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1   INTRODUCTION 

1.1 Background 

The Education and Training Sector Improvement Programme (ETSIP) is a 

comprehensive and rather ambitious 15-year strategy for the reformation of Namibia’s 

education sector with its first phase being implemented from 2006 to 2013. According 

to the programme document Planning for a Learning Nation, the key purpose of ETSIP 

is, in line with Namibia’s national development strategy, Vision 2030, to enhance the 

education sector’s contribution to the attainment of strategic national development 

goals, and to facilitate the transition of Namibia to a knowledge-based economy 

(Government of the Republic of Namibia, 2004; 2007b). The programme document was 

designed with World Bank development policy lending funds1 and it portrays a shift in 

donor preferences from the project mode in development assistance towards a sector-

wide approach (SWAp). The sector-wide approach has emerged as a response to 

criticism about  aid  and  calls  to  reform aid  modalities.  It  is  hoped  that  the  sector-wide  

approach could provide a way to enhance aid effectiveness, donor coordination and 

coherent sector development under national governments’ leadership and ownership 

(West,  2004).  However,  according  to  West,  in  the  Namibian  case  it  was  the  donor  

consortium that requested the Government of Namibia to produce the education and 

training sector improvement plan. Penn (2008) adds that donors spent a significant 

aMoUnt of money on hiring consultants from the north to provide technical expertise, 

because the expertise was perceived to be lacking in the country. The process, in which 

the ETSIP plan seems to be developed, poses some questions about national ownership 

of the programme. For example, based on her analysis on the early childhood policy in 

ETSIP, Penn argues that local circumstances of young children and their parents have 

been ignored to fit in with donor preconceptions, which senior officials came to adopt as 

well.  

The education sector is one of the sectors in which sector-wide approaches have become 

common (World Bank, 2001). A number of studies indicate that education sector 

policies in developing countries seem to be influenced by World Bank promoted 

                                                

1 See Development Policy Lending Retrospective: Flexibility, Customization and Results. (World Bank, 

2009)   
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theories of human capital and modernisation (Takala, Making Educational Policy Under 

Influence of External Assistance and National Politics – A Comparative Analysis of the 

Education Sector Policy Documents of Ethiopia, Mozambique, Namibia and Zambia., 

1998; Penn, 2008; Ojala, 2007). Indeed, critics have noted that it still remains to be 

proven if sector-wide approaches have increased national ownership. There are 

indications that sector-wide approaches may have rather tightened donor control over 

the policy-making process and the reform agenda (Takala, Making Educational Policy 

Under Influence of External Assistance and National Politics – A Comparative Analysis 

of the Education Sector Policy Documents of Ethiopia, Mozambique, Namibia and 

Zambia., 1998). However it is acknowledged that more research into the SWAp 

processes is needed and cases of different countries may differ (Foster, 2000; Reinikka, 

2008; Riddel, 2007).  

My intrest  in  ETSIP arises  from working  for  two years  as  an  education  officer  at  the  

regional  education  office  for  Ohangwena,  one  of  Namibia’s  13  regions.  During  these  

two years I noted plenty of talk about ETSIP at official occasions and saw it emphasised 

in  official  documents  but  there  seemed to  be  a  lack  of  involvement  and  clarity  of  the  

programme on the ground. Education officials were expected to plan and undertake 

activities in line with ETSIP goals and objectives. However ETSIP was more or less 

considered an addition to bureaucratic procedures prescribed from top down rather than 

a way to facilitate coherent strategic planning. Only a few predetermined activities 

could be funded through ETSIP and regional level officials had little control over the 

allocation of ETSIP funding. This seemed to have undesirable effects on the ground; for 

example a huge controversy between workshops funded by ETSIP arranged in fancy 

hotels and regular workshops undertaken with limited or no funding. Clearly, many 

education officials, principals and teachers seemed to feel excluded from ETSIP 

although they were all intended to be core stakeholders in the programme. To many it 

was unclear how they and their schools were benefitting from the programme. 

1.2 Purpose of the study and key concepts 

The purpose of my study is to provide insight into how ownership of the ETSIP policy 

process is realised nationally and locally, in particular on how regional officials in the 

Namibian education sector view the ETSIP policy process, how they see their role in it 

and to which degree they have been able to influence and control the process. I am 
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interested in the views of those officials at the end of the aid-chain2 who are expected to 

be committed to the policy and implement it on the ground. Therefore I will be mainly 

focusing on the views of officials at the regional level. It should be noted that the 

findings should not be generalised to assess the extent of national ownership to ETSIP 

as such but the findings need to be interpreted as windows to reality experienced by 

stakeholders mainly on regional and local level. Furthermore my study does not intend 

to evaluate or assess the impact the ETSIP programme.   

My study will be centred on the question of national and local ownership to the 

development policy-making process, in particular in the case of sector-wide approaches. 

Hence a key issue is the definition of ownership and in particular what constitutes 

national ownership. Whitfield and Frazer (2009) note that there are two distinct 

definitions of ownership: often ownership is understood narrowly as commitment to 

policies but in their view this narrow definition is not satisfactory when looking at the 

politics of aid, power and control. The broader definition of ownership understands 

ownership as control over the process and outcome of choosing policies. The latter 

definition is, according to Whitfield and Frazer, more analytical and useful for the study 

of aid. In my study I will utilise the distinction between the narrow and broad ownership 

definitions when analysing my data. 

An insightful concept when looking at national ownership is democratic ownership 

which refers to the process of participation of various national actors in the development 

process and the degree to which the poor are able to voice their rights and take part in 

their own development (Tujan, 2008). Hence, ownership on government or political 

level  is  not  necessarily  enough  to  ensure  national  ownership  but  a  more  broad  

participation of stakeholders is needed. This makes it necessary to investigate how 

ownership is perceived and realised on local level.  

I hope that this study will be of interest for Namibian stakeholders and anyone 

interested in the Namibian case. More widely, I hope that my study will contribute to 

the discussion about sector-wide approaches and recipient country ownership in general.  

                                                

2 See Sogge, D. (2002). Give and Take. What’s the Matter with Foreign Aid? London: Zed Books. 
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1.3 The research problem 

The  aim  of  the  study  is  to  investigate  how  ownership  of  the  ETSIP  policy  process  is  

realised on nationally and on local level, in particular on how regional officials in the 

Namibian education sector view the ETSIP policy process, how they perceive their role 

in it and to which degree they have been able to influence and control the process. 

Specifically, this study aims to answer the following questions: 

1. How is ownership understood and promoted in the ETSIP policy?  

2. How do regional education officials and other stakeholders define and perceive 

ownership of ETSIP?  

3. How do regional education officials and other stakeholders perceive the ETSIP 

policy process and their own role in it?  

4. What is needed for regional and local ownership of ETSIP?  

The research questions are all centred on the notion of ownership, thus intending to 

tackle different aspects of it.  

1.4 Structure 

After the introduction, in chapter two I present the theoretical concept of ownership, its 

definitions and the criticism posed towards the concept as well as outline some current 

trends in aid management and ownership. In chapter three I give a brief introduction to 

the history and contemporary trends of aid and education sector policy in developing 

countries. Thereafter in chapter four I introduce the case of Namibia and in particular its 

education system as well as the education and training sector improvement programme 

ETSIP. In chapter five I outline some methodological choices and describe the process 

of data collection, analysis and writing as well as attempt to establish trustworthiness of 

the research. I present the main findings of my study in chapters six and seven and 

attempt to build links between previous theory and my findings in chapter eight. Finally 

chapter nine summarises and concludes the thesis.  
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2 AID AND OWNERSHIP  

2.1 The aid relationship 

Apart from the big question of the relationship of aid and economic development the 

politics of the aid relationship and the aid system require close attention. According to 

Riddel (2007) one of the central impact problems with aid is the persistent failure of aid 

to help build capacity and strengthen institutions in aid-recipient countries. Easterly 

(2008) argues that the aid system is bureaucratic and over planned making it rigid and 

inflexible in the ways aid is allocated and used. He criticises the many reports and plans 

African governments are required to produce but which do not get implemented. 

Whitfield notes that the proliferation of donors and donor agendas has led to the 

diffusion of government control over its development programme. Governments and 

donors are in a continuous negotiation over policies, programmes and projects 

(Whitfield L. , 2009). Paradoxically it seems that the current efforts to improve aid 

effectiveness have often increased donor involvement in the policy-making process 

(Whitfield & Frazer, 2009).  

In this study I take the case of Namibia and ETSIP and explore them in the context of 

the aid relationship. My interest is in looking at the education sector development policy 

making process using the concept of ownership to interpret how this process is 

perceived by different actors. I intend to look at the dynamics of negotiation, control 

and participation keeping in mind that foreign aid and donors are one, but not 

necessarily the most significant player, in determining policy outcomes.  

2.2 The rhetoric of ownership in aid relations 

Country ownership has been suggested as a solution to problems with aid conditionality, 

administrative chaos and lack of commitment to reform by recipient countries. 

Recipient governments are being urged to take ownership of aid activities and establish 

their own national systems to coordinate donors accepting only aid that comes on their 

terms and accords with their policies (Whitfield & Frazer, 2009). The 2005 Paris 

Declaration on Aid Effectiveness (OECD, 2005) signed by more than hundred donor 

agencies and recipient governments adopted ownership along with alignment, 

harmonisation, results and mutual accountability, as a key pillar of the new aid 

paradigm.  
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Figure 1. Key pillars of the Paris declaration on aid effectiveness: 

 

Based on the Paris Declaration (OECD, 2005) 

According to the Paris Declaration aid recipient countries are to: 

 commit to exercise leadership in developing and implementing their national development 

strategies  through a broad consultative process 

 translate these national development strategies into prioritised results-oriented operational 

programmes as expressed in medium-term expenditure frameworks and annual budgets.  

 take the lead in co-coordinating aid at all levels in conjunction with other development resources 

in dialogue with donors and encouraging the participation of civil society and the private sector. 

(OECD, 2005, p. 3) 

Donors on the other hand are urged to respect partner country leadership and help 

strengthen their capacity to exercise it.  

The Paris Declaration was followed by the Accra Agenda for Action (OECD, 2008) 

which proposed that there was a need to strengthen and deepen the implementation of 

the ownership agenda by ensuring countries have more say over their development 

processes through wider participation in development policy formulation, stronger 

leadership on aid co-ordination and more use of country systems for aid delivery.  

Although the rhetoric of ownership has become a popular buzz word a number of 

researchers are sceptical suggesting not much may have changed in practice within the 

relationship of donors and aid recipients (Jerve, 2002; Klees, 2002; Whitfield & Frazer, 

2009). Jerve and Hansen (2008) note that ownership should be examined in the 
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historical context, in relation to time, relationships and a complex set of institutional 

factors. Jerve argues that, in the 1960s the notions of country ownership and 

responsibility were rarely questioned and aid was intended for capacity building with 

optimistic beliefs about the development prospects in the newly independent nations. In 

the 1970s there was growing realisation that third world institutions had major 

problems; there was lack of qualified manpower and state revenue to follow the rate of 

expansion of state machinery which resulted in investments not being maintained, 

professional ineptitude and corruption. Donors responded to this by increasing their 

control over development aid, developing project aid mechanisms and using their 

technical  experts,  which  however  according  to  Jerve  led  to  the  diffusion  of  

responsibility and loss of recipient ownership. Finally in the 1980s structural adjustment 

programmes constituted a major step away from national ownership and recipient 

orientation. Although recipient governments on paper accepted the conditions, they 

were met with local resistance and often poorly implemented in practice. In the early 

1990s problems with structural adjustment and conditionality became evident and thus 

the idea of country ownership was introduced on the agenda (Jerve, 2002).   

Frazer and Whitfield note the problem that donor commitment to ownership has 

actually been laid on top of, rather than replaced conditionality. According to Frazer and 

Whitfield, a widening range of conditions have emerged paradoxically alongside the 

critique to conditionality. Economic conditions were introduced in the 1980’s, 

governance conditions added in the 1990’s and finally conditions related to global 

poverty reduction goals and the development policy planning process have been added 

recently (Frazer & Whitfield, 2009).  

Recipient ownership is clearly influenced by the aid relationship and donor 

conditionality remains a challenge to it. Jerve and Hansen (2008) point out that donors 

can by controlling the purse give away control or tighten the reins. In reality host 

governments need to please aid agencies and downgrade their priorities (Smith, 2005). 

King and Mc Grath (2002) suggest that agency coordination and the harmonisation of 

procedures actually may lessen national ownership. Jerve and Hansen (2008) suggest 

that the donors’ demand for ownership may lead to them wishing to select recipients 

who  are  willing  to  “own”  policies  favoured  by  the  donors.  On  the  other  hand  donors  

often  claim  that  aid  should  promote  ownership  whereby  it  is  believed  that  the  aid  

relationship itself could transform a recipient from a weak to a strong owner provided 
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it’s done right. However donors have a pressure to spend, and while they may require 

recipients to commit to certain policies and reform programmes, this is later not 

enforced. Whitfield and Frazer note that recipients still have a choice of policy options 

from non-implementation to playing with the ownership game (2009).  

Simultaneously with the emphasis on ownership the rhetoric of partnership has been 

adopted as a normative goal in development cooperation. Jerve and Hansen note that it 

is presumed that the effectiveness of aid depends both on the recipient’s ability to 

assume ownership and the two parties’ ability to build partnership. There is a 

contradiction between the popular terms of ownership and partnership. While strong 

ownership means having power at the expense of others strong partnership implies an 

egalitarian relationship (Jerve & Hansen, 2008). 

Faust criticizes the concept of ownership as idealistic and overambitious especially in 

emerging democracies in which democratic participatory processes are weakly 

institutionalised. He further points out that the assumption of creating ownership 

through an inclusive participatory process leading to a common consensus is simplistic 

and undermines the fact that decision-making requires a political contest of interests and 

priorities rather than a technical action of consensus building. Faust argues that, rather 

than aiming for the idealistic assumption of ownership, focus should be on enhancing 

transparency in the decision-making process (Faust, 2010).  

2.3 The World Bank and ownership 

The World Bank is one of the donor agencies that have adopted the rhetoric of 

ownership as a key element in their current discourse. This happened on the other hand 

as a response to criticism about previous aid modalities such as project aid and 

structural adjustment controlled and conditioned by donors and on the other hand as a 

means  to  increase  the  effectiveness  of  aid  (World  Bank,  2005b).  According  to  the  

World Bank a key problem with donor-driven aid was lack of commitment to reforms 

by aid recipient governments and their citizens (World Bank, 2003, p. 9).  

The World Bank gives the following definition of country ownership (World Bank, 

2003, pp. 9-11):  

a) Identification of development goals and formulation of strategy by the country, not by the 

donors.  
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(b) Regular, broad-based stakeholder participation under government leadership, including 

civil society, the private sector, local governments and parliaments, with sustained political 

support from the top political leadership and intellectual conviction amongst the key policy 

makers, and strong links to institutions. 

The World Bank recognises the necessity of aid recipient governments and their citizens 

to be in the driver’s seat and according to the Bank its’ approach is now anchored to the 

principle of country ownership of its development programmes and goals (World Bank, 

2009, pp. 4-5). The Bank’s ownership discourse has evolved alongside an increased 

emphasis on good governance and conditionality related to the development planning 

process. According to the Bank its understanding of conditionality has undergone 

significant change from the emphasis on actions for macroeconomic adjustment and 

growth to conditionality associated with initiatives to enhance country ownership 

(World Bank, 2005b).  

The Bank has been widely criticised for its rather limited understanding of ownership 

mainly as commitment to the implementation of predetermined policy (Klees, 2002; 

Whitfield & Frazer, 2009). The Bank has said it cannot force governments to follow 

policies  it  recommends.  However  the  increasing  role  of  the  Bank  as  a  knowledge  

institute and ideologist in development discourse makes it obvious that, even if 

development policy seems to be initiated and planned by the recipient country, World 

Bank research and expertise is often used to assist in policy formulation and capacity 

building. The controversy between the ownership thinking and the implementation of 

World Bank commissioned plans can be explained by the new partnership thinking if 

which  the  Bank  takes  the  role  of  a  policy  advisor  and  a  knowledge  bank  (Cammack,  

2004). The Bank would not force governments to follow their policies but rather create 

incentives to encourage certain policy choices to be implemented voluntarily 

(Cammack, 2004). As the Bank puts it: “The new country-led partnership principle is 

supposed to be based on both country selectivity and programme selectivity. Improved 

partnerships are more likely to occur in countries with better governance and 

institutional structures” (World Bank, 2003, pp. 29-30).  

