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FOREWORD

Higher Education in Namibia is nascent. It is at a budding stage. Its
form and content require nurturing and cultivation. This policy document is
aimed at providing guidelines and benchmarks for the development of higher
education in this country.

The document is necessary for a number of practical reasons. These
include the issues of relevance, cost and affordability, to mention just a
few.

The issue of relevance is important in higher education development,
especially in an emerging nation like Namibia. Higher education in a devel-
oping country should reflect the needs of the society in which it is rooted.
Higher education in Namibia should, therefore, reflect the cultural, politi-
cal, economic, social and spiritual needs of the nation. Some guidelines are
provided in the body of this document on how higher education institutions
and programmes should address the national needs, requirements and chal-
lenges.

The development of higher education has a price tag. In a country with
asmall population like Namibia it is imperative that priorities be defined in
higher education in order to develop institutions and programmes which
are of cost benefit to the nation and affordable to beneficiaries. The risk is
great that the nation may spend a large proportion of its resources on the
few higher education institutions to the exclusion of the majority. By defini-
tion higher education is selective and therefore exclusive. This document
has attempted to reflect on these issues in order to sensitise and guide
stakeholders in this sector.

The document is sensitive to the autonomy of higher education institu-
tions and programmes. It is, therefore, not prescriptive; it is rather sugges-
tive. The document, however, reflects the collective will of the majority of
stakeholders in higher education.

The process followed in developing this higher education policy guide-
lines attest to this fact. This policy guideline on higher education develop-
ment in Namibia was approved by the Cabinet of the Government of Na-
mibia by Decision No: 14%/16.06.98/006 during its 14th meeting in 1998.
Subsequently the document was tabled in the National Assembly and
adopted on 22 September 1998. The policy document, therefore, enjoys
both the political and popular support of the majority. Stakeholders in higher
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education are urged to follow its guidelines in order for the country to
develop an orderly, relevant, affordable and sustainable higher education

system.

l

I

Nahas Angula
Minister of Higher Education, Vocational Training, Science and Technology
29 September 1999
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A NoTE ON PROCESS

THe Task

To establish and maintain effective and efficient educational services,
' achieve economic and social development and organise a productive Pub-
lic Service, human resource development must be addressed as a matter of
priority in Namibia. In the context of national development goals specified
in the Namibian Constitution and the First National Development Plan,
and in view of the paramount importance of human resource development,
! a new portfolio, namely Higher Education, Vocational Training, Science
' and Technology, was created within the Government of Namibia. Among
‘ the many tasks of this portfolio is overseeing the development of the higher
education system as an engine of human resource development.

The development of the higher education system must be responsive to
the needs for human resources in our society as it draws on public funding
to create, maintain and sometimes eliminate programmes within the institu-
3 tions of higher learning. To promote the development of the higher educa-
tion system there is a need for a public policy guide: a higher education
policy frame in the form of a White Paper on Higher Education.

To be useful, policy statements must result from a consultative and par-
ticipatory process in which those responsible for the policy and those af-
fected by the policy have opportunities to express their concerns, propose
analytic perspectives and courses of action, and criticise and respond to
) others’ contributions. Policy consultations are often unruly and lengthy.

! Without them, however, policy statements are likely to remain just that,
official documents to which people occasionally refer but which may have
little impact on day-to-day behaviour.

This White Paper on Higher Education has therefore been developed
through a series of consultations and successive drafts.

STARTING POINTS

To guide the preparation of the White Paper on Higher Education, the
Minister of Higher Education, Vocational Training, Science and Technol-
ogy outlined a set of expectations for the work to be done.

Building on the Report of the Presidential Commission on Higher Edu-
cation (1991) and numerous other reports on the University of Namibia,
the Polytechnic of Namibia and the colleges of education, and in consulta-

7. xiii
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tion with the various stakeholders, the preparation of the White Paper should

(1) review the current state of higher education in Namibia, with particular
attention to -
(a) the funding arrangements of higher education institutions;
(b) the programmatic and other links among the institutions of higher
learning; and
(c) the appropriate and feasible institutional location(s) of higher edu-
cation programmes, including the circumstances in which it may be
preferable for Namibians to enroll in programmes offered outside
the country; and
(2) draw on the contributions of higher education officials and others in the
education community to develop a policy frame for higher education in
the form of a White Paper on Higher Education that embodies the na-
tion’s aspirations, that supports the goals of access, equity, quality and
democracy, that is sensitive to public expectations, available resources
and the importance of efficient operations, and that emphasises high
priority educational outcomes.

Several documents, including the Constitution of Namibia, provide state-
ments of direction for developing national higher education policy. Each
has signalled a stage in the consultative and policy development process.
Those documents include:

Higher Education in Namibia: Report of a Presidential Commission
(1991) reviewed and analysed higher education and offered recommen-
dations to guide the transition from the clearly inadequate inherited sys-
tem to a new mission, institutional configuration and working arrange-
ments.

Toward Education For All (1993), a White Paper developed by the Min-
istry of Education and Culture and approved by Parliament, set out gen-
eral policies and priorities for our education system.

The first National Development Plan (NDP1, 1995) addressed Namibia’s

human resource development needs, noting that “As an integral part of
formal education, higher education is an active contributor to human re-

sources development.”
Since the creation of the new ministry responsible for higher education,
several documents have outlined the problems to be addressed and the di-

rections of policy.

9 Xiv
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In 1995, the Ministry of Higher Education, Vocational Training, Science
and Technology published its Mission Statement and Investment Plan un-
der the motto “Investing in People to Provide Hope and Faith in the Fu-
ture”. In that same year, the Minister responsible for higher education re-
viewed accomplishments and expectations in an address to the annual meet-
ing of the Namibian Educational Management and Administration Society:
Development of Tertiary Education in Namibia and Future Prospects. In
subsequent papers and presentations the Minister has clarified objectives
and priorities, including Higher Education Development in Namibia: The
Cutting Edge in Nation Building, presented to the National Colloquium on
Higher Education Policy Development in Namibia in September 1997. A
list of the documents reviewed for the preparation of this policy statement
is included in Documents and References at the end of this White Paper.

THE CHALLENGE

Developing a White Paper for Higher Education is a demanding chal-
lenge, in part because it requires considering several different questions
simultaneously. It must address what is, what ought to be, and how to get
there. To do that, it must also explore what is problematic in the current
situation and how to resolve, or work toward resolving, those problems.

Clearly, there are important disagreements within the higher education
community and indeed in the larger society about the appropriate objec-
tives and institutional arrangements for higher education. A further chal-
lenge in preparing this White Paper is to find discussion forums and meet-
ing grounds where contested issues can be debated and illuminated, if not
resolved. In that way, the preparation process itself can help to forge a
consensus on major policy directions and priorities.

THE PROCESS

One major starting point, then, has been the report of the 1991 Presiden-
tial Commission on Higher Education, Higher Education in Namibia:
Report of a Presidential Commission, which provides a baseline for as-
sessing the current situation, a review of the elements of the higher educa-
tion system at that time and recommendations for change. Some of those
recommendations have been adopted, while others have not. Many are
reflected in the descriptions and mission statements of the higher educa-
tion institutions as they operate today.

XV
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This White Paper should not, however, be understood as a revision or
extension of that Presidential Commission Report. Rather, the concern of
the White Paper is to note progress, identify problems, specify priorities
and chart directions. The comments and suggestions here are not those of
external expert observers, but rather the aspirations, expectations, some-
times frustrations, and commitments of the Namibian education commu-
nity itself. .

In October 1996, officials of the Ministry of Higher Education, Voca-
tional Training, Science and Technology and of its major institutions set the
general parameters for this White Paper. Subsequently, many of them pre-
pared text for inclusion. Those submissions and related documents be-
came the core of a preliminary discussion draft of the White Paper, com-
pleted on 24 April 1997, which was widely circulated for comment. .

In June 1997, that preliminary discussion draft provided the foundation
for further discussions and workshops with those officials and with others
in the education community. In addition to the Ministry of Higher Educa-
tion, Vocational Training, Science and Technology, those consultations in-
cluded heads and senior staff from the major higher education institutions
and senior officials of the Ministry of Basic Education and Culture, as well
as representatives of students, teachers and private higher education insti-
tutions. Most provided written submissions, either during the course of the
June discussions or subsequently.

Those discussions and suggested revisions then informed the prepara-
tion of a revised draft White Paper, completed on 5 September 1997. That
draft was in turn circulated widely for comment and served as the base
document for the National Colloquium on Higher Education Policy Devel-
opment: Capacity 2000 Plus, held in Windhoek from 17 to 20 Septemb'er 1997.

Opened by the President and by the Minister of Higher Educatlon,‘V_o-
cational Training, Science and Technology, and closed by the Prime Minis-
ter, that colloquium permitted its nearly 200 participants to explore major
concerns, priorities and directions in higher education policy. Represen.ta-
tives of Namibia’s higher education institutions met with colleagues in-
volved in education at other levels, students, teachers, the private sector
and external funding and technical assistance agency officials to discuss a
very wide range of issues and development paths for higher education.
The strong representation from higher education communities across south-
ern and eastern Africa facilitated examining initiatives and programmes
elsewhere - both successful and unsuccessful - and considering their rel-

7 Xvi
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evance for Namibia. Discussions during the National Colloquium highlighted
common interests, shared objectives and points of disagreement. While
some of those disagreements were resolved during the National Collo-
quium, others will require continuing deliberations in appropriate forums,

Following the National Colloquium, the higher education community was
again invited to suggest revisions to the draft White Paper and to submit
additional text for inclusion. Reflecting the strongly held views on higher
education, the response to that renewed invitation was substantial. As well,
maintaining the pattern established for the earlier drafts, focused discus-
sions on the White Paper were held at the major higher education institu-
tions, including two of the colleges of education, the Polytechnic of Na-
mibia and the University of Namibia, as well as at both education ministries
and two other ministries and at the National Institute for Education Devel-
opment.

There remain important differences of opinion about directions and
priorities in higher education in Namibia. That is as it should be in a
democratic country. Building on the inclusive preparation process, the
White Paper provides a policy frame for addressing those divergent views
and new disagreements that will surely arise in the future.

In sum, this White Paper has been developed through a series of consul-
tations that have provided several opportunities for engaging the major
issues and for helping to shape the content, emphases and organisation of
the White Paper. While some people may ultimately find themselves in
disagreement with elements of the White Paper on Higher Education, it is
essential that all of the constituencies of the education community in Na-
mibia have opportunities to contribute to its preparation. It is essential as
well that the preparation process be clear and visible to all inyolved. The
goal of that approach to the development of the White Paper, of course,
was not endless discussions but rather multiple opportunities for people
from different settings with different ideas to make their voices heard. The
guiding assumption for those consultations was that the process of prepar-
ing the White Paper is as important as its final text.

The White Paper on Higher Education is, after all, about learning.
Learning is not an end point, but a process. Just as we become more
knowledgeable and develop new skills as individuals, so must we learn
as a society. Not only students in their classrooms but all of us in
Namibia must be learners throughout our lives. Our development de-
pends on it.

Xvii
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DEevELOPMENT DEPENDS ON PEOPLE

Development depends on people. The initial years of our independence
have been characterised by a remarkable spirit of personal commitment,
national reconciliation and energetic activity across the country. While they
are essential, good will and hard work are not sufficient. Development also
requires knowledge and skills.

Having inherited a woefully inadequate education system that served far
too little of our population and that generally segregated those it did serve,
we have made major strides toward providing education for all Namibians.
Still, we find ourselves unable to meet the demand for skilled people at the
same time that we experience high unemployment and underemployment.

As our National Development Plan and numerous studies have pointed
out, there is a shortage of skilled, experienced and educated human re-
sources at all levels of employment in Namibia. One consequence is that we
continue to rely heavily on expatriates imported at great cost. Simultane-
ously, some two fifths of our estimated labour force are unemployed. The
vast majority of those who cannot find regular jobs lack employable skills,
education and experience.

We also lack secondary school teachers in particular subjects, espe-
cially Mathematics and Science. Since the development of our human re-
sources depends on an effective and adequately staffed education system,
the shortage of well-prepared teachers and their uneven distribution across
the country are major obstacles for our broad development agenda.

The demand for educated, trained and experienced human resources
will have increased dramatically by the end of the century, extending even
further the gap between employable and unemployable Namibians uniess
all partners - Government, public sector, private sector and especially all
education and training institutions - join hands to accelerate the process of
human resource development.

Developing our human resources - improving our education in its broad-
est sense - is the foundation for achieving all of the national goals we set.
To understand better the special role for higher education, let us consider
briefly our progress to date and the challenges we face.

CONTEXT

Having integrated the multiple, racially differentiated departments re-
sponsible for education into a single education ministry, several years ago

Higher Education in Namibia

we reviewed the progress we had made and the problems we faced. Ex-
tensive discussions and consultations led to our initial White Paper on edu-
cation, Toward Education For All (1993), which included goals, objec-
tives and priorities for our education system, along with more detailed dis-
cussions of its major elements.

Toward Education For All was primarily concerned with basic educa-
tion, indeed our highest priority at independence. We have made striking
progress toward enabling all young Namibians to find places in school and
to complete their basic education. We have also developed both formal and
non-formal education programmes for Namibians who were unable to go
to school or whose schooling was disrupted. Our dramatic achievements in
expanding access have been accompanied by a far-reaching effort to re-
form the content and approaches of basic education, especially through
imaginative reforms of our teacher education system. We are confident these
efforts will continue.

In the early 1990s our higher education system was just beginning its
transition from the legacies of its apartheid era predecessors. While a Presi-
dential Commission on Higher Education had undertaken an extensive analy-
sis and had made a series of recommendations, major decisions about di-
rections and forms for higher education in Namibia were still being consid-
ered and enabling legislation for our higher education institutions had not
yet been adopted. Hence, it is essential to update and extend the framework
for higher education development outlined in Toward Education For All.

The First National Development Plan (NDP1) specifies broad develop-
ment objectives: reviving and sustaining economic growth; creating em-
ployment; reducing inequities in income distribution; and eradicating pov-
erty. Among the quantitative fargets specified in NDP1 is to increase full-
time tertiary enrolment to at least 11 000 by the year 2000. That represents
an increase of nearly 30% over the final two years of this century.

Within education and training, the Government’s highest priorities dur-
ing the First National Development Plan will be to maintain education’s
share in public expenditure and seek additional private participation and
resources; ensure universal access to primary education and work towards
basic education for all; reallocate expenditure to reduce inequalities among
regions; provide and extend vocational training in areas of labour market
demand; promote skills development for wage labour, self-employed and
unemployed; develop higher education related to the human resource needs
of the economy; and further cost recovery in tertiary education.
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The Ministry of Higher Education, Vocational Training, Science and Tech-
nology aims to provide hope and instill faith in the future for the youth and
citizens of Namibia through -

* strengthening the capacity of the senior secondary level to deliver quality

and differentiated programmes;

developing an integrated and comprehensive vocational, training and ca-

reer education system;

* enhancing the national human resource capacity;

* harnessing science and technology in the service of rural and community
development, improvement of quality of life, job creation and small-scale
industry development;

* coordinating the planning and development of a higher education system
relevant to the needs of Namibia and individual students;

* preparing the teachers and teacher educators required to achieve educa-
tion for all Namibians and to improve the quality of education throughout
the country; and

* promoting the national research and development capacity.

Within that sectoral goal, coordinating the planning and development of
a higher education system relevant to the needs of Namibia and individual
students has several major components:

* Working with the Ministry of Basic Education and Culture to strengthen

the senior secondary level to prepare young adults who are capable of

facing the challenges of higher education by developing a strong teacher
education programme for senior secondary level teachers, in collabora-
tion with the Faculty of Education and other faculties at the University of

Namibia (UNAM), and developing differentiated programmes at the

senior secondary level aimed at identifying national Senior Secondary

Schools for Science and Mathematics, Art and Culture, Sports, Agricul-

ture, Technical Education, Commerce and the like that will be designated

schools of excellence and that will recruit promising students from across
the country.

Working with the colleges of education, the Ministry of Basic Education

and Culture, the UNAM Faculty of Education and other higher educa-

tion institutions to support and strengthen teacher education and thereby
contribute to enabling Namibia’s teachers to improve their skills, up-
grade their qualifications and raise the quality of education in our schools.

* Facilitating the development of all our higher education institutions and
their special roles, including the colleges of education (teacher educa-
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tion), the University of Namibia (academic education) and the Polytech-
nic of Namibia (technological training and career education).

*» Promoting cooperation and coordination among Namibia’s higher educa-
tion institutions and the development of higher education in general.

» Facilitating regional and international linkages among higher education
institutions.

Our higher education students are an investment in our future. Though
relatively few in number, they have a broad social responsibility. Even as
we create an educated elite, we must work diligently to avoid entrenching
elitism. Hence, we shall have to address tensions between societal priorities
and individual preferences. And we shall have to do so in ways that permit
and encourage broad participation in our discussions of higher education’s
goals, objectives and practices.

LiMiTING LEGACIES

We came to our independence with three very different paths to educa-
tion beyond secondary school. Some of our young people continued their
education in the institutions of other countries, both within the region and
in more distant settings. Of those, many studied by correspondence, while
others were obliged to spend years outside the country. Some of our young
people studied at institutions in neighbouring countries created to address
Namibian needs, for example, the United Nations Institute for Namibia in
Lusaka. Within the country, the Academy for Tertiary Education combined
a nascent university with a Technikon and a College for Out of School
Training (COST). The Windhoek College of Education, created to prepare
teachers for the white community, functioned well below capacity. Black
teacher training colleges had much more limited resources and were inad-
equate to meet the needs of our population.

None of these paths served independent Namibia adequately. Although
we shall have to continue to send some students abroad, we cannot rely
entirely on others, however well meaning, to determine the appropriate
courses of study or selection and promotion procedures. Nor can we expect
others to respond directly and promptly to our needs, now and in the future.
The legacy of racially segregated higher education is equally unsuited to
provide our higher education today.

As in other parts of the education system, a major immediate task is to
reduce the inequalities of the past by assisting those whose race, income,
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area of origin, language group and gender limited their opportunities to
proceed beyond primary school.

Our challenge, therefore, has been to reconstruct the structure and ethos
of our education system. We must take what is useful from this heritage and
shape it into a new institutional arrangement designed to suit our cunt?nt
circumstances and our aspirations. These are weighty matters with major
cost implications. As the fundamental issues have become clearer, we have
made several major decisions about the form and functions of higher edu-
cation. In other areas, we are exploring our alternatives.

This White Paper is a part of that reconstruction effort. Developing the
White Paper has required us to explore expectations and practices, neefis
and interests, accomplishments and frustrations. Like the process of its
preparation, this White Paper provides a framework for our deliberations
and decisions. In this chapter, we are concerned with the background and
context for developing higher education in Namibia. We shall retl{m in
subsequent chapters to many of the major issues and institutions intro-

duced here.

PosT-SECONDARY EDUCATION

The Namibian education system is comparatively small. Our students
number about 555 000, of whom 480 000 are in general education, 65 000
in non-formal and continuing education and 10 000 in tertiary institutions.

Tertiary institutions are those that provide post-secondary education pro-
grammes. They include vocational training centres, colleges of e':duca}tlon,
colleges of agriculture, the Polytechnic of Namibia and the University of
Namibia. Private institutions also offer post-secondary education.

Tertiary institutions bear responsibility for national capacity building
through human resource development. For tertiary education to fully meet
national human resource requirements it must receive students who are
well prepared, highly motivated and goal directed. Hence, effectiv_e terti-
ary education requires a diversified, focused and well-managed senior sec-
ondary system. _

Notwithstanding significant progress since our independence, tertiary
education in Namibia remains underdeveloped and in some respects misdi-
rected. Historically the job reservation laws imposed on our country ex-

cluded the majority from holding responsible positions in government or in
the private sector. Hence, there was no need for a comprehensive programme
of high-level human resource development. The privileged minority had
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access to institutions of learning in South Africa. Tertiary education pro-
grammes developed within Namibia were mainly targeted to winning the
hearts and minds of blacks who aspired to join the middle class within a
neo-colonial arrangement. Those programmes no longer serve our needs.
For example, enrolment in colleges of education in 1995 was 1| 866, with an
output of 423 teachers, while annually we need about more than twice that
number. Generally supply-driven rather than need-driven or demand-driven,
other programmes in our higher education institutions also seem out of
touch with current realities. There is, therefore, an urgent need to synchro-
nise tertiary education programmes with the rest of the education system
and with the development needs of our country.

The past six years have seen significant institutional reorganisation in
higher education. The Academy for Tertiary Education was succeeded by
the University of Namibia (Act No. 18 of 1992) and the Polytechnic of
Namibia (Act No. 33 of 1994), an amalgamation of Technikon Namibia
and the College for Out of School Training (COST).

Established in March 1995, the new Ministry of Higher Education, Vo-
cational Training, Science and Technology (MHEVTST) was charged to
give focus to the development of higher education, stimulate vocational
training as a vehicle for socio-economic development and enhance science
and technology for community empowerment, wealth creation and poverty
reduction,

The Ministry of Higher Education, Vocational Training, Science and Tech-
nology has four major responsibilities: higher education; vocational skills
development, technical education and training and technological education;
research, science and technology; and human resources development more
broadly. Higher education - the focus of this White Paper - includes all of
post-basic education, specifically, higher secondary education, the colleges
of education, the Polytechnic of Namibia and the University of Namibia.
MHEVTST anticipates preparing separate White Papers specifying poli-
cies, objectives and priorities for vocational skills development, technical
education and training, and technological education and for research, sci-
ence and technology.

Intended to focus efforts and facilitate management, the division of re-
sponsibilities for education among several ministries is not always com-
fortable and should regularly be reviewed and periodically modified. The
colleges of agriculture, for example, are being integrated into the Univer-
sity of Namibia. One example of potentially problematic divided responsi-
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bilities concerns senior secondary school. Currently, MHEVTST is respon-
sible for the final two years of secondary schools. That arrangement facili-
tates identifying promising students for higher education institutions, co-
ordinating senior secondary instruction with higher education admission
requirements and maintaining a bridge between the schools and higher
education institutions. At the same time, that arrangement requires many
secondary schools to report to two different ministries and may create con-
fused lines of authority, contradictory statements of objectives and incon-
sistent patterns of accountability.

While Namibia has two ministries directly responsible for education,
they share common goals - access, equity, quality and democracy - and
common themes - education as a human right, education for empower-
ment and education for human resource development. In terms of pro-
grammes, education and training should be seen as a continuous and open
system, with flexible entry and exit points.

Thus, in terms of programme development the initiatives of the two
ministries should be understood as complementary and mutually reinforc-
ing. Programmes in higher education must thus build on those developed
for basic education and culture.

AIMs AND FuNncTioNs oF HIGHER EDUCATION

Education and training must be understood as an investment in develop-
ment. In particular, higher education has great potential for national capac-
ity building that reaches far beyond the education sector.

Higher education’s critical role in socio-economic development has been
widely recognised. As a recent study points out,

universities play a more important national role in Africa than in other re-

gions. ... They are the only national institutions with the skills, the equip-

ment and the mandate to generate new knowledge through research. The
level of skills concentration in African universities is higher relative to the
rest of society than anywhere else in the world. ... University roles in re-
search, evaluation, information transfer and technology development are
therefore critical to social progress and economic growth. In short, African
universities can and should be key actors in national development. [Revi-

talizing Universities in Africa, p. 2]

Higher education actively contributes to human resources development
and thereby to national development more generally. That occurs directly,
through the education of high-level human resources, for example engineers,
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doctors, economists, agronomists and researchers. That direct contribution
is also reflected in research on issues of special importance to our country
and in seminars, colloquia and workshops organised to link the creation and
application of knowledge to societal needs and public policies.

Higher education’s contributions to human resources development are
also indirect. Higher education institutions prepare not only teachers and
chemists, but also teacher educators and professors of chemistry and their
teachers as well. All education is concerned with learning. Higher educa-
tion is also concerned with how we learn and with developing the skills and
skilled people who help us learn.

Conscious of the long neglect of Namibian culture and history, higher
education must serve as a crucible for cultural renewal and revitalisation.

More broadly, higher education promotes discovery, innovation and the
promotion of new ideas, which bring about higher productivity and im-
provements in the living standards of all people. Higher education also
produces and nurtures critical voices in society.

As it seeks to contribute to national development, higher education must
find ways to combine attention to basic research and institutional autonomy
on the one hand and applied research and responsibility to the nation on the
other. Two recent observations on African higher education pose the di-
lemma sharply:

Africa, like any other continent, needs institutions for “unapplied” teaching,

learning, reflection and research. This is particularly so because of the pow-

erful and intensifying imbalance in the production and application of knowl-
edge that exists between Africa and the North, and the corresponding sense

of technological, intellectual and cultural dependence that can only be ad-

dressed if the continent has the facilities and the incentives to encourage

her best thinkers to design appropriate paths. The conduct of basic research
and the opportunity for original thought are in the last resort the only means

by which societies can take control of their destiny. Such a function is not a

luxury that can be dispensed with for a period, pending better economic

times, but an integral part of the development process itself. [Court, The

Landscape of External Support to the Social Science and Humanities in

Africa,p. 3]

In our single-minded pursuit to create centres of learning and research of

international standing, we had nurtured researchers and educators who had

little capacity to work in surrounding communities but who could move to
any institution in any industrialised country, and serve any privileged com-
munity around the globe with comparative ease. In our failure to contextualise
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standards and excellence to the needs of our own people, to ground the very
process and agenda of learning and research in our conditions, we ended up
creating an intelligentsia with little stamina for the very process of develop-
ment whose vanguard we claimed to be. Like birds who cross oceans when
the weather turns adverse, we had little depth and grounding, but maximum
reach and mobility. So that, when the going got rough, we got going - across
borders. Faced with a growing brain drain, some African governments turned

to the stick, to outright coercion; others, with much prodding by interna-

tional donors, turned to the carrot, simultaneously trimming universities

while upping the privileges of those who had survived the process. But
none ‘uestioned the very nature of the institutions we had created and
sustained. {Mamdani, University Crisis and Reform: A Reflection on the

African Experience, p. 15]

Namibian higher education faces several challenges as the century draws
to a close. First, since we have a small population in a large country, higher
education needs a very broad reach. It must address national interests and
serve several different constituencies. At the same time, as it seeks to do
many things in many ways, higher education cannot afford duplicate, or
sometimes even overlapping, initiatives.

Second, Namibia has committed itself to developing multiple paths to
and through higher education. In particular, we have established an applied
and career-oriented path that is parallel to the primarily academic track at
a time when most other countries are moving toward a single higher educa-
tion path that subordinates all other institutions to the university.

Third, Namibia seeks to fashion a mix of central direction and control
and an openness to innovation and diversity in the development of higher
education. To date the government has been essentially the sole provider of
higher education, and its central role in that regard is likely to continue for
some time to come. At the same time, national policy increasingly supports
a liberal or market orientation that encourages diversity of types, modes
and means of education. The number of private higher education institu-
tions, both within Namibia and across our region, is likely to expand.

Fourth, as the ministry responsible for higher education, MHEVTST
often plays an indirect leadership role. For the majority of our education
system, the Ministry of Basic Education and Culture directly opens, con-
trols and manages the schools. Many people expect MHEVTST to func-
tion in a similar way, to govern its domain with a firm voice and explicit
instructions. In higher education, however, we attach a high value to the
independence and self-governance of our institutions and accord them great
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latitude in deciding on programmes, standards, students, staff and related
matters. That means in practice that MHEVTST must lead, coordinate
and integrate institutions whose own autonomy is highly valued. While that
autonomy should be protected, at times each institution’s own agenda and
practices become obstacles or impediments for other institutions’ initia-
tives or for higher education as a whole. In those circumstances, MHEVTST
often prefers to persuade rather than pronounce. To preserve institutional
responsibility, MHEVTST generally supports a participatory and inclu-
sive process - consultation, collaboration and negotiation - to address disa-
greements about policies and programmes. It must therefore exercise lead-
ership as it enables others to take the lead.

