if they speaking bad English if
can call it that way, the others will laugh. So, if you put them in groups it will give them a
chance whoever understands tries to explain to other learners and that way it is easier to learn
from each other.
I: OK. So do you actually have enough time for group works?
R: No. that is the problem in Accounting we don’t have enough time because we need to
finish the syllabus, but sometimes when you give them class work is better do it in pairs... not
in pairs but group work. That will help them to learn from each other because if one child
does not understand a certain topic will learn from the one who understands it and vice versa.
I: OK. So another objective in the curriculum is to use integrated approach to teaching and
learning. How do you understand that notion? What do you think is meant by that?
R: Not only really may be... for me I think not only using the chalkboard and textbook as the
only resources, so is a matter of ... of, ermm... finding other materials, may be... what do you
call this? ermm... may be the overhead projectors or other teaching aid that is want I think is
meant. '
I: OK. So you think integrated approach is just about using different types of teaching aid?
R: Yes.
I: How about the subject content don’t you think Accounting is interrelated to other subjects’
contents?
R: Not really in Accounting, yes..., it is related to business studies and economics, you can
use some of the term in Accounting and business as well for instance, so is related somehow.
I: Do you actually consider that in teaching?
R: Not really. I just use the terms.
I: OK. So... ermm... OK. What do you think is meant by teaching learners to develop
thinking skills and process for independent and active learning?
R: For me I think is teaching obviously and learners learning and...The other one is a matter
of learners having to see for themselves... what a certain word or topic means for them
personally.
I: Mm... Thank you. What do you think is meant by using real world examples during
teaching and learning? '
R: What is the meaning of using real world...?
I: examples, yes : ' -
R: In teaching?
I: Yes. In teaching and learning...
~R: Erma... well it means it, it... it is meaning that whereby as a teacher you must give real life
situations that will enable the learners to understand a certain topic instead of a teacher
teaching a certain topic and not giving real life examples. Because leamers tried..., you know
even somnie learners were maybe not, ermm... not really interested but if give them a certain
" topic that is related to the real situation they will always want to know what it is and in this
case they can always apply it to what they are learning at that specific time.
I. Can you please perhaps give me an example, I mean any real world example that you have
used in the class?
R: With Accounting is about calculating figures and everything, so... you can give examples
of business or we have the terms like creditors and debtors you know you have to know what
it is. So, you try and give real life situation, like for debtors you can say like you are the
owner of the club and then people come to your club and by good on credit and pay it later.
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So there you give the example that is related to real life and then you must apply to that
specific topic that you are doing.

I: OK. What do you think is meant by computers in Accounting?

R: Well, computers it has everything to do with..., since Accounting is the practical subject
what happens is, ermm... computer in accounting is the use of a computer to prepared for
instance financial statements, balance sheet , spread sheets and so on, so that you prepare the
financial statement of the business...So, that is what is basically all about.

I: OK. Do you think computers or ICTs are very important in Accounting?

R: Definitely it is.

R: OK. Thank you very much this is the end of Part B now we are moving on to Part C of our
interview.

Part C

I: Have you have the term Practiced-based inquiry?

R: No. :

I: Basically, what is meant by practice-based inquiry is an approach or let me say is when
teachers are engaged in activities to develop their new understanding and gain new
knowledge. As you have already told me that you use different textbooks to understand a
certain topic, what other means or inquiry activities did you participate in to help you improve
your career?

R: No other activities, only my HOD, and the internet not really, the internet just came in now
but I really don’t have time to go on the internet and search for a certain topic. We don’t have
time we have lots of marking, we have lots of preparation... So the other thing that maybe I
can consult is may be trying to get the other textbooks that I can relate to, but the problem is
just the time, we don’t have time.

I: Mm... OK. So, ermm... using different kinds of textbooks, how do you analyse the
information that you gathered from these textbooks or from your HOD?

R: For me I go through all of them since I am using three textbooks and other materials, I try
and just compare from one textbook to the other, compared it how they actually are being
prepared and how understanding it can be for me, and try to implement it or actually teach
that to the learners.

I: Mm... Do you always come up with new way of teaching, approaches...methods...?

R: Yes I do. Because if you consult other material, it gives you... it helps you with what you
currently doing instead of just following the prescribed textbook that you have, so you cannot
only rely on the prescribed textbook because something might... OK, there might be things
that are relevant but they might not be in that textbook that is there. So, it is always important
to look for extra resources. :

I: Ok. So, how do you evaluate that information or let me-say how will you know that the
information that you have gathered is working or appropnate"

R: How do I evaluate that?

I: Yes. :

R: I tried to implement it and see if learners they do understand it, if not than obviously there
must be something wrong and I need to go back go back....

I: How will you know that they understand it?

R: You try..., you evaluate them by looking at their class work or give them a test and if all,
everybody is getting 2 out of 13 then it means that there must be something wrong. If
somebody doesn’t get above 10 then it means there is something definitely wrong and as a
teacher you will try and go back, and try to re-teach the topic and make them understand and
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you still have to evaluate them. So, you keep evaluating them until they get what is happening

and understand it. A
I: Ok. So do you finally come up with new ways of teaching that you think are suitably for

bringing improvement to the situation/problem?
R: What [ am doing, yeah. It is.., it is working for me yeah.
I: Thank you very much Miss Shipiki
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