Klees points out that the ownership and partnership talk enables the World Bank to 

wash their hands from possible failure: “In the world of partnership no-one is to blame, 

failure is unfortunate and we move on planning more of the same for the next decade” 

(Klees, 2002, p. 455). Not following the Bank’s recommendations may lead to the 
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country to stagnate and not catch up. If the country however fails while following the 

Bank’s recommendations failure is unfortunate and outside of the Banks control (Klees, 

2002). Chandler argues that the new thinking with the extension of “non-political” 

technocratic regulatory controls by the World Bank in the fields of good governance, 

empowerment and state capacity building has lead to the diffusion of power and control 

and the depolitisation of development interventions. The Bank’s involvement in 

domestic policy-making can thus be justified through its capacity building function 

(Chandler, 2006).    

2.4 Definitions of ownership 

Tujan defines national ownership as “the exercise of national independence and 

sovereignty in a democratic process in the determination of development policies and 

strategies, conduct in development cooperation and design and implementation of 

development programmes, processes and services” (2008, p. 2). He identifies a number 

of dimensions or standards that constitute ownership as a normative concept. These 

dimensions include political will, exercise of national independence and sovereignty, 

leadership in development cooperation, institutional capacity in development 

management, democratic processes and transparent governance. The degree to which a 

country owns its development policies, instruments, processes and results could be 

determined by how well these standards are achieved (Tujan, 2008).  

According to Jerve ownership is about roles, responsibilities and power (Jerve, 2002) 

He adds that, with ownership also comes responsibility and accountability. For Castel-

Branco (2008) ownership is more about substance than the process of negotiation; it is 

ultimately a contest for influence over the outcomes of negotiation.  

Whitfield and Frazer (2009) make a distinction between the narrow and broad 

definitions of ownership. The narrow definition understands ownership as the degree of 

commitment to policies however they were arrived at. A more broad definition 

understands ownership as control over the process and outcome of choosing policies. In 

my study I will utilise this distinction when analysing the data.  

In a study on Finnish aid projects Moore et.al (1996, pp. 8-10) identify the following 

dimensions of ownership: 

(a) The extent of influence by the intended beneficiaries on the conception, design, 

implementation, operations and maintenance of a development project.  
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(b) The extent to which the implementing agencies that influence the project are rooted in the 

recipient and represent the interests of ordinary citizens.  

(c) The extent of transparency and mutual accountability among the various stakeholders. 

Castel-Branco (2008) distinguishes between ownership as commitment to reform and 

ownership as the appropriateness and legitimacy of the reform programme. He calls for 

a political economy approach to understand ownership in the context of influence. 

Central to his argument is the notion of contested ownership. Castel-Branco argues that 

ownership  is  about  contested  power  and  that  there  are  conflicts,  compromises  and  

alliances that change over time. Therefore rational models of ownership become 

problematic. Even if a government exerts ownership it does so in a contested 

environment not fully controlled by it, and as a result it is bound to be influenced by 

such an environment. Castel-Branco suggest that there is no single recipient agency who 

can exercise ownership but ownership is a contested process in which all parties seek 

ownership in the form of seeking to influence decisions and outcomes. 

2.4.1 Individual and organisational ownership 

A distinction can be made between individual ownership and organisational ownership. 

De Valk and Apthorpe argue that in order to critically examine the concept of 

ownership for organisations one must understand how the meaning of the ownership 

concept differs when looking at organisations rather than individuals (de Valk & 

Apthorpe, 2005).  

Individual ownership has many dimensions including the economic, legal, criminal, 

psychological and political. The economic dimension refers to having the assets to own 

and  the  legal  dimension  to  the  rights  to  the  assets  while  the  psychological  dimension  

refers to commitment and responsibility and the political dimension to power relations. 

De Valk and Apthorpe argue that possible ownership does not necessarily translate into 

actual ownership unless the psychological dimension of ownership is asserted.    

In organisations measuring the psychological dimension of ownership becomes 

challenging since any measurement of commitment or responsibility must take place at 

behavioural level. Therefore De Valk and Apthorpe argue that, in relation to 

organisations, concepts such as ownership, commitment and responsibility must be 

understood as metaphors. 
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When looking at ownership in an organisation it becomes necessary to consider the 

behaviour of different actors who all have their own perspectives. De Valk and 

Apthorpe argue that organisational ownership is multiple and mutual and has to be 

analysed in relation to partnership, inter-personal and inter-organisational relations. 

They add that, in a desired situation, ownership can be shared or co-owned by the 

different actors (de Valk & Apthorpe, 2005).   

2.5 Democratic ownership 

Jerve (2002) notes that country ownership in particular is a difficult concept as it may 

not  be  clear  who  represents  the  country.  In  the  ownership  discussion  it  is,  indeed,  

critical to specify whose ownership is meant. Ownership by the government or political 

leadership has often been assumed to mean country, national or recipient ownership 

without looking at ownership by the poor on grassroots level and the domestic political 

processes in place (Tujan, 2008) Castel-Branco argues that recipient country ownership 

would require a political contest of interests, priorities and options (2008). Indeed the 

concept of ownership is being increasingly used to discuss the inclusiveness of the 

domestic process through which policies are decided.  

Democratic ownership refers to the process of participation of various national actors in 

the  development  process.  Democratic  ownership  can  be  defined  as  the  broad  

participation of civil society and parliaments in defining, implementing and monitoring 

development strategies at national and local levels in policy sectors (Wright, 2008). 

According to Tujan ownership by the poor ought to be the ultimate objective of aid. 

This would require a rights-based approach to development in which local ownership, 

direct citizen participation and the mobilisation of the poor to claim their rights become 

essential elements of authentic national ownership (Tujan, 2008). 

Based on four country studies, namely in Ghana, Nicaragua, Bolivia and Mozambique 

Wright (2008) argues that, in order to achieve democratic ownership, more attention 

needs to be paid to strengthening the mechanisms for national ownership across a broad 

range of stakeholders. In the countries studied the level of democratic ownership by a 

range of stakeholders seemed weak and the extent to which they were determining 

national and local priorities was low. Poor quality dialogue and poor citizen 

participation were a challenge in particular in education sector policy development. 

Wright continues that aid conditionality and inflexibility by the donors pose a threat to 
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democratic ownership and often sector debates become donor driven. Support offered 

by donors is increasingly de-linked from real needs on the ground and attempts at 

stakeholder involvement are often inadequate. For example in Ghana, a SWAP in the 

education sector caused a burden to the government making it unable to respond to the 

complex needs of the sector in an inclusive and flexible way (Wright, 2008). What 

comes to educational reform, Smith (2005) argues that ownership is important not only 

on the level of government but in particular school communities. 

2.6 Ownership and sector-wide approaches 

A sector-wide approach (SWAp) can be described as “the engagement of donor 

agencies in supporting a recipient-government-led, sector-wide strategy as well as the 

agreement between donors and the recipient government on the broad parameters for 

implementing and managing the sector strategy within a medium-term expenditure 

framework” (Riddel, 2007, pp. 196-197).  

The sector-wide approach has become an increasingly common channel of aid delivery, 

in particular in the education, health, water and agriculture sectors (Smith, 2005; Riddel, 

2007). It is hoped that the sector-wide approach could provide a way to enhance aid 

effectiveness, donor coordination and coherent sector development under national 

governments’ leadership and ownership (West, 2004). In particular the SWAp has been 

suggested as an alternative to the much criticized project aid more (Takala & Marope, 

2003). Suggested advantages of the SWAp include: a strengthened national role, 

improved coordination, less duplication of efforts and better integrated activities 

(Samoff, 2004). In the education sector this could mean that efforts are linked across the 

sector so that progress in one area, say school construction would not be undermined by 

inattention in another area, say preparing teachers or materials for the new schools. 

Furthermore, a sectoral approach is expected to facilitate broad campaigns to address 

high  priority  goals,  for  example  literacy  or  improved  access  for  girls  (Samoff,  2004).  

Gould et.at note that the SWAp may work best in social sectors such as health and 

education where a consensus may be easier to achieve than in sectors such as agriculture 

where private economic intrest pay a more dominant role. Their study on an agriculture 

sector programme in Zambia suggests that fundamental differences between public and 

private sector roles in rural development cause major constraints to the operation of the 

sector programme (Gould;Takala;& Nokkala, 1998). Although Gould et.al argue that 
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the education sector is, due to a broad international consensus on the objectives of 

educational policy, less vulnerable to changes in government, they note the problem of 

changes in government and the high turnover of ministers of education which makes 

any sustained commitment difficult to achieve. They note that any change in the balance 

of power can easily lead to deviations from agreed-upon policies (Gould;Takala;& 

Nokkala, 1998). 

Assessing  the  impact  of  aid  delivery  through  SWAps  is  difficult  since  usually  the  

pooled funding to a SWAp makes up only a small part of the total budget to the given 

sector diluting the link between the pooled aid funds and the impact on the recipient’s 

sector programme. Furthermore a sector programme is implemented through the sector 

line Ministry and therefore donors are not directly involved in assessing its impact 

(Riddel, 2007). Riddel suggests that in countries where the SWAp would constitute a 

major part of a sector’s activities, and would been well managed, and where the 

government would be committed to it and the relationship with donors would be fairly 

good, the gains could be significant. On the other hand, SWAps have been criticized of 

generating high transaction costs, especially for activities that are delayed waiting for 

SWAp approval and implementation. Samoff argues that the major focus of SWAps in 

the education sector has been generally on macro-level policies with corresponding 

inattention to learning and learners. Furthermore SWAps may be an obstacle to 

decentralization, accountability and local participation (Samoff, 2004).  In theory 

SWAps are simple logic – all donors are supposed to work together in a country with a 

government to come up with a joint educational plan based on a joint position about 

best strategy. In reality there is no agreement as to best strategy. This may lead to 

SWAps being dominated by the largest or strongest donors while smaller agencies and 

other education sector organizations may be largely excluded. In addition donor 

coordination may lessen the recipient’s space to follow its own agenda (Klees, 2002; 

Samoff, 2004).   

Despite the possible problems with the SWAp Takala and Marope argue that returning 

to the project mode of assistance would be even more problematic and therefore stakes 

are high to make the SWAp process work. Takala and Marope argue that effective 

partnerships are a key to success in the SWAp process. However effective partnerships 

would require a common understanding on the nature of partnership and some 

minimum capacities in the African Ministries including capacity for macro-level 
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planning (2003). Jerve and Hansen note that partnership and ownership are 

contradictory concepts (2008). On the other hand de Valk and Apthorpe argue that, in a 

desired situation ownership could be co-owned (2005). Based on a study on education 

and sector-wide approaches in Namibia prior to ETSIP West argues that, as long as 

there  was  a  partnership  with  donors,  ownership  was  shared  and  both  development  

partners and the government could be in the driver’s seat depending on who took 

initiative. According to West it was the donors who initiated the move towards the 

SWAp and that donors were also more articulate in suggesting mechanisms that ought 

to be put in place (West, 2004). West argues that the government was always in the 

driver’s seat but there was a great deal of backseat driving as well by the development 

partners especially in influencing meeting agendas and prompting for meetings to take 

place. West concludes that for a SWAp to be successful in the Namibian education 

sector local capacity ought to be developed and in particular collaboration between the 

education ministries and the Ministry of Finance strengthened.  
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3 AID AND EDUCATION 

Education is worldwide perceived to be a powerful tool to reduce poverty, to build 

human capital and to enhance national development, unity and peace. For example the 

World Bank states on its website that “By investing in people, education is a powerful 

driver of development and one of the strongest instruments for reducing poverty and 

improving health, gender equality, peace, and stability.” (World Bank, 2010c) 

Apart from being a tool to achieve broader development objectives education can be 

seen as a human right and as such valuable in itself. Furthermore education is a sector in 

which citizens have plenty on stake and a government’s popularity may depend on how 

it manages and invests in education. Thus education is often a political priority.  Indeed 

both donors and developing country governments are keen to be seen as investing to 

education. For example in Namibia the education sector receives 23% of the annual 

national budget (Ministry of Finance, Government of the Republic of Namibia, 2011).  

The World Bank is the largest external funder of education in developing countries and 

during the period of 2005-2010 the World Bank has been investing 8% of its funds to 

education. In 2010 this amounted to 4.9 billion US$. However only 2.1 billion of this 

amounted was IDA committed to the least developed countries (World Bank, 2010a). In 

addition to its role as a financier the World Bank is increasingly promoting its role as a 

source of technical expertise and policy advice in education.  

3.1 History of education sector aid and policy in Africa 

In the 1960s and 70s education sector development programmes in African countries 

were influenced by theories of human capital and modernisation. It was believed that 

African countries were poor because they lacked the necessary qualified human 

resource for development and modernisation (Sifuna, 2000). At independence there was 

a need for an educated African civil service. Therefore greater urgency was placed to 

the development of secondary and tertiary education than primary education. The 1945 

established UNESCO was given a mandate to promote the universal right to education. 

UNESCO was financed through weighted subscriptions to the UN and governed by a 

general conference in which member countries had equal voting rights. In particular 

developing countries backed up by the Soviet Union perceived UNESCO as an agency 

that should play a key role in the international equalisation of educational opportunities. 

Western countries in principal supported the ideas of UNESCO but were not keen to 
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commit resources for a broad programme because the agency was associated with cold 

war tensions between the west and east. They rather started channelling their education 

assistance through bilateral programmes. Thus UNESCO experienced a serious decline 

in funding during the latter part of the 1970’s and the USA withdrew completely from 

UNESCO in 1984 (Sifuna, 2000).  

From the 1980s, the OECD became a leading agency for education policy coordination 

for western countries while the World Bank became the leading financier and ideologist 

of education in developing counties. In contrast to UNESCO its assistance was offered 

through loans, not grants. The World Bank’s education strategy was based on a neo-

liberal discourse: it favoured privatisation, cost efficiency, public sector reform and a 

shift in emphasis from tertiary and secondary to primary education. The 1980s were 

characterised by structural adjustment programmes (SAPs) and declining costs in 

education, declining enrolments, drop out, large class sizes and a fall in education 

quality.   

The 1991 Jomtien conference on education for all, followed by the Millennium 

Development Goals unified the educational development agenda. In the 1990’s the 

World Bank education policy promoted increased funding to primary education, the 

privatisation of post primary and tertiary education, cost efficiency, gender in education, 

mother tongue instruction, quality over quantity and general education over vocational 

education. However national priorities in African countries have been to expand access, 

build classrooms, reform teacher education and develop tertiary and vocational 

institutions (Samoff, 1999). Smith (2005) points out that donor policy has been centred 

on education policy, planning and monitoring while the real need has been to improve 

the quality of education in the classrooms, to provide relevant curricula and learning 

materials and to implement a large scale teacher education reform. Smith points out that 

improvement in quality is related to behaviour change which is a slow process and often 

donors do not have the patience to wait. Therefore targets have been chosen according 

to what is easiest to achieve rather than national priorities (Smith, 2005).     

3.2 Education sector policy and research of the World Bank 

The World Bank is a leading agency in education sector policy development and 

research in developing countries. The current education policy of the World Bank is 

featured in the 1999 Education Sector Strategy (ESS’2000), the 2005 Education Sector 
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Strategy Update (ESSU’05) and the recently published Education Sector Strategy 2020 

(World Bank, 1999; 2005a; 2011).  Below is a summary of the key messages of these 

strategies. 

Table 1. Main messages of the recent World Bank education sector strategies  
 ESS’2000 ESSU’05 ESS’2020 

Vision Quality education for 

all 

Dynamic, knowledge-

driven economies and 

cohesive societies 

Learning for All 

Objective Education for All Education for all and 

education for the 

knowledge economy 

Learning for all beyond 

schooling 

Priorities 

or themes 

 Basic education, 

poorest, girls 

 Early interventions 

 Innovative 

delivery 

 Systemic Reform 

 Integrating 

education into a 

countrywide 

perspective 

 Adopting a sector-

wide approach 

 Becoming more 

results oriented 

 Strengthening 

Education Systems 

 Building a High-

Quality Knowledge 

Base for Education 

Reforms 

 

 

In these strategies the Bank emphasizes its role as an advisory board in educational 

system reform and it favors sector-wide approaches. In his analysis of the World Bank’s 

1999 Education Strategy Report, Klees argues that the Bank, despite a rhetorical shift 

towards country led development, ownership and partnership still strongly exercises its 

influence in educational policy-making through global top down policy 

recommendations to achieve international education goals (Klees, 2002).  