Fifth, we must reach beyond these expectations for higher education to
address a challenge that stems from Namibia’s historic underdevelopment.
Our higher education system must be an incubator of the ideas, the tech-
nologies and the people to use them that will enable us to break out of our
syndrome of dependent development. Although we have rich natural re-
sources and great human potential, Namibia has become a typical depend-
ent economy. We generate revenue by exporting raw materials, with rela-
tively little processing or value added within the country. Foreign compa-
nies are active in Namibia primarily to exploit our resources; few make
significant investments. Namibia is also a typical branch economy, in which
many of the decisions that most affect us are made elsewhere by people for
whom Namibia is a minor interest. To transform this pattern, to seize the
initiative for our own development, we take charge of studying our re-
sources and capacities and how best to use them. We must ourselves be
directly involved in developing the innovations and technologies that will
enable us to process and add value to our resources. We must ourselves
create economic opportunities so attractive that both domestic and foreign
investment will expand dramatically. For that, we need a part of our higher
education system that is integrally connected to the dynamic growth points
of our economy. We need the sort of relationship between industry and
higher education where our highly skilled graduates find ready employment
in industries that are attracted to Namibia because of the skilled human
resources available, where those industries collaborate with our institu-
tions in research and product development, and where those industries in-
vest directly in our education system because it is in their direct interest to
do so. In short, we need higher education to be a dynamo that spurs eco-
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nomic growth, not simply catching up with our competitors but leaping
ahead.

Finally, as a small country in a large world, Namibia must find ways to
shape and to adapt to regional and global trends in higher education.

Higher education must thus be designed to fulfill a variety of aims and
tasks, of which some lie outside the education system itself. Indeed, to un-
derstand its developmental role, we must imagine higher education as a
dynamo at the centre of an interrelated cluster of learning, research and
development activities. In that vision, higher education institutions are not
isolated and secluded cloisters but instead are engaged energetically in shar-
ing ideas, insights and experiences with each other, with the private sector
and with communities across the country, indeed throughout the region and
world.

To achieve disparate goals requires a diversified higher education sys-
tem in which institutions have separate missions and tasks. Structural and
institutional differentiation of that sort can permit the system as a whole to
address different economic, social and educational functions. At the same
time, that differentiation provides for the needs and interests of a diverse
student population.

Major education institutions everywhere play many roles. That is espe-
cially important in a small country with few institutions at each level. That
broad reach can itself become problematic. Sometimes, in the quest to re-
spond to multiple interests and to undertake diverse activities intended to
address economic, social and community needs, institutions lose their iden-
tities as they become multi-purpose. Emphasising expansion and diversifi-
cation, they lose focus. People within and outside the institution are unsure
of what it is supposed to do and unable to assess how well it is doing.

To avoid those problems, higher education in Namibia will become more
specialised, with each institution assigned a specific purpose. That orienta-
tion will minimise overlapping and duplicated education activity and the
wasteful dispersal of resources. For that, we will assign highest priority to
higher education programmes and activities that can directly enhance na-
tional capacity for poverty eradication, employment creation, economic
development and providing effective and efficient public service.

As our higher education system has evolved to date, students who com-
plete secondary school and who qualify for admission can choose among
three parallel paths: teacher education, career-oriented technological edu-
cation and academic education. In practice, of course, these three paths -
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which will be discussed more fully below and in the chapters that follow -
intersect and overlap. Indeed, although we have not yet reached that point,
eventually we should see numerous examples of productive cooperation
and joint programmes that link our higher education institutions. It should
also be possible for students to move among these paths as required for
particular courses of study.

In this understanding of differentiated missions and roles, our colleges of
education have primary responsibility for preparing our basic education
teachers. Since development depends on people, on their knowledge and
skills, and most importantly on their ability to use their knowledge and skills,
our teachers are our most important development agents. Excellent facili-
ties, full library shelves, well-equipped laboratories and accessible comput-
ers and internet connections will achieve little in the absence of competent,
engaged and caring instructional staff. Hence, it is impossible to overesti-
mate the importance of teacher education to our national development. To
play their role, our colleges of education must also be places of investiga-
tion, reflection and critique. They must be directly involved in studying
learners and the learning process. Their staffs, our teacher educators, must
have opportunities to continue their own education and to undertake re-
search. It is in those respects that the approaches and strategies of our
colleges of education regularly intersect and sometimes converge with those
of our other higher education institutions.

The Polytechnic of Namibia has primary responsibility for career-ori-
ented technological education. Its focus is on the driving forces of our
economy, especially industry. The Polytechnic emphasises applied and prac-
tical education, insisting that its students combine the theory and skills they
develop in their classrooms with direct experience in the work place. To
achieve that, the Polytechnic must be sensitive and responsive to the needs
of industry, needs that change as our country develops. Hence, the Poly-
technic seeks to develop enduring, mutually beneficial partnerships with
industry. An additional responsibility is the preparation of vocational train-
ing instructors and trainers for our vocational training centres and other
vocational institutions and programmes. To achieve those objectives, the
Polytechnic must also be a setting for exploration, reflection and critical
analysis. Its students and staff must undertake research and present and
debate their findings. Its instructional personnel must have opportunities to
continue their education and to refine their own understanding and skills.
Notwithstanding the Polytechnic’s specialised functions and responsibili-
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ties, periodically its programmes and other activities too will intersect and
converge with those of our other higher education institutions.

In this setting of specialised tasks and responsibilities, the University of
Namibia also has its unique mission. It must both address the economic,
social and political needs of our society and at the same time promote
intellectual, cultural and moral development that may have no immediately
apparent social benefit. While those tasks may overlap, they can also con-
flict. The major objective of a university is to develop intellectual capacities
and habits, attitudes focused on knowledge for its own sake and as a means
to understanding, a passion for inquiry and exploration and the capacity for
critical discrimination. That does not mean that our university should not be
engaged in professional or vocational education, or that it should not take
interest in the communities it serves. Institutions that lose sight of those
other objectives quickly lose their educational and social vitality. Rather,
the University of Namibia should provide a broad liberal educational foun-
dation and educate the learned professions. The University will also in-
creasingly assume responsibility for the education of the instructional staff
at all our higher education institutions. While it is the foundational role and
breadth of their mission that distinguishes universities from other educa-
tional institutions, as we have seen, the University of Namibia’s programmes
and activities will necessarily interact with those of our other higher educa-
tion institutions.

Where the responsibilities of our different higher education institutions
overlap, we shall need to determine the course of action that best suits
institutional and national needs. In some circumstances, one institution may
rely on another to offer a particular course of study or to manage an educa-
tional activity. In other circumstances, programmatic coherence and re-
sponsiveness to community needs may require maintaining similar pro-
grammes at different institutions. We must assess each such situation care-
fully, seeking to avoid wasteful duplication without stifling important intel-
lectual initiatives.

Clearly, higher education is a complex system of equally complex sub-
systems. Nearly all our tertiary institutions have been initiated and devel-
oped by governmental decisions, with the greater part of their activities
financed by the government. Accordingly, the separate parts or sectors of
the system must be coordinated with each other, and the system as a whole
must be linked to the resources, demands and requirements of the society.

14

Higher Education in Namibia

Achieving that coordination requires planning. As former President
Nyerere of Tanzania reminds us, to plan is to choose. Many goals and
objectives seem worthy and important. Planning requires setting priorities
and determining which of those goals and objectives will be addressed en-
ergetically and will receive larger and quicker resource allocations,

Since most of the major providers of tertiary education are institutions
created and supported by government, centralised decisions about policy
and resource allocation will be necessary early in the development of the
higher education sector. The government is therefore likely to be intimately
involved in the growth and operation of higher education institutions. That
involvement, however, risks becoming paternalistic and constraining,. Indi-
vidual institutions may complain about restrictions on their autonomy and
limitations on their ability to shape their own policies and directions. Here
again we see the need for regular consultation and a strong spirit of coop-
eration as we seek to develop an appropriate balance of central direction
and coordination and institutional independence. Like the institutions them-
selves, that balance is likely to change as our country develops.

NATIONAL PLANNING AND INDEPENDENT INITIATIVES

As we reform the governance and management of higher education in
Namibia, we must explore the advantages and disadvantages of two very
different models. Historically, higher education in Namibia, as in most coun-
tries, has been characterised by strong centralised authority and control
exercised by government. We are so used to that arrangement that often we
take it for granted and assume it is the only possibility. Proposals for edu-
cation reform are often phrased as “Government should decide to ..” and
“The Government should require those institutions to ...”.

This arrangement has several important advantages. Governmental di-
rection permits explicit specification of national objectives and priorities
and then allocation of resources to support them. Governmental control
facilitates quality assurance, standardised accreditation and the creation of
broadly recognised credentials. A single central authority can allocate re-
sources to activities that have low enrolment but great national importance.
Similarly, a single central education authority can promote equity by redis-
tributing resources on a national scale, for example by drawing on the
revenue from the highest income taxpayers to support schools in the poor-
est communities.
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Yet, that is not the only possibility. Strong central authority is not auto-
matically or necessarily responsive to the popular will. As they seek to be
redistributive, bureaucracies may become self-serving and self-aggrandis-
ing. Large administrative structures can be cumbersome and wasteful. An
alternative orientation envisions active competition among education insti-
tutions, both public and private. In this model, all institutions that meet
appropriate national and local standards are authorised to develop and ad-
vertise programmes and courses of study. Which programmes succeed and
which do not is then determined not by government decision but by
enrolments. Which institutions and courses of study do students and their
families deem most attractive? Which programmes are valued most highly
by employers? In recent years, non-governmental education institutions of
all sorts have emerged in southern Africa, including Namibia.

This arrangement, too, has important advantages. Sometimes govern-
ment is slow to respond to changing circumstances or maintains programmes
that have outlived their primary value, while smaller education organisa-
tions may be able to change more rapidly and more readily replace older
programmes. Smaller institutions may be more responsive to community
preferences and more efficient in attracting and using resources.

Recent debates about higher education in Namibia have reflected both
perspectives. Some of those who are unhappy with the current situation
call for stronger central control and want firmer governmental direction.
Others advocate greater institutional autonomy and market-like competi-
tion to set policies and allocate resources. Sometimes contributors to the
national discussion on higher education seem to assert both views simulta-
neously, demanding government action and decrying government interfer-
ence.

As a young country, we are still developing an appropriate institutional
framework for governing and managing an integrated higher education sys-
tem. We are fashioning appropriate compromises between central direction
and local autonomy as we proceed, guided by our theoretical understanding
of what is needed, our observations of practices elsewhere and our reflec-
tions on our own experiences, both successful and unsuccessful. Indeed,
one of the responsibilities of our higher education institutions is to initiate
and orient research and discussion designed to help us clarify what sort of
institutional framework will best meet our needs. (We shall return below to
areview of alternative approaches to education planning.)
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Clearly, it is timely to establish a higher education advisory C(?unci'l tha'lt
will bring together representatives of various government and private mst!-
tutions to address these and related issues. In addition to its overall advi-
sory and coordination role, that council will have committees or for.ums or
working groups focused on specific domains within higher education, for
example, teacher education and distance and open learning.

FINANCE

Education and training in Namibia are accorded a very high priority.
Today, 10% of our Gross Domestic Product is spent on education.

For our 1998 fiscal year, the education and training sector is budgeted to
receive N$1 729 953 000, which represents 25,5% of total national spend-
ing. Training and educational activities in other sectors, such as Agricul-
ture, Fisheries, Youth and Sport, Army and Police, increase that figure by
approximately 10%. Furthermore, parastatals, non-governmental organi-
sations and the private sector all provide education and training. Comt')med,
these activities and expenditures reflect Namibia’s commitment to its fu-

ture.
Institution Recurrent Development Total
N$ % N$ % N$ %
University of Namibia 83202000 | 453 | 13997000 | 56,0 | 97199000 | 46,6
Polytechmc of Namibia 41650000 | 22,7 | 10000000 | 40,0 | 51650000 | 24,7
Colleges of Education 58935000 | 32,1 1 000 000 4,0 | 59935000 | 287
TOTALS 183787000 { 100 | 24997 000 100 |208784000| 100

Table 1: Budgeted Expenditures, Higher Education Institutions,
1998 Fiscal Year

Approximately 3,9% of total national spending in the 1998 ﬁscal. year,
N$262 425 000, is budgeted for the higher education, vocational training,
science and technology subsector, an increase of more than 20% over the
previous year’s budget. Within that subsector, 70% of our funding is allo-
cated to higher education, 12,7% to vocational education and training, | 3,4%
to our Students Financial Assistance Scheme and 0,6% to research, sci-
ence and technology, with the balance to general administration and pplicy
making. From 1997 to 1998 the budgeted allocation to the University of
Namibia increased by 37,5%.
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Thus, we currently allocate a great deal of our education resources to
higher education. Developing new higher education programmes is some-
what like opening a new mine. In mining, it is necessary to dig holes, install
equipment and move a lot of earth before there is any appreciable yield of
high-value minerals. So too in education. New programmes often require
significant and sustained investment well before the desired outcomes ap-
pear.

Seeking to reduce our allocations to higher education at this point in our
country’s history would be very short-sighted. Our current expenditures
are to develop the foundation necessary for our national development. That
foundation is both physical and human. Laying a weak or partial founda-
tion would risk undermining our development efforts for many years into
the future.

Allocations to the principal higher education institutions have generally
been determined through annual consultations with the Ministry of Higher
Education, Vocational Training, Science and Technology, guided by fund-
ing levels in previous years. One advantage of that approach is that it rec-
ognises the value of existing programmes and the special circumstances
that make some programmes more expensive than others.

That approach also has three important disadvantages. First, its ten-
dency to protect existing programmes makes it difficult to develop and
implement new programmes. Quite simply, whatever appeared in the budget
last year is likely to appear again this year, which means that there will be
little unallocated money for new initiatives. Second, that approach tends to
reinforce differences in allocation among institutions. That is especially
problematic where those differences among institutions reflect values and
patterns of differentiation in our past that we are working hard today to
overcome. Third, where each institution negotiates its own budget, it is
difficult to plan for the higher education sector as a whole.

Accordingly, it is timely to integrate the annual institutional budget con-
sultations into a formula strategy for higher education funding within the
framework of long-term planning. In that approach, allocations to all insti-
tutions within the sector are determined according to an accepted formula
that links funding to priorities, that recognises the special character and
role of each institution, and that seeks to provide the same level of funding
for the same activities in different settings.

Generally, formula funding in education focuses heavily on the expendi-
ture per student, though of course that should not be the only criterion for
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determining allocations. If the formula were entirely dependent on per stu-
dent allocations, institutions would be encouraged to maximise their
enrolments, perhaps with undesirable consequences for the quality of their
programmes and national long-term needs and priorities. Formula funding
can, and should, take note of each institution’s societal role and contribu-
tion and reserve resources for new initiatives.

Hence it is essential to recognise each institution’s context, responsibili-
ties and roles in determining its level of funding. Particular institutions pro-
vide essential and unique services that may not be fully reflected in a re-
view of academic programmes and that may warrant special allocations.
While it seems simpler to associate funding entirely with instructional pro-
grammes, doing so would devalue research, which is an essential compo-
nent of higher education, and other tasks assigned to our higher education
institutions. Accordingly, the funding formula must recognise the impor-
tance of those activities and must be sensitive to the varying balance among
instruction, research and other activities at our higher education institu-
tions.

Several basic principles should guide the development of an appropriate
funding formula:

(1) The funding formula needs to encourage financial and academic plan-
ning by the Government and higher education institutions on the basis
of a reasonable degree of stability.

(2) There should be an appropriate balance between the Government’s need
for funding to support national priorities and each institution’s coher-
ence and autonomy.

(3) The funding formula should aim for increased efficiency and effective-
ness through appropriate financial incentives and disincentives.

(4) The funding formula should encourage higher education institutions to
increase student numbers in proportion to each institution’s capacity
and the human resources needs of the nation.

(5) The funding formula should be consistent with the national targets of
the Wages and Salaries Commission to reduce personnel expenditures
by 2% per year over the next five years.

(6) The funding formula should encourage institutions to diversify their
sources of funding, recognising that all beneficiaries - including the
public at large through the government, students and their families and
employers - should contribute to the cost of higher education.
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(7) The funding formula should encourage institutions to generate addi-
tional, non-governmental funding. Where an institution is successful in
developing research, services and products that are eventually pur-
chased by other government institutions or the private sector, it should
retain a portion of the income that it generates to support future re-
search and development.

(8) The funding formula should be simple and flexible, able to adapt to a
rapidly changing higher education environment.

(9) The funding formula should ensure transparency and facilitate ac-
countability in budgeting and financial management.

As we implement this approach we must pay careful attention to the
policy implications of specific decisions about the formula to be used. For
example, a major goal of a funding formula approach is to develop a sys-
tem of reliable and predictable allocations on which institutions can depend
in their long-term planning. Hence, the formula should constrain sharp year-
to-year variations and permit multi-year funding where that is deemed de-
sirable and appropriate. Similarly, the formula approach must address es-
tablishing fair unit costs for education and training in the different institu-
tions; developing the rationale for apportioning the cost of higher education
among government funding, direct and indirect student and family pay-
ments, private sector contributions and other sources; setting appropriate
criteria for allocating funds among instruction, research, administration and
other activities; ensuring transparency and accountability in allocating and
using higher education resources; and creating incentives for efficiency
and financial reform within institutions.

ENROLMENTS

Of all the students enrolled in our formal education system, over 9 000
are students in our institutions of higher education. Even though enrolment
in higher education is expected to grow steadily over the next five years,
that will remain a small percentage of the total number of students in our
education system.

Historically, funding for many of our higher education students has been
provided through government bursaries, for which N$19 026 000 was allo-
cated in 1995/1996. For bursaries to increase at about the same rate as
enrolments (approximately 10% per year), N$27 855 966 would be re-
quired in 1999/2000. Even so, only a small number of students could be
funded under the current grant system. Therefore, to use available funds
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Institution 1995 | 1996 | 1997 | 1998~ | 1999* | 2000"

Full-time | 2454 | 2707 [ 2793 | 3072 | 3380 | 3717
Unwversity of Namibia Part-time 12 5 14 15 17 19
Distance* | 1279 | 851 726 799 878 966

Total 3745 | 3563 | 3533 | 3886|4275 | 4702

Full-tme | 1142 | 1259 | 1468 [ 1615 | 1776 | 1954

Polytechnic of Namibia Part-time | 467 528 754 829 912 | 1004

Distance” | 492 | 649 | 1408 [ 15491 1704 | 1874

Total 2101 [ 2736 1 3630 [ 3993 | 4392 | 4832

Colleges of Education 1866 | 1728 | 1887 | 2000 | 2120 | 2247
Agnicultural Colleges 197 216 238 262 288 317
Higher Education Students in Other Countries | 218 195 184 175 166 158

TOTALS 8127 | 8438 | 9472 | 1031711242 {12256

Sources: University of Namibia; Polytechnic of Namibia, Ministry of Higher Education, Vocational

Training, Science and Technology

* For 1995 and 1996, some of the Distance Teaching students associated with the Polytechnic of Na-
mibia are included in the Distance Teaching totals for the University of Namibia

* For 1998-2000, growth per year 1s estimated at 10% for the Umiversity of Namibia and the
Polytechmic of Namibia and 6% per year for the colleges of education, while higher educa-
tion students 1n other countries are expected to decrease by 5% each year

Table 2: Enrolment in Higher Education

for a larger number of students and thereby to broaden access and pro-
mote equity, we are converting our current bursary system into the new
Government Student Financial Assistance Scheme, with emphasis on loans.
That shift permitted us to assist 1 650 new students in 1998, compared to
only 1285 in 1997. Although we were able to provide some support to all
qualified applications who had admission from a tertiary institution, many
students find it difficult to pay for accommodation, transport, clothing and
medical care.

STUDENTS

Higher education students are concerned both with the issues that im-
mediately affect them as students and with the broader issues that emerge
in the society at large. At particular moments in a country’s history, stu-
dents assert an active and often militant role in attempting to shape their
society and influence its development. Commonly, they demand a larger
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role in governing their institutions and expanded participation in the national
political system. Not infrequently, the larger community regards this asser-
tion of student initiative with apprehension and sometimes actively resists
it.

Within education institutions, students’ demand for broader participation
may clash with the technical specialisation, faculty control and formal test-
ing and grading systems that characterise those institutions. The entire
education community, from the ministry to the institutions’ governing au-
thorities, to faculty and students, to non-governmental organisations in-
volved in education, must find creative and constructive ways to address
these concerns before they threaten the quality and viability of the educa-
tion system,

Leadership training for student leaders will need to be intensified. Insti-
tutions will need to develop and refine administrative machinery to reflect
our deep commitment to discussion, debate and democratic participation.
Partnership, trust and transparency will be important objectives. Appropri-
ate charters must be developed and refined to specify the rights and re-
sponsibilities of institutions, faculty, staff and students.

In our culturally diverse institutions, these activities must reflect the gov-
ernment policy of affirmative action. For example, the Ministry will en-
courage female students to participate in student politics and organise ca-
pacity-building workshops to enable them to do so more effectively. Stu-
dent representative councils will be encouraged to adopt constitutions that
work toward gender balance.

THE PRIVATE SECTOR

The Ministry of Higher Education, Vocational Training, Science and
Technology expects the private sector to play an active role in shaping
higher education in Namibia. Government alone cannot and should not bear
sole responsibility for preparing the skilled humanpower needed for na-
tional development.

Indeed, the private sector has several important roles to play in this re-
gard. One is to establish and maintain non-governmental education institu-
tions that meet nationally set standards. Currently there is an increasing
number of privately-owned institutions of higher learning. Many large firms
have training departments. These contributions to our national education
system are highly valued.
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A second role is to recognise the value and importance of higher educa-
tion to the development of the private sector by supporting, both directly
and indirectly, higher education institutions and particular programmes and
courses of study. Though often provided in the form of a gift, funding of
this sort is not charity, but rather an investment in our national develop-
ment.

Third, the private sector can create internships and other opportunities
for our higher education students to have direct experiences in mining, in-
dustry, commerce and other sectors. Existing arrangements of this sort
should be expanded to enable more of our students to combine academic
and applied work in supervised and educational settings. At the same time
the private sector should also increase its support for the continuing and
further education of its employees.

A fourth role is to create and strengthen private/public partnerships that
link higher education to the growth points of our economy. The goal here
should be to increase those links where they already exist and also to use a
partnership approach to develop new initiatives whose dynamism lies in the
strong connections between innovative firms and higher education.

We have already begun to move in these directions. We must do so more
energetically and more effectively. Hence, one major challenge now is to
coordinate public and private efforts to develop the higher education sector.
For that, it may be timely to create a private sector higher education forum,
with participants from both the private and public sectors, perhaps as a
committee of the higher education advisory council that is to be estab-
lished.

AFFIRMATIVE ACTION

We came to our independence after years of struggle against apartheid
with a firm commitment to the fundamental equality of all of Namibia’s
citizens. We regard that commitment as so important that we have incorpo-
rated it in our national Constitution. Articles 10 and 23 of our Constitution
explicitly prohibit racial and other discrimination.

More than six years after independence, however, it is clear that formal
and informal discrimination on the grounds of race, sex and disability per-
sist. That is intolerable. Namibia is now one nation, and not just its laws
but also its practices must reflect that.

Hence, we must go beyond non-discrimination to take positive steps to
redress previous and persisting inequalities. Thus, Article 23 of our Con-
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stitution also enshrines the principle of affirmative action. Affirmative ac-
tion means, quite simply, initiatives undertaken to assist those who con-
tinue to experience the legacies and practices of discrimination. Some-
times, non-discrimination is not sufficient to overcome deeply held preju-
dices and long-standing practices. To achieve equality of opportunity, we
will need to recognise and redress the disabilities created by discrimination,
especially in recruitment, selection and promotion. In those circumstances
we must be imaginative, sensitive and persistent in developing appropriate
programmes and procedures. Where one part of our population, for exam-
ple women, has been refused access to particular posts, we will of course
have to find ways to treat fairly those who apply. That is non-discrimina-
tion. But we must do more. We must also find ways to encourage and
facilitate applications from those whose experience of discrimination and
rejection has discouraged them even from considering applying. The Gov-
ernment has regularly reiterated its commitment to affirmative action, as
have many institutions throughout our society, indeed across our region.
The Protocol on Education and Training in the Southern African Develop-
ment Community adopted in 1997 specifies that where they are under-
represented, socially disadvantaged groups should have preference in ad-
missions and special scholarships. Higher education has special responsi-
bilities in that regard.

We all suffer when as a society we cannot draw on the imagination,
insights and skills of major groups whose access to school or jobs is limited
because they are female or poor or black or from a particular region. Our
schools and other institutions are immeasurably strengthened when we
recognise, celebrate and build on the rich diversity of Namibia’s people.
We all understand that discrimination has held us back. We must now under-
stand that eliminating the consequences of discrimination requires more
than laws that prohibit discriminatory practices.

If equitable participation in the economy is to become a reality, those
who have been disadvantaged - especially those who experience discrimi-
nation on the basis of region, poverty and gender - must have fair access to
education and health in our country. We must make education truly a right
of our citizens. We must at the same time develop an enabling environment
that will raise the economic status of women and other disadvantaged groups.
Increased agricultural productivity in our country depends largely on wom-
en’s development of new skills and access to new opportunities. Despite
the Constitution’s provision for gender equality, legislative and customary
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discriminatory practices against women still exist. One major chaltlenge of
the First National Development Plan is to eradicate all discriminatory prac-
tices and laws against the advancement of women.

Our development is also troubled by individual and institutional prefer-
ences based on race. Though illegal, those practices too persist and must be
addressed vigorously. Legislated non-discrimination must be supplemented
by energetic affirmative action to overcome these barriers.

As it does in other domains, education must play a leading role in this
regard. Our responsibilities are several. First, we must be sure that we are
not ourselves perpetuating the problems. Within higher education we must
continue to work assiduously to identify patterns and consequences of dis-
crimination, to articulate and reinforce our commitment to equality, and to
develop more effective strategies for overcoming structured inequalities.
For that, we will need systematic monitoring, explicit accountability and
mechanisms to ensure that we correct the problems we discover.

Second, we must be effective teachers. Our curricula and instructional
programmes at all levels must help learners identify and resist discrimina-
tion and must help them develop approaches and strategies for doing so.
Our research on learning and teaching must be sensitive to these issues and
must enable us to document what we do well and what we do not and to
assess progress toward equitable and just outcomes.

And third, we must assert moral leadership for our society. While spe-
cific affirmative action activities will vary from one institution and setting
to another, as a community - collectively and individually - we must regu-
larly demonstrate clearly and convincingly our commitment to recognising
and redressing previous and current inequalities as we work to build an
equitable and just society.
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TowarD EpucatioN For ALL

Several years ago we developed a general statement of objectives and
priorities for education, Toward Education For All. Since the develop-
ment of higher education rests on that foundation, it is useful to recall here
the broad goals for education in Namibia set in that document. At their most
basic, the goals for education, culture and training are those of the nation:
equity, justice, democratic participation and respect for human dignity.

Building on that base, the Ministry of Education and Culture decided in
1992 to assign the highest priority over the next decade to four major goals
and to those activities essential to reaching them: access, equity, quality
and democracy. Other activities have of course continued to receive at-
tention, often a good deal of attention. And of course we have not ne-
glected the large number of things we need to do everyday to keep our
schools and other education programmes running well. Still, as a society
we must make choices. Our resources are not unlimited. To use those
resources well, we must decide what is most important to us and then
focus our attention, our creativity and our energy there. It is for that reason
that we specified those four major goals for our education system.

Our strong commitment to basic education for all itself requires difficult
decisions about higher education. While basic education for all is an achiev-
able goal, higher education can serve directly only a small percentage of
those students who complete secondary school. Thus, for the foreseeable
future higher education will be both selective and costly. A small number
of students will benefit directly from a large allocation of resources. We
must understand the use of those resources as an investment in the devel-
opment of our country.

Our vision for higher education is broad. We expect higher education in
Namibia to enhance the national welfare through its contributions to na-
tional development, to cultivate national talent and intellectual potential, to
nurture the fulfilment of our cultural aspirations, to develop a national ca-
pacity for knowledge creation, dissemination and sharing, to strengthen the
national ethos of peace, equity and democracy, and to promote interna-
tional peace and understanding. To realise this vision, learning, teaching,
scholarship, research and service must be dynamic, interactive and mutu-
ally reinforcing.

Teaching in higher education must be organised to cultivate and sustain
aculture of disciplined thinking and inquiry and to nurture a commitment to
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academic achievement and excellence. Effective teaching reflects our
commitment to quality and high standards and at the same time extends
opportunities for learning to a larger and broader section of society. For
higher education teaching to be effective, it must be linked to research and
knowledge creation.

Higher education institutions and programmes are expected to contrib-
ute to examining and understanding issues confronting our society. Re-
search is thus crucial to making teaching relevant and meaningful to learn-
ers. Research enhances the national capacity for problem solving, creates
institutional capacity for excellence, encourages rigour in academic pur-
suit, reinforces the power of intellect and the practice of disciplined inquiry,
and creates a leading edge for learning and innovation.

Underlying these efforts is learning, which revolves around a cumula-
tive process of acquiring information from many sources, converting infor-
mation into knowledge by integrating it into coherent understandings, ap-
plying those understandings to familiar and new situations, and at the same
time constructing and improving a framework for creating new knowledge.
This vision of higher education regards knowledge as shared experiences
and as an exploration undertaken in partnership. Learning builds on curios-
ity, creativity, inventiveness and innovation. Lifelong learning must be the
ultimate goal of higher education as it helps us develop a learning society.

HiGHER EpucATiON FOR DEVELOPMENT: MAjJOR GOALS

Since we cannot provide universal access to higher education, and since
we have special expectations for higher education that reach beyond and
are more focused than the objectives we set for basic education, we will
orient the development of our higher education system around four broad
goals, using them to guide the priority and resources to assign to each
activity: equity, quality, democracy and relevance. To make progress
toward those goals we will also need effective, goal-oriented, manage-
ment, which includes affordability, efficiency and sustainability. Extend-
ing the commitments we set out in Toward Education For All, let us
consider briefly what these goals mean for higher education in Namibia.

Equiry

Our higher education system is necessarily selective. Only a few of the
Namibians who complete secondary school will be able to enter our higher
education institutions. It is essential, therefore, that we work imaginatively
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and energetically to ensure that selection for and progress through higher
education are equitable.

At its simplest, that means that we must be sure that we select our
higher education students on the basis of their accomplishments and their
potential. To do that, we must be sure that our selection process does not
provide special advantages to particular groups in our country on the basis
of their race, their religion, their ethnicity, their region of birth, their sex, or
the privileges they enjoyed in the past.

Sometimes advantages of that sort can be readily identified and cor-
rected. Often, however, advantages of that sort are very subtle conse-
quences of the measures and procedures we use and are therefore much
more difficult to discern and address. For example, if a student is told she
cannot be admitted to a particular programme because “girls do not do well
in Mathematics,” we can see immediately that her rejection is contrary to
our non-discrimination policy, and we must proceed to remedy the situa-
tion. But discrimination may be much more subtle. There may be no stu-
dents who are told they have been rejected because they are female. Yet,
when we look at enrolment patterns, we may discover that particular pro-
grammes or courses of study have far fewer female students than we
would expect based on the number of females who successfully com-
pleted the previous level. In that circumstance, ensuring equity requires
that we have effective and functioning monitoring systems that call such
situations to our attention, even when there has apparently been no explicit
discrimination, and accessible and effective corrective procedures that can
address both the individual case and the broader pattern.

As we develop strategies for promoting equity in higher education, it is
important that we understand the difference between equity and equality,
which are related but not identical. Equality refers to our commitment to
treating all people in a similar situation in the same way. In the example we
have been considering, ensuring equality means that all students with com-
parable examination scores and similar results on the other assessment
measures that we use to review applicants - regardless of race, sex, reli-
gion, region, ethnicity - must have an equal chance to be admitted. No
students should stand a better chance because of where they were born or
the colour of their skin.

Most often, we think of equality in terms of equality of opportunity. We
work hard to be sure that all who begin have an equal opportunity to suc-
ceed. But if patterns of discrimination can be subtle and difficult to discern,
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how can we know if we have in fact achieved equal opportunity? For that,
we must also look at results. If we find that all of the students who are
selected for a particular programme, or who have the highest grades, come
from one group in our society, then we must ask if that group has had a
special advantage, even if that advantage was not explicit or clearly visible
and even if those involved were themselves not fully aware of that advan-
tage. Again we see the importance of effective monitoring systems and
corrective procedures.

Equality, then, has to do with sameness, treating people in the same way.
Equity has to do with faimess and justice. While ensuring equality is often
a major step toward achieving equity, sometimes the two are in tension.
Where there has been systematic discrimination and disadvantage, ensur-
ing equity - justice - may require treating people differently.

Where some students have a weaker secondary education because the
schools in their region have historically been under-funded, or less well
equipped, or had teachers with less experience or lower qualifications,
achieving equity may require providing to those students some additional
assistance to strengthen their skills and fill the gaps in their preparation.
Where some students have been unfairly told throughout their schooling
that they are not likely to succeed or that they are not the sort of people
who go on to higher education, it may be necessary to provide special
encouragement to them to see themselves and their chances in a more
positive light and to apply to our higher education institutions. Even after
their admission, we may need special efforts to support students who are
potentially very capable but who have been systematically discouraged
about their prospects. In these circumstances, we must go beyond non-
discrimination to take affirmative action to achieve equity.

Although apartheid is behind us, our society remains unequal.
Achieving equity therefore requires both eliminating overt and less
visible patterns of discrimination in higher education and redressing
the persisting consequences of societal inequalities.

QuALITY

For higher education institutions to play their developmental role for our
country, they must establish and maintain high quality in their programmes
and courses of study. High quality in higher education has several compo-
nents.
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First, we must be sure that our higher education system achieves inter-
nationally recognised standards in the disciplines and domains of study that
we offer. In that respect, higher education has an international character.
We must expect our mathematics and chemistry and information systems
students to achieve the level of understanding and skills development de-
manded of students in similar fields in comparable institutions in other coun-
tries. In the same way, we must expect our faculty periodically to partici-
pate in international scholarly meetings and to publish their research results
in established international journals in their fields. For that, Namibian higher
education institutions must participate in regional, continental and interna-
tional associations of similar institutions, as they have already begun to do.

We must be careful, however, that we do not rely solely on standards of
quality set elsewhere. Though important, internationally recognised stand-
ards may not be relevant to the Namibian situation or may incorporate
measures and rankings at odds with the priorities we assign in our own
country. Even worse, international standards may function in practice to
impose on us values, or ideas, or patterns of academic organisation quite at
odds with our own decisions about what matters most and why. Hence,
uncritical adoption of internationally recognised standards will perpetuate
our dependence in the very institutions that must take the lead in ending
that dependence and forging new directions.

Therefore, second, we must establish standards directly relevant to Na-
mibia and regularly and systematically assess our higher education stu-
dents’ and institutions’ progress toward them. Those standards must re-
flect what is unique about Namibia and what we expect from our students
and institutions, rather than what may be considered high quality in, say,
Paris or Berlin or Berkeley or Hong Kong. For that, we shall have to be
imaginative and innovative in developing appropriate approaches and pro-
cedures, especially because our higher education sector is so small. We
shall return to this issue in the context of our discussion of responsibility
and autonomy for our higher education institutions.

Third, we must also be sure that our understanding of quality incorpo-
rates our own education reforms. Toward Education For All outlined a
fundamental reform agenda for education in Namibia, beginning with basic
education and continuing throughout our education system. That reform
agenda has important implications for higher education that must be re-
flected in our quality measures. To take just one example, we have adopted
a more encompassing strategy for assessing the work of our school stu-
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dents. Rather than relying nearly entirely on examination marks, we have
introduced a more student-focused approach that includes attention to re-
sults on teacher-set tests, students’ papers, portfolios and presentations,
and regular continuous assessment along with examinations. To implement
that approach effectively our teachers must develop and refine skills not
expected of teachers in countries that continue to rely exclusively on na-
tional examinations to evaluate student achievement. That, in turn, requires
that our teacher educators incorporate this approach into their courses.
Accordingly, our evaluation of the quality of our teacher education pro-
grammes must address their success in helping our teachers become know-
ledgeable and skilled in this reformed approach to student assessment, in-
cluding its underlying theoretical rationale, appropriate pedagogical prac-
tices and on-going refinement. While that is one small example, the general
point is clear. If we are serious about reforming our education system, then
those reforms must be reflected throughout the system, including in our
measures of the quality of higher education.

Fourth, our major goals for higher education must also be incorporated
in our understanding of quality. Explicit attention to equity, democracy and
relevance, as well as effective, goal-oriented management, must feature
prominently in the standards we set for our institutions. Quite simply, an
institution that maintains inequitable selection procedures or is inattentive
to national needs and priorities is not offering high-quality education, even
if it achieves international standards in the instruction of, say, language or
human anatomy.

Higher education quality has to do with both individuals and institutions.
As we demand high quality work of our students, so must we expect high
quality programmes and courses of study at our higher education institu-
tions. Assessing quality, therefore, must involve evaluating both students’
achievements and the accomplishments of our higher education institu-
tions. That institutional evaluation, in turn, must be both individual and col-
lective, since in many areas the quality of higher education in Namibia
depends on effective cooperation among our institutions.

Improving the quality of higher education in Namibia requires a
strategy that incorporates both internationally recognised standards
and specifically Namibian needs and priorities and that evaluates the
accomplishments of both students and institutions.
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DeMocCrAcCY

For many years Namibians struggled for democracy. We continue to
value it highly, and we are aware of the importance of nurturing the culture
of democracy. To strengthen and protect what we have accomplished thus
far, democracy must be a major focus for and characteristic of our higher
education system. In this regard, higher education should enable society to
understand itself and the world around it. Among its other roles, higher
education must function as the conscience of the country.

Toward Education For All stressed the importance of learning about
democracy in all our schools. We must continue that learning into our insti-
tutions of higher education. Where appropriate, our higher education stu-
dents should learn directly about theories and practice of democracy in
Namibia and elsewhere. They must understand that democracy means
more than voting and elections. Malnutrition, economic inequality and illit-
eracy can be obstacles to democracy that are far more powerful than
formal rules that limit who can participate in elections. Democracy is not
something that is accomplished simply by creating a particular institutional
framework. Rather, democracy is a process of deliberating issues, foster-
ing broad participation and making decisions that reflect the popular will.
Often democracy seems cumbersome, inconvenient and inefficient. Even
where its practices are well accepted, democracy remains fragile and is
always at risk. Establishing democracy is therefore necessarily an ongoing
process that requires regular attention and constant vigilance. Our higher
education students must therefore learn too about challenges and threats
to democracy, both direct and indirect. They must learn to use that know-
ledge to protect what we have achieved and strengthen it still further.

Beyond the specific attention to democracy in history or civics or sociol-
ogy or law or other courses, we must also integrate democracy into the
fabric of all our courses of study. Our future teachers at all levels, of course,
must be able to teach about democracy. Equally important, prospective
teachers, education administrators and school heads, for example, need to
understand the importance of students’, parents’ and community participa-
tion in school governance and how that can be accomplished. Our students
intending to work in industry must understand the roots and practices of
collective bargaining between employers and unions and why that is so
vital to our democracy. Nurses and other health practitioners must learn
how to become effective participants in formulating national health policy,
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both drawing on their knowledge and expertise and at the same time en-
suring that the voices of non-specialists - all Namibian citizens - are also
heard and respected. Lawyers and social workers must become skilled not
only at applying the rules of our society but also at becoming advocates for
those who understand the rules less well and who are less effective in
securing their rights.

To teach about democracy, we must also practice democracy. While we
can all agree on that principle, there will be disagreements on how best to
implement it. Who should participate in making which sorts of decisions?
On what sorts of issues should instructional staff have the determining or
most influential voice? When should students’ input, or assent, be sought or
required? How to reconcile the value of extended debate with the need for
rapid and unambiguous decisions? How to facilitate broad discussion while
protecting the privacy of individuals and institutions? Acknowledging disa-
greements on these and related issues and finding ways to address con-
tending views are, after all, themselves part of democratic practice.

Certainly, all of our society’s institutions have circumstances and mo-
ments when responsible authorities must make firm decisions, sometimes
with little direct or immediate consultation. But in democratic institutions
those authorities will have been selected according to clearly delineated
and public procedures and will be accountable for their decisions in orderly
and systematic ways. All associated with those institutions, including in-
structional staff, other employees and students, will have opportunities to
make their voices heard and to play a role in reaching important institu-
tional decisions. Under nearly all circumstances, democratic institutions
will prefer consultation and deliberation, even when that seems cumber-
some and unending, to rapid recourse to authority and force. The rules
under which our higher education institutions operate must reflect these
concerns: participation, consultation, accountability, transparency, shared
responsibility for decisions and their implementation. Where appropriate,
we will need to provide workshops or courses or other opportunities to
enable those involved in higher education to understand democracy better
and to become more proficient at its practice.

To nurture and protect democracy in Namibia, our higher educa-
tion institutions must not only teach about democracy. They must also
be democratic, even, indeed especially, when that is wearying and
uncomfortable.
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RELEVANCE

Everyone agrees that education institutions must be relevant to national
needs. But what does that mean in practice? Dictionary definitions of “rel-
evance” and “needs” are insufficient for ideas intended to guide public
policy. What our society needs and how our education system can develop
programmes relevant to those needs are specified in ways that are com-
plex and generally not very orderly or direct.

Let us consider national needs. At the basic level there is little disagree-
ment. We need a rate and pattern of economic growth that will enable us
to improve our standard of living and to develop our spiritual as well as
material lives. No one should go hungry, or lack adequate housing. Every-
one should have access to learning settings. But do we need steel mills or
a microelectronics industry? Or do we need more boreholes and grain mills
in our villages? Do we need more dams and a denser electric power grid?
Do we need more televisions and automobiles? Do we need higher quality
and greater reliability in our public services? Do we need better training
facilities for our athletes or soldiers? And what of our needs for moral and
ethical behaviour, or non-violent conflict resolution, or equitable treatment
of all our citizens? And where do we rank addressing our cultural, aes-
thetic and literary needs? The point of course is that as a society we are
continually redefining our needs and priorities. When we do that well, the
result reflects broad participation and sensitivity to the situation and inter-
ests of the different elements in our diverse population.

The implication for higher education is clear. As it undertakes its formal
responsibilities to develop critical reasoning and higher level skills, higher
education must be attentive to and participate in the process through which
we set our agenda. Higher education institutfons must be able to indicate
how they are responding to national needs. They must as well be able to
explain why they have chosen to address some expressed needs and not
others. And they must demonstrate their ability to revise and modify their
directions as our national goals and priorities evolve.

Relevance is also an idea best understood in terms of context and proc-
ess. Often, for example, observers note that most people in Africa are
rural agriculturalists. From that observation they assert that education should
focus its attention on the tools and skills that farmers will need. From that
perspective, schools that teach languages in order to introduce young peo-
ple to other cultures or that assign books intended to expose learners to
new ideas and different ways of thinking or insist that students use micro-
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scopes to understand and master systematic observation and comparison
are wasting time in irrelevant programmes. But if so, how will we ever
escape our dependence on others’ ideas and technologies? How will we
move beyond exploiting non-renewable resources to creating and develop-
ing new resources? If no Namibians experiment with sub-nuclear parti-
cles, or write new computer programmes, or devise new approaches to
dysentery, malaria and AIDS, how can we assume responsibility for our
direction as a nation? How will we prepare the next generations to inno-
vate, to invent, to create?

Education must expand our horizons, not limit them. Determining what
is relevant requires not a simple statement of the obvious but an ongoing
engagement with values, expectations and constraints in our society. Rel-
evant programmes emerge not from an authoritative decision but from
collaboration and negotiation.

Our higher education programmes will meet the criteria of relevance if
they are able to -

» create a positive environment for academic pursuits;

» inspire new talents and fuel the enthusiasm of students toward academic
work;

» provide opportunities for reflection and creativity among the academic
community;

« create a cultural anchor to give direction and social purpose;

» meet the national needs for human resource development; and

« demonstrate solid contributions to social change and development.

ErrecTivE, GOAL-ORIENTED MANAGEMENT

Achieving these four goals - equity, quality, democracy and relevance
- requires what might be termed a fifth goal, effective, goal-oriented
management, which in turn is best understood as a cluster of operational
objectives for our higher education institutions: affordability, efficiency
and sustainability. While administrative matters and managerial practices
are not the primary concern of a national policy paper, they warrant men-
tion here precisely because failing to address them will make it impossible
for higher education to play its developmental role in Namibia.

AFFORDABILITY

As we have already noted, higher education reflects a major commit-
ment of our national resources to a small number of institutions and a few
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students. Even with that major allocation, there are regular pressures to
create new programmes and degrees, to expand those that exist and to
upgrade our facilities. Sometimes the case for a new course of study, or a
more capable computer, or expanded research support is compelling. In
addition to asking whether or not a proposed programme is academically
sound, meets an important need and is a high priority, we must also ask
whether or not it is affordable.

Affordability has several components. First, we must know how much a
new programme or facility expansion or piece of equipment will cost. That
cost includes direct outlays of public funds as well as fees and other ex-
penditures by students and their families and spending by other organisa-
tions. Second, we must also have a reasonable projection of recurring costs
and how they are to be paid. Staff will have salaries. Facilities will require
maintenance. Equipment will require replacement. Even ostensibly low-
cost initiatives, say an advanced research seminar that does not require
additional staff, may incur significant continuing costs, in this example per-
haps in the form of library acquisitions, data processing capability and
internet access. Indeed, to continue this example, the longer-term funding
needs, which may include support for field research and publication of
results, may significantly exceed the initial cost. Third, we shall need to
know whether a proposed activity expects to generate income, and if so,
how much and when. Education is a continuing process, often with long
time horizons. All the more important, therefore, that we understand
affordability over that longer term.

Considering affordability also requires us to explore alternative strate-
gies for reaching desired objectives. We may decide that meeting our na-
tional development objectives requires creating a new course of study within
higher education. Indeed, we regularly consider proposals of that sort. As
we do so, and as we examine the cost implications of those proposals, we
need to ask whether or not we can achieve our objectives by sending the
few students likely to be involved to an institution somewhere else in the
region or overseas. Perhaps we can collaborate with our neighbours to
develop that course of study as a regional programme, with both funding
and students from several different countries. Alternatively, might the de-
mand for that course of study be effectively served by a distance educa-
tion programme, or a combination of residential and distance education?

Addressing affordability thus requires asking what are the real costs, in
both the shorter and longer term, of a proposed activity? How might we
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reduce those costs without reducing the quality or utility of the activity? In
what ways might the proposed activity generate income that reinforce rather
than compromise its objectives and quality? Is there an alternative strategy
for accomplishing the objective for which that activity has been proposed?
Achieving affordability requires integrating accurate and reliable answers to
those questions into our decision about the proposed activity.

EFFICIENCY

In Namibia as elsewhere, the resources allocated to education repre-
sent a significant part of what the government spends each year. Higher
education enrols fewer than 2% of our students but accounts for 15% of
that spending. Since we devote more of our annual budget and a larger
percentage of our gross domestic product to education than many other
African countries, it seems unlikely that we will be able to increase signifi-
cantly our overall national public spending on education. That is so even
though the actual value of what we spend per learner is substantially less
than comparable expenditures in most of the countries of the North Atlan-
tic and Japan. If the education gap between the richer and poorer countries
is not to continue to expand, we shall have to accomplish more with less.

Hence, it is essential that we use our education funds wisely and care-
fully. Our higher education system must be as efficient as we can make it.

But what does efficiency mean for education? In manufacturing, work-
ing efficiently generally means reducing the costs of the inputs that con-
tribute to the total cost of production. For example, if workers can produce
more in the same time, production has become more efficient since the
amount of time required to produce each unit has been reduced. Similarly,
reducing the waste that must be discarded, say the excess material that
must be trimmed off in textile production, also increases efficiency, since
more textiles can be produced from a given quantity of fabric. Reducing
the number of finished pieces that are rejected - that s, improved quality
control - also increases efficiency, since the same amount of raw materials
and labour yields a larger volume of marketable products.

These manufacturing examples are not readily applicable to education,
especially higher education. That is so in part because the principal goal of
education is not a product but a process with multiple dimensions - learn-
ing, understanding, enhanced creativity, development of specific and gen-
eral skills, ability to solve problems and to apply knowledge to new settings,
development of self-reliance and self-confidence, reinforcement of national
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unity, and more - and in part because learning in its fullest sense is so
difficult to measure. Unfortunately, far too often commentators assume
that education is like manufacturing and try to apply strategies for increas-
ing efficiency in production to education institutions.

It is common, for example, to find efforts to measure education effi-
ciency in terms of spending per student or in terms of the number of teacher
hours allocated to each graduate. In that perspective, reducing the spend-
ing per student, or increasing the number of students per teacher, would
increase efficiency. On the face of it, that seems reasonable. If each teacher
is currently responsible for say, 30 students, then increasing the class size
to 40 students would increase the output without increasing the cost for the
teacher. That is, the spending per student would go down, which seems to
be more efficient. But then why not have classes of 50 students or 100 or
500? Each time we increase class size without increasing the number of
teachers or their salaries, we seem to have greater efficiency. All of us
understand, however, that ever larger classes do not improve our educa-
tion system, because the important result of education is not the number of
students but /earning. And we worry that in very large classes, students
will learn less. If the quality and quantity of learning are what we deem
important, then we cannot use the number of students or number of gradu-
ates as the primary measures of what our education system accomplishes.

Despite many years of effort and an enormous volume of research,
educators everywhere find it difficult to measure learning very precisely.
Some dimensions of learning are of course easier to measure than others.
We can determine whether our physics students can state Newton’s laws
or our geology students can define plate tectonics. But it is much more
difficult to assess how well they can apply the laws and definitions that
they recall to the problems and situations they encounter when they com-
plete their education. Many of the important resuits of higher education
take a long time to become visible. Immediate measures of achievement
may not be effective indicators of those longer-term consequences. Per-
haps most difficult of all is to assess how effective our students will be in
generalising what they have learned as their jobs change or as they move
from one field to another. How shall we measure how well we prepare our
students to take the initiative in conceiving of new ways to do things or to
create new jobs, indeed whole categories of new jobs?

These challenges in measuring what we accomplish in our education
system have led those responsible for basic education to adopt a broader
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view of assessment, adding several different sorts of evidence to the ex-
amination results on which we have traditionally relied. A comparable re-
view of assessment in higher education is timely.

Efficiency in education differs from efficiency in industry in another
important way. In manufacturing, whatever is produced is the object of the
process. Dresses, shirts and trousers are the objects of textile production.
We can produce them more efficiently by reducing the cost of the raw
materials, reducing waste in production, improving the output quality and
providing better training and equipment so that workers can produce more
in less time. The dresses, shirts and trousers do not play an active role in
their production. Education, however, is an interactive process. Unlike
dresses, shirts and trousers, learners can and should play an active role in
their education, indeed assuming a good deal of responsibility for it and
helping us to improve courses, programmes and institutions. What matters
most, then, is not how many students are in each class or how many stu-
dents graduate or how much of an instructor’s time is allocated to each
student, but rather how much and how well those students have learned.

All of these problems make most of the approaches used in manufactur-
ing to assess and improve efficiency not directly appropriate for higher
education. It is useful to recall here a point made in Toward Education
For All: the most appropriate vantage point for examining how we use our
funds for higher education is that of our learners. If we reduce spending,
or modify the curriculum, or expand classes without improving learning,
then we will not have improved the efficiency of our education system. A
learner-centred approach in higher education assumes that most students
and participants in education programmes can learn and succeed. Within
that framework, we must assess all of the components of our higher edu-
cation system in terms of how they support or hinder effective learning and
whether or not they provide to all learners a fair opportunity to complete
and excel in their courses of study and to be selected for additional educa-
tion opportunities. That orientation then provides a framework for deter-
mining how best to use our available resources. Each allocation of finan-
cial, administrative, curricular and human resources can be evaluated in
terms of its contribution to the learning process.

To put that somewhat differently, achieving efficiency in higher educa-
tion requires focusing less on inputs and more on results. Although we
spend a great deal on higher education, we also spend too little. Hence, we
must be less concerned with reducing spending and more concerned with
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achieving the maximum impact and benefits for what we do spend. In
many circumstances, cutting expenditures may reduce, not increase, effi-
ciency by impeding learning. That does not mean that we should tolerate
waste and misuse of available resources. It does mean that we need to
develop a clearer focus on what we are trying to accomplish and how we
plan to do that and then to assess our spending in terms of the learning,
both shorter- and longer-term, that results from what we do.

To be able to make these assessments, and thereby to improve effi-
ciency, we must be able to see clearly how our resources are used. Cur-
rently, our accounting and reporting systems make it difficult to understand
patterns of spending and the priorities they reflect. Even senior officials
cannot be sure that actual expenditures are entirely consistent with the
policies and priorities we have adopted. That is especially problematic ina
setting where we value institutional autonomy and responsibility. As we
maintain institutional autonomy, we must also work toward what is some-
times termed transparency. Our managerial, administrative and accounting
procedures must not obscure what we spend and how and when we spend
it. Accurate, reliable and timely expenditure information is vital to efficient
use of our resources.

Improved information on students and courses of study is equally impor-
tant to efficient operation in higher education. Currently, we find it difficult
to develop an accurate picture of enrolments, progress and completion in
higher education. Our different institutions, for example, do not use a com-
mon strategy for counting full-time, part-time and occasional students, ren-
dering comparisons difficult or impossible. One result is that the enrolment
and completion data reported by our Education Management Information
System sometimes differ sharply from comparable data reported by our
higher education institutions.

Increasing efficiency requires accurate and consistent information about
spending, institutions, programmes and students. Hence, increasing effi-
ciency requires that we improve our data collection and reporting. Most
important, we must be sure that needed information is available in a timely
manner to those who must use it.

In general, then, our most powerful strategy for increasing efficiency in
higher education is to establish clear accountability. Decision makers, edu-
cators, administrators, students and our communities at large must all be
able to see the resources we have allocated and how they are being used.
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And they must have effective channels for raising their concerns and influ-
encing both the volume and pattern of expenditures.

This perspective on efficiency also highlights the importance of coop-
eration among the elements of our higher education system. We have a
small number of institutions and many courses of study with relatively few
students. Wherever possible we need to find ways to make the invest-
ments in one institution or programme also of benefit to other institutions
and programmes, whether directly or indirectly.

SUSTAINABILITY

Having come to our independence with a severely underdeveloped higher
education sector, we immediately faced demands for new programmes
and courses of study. Indeed, even as we have developed our higher edu-
cation institutions, those demands have continued. As well, we have con-
tinued many older programmes as we assess their role and priority for our
development objectives. Our institutional autonomy in higher education has
meant that sometimes we find what seem to be similar or overlapping
programmes at different institutions with no clear strategy or procedures
for integration or cooperation. Ironically, we may be simultaneously charged
with doing too little and doing too much. Unfortunately, both charges may
be accurate.

If we maintain programmes that have outlived their utility and simulta-
neously inaugurate programmes that have few students and limited de-
mand from our society, we shall be unable to sustain what we have initi-
ated. That will lead to both a misuse of resources and a loss of respect and
legitimacy.

Quite simply, we must be able to continue what we begin. Limited re-
sources will regularly require difficult decisions about what we can and
cannot do well. In practice, that requires that we maintain a clear focus on
societal needs and demands, periodically assess and reassess priorities and
allocations, recognising that it is preferable to do a few things very well
than to do a mediocre job in multiple domains, strengthen cooperation among
higher education institutions, energetically and persistently develop links
with the productive sectors in our economy, and where appropriate work
to develop income-generating activities that reinforce our education mis-
sion. Let us now consider the autonomy and responsibility of our higher
education institutions.
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EDUCATING THE FEW IN THE SERVICE OF ALL

We came to our independence with a severely dysfunctional education
system. That required us to address several obj ectives simultaneously. First,
we needed to integrate - both racially and administratively - the separate
and unequal departments we inherited from our apartheid past. Second, to
make education more equitable, we needed to reallocate resources to the
benefit of the majority of our citizenry. And third, we sought to transform
education programmes whose ethos emphasised authority and punishment
into learning experiences characterised by discovery, participation and a
student focus. Our challenge has been to retain the strengths of earlier
efforts without entrenching further the advantages and privileges our prior
system created and protected. To achieve that, we shall have to develop a
manageable balance between central direction and institutional autonomy.

Embodied in our Constitution, education for all is the principal goal and
commitment of our national education system. We must ensure that all
Namibians have access to basic education and that the quality of that edu-
cation continues to improve. Our earlier white paper, Toward Education
For All, provides policy guidance on how to address that responsibility.

To achieve basic education for all we shall of course need creative and
competent teachers, curriculum developers, principals and administrators.
That is, to provide basic education to all Namibians we need an effective
system of secondary and higher education. To staff our schools we need
imaginative and well-educated teachers. To prepare our teachers, we need
equally imaginative and resourceful teacher educators. And to organise
and manage the preparation of our teacher educators, we need informed,
insightful and inspiring education professors and researchers. One major
role of higher education, then, is to enable us to staff, develop and improve
our system of basic education.

Higher education plays a similar role in many other domains. Its institu-
tions must educate people for responsibilities that require higher level com-
petencies and for posts where they are involved in educating others. It
must go beyond equipping people to fill jobs. By developing the skills needed
to create and apply knowledge, higher education must enable our learners

not only to seek existing posts but, more important, to create jobs and to
conceive of entirely new job categories.