The Bank strongly links education to increased productivity, economic growth and 

poverty reduction while other actors such as UN agencies and NGOs emphasize 

education as a fundamental human right. In the Bank’s logic the failure of an education 

system is a technical one that can be cured through readjustments and realignments; i.e. 

better teacher training, better management, better textbooks and better monitoring. A 

better education system would provide more productive workers, which in turn would 
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lead to more economic development and poverty reduction (Penn, 2008). Klees (2002) 

criticizes this means-ends logic of the correct amount of educational investment needed 

to achieve economic growth and reduce poverty. According to Klees this logic ignores 

the human rights -perspective on education and poverty and undermines the need for a 

more fundamental transformation in the economical order. Penn adds that, in particular 

in the Namibian case, the World Bank report Human Capital and Knowledge 

Development for Economic Growth with Equity (2004) views children as passive 

recipients who can be reshaped by more effective interventions ignoring any active 

agency on their part. 

Samoff (1999) points out the fact that African education sector studies undertaken in the 

1990’s are strikingly similar with similar recommendations notwithstanding the 

diversity of the countries studied.  Samoff claims that the education sector analysis 

process has been driven by agendas and procedures of funding and technical assistance 

agencies, the World Bank being the most prominent one, with constrained national 

participation, limited national control and very little sense of national ownership.   
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4 NAMIBIA – SETTING THE SCENE 

4.1 The national context 

The Republic of Namibia is located in south-western Africa. It has borders with South 

Africa in the west, Botswana in the east and Angola in the north. The country is also 

connected to Zambia and Zimbabwe via the Caprivi-strip in the north-east and it has a 

long western coast along the Atlantic Ocean. A former German colony during the years 

1886-1915, which after the First World War was subjected to South African rule, 

Namibia attained independence on March 21, 1990. Since independence from apartheid 

South Africa, the ruling party and former liberation movement SWAPO has dominated 

Namibian politics (Hopwood, 2008). SWAPO currently holds a two thirds majority in 

parliament after the 2009 National Assembly and Presidential elections. Its presidential 

candidate Hifikepunye Pohamba polled a popular vote of more that 75%, getting 

another five year mandate. Namibia’s multi-party democracy has been praised by 

donors  such  as  the  World  Bank  which  states  that  Namibia  enjoys  a  strong  multiparty  

parliamentary democracy that delivers sound economic management, good governance, 

basic civic freedoms, and respect for human rights (World Bank, 2010d). However there 

are indications that SWAPOs dominance of Namibian politics undermines the 

development of participatory democracy and in particular SWAPO has managed to 

bypass the moral and ethical dimensions of legitimacy (Melber, 2003). According to 

Melber voices critical to the SWAPO government have been marginalised and the main 

aim of the liberation movement has been decolonisation but not democratisation 

(Melber, 2003). A survey conducted by Keulder and Wiese indicates that there seems to 

be a lack of belief in- and demand of democracy among people (Keulder & Wiese, 

2005).  

Namibia is a scarcely populated country with 2.1 million people populating an area of 

825 418km2, almost three times the size of Finland. 37% of the population are children 

under the age of 15 (UNFPA, 2009). In 2008 there were 577 290 learners enrolled in 

primary and secondary education (Ministry of Education, Namibia, 2009).  There are 

various ethnic groups in Namibia and the biggest of them are Ovambos, comprising 

more than half of Namibia’s population.  

Namibia is divided to 13 administrative regions. Many functions of the government, 

such as education, have been until recently administered centrally. However a 
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decentralisation process is underway and shifting more responsibility to regional and 

local government. 

Figure 2. Map of Namibia with regions and schools 

 

(World Bank, 2007, p. 93) 
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Namibia with a GNI per capita of $4200 in 2008 is now classified as an upper middle 

income country (World Bank, 2010b). The Human Development Index (HDI) rank of 

the country in 2010 was 105 out of 169 countries (UNDP, 2010). Access to safe water 

and sanitation; basic education and primary health care have expanded since 

independence. Namibia maintains a social safety net for the elderly, people with 

disabilities, orphans and vulnerable children and war veterans (World Bank, 2010d). 

However Namibia faces formidable development challenges and income inequalities in 

the country are among the highest in the world. Namibia’s HDI index rank drops to 120 

in the inequality-adjusted HDI and the intensity of deprivation of those 39.6% of people 

living in multidimensional poverty is high (UNDP, 2010). Unemployment is estimated 

at 34% and even higher for the youth and unskilled. Although the prevalence of HIV 

and AIDS has fallen from 22% in 2002 to 17.8% in 2008 HIV and AIDS remain a 

serious concern (World Bank, 2010d).   

Namibia has a National Planning Commission (NPC) that is responsible for social and 

economic development policies, policy analysis, research and collection of education 

statistics and the management and coordination of international aid resources. The NPC 

consist of a director general, a few ministers and other members appointed by the 

president. Namibia’s development plan is outlined in Vision 2030, a document 

published in 2004. According to Vision 2030 Namibia is envisaged to be a developed 

country by 2030. More detailed development objectives and strategies are outlined in 

the  National  Development  Plans.  The  current  National  Development  Plan,  NDP3  is  a  

five year plan for the phase from 2007/2008-2011/2012. (Government of the Republic 

of Namibia, 2007c). Vision 2030 and the national development plans form a foundation 

for the Education and Training Sector Improvement Programme, ETSIP. 

4.2 Education in Namibia 

At independence Namibia inherited an education system with great inequalities, 

separate curricula and administrative structures for different racial groups. During the 

apartheid era access to education for black people was limited to a few years of basic 

education aiming to prepare for basic jobs required by the South African administration. 

However the education sector reform process began already prior independence as 

SWAPO set principles for the democratization of the education system, the provision of 

a balanced, participatory curriculum and compulsory primary education for all. The 
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constitution of the Republic of Namibia, adopted in February 1990, states that all 

persons have a right to education and that primary education is free of charge and 

compulsory until the age of sixteen years. A central education policy document: Toward 

Education for All, was published in 1993 at it adopted the principles of access, equity, 

quality and democracy as the main goals of the education system. (Ministry of 

Education and Culture, 1993).  

During the first decade of independence the education sector in Namibia was 

administered through separate ministries, one for basic education and another one for 

higher education. In addition early childhood development was the responsibility of 

another Ministry (West, 2004). A single Ministry of Education and Culture (MOE) was 

formed in 2005. The Ministry of Education has central headquarters in Windhoek, a 

National  Institute  for  Curriculum Development  (NIED)  in  Okahandja  and  13  regional  

education offices in the administrative regions. The regional education administration 

consists of a regional director, human resource personnel, finance and procurement 

officials and number of education officials such as education planners, advisory teachers 

and inspectors. There are a total of 1672 primary and secondary schools and 20 830 

teachers in the country (Ministry of Education, Namibia, 2009). Schools in each region 

are divided to circuits and clusters within a circuit. A decentralisation process is 

underway shifting administrative functions from national headquarters to regional 

councils and education regions.  

577 290 learners were enrolled to primary and secondary education in 2008 (Ministry of 

Education, Namibia, 2009). Learners are expected to enter grade one in the year in 

which they turn seven years old. Basic education is divided to the lower primary (grades 

1-4), upper primary (grades 5-7) and junior secondary (grades 8-10) phases. The senior 

secondary phase consists of grades 11-12. In addition the Ministry of Education has 

started offering pre primary education but only a few schools, 117 out of 1039 primary 

schools, have been included in the programme so far (Ministry of Education, Namibia, 

2009). The lower primary and pre primary phases are taught in mother tongues while 

the medium of instruction is English from grade five onwards. National examinations 

have been administered in grades seven, 10 and 12 but the grade seven examinations 

will be phased out and replaced with a grade five national assessment test. (Ministry of 

Education, Namibia, 2008).  
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The University of Namibia, the Polytechnic of Namibia and a few vocational training 

centres provide tertiary education. In addition there are some private providers of 

vocational and tertiary certificates and diplomas. However access to vocational and 

tertiary education opportunities is rather limited and there are many regions without any 

vocational training institutions. Through ETSIP, the vocational training system is being 

reformed  and  there  are  plans  to  expand  the  system,  improve  the  qualifications  of  the  

instructors and the content of the courses. (Government of the Republic of Namibia, 

2007b)  

Namibia invests a significant amount of its revenue in the education sector. In the 2010-

11 budget the allocation for education was 23,2%. The vast majority of these funds, 

92,3%, were budgeted for operational activities such as salary payments with the 

remaining 7,7% left for developmental activities such as school construction, 

purchasing of materials and in service training of teachers to name a few. Although 

external aid to the education sector consists only of a small proportion, in 2010-11 only 

2,4% of the total budget of the Ministry of Education, it is of significance since it 

enables the Ministry to engage in developmental activities that might not be financed 

otherwise. Indeed, out of the 660,5 million Namibian dollars in the Ministry’s 

developmental budget 157 million, 24%, was expected to be funded by development 

partners. However the share of funding through development aid is expected to decline 

in the coming years. (Ministry of Finance, Government of the Republic of Namibia, 

2011)  

Poor educational performance has been a challenge despite significant investment in the 

education sector and repetition rates have actually increased since 2001. During the 

2008 school year on average 17,8% of learners repeated a grade and in grades one, five 

and eight, the first grades of each phase, the repetition rate was even higher, 

approximately 20%. Due to a policy that does not allow learners to repeat more than 

once during a phase some learners are transferred to the next grade without having 

achieved basic competencies of the previous grade. Only 49% of all learners in grade 

ten qualify for senior secondary education in grades 11-12. Large differences persist in 

educational performance in different regions and schools. For example at Oupili 

Combined School, a rural school in Ohangwena region in the north, 40% of grade one 

learners and 57% of grade five learners repeated their grade in 2008 while the repetition 

rate was much lower, 5% for grade one learners and 10% for grade five learners at 
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Paulus Hamutenya primary school in Eenhana, in the same region (Ohangwena 

Regional Education Office, 2008). In 2007 12 000 learners dropped out of school before 

completing their education. The main reason for drop out was pregnancy. The survival 

rate to grade five was 89% and to grade ten 56% in 2007.   

Figure 3. A grade two classroom at Haihuxwa Primary School, Ohangwena region 

 

                    Photo taken by writer in 2008  

Although since independence, significant progress has been made in terms of access to 

education and school construction, disparities in educational provision between 

different regions and areas remain a major challenge. Many schools in particular in the 

populous northern and north-eastern regions of the country lack basic infrastructure 

such as permanent classrooms, hostels, libraries, staff rooms, laboratory rooms, water 

and electricity. This puts learners in different areas in disadvantaged position: for 

example information and communication technology is part of the curriculum but 

roughly half of the schools in the country lack electricity yet to speak of computers and 

obviously cannot teach the subject. 

Table 2. Education in a nutshell nationally and in four selected regions: 
 National Khomas Ohangwena Oshana Oshikoto 

learners 577 290 63701 87898 52007 57402 

schools (out of private)  1672 (101) 91 (28) 235 (3) 132(7) 188(5) 

classrooms  19460 1887 2735 1782 1949 

temporary classrooms (%) 2583 (13%) 145 (8%) 563(20%)  195(11%) 356(18%) 

schools with electricity 53,9% 95,6% 36,6% 56,8% 45,2% 

schools with water 72,3% 96,7% 55,7% 90,9% 74,5% 

Education Statistics 2008, Ministry of Education, Namibia (Ministry of Education, Namibia, 2009) 
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Khomas  is  the  central  region  in  which  the  capital  city,  Windhoek,  is  located.  At  

independence Khomas inherited a fairly good infrastructure with well equipped schools. 

However challenges in the region include disparities in facilities and learning outcomes 

between the former white schools and black schools, large class sizes and the lack of 

space for grade one entrants and infrastructure that is in dire need of renovations. 

Ohangwena, a rural region located on the border of Angola in the north, is the most 

populous region in the country. Challenges in Ohangwena include lack of infrastructure 

and  poor  learning  outcomes.  In  particular  there  is  lack  of  facilities  such  as  hostels  for  

senior secondary schools Many schools in Ohangwena are located in sandy and remote 

areas with no road network. Oshana region is the administrative centre of the north with 

Oshakati as its capital. The regional education offices of neighbouring Ohangwena and 

Oskikoto regions are located in Oshana region as well. Oshikoto region, apart from the 

town of Tsumeb is a rural region located in the former Ovamboland. Oshana and 

Oshikoto regions face similar challenges than Ohangwena although they have been 

slightly better off in terms of infrastructure. A challenge that has left the populous 

northern regions disadvantaged has been the way allocations have been made to 

regional education budgets. However there is an intention to introduce a per capita 

funding formula to allocate funds to education regions, which would better take in 

account  the  needs  of  large  and  populous  regions  than  the  formula  used  previously  to  

calculate the budget. 

4.3 The education and training sector improvement programme ETSIP 

Moving towards a SWAp and the education and training sector improvement 

programme has been a long process dating back to the time when the education sector 

was administered through several ministries. At the end of 1998, His Excellency 

President Sam Nujoma appointed a commission on education, training and culture to 

review progress made in the sector in the ten years since independence. The commission 

published a report with a number of recommendations including the merging of the 

ministries to one, improving the standards of education especially for mathematics, 

English and science, implementing a policy for early childhood education and 

reforming higher education (Government of the Republic of Namibia, 1999). On the 

basis of the recommendations of the presidential commission, the Ministry of Basic 

Education, Sports and Culture (MBESC) and the Ministry of Higher Education, 

Training and Employment Creation (MHETEC) developed their strategic plans. The 
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MBESEC entered into a sub-sector funding agreement with the Swedish International 

Development Agency (Sida), the Netherlands and the Department for International 

Development (UK, DFID) in 2000. Also the European Commission, which had been 

supporting the education sector through a project mode, expressed its interest in a 

sector-wide approach. Thus an education sector programme task force was established 

to prepare a funding proposal. During this process the education ministries harmonised 

their strategic plans and held joint reviews in 2002 and 2003. West argues that the main 

benefit of moving towards a SWAp was the increased cooperation and coordination 

between the two education ministries (West, 2004).  This cooperation indeed led to the 

merging of the ministries to one Ministry of Education in 2005.  

While the strategic plans were being developed by the two education ministries the 

cabinet invited the World Bank to undertake a study of its education, training and skills 

development system and to recommend how to transform it into a more effective tool 

for supporting the national development agenda. This analysis corresponded with and 

deepened the analysis of the presidential commission identifying key weaknesses such 

as poor quality and low learning outcomes, limited opportunities for post secondary 

education and training and inequality in the distribution of education outcomes and 

attainment.  A major message of the analysis was that the system was not meeting the 

demand of producing skills that meet current labour market demands (World Bank, 

2004).  

A World Bank consultant and experienced education specialist from Botswana, Mrs. 

Mmantsetsa Marope, was hired to lead the preparation process for a strategic plan based 

on the recommendations of the World Bank as well  as the presidential  commission. A 

planning process involving eight government ministries, more than 20 private and 

parastatal actors, representatives of civil society, teachers’ unions, and 13 international 

development partners took place and resulted in a 15-year sector strategic plan for 2005-

2020 and a five year medium term sector programme (Government of the Republic of 

Namibia, 2005; 2007b). Draft versions of the plans were discussed with stakeholders, 

including regional offices of education, teachers, members of school management, the 

teachers’ unions and members of regional governance. According to the World Bank 

the comments of stakeholders were incorporated as far as possible (World Bank, 2007). 

The first phase of ETSIP, ETSIP1, initially planned to be implemented during 2006-

2011 was later extended until the financial year of 2012-1013 to better include a 
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compact with the Millennium Challenge Account, the 10th European Development Fund 

cycle  and  the  timing  of  the  National  Development  Plans  (Ministry  of  Education,  

Namibia, 2010).  

The costing of the activities for the first phase of ETSIP added up to 2.4billion 

Namibian dollars. Total pledged support for ETSIP1 amounted however only to 

783million Namibian dollars, including 300million from the Government of Namibia, 

462 million from international development partners and 21million from private 

Namibian development partners. This amounted in a financial shortfall of 1,6billion 

Namibian dollars. The Ministry of Education however was involved in discussions to 

secure funding to amount for the financial shortfall and later entered into an agreement 

with the US funded Millennium Challenge Account, over 1,1billion Namibian dollars of 

funding for projects in line with ETSIP . The World Bank has supported ETSIP through 

two development policy loans. Other international development partners that have 

pledged aid for ETSIP include the United Nations, The European Commission, Sweden, 

the US, Luxemburg, Spain, the Netherlands, Germany and Finland. Although the 

intension was to harmonise donor procedures and channel all sector funding through the 

government’s budget this has not really happened but some donors, for example the 

Millennium Challenge Account, still chose to follow their own procedures, conditions 

and reporting mechanisms. 

ETSIP is a sector development and investment programme which consists of five 

strategic objectives, nine sub-programmes and several sub components. The strategic 

objectives are (i) quality/effectiveness, (ii) equity and access, (iii) development 

relevance and responsiveness, (iv) delivery capacity and management and (v) 

efficiency of resource mobilization and utilization. The sub-programmes are: early 

childhood development and pre-primary education, general education, vocational 

education and training, tertiary education and training, adult education and 

lifelong learning, HIV and aids, information and communication technology (ICT) 

in education, knowledge creation and innovation; and capacity development. 

Depending on the sub-programme the order of priorities in implementation of the 

strategic objectives differs. The largest sub-programme within ETSIP is general 

education amounting to 1,45billion Namibian dollars, more than half of the overall 

budget for ETSIP1. Some strategic policy choices that fall under the general education 

sub-programme include a policy on effective implementation of staffing norms, a policy 



29 

 

on provision and distribution of textbooks, a policy on per capita funding, a policy on 

teacher salaries and a policy on performance management (Government of the Republic 

of Namibia, 2005). Many of the policy choices aim at reducing costs and increasing 

effectiveness and have not necessarily been welcomed by all stakeholders. For example 

the Namibia National Teachers Union (NANTU) has expressed its concern over the 

intention to increase the learner teacher ratio from 35:1 to 40:1 at primary and from 30:1 

to 35:1 at secondary level and over changing conditions of employment of teachers 

(Namibian, 3.8.2007). 

Table 3. Budgetary allocations to ETSIP1 sub-programmes: 

 

Education and Training Sector Improvement Programme, ETSIP. Planning for A Learning Nation, 

Programme Document Phase One 2006-2011, p. 101 

ETSIP is managed by a programme coordinating committee under the chairmanship of 

the Permanent Secretary of the Ministry of Education. The ETSIP programme manager 

is responsible for coordinating the implementation of the sub-programmes while each 

sub-programme has its own programme manager. 

At the moment ETSIP1 is undergoing a series of reviews and preparations for the 

programming for ETSIP2 have started.  According to a newspaper article in The 

Namibian, the mid-term technical review of ETSIP in May 2011 showed both progress 

and  bottlenecks  with  the  programme.  The  review  showed  that  a  number  of  important  

policies, curriculum development, teachers’ training, commissioned studies, as well as 

the development of teaching materials have been completed. The Permanent Secretary 

for the Ministry of Education, Mr. Alfred Iilukena, gave an overall positive rating of the 

implementation of ETSIP1 but acknowledged that a challenge remains for the sector to 
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stick to the planned activities. In the same review, a World Bank consultant Mr. Yves 

Tencalla, attached to the programme since 2005, observed that the programme started 

with a bursting of activities but things slowed down during the years. According to his 

assessment the Ministry of Education lacked strategic thinking to make priority choices 

on programmatic items. This, according to Mr. Tencalla related to a weak accountability 

culture in the Ministry. (Namibian, 18.5.2011)  
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5 METHODOLOGY 

5.1 The methodological framework 

My  study  of  ownership  and  ETSIP  intends  to  qualitatively  narrate  a  micro  level  case  

study of development policy and practice. Olivier Sardan and Mosse call for a 

qualitative and ethnographic, micro-level approach to the study of development, aid 

policy and practice (2005; 2005). Although my study is an intention to this direction it 

is not an ethnographic study. My study is mainly based on interview data and the 

methodological viewpoint in my study is constructionist3,  thus I  look at  reality as it  is  

constructed through peoples’ perceptions, interpretations and actions. In constructivism 

the truth is understood as a consensus among informed and sophisticated constructors, 

not of correspondence with objective reality (Guba E. & Lincoln Y., 1989). Therefore I 

do not seek to evaluate which perception or view is closer to the truth but rather I want 

to construct a joint truth looking at common patterns but also differing views which all 

may influence action and in this case the outcomes of development policy. The reader 

should keep in mind that the findings of this study mainly represent views and 

perceptions on local level in education regions and therefore not an objective reality but 

reality as perceived through the lenses of the interviewees. The data was analysed using 

an inductive approach.3  

Conducting this research has been a process in which the research questions have 

changed and evolved and my understanding of the phenomenon has deepened 

throughout  the  phases  of  data  collection  as  well  as  analysis.  Thus  conducting  this  

research could be described like a cyclic, in contrast to a linear process: I have been 

moving back and forth. New data gathered has supported the previous data but on the 

other hand it has as well challenged some of my previous thinking and brought new 

ideas. Indeed Patton describes these as typical elements for qualitative research (Patton, 

2002).  

5.2 Data collection 

The data of my research consist of interviews, relevant newspaper articles and 

documents related to ETSIP collected during a field period in Namibia in May-October 

                                                

3 See Patton (Qualitative Research and Evaluation Methods. [3rd edition], 2002). 



32 

 

2010. The interviews were conducted in four regions: Khomas, Ohangwena, Oshana 

and Oshikoto and at the Ministry of Education Head Office. Because I wanted to 

interview education officials and principals during working hours I requested and 

received permission from Mr. Charles Kabanjani, undersecretary for formal education 

to conduct the study and interview the necessary officials4. 

I ended up conducting 13 thematic open ended interviews that were recorded and 

transcribed, two standardised open ended interviews sent by email and three brief 

informal discussions after which notes were taken. In total four regional directors or 

deputy directors, ten other regional education officials, two principals, one retired 

education officer and one official from the head office were interviewed5.  

The interviewees were purposefully selected so that I would have interviewees in 

different positions: principals, regional level education officials, regional directors and 

at the head office people directly involved with the donors and the policy process. At 

least four factors during the data collection process determined the number of interviews 

and which people I interviewed. Firstly I wanted to focus on relevant data: rather soon 

after starting the interviews I realised that principals in schools had little to say about 

ETSIP and in particular the issues I wanted to find out about. Therefore I interviewed 

only two principals although I had initially planned to interview more. On the other 

hand I realised that regional directors and deputy directors would have highly relevant 

information to share with me, due to their position and broad understanding of what is 

happening in their regions. This is why I decided to, in addition to the education 

officials and directors in the three regions I had initially intended to collect my data in, 

approach other regional directors and deputy directors of the other ten regions in 

Namibia by email sending my questions to them. Furthermore many of the interviewees 

I  talked  to  were  referring  me to  a  person  who was  now retired  but  had  been  working  

with ETSIP on national level and therefore I interviewed this retired education official 

who actually proved to be a very valuable source of data. Secondly I could not get hold 

of  all  people  I  wanted  to  interview:  only  one  of  the  additional  directors  I  had  sent  

questions by email responded to me and one person I wanted to interview at the head 

                                                

4 See appendix 1 and 2 for letter to request permission and for the permission granted. 

5 See appendix 3 for a list of dates when interviews were conducted. 
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office did not respond to my interview request at all. Thirdly I followed the principle of 

saturation: I continued as long as the interviews challenged my perception of the 

phenomena and added something new to the phenomena directing my questions in the 

next interviews. Eventually I could recognize similar patterns in the answers of different 

interviewees and decided that I had enough data.  Finally the interviews were conducted 

during a rather short period of time and if more time had been available possibly more 

interviews could have been conducted. On the other hand I later realized that it might 

have been insightful in addition to interviews to attend some workshops or conferences 

where ETSIP was on the agenda to obtain some observational data but when I realized 

this time did no longer allow me to do it.  

Thematic open ended interviews were conducted following the interview guide 

approach6. I made a list of topics and possible questions to be discussed. I arranged the 

interviews with the interviewees either by phone or meeting them in person, explaining 

the purpose of my study and giving them an introduction letter7. The specific questions 

depended on the position and expertise of the person I interviewed and the process of 

data collection. In addition to open ended question I also used some yes and no 

questions that were easy to answer to make the conversations flow. Plenty of learning 

took place during the data collection process; while at first I was asking many irrelevant 

questions my questions improved and later interviews were more specific and shorter. 

The interviews are not comparable to each other but rather one interview was a 

continuation to the previous one testing previous statements and views. Thus I could say 

the different interviewees were in dialogue with one another and all provided 

complementing insights into the topic researched.  

A standardised open ended interview8 with predetermined questions was sent by email 

to one interviewee who did not have time to meet in person and to the additional 

regional directors, out of whom however only one responded. It was interesting to 

obtain data that was written by the interviewee, rather than spoken. The answers were 

                                                

6 See Patton (Qualitative Research and Evaluation Methods. [3rd edition], 2002). 

7 See appendix 4 for the outline of themes discussed and appendix 5 for the introduction letter to 

interviewees. 

8 See appendix 6. 
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more specific and on the other hand the interviewees had been able to reflect on them 

for some time before answering, thus this kind of data complemented the thematic 

interviews done in person. Indeed I would have wished to receive more responses to the 

interview questions sent to regional directors. This might have required personal contact 

with the directors rather than just a request to respond to an interview by email.  

Informal discussions took place during the data collection period with some officials 

met, who were interested in my research and wanted to share their thoughts on ETSIP 

with me. These discussions were not planned in advance but I realised they would 

provide  information  relevant  to  my  research  and  therefore  I  made  notes  of  the  

discussions shortly after talking to the interviewees. The interviewees were asked for 

permission to do this and use their views as data in the research.  

I made a promise of confidentiality to the interviewees. Therefore the data gathered 

through interviews is reported without indicating the specific source just referring to the 

interviews  as  interview  A1,  A2,  B1  etc.  This  may  be  a  limitation  since  it  may  be  of  

significance to the reader to know who was saying what but on the other hand my aim is 

not to compare individual opinions or measure levels of ownership but rather conclude a 

general picture of national and local level ownership.   

In addition to the data collected through interviews I gathered a set of 20 newspaper 

articles in which ETSIP is discussed published in The Namibian, a private daily 

newspaper, during the period of 2006-20109. I analysed the articles looking for 

complementing  data  to  answer  my  research  questions.  The  articles  consist  of  twelve  

news stories and eight opinion pieces. The Namibian also publishes a readers’ forum 

where readers can sent text messages on various topics. I gathered 20 text messages 

related to ETSIP published on the readers’ forum during the same period (2006-2010). 

Furthermore  I  analysed  four  ETSIP  policy  documents10. In addition I used these 

documents as a source for background information.      

                                                

9 See appendix 7 for a list of the articles analysed. 

10 See appendix 7 for a list of documents analysed. 
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5.3 Analysis and the writing process 

Qualitative analysis, according to Patton (2002) tends to be inductive and holistic, 

context sensitive and reflexive. Inductive analysis means getting familiar with the 

details and specifics of the data to discover patterns, themes and interrelationships 

ending with a creative synthesis. The holistic perspective underlines understanding the 

phenomenon under  study  as  a  complex  system that  cannot  be  reduced  to  few discrete  

variables and linear relationships. I have pursued to use the strategy of inductive 

analysis keeping in mind also the tendencies of qualitative analysis towards the holistic 

perspective and context sensitivity. Reflexivity is attended by describing accurately the 

process of analysis. 

The analysis of the data started already during the field period: the previous interviews 

gave ideas that helped to construct patterns and hypotheses that could be tested in the 

next interviews. In addition I kept a field diary where I wrote downs notes of ideas and 

observations made during the data collection process. More systematic analysis begun 

with reading the data through after the interviews had been transcribed and all articles 

and  documents  printed.  First  I  read  through all  data  making  comments  where  I  noted  

anything that may be of significance to my research.  

While reading through the interviews several times, underlining and taking notes some 

patterns and topics started to emerge from the data. I decided to group responses under 

these different topics and patterns and then started systematically to search for responses 

related to the topics. This was done on power point slides. While doing this analysis I 

realized that my data followed some theoretical concepts, for instance the main 

theoretical definitions of ownership were present in the responses of my interviewees.    

The newspaper articles, opinion pieces and reader’s forum comments were analysed in a 

similar manner. To differentiate these responses from the interview data I kept them 

separate during the analysis however using the articles to confirm, contest or 

complement the findings made from the interviews.  

Additionally four ETSIP documents were analyzed to determine how ownership was 

understood and promoted in these documents. After reading the documents through, 

taking notes and making comments I used the find-tool to find and count all captions 
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with mention to ownership and related concepts in these documents11.  Based on this I  

analyzed the ownership discourse in the documents.  

The writing process had begun with a research proposal presented at a master’s thesis 

seminar in April 2010.  Using the research proposal as a basis to start from the writing 

process continued after I had returned from the field in October 2010. I used the book: 

Tutki ja kirjoita (Hirsjärvi, 2008), to guide me during the writing process. A 

presentation done at the master’s thesis seminar in April 2011 and the deadline set for it 

helped me to make progress. Plenty of constructive advice was presented at the seminar 

and in addition in discussions with my supervisor. This advice helped me to sharpen my 

focus and proceed with the writing. Most of the writing took place during June-August 

2011 and another deadline, starting a new job at the end of August finally helped me to 

complete the work. 

5.4 Trustworthiness and ethical concerns 

Lincoln and Guba (1985) argue that the criteria of reliability and validity conventionally 

used to measure trustworthiness of a research are not applicable for qualitative research 

and suggest transferability, dependability, conformability and credibility to be used as 

alternative criteria. My research is a qualitative case study focusing on describing and 

constructing a specific case of local ownership within the ETSIP policy in Namibia and 

findings cannot be directly generalised to apply in other similar settings. In order for the 

reader to make their judgments of the transferability of the findings I have pursued thick 

description of the findings and the methods used to produce those findings. Lincoln and 

Guba (1985) argue that dependability and conformability of the research can be 

established by an external auditor evaluating the credibility and coherence of the data. 

In  order  for  my  supervisor  to  be  able  to  do  this  I  have  been  trying  to  describe  the  

research process in detail. In addition I have kept systematic records of all data collected 

and the research process.  

Credibility of the research can be established through rigorous methods for field work 

and data analysis, the credibility of the researcher, and the philosophical belief in the 

value of qualitative inquiry (Patton, 2002). A number of interview techniques were used 

to collect data and also documented data was used to augment the data collected through 
                                                

11 See chapter 6.1 for outcomes of this analysis.  
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interviews; the recorded interviews were transcribed literally and also a field diary was 

kept to enhance credibility. The data was systematically analysed and the analysis 

process described rigorously to enhance credibility. A more intensive period of 

engagement on the field including observations and more interviews as well as a more 

experienced researcher with a better understanding and more experience in qualitative 

inquiry would have probably enhanced the credibility of the research. For example 

during the interviews I tried to keep my question neutral and my position objective but I 

realised that sometimes my questions were leading the interviewees’ answers to a 

certain  direction.  When  analysing  the  data  I  have  left  out  or  put  less  weight  to  such  

responses that may have been lead by my question.  

Although inexperienced as a researcher my previous experience of working for the 

Ministry of Education in Namibia brought along some advantages. I already had an 

understanding of the education system in Namibia and many contacts to Ministry 

officials which eased the access to relevant people, information and documents. 

Previous knowledge made it easier for me to understand the interviewees’ viewpoints 

and interpret the interviews.  I had the impression that officials interviewed at regional 

education offices felt quite comfortable talking to me and were eager to share their 

views and perceptions with me. Many of these officials indeed mentioned that it was 

important that their voice was heard by someone. Contacting officials at the head office 

and establishing a trustful relationship with them was much harder: one prospected 

interviewee did not respond to my request although numerous contact efforts and 

another one interviewed clearly felt a bit uncomfortable sharing own views during the 

interview but rather presented the official views of the Ministry. On the other hand this 

is very understandable; the persons more close to Ministry policy are likely to own the 

Ministry’s policy and stick to the official story rather than those more detached and far 

from policy-making. Interestingly, ownership or commitment to Ministry policy may 

mean less room for own ideas. 

In all research, ethical considerations should be taken in account. However, Lewin 

(1990) suggests that the moral and ethical dilemmas have a special character in a 

developing country context. Lewin (1990, pp. 191-214) asks the following questions, 

which also concerned my mind: 
- What business is it for the researcher to be there? – Curiosity? Self development? Academic 

qualification? Assistance with a problem? Invitation to contribute to a policy debate? 



38 

 

- What defenses are there to the charge that much research in developing countries on 

education is another kind of cultural imperialism where the spoils are the capture of data and 

the enhancement of status of the researcher in the world of international publication? Is the 

case any different for the outsider or insider with international career ambitions? 