Higher education must do even more. It bears a major responsibility for
ensuring that as a society we do not stagnate. Higher education must fa-
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cilitate experimentation and stimulate innovation. It must encourage us to
pose difficult questions, to challenge prevailing understandings, to criticise
the ways we have become accustomed to doing things and to try new
approaches to old problems.

Innovation and critique are inherently risky. Often, we are reluctant to
try new things or to give up old ways. In families, in industry, in business,
even in education, it frequently seems preferable to leave things the way
they are, to avoid the undesirable and perhaps unforeseen consequences
associated with change. People in authority may feel threatened when
others, especially those who are much younger and less experienced, chal-
lenge their recommendations and decisions.

Still, if we do not change, we stagnate. As a nation, if we do not develop
our own national agenda and priorities, if we do not take charge of our own
economy, we will remain a dependent country, pushed about by the deci-
sions of countries, companies and organisations elsewhere. Hence we need
our higher education system to play an essential and generative develop-
mental role.

Our higher education institutions directly serve a very small number of
students. Since their costs are high and enrolments small, the cost per
learner is large. Thus, our investment in higher education is substantial.
Through their labour, all Namibians are paying for the education of a few
of their children. We need to be sure that our investment in higher educa-
tion is well used.

At the same time, we must have a broad and long-term view of that
investment. We must recognise that scepticism and critique are essential
to learning. We must understand that it will be many years before we reap
the benefits of some of our investment in higher education. We must be
patient when promising initiatives turn out to be less fruitful than antici-
pated. We must as well be demanding and critical as we evaluate our
higher education system and insist that it be accountable for what it does.

A Dirricurt CHALLENGE

Our education system must be responsive to our national needs. To do
that effectively, its institutions must have a certain degree of autonomy.
But that responsibility and autonomy are sometimes in tension.

We are committed to enabling our citizens to develop their abilities and
reach their potential. Effective education systems make it possible for learn-
ers to progress even beyond their own expectations. But a national educa-
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tion system must do more than help individuals develop their skills and
understandings. It must also help our society learn and grow. It must equip
our citizens with the skills needed to staff and manage our economy and
our political system. Even more, it must enable us to innovate, to create, to
invent. Our workers must be able not only to use the tools they are as-
signed but also to think of better ways to use those tools or to develop new
tools altogether. Our farmers must understand not only soils, seeds and
insects, but they must also be able to compare the output of one approach
with the harvest from another. Our service employees must not only un-
derstand and apply regulations and procedures, but they must also be able
to make their services more accessible and responsive to their fellow citi-
zens and indeed to reform the administration itself. Education thus has both
an individual and a collective responsibility.

The history of education is full of horror stories about efforts to impose
tight control over schools, teachers and learners. Sometimes all the stu-
dents in a particular grade at every school in the country are expected to
be reading the same paragraph on the same page in the same textbook at
the same moment. Sometimes administrators seek to substitute television
programmes for instructors because they do not have confidence that their
teachers and learners can achieve fruitful education results. Eventually,
nearly all of those efforts at strict central control are abandoned as it be-
comes clear that they stifle rather than enhance learning.

At its core, learning depends on direct interactions between teachers
and learners and among learners. Our challenge, therefore, is to enable
teachers to develop the skills needed to organise, manage and motivate the
education settings. As we do so, we must also be sure that teachers are
involved in important decisions about the education process, including de-
veloping curriculum and teaching strategies. Teachers will surely be much
more effective in implementing a curriculum in which they have had a
developmental role. And they will be more effective in using pedagogical
approaches to which they contributed and which they helped to modify and
refine.

All education institutions thus require some autonomy of action. That is
especially the case at the tertiary level, where we educate our teachers
and where we expect students to have the competence and self-confi-
dence to assume demanding responsibilities and act independently.

A term used for one major dimension of that autonomy in higher educa-
tion is academic freedom. The basic notion is that if students are to be-
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come effective problem-solvers and if students are to be encouraged to
develop new ways of conceiving and approaching problems, then they must
be encouraged to ask difficult questions and to risk departing from the old
way of doing things. For that to be possible, their instructors must be able
to set challenging and critical readings and assignments without constantly
worrying that they will be sanctioned or even lose their jobs for exposing
their students to currently unpopular ideas and analyses. It is for that rea-
son that higher education institutions have developed a tradition of stronger
Jjob security for their staff and a resistance to external intervention in their
programmatic decisions.

With that autonomy, however, come responsibility and accountability.
While it is important that the leaders and staff of our tertiary institutions be
able to develop their education programmes, we must also expect that they
will be guided by a clear sense of national needs and that periodically they
will be accountable for their decisions.

Balancing autonomy and responsibility is perhaps the most difficult chal-
lenge for higher education.

APPROACHES TO PLANNING AND RESOURCE ALLOCATION

In view of the multiple and sometimes conflicting expectations of higher
education and of the large investment in relatively few learners, how shall
we determine which programmes to support and which to reduce or drop
altogether? How shall we decide which proposed new activities ought to
be developed and which other proposals must be deferred or rejected?
How shall we judge which institutions ought to be reorganised or merged
with other institutions or dissolved, or which recommended new institutions
ought to be created?

Several different approaches have guided education planning through-
out the world in recent years. Most have concentrated especially on the
economic role of higher education and on employment rates among its
graduates. One approach emphasises the role of the education system as
the developer of socially needed skills. Often termed Aumanpower plan-
ning or manpower planning, this approach seeks to relate the projected
need for particular skills to programmes and priorities within education. In
its simplest form, this approach estimates the society’s need for people
with specified skills and thus particular education qualifications and then
authorises or declines to authorise education programmes on the basis of
their contribution to developing the needed skills. The projected need for
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civil engineers, for example, is used to determine the appropriate size of
the civil engineering faculty and the number of students it should admit.
That in turn has implications for the number of students who study science
subjects and mathematics (or whatever else is deemed to be part of the
foundation for prospective civil engineers) in secondary school. And that in
turn has implications for the number and specialisations of teachers needed.
In practice, projecting human resource needs and using them to guide de-
cisions about education programmes is rather more complex than this de-
scription suggests, but its underlying principle is clear: projected needs should
be the principal determinant of current programmes and allocations.

While still widely used, that approach has also been widely criticised. In
practice, it is difficult and perhaps impossible to develop precise projec-
tions of needed skills very far into the future. That is especially problematic
in a growing economy in the midst of rapid industrial and technical change.
Just a few years ago, humanpower planners in Africa had no entries in
their job lists for computer programmer or microelectronics technician or
education technology instructor. Yet clearly today every African economy
needs those skills. As well, this approach tends to underestimate the extent
and rapidity of career changes. In practice, young people are unlikely to
remain throughout their lives in the job or even branch of employment they
began when they finished their schooling. While some observers are dis-
mayed when, say, an engineer becomes the manager of an engineering
enterprise or a doctor becomes a regional medical officer, others point to
the benefits of technical expertise among managers and to the value of
transferable skills and experiences. A third major problem with this ap-
proach is that it understands education primarily in terms of its skills train-
ing consequences and thereby tends to disregard intellectual growth, the
development of critical and problem-solving abilities, the encouragement
of creativity and expression, and many other dimensions of education that
have no obvious and direct vocational outcome.

A second approach to education planning emphasises the skills needs of
particular organisations. This personnel planning approach also seeks to
relate projected skills needs to education programmes and allocations, but
at the level of the firm or organisation rather than at the level of the society
as a whole. Grounded in specific settings, this orientation does avoid some
of the difficulties of estimating future skills needs, but it retains many of the
problems associated with the humanpower planning approach. Especially
troubling is that the non-vocational aspects of education tend to be devalued.
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Both of these approaches assume that the majority of the population will
be in school and then enter wage or salaried labour. In practice, however,
many Namibians have had little schooling, work in agriculture where only
part of their labour is visible in official statistics, or remain underemployed
or unemployed for lengthy periods. If the basic assumptions of these ap-
proaches take little account of this part of the population, their needs will
be little reflected in decisions about education programmes and allocations.

A third approach, then, emphasises the broad societal interest in access
to education, either in general or to particular programmes. Using this so-
cial demand approach, decision makers approve (or do not approve) new
programmes based on what is sought by the potential consumers of educa-
tion, learners and their families.

This approach, too, is both widely practised and widely criticised. While
focusing on demand enables education institutions to be very sensitive to
changing perspectives and preferences in the population, it is also subject
to misunderstandings, fashions and special circumstances that make it dif-
ficult to develop a coherent and integrated national education agenda. Hav-
ing noticed that doctors generally have higher incomes than teachers, many
students and their parents, for example, will prefer a medical degree over
ateaching diploma. Clearly, however, the society needs many more teach-
ers than doctors. If decisions are to be determined primarily by student and
parental demand, how will it be possible to redirect the pressure for more
medical education into expanded teacher education?

A fourth approach to education planning locates principal programmatic
decision making within education and training institutions. In this supply
orientation it is those institutions that determine which subjects to teach (or
not to teach), which new activities to undertake and how many students
should be admitted to their courses. Each institution consults with the pro-
spective employers of its graduates as it deems appropriate. Clearly, this
approach maximises institutional autonomy. Where institutions are espe-
cially sensitive to their economic, political and social context, that autonomy
may be very desirable. At the same time, this approach is not readily com-
patible with efforts to set national policies and priorities. Nor does it facili-
tate coordinating the activities of different institutions. And where institu-
tions are primarily responsive to their own internal pressures for new and
enlarged programmes, the risk of a mismatch between labour market de-
mand and graduates specialisations is very high.
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Our review might continue, noting several other approaches to making
programmatic and resource decisions for higher education. Some focus
primarily on issues of education and human development, with less atten-
tion to notions of national direction or labour market composition. Others
assign the highest priority to the role of higher education in developing
students’ moral and ethical character.

In practice, we shall most likely use a combination of approaches, seek-
ing a reasonable balance among societal priorities, organisational needs
and individual preferences. The development of our country surely involves
far more than the employment or employability of our higher education
graduates. However we proceed, we cannot avoid wrestling with these
problems. Higher education requires a large investment for a small number
of learners. We must make difficult decisions about programmes and allo-
cations. Sometimes we will decide that the unique roles of particular pro-
grammes warrant some overlapping and duplicated activities. At other times,
we will decide that we must merge similar programmes or eliminate activi-
ties we deem marginal to our highest priorities.

ASSESSING AND IMPROVING EDUCATION QUALITY

If education’s outcomes were tangible products like pens or chairs, quality
assurance would be straightforward. We could examine the pens in great
detail. Are they the desired shape, size, weight and composition? Do the
parts work as intended? Does the ink have the specified colour, density,
viscosity and volume? Similarly for chairs. Have the correct materials been
used? Is their assembly satisfactory? Are the shape, colours, style and
finish as intended? We could subject both pens and chairs to tests designed
to measure their durability, longevity, even capacity to withstand misuse.
We could recruit people to use the pens and sit in the chairs and report on
their experiences.

But many of the desired outcomes of education, especially higher edu-
cation, are not tangible like pens and chairs. Certainly, some outcomes can
be measured. We can determine whether physicists can calculate accel-
eration, explain relativity and use quantum mechanics to characterise quarks.
We can check for the acquisition of factual knowledge of all sorts, from
history through engineering to theology. We can develop practical tests
that show the mastery of particular skills.

Much of what we expect from education, however, is not easily meas-
ured. In part, that is because standardised examinations generally do not
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assess well students’ curiosity and sense of inquiry, or their ability to frame
important questions, or their skill in finding and organising resources to
address the intellectual and other problems they confront, or their compe-
tence in critical analysis and multidisciplinary synthesis. In part, that is be-
cause education’s consequences often have long time horizons. Desirable
results may not be visible until years after an education programme has
been completed. In part, that is because it is difficult to distinguish between
the outcomes of a particular course or programme and the consequences
of schooling or education as a whole. In part, that is because we expect
our education system to prepare young people for their roles as citizens, to
teach them respect for others and to equip them to work cooperatively and
resolve conflicts. All these are important outcomes that tests rarely meas-
ure. In part, we find it difficult to assess the quality of an educational expe-
rience because education is above all a process, not a static outcome.

Still, if we are to improve the quality of our higher education system, we
must develop appropriate strategies for assessing what our institutions do
and how well they do that. Our assessment strategy should be develop-
mentally focused and inclusive, assure a prominent, generative and reflec-
tive role for the institution and the personnel being assessed, bring the higher
education community into cooperative and synergistic partnerships, lead to
tangible benefits for students and staff at educational institutions of all kinds,
as well as for the society at large, and produce clear and useful results
reasonably economically and promptly.

In countries with a larger higher education sector, it is common to find
academic standards bodies staffed and managed by groups of peer institu-
tions. A country’s universities, for example, may have an accreditation and
credential committee that periodically reviews each university and its ma-
Jor programmes. Generally undertaken by academic personnel from other
institutions, those reviews note accomplishments, identify problems, sug-
gest remedies, accord and occasionally withdraw certification. Namibia’s
size, however, makes that approach difficult to pursue. We simply do not
have several of each type of institution to constitute that sort of arrange-
ment. How, then, can we organise systematic assessments that include
both those being reviewed and an external perspective? How can we ad-
dress the limitations and often idiosyncratic nature of evaluation schemes
that rely on individual external examiners? What are the appropriate stand-
ards to be used?
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Our evaluation strategy is likely to have several components. First, as its
capacities develop, we shall rely on appropriate arrangements established
within the framework of the Namibia Qualifications Authority (discussed
more fully below). Since that framework requires a higher education ex-
pert board or committee to define qualifications and relate them to specific
levels of education achievement and/or work experience, we must still
grapple with the small number and size of our higher education institutions.
That is, we must constitute a board that will simultaneously reflect national
interests, respect institutional concerns and priorities, and establish suffi-
cient autonomy and independence to make critical judgments.

Second, to establish appropriate baselines for comparison and to institu-
tionalise the process of regular reflection, examination and evaluation, we
should develop a cycle of periodic institutional self-assessments. That is an
approach used in many countries, at all levels of the education system. The
core principle is that at regular intervals each institution undertakes a search-
ing reflection and self-examination, beginning with broad goals and includ-
ing current objectives and specific programmes and other activities. That
is generally a phased process that is organised to permit contributions from
the many perspectives and constituencies that constitute a higher educa-
tion institution, including academic and other staff and students. While the
focus is on self-assessment, the process provides opportunities for input
from interested groups and individuals outside the institution. Commonly,
institutional self-assessments are guided by a frame of reference set by
the responsible ministry or other appropriate authority and draw on norms
and standards used by comparable institutions elsewhere. While a self-
study of this sort is undertaken within each institution, a person external to
the institution generally plays an important role in helping to organise and
facilitate the process. Where institutions are large, their faculties or schools
or departments can also undertake periodic self-assessments. In short, the
strength of this approach is that it requires each institution to evaluate it-
self, systematically, thoroughly, critically and openly. For that, institutions
use their own criteria and methodology, which are in turn informed by a
frame of reference set by the larger society and norms and standards
appropriate in comparable settings.

Third, we shall as well need to work with our neighbours to develop a
regional approach, drawing on both experiences and staff from other coun-
tries.

Responsibility and Autonomy

In sum, we shall need to be very imaginative and very committed to
developing an evaluation strategy that combines self-study and self-as-
sessment with external independent review, that considers an institution’s
own objectives, peer opinions and systematic comparisons with similar in-
stitutions, that produces results that can be used for both improvement
and public accountability, and that can focus on smaller units as well as
entire institutions. Most important, we shall have to integrate participatory
and critical assessment into our everyday practices, as uncomfortable as
that may sometimes be.

Autonomy in higher education must rest on a solid foundation of social
responsibility and public accountabilify.
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Funcrions oF A UNIVERsITY

University education is vital to national development. Our contemporary
world requires both the high-level understandings and skills and the com-
mitment to systematic inquiry, comparison and analysis that universities
develop and nurture. Both to employ ideas and technology developed else-
where and to create our own requires a pool of scientists, medical practi-
tioners, economists, agriculturalists, specialists in ecology and environment,
teachers and others with high-level education. Namibia also needs philoso-
phers, poets and playwrights who help us think about what we value and
why and who hold up a mirror to help us see who we are and who we are
becoming. As the countries of our region and the world as a whole become
more interconnected, we require a work force and management who are
thoroughly familiar with innovation and production elsewhere and who are
competitive in the international arena. As recent studies in several coun-
tries have shown, education in general, and especially university education,
is a prime engine of national growth and prosperity.

Historically, the primary aims of universities were research and teach-
ing, or the discovery and dissemination of knowledge. For much of its his-
tory the university sought shelter and isolation to pursue those goals, lead-
ing to a pronounced detachment from its community - an “ivory tower” in
the common cliché about universities. The rapid and intensive social, eco-
nomic and political transformations and enormous technological advances
since the industrial revolution have led to a shift of emphasis and re-or-
dered priorities and to new relationships between university and society.
Universities everywhere have come to be expected to play a developmen-
tal role, responsive to public direction and dependent on public funding. In
this setting, service to the community has come to be regarded as one of
the major aims of a university.

Modern universities are indeed essential to development. Their major
contribution is the production, diffusion and application of knowledge that
is fundamental to human progress.

Universities are expensive to nurture and sustain. Nearly everywhere
they consume a substantial portion of scarce national resources. The ra-
tionale for the existence of universities in general, and in the developing
world in particular, is that they must make a difference to the human con-
dition. It is essential for a university to respond to its country’s needs. The
country is entitled to expect returns that contribute to the social, economic
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and cultural development and general welfare of its people. They must
address the challenges posed by the search for national and cultural iden-
tity, by the problems of poverty and the need for social adjustment and the
problems of economic progress.

Within this context, what are the appropriate roles for African universi-
ties? African universities must transcend their origins modeled on Euro-
pean universities to draw their inspiration from their environment. In the
words of one analyst, an African university must be not a “transplanted
tree, but [a tree] growing from a seed that is planted in African soil”. Con-
cretely, an African university must serve and be accountable to its popula-
tion, most of whom are rural and poor. To achieve that, an African univer-
sity must be committed to active participation in social transformation, eco-
nomic modernisation and political development as well as the development
of the human resources, not of a small élite, but of the entire nation.

University education, however, must not be understood solely in utilitar-
ian terms. Science, mathematics and technology are indeed important, but
their mastery must not come at the expense of understanding society or
expressing insights, perspectives, hopes and visions. A university must nur-
ture both physicists and poets, agronomists and historians. Higher educa-
tion should be characterised by breadth and flexibility, equipping students
to understand and cope with an unpredictable future. It must as well en-
able students to adapt to an evolving labour market, not only filling jobs but
also creating them.

Unfortunately, after a period of initial enthusiasm and expansion, many
African universities have been unable to meet these expectations. Several
problems have proved to be especially burdensome. Rapidly expanding
enrolments have outstripped national capacity to plan for and manage
growth. High costs in settings of restricted or declining budgets have led to
reductions in essential areas, including research, staff development, library
and maintenance. Ineffective management has misdirected resources. In
many countries, the quality of education has declined at all levels.

Overall, most African universities have experienced deteriorating facili-
ties, reduced funds for research and staff development, low morale and
high turnover among the instructional staff, and declining quality.

HisTORY

Though younger than African universities created during the colonial
period, the University of Namibia had a similar birth history. The Univer-
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sity of Namibia is one of the successors of the Academy for Tertiary Edu-
cation. Founded in 1980, the Academy followed the curriculum and syllabi
of the University of South Africa until 1985. In that year, a University
section of the Academy was authorised to award its own degrees, which
led to some curricular changes. Following the implementation of UN Reso-
lution 435 in 1989, the Academy issued a Statement of Intent that proposed
a shift from the dominant South African paradigm of Christian Nationalist
Education to a vision of Participative Education. Its intent, the Academy
announced, was to promote a dialogue among political opinion makers,
community leaders and educationists, to evolve an education policy re-
sponsive to the needs and desires of Namibia’s people. In the context of
South African rule and the struggle to end it, the stated intentions were not
matched by a fundamental reconstruction of the institution. In any case,
the structure and organisation of the Academy’s university sector was
strongly influenced by the British tradition.

Following Independence, a Presidential Commission on Higher Educa-
tion made numerous recommendations for education reform and generally
proposed maintaining the university’s structure and organisation.

Established in August 1992 by the University of Namibia Act, the Uni-
versity of Namibia (UNAM) is charged to serve as a centre of higher
learning and research and to train high-level specialists in critical areas
necessary for national development. For the most part, UNAM adopted
and inherited the British university model with its main elements: the idea
of a university, the concepts of autonomy and academic freedom (which
were enshrined in the Constitution [Article 21(1)(b)] and the University of
Namibia Act), the academic structures and various university procedures
and processes.

UNAM fully recognises that the pursuit of knowledge for its own sake
is a luxury it cannot afford. The attainment of Independence and the de-
mise of apartheid have created a need for a new and radical reorientation
which must be rooted in the new realities of Namibia. At its creation, UNAM
recognised the urgent need to be at the centre and not on the periphery of
development, and to play, and to be seen to play, a more active and mean-
ingful rule in the development of Namibia.

One developmental role for UNAM focuses on the preparation of the
high-level and highly skilled human resources Namibia requires. Develop-
ment demands men and women who are thinkers and who can generate
ideas. Beyond its instructional role, UNAM seeks to provide an atmos-
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phere in which there is, in the words of the famous American Judge Wen-
dell Holmes, “a free trade of ideas™.

Universities must provide leadership in research. For UNAM, while
basic research will always remain important, substantial emphasis should
be on applied research directed towards issues that affect Namibians in
their everyday lives. Universities must take a more active role in identify-
ing, investigating and seeking solutions to development problems.

MissioN

The University of Namibia’s general orientation is reflected in its motto;

“Education, Service, Development.”

UNAM’s 5 Year Development Plan, 1995-1999, specifies its mission:

* serve as a centre of higher learning and research and train high-level
specialists in critical areas necessary for national development;

* provide facilities appropriate to a university characterised by -

* high standards of excellence

* responsiveness to the needs of the country

* accessibility to all people, regardless of their ethnic background, gen-
der, creed, religion, social status or physical condition;

* serve as repository for the preservation, development and articulation of
Namibian values and culture through the promotion of Namibian history,
values and languages;

* undertake basic and applied research, with a view to contributing to the
social, economic, cultural and political development of the people of Na-
mibia;

* encourage and promote endogenous development of science and tech-
nology in the country;

* serve both rural and urban communities, and provide extension and advi-
sory services to the communities, with a view to uplifting their education
and technical know-how;

* promote national, regional and international unity and understanding;

¢ promote and defend democracy, academic freedom, a culture of excel-
lence, debate and constructive criticism, and regular self-evaluation and
peer assessment; and

» safeguard and promote the principle of university autonomy, with a view
to providing the appropriate atmosphere and opportunities for scholars to
pursue the development of their intellectual potential to the highest level.
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PRIORITIES

UNAM’s 5 Year Plan specifies areas for priority attention in the devel-
opment of the University: improving the governance of the University; pro-
moting a balanced output from the University system; prioritising the train-
ing programmes; strengthening staff development; addressing some of the
relics of the colonial regimes; strengthening the research and consultancy
capacity; strengthening linkages with ministries and with the private sec-
tor; reducing unit costs; monitoring staff performance; developing incen-
tives for attracting and retaining talented staff; developing postgraduate
programmes in disciplines with good facilities and strong staffing; strength-
ening the university library; strengthening student support and internship
programmes; and diversifying sources of finance.

One major priority is improving the governance of the University through
the development of strategic leadership. Combining risk, vision and ideas,
strategic leadership is the process of setting clear organisational goals and
directing the efforts of staff and others toward fulfilling organisational ob-
jectives. Strategic leadership should develop ways of procuring essential
resources and inspire the entire university community to work toward achiev-
ing the University’s goals. Improving governance also involves increasing
management efficiency. That will be addressed by strengthening the col-
lection, storage, manipulation and use of information, staff training, espe-
cially for administrators, and decentralising some activities.

A second major priority is to increase the emphasis on science and
technology. During the period of South African rule, education and training
programmes were heavily skewed toward the humanities, with correspond-
ingly very limited attention to natural and technological sciences at school
and university levels. Consequently, the majority of black students, of whom
most came from poorly equipped rural schools, enrolled primarily in hu-
manities subjects. UNAM should address that bias by introducing new
subject areas and by increasing enrolments in the physical sciences, tech-
nology, natural resources and agriculture.

To address national and institutional priorities, the University will ration-
alise its activities by moving rapidly to phase out inherited but now unnec-
essary activities in order to reduce unit costs and free resources for other
uses.
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ACADEMIC STRUCTURE

Currently, the University of Namibia has seven faculties: Agriculture,
Economics and Management Science, Education, Humanities and Social
Sciences, Law, Medical and Health Sciences and Science.

The Centre for External Studies provides tertiary-level outreach pro-
grammes, including distance learning courses and special courses, lectures,
seminars and workshops at several sites, with particular attention to teacher
education. Formerly, the Centre for External Studies also offered national
diploma programmes on behalf of the Polytechnic of Namibia.

To serve government and private sector needs, new training centres
have been established. The Centre for Public Service Training in the Fac-
ulty of Economics and Management Science offers short in-service train-
ing courses in management and finance for public administrators. The Jus-
tice Training Centre in the newly established Faculty of Law aims to up-
grade the skills and competence of legal personnel, for example, magis-
trates. The Professional Legal Training Programme provides intensive in-
service courses for lawyers who have completed their original training in
other countries, especially during the anti-apartheid struggle, and who wish
to practise law in Namibia.

RESEARCH AND CONSULTANCY

Toward Education For All stresses that our national university is the
keystone institution in our education system. As such it plays a central role
in educating our senior educators and curriculum developers. It also under-
takes and coordinates research designed to help us understand, evaluate
and improve our education system. Our national university must also be a
beacon of learning. In its teaching and research it must value discovery,
exploration and understanding. It must be willing to address difficult issues
and ask unpopular questions, systematically, thoroughly and persistently. It
must insist that its learners, novices as well as experts, present their analy-
ses and understandings in ways that are comprehensive and useful to both
specialists and general audiences.

Prior to Independence, research and development activities were con-
trolled from South Africa. Namibia now needs to develop and execute its
own research programmes. For that, UNAM should play a leading role. To
promote multidisciplinary research activities and programmes, the Univer-
sity has established a Multi-disciplinary Research Centre. The newly es-
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tablished Human Rights Documentation Centre in the Faculty of Law, whose
major focus is to promote a democratic culture in the country, is also help-
ing to bring research findings to the community through public meetings,
seminars and conferences.

Namibia’s history of limited and segregated education permitted very
few black Namibians to develop advanced research skills and experience.
Redressing years of discrimination will require positive action to expand
the pool of researchers, beginning with those early in their academic ca-
reers. Continuing staff development opportunities will also be essential.

STAFF RECRUITMENT AND DEVELOPMENT

The few Namibians with advanced academic degrees and university
experience are widely in demand, both within and outside the country. Staff-
ing the University of Namibia, especially as it grows to meet increasing
demand, will prove very difficult for years to come. At the end of 1996,
61% of the University’s academic staff were Namibian.

That salaries and terms of service are often more attractive in other
posts compounds this problem. Currently, its terms of service sorely limit
UNAM’s ability to attract a sufficient number of qualified Namibians. Of
the appointments made during the first six months of 1996, 43% were
Namibians and 57% were expatriates.

UNAM has recently instituted a staff development programme, whose
priority attention to young Namibian academic and administrative staff will
assist us in attaining national self-reliance in high-level human resources.
UNAM’s staff development programme has four major objectives:

* to create a pool of well-qualified staff, both academic and administrative,
for the various sectors of the university;

* to correct the present historical imbalance in the University’s staffing
pattern between the races and sexes in the country;

* to create urgently, through further training, attachment, understudy and
other relevant experiences, opportunities for Namibians who have been
historically disadvantaged to attain positions of responsibility and influ-
ence within the University; and

* to identify potential academic staff from among the undergraduates of
UNAM or other Universities, as well as from other sectors in the coun-

try.
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INTERNATIONAL LINKAGES

The University of Namibia strives to promote linkage with other univer-
sities in an attempt to foster the exchange of expertise, for example through
sharing external examiners, students, staff, publications and information in
general. Linkages of this sort serve to ensure capacity building through
staff exchanges; exposure and enhancement of leadership qualities through
student exchanges; development of a research and publication culture
through joint research and authorship; and establishment and reinforce-
ment of UNAM’s international recognition, academic credibility and repu-
tation through formal networks with sister universities throughout the world.