Undoubtedly, I am the greatest beneficiary of this study and the study has provided me 

with lots of learning. However, I hope that the interviews were also insightful and 

interesting to the participants. Indeed a number of participants thanked me for talking to 

them and mentioned that the questions had actually facilitated them to start thinking 

more about the topic. On the other hand many participants hoped that their voice could 

be heard through this research. Obviously I couldn’t guarantee this to happen but I 

promised to distribute copies of the thesis to the Ministry of Education and to submit an 

article about the thesis to all participants by email. In order for the Namibian academic 

audience to get access to the study I will send a copy of the thesis to the University of 

Namibia  as  well.  In  order  to  be  able  to  share  the  thesis  with  the  Namibian  audience  I  

chose to write the thesis in English. 
-  Whose  side  is  the  researcher  on  –  who  has  the  researcher’s  sympathy?  How  far  is  the  

position taken really value free or value loaded? Which values? 

Obviously my previous experience of working in the Ministry of Education on regional 

level caused me to have sympathy to education officials in the regions. It was easy to 

understand their concerns and arguments. While recognizing my subjectivity I tried to 

approach the interviewees and the data with an open mind without being guided by any 

prejudices that I had formed on the matter.  
- Are there ties of familiarity and status which need to be guarded against – are we led to a 

problem by some informants to distract us from one of more significance to another group? 

Does the researcher’s status (high or low) prejudice their reception and the quality of the data 

collected? If so how? What safeguards can or should be employed? (Lewin 1990 pp. 191-214) 

Many informants mentioned problems that were caused by others or elsewhere such as 

lack of commitment by teachers or information sharing from the head office. It may be 

easier to blame others than recognize problems in one’s own practice. Many informants 

expressed their commitment to ETSIP but this might just have been because it was their 

job to be committed to the programme. The tendency to recognize fault in others as well 

as the tendency to exaggerate own intrest and commitment should be kept in mind when 

interpreting the findings. Therefore the findings should be seen as subjective windows 
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to reality. The researcher’s status and the reception I received on the field is already 

been discussed above in this chapter.   
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6 OWNERSHIP AND ETSIP 

6.1 The rhetoric of ownership in the ETSIP policy documents 

We all have to do our homework – is the main message of the public advocacy 

campaign launched to promote ETSIP. The campaign included the distribution of 

posters and flyers, a webpage and a radio programme to inform the public and essential 

stakeholders on the ETSIP programme. Posters and flyers were distributed among 

others to education offices and schools. The posters were designed as questions and 

interviewee D2 explained that the aim of the posters was to stimulate discussion and to 

challenge people to think of what needed to change rather than telling them what to do. 

This campaign indicates an effort to increase ownership of stakeholders, at least in the 

form of commitment, involvement and encouragement to make one’s own 

interpretations of what ought to change.  

           Figure 4. ETSIP poster campaign 

 

           (www.etsip.na) 

I analysed the main available documents pertaining to ETSIP to establish what kind of 

ownership discourse they represent12. Interestingly, ownership was mentioned several 

times in the World Bank programme document and it was central to the memorandum 

of understanding (MoU). However the word ownership wasn’t mentioned at all in the 

ETSIP strategic plan and only a few times in the ETSIP1 programme document. This 

                                                

12 World Bank Programme Document, Memorandum of Understanding, ETSIP Strategic Plan 2005-2020 

and ETSIP1 Programme Document (World Bank, 2007; Government of the Republic of Namibia, 2007a; 

Government of the Republic of Namibia, 2005; Government of the Republic of Namibia, 2007b) 
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may be partly explained by the different nature of the documents and the purpose they 

served. In the World Bank document the rhetoric of ownership was used for 

legitimising the Bank’s intervention and the MoU mentioned ownership to set 

normative standards or conditions for the different parties involved. The absence of the 

ownership talk in the ETSIP strategic plan and ETSIP1 programme document may 

indicate that ownership was already assumed to be there or that it was operationalised 

and replaced by more specific concepts of commitment, participation, capacity, 

accountability and leadership. On the other hand the absence of the ownership talk may 

mean that the issue of ownership was no longer considered important since the 

Government had already committed itself to the programme. This however would imply 

a rather narrow understanding of ownership as commitment to predetermined policy 

choices. The table below indicates the numbers of times the concepts relating to 

ownership were used in the analysed documents.   

Table 4. Ownership and related concepts mentioned it ETSIP programme documents 
 WB 

programme 
document 

MoU ETSIP strategic 
plan  

ETSIP1 

ownership 15 4 0 3 

commitment 5 7 0 4 

participation 11 9 8 18 

capacity 59 8 78 150 

accountability 8 6 10 19 

leadership 12 2 2 20 

The World Bank programme document emphasised that government ownership on 

political and technical levels was critical for the successful implementation of the 

programme. Apart from viewing ownership as a necessity for success the World Bank 

document outlined ownership as a measure of good governance and a condition to aid. 

According to the World Bank “improved ownership is changing Namibia’s 

implementation record” (World Bank, 2007, p. 11). Furthermore the Bank used the 

rationale of improving ownership to legitimise its intervention in Namibia. Ownership, 

in the World Bank programme document translated mainly to commitment implying a 

narrow understanding of the concept. The document drew a rather straightforward logic 
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of how inclusive consultation to ensure appreciation of, and support to, proposed policy 

reforms  would  translate  to  broad  based  ownership  of  the  programme.  Inclusive  

consultation, according to the Bank, further served to mitigate interest based resistance 

to proposed policy reforms. According to the Bank the comments of stakeholders had 

been incorporated in the programme documents as far as possible. These findings seem 

to confirm the criticism raised by Klees, Whitfield & Frazer among about the rather 

narrow understanding the World Bank has on ownership (2009; 2002).  

The memorandum of understanding between the Government of Namibia and 

international development partners set ownership both as a principle of cooperation and 

a normative condition to which all parties had to commit themselves. Section 5.1 of the 

MoU specified the conditions through which ownership ought to be achieved. The 

measures expected from the Government of Namibia included exercising leadership, 

responsibility, transparency, a consultative process to update ETSIP, strategic 

prioritisation and clear policy commitments. Development partners were expected to 

show ownership by increasing the alignment of their support to ETSIP objectives.  

Figure 5. MoU on ETSIP between the Government of Namibia and international development partners 
Section 5: General Commitments of the Participants 

5.1. Ownership 

5.1.1.The GRN will: 

5.1.1.1. Through Cabinet take responsibility for overall oversight and monitoring of the contribution o f 
the education and training sector to the actualization o f Vision 2030, and for the attainment o f the 
strategic goals o f National Development Plans. 

5.1.1.2. Intensify efforts to mobilize adequate domestic resources for ETSIP including the creation of an 
enabling environment for public, private sector, and community partnership. 

5.1.1.3. Lead a transparent and consultative process to update ETSIP and provide an operational, results-
oriented framework with clear policy commitments, improved costing and strategic prioritization o f sub-
programmes to support the achievement of the objectives o f ETSIP. 

5.1.1.4. When a development partner or other agency offers support for the education and training sector, 
propose the utilisation o f such support through the extension or earlier implementation o f activities 
already within the programme; should this not be possible, the GRN will table at a review meeting a 
proposal for an amendment to the programme to include the new assistance, provided that such 
amendment will be within the agreed strategic objectives o f ETSIP, feasible, and in accordance with 5.4 
o f this MoU. 

5.1.1.5. Inform the DPs o f any conditions or other factors that may put the successful implementation o f 
ETSIP at risk. 

5.1.2.The DPs will: 

5.1.2.1. Prepare joint responses to GRN, showing how their support will be aligned to ETSIP objectives. 

5.1.2.2. Increase alignment o f their support with in-country policy planning and review processes. 
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The ETSIP1 programme document mentioned ownership under two rather specific 

topics. First, ownership was mentioned under the information and communication 

technology sub-programme. To ensure ownership a bottom up approach would be used 

for reviewing and developing curriculum content relating to ICT and inviting teachers 

to participate in the curriculum development process. For the second time, ownership 

was mentioned in relation to the ETSIP public advocacy campaign. According to 

ETSIP1 “the programme needs to be taken to the Namibian nation to gain their full 

understanding and support and establish a sense of ownership” (Government of 

the Republic of Namibia, 2007b, p. 90).  Therefore a public advocacy campaign was 

needed. This implies a rather narrow understanding of ownership as understanding and 

support. In general the ownership rhetoric was used very little in the ETSIP1 document 

and no mention of ownership was made in the ETSIP strategic plan. However other 

related concepts such as participation, capacity, accountability and leadership were used 

frequently in these documents. This implies that issues related to ownership are of 

importance to ETSIP although the concept of ownership was understood narrowly. 

However the link of these issues to the realization of ownership was not made implicit 

and the documents lacked a comprehensive analysis on how to establish local 

ownership.  

6.2 From big plans to mixed feelings – voices in the media 

In order to understand ownership in the ETSIP documents as well as the views of 

education officials in a context I analysed 20 newspaper articles related to ETSIP and 20 

text messages in which ETSIP was mentioned published on a readers’ forum in the 

Namibian during October 2006 and May 2011. The following table outlines the main 

messages  of  the  news  stories  to  give  a  picture  on  how  the  ETSIP  policy  process  was  

presented in the media. The table shows a shift from big expectations to questioning and 

mixed feelings about the programme. After the appointment of the new Minister of 

Education the Ministry’s voice became clearly more critical.  

Table 5. News stories on ETSIP published in the Namibian during 2006-2011    
date article argument 

6/10/06 Cabinet approves 
education upgrade 
plan 

ETSIP plan approved by cabinet in 2005, a round table conference to 
secure funds had been held 

16/10/06 Education sector 
needs N$2,4 billion 

ETSIP plan discussed at an appraisal conference. The government 
had taken a N$200million loan from WB but N$2,4billion were 
needed in total 
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25/06/07 Education revamp 
project on track 

ETSIP review conference held, plenty of activities had been started  

03/08/07 Teachers reject 
ETSIP plan 

Teachers’ union dissatisfied with ETSIP and felt they hadn’t been 
negotiated with 

14/10/08 Education 
programme on track 
but... 

An ETSIP review conference held, according to ETSIP manager 
political and public understanding of ETSIP goals had grown and the 
programme was on track but decisions needed to be made soon to 
keep making progress 

17/09/09 It’s ready, steady, 
go! for MCA funds 

The Millennium Challenge Account would fund  ETSIP  with  a  
significant N$1billion contribution through project mode 

30/04/10 ETSIP project 
showing results 

Deputy Education Minister as well as EU ambassador praised ETSIP 
for positive results at a review conference 

22/07/10 Govt renews ETSIP 
agreement 

MOU with donors renewed. EU ambassador praised ETSIP for 
engagement with civil society and private-sector as she saw this as a 
step towards broad consultations and more inclusiveness. 

23/09/10 Education gets 
multi-million tool 

Ministry of Finance signed an agreement with the World Bank over a 
loan. Deputy Minister of Finance noted government’s concern that 
repayments terms were expensive. 

09/12/10 ETSIP a concern to 
Iyambo 

Newly appointed Education Minister concerned that the ETSIP 
programme will collapse due to incomplete management. 

27/04/11 Education Minister 
promises 
turnaround 

Education Minister called for a change of mind-set, for commitment 
and accountability. 

18/05/11 ETSIP gets mixed 
progress review 

ETSIP review conference presented both progress and bottlenecks. 
Permanent secretary claimed there had been plenty of back and forth 
in activities. A World Bank consultant claimed the education 
Ministry lacked clear strategic thinking and there was a weak 
accountability culture in the Ministry.    

The word ownership was mentioned in the article about the teachers union rejecting the 

ETSIP plan. According to the union representative the Ministry of Education wanted 

teachers to take ownership of ETSIP which they did not agree with. This would imply a 

rather narrow understanding from the Ministry’s side of ownership as commitment to 

predetermined policy choices. The teacher’s union representative further argued that 

consultation  was  not  the  same as  negotiation  and  although the  Ministry  was  ready  for  

more  consultation  this  did  not  satisfy  the  teacher’s  union,  which  wanted  to  have  

influence over the outcomes of negotiation. Other references to ownership related 

concepts in the news articles include a call for more commitment and accountability, 

and mentioned as achievements, an increased political and public understanding and a 

move towards broader consultations. 

The opinion pieces and readers forum text messages provide a more critical message 

which is obvious considering their purpose. Ownership was mentioned in only one 

opinion piece in which the writer urged the Ministry of Education to stop blaming 
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history and start taking ownership of the problems through more accountability, better 

management and accepting responsibility. Although the word ownership was not 

mentioned in the other opinion pieces, their writers raised issues related to ownership. 

Four writers were concerned with lack of consultation with stakeholders and the high 

input of consultants in ETSIP which made the plan look good on paper but resulted in 

poor implementation. “Stakeholders have rejected most of ETSIP. This is a sign of lack 

of consultation with teachers who are supposed to be drivers of it” (readers’ forum text 

message 24/8/2007). Eight writers criticized the content of the ETSIP plan and its 

implementation.  ETSIP  was  criticised  for  being  overambitious,  complicated  and  time  

consuming. Examples were given of teachers frequently attending lengthy workshops 

and learners without teachers in classrooms and of teachers spending plenty of time on 

filing and paperwork rather than planning their lessons. Concerns were raised about 

issues not receiving enough attention in ETSIP. A writer pointed out the need to make 

the ETSIP goals and objectives more clear and the plan more comprehensible and he 

suggested that even public officials were not clear about its content. Another writer 

pointed out that the focus simply needed to be on quality education:  

ETSIP: Ambitious, long and complicated. It will take the Minister and a 20-week radio 

programme to explain what it is. But despite all the high inflated adjectives, the message is 

simply quality education for all. Nahas [Angula, Prime Minister] championed this cause 

before and soon after Independence. Sad that despite all the resources and the goodwill, a 

dismal failure it has been. What we need is not necessarily ETSIP, but schools committed to 

results (readers forum text message 1.7.2008).  

Furthermore four writers called for more responsibility and accountability and better 

management and leadership.  Two writers recognised the need for action from civil 

society and stakeholders to demand for better accountability and management.  
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7 EDUCATION OFFICIALS’ PERCEPTIONS OF OWNERSHIP AND ETSIP  

The 18 interviews and discussions with the education officials at mainly regional but 

also national level deepened my understanding of ownership in relation to ETSIP. The 

following chapter presents the main findings from the interviews and discussions with 

education officials.   

7.1 Whose ETSIP? 

7.1.1 It’s us who will be driving that one 

When talking about the ETSIP in general the interviewees used predominantly active, I 

and we, language considering themselves as subjects or actors in the ETSIP. Comments 

such  as  “our  plan,  our  Ministry,  we  are  trying,  we  managed,  we  want  a  change”  and  

“it’s a driving force for us to achieve Vision 2030”; are examples of such language 

indicating a sense of commitment to ETSIP. Interviewee C2 explained this further: 

“We, the people. Because it must be ours. Because if you don’t have the people on the 

ground. Even if you have the funds you will not bring anything.”  

However  the  interviewees  also  talked  giving  the  role  of  the  subject  to  someone  else,  

referring to them as actors. This related in particular to influence over decision-making 

and control over resources in ETSIP. The active role in those cases was most often 

given to the Ministry of Education head office referring to “them controlling the 

money” and “them thinking only they are in a capacity to doing things”. Some 

interviewees expressed their concern over a top down approach to policy-making: “I am 

a little bit touched in the sense that at high level people come up with policies not 

considering what is happening on the ground level” (interviewee B3). 

7.1.2 We have namibianised it 

Different interpretations were given on how and why and by whose initiative the ETSIP 

was initiated. One interviewee noted the perception that ETSIP was a foreign concept: 

“Many people say this ETSIP, it is a borrowed aspect from the west and then people just 

want to use it” (interview B3). Another interviewee said that, despite the fact that there 

was some foreign influence, “we have namibianised it” (interview D1).  

Overall the understanding was that ETSIP was a strategic set of goals and planned 

actions based on a joint vision and findings from research. In particular the interviewees 
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mentioned Vision 2030 as the rationale for ETSIP. Many interviewees considered the 

involvement of the Ministry of Education as central while others noted the involvement 

and commitment of the government on the highest level including the president, cabinet 

and senior ministers. It was further recognized that the World Bank in particular and 

also other donors were involved in the conception and design of the programme. Some 

interviewees suggested that ETSIP was needed to plead support from donors. It was 

also mentioned that a range of stakeholders from traditional leaders to the business 

community had been involved. However the majority of interviewees seemed to lack 

clarity on details about how the ETSIP had been designed, who had been involved and 

whether there had been any involvement from the education regions at the planning 

stage.   

Figure 6. Who and what contributed to initiating ETSIP? Perceptions of the interviewees: 

 

One interviewee who was well aware of the process that lead to ETSIP, described 

World Bank involvement at first as rather controversial since people had been well 

aware of problems related to World Bank proposed reforms such as structural 

adjustment and therefore had been very cautious. According to the interviewee there 

had been a feeling among senior ministers in the government that something needed to 

be done but people in education seemed to have been lacking a drive to come up with 

ideas. Therefore the government had decided to involve the World Bank. The advantage 

of involving the Bank was that they had been straightforward and direct in pointing out 

what needed to be done unlike other donors that according to the interviewee were too 
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polite. The interviewee noted that not everything proposed by the Bank was accepted 

and that the Bank did not just tell what to do but engaged in a dialogue pointing out the 

problems and challenging Namibian people to think what needed to be done.  

It was a dialogue, but I would say it was at a certain level. It didn’t involve many people from 

regional  level  for  instance.  But  it  was  a  very  intense  dialogue  and  a  kind  of  very  frank  

exchange so if the Namibian group said we want to say this and that the Bank would say no 

it's not really going to work, you haven’t worked this out properly and your plans are not 

properly done. And one of the weaknesses in the education system which I think we became 

aware of is simply people didn’t have many planning skills (interview D2). 

7.1.3 There are strings attached 

Namibia, unlike many other developing countries is not dependent on aid which makes 

its case rather unique. This obviously gives the government control over the choice of 

development policy options. Interviewee D2 gave an example of a previous USAID 

project in which the government had told the donor to get lost when the donor had 

wanted to prescribe its views. However many interviewees seemed to consider donor 

funding an irreplaceable and necessary source of government income and expressed 

their concern about the fact that Namibia had been classified as an upper middle income 

country and would therefore no longer qualify for donor funding in the future. No ideas 

on alternatives to donor funding were suggested. 

Many interviewees noted that working with donors meant there were strings attached to 

the funding they would give. One interviewee rather critically narrated his view on 

ownership and conditionality:  

You see we are an African country, very aware of the importance of education and also very 

aware of our inability to generate funds. Because of all those historical factors. Now if you 

want to improve the system you are desperate to take anything, now you call in people saying 

we are busy shaping our education system can you help us. And these people say: let’s look at 

what you have. And they say yes we can help you but we want you to put A B, C and D in 

place. And they set the terms.  Now you tell me, who is in the driving seat maybe in that case? 

(interview A1)  

On the other hand it was noted that donors had changed their approach and currently 

considered local needs better and had less conditions than before. One interviewee 

noted that the few conditions donors set currently, such as good governance, were in the 

interest of the Namibian people as well.  
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The sector-wide approach was welcomed by most interviewees and it was noted that 

since ETSIP, budget allocations to the Ministry of Education had increased and it was 

felt that sitting with all donors around one table brought advantages:   

You can see the donor system, how we get money and some other help from the donors so that 

we are not linked to some demands, it’s working better now than before. Because of ETSIP. 

Because the Ministry is on one side, people representing are there, and the business 

community are there. Looks like they are looking at the whole big picture of education, 

looking at it as a whole so that at least we can get somewhere better than before. So I can see 

the idea of ETSIP working better (interview A4).  

On the other hand one interviewee noted that a sector-wide approach was a means by 

donors to increase their influence over policy decisions: “Look, the sector-wide 

approach is the means by which development partners buy seat at the table where policy 

is discussed. That’s really what it's about” (interview D2).  

While donors urged the government to take ownership of its sector programme there 

seemed to be some difficulties with donors taking ownership of it themselves. Many 

interviewees expressed their concern about the unpredictability of donor payments 

which made activity scheduling difficult and caused delays to planned activities.  

7.2 What is owned in ETSIP? 

The  interviewees  described  ETSIP  as  a  strategic  set  of  goals  based  on  a  joint  vision.  

One interviewee pointed out the importance of strategic thinking and mentioned that 

ETSIP indeed was intended as the lead strategy of the Ministry.  

It  is  the  strategic  plan.  And as  far  as  I’m concerned it  is  the  most  important  strategic  plan...  

The question is really what vision people have. Strategic plans are important if they give 

people an idea of what needs to be done. Some idea in their head of what are the priorities. 

What you call it doesn’t matter much after that. (interview D2). 

However during the research process, I came to realise that there was confusion about 

the role of ETSIP. The confusion related to the news that the Ministry of Education had 

recently established a working group to prepare for a strategic plan. This came as a 

surprise too many since ETSIP had been considered a strategic plan: education officials 

had been required to align their plans to ETSIP strategic objectives and to use ETSIP as 

a guiding document for any planning. Therefore many officials were puzzled by the 

recent preparations for another strategic plan. Four of my interviewees mentioned that 

they had thought ETSIP was a strategic plan but then had been told that this was not the 
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case. Some interviewees thought ETSIP was a strategic plan and others referred to 

ETSIP as a programme or action plan.  

I think until last term all of us or many people thought ETSIP was a what, a strategic plan for 

the Ministry. - It was only clarified its actually not. It’s just a programme within the Ministry 

and it’s not a Ministry strategic plan. So far the Ministry does not have one but they are now 

busy formulating one for the Ministry. (Laughing, interview C3). 

A Ministry of Education representative explained to me that the ETSIP was a sector 

strategic plan and but not a strategic plan for the Ministry of Education and therefore the 

Ministry needed its own strategic plan. However the preparation of a new strategic plan 

poses some questions about government ownership to ETSIP. What is the role of ETSIP 

if there will be another strategic plan in place? What will happen to local ownership if 

different plans and programmes are introduced without certainty about a long term 

strategy?  

One interviewee described the issue of preparing a new strategic plan as “nonsense” and 

he attributed this to politics, a change of personalities and lack of understanding of what 

a strategic plan was. A new Minister of Education, a new Deputy Minister and a new 

Permanent Secretary had been appointed and it might have caused the change in 

direction. 

No this is just nonsense. There is too much nonsense going on....So I’m not too bothered about 

people saying there is another strategic plan around, to have another strategic plan you must 

first have a concept. (interview D2) 

7.3 What is understood with ownership? 

The elements of ownership as commitment, participation and control were all found in 

the  views  of  the  interviewees.  On  the  other  hand  it  was  recognized  that,  prior  to  

ownership, there had to be an understanding and awareness of the issue.  People could 

obviously not own something they didn’t know anything about. One interviewee 

suggested that ownership was a buzzword which did not mean anything in practice:  

Most of the time, this is again consultation for the sake of consultation just for somebody to 

say that so many people were consulted and blablabla… We are putting up a big show, we are 

not honest with ourselves, that’s the big problem. We already take a big decision and say we 

ought to push through this one (interview A1). 



51 

 

Figure 7. Ownership as commitment, participation and control 

7.3.1 Understanding and commitment  

Ownership is an aspect where we want people to say yes, ETSIP is a means of us achieving 

the ideals of 2030. They should not see it as something that is down there, they should see it as 

something that is within us and that drives us there. So if you don’t own that understanding 

then you obviously don’t commit yourself to it (interview B1).  

Importance was placed on awareness and commitment, aspects of the narrow ownership 

definition. However one interviewee recognized that ownership might be a too broad 

term to use when referring to these aspects and it might be more purposeful to talk 

about the need for “a proper understanding”. A number of aspects in individual 

motivation that needed to be strengthened in order to create understanding and 

commitment to ETSIP were mentioned including:  

 a positive attitude and readiness for change 

 intrest in reading 

 willingness to put effort in finding out 

 awareness of the national direction 

It was mentioned that there were plenty of challenges to ownership on this level 

including fear of change, negative attitudes and a mindset of people hesitant to 

accepting change. Interviewees mentioned the need for awareness raising and 

sensitization of teachers and principals in particular as necessary.  

7.3.2 Participation and involvement 

Ownership means people use the programme knowing exactly what the programme was 

designed for and for them to know this is what we have to do, and we agree this is the right 

programme for our education system and we believe the programme is good. We are willing 

awareness commitment participation control

ownership  

accountability 
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to apply it and it is us who also made some changes to this. So that’s what I mean, I believe 

what is meant with ownership. So when you like something you agree that it is the right 

programme and you participate in decision-making or whatever is related to that programme. 

You own it, you are not going to say I hate that bad programme, I don’t like it (interview B2). 

Participation in decision-making and planning of the programme was considered to be 

crucial for ownership to be in place. Broad involvement of stakeholders in the education 

sector including parents, teachers, school principals, advisory teachers, education 

planners, directors and people from human resource was perceived important.  

Interviewees mentioned the need for more and deeper consultation and dialogue. This 

dialogue would require a bottom-up approach of listening and considering local needs. 

There was a further need to develop a culture of feedback and reporting to empower 

people to make informed decisions. Unclarity on the availability of funding for example 

would make participation very difficult. Information sharing was therefore again 

recognised as a precondition to ownership. 

7.3.3 Responsibility and accountability 

Ownership of responsibility and accountability on all levels...It’s not something out there 

managed by someone out there but by everybody (interview D1). 

A number of interviewees linked ownership with a sense of responsibility and 

accountability to carry out entrusted duties. Some interviewees were concerned about 

the lack of accountability within Ministry staff and welcomed ETSIP initiatives such as 

the national standards as ways to enforce accountability. On the other hand it was 

mentioned that being accountable requires the control over resources and decisions:   

For everyone involved to take ownership of the job that is entrusted to carry out. For example 

me as an inspector. I should be accountable for whatever is happening. But taking ownership 

also probably goes again having your own resources and not depend on funding or what 

(interview C3). 

7.3.4 Capacity, capability and control 

 I think ownership is linked to capacity and capability to carry out activities related to 

ETSIP.....Yes, we can take ownership of activities in the region, provided that resources, funds 

specifically allocated to ETSIP activities, are really transferred to regions (interview E1). 

Ultimately,  ownership  was  perceived  to  relate  to  control  over  the  process  of  planning  

and implementation of ETSIP. Ownership, in this broad sense would require capacity, 
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the skills of planning, management and implementation; and capability, the control over 

resources and decision-making.  

A  broad  definition  of  ownership  as  control  would  need  to  include  the  aspects  of  

understanding, commitment, participation, involvement, responsibility and 

accountability as well as those of capacity and capability. As interviewee D2 illustrated: 

“capacity starts with people knowing what they want and having made those decisions 

themselves.”  

7.4 Who is in the driver’s seat?  

While analysing the interviewees perceptions on ownership to ETSIP three main 

messages  emerged:  firstly,  on  regional  level  there  was  commitment  towards  ETSIP  

goals in principle and a strong desire to change and improve the education system. This 

implies  that  ownership  in  its  narrow  sense  was  there.  Secondly  the  process  of  

developing ETSIP had not sufficiently involved regional level participation and thirdly 

there was little control on regional level about the implementation of ETSIP, in 

particular little control on the use of funds. This implies that ownership in its broad 

sense was weakly realised on regional level.  

I kept wondering what good commitment in principle would bring unless regional level 

implementers of ETSIP would also have control over planning and implementing the 

programme.  There was indeed a danger in this case that commitment in principle would 

not translate to practical commitment but rather to frustration and disappointment over 

lack  of  control  in  the  decision-making  process.  Examples  of  this  frustration  could  be  

noted during spontaneous and informal discussions with interviewees: after I had 

mentioned I was doing research on ETSIP many wanted to voice out their complaints 

about the programme.  

7.4.1 We are all working towards a goal  

In principle the interviewees expressed their commitment towards ETSIP goals and 

objectives and perceived ETSIP as a necessary programme. There seemed to be a 

genuine desire to change and improve the education system. A number of ETSIP 

activities such as the implementation of national standards, the introduction of pre-

primary education and the provision of more textbooks were perceived as positive 

achievements of the programme. A number of positive changes had been observed in 
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the working culture after the implementation of ETSIP: in particular there seemed to be 

more dialogue and better accountability now. Furthermore capacity building, the 

empowering of teachers and getting people to think strategically about what needed to 

change were considered as positive changes.  

However a number of interviewees indicated their concerns about the practical 

implementation  of  ETSIP.  Although  good  in  principle  ETSIP  was  perceived  as  

overambitious and top heavy with good ideas that could not be realistically 

implemented in the given timeframe and with the available budget. Interestingly none of 

the interviewees questioned their own commitment but many still mentioned the need 

for fostering commitment especially among people lower in the hierarchy: “The 

challenge is still how do you change the attitude of teachers to correctly implement 

changes that are brought about ETSIP” (interview B1).  Many interviewees were 

concerned  about  the  lack  of  understanding  of  teachers  and  principals  on  ETSIP.  One  

principal admitted that she doesn’t really understand the programme and she wasn’t 

really familiar with it. She argued that the programme had not been very well addressed 

to the people. 

In principle commitment was there on regional level but more needed to be done to 

involve teachers and principals in schools and develop their understanding on ETSIP. 

However could commitment in principle be translated to commitment in practice if 

there was little involvement in planning and control over implementation?  

7.4.2 We were tabled with a product 

Regional and local level ownership as control over planning and reviewing of ETSIP 

and influence over its content was perceived rather weak.  The majority of interviewees 

felt they, or other regional level representatives, had not been sufficiently involved in 

the ETSIP planning process. Only four of the thirteen interviewees interviewed on 

regional level and with whom the topic was discussed felt they had been consulted and 

involved in planning the ETSIP on some level. In general it was unclear who had been 

involved in the ETSIP planning process and what kind of regional involvement there 

had been. Most interviewees however assumed that at least regional directors had been 

involved but this could not be confirmed as none of the regional directors interviewed 

was  a  director  at  the  time  when  ETSIP  was  planned.  A  deputy  director  described  the  

introduction of ETSIP as a cold shower after a sauna and continued that initially there 
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had been no ownership at all since regions had had no influence on the programme 

content.    

Those interviewees who felt they had been involved in planning ETSIP mentioned they 

had been given draft documents to read or they had been involved in planning some 

ETSIP activities, for example the national standards. Those interviewees who felt they 

had been involved in the planning of ETSIP also talked much more positively about the 

programme. This is a clear indication of the importance on broad involvement. On the 

other hand interviewees felt they had been brought in at a stage when major decisions 

had already been made and interviewees were also concerned about their input not 

being considered.   

We were just brought in at a later stage once they have already finished all the discussions and 

yeah…. the mere fact that we were not involved right from the word go set a scene for what 

kind of an approach is this which is more of a top down approach. (interview B1).  

Although there had been little influence on regional level in the initial ETSIP planning 

process the interviewees mentioned that the ETSIP had contributed to enhanced 

collaboration and dialogue. For example national conferences on education funded 

through ETSIP and meetings of inspectors had enabled regional level officials to 

participate in reviewing and planning of education policy.  

Interviewees mentioned that regions were involved in planning their own ETSIP 

activities. However due to lack of control over the resources and funding these regional 

plans could often not be realised. A number of interviewees described examples of 

activities they had planned but which could then not be realised. This not only caused 

frustration and de-motivation but also had been consuming time and resources. 

The interviewees called for more strategic thinking and in-depth analysis in the 

planning  and  review  process  of  ETSIP.   A  regional  director  who  had  been  present  at  

ETSIP reviews felt that more time was needed for genuine engagement and critical and 

strategic discussions on the way forward rather than just presentations on what had been 

done. 

The general sense was that much more involvement was necessary in all stages and on 

all levels of planning and reviewing ETSIP. Local interests, needs and challenges 

needed to be considered more in detail when making policies. Many interviewees 

expressed their interest in being more involved in ETSIP planning and decision-making. 
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Interviewees further mentioned that not only regional level officials but in particular 

teachers and principals in schools ought to be involved. Local engagement, initiative, 

flexibility and courage within a framework of a common strategy would be needed to 

bring about change. However local and regional level involvement in planning could 

only  be  sensible  when  there  was  control  over  the  outcomes  of  the  plans.  This  would  

require regions having the control over the use of resources.  

7.4.3 Not that much control 

“I do not think we have a problem with commitment; the problem comes in when 

resources are lacking to carry out activities or implement our plans” (interview E1). 