Those linkages include arrangements with universities within and out-
side Africa through UNITWIN, a UNESCO programme for networking,
transfer of knowledge and establishment of centres for advanced studies
and research. UNAM’s recently opened Faculty of Agriculture and Natu-
ral Resources, for example, is already closely linked with other agriculture
faculties in southern Africa through SACCAR based in Gaborone, Bot-
swana. As part of the UNESCO sponsored UNITWIN network between
UNAM and regional universities, the University of Namibia recently es-
tablished a UNESCO Chair on Democracy and Human Rights, which will
foster sharing among the participating universities the results of research
on democracy and human rights.

UNAM also has several direct cooperation agreements with universi-
ties in Africa, Europe and the United States, and with the United Nations
University in Tokyo. Those relationships help to reinforce UNAM’s ca-
pacity in teaching, research and management.

STRENGTHENING THE UNIVERSITY LIBRARY

High-quality research and instruction in higher education require a high-
quality library. As well, a library with rich and diverse holdings is one of the
most cost-effective ways of supporting overall human resources develop-
ment. Unfortunately, the library inherited from the former Academy was
grossly inadequate. UNAM is currently considering strategies for strength-
ening the university library, including the establishment of the Human Re-
sources Development Project. A major component of that project is the
development of an Information and Instructional Resource Centre to be -
equipped with modern information technology that will enable people through-
out Namibia to access its resources. Existing technology already enables
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the library to consult information resource centres throughout the world. A
second project component focuses on training information professionals
and users.

Costs AND FINANCE

A young institution, the University of Namibia is still in its early phase of
development. Consequently, it must simultaneously maintain and improve
programmes inherited from its predecessor institutions, consolidate and
rationalise existing courses of study and related activities to make most
effective use of available resources, where appropriate, create new pro-
grammes to address the broad agenda reflected in the national and univer-
sity development plans, and provide high-quality service to its on-campus
and off-campus constituencies.

Government is currently the major source of funding for the University
of Namibia (90% of total funding, and nearly 95% with the inclusion of
government bursaries and loans), and will continue to play that role for the
foreseeable future. While there is a strong case to be made for increased
budgetary allocation to UNAM, the University will endeavour to raise funds
from the private sector and international funding agencies. The University
is also striving to promote cost-effectiveness, rational budgeting, efficient
administration, accountability and careful control and maintenance of its
assets.

By any measure, allocations to the University of Namibia reflect a ma-
jor commitment of national resources. With the inclusion of capital and
development expenditures and bursaries and loans to university students,
our annual national direct commitment to the University currently reaches
or exceeds N$100 000 000. For a student population of some 3 500, our
national average direct yearly expenditure per University of Namibia stu-
dent is about N$29 000. Since that is far more than we spend on students
at other levels in our education system, we must be sure that those funds
are well used and that they generate substantial value for the society as
well as for the individual.

Within the University of Namibia, the yearly per student expenditures
vary widely. In some faculties, it may require a far higher outlay of public
funds to educate a student at the University of Namibia than it would cost
to send the same student to a university in another country. That does not
mean that we should close all high-cost programmes or that whenever it
seems less expensive we should send students to universities elsewhere.
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Our national interests and long-term objectives require that we create and
maintain some costly programmes, even when careful analysis indicates
that in the shorter term our per unit student expenditures are higher than
other alternatives. At the same time, we must regularly ask ourselves: Do
we as a country benefit from those higher expenditures? And we must
also ask: What can we do to reduce the expenditure per student at the
university without reducing the quality of education or the national value of
the institution? Under what circumstances does it make sense to send stu-
dents to universities in other countries, especially in our region, rather than
developing costly programmes at UNAM?

The University of Namibia is pursuing several strategies to contain its
expenditures and use its funds most effectively. The starting point is a
long-term planning approach that identifies specific roles for each higher
education institution closely matched to government plans. Within that frame-
work, an annual iterative process can fine-tune objectives and resource
requirements in a constructive forum that includes government and the
higher education institutions.

To this end, the University has been collaborating with other institutions
in southern Africa, with support from the Ford Foundation, to develop a
long-term planning model for higher education institutions. The model is
currently being customised for UNAM’s specific case.

CosT-EFFECTIVENESS

The University recognises the crucial importance of maximising the cost-
effectiveness of the higher education sector, and within that sector, of indi-
vidual institutions. UNAM’s efforts to promote cost-effectiveness have
three major components.

First, the University is working to enhance the effectiveness of its pro-
grammes. The key concerns are the relevance, quality and quantity of
those who complete University courses and enter the world of work. The
University is committed to strengthening its dialogue with the Ministry of
Higher Education, Vocational Training, Science and Technology, other min-
istries and departments and the private sector to develop a productive ar-
ray of relevant programmes and to shape the mix of students who study at
the University.

The University is also working to strengthen its pool of entering students
by collaborating with a broad range of partner institutions and agencies to
improve the quality and effectiveness of the secondary system. For exam-
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ple, the University has played a role in professional upgrading for second-
ary school teachers. It has also piloted bridging courses for science stu-
dents and provided other academic support for students whose weak sec-
ondary school background is a serious handicap at the university level.

The University considers that an adequate and equitable system of fi-
nancial support for students is critical to enabling them to pursue their stud-
ies successfully. That support is especially important for students from
previously disadvantaged communities or with very limited family income.
The new Government Student Financial Assistance Scheme will address
the major problems in this crucial area (that scheme is discussed more fully
below). At the same time, it is essential to continue to explore with the
private sector new approaches to student funding, including combined work
and study and sandwich programmes to spread student costs and permit
income-earning activities during study periods.

Reducing costs is the second component of the University’s strategy for
improving cost-effectiveness. The establishment of the Polytechnic of Na-
mibia as an independent institution combined with a radical review of the
University’s administrative structures resulted in a reduction of 40 posts -
approaching 20% - in UNAM’s administration. Alternative modes of learn-
ing, including distance education and part-time education can also reduce
costs to both individual learners and the government. The University ex-
pects these modes to expand more rapidly than conventional full-time and
predominantly immediate post-secondary education. These developments
will require investment in the short term for learning materials, special fa-
cilities and staff development. A change in academic approach from teacher-
led to more student-centred learning may result in reduced unit costs of
teaching in the long term.

Diversifying income is the third component of the University’s strategy
for improving cost-effectiveness. The University expects to pursue two
parallel approaches in this regard. The first is to increase the fees paid
directly by students and their families to 25% of the cost of their education.
The second involves working energetically to increase income from the
private sector. It has successfully obtained significant sponsorships and
project funding and considers there is scope for substantial expansion.

These contributions ought to be viewed strategically as arising out of a
policy toward private sector partnership that encompasses a broad range
of collaborative activities, including involvement in curriculum and staff
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development, joint projects and academic programmes, and specific re-
search, training and consultancy.

The University plans to increase its contribution from the private sector
and international organisations to 1-2% over the short term (2-3 years),
with an ultimate aim of reaching 5%. With students providing 25% of the
cost of their education, the government share should fall to 70% of total
expenditures.

Funping ForMuLA

Allocations to the University have generally been determined through
annual consultations with the Ministry of Higher Education, Vocational Train-
ing, Science and Technology, guided by funding levels in previous years.
As noted in the general discussion of financing higher education, it is timely
to integrate the yearly discussions of each institution’s unique circumstances
into a broader funding formula for higher education.

The University envisions using a similar approach within the institution.
Faculties, departments, offices and centres will need to relate their budget
requests to student numbers, unit costs, inflation forecasts and expected
efficiency gains, and to project other sources of income, including student
fees and contributions from the private sector and other organisations.
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CAREER-ORIENTED TERTIARY EDUCATION

The polytechnic (termed technikon elsewhere in southern Africa) model
- vocationally oriented higher education institutions that emphasise tech-
nology and science, with responsibilities, status, prestige and attractiveness
to students comparable to those of universities - has a rich and distin-
guished history and has flourished in several European countries (espe-
cially Germany, Austria, Switzerland and some parts of Eastern Europe).
That model requires either substantial public recognition for non-university
professional training, with commensurate salaries, or non-university insti-
tutions with the status of universities, or perhaps both.

Notwithstanding the success of this model in those settings, in most
countries polytechnics and technikons seem to have a distinctly inferior
status compared to universities. Indeed, in many countries what were for-
merly polytechnics or technikons have become universities. As well, uni-
versities have increasingly assumed responsibility for technical and tech-
nological education. Where universities have higher status and similar pro-
grammes, not surprisingly students prefer to study, say, civil engineering, or
to seek certification as laboratory technicians at universities rather than
polytechnics or technikons.

This trend seems especially clear in Africa. Notwithstanding what seem
to be the obvious advantages to African countries of the polytechnic model,
higher education has come to be equated with universities.

The pervasiveness of this view suggests that the Polytechnic of Na-
mibia must work assiduously to develop, implement and revise programmes
that serve, and are seen to serve, both national and individual interests. To
ensure that it is respected in its own right, rather than perceived as a low-
status institution for those who are not admitted to the University, the Poly-
technic must manifest academic imagination and leadership in partnership
with other institutions in our society that value its programmes and gradu-
ates.

HisToRrY

With its mandate formally specified in the Polytechnic of Namibia Act,
1994, the Polytechnic of Namibia, like the University of Namibia, grew out
of the former Academy for Tertiary Education. Amalgamating Technikon
Namibia and the College for Out of School Training, the Polytechnic is
charged to develop and manage career-oriented tertiary education.
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Its founding Act specifies the principal responsibilities of the Polytech-
nic of Namibia:
* post-secondary career education;
* continuing education at the post-secondary level;
* applied research;
* equal opportunities; and
* effective collegial governance.

MissioN AND VISION

The Polytechnic of Namibia contributes to Namibian development by
providing tertiary technological career-oriented education at internationally
recognised standards. The main objective of its curricula is thus the prac-
tice, promotion and transfer of technology.

It is important, therefore, to distinguish between the technological ca-
reer-oriented education that is the mission of the Polytechnic and technical
and vocational training, which is provided at pre-tertiary level by Voca-
tional Training Centres.

It is important as well to recognise that while the Polytechnic of Na-
mibia and the University of Namibia have separate and distinct missions
and responsibilities, in practice their education initiatives and the interests
of their clienteles sometimes overlap. Where that occurs, Namibia is best
served not by formal boundaries and high fences but rather by connecting
paths and shared enterprises. Over time, as the two institutions develop
their own strengths, it should be possible for students at each institution to
draw on the expertise, experience and facilities of the other.

Instructional programmes at the Polytechnic are aimed at meeting the
needs of industry, understood as the driving force of the Namibian economy.
During the course of their study students are exposed to technological
knowledge, skills, values and attitudes. Within a climate conducive to intel-
lectual and social development, the focus is on the principles and approaches
required for entering and succeeding in industrial occupations and techno-
logical careers. Emphasised are the application - and more important, the
ability to apply - of the practical outcomes of scientific principles in ways
that render them useful to particular technological and industrial settings.

As it emphasises the transfer of technology, the Polytechnic addresses
the professional human resource requirements of the country, the region,
and beyond. To this end, the Polytechnic strives to -
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+ lead students to maturity to assume their economic and social responsi-
bilities, including developing a sense of responsibility, a problem-solving
approach, integrity and a humane attitude toward others;

» enable students both to acquire knowledge and to develop the skill of
applying that knowledge in practical settings, a skill likely to be even
more important in the future as job requirements change and individuals
change jobs and career paths;

« prepare students for careers or professions by drawing on existing knowl-
edge, technology and research results in close cooperation with those
involved in particular careers or professions;

* be a centre of higher learning and train high-level specialists in areas
necessary for national development;

« provide facilities appropriate to an academic institution of the highest
quality, available to all people likely to benefit from them regardless of
race, colour, gender, ethnic origin, religion, creed, social and economic
status and physical condition;

« promote the establishment of funding schemes in order to assist students
who cannot afford course fees at the Polytechnic of Namibia;

+ safeguard and promote the principle of academic autonomy, in order to
provide the appropriate atmosphere and opportunities for scholars to
pursue the development of their highest intellectual potential;

« serve as a repository for the preservation, development and articulation
of Namibian values and culture;

« undertake basic and applied research that will contribute to the social,
economic, cultural and political development of Namibia;

+ encourage the advancement of science, technology and development;

« serve both urban and rural communities, including providing extension
services throughout the country to contribute to the improved function of
the education system as a whole;

» promote national and international unity and understanding; and

« promote and defend a culture of excellence in the international commu-
nity by encouraging criticism and engaging in regular self-evaluation and
peer assessment.

A significant part of the Polytechnic’s instructional programmes is, there-
fore, putting into practice the existing knowledge, technology and scientific
results, and the formulation of the practice of particular segments of indus-
try. Fostering technological thinking is a core focus of the Polytechnic’s
activities and thereby a defining characteristic of its students.
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In 1997 the Polytechnic embarked on engineering courses - civil, electri-
cal, electronic and mechanical - and has obtained state of the art equip-
ment in the fields of computer and engineering education. It is now pro-
ceeding toward the development of Bachelor of Technology degree pro-
grammes expected to be implemented in the year 2000.

ACADEMIC STRUCTURE AND CURRICULUM

The Polytechnic’s governing structures include the Council, its supreme
policy-making body, the Senate, which is responsible for its academic com-
ponent, the Rector, its chief academic and administrative officer, and a
Students Representative Council.

Currently, the Polytechnic has three Schools (faculties) of differing sizes:
School of Commerce and Management, School of Communication and
Legal Training, and School of Engineering and Applied Sciences.

The Polytechnic enrols about 3 600 students, of whom more than one
third are distance education students. Nearly one sixth of the student popu-
lation is residential.

Currently, the Polytechnic’s facilities are being used to their maximum
capacity. Of the 4 000 new applications received annually, only slightly
more than 800 students - fewer than 25% of those seeking admission - can
be accepted.

Hence, the Polytechnic is actively developing strategies to address the
demands on its facilities and is looking for new sites to permit expansion.
As enrolment increases further stress campus facilities, the Polytechnic
may consider establishing satellite campuses. That could support several
of the institution’s objectives, including enhancing literacy and community
development.

Several paths lead to the Polytechnic, including academic preparation
and continuing professional development in several areas. Committed to
this diversity, the Polytechnic recognises the need for multiple entry points.
Currently, the Polytechnic offers National Certificates (1 year), National
Higher Certificates (2 years) and Diplomas (3 year programmes) in a va-
riety of fields and professions. Historically, these qualifications, like tuition
fees, matched those in South Africa, but revisions in progress re-orient

courses and fees to suit Namibia’s needs and circumstances. The Poly-
technic also offers short courses and workshops for its staff and, accord-
ing to need, for the public and private sectors and non-governmental agen-
cies.
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New course offerings, especially in engineering and health, will diver-
sify the Polytechnic’s curriculum. Although national growth trends clearly
show engineering and natural science to be priority areas, currently no
other Namibian institution provides engineering education. Consequently,
both public and private sectors rely heavily on foreign consultancies. With
that in mind, the Polytechnic will make engineering a principal develop-
mental focus. Other areas for curricular development will include medical
technology, public health, design technology, mass communication, hospi-
tality management and tourism. Overall, the new curriculum will be stand-
ardised to include and emphasise science, technology and entrepreneur-
ship.

The Polytechnic is also responsible for preparing vocational training in-
structors, including institutional trainers, trainers in industry and mass skills
facilitators.

The Polytechnic will foster applied faculty and student research in col-
laboration with development agencies, government departments, public in-
terest groups and the private sector. Faculty and students will be encour-
aged to present papers in regional and international conferences.

By bringing its curriculum into the mainstream of global economic de-
velopment driven by technology and industry, the Polytechnic will strengthen
the qualifications and marketability of its graduates, who must be competi-
tive, well-balanced and independent thinkers, with skills enabling them to
be mobile nationally and internationally. Hence, the Polytechnic will work
toward international recognition.

Integrated into its courses, practical training and in-service training are
the Polytechnic’s unique contribution to higher education. As well, that
attention to on-the-job experience underlines the productive relationship
between the Polytechnic and industry. That relationship, in turn, enhances
the readiness of the Polytechnic’s students, with tangible skills and experi-
ence, to enter the job market. To maintain that relationship, the Polytechnic
remains sensitive to industry’s requirements and continues to validate its
standards with industry and other academic institutions.

OUTREACH

From a very early stage in its predecessor institution, the Polytechnic
has sought to extend its instruction beyond its campus. The former Acad-
emy for Tertiary Education’s Distance Teaching Department offered both
Technikon (Polytechnic) and University courses. Initially those courses
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were either developed by the University of South Africa (UNISA) or closely
modeled on UNISA’s correspondence courses. Primarily an administra-
tive unit, that Department exercised no pedagogical control over its aca-
demic programme. At the transition to Namibia’s new structure of higher
education, that Department became the Centre for External Studies (CES),
attached to the University of Namibia, with specific academic, profes-
sional and pedagogic responsibilities. Its primary mission is to address the
education needs of people who cannot study directly at the University or
Polytechnic, and especially those from formerly disadvantaged communi-
ties.

In 1996 the Polytechnic delinked its distance education activities from
the CES and the University of Namibia and established its own Distance
Education Centre (DEC). Currently, the DEC functions as an administra-
tive unit that receives academic and professional support from various
schools and departments.

The future development of the DEC will be guided by the broader deci-
sions about distance and open learning, discussed more fully below. If higher
education institutions are to maintain their own distance learning units, the
DEC will be expanded and reorganised to become responsible for the peda-
gogical design, delivery and management of the courses it offers. Their
academic content and standards will remain the responsibility of the rel-
evant schools and departments. Alternatively, a single distance education
and open learning agency may be organised to serve the programmatic
needs of all tertiary institutions, including the Polytechnic.

Whatever the institutional framework, in the medium to long term the
Polytechnic expects to offer a wide range of undergraduate courses through
external studies or open learning and distance education. Over time it should
be possible for practising professionals to complete an entire Polytechnic
course of study, even to degree level, through distance and open learning
methods.

The Polytechnic pursues several other outreach strategies. It will insti-
tute a Careers Day, intended to enable students to understand better the
job market and employers to diversify their recruitment pool. The Poly-
technic is also developing an academic outreach, focused on linking sec-
ondary and tertiary levels of education and formal and non-formal sectors.
Its contribution in this regard will be to provide advice on curriculum devel-
opment in primary and secondary schools, especially in science and math-
ematics.
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The Polytechnic facilitates a Lecture and Recital series, open to the
general public. Presentations by scholars, diplomats, faculty and students
strengthen links with local and international communities.

The Polytechnic expects to establish an exchange programme with similar
institutions in other countries. To facilitate that, it is essential to assess the
equivalence of the Polytechnic’s qualifications. This will increase the op-
portunities for our most advanced students.

The Polytechnic has established professional memberships in regional
and international organisations and associations, for example the Common-
wealth Association of Polytechnics in Africa and the Committee of
Technikon Principals, with particular interest in science and technology.

In order to create an atmosphere of leadership and excellence, the Poly-
technic will introduce a publications series oriented toward facilitating com-
munity and linkages to Namibian society.

The Polytechnic has expanded its access to the information superhighway
and mass communication. This will enable its students, faculty, and staffto
have rapid and reliable connections to colleagues, organisations, libraries
and other resources throughout the world.

FuNDING

Maintaining the pattern of its predecessors, the Polytechnic receives the
bulk of its funds from Government for salaries, other recurrent and capital
expenditures. Student tuition and fees constitute a second significant source
of income. Currently, many full-time students receive government bursa-
ries. A third source, funds dedicated to particular projects, provides limited
additional income. At its creation, the Polytechnic had no endowment or
investment portfolio.

Facilities and services required for the foreseeable future will require
substantial funding from the Government and other sources.

Total dependence on government funding inhibits institutional growth.
Thus it is essential for the Polytechnic to mount a fund-raising campaign,
seeking funds from commerce, industry, financial institutions, external funding
and technical assistance agencies and other partners in its strategic and
developmental efforts. For that, the Polytechnic will actively pursue the
establishment of partnerships with the private sector and will emphasise
contributions as social investments rather than charity. The Polytechnic
also realises the need to use its own facilities to secure funding.
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COORDINATION AND COOPERATION

The Polytechnic of Namibia and the University of Namibia have emerged
from their common predecessor as sister institutions with parallel, occa-
sionally overlapping, but distinct missions. To achieve its goals, the Poly-
technic must develop its own sense of purpose and direction, well linked to
Namibia’s national development strategy. Only then will it be able to trans-
form the unfortunate public perception of the Polytechnic as a second-tier
university.

Accordingly, the Polytechnic of Namibia will distinguish itself more clearly
from the University of Namibia and will highlight its technological
specialisations and expertise and its practical, career orientation. That will
in turn facilitate increasing cooperation between the two institutions and
reducing the overlap and duplication of courses.

As higher education institutions, the University of Namibia and the Poly-
technic of Namibia should consult regularly, both formally and informally.
It is important to explore promptly, for example, common curriculum inter-
ests between the two institutions as well as the circumstances in which
each would grant credit for studies completed at the other institution. That
could enable students to pursue advanced courses in either or both institu-
tions.
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TEACHER EpucATION IN NAMIBIA

The quality, efficiency and effectiveness of our schools depend to a
large extent on the nature and success of our teacher education programmes.
To ignore or neglect the role of teacher education is to ignore and neglect
the intellectual future of our country. Unless we succeed in recruiting into
teacher education and then into our schools women and men of intelli-
gence, spirit, good character, capacity for leadership and devotion to hu-
man service, very little can be expected of our education system.,

We came to independence with several different systems for preparing
our teachers. Within the country, teacher education was inadequate in both
quality and quantity. It surely could not support our commitment to Educa-
tion For All. Several initiatives begun outside the country permitted us to
develop new approaches to teacher education but were necessarily limited
in the number of teachers they could accommodate. One of our major
achievements since that era has been the development of a new system
for basic teacher education. Still, we find ourselves with several teacher
education programmes that are not yet as well coordinated and integrated
as our circumstances require.

While we have begun to remedy our severe shortage of teachers, we
have too few teachers in some areas and subjects to meet the needs of our
expanding education system. And far too many of our current teachers
have not had adequate preparation for the tasks we assign to them. We
also face critical shortages among education managers and other manage-
rial and administrative personnel. For example, while we expect our edu-
cation managers and teachers to have completed Grade 12 plus an addi-
tional three years of education, 69% of our education managers and 84%
of our teachers do not meet those requirements.

Unfortunately, we cannot eliminate our shortage of well-prepared teach-
ers very quickly, perhaps not until the next century. As a result, educating
new teachers and enabling our current teachers to upgrade their skills will
strain the capacity of our teacher education programmes. At the same
time, we also have too few qualified teacher educators. All of that means
that we shall have to expand and upgrade our teacher education system
simultaneously. As we do so, we shall need corresponding increases in the
numbers and skills of our teacher educators.

The challenge is even more daunting. Not only must we recruit new
teachers and upgrade the skills of those currently serving, but we must also
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help them learn to use those skills in radically changed settings. For Educa-
tion for All to become a reality, teachers must develop new visions, new
understandings and new commitments. Curriculum content, medium of in-
struction, classroom practices, assessment and evaluation - all these are
being rethought and revised.

Effective learning is more than simply gathering and memorising infor-
mation. Learners must become skilled at using information not only in school
or other education programmes but throughout their lives, often in ways
that were not anticipated during their schooling. They must as well become
skilled in determining what information they need to address a particular
problem and in gathering that information. That sets high expectations for
our teachers. Effective learning requires teachers who are not only com-
petent in their subjects but who can also respond creatively to new situa-
tions. For Namibia to change, so must its schools. And for its schools to
change, teachers must themselves be both agents and facilitators of change.

Reforming teacher education is essential but in itself insufficient. We
must also create appropriate conditions for professional practice that en-
courage teachers to use their skills and to remain in the schools. If the
content of teacher education cannot be used in the workplace of the teacher,
then colleges of education and the University of Namibia Faculty of Edu-
cation should be viewed as out of touch. It is crucial that new directions in
teacher education be embedded in, and consonant with, equally innovative
directions in school renewal. Major reforms in one cannot occur without
concurrent major reforms in the other.

Teacher education institutions, including the colleges of education and
the Faculty of Education, as the development arm of the profession, must
work with teachers, administrators, school boards and parliamentarians, as
well as regional councillors, to discover new ways to create the conditions
for effective and rewarding professional practice as well as professional
study. Central to a new design of teacher education and preparation for
our future is recognition that the various teacher education institutions, pre-
service and in-service education and the schools are all interrelated com-
ponents of a single education system. Thus, we must replace our present
disconnected approach with a new partnership that fosters educational
improvement and teacher education at all levels. Resources, both financial
and personal, must be directed towards strategies that link schools seeking
to change with all of our teacher education institutions so that together we
can break out of obsolete patterns of teacher preparation.
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This partnership must also include our communities. Effective schools
will involve their communities in all of their activities, which implies that
teachers and other school staff need to develop skills for more fruitful
interaction and collaboration with the community.

Hence, we must move in several directions at the same time. We must
help our current teachers improve both content and pedagogical skills and
as they do so, their motivation, their self reliance and their sense of self-
competence. We must expand and improve our programmes to prepare
new teachers at all levels. Especially, we must be sure that our pre-service
teacher education incorporates and helps develop the learner-centred ap-
proach we are adopting throughout the education system. We must edu-
cate prospective teachers for their demanding roles in basic and senior
secondary education, assisting them to become very competent at both
what they teach and how they teach it. And to ensure that teachers are
appropriately motivated and adequately rewarded, we must continue to
review critically and improve both the career structure of the teaching
profession and our system of accreditation. Let us consider each of those
challenges.

PRrE-SERVICE TEACHER EDUCATION

We inherited a fragmented and uneven system of teacher education.
Teachers serving under the different administrations did not follow the same
preparation path. The various teacher education programmes had differ-
ent entry requirements, scope, duration, organisation and focus. Some were
very resource-intensive, developed extended competencies and provided
relatively high-level qualifications. Others were far more rudimentary, pro-
viding minimal qualifications. Some emphasised classroom study at the ex-
pense of professionalisation.

While we have made great progress in developing a coherent programme
to prepare teachers for basic education, responsibility for teacher educa-
tion in Namibia continues to be shared among several institutions. Colleges
of education offer the Basic Education Teaching Diploma and prepare the
largest number of teachers entering our schools. The University of Na-
mibia offers several teacher education programmes, primarily focused on
senior secondary teachers and education planners and administrators, in-
cluding a Bachelor of Education, a Postgraduate Diploma in Education, a
Master of Education and a Specialised Diploma in Special Education (these
programmes are described more fully below).

84

Teacher Education

Administrative responsibilities are also organised in what are sometimes
very confusing ways. Quite simply, our education system cannot be neatly
divided between two education ministries. For example, while the colleges
of education and thus the preparation of our basic education teachers are
the responsibility of the Ministry of Higher Education, Vocational Training,
Science and Technology, those teachers will work with schools, learners
and curriculum that are the responsibility of the Ministry of Basic Educa-
tion and Culture. To facilitate coordination, MHEVTST has delegated cur-
riculum responsibility for basic teacher education to the National Institute
for Educational Development (NIED), which is attached to the Ministry of
Basic Education and Culture.

In practice, NIED, the colleges of education and the University’s Fac-
ulty of Education have evolved overlapping but not entirely congruent ap-
proaches to preparing our teachers. At times, that arrangement may foster
experimentation and innovation as the teacher education institutions pur-
sue their own sense of what is important and how to achieve it. Often,
however, the current level of coordination generates frustration among all
involved.

PREPARING TEACHERS FOR BAsic EpucatioN

We are committed to providing basic education for all Namibians. Al-
though it may take us some time to achieve that goal, we must be sure that
we are laying a solid foundation. Basic education is learner-centred educa-
tion, which requires interactive teaching and learning. Our expectations for
the teaching profession in basic education are such that simply restructur-
ing the teacher education programmes we inherited at independence can-
not be adequate. The new situation requires a new approach. Hence, we
have introduced the Basic Education Teacher Diploma (BETD).

The mission of basic teacher education is to develop competent, fully
qualified and committed teachers who will provide to Namibia’s learners
education that is equitable, relevant, meaningful and of high quality in a
stimulating and supportive atmosphere. Teacher preparation for basic edu-
cation must first and foremost meet the needs for professionalisation of the
teacher - a person who has commitment, a sense of responsibility and
knowledge and skills that will raise the quality of education in the entire
country.