During the research process it became clear to me that a major concern of regional 

education  officials  in  the  implementation  of  the  ETSIP  was  lack  of  control  on  the  

regional  level  over  decision-making  and  the  use  of  resources.  ETSIP  funding  was  

administered centrally with regions having to make submissions and wait for approval 

from the head office. This caused uncertainty in planning in the regions, delays in 

payments and cancellations of planned activities. Although a certain sum would be 

allocated to a region on paper the process of approving proposals through the director of 

programmes and quality assurance at the head office in Windhoek and the processing of 

payments after that  took so much time that all  money allocated annually could not be 

used.   

We had plans, we had meetings, we had proposals and suggestions sent to the head office. 

When our director is going to sit in that meeting to bring what we are suggesting not always 

all these things are followed. So I don’t know when all this will be maybe easier but that is our 

wish but we are not there yet .The whole thing is the resources I think; the money, the budget. 

Because you plan everything but it gets back to the money story, that money is not there. But 

to me I can see we have money but the problem is the priority, how to prioritise this. Because 

sometimes  at  the  end  of  the  year  the  Ministry  is  sending  back  money  that  was  not  used  

(interview A4).  

Often there was lack of information on why funds could not be channelled to the 

planned activities and many interviewees emphasised the need for enhanced 

transparency and information sharing.  

I put schools there to receive 11 libraries or 4 classrooms and I inform those colleagues that 

don’t worry, ETSIP money is coming and then now ETSIP money never comes. These 

colleagues will look at me as if I’m lying to them so, so therefore I need info there to tell them 

this money did not come because of A-B-C. (interview A3)  
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Ownership, if understood broadly as the control over the process of planning and 

implementation was obviously rather weak on regional level. The interviewees were 

very clear about their position that regions needed to have influence in decision-making 

and control over the finances:  

Regions need more insight and decision-making power to implement ETSIP activities and 

should have the funds at their disposal for these activities. Guidelines are clear, why still keep 

all the decision-making power at central level? (interview E1)  

Many interviewees were looking forward to the decentralisation process moving ahead 

and giving more control to regions. Partly the education budget had been decentralised 

already and plans were there for the ETSIP budget to be decentralised to regional 

councils as well.   

7.5 We all want a change 

It is not necessarily ownership just attached to ETSIP as a programme but whatever you do in 

education you have to except your responsibility and accountability at all levels (interview 

D1). 

Although my intention was to establish how ownership relates to ETSIP in particular I 

realized that the issue was not specifically ownership to ETSIP but ownership in general 

to one’s own work. Is ownership a matter of individual commitment or an issue of 

organizational development? In the quote above interviewee D1 referred to ownership 

as an individual attribute. On the other hand, related to ownership, many interviewees 

raised  issues  in  the  working  culture  and  structures  of  the  Ministry  that  needed  to  be  

developed. I refer to these development needs as characters of an enabling environment 

for local ownership. Interviewees mentioned the primary need for more information, for 

better communication and sharing of knowledge. There was a need for clarity on 

strategy, plans, goals and timelines. Many interviewees called for more responsibility 

and accountability but on the other hand for trust in the capacity of others. Dynamic 

teamwork and collaboration would be needed as well as leadership and strategic 

thinking. Policies and plans should be made with broad stakeholder involvement in all 

phases of planning and reviewed through critical dialogue and debate. In particular 

teachers, principals, parents and communities ought to be involved. Furthermore the 

interviewees mentioned the need for considering local circumstances and allowing for 

flexible solutions and local initiative. However most importantly an enabling 

environment for local ownership would require that control over decision-making and 
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the use of resources was localised at least to the regional level. The following figure 

illustrates the elements of an enabling environment for local ownership. 

Figure 8. Elements of an enabling environment for local ownership 
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8 THEORY OF OWNERSHIP AND THE CASE OF ETSIP 

8.1 Driving but where  

The unclarity about the role of ETSIP in relation to the new strategic plan for the 

Ministry of Education raises questions about ownership and ETSIP. What will be the 

role  of  ETSIP  once  the  new  strategic  plan  is  in  place?  Whose  ownership  was  ETSIP  

developed with, in the first place if it cannot serve as a strategy anymore? What purpose 

does the ownership rhetoric serve in ETSIP? What else is needed than ownership? 

First of all the development of a new strategic plan highlights that ownership has to be 

understood in context, in a contested environment that is bound to change rather than 

static. Castel-Branco argues that ownership is contested power and there are conflicts, 

compromises  and  alliances  that  change  over  time.  Therefore  rational  models  of  

ownership become problematic. Even if formally the government exerts ownership, it 

does so in a contested environment which is not fully controlled by it (Castel-Branco, 

2008). ETSIP was developed some years ago with different people in office, with their 

input, their perceptions and their interests in mind. It is possible that the new Minister 

and  Deputy  Minister  of  Education  as  well  as  Permanent  Secretary  for  the  Ministry  of  

Education had a different vision and wanted to own something else than ETSIP. Indeed 

as Gould et.al note sector wide approaches are vulnerable to changes in the balance of 

power (Gould;Takala;& Nokkala, 1998). Obviously it might be challenging to maintain 

public popularity of a 15-year long programme which cannot please everyone or run as 

smoothly as intended. After the ETSIP was introduced with high expectations criticism 

in the public and doubts over the effectiveness of ETSIP have increased. This 

underlines the argument that national ownership is a vague concept and obviously no 

such actor as a nation with one common consensus on best strategy may exist. Even if 

there was a common consensus at one time this consensus was bound to change over 

time as circumstances and leaders change. Therefore ETSIP needs to be understood as a 

product of its time and in a continuum of numerous efforts to improve the education 

sector in Namibia, as part of a political contest of ideas rather than an isolated technical 

initiative.  

It seems that development partners’ assumptions of ownership do not take into account 

the dynamic and contested nature of ownership. The World Bank (2003) suggests that 

national ownership ought to be strengthened through government leadership and a 
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technical act of broad inclusive consultation with stakeholders.  Faust argues that the 

assumption of creating ownership through an inclusive participatory process is 

simplistic and undermines the fact that decision-making requires a political contest of 

interests and priorities. According to Faust, rather than aiming for ownership focus 

should be on enhancing transparency in the decision-making process (2010). In the 

Namibian case this may apply as well. There seemed to be plenty of unclarity on how 

and with whose input the ETSIP programme was developed and whether its purpose 

was to be a strategic plan or something else. Aiming at national ownership in this case 

may be overambitious and therefore it might be more appropriate to aim at better 

transparency in the decision-making process.  

It is possible that the ownership and commitment talk in ETSIP served to please donors 

and the government utilised it playing with the ownership game as suggested by 

Whitfield and Frazer (2009). It seems that the promotion of the rhetoric of ownership in 

ETSIP was done in accordance with current donor policies on enhancing aid 

effectiveness. The need for a new strategic plan for the Ministry of Education might 

have been an indication that national ownership to ETSIP was poorly realised in the 

first place. The purpose of the ownership rhetoric might have been to satisfy the donor’s 

interests without considering the mechanisms in which national and local ownership is 

build.  

On the other hand it might be that unclarity about strategy is not a determinant of lack 

of ownership but a lack of capacity in terms of strategic thinking and planning. 

Ownership without the capacity for planning and implementation would obviously not 

lead to desired results. Smith suggest that building capacity is indeed more crucial that 

strengthening ownership (2005). He argues that sector-wide approaches intended to 

make funding more efficient and increase local ownership may actually stretch limited 

capacity. Wright gives an example of Ghana where the educational strategic plan 

through the SWAp made the government unable to respond in a flexible and inclusive 

way to the complexities of the sector (2008). West outlines the necessity of institutional 

capacity development and he points out that there has been a challenge of training 

individuals, who however leave their positions, and therefore capacity gets lost. On the 

other hand West notes that plenty of learning and capacity development had taken place 

during the SWAp process in the Namibian education sector (West, 2004). Despite the 

learning in the previous years, lack of capacity seemed to remain a concern in the 
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Namibian education sector. A World Bank consultant interviewed in the Namibian 

(Namibian, 18.5.2011) suggested that the Ministry of Education lacked capacity for 

strategic thinking and prioritisation. The need for strategic thinking and prioritisation 

was also mentioned by many of my interviewees. On the other hand capacity cannot be 

tested or developed as long as ownership as control over the process of planning and 

implementation is poorly realised.  

8.2 Ownership without control  

There was a feeling that the ETSIP had been prepared with insufficient influence and 

involvement of local and regional level stakeholders. Lack of control on regional level 

over the implementation of ETSIP and in particular financial resources led to 

uncertainty, delays and cancellations in plans and therefore obviously to frustration and 

de-motivation. This confirms the notion by Whitfield and Frazer who consider the 

narrow definition of ownership as commitment insufficient when looking at the politics 

of aid and power (2009). Indeed it becomes insightful to consider the broader definition 

of ownership as control over the process and outcome of choosing policies when 

looking at the practical implementation of ETSIP at local level.  

Moore et.al. define ownership broadly in line with Whitfield’s and Frazer’s broad 

understanding of ownership. In the broad sense ownership was rather weakly realised 

on local level. (1996) First, according to Moore et.al, ownership refers to the extent of 

influence by the intended beneficiaries on the conception, design, implementation, 

operations and maintenance of a development project. If regional education officials and 

principals would be considered beneficiaries their perception was that they had had little 

influence on the conception and design of the ETSIP programme. The regional 

education officials and principals viewed themselves as implementers of ETSIP yet 

again had little influence over its implementation. It is unclear whether the actual 

beneficiaries of the programme, learners, had had any kind of influence in its 

conception, design or implementation.   

Secondly, Moore et.al, define ownership as the extent to which the implementing 

agencies that influence the project are rooted in the recipient and represent the interests 

of ordinary citizens.  The findings of this study on this regard are twice-fold: on the 

other hand it was recognised that ETSIP had been influenced by outside agencies such 

as the World Bank but mainly the ETSIP was perceived to be rooted in national 
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interests, the national vision as well as Ministry of Education goals and targets. 

Therefore it was felt that the ETSIP was aiming at the right targets, however there was 

debate on the means of achieving them.  

Finally Moore et.al, add that ownership refers to the extent of transparency and mutual 

accountability among the various stakeholders. Accountability was perceived important 

by my interviewees as well at this was recognised as an aspect that needed to be 

strengthened at all levels. It was perceived that there was some degree of lack of 

transparency in the decision-making process. There was unclarity on how and by whose 

involvement the ETSIP plan had been designed. Furthermore on day to day basis there 

was need for enhancing transparency and information sharing.   

In addition to Whitfield’s and Frazer’s distinction of the narrow and broad ownership 

definitions the notions of individual and organisational ownership introduced by de 

Valk and Apthorpe (2005) are insightful. When defining ownership the interviewees 

mainly referred to individual ownership. There was a strong feeling that individual 

ownership needed to be there for the ETSIP to be successful. Individual ownership in 

terms of commitment, understanding, participation, involvement, responsibility and 

accountability was considered important. On the other hand it was recognised that 

ownership had to be shared, negotiated and based on teamwork, mutual accountability 

and a shared vision. Indeed Castel-Branco argues that policy reform packages have 

many owners and need to have many owners (2008).  

However in order for this potential ownership to be translated to actual ownership there 

had to be organisational capacity, capability and control over resources and the process 

of negotiation. Indeed, de Valk and Apthorpe note that potential ownership does not 

automatically turn into actual ownership and ownership may be either passive or active. 

This seemed to be the case in Namibia as well. Ownership was rather passive than 

active. In principle commitment was there, however many doubts were raised about the 

ETSIP programme and a central challenge in regard to local ownership was the lack of 

influence in and control over the process of negotiation and implementation, in 

particular lack of control over financial resources. Thus ownership was only realised in 

its narrow form.  
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8.3 Democratic ownership and a bottom up approach to development 

A number of researchers suggest that to achieve authentic national ownership, 

government ownership is insufficient but a more broad understanding of ownership, 

democratic ownership, that takes into account the local and grassroots levels is needed 

(Wright, 2008; Tujan, 2008). The findings of my study confirm that there is a desire and 

a practical need for a more democratic approach to ownership of ETSIP and more 

generally ministry policy in the Ministry of Education in Namibia. While there might 

have been plenty of government ownership and ownership in the central Ministry this 

was not really felt at local level. In particular school principals felt distant from ETSIP 

and regional level officials lacked control on decisions which made them rather passive 

recipients than active participants in the development process. The findings of my study 

suggest however a strong desire on local level to change this situation. Regional 

education officials wanted to get engaged and wanted to have more influence and 

control. They mentioned the need for a bottom up approach to policy-making that 

would include a broad range of stakeholders and a true investigation of local 

circumstances and needs. Indeed, Wright argues that to achieve democratic ownership 

greater attention needs to be paid to strengthening the mechanisms for national 

ownership across a broad range of stakeholders (2008). 

While there was a desire on local level for broader involvement and participation, this 

might be challenging to achieve in practice. Faust points out that democratic ownership 

is a challenging concept, in particular in emerging democracies due to the lack of 

established democratic processes. Democratic ownership requires collective national 

efforts among a range of stakeholders and the existence of representative and 

participatory processes (Wright, 2008). In many developing countries the extent to 

which national and local priorities have been determined by a range of stakeholders has 

been low. Wright suggests that poor quality dialogue and poor citizen participation are a 

challenge in particular in education sector policy development. She continues that 

attempts at stakeholder involvement have in many cases been inadequate and support 

offered by donors been de-linked from real needs on the ground (Wright, 2008). It 

seemed that little involvement of regional level stakeholders had taken place in the 

initial planning stages of ETSIP and regional level stakeholders were only consulted 

once priorities and goals had already been determined. At this stage many felt that their 

input wouldn’t anyway be considered as major decisions had already been made. It may 
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be that a culture of participation and of representative democracy ought to be developed. 

Indeed the afrobarometer report outlined that in Namibia, despite strong democratic 

institutions there was lack of demand for democracy among people (Keulder & Wiese, 

2005). In the case of ETSIP a culture of participation would have to emerge from both 

sides: while possibilities for local participation needed to be created in the Ministry 

individuals on local level ought to become more active and initiative on their part.  

On the other hand there seemed to be some emerging opportunities for local ownership. 

The decentralisation process, although moving slowly, was shifting more control over 

decision-making and finances to regional level. Tujan points out that local ownership is 

indeed more easily managed when there is devolution of responsibilities to local 

government (2008). The effects of the decentralisation process in the education sector in 

Namibia are yet to be tested.  

8.4 Local ownership and institutional culture 

Jerve argues that ownership is about how institutions work, it is about institutional 

culture (2002).  In order to look at ownership in institutions Jerve argues that a better 

term than national ownership would be legitimacy. The degree of national ownership 

would be determined by the legitimacy of the government and its institutions. 

According the Jerve the following factors influence legitimacy (Jerve, 2002, s. 395): 

- political will and leadership 

- knowledge and ideas and ability to learn at operational levels of government 

- effective and transparent communication of political messages and plans 

- proven capacity to act within public agencies 

Tujan lists a similar set of normative standards for the establishment of national 

ownership (2008). He includes political will, the exercise of national independence and 

sovereignty, leadership in development cooperation, institutional capacity in 

development management and delivery, democratic processes and transparent 

governance as measures of ownership. These issues, similar to those listed by Jerve 

refer to institutional culture and legitimacy.   

Indeed, developing institutional culture was considered crucial among the interviewees 

of my study as well. When being asked about what would make a difference in ETSIP 

the interviewees called for leadership, strategic thinking, trust in the capacity of others 

and  a  culture  of  responsibility  and  accountability.   They  emphasised  the  need  for  
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capacity for acting: for control over decision-making and resources as well as more 

dynamic teamwork and collaboration. Knowledge sharing, an interest in learning, 

reading and finding out was considered crucial as well. Many interviewees argued for a 

need for better information sharing and transparency in decision-making as well as for 

clarity on strategy, plans, goals and timelines. Finally establishing better legitimacy of 

the ETSIP intervention on local level would require strengthening democratic, 

participatory processes, enhancing dialogue and debate, considering local needs and 

involving a broad range of stakeholders in all stages of planning and implementation. 

The following table combines Jerve’s and Tujan’s notions on institutional legitimacy 

and national ownership with the elements of an enabling environment for local 

ownership raised in my study.  

Figure 9. Institutional legitimacy and the elements of an enabling environment for local ownership 
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9 CONCLUSION 

The purpose of this study was to provide insight into how ownership of the ETSIP 

policy process was realised nationally and locally, in particular on how regional 

officials in the Namibian education sector viewed the ETSIP policy process, how they 

saw their role in it and to which degree to they had been able to influence and control 

the process. The approach in my study was qualitative and the methodological 

viewpoint constructionist: I intended to present a micro level case study of development 

policy and practice as constructed through peoples’ perceptions, interpretations and 

actions. Indeed the data provided valuable insight into the perceptions and 

interpretations of regional education officials as well as a few national officials and 

other stakeholders. However a more complete picture would have been drawn if 

additional data collection methods such as participant observation into ETSIP review 

meetings and workshops would have been used to gather information.  