The BETD is a unified general preparation for all teachers in basic
education, combining a common core with opportunities for specialising in
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particular phases or levels of schooling and subject areas. Professional
studies are both a separate component throughout the programme and in-
tegrated into subject studies. Theory and practice are also integrated in all
subjects throughout the programme. Exposure to school and classroom
experiences is an important component of the programme, designed to
integrate professional and subject studies and theory and practice in the
school setting. Thus, the BETD seeks to strike a balance between profes-
sional insight and skills and subject knowledge. We must find ways to help
our teachers understand better the learning process and their roles in it. At
the same time, we must be sure that our teachers develop appropriate,
relevant and up-do-date subject expertise. Neither creative pedagogy nor
extensive subject knowledge alone will serve our needs. Our teachers must
master both.

Our basic teacher education is based on a democratic pedagogy, a meth-
odology that promotes learning through understanding and practice directed
toward empowering people to shape the conditions of their own lives. As
such, it relates closely to the curriculum intentions of basic education and
to the context of schools in our society.

Basic education in Namibia, and therefore teacher education for basic
education, is based on learner-centred principles. Central to these is the
view that knowledge is not a static amount of content, but rather what
learners actively construct and create from experience and interaction within
their socio-cultural context. Teaching and learning in basic education con-
tinually build on children’s experience and active participation, aiming to
make learning relevant and meaningful to every child.

The central focus of basic education is thus on the learner’s needs,
potential and abilities. Learner-centred education presupposes that teach-
ers have a holistic view of the learner, valuing the learner’s life experience
as a starting point for their studies. Teachers must therefore have suffi-
cient knowledge and skills to be able to interpret syllabi and subject content
in terms of the aims and objectives of basic education and to relate these to
the learner. Teachers should be able to select content and methods on the
basis of a shared analysis of the learner’s needs, use local and natural
resources as an alternative or supplement to ready-made study materials,
and thus develop their own and the learner’s creativity. A learner-centred
approach demands a high degree of learner participation, contribution and
production.
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Teachers are key to the development of our country and are important
resources to their communities. It is therefore essential that teachers main-
tain close contact with their communities and assist learners in integrating
school and life outside the school.

Teacher preparation for basic education is not seen as the final stage of
formal education, nor as the completion of teacher education. The rapidly
increasing and changing state of knowledge, and the new demands that
are made on the role and functions of the teacher, make it impossible to
regard initial teacher education as an isolated part of a career. Rather, it
provides a selection of knowledge and experience as the first entry into the
teaching profession, an initial step in an ongoing process of professional
growth and development.

Accordingly, basic teacher education strives to -

» develop teachers who respect and foster the values of our Constitution,

contribute to nation building and respond positively to the changing needs

of Namibian society;

develop understanding and respect for diverse cultural values and be-

liefs, especially those of the Namibian people;

* enhance respect for human dignity, sensitivity and commitment to the

needs of learners;

develop a reflective attitude and creative, analytical and critical thinking;

develop the ability to participate actively in collaborative decision mak-

ing;

* develop social responsibility towards learners, colleagues, the commu-

nity and the nation as a whole;

promote gender awareness and equity to enable all Namibians to partici-

pate fully in all spheres of society;

« enable the teacher to promote environmental awareness and sustainable
management of natural resources in the school and community;

* develop awareness of the varying roles and functions of a teacher and a
commitment to the teaching profession;

* develop an understanding of learning as an interactive, shared and pro-
ductive process;

* enable teachers to meet the needs and abilities of the individual learner
through organisation, management and assessment of teaching and learn-
ing processes;

* prepare teachers to strengthen the partnership between school and com-
munity;
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» develop adequate command of English and another language of Namibia

to be able to use them as media of instruction;

prepare teachers to be able to develop and use the creative and expres-

sive abilities and skills of the learners;

develop the ability to create learning opportunities which will enable learn-

ers to explore different ways of knowing and develop the whole range of

their thinking abilities;

» equip teachers with sufficient breadth in curriculum content and depth in
selected subject areas to be able to identify and select basic knowledge
content for learners and to organise and sequence content and learning
situations appropriately;

« enable teachers to understand and utilise current knowledge of children’s
intellectual, emotional, social, physical, aesthetic, moral and spiritual de-
velopment;

« develop a positive attitude toward individual differences and enable teach-
ers to utilise them to meet social and individual needs; and

» enable teachers to take responsibility for their own learning and to be
aware of ways to develop themselves professionally, both through their
own initiatives as well as through formal education opportunities.

The first two terms of the Basic Education Teacher Diploma provide a
common foundation, with emphasis on children’s educational and develop-
mental needs, education theory and practice, and the classroom situation.
During the following seven terms, prospective teachers continue their com-
mon foundation and begin to specialise in either Grades 1-7 or Grades 5-
10. Those who focus on the lower grades emphasise early childhood edu-
cation, curriculum and English communication skills. Those who focus on
the upper grades have a common core and a particular emphasis on Eng-
lish plus humanities, or mathematics and sciences, or pre-vocational prepa-
ration. Prospective teachers spend part of their time each year working
directly in schools. Both directly and in simulations, student teachers expe-
rience the learning processes they will subsequently develop for young
learners in basic education.

One of the demands of basic education in Namibia, and thus the Basic
Education Teacher Diploma, is to develop and refine a system of assess-
ment and evaluation that is consistent with the stated principles of learner-
centred, interactive teaching and learning: learning by understanding and
learning through productive activities and cooperation. A principle of posi-
tive achievement will be used to assess what the prospective teachers
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know, understand and can do. This principle entails that a variety of as-
sessment techniques be used and that counselling, tutoring and other reme-
dial assistance become an integral part of assessment procedures. The
purpose is to provide conditions for our new teachers to succeed rather
than to concentrate on weeding out failures.

IN-SErvICE BAsic TEACHER EpucATioN

As of 1997, the Ministry of Basic Education and Culture classified 4 000
of Namibia’s teachers as “trainee teachers”, that is individuals whose aca-
demic background and professional training do not make them fully-quali-
fied teachers. Over time we expect the minimum academic qualifications
for our basic education teachers to rise. Hence, our education system re-
quires an effective programme of in-service education to enable our serv-
ing teachers to improve their skills and upgrade their status.

Indeed, our needs in this area are much broader. Especially for teach-
ers, learning is a lifelong activity. The process of creating knowledge does
not stand still! All subject areas regularly revise, sometimes discard, old
understandings and generate both new information and new approaches
and methodologies. Through formal and informal observation and research
we understand better the learning process and particularly the needs and
experiences of Namibian learners. Teaching itself generates knowledge
about the utility and effectiveness of particular instructional strategies. Thus,
all teachers, whatever their current qualifications, need opportunities for
further education.

The demand for continuing teacher education is of several sorts. Teach-
ers who are currently not fully qualified seek to upgrade their credentials.
Qualified teachers wish to extend their education and thereby become eli-
gible for additional responsibilities and higher-level positions. All teachers
need to remain abreast of recent developments in pedagogy and their sub-
ject specialisations. And our national education system needs ways to in-
form teachers about new and revised objectives and programmes and to
involve teachers in their conception and development.

Meeting this broad cluster of needs will require the combined efforts of
several institutions. In part, we shall rely on major programmes created
and managed by the education ministries. The Ministry of Basic Education
and Culture, for example, offers a BETD In-service Programme and is
developing an Instructional Skills Certificate Programme. In part, our teach-
ers will find appropriate opportunities for further education through dis-
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tance learning programmes, for example those managed by the Namibian
College of Open Learning and the University of Namibia’s Centre for Ex-
ternal Studies. Over time it is essential that our primary teacher education
institutions, the colleges of education, play a greater role in this arena.

As well, it seems likely that some, perhaps many, of our teachers will
continue their studies by enroling in private and other non-governmental
institutions, both within and outside Namibia, either for residential or for
distance courses. While studies in these institutions will help us address our
needs for continuing education for teachers, they pose two major chal-
lenges. First, we shall have to be sure that instruction and learning in these
institutions meet the quality and content standards we have established for
our teachers. For that, we expect to rely heavily on our national accredita-
tion system and on the vigilant monitoring and supportive counselling of the
education ministries, our teacher education institutions and teachers’ or-
ganisations. And second, we shall need to find ways to be sure that teach-
ers who study in non-governmental institutions, especially those outside
Namibia, master the ideas and practices of our educational philosophy and
their implementation in our national education system. As regional sharing
and exchanges improve, those institutions may be able to incorporate spe-
cifically Namibian content into their programmes. Alternatively, we may
need to develop courses specifically designed for teachers whose continu-
ing education has primarily been in local and foreign private institutions.

SENIOR SECONDARY TEACHER EDUCATION

The University of Namibia has primary responsibility for preparing our
senior secondary teachers. That is a very important charge because our
senior secondary students are the pool not only for important positions in
our society but also for admission to institutions of higher education. Fail-
ure to provide high-quality education at this level, well tuned to the
orientations of the education system as a whole, puts at risk our programmes
of higher education.

Unfortunately, we are not yet able to meet the need for teachers at the
level, with the consequence that we have come to rely heavily on teachers
recruited in other countries, especially for science subjects. A recent study
of the continuing shortage of teachers in Namibia concluded that conven-
tional full-time training programmes will be unable to increase sufficiently
the number of teachers in the schools over the next decade. That study
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recommended adopting the teachers apprenticeship approach currently used
in several countries, including Mozambique, Tanzania and Zimbabwe.
There are in fact three problems to be addressed here. The first has to
do with ensuring that senior secondary education both reflects and sup-
ports the goals and objectives we have set for our education system. The
second has to do with preparing sufficient teachers to permit an orderly
and planned expansion of access to education in Namibia. The third has to
do with ensuring that the quality of senior secondary instruction equips
students well for their future jobs and for admission to higher education.
The University of Namibia seeks to address these problems and the
critical shortage of qualified senior secondary school teachers prepared to
teach International General Certificate of Secondary Education (IGCSE)
and Higher International General Certificate of Secondary Education
(HIGCSE) subjects through several related programmes described below.

CoLLEGES OF EpUucATION

Namibia currently has four colleges of education attached to the Minis-
try of Higher Education, Vocational Training, Science and Technology. Each
college has its own establishment for academic, administrative and hostel
personnel, with funding directly from the Ministry.

The colleges of education undertake to facilitate the development of
teachers whose sense of responsibility, maturity, accountability, knowledge
and skills will raise the quality of education in Namibia. They understand
teacher education as a participatory process negotiated between students
and teacher educators. They recognise that students have their own struc-
tures of knowledge formulated by their social, economic and political experi-
ence. They provide a course structure that allows all students to grow and
to realise their own potential. In that way, they can draw on the individual
and collective experience of students as well as teacher educators. They
also undertake to encourage community involvement and to foster co-op-
eration among themselves and with other institutions in order to develop an
effective system of teacher education and research.

Education reform within the colleges of education rests on five pillars:
* Access
* Efficiency
* Quality of Provision
* Equity

* Democracy
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For our teachers to be well educated, our teacher educators must them-
selves find ways to update and renew their own skills and recharge their
motivation and enthusiasm. They, too, must be successful learners. They,
too, must find learning intrinsically rewarding.

Unfortunately, for the present we are not where we need to be in that
regard. Staff at our colleges of education have few or no opportunities to
conduct research and to pursue further education. We must do better. For
example, we need to revise staffing arrangements to enable a portion of
our teacher educators to continue their education through short and long
courses. At the same time, we need to be sure that our institutions of
higher education provide the needed courses of study. Since systematic re-
search is an essential component of effective teaching and teacher educa-
tion, we need to make sure our teacher educators have time and support for
research and to recognise their research initiatives and accomplishments.

Administratively, the colleges of education have many parents. Func-
tioning under the authority of the ministry responsible for higher education,
their principal focus - preparing teachers for primary school and secondary
school through Grade 10 - links them organically to the ministry responsible
for basic education. That ministry in turn relies on NIED to develop cur-
riculum for basic education. By agreement between the two ministries,
NIED, attached to MBEC, has primary responsibility for developing basic
teacher education curriculum, with moderation by the University of Na-
mibia. The colleges of education thus periodically find themselves puzzled
about where they are expected to look for direction and support and about
how their students can continue their education beyond the BETD. A con-
sequence of the division of responsibility for education among two minis-
tries, those ambiguities leave room for both creative initiatives and periodic
frustration.

Governance and funding arrangements for our colleges of education are
being reviewed. The colleges themselves seek greater autonomy to diver-
sify their programmes and to manage their basic responsibilities and core
budgets. Thus far, our emphasis has been on unifying the separate educa-
tion systems we inherited at independence. At the same time, our expecta-
tion that schools, communities and especially teachers will play larger roles
in the development of our education system may be strengthened by greater
institutional autonomy. Accordingly, it may be desirable to encourage our
principal teacher education institutions to assume greater responsibility for
programme and curriculum development. Over time, it may also be desir-
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able for our colleges of education to assume some responsibility for senior
secondary teacher education.

As we work to find the appropriate balance between national direction
and institutional autonomy, it is timely to develop a clearer specification of
the relationships among the colleges, MHEVTST, NIED and UNAM, per-
haps in the form of a framework directive or statute.

As we strengthen regional exchanges and cooperation in education gen-
erally, our colleges of education will develop and extend their links with
their counterparts in neighbouring countries. We have much to learn from
each other. Especially for the smaller countries, regional cooperation will
make it possible for us to provide education opportunities, for example
specialisation in areas where we have few teachers and fewer teacher
educators, that would be far too costly for us to develop on our own. Since
jobs, capital and people are likely to be increasingly mobile throughout the
region, eventually we will need coordinated certification standards and ac-
creditation procedures and credentials that are recognised in several coun-
tries. Both formally and informally this process of contact, communication
and sharing has already begun.

UNIVERSITY OF NAMIBIA

As noted above, the University of Namibia has primary responsibility
for senior secondary teacher education, both pre-service and in-service.
Currently, the Faculty of Education offers several teacher education pro-
grammes, which replace the former Education Diploma and Higher Edu-
cation Diploma. Introduced in 1996, the four-year Bachelor of Education
(B.Ed.) programme prepares teachers for senior secondary schools. Also
introduced in 1996, the one-year Postgraduate Diploma in Education (PGDE)
enables individuals who already have a first degree to become senior sec-
ondary school teachers. A third new programme, the Master of Education
(M.Ed.) is designed to provide advanced training for senior posts in the
Ministries of Education. For the present a general degree, this programme
will develop disciplinary specialisations over the next several years. The
specialised Diploma in Special Education is a two-year postgraduate pro-
gramme designed for current teachers who wish to concentrate on teach-
ing children with special learning, intellectual, emotional and sensory needs,
including physical impairments, disabilities and handicaps. Eventually, simi-
lar programmes may be developed in guidance and counselling, early child-
hood education, primary education and adult and non-formal education.
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Several major objectives frame the work of the Faculty of Education at
the University of Namibia:

+ Professional Education: to provide courses of study and practices de-

signed for the initial training and professional development of secondary

school teachers and other personnel in the Namibian education system;

to provide in-service courses as needed and as possible.

Advanced Study: to provide a centre for advanced study in education

through which teachers, educators, administrators and researchers may

attain academic excellence and be prepared for leadership roles in edu-

cation through the acquisition of Master’s degrees, doctoral degrees and

other professional specialised qualifications.

« Affiliated Institutions: to assist institutions that may seek affiliation with

the University through the Faculty of Education in the development of

their programmes and staff and in the assessment and certification of

their students.

Research: to undertake and support basic and policy-oriented education

research and to disseminate research findings through teaching, semi-

nars and publications.

Service: to promote innovation, expansion and improvement in education

through the provision of advice, consultancies, public service and support

to academic and professional partners, as well as to the community at

large.

The University’s teacher education programmes are designed to -

» extend the capacity for independent thinking, creativity and further study;

« strengthen the foundation in educational theory, practice, instructional
strategies and assessment;

» develop the student teachers’ mastery of school teaching subjects;

* provide opportunities for practical school based experiences;

» prepare student teachers for involvement and or development at school,
community and national levels; and

* increase awareness of the need and opportunities for lifelong personal
and professional growth.

In recent years the Faculty of Education has reviewed its curriculum
and development to ensure that UNAM teacher preparation programmes
are cost-effective, rationalised, consistent with national education policy
and of appropriate standard. In designing new programmes, the Faculty of
Education undertook extensive consultations with the education commu-
nity in Namibia. A consensus emerged through this consultation that as a
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tertiary institution, UNAM and its units are expected to concentrate on

educating qualified teachers in all subjects, but with special emphasis on

science-based subjects.

Teacher preparation and teacher education at the University of Namibia
are based on an integrated, holistic approach which takes into account the
need to prepare student teachers who are committed to participatory learner-
centred and reflective teaching and learning.

Several other major philosophical and professional considerations orient
teacher education at the University of Namibia:

s Teacher education should reflect national education goals and aspirations.

+ Teachers must be able to assume a variety of responsibilities in a chang-

ing and developing society.

Teacher education must provide not only an adequate preparation in the

subject matter and pedagogy of each branch of study but must also de-

velop the foundation for continued growth of knowledge.

Teacher education must provide for both theoretical and practical pro-

fessional development, which should not be limited to the students’ ac-

ceptance of what is passed to them, but should include the notion that,
given enquiring minds and basic research techniques, students themselves
can contribute to our knowledge of teaching and learning.

+ Teacher education should address the prospective teacher’s personal
and professional development after they have completed formal teacher
education by nurturing a positive attitude toward lifelong education and a
recognition of the importance for continuing professional updating while
in service.

Attentive to the needs of graduates of the colleges of education to con-
tinue their professional preparation, the University of Namibia Faculty of
Education proposes to develop a Bachelor of Education degree in Basic
Education. _

The University of Namibia is also considering developing certificate,
diploma and degree programmes, with multiple entry and exit points, for
adult and community educators and trainers in various fields, including early
childhood development, parent education, youth work and literacy. In addi-
tion to their residential components, these programmes will rely on open
learning, distance education and on-the-site training. Since several institu-
tions offer courses and other education activities in these areas, University
initiatives must be carefully coordinated with current and projected pro-
grammes.
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The Namibia Mathematics and Science Education Programme
(NAMSEP) has been identified as a priority area to provide specialised
diploma and graduate mathematics and science teachers at both junior
secondary and senior secondary levels, for which donor support is cur-
rently being sought.

The University of Namibia expects to launch a doctoral programme
when there is a sufficient pool of Master’s degree graduates.

The University is also involved in the continuing education of teachers.
Three areas receive priority attention: further education for current teach-
ers to enable them to reach the level of more recent BETD graduates;
continuing education to expose experienced teachers to new thinking and
new practices in their areas of specialisation and in education more gener-
ally; and the preparation of senior professionals to meet the needs of NIED,
the inspectorate, education officers and the UNAM Faculty of Education.
For the present, these needs are addressed largely through occasional work-
shops and colloquia. Over time, the Faculty of Education, in collaboration
with other teacher education institutions, will need to develop a coherent
and integrated approach to the continuing education of our teachers and
teacher educators, including in-service seminars and short courses, longer
courses and degree programmes. As appropriate, these activities should
also address the continuing education needs of education planners and other
education professionals in the education ministries and other government
departments.

Evaluation of teacher education programmes has been a continuous proc-
ess at the University of Namibia, relying primarily on critical self-analy-
sis. The initial surge of critical self-analysis led to several reforms of teacher
education at UNAM, including the reorganisation of the Faculty of Educa-
tion into fewer, more cross-disciplinary departments and the beginning of a
shift from indoctrinating curriculum and pedagogy toward a liberative and
transforming approach. That critical self-analysis will now be supplemented
by student evaluation of all UNAM courses. Also, a long-term study of
school-based teacher education, in collaboration with the University of Oslo,
will assist us in assessing our teacher education programmes and alterna-
tives.

The University of Namibia is committed to maintaining effective col-
laboration with other teacher education institutions in the country. Since it
shares with them responsibility for teacher education, the University seeks
to establish a productive dialogue with the colleges of education. The po-
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tential benefits of that collaboration are clear. Classroom practice, teacher
education and research on education must always inform and reinforce
each other. Insights at each level are valuable inputs and often critical
feedback to the other levels. Common problems can fruitfully be addressed
from several different perspectives and draw on different sorts of experi-
ence.

Notwithstanding its potential benefits, effective collaboration of that sort
has not yet become a practical reality. Issues of appropriate domain, au-
thority, responsibility and accountability remain contentious. The philoso-
phy and practices of learner-centred education, articulated in Toward Edu-
cation for All and elaborated through the development of the broad cur-
riculum for basic education, seem to many to be little integrated into the
curriculum and pedagogy of the Faculty of Education. New teachers ex-
press concern that continuing education paths between the colleges and
the University have not yet been adequately defined and developed. Re-
search cooperation remains a future prospect.

It is essential that the Faculty of Education at UNAM establish and
maintain strong links with teacher education institutions within the SADC
region and across Africa. Linkages could include exchanging expert staff,
sharing problems and solutions and exchanging students in particular areas
of study, a process that will foster cooperation and enhance mutual under-
standing. Indeed, this sort of interchange could enable our teachers and
teacher educators to pursue specialised courses of study that we find im-
practical or uneconomical to develop within Namibia.

As a developing and young university, UNAM and the Faculty of Edu-
cation in particular would benefit greatly from establishing and maintaining
links with universities and other higher education institutions in other coun-
tries. Those links could result in staff development programmes for UNAM
faculty, collaborative development of new joint programmes and shared
research projects on dimensions of teacher education of mutual interest.

Generating up-to-date knowledge to improve Namibian education theory
and practice requires investment in education research. Both basic and
applied research are needed. We must find ways to explore systematically
the large issues of education, for example language acquisition or cognitive
development. At the same time, we must also address the sorts of issues
that are critical to monitoring and improving our education system, for ex-
ample, effective assessment, teaching strategies and uses of instructional
materials. In addition to creating an enabling environment in which UNAM
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staff can conduct basic and applied research, it is also essential to develop
research skills among our students.

To enrich its programmes, the Faculty of Education has established an
Advisory Board whose members include representatives from the two edu-
cation ministries, NIED, teachers and headmasters. Periodic meetings should
permit exchanges of ideas and experiences, evaluations of current pro-
grammes and proposals for new programmes. This effort will supplement,
not replace, existing informal consultative, monitoring and evaluative mecha-
nisms.

NATIONAL INSTITUTE FOR EDUCATIONAL DEVELOPMENT

Created to stimulate and oversee the development and implementation
of an innovative broad national curriculum, the National Institute for Edu-
cational Development has come to assume an expanded set of responsi-
bilities and to occupy a complex institutional location. NIED’s initial charge
included reviewing and updating curriculum content, supervising curricu-
lum development, especially the subject panels, overseeing textbook devel-
opment, guiding the transition in the language of instruction and addressing
the professional development of teachers. As the primary intellectual arm
of our new education system, NIED’s activities were intended to be re-
sponsive to the needs and requests of students and schools rather than
directed solely or primarily by the decision of education managers and
administrators. To play that role, NIED’s organisation and decisions must
be accessible and accountable to its clienteles.

Finding the appropriate balance between research and development on
the one hand and programme implementation and management on the other
has proved to be a continuing challenge. In an effective education system
theory and practice are necessarily linked. Indeed, applied theory and criti-
cal practice depend on each other. Still, conception and coordination are
sometimes in tension with administration and assessment. The daily pres-
sures of reforming the education system require a great deal of NIED’s
attention, time and energy, often at the cost of its other responsibilities,
especially designing and studying a broad education reform process.

While NIED is formally a unit of the Ministry of Basic Education and
Culture, its responsibilities have in practice required some autonomy of
action. For example, NIED’s major role in the development of basic edu-
cation curriculum makes it essential that NIED work closely with the basic
teacher education institutions, the colleges of education and their parent
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ministry, MHEVTST. While the principle of that collaboration is clear, its
leadership and forms continue to evolve. Especially since responsibility for
education is shared across two ministries, we shall need to be imaginative,
resourceful and collaborative in addressing NIED’s autonomy and institu-
tional location.

COMBINING AUTONOMY AND COORDINATION TO
ACHIEVE COMMON GOALS

As we have seen, responsibility for teacher education is shared among
several institutions with overlapping roles and domains of activity. Cur-
rently, a joint agreement commits the institutions involved to cooperate in
teacher education. That collaboration links the Ministry of Basic Education
and Culture and the Ministry of Higher Education, Vocational Training,
Science and Technology through the National Institute for Educational
Development with the colleges of education and the University of Na-
mibia. The agreement locates primary responsibility for basic teacher edu-
cation in the colleges of education, establishes the University as a certifi-
cating co-authority for teacher education and assigns to NIED primary
responsibility for evaluating and validating teacher education programmes.
Certification is awarded jointly by the University of Namibia, the Ministries
of Education through NIED and the relevant college of education.

Several different institutions are involved in preparing teachers for basic
education, that is, the vast majority of our teachers. While the colleges of
education are currently the site of nearly all the pre-service basic teacher
education, the University is considering creating a Bachelor’s degree in
Basic Education. NIED, the colleges and the University offer in-service
and continuing basic teacher education. Increasingly, private institutions,
both within and outside Namibia, offer upgrading and other continuing edu-
cation courses. Over time, we may find it desirable to involve other institu-
tions as well in basic teacher education.

Where responsibility for teacher education is shared among several in-
stitutions, it is essential to find a creative combination of autonomy and
coordination. Each institution needs to be able to develop its strengths and
to make its unique contribution to the national education system. At the
same time, effective coordination is required to maximise the impact of
limited resources, avoid unnecessary duplication, develop a common cur-
ricular and pedagogical foundation for the basic education teaching corps
and provide to teachers at all levels an attractive path for lifelong learning.
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Currently, we are not achieving the coordination we need. Our legacy of
multiple education authorities and segregated institutions and the ambigui-
ties of authority and responsibility have led to persisting complaints that the
courses of study in the colleges of education and at the Faculty of Educa-
tion at the University of Namibia do not follow converging paths. There
are two related concerns here. One is that the University’s teacher educa-
tion programmes have not yet sufficiently incorporated the principles,
premises and content of basic education, which in turn may make it more
difficult to establish our new education philosophy and pedagogy in our
schools. The second is that college-educated teachers do not see a clear
career path for their own continuing education, especially an opportunity to
build on their BETD to complete a university degree without transferring
from basic education to higher secondary or post-secondary education.

To address the first concern and our need for improved coordination
more generally, it is timely to create a joint consultative teacher education
body that includes the Ministries of Education, the colleges of education,
the Faculty of Education, the National Institute for Educational Develop-
ment, teachers and students. As appropriate, representatives of other min-
istries, departments and organisations can be included to address specific
issues. To take effective decisions, participating organisations must be repre-
sented by senior officials able to commit needed financial, human and other
resources. Where it is deemed useful, this consultative body should create
technical task forces or working groups to focus concentrated and special-
ised attention on high priority programmes and problems. A committee or
panel of the proposed national advisory council on higher education could
play this role.

We are as well considering the constitution of a Standing Professional
Advisory Committee on Teacher Education. Possibly to be chaired by
NIED’s Director, that Committee would include the Director of Higher
Education, MHEVTST, the Rectors of the colleges of education, the Dean
of the Faculty of Education and representatives of early childhood teacher
educators, the Polytechnic, school principals and teachers. That advisory
committee would advise the Minister of Basic Education and Culture and
the Minister of Higher Education, Vocational Training, Science and Tech-
nology on all issues relating to teacher education; ensure coordination be-
tween stakeholders and institutions and programme articulation in teacher
education in and for Namibia; ensure a close relationship between pre-
school and school curricula and situations, and the curricula and delivery of
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teacher education; approve curricula and syllabi for teacher education;
recommend programmes for the professional development of teacher edu-
cators and for the organisational and institutional development of institu-
tions providing teacher education; and initiate actions to improve teacher
education in Namibia.

New institutional arrangements cannot in themselves remedy the lack
of coordination. There must as well be the will to work together to set and
implement a common agenda. That will must be strong enough to over-
come each institution’s tendency to favour its own perspective and par-
ticular interests. That will must also be sufficiently resilient to withstand
the disagreements among the cooperating partners that are likely to occur
periodically, that may be sharp and that will surely stress the consultative
commitment.

As we address the issue of career path for our Basic Teacher Educa-
tion Diplomates, we should be guided by two major objectives of education
reform in our country. First, an effective education system has no dead
ends. Every learner, young and old, novice and experienced, newly literate
and extensively schooled, must have opportunities for continuing educa-
tion. While the forms of that education will vary, it should enable learners
to improve their skills and for those who wish to do so, to qualify for in-
creased responsibilities and new positions.