I interviewed mainly officials on regional level in four regions of Namibia: four 

regional directors or deputy directors, ten other regional education officials, two 

principals and two persons working on national level. In addition the data collected 

from newspapers presented a glimpse into the perceptions of other stakeholders and the 

way the ETSIP was portrayed in the media. Furthermore I analysed four policy 

documents pertaining to ETSIP. It should be kept in mind that this study intended to 

capture the perceptions and views emerging from this data, from a limited number of 

interviewees  and  analysed  articles.  The  findings  cannot  be  generalised  as  such  to  be  

necessarily representative of the perceptions of all regional education officials and other 

stakeholders in the Namibian education sector. However the findings gave some 

indication of what might be more general tendencies around ownership and ETSIP. 

Hopefully this study could raise discussion and further investigation into the ownership, 

capacity, accountability and transparency issues in the Namibian education sector. 

Furthermore I hope the study could provide an example of the importance of listening to 

local level perceptions and considering them in the decision-making process.  

The research questions evolved during the research process along with my 

understanding of the phenomenon deepening. Finally the study intended to answer the 

following four questions:  
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1. How is ownership understood and promoted in the ETSIP policy? The World Bank 

ETSIP policy document and the memorandum of understanding promoted ownership 

mentioning the concept several times (World Bank, 2007; GRN, 2007). The rhetoric of 

ownership was promoted in accordance with international commitments such as the 

Paris Declaration and was used to legitimise the Bank’s intervention. However the 

understanding of ownership in particular in the World Bank document was rather 

narrow and ownership translated mainly to government commitment. The need for 

inclusive stakeholder consultation was mentioned but the assumption of achieving 

broad based ownership based on consultation and support to proposed policy reforms 

was rather simplistic undermining the contested nature of ownership. This confirms the 

criticism raised by several researchers Klees, Frazer and Whitfield among others, about 

the World Bank’s rather limited understanding of ownership (Klees, 2002; Frazer & 

Whitfield, 2009). The MoU was an example of how, paradoxically, the concept of 

ownership could be utilized to broaden the conditionality agenda to include policy 

conditionality: demands for good governance, transparency, responsibility and policy 

commitments. Indeed many researchers suggest than not that much has changed in the 

relationship between donors and recipients and despite efforts to reform aid modalities 

conditionality remains a challenge to recipient ownership (Jerve, 2002; Klees, 2002; 

Whitfield & Frazer, 2009). 

The ETSIP programme documents gave much less weight on ownership and the 

documents lacked a comprehensive analysis of how local ownership of ETSIP ought to 

be established. The ETSIP advocacy campaign was an intention to the direction of 

establishing local ownership. However, as outlined in the ETSIP1 document the aim of 

the campaign was to gain public understanding and support implying a rather narrow 

understanding of ownership and undermining the active role of stakeholders in 

establishing a more democratic approach to ownership.  

2. How do regional education officials and other stakeholders define and perceive 

ownership of ETSIP? Regional education officials and other stakeholders recognised the 

need for ownership of ETSIP and different interpretations of ownership were given. 

Both narrow and broad views of ownership were presented ranging from ownership as 

commitment to policy to ownership as the control over the process and outcome of 

choosing policies. Ownership, according to the interviewees had to do with 

understanding and commitment, participation and involvement, responsibility and 
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accountability  and  ultimately  with  capacity,  capability  and  control.  Ownership  was  

mainly perceived as an individual attribute, as commitment, involvement, responsibility 

and accountability but it was also recognised that there was a need for a shared 

understanding, a common vision, collaboration and teamwork.  However the potential 

ownership by individuals may not turn into actual ownership unless the need for local 

and regional ownership on organisational level, the need for participation, capacity, 

capability and control over the decision-making process and finances was to be 

considered.  

Finally it was recognised that ownership by all stakeholders in the case of ETSIP might 

have been an overambitious aim and rather it might be necessary to aim at increasing 

understanding, improving information sharing and transparency in the decision-making 

process.  

3. How do regional education officials and other stakeholders perceive the ETSIP 

policy process and their own role in it? Regional education officials were generally 

committed  towards  ETSIP  goals  and  objectives  and  many  felt  that  the  sector-wide  

approach was a better and more comprehensive way of dealing with donor aid than 

previous aid modalities. A number of ETSIP initiatives were welcomed. This shows that 

ownership in its narrow form was present among the education officials. On the other 

hand ETSIP was perceived as an overambitious and top-heavy programme with limited 

involvement from regional level in the initial stages of programme planning. There was 

unclarity about the planning and implementation process of ETSIP. In particular 

principals and teachers seemed to feel distant and excluded from decision-making in 

ETSIP. Many were unclear about the content of ETSIP. While many principals knew 

ETSIP through the support it provided, for example the disbursement of textbooks, they 

had no control over decisions made in ETSIP. The teachers union had their reservations 

on the ETSIP programme pointing out that consultation after major decisions had been 

made was not enough but what was needed was negotiation. Even if understood 

narrowly as commitment it is questionable if teachers and principals had ownership of 

ETSIP. Obviously the main intended beneficiaries of ETSIP, the learners, had no 

ownership at all.   

The main concern on regional level was the lack of control over the use of ETSIP 

funding. Proposals had to be sent to the head office and the process of approving them 

took time, caused delays and cancellations in planned activities. Sometimes there was 
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no available funding but explanations about why were not given. Obviously the lack of 

control and influence affected the other aspects of ownership: commitment, 

accountability and responsibility as well and caused frustration and doubts over the 

effectiveness of ETSIP. Understanding ownership narrowly as commitment ignores the 

central problem of lack of control over funding. Therefore it is necessary to consider 

ownership broadly as influence in and control over the process of planning and 

implementation. Understood through this broad definition ownership was weakly 

realised on regional level.  

4. What is needed for regional and local ownership of ETSIP? A number of researchers 

suggest that a more democratic approach to ownership, which takes into account the 

local and grassroots levels, is needed (Tujan, 2008; Wright, 2008). The findings of my 

study confirm that there was a desire and a practical need for local and regional level 

ownership, for influence and control. Regional education officials as well as school 

principals  felt  that  they  needed  to  have  a  more  active  role  in  the  decision-making  

process in ETSIP. More broad involvement of stakeholders was needed in the initial 

planning stages while control over implementation and use of funding ought to be 

decentralised to the regional level as well. Indeed the decentralisation process was 

underway and although there had been delays in the process it was hoped that it would 

bring some improvement to the situation.  

On the other hand it may be questioned whether local ownership is possible at all within 

a sector-wide approach. As pointed out by Samoff, SWAPs are mainly concerned with 

macro-level policies and may be an obstacle to decentralisation, accountability and local 

participation (2004). In the context of a SWAp, rather than local ownership it may be 

more insightful to focus on government ownership and accountability to its citizens. 

Indeed Jerve points out that, rather than ownership, focus should be on institutional 

legitimacy (2002). In my study a number of elements needed in order to move towards 

an enabling environment for local ownership were identified. These elements had to do 

with organisational culture and institutional legitimacy as described by Jerve. According 

to the interviewees political will and leadership, strategic thinking, trust in the capacity 

of others and a culture of responsibility and accountability were needed. They further 

stated  that  capacity  for  acting:  control  over  decision-making  and  resources  as  well  as  

more dynamic teamwork and collaboration would be essential. Knowledge sharing, an 

interest in learning, reading and finding out was considered crucial as well. The 
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interviewees  pointed  out  that  there  was  a  need  for  better  information  sharing  and  

transparency in decision-making as well as for clarity on strategy, plans, goals and 

timelines. Finally establishing better legitimacy of the ETSIP intervention on local level 

would require strengthening democratic, participatory processes, enhancing dialogue 

and debate, considering local needs and involving a broad range of stakeholders in all 

stages of planning and implementation.   

Apart from the initial research questions maybe the most surprising finding of my study 

was the confusion over the preparation of a new strategic plan for the Ministry of 

Education. ETSIP had been considered a strategic plan for the Ministry of Education 

but many of my interviewees had recently been informed that there was a preparation 

process going on for a new strategic plan for the Ministry of Education and that ETSIP 

wasn’t one. The initiative for preparing a new strategic plan raises some questions over 

government ownership to ETSIP. It illustrates Castel-Branco’s argument that ownership 

has to be understood in context, in a contested environment that is bound to change 

(2008) and raises the question about how the new strategic plan will affect ownership to 

ETSIP. It may be that the appointment of a new Minister of Education, a new Deputy 

Minister and a new Permanent Secretary may have led to the preparation of a new 

strategy. On the other hand it may be that government ownership to ETSIP was poorly 

realised in the first place. Finally it is suggested that there was a lack of strategic 

thinking and prioritisation in the Ministry and thus the challenge has to do with 

capacity, not ownership.  

This study was based on perceptions of stakeholders mainly on regional level about 

ownership and ETSIP. For a more complete picture of ownership and ETSIP it  would 

be insightful to investigate perceptions of national level stakeholders, education officials 

at the head quarters, politicians and the development partners as well. More research 

into the impact and effects of ETSIP in needed as the programme is planned to continue 

for another ten years. It would be insightful to investigate how the new strategic plan for 

the Ministry of Education is affecting ownership to ETSIP.  Furthermore more research 

is needed about ownership, institutional legitimacy an organisational culture in the 

Namibian Ministry of Education in general. Possibilities for ownership by learners and 

the effects of the decentralisation process to ownership ought to be investigated further 

as well.  
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APPENDIX 3 

 

List of interviews of education officials, sorted by dates and code of recording: 

A1: 20.9.2010  

A2: 21.9.2010  

A3: 21.9.2010  

B1: 22.9.2010  

B2: 22.9.2010  

B3: 22.9.2010  

C1: 23.9.2010  

C2: 24.9.2010  

C3: 25.9.2010  

C4: 25.9.2010  

D1: 5.10.2010 

D2: 19.10.2010 

E1: 7.10.2010 

E2:20.10.2010 

A4: 25.10.2010  

 

informal discussions 

I1: 21.9.2010  

I2: 21.9.2010 

I3: 21.9.2010 

  



 

 

APPENDIX 4 

THEMATIC INTERVIEWS / POSSIBLE QUESTIONS AND THEMES TO BE DISCUSSED 
 
1. GENERAL BACKGROUND QUESTIONS ABOUT YOUR JOB 
- Your position, roles and responsibilities? 
- How long have you been working at the Ministry / in this position? 
- Where do you receive guidance for your work (from whom / which documents and programmes do you 
consider important / relevant and in which ways, what kind of guidance)? 
- What do you like about your job? What are the major challenges in your job? 
 
2. EDUCATION SECTOR NOW, PAST AND FUTURE 
- Changes 
- Challenges  
- Future prospects / Developments 
- Vision 
- Policy 
- Decision-making  
 
3. DEVELOPMENT AID AND DONORS: 
- What programmes, which donors 
- Donor funding, pros and cons 
- Donor procedures / conditions 
- Changes in funding and donor strategy 
- Alternatives to aid, is it necessary, how to improve funding? 
 
4. ETSIP GENERAL: 
- What ETSIP? 
- Which parts familiar / we refer to 
- What purpose? 
- Driving force? 
- Expectations?  
 
5. ETSIP PLAN: 
- Your involvement in planning, your input? 
- Plan and targets? 
- What is left out from ETSIP? 
- Planning process, regional level participation 
- Consultative meetings 
- Financial planning  
- Difference with previous plans and efforts 
 
6. ABOUT THE IMPLEMENTATION, IMPACT AND EFFECTS OF ETSIP  
- Your involvement in ETSIP, what levels  
- ETSIP funding 
- Difference of ETSIP activities and other activities? 
- Regional level involvement, what parts of process, how 
- Decision-making 
- ETSIP useful as… 
- Impact and effects 
- Recommendations 
 
7. FUTURE PROSPECT FOR THE DEVELOPMENT OF THE EDUCATION SECTOR  
- ETSIP impact in 20 years time?  
- Change and difference, what 
- Policy direction, who? 
- Change on what level? 
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APPENDIX 6 

INTERVIEW QUESTIONS FOR DIRECTORS AND DEPUTY DIRECTORS OF 

EDUCATION REGIONS / ETSIP RESEARCH: 

GENERAL: 

1. How long have you been working in your current position as Director or Deputy 
Director? 

2. Before we talk about ETSIP what would you say are the biggest challenges in 
the education sector / in your region specifically? 

3. What kind of changes have you observed in the education sector in the last ten 
years?  

 

ETSIP: 

4. First of all I would like to find out if you have been involved in the ETSIP 
planning process when the programme was on its planning stage and, if not 
personally, do you know what kind of involvement there was from the regional 
level?  

5. Have you been participating in the review process of ETSIP and how is that 
review process organised? On what level or forums are regions invited? 

6. There is an urge for ownership and commitment to ETSIP from all stakeholders. 
In your view what is meant there with ownership? How can it be achieved? 

7. How much autonomy or influence do regions have in participating in the 
decision-making process within ETSIP (in terms of setting priorities, planning 
activities, allocating funds, implementing activities)? 

8. I have heard of preparations for a ministerial strategic plan. Is ETSIP not such? 
What would you say is the main purpose of ETSIP or what is ETSIP? 

9. Can you mention in your view the greatest benefits or positive impact ETSIP has 
had so far and give examples if there are any challenges with the programme? 

10. What recommendations do you have for the review of ETSIP, what would you 
change and what would you strengthen and commend in the programme? 

11. What is your personal vision for the education sector, what would you like to see 
happening in the next ten or 20 years?  

 

Thank You very much! 

  



 

 

APPENDIX 7, DOCUMENTS AND ARTICLES ANALYSED: 
 

DOCUMENTS: 

GRN. (2007). Discussion Draft Memorandum of Understanding Between the Government of the 
Republic of Namibia and International Development Partners in Support of the Education and Training 
Sector Improvement Programme ETSIP. Windhoek: Government of the Republic of Namibia. 

GRN. (2007). Education and Training Sector Improvement Programme (ETSIP) Planning for a Learning 
Nation. Programme Document: Phase I. (2006 -2011). Windhoek: Ministry of Education. 

GRN. (2005). The Strategic Plan for the Education and Training Sector Improvement Programme ETSIP 
2005-2020. Windhoek: Government of the Republic of Namibia. 

World Bank. (2007). Programme Document for a Proposed first Development Policy Loan in the 
AMoUnt of US$7.5Million to the Republic of Namibia for a First Education and Training Sector 
Improvement Programme. Washington DC: World Bank. 

 

ARTICLES (retrieved from the online archives in the Namibian: www.namibian.na): 

Cabinet Approves Education Upgrade Plan. 9.10.2006. The Namibian 

Education gets Multi-Million Tool. 23.9.2010. The Namibian 

Education Programme on Track, but…14.10.2008. The Namibian 

Education Revamp Project on Track. 25.6.2007. The Namibian 

Education Sector Needs N$2,4 Billion. 16.10.2006. The Namibian  

ETSIP a Concern to Iyambo. 9.12.2010. The Namibian 

ETSIP gets Mixed Progress Review. 18.5.2011. The Namibian 

ETSIP Project Showing Results. 30.4.2010. The Namibian 

Govt Renews ETSIP agreement. 22.7.2010. The Namibian 

Hengari, Alfredo (opinion piece). A Shocked President and The Travesty Of Our Education Sector. 
9.12.2010. The Namibian 

Hivenga, Stephanus Gervasius. (opinion piece) The Answer Lies in Education. 16.10.2009. The 
Namibian 

Itembu, T. (opinion piece) The IMF And Profit Over People. 4.6.2010. The Namibian 

It’s Ready, Steady, Go! For MCA Funds. 17.9.2009. The Namibian 

Need to Make Plans Simple and Clear. (opinion piece)11.7.2008. The Namibian 

Pupkewitz, Harold. (opinion piece) On the Education Crisis. 12.9.2008. The Namibian 

Pupkewitz, Harold. (opinion piece) On the Education Crisis. 4.10.2010. The Namibian 

Shilongo, Kaanandunge. (opinion piece) Calling Leaders to Account. 24.7.2009. The Namibian 

Smith, Chris. (opinion piece) The Three Wise Men and The Budget. 3.5.2010. The Namibian 

Teachers Reject ETSIP Plan. 3.8.2007. The Namibian 