Teachers are no exception. Indeed, teaching and learning are integrally
connected. We are used to the idea that excellent teachers promote effec-
tive learning. We must also recognise that our most competent teachers
are also energetic learners. Hence, whatever their level of education, teach-
ers must have clear paths and continuing opportunities to improve their
mastery and upgrade their qualifications.

Second, over time we must reinforce the professionalisation of our basic
education teacher corps. Research has shown conclusively that the most
important and most enduring education occurs at the youngest ages. Hence,
we must entrust our youngest children to competent, sensitive and well-
prepared teachers. Currently, we assign our university-educated teachers
to senior secondary and post-secondary instruction. As we look toward
the next century, we must find appropriate roles and rewards for univer-
sity-educated teachers in our basic education programme and appropriate
courses of study to prepare them for that.
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THE CONTEXT

To explore the appropriate roles for distance and open learning, it is
important to recall that Namibia is a large country with a very unevenly
spread population. It is essential to note as well that our previous education
history has led to an equally uneven distribution of tertiary qualifications
among its different communities. Like education, poverty also varies con-
siderably from one region to another. Both the World Bank and the United
Nations Development Programine have highlighted the uneven distribution
of wealth in our country, characterising Namibia as one of the most un-
equal countries in the world.

Poverty and the lack of education are linked. For example, Kunene is
the region where illiteracy has the firmest grip on poverty. It is by far the
most neglected region in terms of education. Investing in education in
Okavango, Omaheke and Otjozondjupa will also contribute significantly to
reducing poverty in those regions.

These two factors - size and unequal access to the education system -
make it essential to use distance and open learning facilities to reach out to
all corners of the country and to redress the inherited inequities.

Our investment in schools is already substantial. Developing our human
resources and meeting the increasing demand for education through school-
based education would require 80% of our national recurrent budget, which
of course is not possible. As the 21st century approaches, lifelong learning
must become a goal, a set of opportunities and eventually common prac-
tice for all Namibians. To achieve that, distance and open learning must
play an increasingly important role in our education system.

Distance and open learning strategies become even more important in
the context of Namibia’s inability to afford, either financially or in terms of
the consequences for daily activities, to release large numbers of its pro-
fessional, managerial and paraprofessional staff for extended periods of
in-service full-time training or upgrading. The institutional infrastructure at
tertiary level that could permit a part-time alternative simply does not exist
throughout the country, especially in the North, where the previously most
disadvantaged majority live and work. As well, clear evidence from Paki-
stan and other countries shows that distance and open learning is one of
the most effective ways of addressing gender imbalances in education.

Properly planned and provided, distance and open learning can in the
very near future offer the majority of Namibian adults the most economic,
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effective and available opportunities to seek tertiary-level qualifications.
Limited financial resources, family and professional responsibilities and
geography make other alternatives unaffordable or inaccessible. Indeed,
for most Namibians with little or no higher education, this will be the only
viable option. Distance and open learning offers the country as a whole the
most cost-effective and rapid method of solving Namibia’s critical human
resource problem: a serious shortage of qualified professionals and man-
agers. It is also the only economic way to address past inequalities among
yesterday’s school-goers, especially for a small population spread over a
large area, much of it resident distant from the national capital.

THe CURRENT SITUATION

The last decade has seen significant developments in tertiary distance
and open learning. In the years immediately preceding independence two
distance education programmes functioned within the country, one at the
former Academy and the other in the Department of National Education.
A third programme operated in exile, the Namibian Extension Unit.

Of these, the first became the Centre for External Studies (CES) at the
new University of Namibia, managing and servicing distance education
programmes of both the University and the Polytechnic through 1996, with
about 2 000 external students annually. The Polytechnic has now delinked
its distance education activities, accommodating more than one third of its
total enrolment, from the CES and the University of Namibia and estab-
lished its own Distance Education Centre.

The last two formed the basis for creating the Namibian College of
Open Learning (NAMCOL), which has recently been established as a
parastatal body responsible for pre-tertiary distance education. NAMCOL’s
initial priority has been programmes at Grade 10-12 level for those unable
to begin or complete their schooling. To provide this second chance, espe-
cially in remote areas where there are no secondary schools, NAMCOL
has developed a network of offices in all of Namibia’s education regions.
NAMCOL thus bridges the gap between courses offered by the National
Literacy Programme of Namibia and education opportunities at tertiary
level. In 1997 NAMCOL introduced a Certificate in Education for Develop-
ment course intended to meet staff development needs of district literacy
organisers, agricultural and health extension workers and community .de-
velopment workers, using materials from the University of South Africa.
In 1997 NAMCOL enrolled 16 400 learners, of whom 65% were female.
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The University’s programmes to date have been primarily in teacher
education, most for primary school teachers, with small community devel-
opment and library science programmes. In 1997 two new degree pro-
grammes were launched, one for advanced nurse training and the other a
B.Ed. degree for practising secondary school teachers.

The Polytechnic offers two external programmes, the National Diploma
in Public Administration and the National Diploma in Police Science. As
noted above, the Polytechnic now has its own Distance Education Centre.

The Basic Education Teachers Diploma, intended for serving basic edu-
cation teachers, is a third Namibian tertiary-level distance education pro-
gramme, managed by the National Institute for Educational Development.
Currently, it enrols about 1 000 teachers.

The Ministry of Fisheries operates a specialised, small-scale distance
education programme, using course materials from the British Open Uni-
versity, to train fisheries research officers.

As well, several thousand Namibians, primarily teachers, are enrolled in
South African tertiary distance education institutions, including UNISA,
Vista University, the Technikon of South Africa and a College of Further
Education.

POTENTIAL AND PRIORITIES FOR DEVELOPMENT

The highest priority for Namibia today is in-service training for profes-
sional and paraprofessional staff. The biggest single demand and need is
for teacher in-service education at all levels, including pre-graduate diplo-
mas, bachelors degrees and post-graduate degrees. There is also a signifi-
cant demand in the medical service, among nurses and other paramedical
health workers. The third largest area, and over the longer term potentially
the largest of all, is in the field of management training, in both the public
sector (civil service, army, police, development management) and private
sector (business and commercial management).

A second, smaller but in development terms equally important, potential
for distance education and training is to meet selected high-level and spe-
cific training needs in both the public and the private sectors. Those needs
might include advanced management training, post-graduate scientific and
technological training and advanced industrial and commercial training. Two
current programmes provide models for how we might address these needs
by purchasing and adapting courses developed elsewhere. In addition to
the Ministry of Fisheries programme noted above, the University of Na-
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mibia Faculty of Economics and Management offers an M.Sc. programme
acquired from the School of Oriental and African Studies in London. Man-
aged by a Namibian tertiary institution, similar approaches could be used to
meet other high-level government and industry training needs.

A third focus for distance and open learning is our capable students
whose location, family circumstances and work and other obligations make
it impossible for them to begin or to continue residential higher education
COUrses.

A fourth priority for distance and open learning, at least in the short
term, is for bridging courses to upgrade the English, mathematics and sci-
ence knowledge and skills of potential higher education students.

To date, distance education in Namibia has followed essentially an indi-
vidualised, home study correspondence model. Very little organised stu-
dent support has been provided, and little or no use made of media other
than print. One result has been high attrition and failure rates. There is now
the need and the potential to develop more supportive and less wasteful
systems, utilising more localised face-to-face tutorial networks as well as
additional media, including telephone and computer-based reference, in-
formation and tutorial networks. As our approach to distance education
evolves, it is imperative that we explore seriously the possibilities of shar-
ing and purchasing high-quality distance learning materials produced else-
where in order to maximise subject coverage while minimising develop-
ment costs.

Initiatives in several neighbouring countries, for example Botswana, South
Africa, Zambia and Zimbabwe, envision developing tertiary distance edu-
cation programmes leading to Bachelors degrees in Education, Business
Administration and related disciplines. It makes strong economic sense to
explore sharing in the development of such programmes. Regional coop-
eration would likely allow increased investment in the development of high-
quality materials and services. Proceeding in that way would be consistent
with the 1994 Human Resources Development Report of the Southern
African Development Community (SADC) on access to higher education
in the SADC Region and its recommendations for increased shared ac-
cess to national higher education programmes and shared specialist course
development. That cooperation would implement the intention of regional
distance education institutions to find practical ways of collaborating on
and sharing course development for distance education.
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CONSTRAINTS AND RISKS

While they may sound straightforward, these improvements in distance
and open learning may in practice be difficult to achieve. Consider, for
example, the number of learners who must be served and their locations.
In many countries, distance learning is an especially cost-effective strat-
egy for providing education opportunities to large numbers of adults. In
those settings, the development costs per learner may be quite low. In
Namibia, however, for the foreseeable future most tertiary education courses
will serve small numbers of learners - tens or hundreds, not thousands -
each year. With the possible exception of teachers, that will also be the
case for most in-service programmes. Since high-quality distance educa-
tion courses are expensive to produce initially, the cost per learner in Na-
mibia may be quite high. Or, to put that somewhat differently, it may not be
feasible financially to develop a large number and variety of courses, each
for a very small pool of learners. It would be very short-sighted to ignore
this problem and compromise quality to reduce costs, producing ineffective
courses that have very low success rates or failing to complete course
development projects.

This problem of developing materials for small groups of learners is
compounded in Namibia by the tendency toward institutional fragmenta-
tion of design, production and student support services. Where each insti-
tution develops its own programmes, all for small groups of learners, there
is little possibility for economies of scale. As well, those institutions com-
pete for a small number of qualified and experienced part-time materials
writers and tutors, with the result that fee levels and individual availability,
rather than a coherent set of national, or even institutional, priorities will
determine which courses and services are offered.

Acquiring and adapting courses developed by others has the potential to
reduce the per-learner development costs for distance and open learning.
To date, with some exceptions our institutions have seemed reluctant to
pursue this strategy, perhaps concerned about the potential loss of control
over curriculum, pedagogy and education priorities more generally. The
alternative, however, may be equally unattractive: very high local produc-
tion costs make it impossible to develop many courses, or to do so quickly,
or to develop courses in response to changing needs, or to modify existing
courses.
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Where Namibian institutions have not been able to meet the demand for
distance and open learning, external institutions have rapidly filled the
vacuum. While that approach may address the immediate needs of par-
ticular groups of learners, and indeed may do so in a cost-effective man-
ner, those institutions are little subject to Namibian curriculum, assessment,
or quality control, potentially putting at risk both the quality of instruction
and its contribution to achieving national education goals.

INsTITUTIONAL OPTIONS

For the foreseeable future, the biggest demand for distance and open
learning in Namibia will be at pre-tertiary level, addressed primarily by the
Namibian College of Open Learning. Both NAMCOL and the tertiary
distance education units could benefit from collaborative use of materials
production and development skills and facilities and shared regional and
local provision of student support facilities and services. Collaboration across
the boundaries of basic and higher education, though institutionally difficult
to achieve, could make significant contributions to the quality of distance
and open learning services to our students at all levels. As we consider
how best to proceed, we should work toward collaboration of this sort.

How, then, can we make effective use of distance and open learning for
higher education in the context of a large country with small groups of
learners and thus relatively high per-learner development costs? We might
organise our efforts in several different ways, each with advantages and
disadvantages.

(1) Continued separate institutional development in which all tertiary
institutions establish their own distance and open learning units and
manage their own programmes. This approach has the advantage of
enabling each institution to define its programmes according to its own
priorities and to tailor its activities to the particular set of learners it
seeks to serve. At the same time, since this approach is very likely to
produce overlapping and duplication of courses and facilities, it is also
likely to have high development costs in both absolute and per-learner
terms and therefore probably lower quality and perhaps fewer offer-
ings.

(2) Separate but coordinated and shared development in which all ter-
tiary institutions retain responsibility for managing their own programmes
but cooperate to share development costs and to coordinate outreach
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resources. This approach will likely require a national council for dis-
tance and open learning to oversee the allocation and shared use of
resources. That, however, may be perceived as a national regulatory
body resisted by the tertiary institutions as intrusive and unproductive.
This approach might reduce but would not eliminate overlapping and
duplicate facilities, courses and management activities.

A self-standing open university in which a separate and autonomous
tertiary institution is created with exclusive responsibility for tertiary
open and distance learning programmes. In theory, a national open
university might, as in other countries, be able to produce very high
quality professional programmes. This approach could thus address
the disabilities of the two previous approaches, especially their poten-
tial for maintaining costly overlapping and duplicated services. A na-
tional open university would, however, inevitably compete with existing
institutions and organisations for trained staff, resources and finance
and would not necessarily satisfy each tertiary institution’s sense of
high-priority distance education needs. Substantial start-up costs and
the very small number of potential students at this level in Namibia
combine to make this an expensive approach, in terms of both absolute
and per-learner expenditures.

A single distance and open learning unit, attached to an existing
tertiary institution that caters for the distance and open learning needs
and ambitions of all tertiary institutions. While a unit of this sort would
be attached and administratively responsible to a single institution, it
would address the goals and priorities of all tertiary institutions and be
accountable to them. Higher education institutions’ tradition of autonomy
makes them reluctant to assign even a limited part of their overall aca-
demic programme to another institution. The challenge of this approach,
therefore, would be to devise a policy-making, budgeting and manage-
rial strategy that involves all tertiary institutions sufficiently to reduce
their inclination to develop their own programmes.

(5) A single, independent distance and open learning unit managed
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as a consortium by and for all tertiary level institutions. This ap-
proach seeks to develop a manageable compromise between the cost-
effectiveness of a single unit and the responsiveness and specialisation
of the separate tertiary institutions. Such a body, while self-managing
on a day-to-day basis, would need to be, and to be seen to be, jointly
owned by all tertiary institutions, which would have joint overall policy-

Distance and Open Learning

making control. It would require its own management and administra-
tive structures and budget. It would need to have, by the agreement of
the tertiary institutions, access to their expertise and inputs in order to
minimise the need for its own academic staff.
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NATIONAL QUALIFICATIONS FRAMEWORK

One of the major developmental objectives of reforming our education
system is to make it possible for people to begin or resume their education
at different points in their lives. For that, it will be helpful to have many
different sorts of education programmes, with diverse sponsorship and
management. While that diversity will assist in expanding access to educa-
tion, it also makes it more difficult to be sure that different education expe-
riences with the same name or at the same level are in fact functionally
equivalent. Adopted by the Namibian Parliament in 1997, the National
Qualifications Framework seeks to address that question and to do so ina
manner that will be credible both locally and internationally.

The core concept of this approach is that expert boards or committees,
well rooted in their particular area of the economy, will define qualifica-
tions in that area and relate them to specific levels of education achieve-
ment and/or work experience. The implementing agency for this approach
is the Namibia Qualifications Authority (NQA), which will function as the
overall coordinator of those committees, ensuring that they operate within agreed
principles and procedures and maintaining openness and accountability.

NAMiBIA QUALIFICATIONS AUTHORITY

The National Qualifications Framework aims at establishing the evalua-
tion and accreditation of national qualifications in all sectors where educa-
tion and training take place. The Namibia Qualifications Authority will also
establish policies and procedures for setting and disseminating knowledge
about national standards in education and training and for promoting the
recognition of national and international qualifications. To carry out these
functions, the Namibia Qualifications Authority has been established as a
statutory body with four main functions: evaluation of qualifications; ac-
creditation; recognition of prior learning; and standard setting.

Specifically, the Namibia Qualifications Authority will -

.* setup and administer a national qualifications framework within which quali-

fications conferred by higher institutions of learning will be registered
and the level on which job titles connected to a qualification classified;

» function as a forum for matters pertaining to qualifications;

* set the occupational standards and curriculum standards required for
achieving the occupational standards for any occupation, job, post or
position in any career structure; and
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» confirm that particular institutions meet formal requirements and then
accredit their education programme and courses of instruction.
The policy role of the NQA will include -

providing guidelines along which national standards can be set by estab-

lished standards-setting committees consisting of all the stakeholders,

who will agree on the content and application of national competence
standards. In this process, higher education must play an important role.

In the course of defining the key responsibilities of standards-setting com-

mittees, the NQA may confirm the classification of knowledge in the

field of learning for which a particular national standards-setting com-
mittee is responsible;

» recognising qualifications that satisfy national competence standards that
have been accepted by standards-setting committees;

» fostering the democratisation of the policy for accrediting institutions and
courses through accrediting committees (higher education should develop
the manual on how the accreditation process should function);

» developing a system that recognises prior learning according to agreed
national standards; and

+ disseminating information to interested parties through the establishment
of a national registry of accredited courses, training programmes and
providers.

As we proceed to implement this system, we shall need to be very
creative and very resourceful in addressing the tensions between this fo-
cus on outputs of education and training and the other elements of our
national education philosophy that emphasise education as process. The
issues here are both theoretical and practical and both substantive and
procedural.

The value of objectives-based learning and certification is clear. Direct-
ing primary attention to outputs (general or specific competencies devel-
oped) rather than inputs (instructions to teachers and schools about what
they are to do) will assist us in developing an education system that has
multiple entry points, that enables people to resume or continue their stud-
ies after interruptions and that offers widely recognised and therefore port-
able credentials. Beyond its general advantages, an education system of
that sort seems especially promising for our country, since our formal school
system cannot readily accommodate the many Namibians with little, dis-
rupted or no education.
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Yet, as we focus on outcomes, we must not lose sight of the importance
and consequences of understanding learning as process. Often, the proc-
ess of learning is far more important than its outcomes, or perhaps more
accurately, the process is itself the most significant outcome. Our commit-
ment to holistic, learner-centred education, for example, recognises the
importance of the active role of each learner. We work to structure the
learning environment to enable learners to assume increasing responsibility
for the learning process, both while they are in school and, equally impor-
tant, after they have completed their formal schooling. We emphasise prob-
lem solving and cooperation. We seek to enable our students not only to
provide correct answers to standard questions but also to develop new
questions and new approaches to old issues. As we revise our education
practices to assign high priority to these concerns, we continue to rely on
examinations and other assessment measures that are generally inatten-
tive to these core components of learner-centred education. Hence, we
must be very careful to ensure that a qualifications and credentialing sys-
tem that focuses on outputs does not function in practice to undermine
major elements of our national education philosophy.

Similarly, understanding learning as process highlights the value of unan-
ticipated outcomes and truly innovative outcomes that enter domains that
are not yet charted or even named and that therefore, though potentially
very valuable, cannot be certified on the basis of existing criteria. Compe-
tent teachers know that their most imaginative and creative students often
surprise them. A brilliant author may dramatise part of the human experi-
ence by ignoring the usual rules of composition or by asserting broad poetic
license with grammar and punctuation. A promising mathematician may
offer an innovative solution to a geometry problem rather than completing
the standard proof. Another student may explore problems of environmen-
tal degradation by combining lessons of history and an understanding of
photosynthesis, that is by developing scientific insights that the teacher
who planned the lesson had not foreseen. While skilled teachers of course
recognise and reward these ideas and insights, a focus on standard meas-
ures and heavy reliance on standardised examinations risks devaluing them.

In sum, to support our national education philosophy, our qualifications
system must address creatively and systematically several related chal-
lenges. It must develop strategies for dealing with outcomes that do not yet
feature prominently in our examinations and with outcomes that are desir-
able and specifiable but that may not be readily measured. It must resolve
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disputes among contending certification standards and bodies. It must en-
sure that common standards do not ignore what we value about difference,
especially the culture and norms of our diverse communities. It must also
find ways to incorporate the goals and values of learning-as-process.

ACCREDITING TEACHER EDUCATION

Based on the establishment and recognition of common standards, this
approach to education and training in Namibia requires that instructional
design be separated from the standards-setting process. In that way, pro-
posed curricula can be assessed against the national standards and ac-
credited if they meet those standards.

The accreditation process, like the standards-setting process, must pro-
vide for democratic participation to enable those most involved in a par-
ticular domain to voice their concerns and share in the responsibility for the
decisions made. Accreditation of education and training programmes should
thus be done by panels or other bodies consisting of the industry or occupa-
tional training advisory committee and others deemed appropriate by the
Namibia Qualifications Authority.

Within this framework, we have established an accreditation council for
teacher education: the National Accreditation Council for Teacher Educa-
tion in Namibia (NACTEN). Formally, NACTEN is an advisory council
under the NQA. NACTEN is the body in the Republic of Namibia author-
ised to recommend accreditation of qualifications for the teaching profes-
sion in accordance with NQA policy on accreditation.

NACTEN’s aims are to -

oversee the development, maintenance and promotion of national stand-
ards in teacher education;

ensure that teacher education achieves a professional national and inter-
national standard;

promote the status of the teaching profession in society at large through
the guarantee of standards; and

ensure that providers of teacher education have the capacity to offer
courses that meet national standards.

To achieve those aims, NACTEN will -

oversee the development of national standards-based qualifications for
teacher education in terms of knowledge, skills, attitudes and personal
attributes required to attain a specified level of qualification;

accredit or re-accredit and register those national standards;
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» accredit or re-accredit and register courses designed to meet the na-
tional standards for teacher education and training;

* provide quality assurance in teacher education by encouraging self-evalu-
ation by providers of teacher education and training;

* have access to all providers of teacher education and training for the
purpose of accreditation and re-accreditation;

* issue guidelines regarding criteria, methods and procedures for accredi-
tation; and

* issue policy and guidelines for credit transfer and recognition of prior
learning in teacher education.

EvALuAaTION OF INDIVIDUAL QUALIFICATIONS

Having previously depended on South African standards for evaluating
individual education qualifications, at independence we found ourselves
with a pressing problem: how to assess - systematically, fairly and promptly
- the degrees and certificates of those educated in other countries. Of
approximately 88 000 Namibians outside the country during the liberation
struggle, some 54 000 have returned, with education qualifications from
many different countries, with widely varying expectations, standards and
procedures for assessment and reporting results.

As is common practice in many countries, returnees’ qualifications were
reviewed according to a standard set of criteria: minimum qualifications
required for admission to a course of study; status and accreditation of the
institution awarding a particular certificate (for example, university, techni-
kon, college of education); duration of a course; contents of a course, in-
cluding structure, depth and duration of subsections, language requirements
and practice teaching where appropriate; requirements for a pass, includ-
ing research and dissertation; and proof, usually a certificate or diploma, of
successful completion of a course and the recognition granted to that quali-
fication in its own country.

Applying these criteria, however, highlighted several problems. They
emphasised entry requirements rather than the skills or knowledge or com-
petencies achieved. They had no provision for evaluating occupational com-
petencies or for recognising skills developed in settings other than the for-
mal education system. Nor did they include mechanisms for transferring
credit between the formal and non-formal education systems. Ultimately,
those criteria were dependent on assessments by providers of their own
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courses and programmes, with neither public guidelines nor accountability
to government, employers and other users of education qualifications.

Grappling with the details of these individual cases reinforced the con-
viction that they could best be handled in the context of a national stand-
ards-based qualification system. Accordingly, the responsibilities of the
Namibia Qualifications Authority, discussed above, were expanded to in-
clude the review of individual qualifications.

In reviewing individual qualifications, the Namibia Qualifications Au-
thority will work closely with other institutions and organisations with legal
responsibilities for certification. The NQA’s major function will be to en-
sure a nationally consistent approach to standards based qualifications, ac-
creditation and competency recognition in the public interest.

Pending completion of the establishment of the Namibia Qualifications
Authority and the inception of its activities, the Ministry of Higher Educa-
tion, Vocational Training, Science and Technology will be responsible for
evaluating individual education qualifications, including those of Namibians
educated overseas and Namibians enrolled in private and other non-gov-
ernmental institutions. Currently, MHEVTST evaluates some 2 000 quali-
fications annually.

STUDENT FINANCIAL SUPPORT

Earlier, nearly all of the small number of Namibians who entered higher
education did so with extensive government support, generally in the form
of bursaries that covered both direct education fees and related expendi-
tures for accommodation and travel. That approach to funding higher edu-
cation students is no longer viable in contemporary Namibia.

The major problem with the old approach is that it served very few
people. As we succeed in expanding access to higher education our re-
sources do not permit us to maintain support at that level for a much larger
number of learners.

As well, the old system was heavily oriented toward assisting students
who entered public service. It made no provision for addressing other na-
tional needs. A third problem with the previous system is that it did not
distinguish between genuinely needy students and those whose access to
financial resources would have enabled them to proceed with their studies
without government assistance.

Overall, the old bursary system proved to be inequitable, inflexible and
wasteful. Its administrative apparatus was cumbersome, complicated and
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uncoordinated. The fact that it was neither transparent nor accountable to

the broad education community left it vulnerable to various forms of abuse.

In the light of these problems, and especially to accommodate a steadily
expanding pool of higher education students, we have adopted a new Gov-
ernment Student Financial Assistance Scheme. Its major objectives are to
serve more students by offering loans as well as grants and by expecting
students and their families to pay a larger portion of the costs of their
education, to encourage students to pursue high-priority courses of study,
and to provide incentives for academic excellence and government serv-
ice.

Informed by national development goals and priorities, the new Govern-
ment Student Financial Assistance Scheme has several guiding principles:
* Grants and loans should be awarded for the sole purpose of assisting

needy and deserving students in matters directly related to their educa-
tion and training.

+ The Scheme should be legally established as a Fund overseen by a Board

of Directors that includes Government, students, unions, higher educa-

tion institutions, private sector employers and other stakeholders.

The Fund will make available two forms of financial assistance: grants

and loans. One aim of the Fund will be to replenish its resources through

repayments by loan recipients, thereby enabling more students to benefit
from its support.

Assistance should be renewable annually, dependent on satisfactory aca-

demic progress.

» Criteria for awarding grants and loans should include: (a) relationship
between a student’s course of study and the objectives of the National
Development Plan 1, especially the priority assigned to education, health
and agriculture; (b) applicants’ social situation and special circumstances
(for example, poverty, gender, marginalised status, disability); (c) merit,
measured by academic performance; (d) regional balance; and (e) priority
points assigned to particular fields of study, with highest priority for teach-
ing, medicine, health, agriculture, natural science, computing and engi-
neering.

 The Scheme should be flexible to cater for special circumstances.

In practice, grants will be awarded to students who study high-priority
subjects. For most students, grants will cover tuition but not meals, accom-
modation and transport, and will generally require government service for
a period equivalent to the length of the studies that were supported. Grant
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recipients who choose not to work for government will have their grants
converted to loans to be repaid at market interest rates. Where a convinc-
ing case can be made, grants may be made for fields of study not deemed
national priorities. Loans may also be provided to pay costs related to edu-
cation, for example accommodation.

Loans will be available to students in other areas and will be repayable
at a discounted interest rate once the former student's salary reaches a
specified threshold. Loan recipients with outstanding academic records or
who are subsequently employed by government may apply to convert part
of the loan into a grant.

HIV/AIDS AND HIGHER EDUCATION

Like other countries in southern Africa, indeed throughout the world,
Namibia has increasingly confronted the Human Immunodeficiency Virus
(HIV) and Acquired Immune Deficiency Syndrome (AIDS). These two
cumbersome terms refer to an infectious virus that eventually weakens the
immune system that usually protects us from illnesses and infections. When
the immune system can no longer do its job effectively, health can deterio-
rate rapidly. It is important that we recognise the spread of HIV/AIDS and
that we deal with it imaginatively and systematically, without, of course,
diminishing our attention to other public health problems like malaria and
tuberculosis. A particular challenge in that regard is that HIV/AIDS is
often spread through sexual contact. Hence, many people find it more
difficult to discuss HIV/AIDS frankly and openly, which in turn impedes
our efforts to encourage those most at risk to learn more about HIV/AIDS
and to modify their behaviour to reduce its spread.

Higher education has two special responsibilities in this regard. The first
is to be sure that we do not discriminate within higher education institutions
against those who suffer from HIV/AIDS and that we support their ef-
forts to complete their studies or continue their work. Second, we must
play a leadership role in educating both the higher education community
and the general public about HIV/AIDS and about how we can deal with
1t.

The Constitution of the Republic of Namibia recognises the inherent
dignity and the equal and inalienable rights of all members of the human
family. These rights, which include the right of individuals to life, liberty and
the pursuit of happiness regardless of race, colour, ethnic origin, sex, reli-
gion, creed or social or economic status, are pillars necessary to support
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our efforts to develop a society characterised by freedom, justice and peace.
In a similar way, our Constitution provides special protection for funda-
mental human rights and freedoms, including the protection of liberty, re-
spect of human dignity, equality and freedom from discrimination, privacy
and the right to education.

All Namibians enjoy these rights and protections, including those in-
fected by HIV/AIDS. We must, therefore, work hard to eliminate formal
and informal discrimination against those who have become infected or
who are believed to be infected.

The tendency to discriminate against those who suffer from HIV/AIDS
usually stems from ignorance about HIV/AIDS. The World Health Or-
ganisation Global Programme on AIDS reported that infected persons can
often live and work normally for ten years or more from the time of their
infection. With appropriate counselling, infected people do not pose a threat
to anyone in the work or classroom environment.

Employees in the higher education sector who have tested positive for
HIV/AIDS must be encouraged and enabled to continue working for as
long as they are able to fulfill their job requirements. Similarly, students
who have tested positive should be encouraged to complete their studies, if
possible, and given the option to reconsider continuing their studies if that is
medically advisable. Clear and documented medical opinion is required to
justify discontinuance of studies. We must be imaginative and caring in
providing appropriate assistance to HIV/AIDS-positive higher education
staff and students designed to enable them to maintain productive and ful-
filling lives.

Within higher education we must develop an HIV/AIDS charter that
provides guidelines for the prevention of HIV/AIDS transmission and for
the needs and care of persons who have tested positive. That charter should
reflect a collaborative effort of all involved in higher education.

As we work to develop a supportive environment within higher educa-
tion, we must also play a prominent education role. In conjunction with
public health initiatives, we must conceive and implement information and
education campaigns, augmented by appropriate counselling, seminars and
workshops. Information and education on HIV/AIDS must be integral parts
of the curriculum in all higher education institutions, and especially in the
colleges of education and other settings where we prepare our educators.
The University of Namibia and the Polytechnic of Namibia have designed
comprehensive guidelines on HIV/AIDS.
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We must also draw on the guidance and efforts of our colleagues in the
health sector. The Ministry of Health and Social Services has designed
information, training and counselling modules for national use. That Minis-
try has also launched a National Action Plan for HIV/AIDS.

As we educate ourselves about HIV/AIDS, we must also assume our
responsibility for educating Namibia's educators and through them, all of
Namibia.

NamisiA NATiONAL Commission ForR UNESCO

The Namibia National Commission for UNESCO (NATCOM) provides
liaison and coordination between the Government of Namibia and the United
Nations Educational, Scientific and Cultural Organisation (UNESCO). Lo-
cated within the Ministry of Higher Education, Vocational Training, Sci-
ence and Technology, NATCOM fulfils that function for all government
ministries and departments and provides services to the entire country in
UNESCO's four fields of focus: education, science, culture and communi-
cation. NATCOM's activities include coordinating and supervising
UNESCO-funded projects, facilitating visits to Namibia and Namibians'
participation in international conferences, training seminars and workshops,
disseminating UNESCO publications and other information, facilitating
UNESCO-related workshops in Namibia, and supporting UNESCO-initi-
ated pilot projects. Currently, three UNESCO pilot projects are active in
Namibia: Street Children Project, Education for Human Rights and De-
mocracy, and Culture in the Neighbourhood.

A network of UNESCO university chairs is being developed that links
the University of Namibia to the University of Dakar in West Africa and
Makerere University in East Africa. This cooperative effort is intended to
explore the types of technologies used in various parts of Africa and to
make them accessible to local communities to improve local products and
production methods.

OTtHER AcTiviTIES OF THE MINISTRY OF HIGHER EDpuca-
TION, VOCATIONAL TRAINING, SCIENCE AND TECHNOLOGY

Providing education in our society involves a large number of people and
many different institutions. While each organisation has its own objectives
and responsibilities, our goal should be to improve coordination and com-
plementarity across our education system. With that goal in mind, it is use-
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ful to note here other MHEVTST activities related to the development of
higher education. As policies and programmes are developed and clarified,
objectives, priorities and activities of the other major domains that fall within
the responsibility of the Ministry of Higher Education, Vocational Training,
Science and Technology - particularly vocational skills development, tech-
nical education and training and technological education and research, sci-
ence and technology - will be elaborated in separate White Papers.

VOcCATIONAL SkiLLs DEVELOPMENT, TECHNICAL EDUCATION
AND TRAINING AND TECHNOLOGICAL EDUCATION

Among the goals of the Ministry of Higher Education, Vocational Train-
ing, Science and Technology is the development of a comprehensive and
integrated system of mass vocational skills development, technical educa-
tion and training and technological education. The programme of mass
skills development and education with production will be based on the de-
velopmental needs of communities, the rural areas and small enterprises
and micro-industries. The training programmes will be based on the con-
cept of needs assessment, technology, training and development. The ap-
proach is to organise small business development or cooperative enter-
prises. This means that developmental needs which are of economic value
will be identified, that technologies to address those needs will be devel-
oped and that trainees will become skilled in those appropriate technolo-
gies as they apply them for development needs. The needs, technology,
training and development programme (NTTD) will be implemented in
schools without walls. NTTD will promote youth empowerment. Voca-
tional education and training will be developed into a comprehensive sys-
tem of artisan training in a variety of vocational and commercial skills ar-
eas. This will involve the design and development of curricula, training
modules and testing systems. It will also require the physical improvement
of training centres and developing their capacities. Technological educa-
tion will be provided at the Polytechnic of Namibia and other institutions
associated with it; coordination will be necessary to avoid fragmentation
and undesirable duplication.

RESEARCH, SCIENCE AND TECHNOLOGY

Another goal of the Ministry of Higher Education, Vocational Training,
Science and Technology is to harness science and technology, research
and development for the benefit of the community and for rural develop-
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ment, improvement of the quality of life, job creation and the development
of small-scale enterprises and micro-industries. That goal will be addressed
through several coordinated activities. The Ministry will establish and co-
ordinate a National Council for Science and Technology, Research and
Development (NCSTRD), which will advise on policy, priorities and re-
sources for research and development, science and technology. The Min-
istry will develop and maintain a National Documentation Centre for Sci-
ence and Technological Research to serve as a clearing house and docu-
mentation centre. The Ministry will as well establish Regional Centres for
Appropriate Technology to facilitate the dissemination of information on
appropriate technology for community and rural development and cottage
and small-scale production processes. As it develops these institutions, the
Ministry will review the state of science and technology, research and
development in the country in order to define an appropriate research agenda
and enhance links among researchers and users of research results within
and outside Namibia.

HuMAN RESOURCES DEVELOPMENT

Any nation's primary resource is its people: their creativity, ingenuity,
capabilities, competencies, knowledge, skills and will power. Thus, our de-
velopmental goals can be achieved if, and only if, the creative and intellec-
tual potentialities of all our people are developed to their full capacity. Ac-
cordingly, the Ministry emphasises human resources development. To
enable youth to acquire productive skills through vocational education and
training and to complete higher education, the Ministry is strengthening and
restructuring the national system of Students Financial Aid to make it more
responsive to the needs of the learning community. Its core operating prin-
ciple will be study loans, partial loans and grants determined by the circum-
stances of the individual applicant or field of study. As noted above, we
have established a Namibia Qualifications Authority to define Namibia's
national standards in all sectors where education and training take place.
For that purpose, it will establish policy and procedures for the evaluation
and accreditation of qualifications in education and training and national
standards for accrediting providers of courses. The Ministry will liaise with
other government agencies, offices and ministries to establish priorities for
human resource development, for the allocation of study fellowships and
bursaries and for the development of higher education and vocational and
technical education more generally.

125



Investing in People, Developing a Country
NATIONAL RESEARCH COUNCIL

Research has a crucial role to play in addressing Namibia's develop-
ment problems. Unfortunately, the research tradition in our country is un-
derdeveloped and research output is meagre. In the past, a good deal of
the research in our country has been undertaken by non-resident scientists
employed by transnational corporations and by visiting students, scholars
and consultants. Government departments and parastatals have generally
concentrated their limited research activities on their own specific areas of
interest, with few links to other research efforts. Still growing, the research
capacity of the University of Namibia has had its major impact in the hu-
manities. Currently, there is significant demand for research concerned
with agriculture and natural resources, food security and nutrition, health
and environmental issues related to Namibia's fragile ecosystem. Overall,
national development requires increasing the number of skilled, experienced
and practising Namibian researchers in all fields.

To address those needs, Namibia must develop a national research policy,
priorities for action and allocation of resources, and the organisational struc-
ture for conceiving, refining and implementing that policy. To facilitate and
coordinate that process, a Namibia National Research Council will be es-
tablished, composed of research administrators, professional researchers,
policy makers, managers and practitioners. The membership should reach
across academic disciplines and represent the range of research institu-
tions in Namibia. Membership should reflect regional and local as well as
national perspectives. The Namibia National Research Council's working
procedures should encourage broad participation in discussions of policies,
priorities and resources and must embody the principles of transparency
and accountability. In collaboration with the national research community
and others concerned with the process and products of research, the Min-
istry of Higher Education, Vocational Training, Science and Technology
will develop a comprehensive programme of action for the development
and operation of the Namibia National Research Council.

ReGioNAL COOPERATION

In many important respects, our education policies and programmes have
for many years had a regional character. For example, our schools used
South African course materials and examinations, while many of our stu-
dents studied in South Africa. Now that the apartheid era history is behind
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us, we can proceed to develop new relationships with our regional neigh-
bours. Throughout in this White Paper we have noted several initiatives for
regional cooperation in higher education.

In 1997 the Heads of State of the Southern African Development Com-
munity (SADC) signed a Protocol on Education and Training, which Na-
mibia ratified in 1998. That protocol has great promise for facilitating coop-
eration and coordination across the region and for enabling our students to
pursue courses of study that might prove prohibitively expensive for each
country to develop for its own students.

To facilitate student and staff mobility and access to tertiary institutions
throughout the region, that Protocol calls on us to reserve 5% of our admis-
sions to higher education institutions for students from other SADC states.
The Protocol also obliges each country to apply uniform fees and accom-
modation charges to students from all SADC members. When it comes
into effect, that provision should substantially reduce the fees and charges
we are currently paying for Namibian students who study in South Africa
and other SADC countries.

In addition to calling for the elimination of visa, residency and other
formal and informal barriers to student and staff mobility, the Protocol en-
visions an ultimate harmonisation, equivalence and eventual standardisa-
tion of entrance requirements, qualifications and credit for academic work
completed.

Recognising the importance of sharing development and operating costs
and avoiding unproductive duplication, the Protocol envisions the establish-
ment of centres of specialisation, primarily at the post-graduate level but in
critical disciplines, for example medicine and engineering, also at the un-
dergraduate level. Higher education institutions are to bid to be selected to
develop centres of specialisation, to which all SADC countries will send
their students. Hence, we shall need to explore carefully those areas in
which we will seek to develop one or more Centres of Specialisation within
Namibia.

The Protocol also envisions the creation of centres of excellence in
critical areas of research to maximise the use of scarce resources and
expensive research facilities. Those centres of excellence are to be dis-
tributed fairly throughout the region. Here, too, we shall need to explore
carefully those areas in which we will seek regional recognition of one or
more of our research centres and institutions as centres of excellence.
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EpucAaTioN FOR DEVELOPMENT REQUIRES DEVELOPING
EbucATiON

Higher education is a vibrant part of our society. Nearly everyone has
an opinion about what it should do and how it should be organised. Special-
ists and non-specialists alike regularly suggest reforms of existing institu-
tions and practices and new departures. As those suggestions are consid-
ered and debated, some find broad support while others are viewed as
undesirable, impractical, or both. That is as it should be. We must continue
to shape higher education to our needs and do so in ways that facilitate
broad participation and public accountability.

For them to be useful, we must organise these deliberations as we do
our education system more generally. We should encourage innovation and
experimentation. We must be willing to consider new ideas, even when at
the outset they may seem not well grounded or impractical. For higher
education to serve its developmental role, periodically we will need to take
risks on initiatives that hold great promise but whose success is not assured
and to make investments whose payoffs will be far in the future. At the
same time, we must subject all suggestions to systematic and rigorous re-
view and evaluation. We must ask hard questions about costs, benefits and
feasibility. We need to be sure that we consolidate what we have accom-
plished, even as we explore how we might expand.

Accordingly, it is useful here to note several proposed initiatives that
seem especially promising. For the present, we can outline these future
directions. Their full content remains to be elaborated and refined, which in
turn will inform their implementation. As we proceed, it will be essential to
coordinate efforts to be sure that each activity complements rather than
unnecessarily duplicates the others. For that, we shall need to assume that
the principal mode of interaction among our higher education institutions
will be cooperation and at the same time to agree that healthy competition
in some domains should be encouraged.

UNIversiTy oF NAMiBIA: NORTHERN CAMPUS

One consequence of Namibia’s geography and history is that the major-
ity of our population live far from the centre of the country. To better serve
the large population of northern Namibia, the University of Namibia antici-
pates extending its activities in the North, with the eventual development of
a satellite northern campus. Drawing initially on distance education activi-
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ties, over time the northern campus will offer residential courses compara-
ble to those available on the Windhoek campus.

PoLYTECHNIC OF NAMiBIA: BACHELOR OF TECHNOLOGY
DEGREE

The Polytechnic of Namibia will play an increasingly important role in
technical and technological education in our country. Linking understand-
ing to practice, its emphasis will be on application of knowledge to the
problems our society faces. As it strengthens its schools and facilities, the
Polytechnic should progress toward the development of programmes lead-
ing to a Bachelor of Technology degree, drawing on the experiences and
standards of those at comparable institutions in southern Africa.

NATIONAL UNIVERSITY OF TECHNOLOGY OF NAMIBIA

THE APARTHEID SHADOW

The legacies of colonial and apartheid policies of exploitation and dis-
crimination continue to haunt our society. Seventy-five percent of our popu-
lation eke out their livelihood from small-scale agriculture in communal
areas, while some 4 000 commercial farmers occupy 44% of our total
agricultural land area. Ninety percent of our population share among them-
selves only 35% of the national income, whereas the richest 10% of our
society receive 65% of our national income. Large transnational firms ex-
ploit our natural resources, while the manufacturing sector constitutes just
11% of our economic activities. Namibia is a net exporter of capital, while
investment in the country is very limited. Above all, Namibia produces
what it does not consume and consumes a great deal that we do not pro-
duce. Most of our high-value products are for export. Numerous studies
and reports have described Namibia as one of the most unequal societies
in the world. This systematic underdevelopment is the persisting shadow
of apartheid.

Removing that shadow is a major development challenge for the coun-
try. As noted earlier, it is against that background that the Government
identified national development objectives in our First National Develop-
ment Plan: reviving and sustaining economic growth; creating employment;
reducing inequities in income distribution; and eradicating poverty.

These objectives constitute a national development platform and frame-
work for Government planning and programmes. To achieve these objec-
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tives, we must confront and effectively address the challenges of underde-
velopment, which manifests itself in poverty, unemployment, highly skewed
income distribution and the lack of basic amenities for the majority of our
population. Though underdeveloped, Namibia is, however, a country with
high development potential.

THE NATIONAL POTENTIAL

Namibia is endowed with both human and natural resources. Our popu-
lation is small but richly diverse and robust. The ancient Khoi-San cultures
are a source for our national character of perseverance, endurance and
adaptability. The Bantu traditions of animal husbandry, freshwater fishing
and cereals production are foundations for wealth creation. The European
modes of capitalist production introduced new techniques of wealth accu-
mulation. Properly fused and cultivated, this cultural kaleidoscope has a
strong potential to become a dynamic force for economic, political and
social renaissance. This human potential is a source of hope and inspira-
tion. However, for this human potential to be converted into positive en-
ergy, a new strategy of human capital development is required. This means
that a new concept of education and training must emerge. Just as our
vision of basic education requires us to transform the schooling that we
inherited, so our understanding of Namibian development requires a trans-
formed vision for higher education. We must conceive of education and
training as an investment in socioeconomic development. Education for
socioeconomic development not only recognises our rich natural resources
and our equally rich human potential but also insists that education engage
systematically and persistently the interconnections among knowledge, the
organisation of production, social structure and democratic participation in
our society. It is in that way that education and training become relevant to
our national development agenda.

Namibia’s natural resources are vast and diversified. Our sea provides
us fish and other marine resources. The open savannahs offer the country
opportunities for ranching and animal husbandry. Our fertile soils are a
good basis for cereal production. Our rock formations include precious and
semi-precious stones. A variety of metals are to be found at many places.
Fossil fuels are found on land and off-shore. Our rich fauna and flora are
sources of recreation and reflect an ancient and fascinating environmental
ecosystem. Our sunny climate offers the potential for harnessing solar
energy for domestic and industrial use. Our few water courses have a
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potential for the development of aquaculture. Our natural potential is thus
vast and differentiated. Combined with our human potential, the conditions
for overcoming underdevelopment are indeed favourable.

There is, however, another potential that is equally critical to the national
programme of economic development and social empowerment. This is
the finance capital potential.

Although Namibia is a small economy compared to many of its neigh-
bours, our country is, however, considered a middle-income economy. Na-
mibia’s per capita Gross Domestic Product (GDP) was N$7 682 in 1992.
That was far above the per capita income of most African countries. More-
over, Namibia is in an unusual position as an exporter of capital because of
the low rate of domestic investment in the country. In 1994, the flow of
Namibia’s savings abroad amounted to almost 10% of the GDP. In that
year, total Namibian investment abroad amounted to over N$10 billion.
Namibia’s capital outflow stems from the dominance of South African
financial services companies in our capital market. Because of this state of
affairs, fixed investment in the country remains modest. Namibia’s capital
potential has not been turned into a source of economic development and
the creation of employment. There is therefore an urgent need to combine
the human, natural and finance capital potential in order to create condi-
tions for economic growth and social empowerment. To do so, we must
recognise the constraints and challenges that have so far mitigated against
genuine development.

CONSTRAINTS

We must address a number of seemingly intractable constraints. Some
are natural, while others are historical or cultural. Whereas Namibia is
endowed with good natural resources, we must also recognise formidable
natural forces that at least initially are less conducive to our development.
One such constraint is the nature of our climate. Namibia is semi-arid.
Rains are unpredictable and many water sources are unreliable. Hence,
we require a strong programme of water management. That programme
must be accompanied by initiatives for land reclamation and reforestation.
To help achieve these goals we must accelerate the development of a
national science and technology infrastructure.

The historical constraints are associated with the current state of devel-
opment. Our history has been a manifestation of growth without develop-
ment. This means that while Namibia prides itself in its good communica-
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tions and infrastructure and productive mining and fisheries, both infra-
structure and production are oriented toward resource extraction and ex-
port. Most often, companies acting as branches of large transnational cor-
porations have been primarily interested in the exploitation and export of
raw materials. In that respect, Namibia is a typical branch plant economy.
In this arrangement, raw materials are extracted and exported to other
countries for processing. Copper, uranium, marble, semi-precious and pre-
cious stones, fish and meat are all exported as primary products. In this
way Namibian products provide jobs and wealth to people outside Namibia
while poverty and unemployment continue to ravage our social fabric. This
historical and exploitive arrangement must be turned around. We must de-
velop our national capacity to use what we produce and to add value to it
through our own industry. That is the only sure way to create jobs, expand
our national wealth and redistribute it equitably. In this process, Namibia
will also create opportunities and incentives for increased domestic invest-
ment. Namibia’s finance capital will then be put to use for Namibia’s de-
velopment. To create these conditions, we must create a technology busi-
ness incubator that can help develop the needed infrastructure and that
can bring people with relevant expertise into direct contact with the tech-
nology-based businesses that need their services.

The cultural constraints emanate from the training and education defi-
cits from which the majority of the population has suffered. The intellec-
tual potential, ingenuity, creativity and the productive capacity of the popu-
lation has not been fully realised. Apartheid policies of job reservation,
Bantu Education, creation of reserves for indigenous communities and eco-
nomic discrimination prevented the development of our own technological
capacity. The challenge in this regard is to expand the number of young
Namibians who want to take up science and technology careers. At the
same time, we must develop a base of scientific knowledge about Na-
mibia’s development potential and link this with a strategy for increasing
the number of skilled scientific and technological professionals.

‘CATCHING Up’ Leaves Us BEHIND

In a dependent economy like Namibia’s it is tempting to try to “catch
up” with countries whose infrastructure, productive capacity, trade rela-
tions and political economy generally are more developed. But if we con-
ceive of our task as closing a development gap rather than leaping for-
ward, we shall always be frustrated. That is so because catching up gener-
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ally involves doing more of what we do and doing it more efficiently rather
than doing things differently. We should, of course, seek to increase the
production from our mining and our fisheries and our nascent industries.
But if we continue to depend on exporting largely unprocessed raw mate-
rials and if we continue to depend on imported technology, we shall always
find ourselves still behind.

To reduce our dependence we must be able to transform and add value
to the raw materials that we exploit and the products that we manufacture.
For that, we must be developers, not simply importers, borrowers and copi-
ers of relevant knowledge and technology.

For Namibia to make a developmental leap, we must ourselves be able
to undertake research on our resources and on how best to use them. Even
more. We must be able to develop new research approaches and method-
ologies appropriate to our circumstances. We need then to be able to apply
that research to the creation and refinement of the technologies and asso-
ciated tools needed to add value to the products that we sell. Again, even
more. We must be able to develop new production methods that both re-
duce the costs of production and increase the value of the products. We
must aim not only for increased production but also for what is sometimes
termed the production of production, that is, innovation in technology and
production strategies. In that way, we can begin not only to expand our role
in regional, continental and international trade, but more important, to begin
to define the terms of our market participation in order to reinforce, sustain
and accelerate our efforts. ‘

Of course, in a small country like Namibia we will not be able to take
those steps for all our products or in every economic domain. Hence, our
research on our resources and potential must also help us identify areas
where we have a comparative advantage and where, therefore, we should
focus our energies.

Towarp A NATIONAL UNiversiTy oF TECHNOLOGY

The Ministry of Higher Education, Vocational Training, Science and
Technology envisions the creation of a National University of Technology
in Namibia, expected to play the leading role in developing and acquiring
technology and modifying it to suit our circumstances. Science and tech-
nology play critical roles as sources of economic productivity and competi-
tiveness in an evolving global economy increasingly organised around in-
formation rather than the extraction of raw materials or even manufactur-
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ing. In important respects, science and technology play the generative role
in the information age that industrial manufacturing played in an earlier era.

For economic development in general and to create employment in par-
ticular, Namibia must convert its current reliance on mining into an economy
dependent on knowledge as well as industrial production, service industries
and fisheries. To accomplish that, Namibia must become an exporter as
well as an importer of industrial products and their underlying technologies.
That, of course, requires industrial production, initially drawing on informa-
tion and technologies developed elsewhere but increasingly developed within
the country. All of that, in turn, depends on our ability to develop our human
capital to lead and accomplish the transition, to attract foreign investment
and to secure a significant share of Africa’s trade.

For that, we need a higher education institution to coordinate our efforts.
That institution must be firmly rooted in research and experimentation, in
practical applications in market settings and in product promotion and fund-
generation. In short, to break the vicious cycle of dependence, with its
resulting underdevelopment, poverty, crime and hopelessness, the National
University of Technology will be a centre of innovation and adaptation, an
incubator and clearing house for new technologies, new research and new
products.

The National University of Technology will be a flagship institution for
the enhancement of the national capacity for wealth creation through sci-
ence and technology. Organised as a service institution, the new university
will operate in close collaboration with the private sector, other public insti-
tutions and communities to create, deliver, install and maintain knowledge-
based applications. As it does so, the National University of Technology
will provide a science and technology infrastructure by creating a symbi-
otic relationship between academic institutions and industry. In this way,
the university will function as a partner of industry involved in training,
research, product development, testing, process design, market research
and organisation optimisation. The science and technology infrastructure
will include industrial incubators, laboratories, research facilities, product
design capacity, advisory services, quality control and assurance capabili-
ties, patents and copyrighting advisory services and support for the protec-
tion of intellectual capital.

In its training role, the National University of Technology will emphasise
the integration of knowledge, science, engineering and business in a unified
package. Its goal will be to educate specialists who are capable of putting
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scientific knowledge to practical use in a commercial setting, Its graduates
will be able to create their own jobs and at the same time generate employ-
ment for others. Its students will thus study a basic set of generic courses
and practical experiences. They will also concentrate on the elements of
science, engineering and business related to their fields of specialisation. In
this way, we will create the capacity to recognise commercial opportuni-
ties that arise from science and technology.

The National University of Technology will also serve as a clearing
house for technology acquisition, adaptation and dissemination. It will pro-
vide technology extension services and technology information diffusion.
In short, the National University of Technology will provide our nation with
the science and technology capability that will form the basis for a sustain-
able industrial system. That science and technology capability will be the
cutting edge in wealth creation, expansion of employment opportunities
and the redistribution of income. Science and technology will mediate our
great potential in human resources, natural resources and finance capital
to bring about the industrial revolution in Namibia.

To pursue these goals, the National University of Technology will de-
velop its training, research and scholarship in integrated minerals industrial
development; food technology; integrated agricultural industries; integrated
drylands industrial development; integrated reafforestation and desert land
reclamation; integrated fishing, aquaculture and marine culture industrial
development; leather, wool and pelts industries; and business development
and advisory services.

In sum, the National University of Technology will promote the applica-
tion of knowledge, know-how and technical skills. The principle of the
scholarship of application will be central to its teaching, research and serv-
ice functions. Without ignoring its intellectual roots and responsibilities, the
National University of Technology will play an initiating and advocacy role
in the markets for ideas, skills and products, developing symbiotic and
synergistic relationships with our national industrial enterprises, spawning
as well as supporting them. Thus, a National University of Technology is
both a development strategy and an insurance policy for the welfare of
future generations of Namibians.

INVESTING IN PEOPLE, DEVELOPING A COUNTRY

We have a broad vision and high expectations for higher education in
Namibia. We understand that higher education is an investment in our fu-
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ture and that some of its most important results will not be fully clear for
some time to come. Hence, we must invest wisely and well to ensure that
learning, teaching, scholarship, research and service are dynamic, interac-
tive and mutually reinforcing,

Our higher education system must not only review knowledge but cre-
ate it. It must not only equip people to fill jobs but also to create them. It
must help us not only to close the development gap but to leap forward
with new ideas and practices, especially with innovations in science and
technology. It must foster systematic, disciplined and critical inquiry at the
same time that it engages the public and private sector in collaborating for
development. It must educate a few Namibians to be of service to us all. It
must be responsive to what our society demands of it and at the same time
able and willing to initiate and to lead.

We have committed ourselves to four broad goals for higher education
and to using them to guide the priority and resources we assign to each
programme or course of study or other activity: equity, quality, democ-
racy and relevance. To make progress toward those goals we will also
need effective, goal-oriented management, which includes affordability,
efficiency and sustainability.

We all share responsibility for supporting those goals, for assisting our
higher education institutions to achieve them, and for insisting that they do.
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ESTABLISHMENT OF A HIGHER EDUCATION ADVISORY

CounciL

This Council will bring together representatives of various government
and private institutions in order to promote coordination and collaboration.
The goal is to develop an appropriate institutional framework for governing
and managing an integrated higher education system. The Council may
establish committees or working groups focused on specific domains within
higher education.

DEeveLorING A FunpiNG ForMuLA FOR HIGHER Epuca-
TION INSTITUTIONS

The funding formula will ensure fair resource sharing among institutions
of higher learning funded by government. The formula should be based on
the following principles:

» It should encourage financial and academic planning on the basis of a
reasonable degree of stability.

« It should create an appropriate balance between the Government’s need
for funding to support national priorities and each institution’s coherence
and autonomy.

» It should aim for increased efficiency and effectiveness through appro-
priate financial incentives and disincentives. -

« It should be consistent with the national targets of the Wages and Sala-
ries Commission to reduce personnel expenditures by 2% per year over

the next five years.

» It should encourage institutions to generate additional non-governmental
funding.

¢ The formula should be simple and flexible, able to adapt to a rapidly
changing higher education environment.

» It should ensure transparency and facilitate accountability in budgeting
and financial management.

CREATION OF A PRrIVATE SECTOR HIGHER EDUCATION

Forum

It is proposed that a Private Sector Higher Education Forum be created
with participants from both the private and public sectors and higher edu-
cation institutions. Such a forum will create and strengthen private and
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public partnerships that link higher education to the growth points of our
economy.

ESTABLISHING A STANDING PROFESSIONAL ADVISORY
CoMMITTEE ON TEACHER EDUCATION

Responsibility for teacher education is shared by a number of agencies.
These include the two Ministries of Education, the colleges of education
and the University of Namibia. In order to improve coordination and pro-
gramme articulation, it is proposed that a Standing Professional Advisory
Cpmmxttee on Teacher Education be established. The Committee will ad-
vise t}‘le two Ministries on all issues relating to teacher education: ensure
cerdlnation between stakeholders and institutions and programmé articu-
latlo.n and ensure a close relationship between pre-service and in-service
curricula. The Committee should also initiate actions to improve teacher
education at all levels.
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