
TEACHER SUPPLY AND DEMAND FOR PRIMARY AND SECONDARY SCHOOLING IN NAMIBIA
PAUL BENNELL

AND
YUSUF SAYED
WITH
ONESMUS HAILOMBE

DECEMBER 2008
Final draft:  strictly confidential. 
TABLE OF CONTENTS
Contents

ACRONYMS

ACKNOWLEDGEMENTS









EXECUTIVE SUMMARY







xii-xvii

1
INTRODUCTION









1.1
STUDY BACKGROUND AND OBJECTIVES 

                                   1       

1.2
STUDY DESIGN AND IMPLEMENTATION                                                    2

1.3
REPORT STRUCTURE






 3

2
THE SCHOOL SYSTEM:  AN OVERVIEW






2.1
OVERALL POLICY GOALS AND OBJECTIVES




 4

2.2.
SCHOOLS AND ENROLMENTS





 4

2.3
OUT-OF-SCHOOL CHILDREN





 9

2.4
ACCESS POLICIES







11

2.5
RECOMMENDATIONS






15

PART A:  TEACHER SUPPLY

3
TEACHER EDUCATION POLICIES AND ENROLMENTS


  

3.1
OVERVIEW








17

3.2
BETD ENROLMENTS AND GRADUATES




18

3.3
UNAM ENROLMENTS AND GRADUATES




23

3.4
OTHER PRE-SERVICE TRAINING





27


3.5
RECOMMENDATIONS






27


4
STAFFING AND RESOURCE UTILISATION






4.1
TEACHING STAFF







29

4.2
RESOURCE UTILISATION






30

4.3
PHYSICAL FACILITIES






33


4.4
RECOMMENDATIONS






34


5
CURRICULUM DESIGN AND DELIVERY







5.1
THE BASIC EDUCATION TEACHING DIPLOMA



35


5.2
THE BATCHELOR OF EDUCATION DEGREE




44


5.3
RECOMMENDATIONS






46

6
CONTINUOUS PROFESSIONAL DEVELOPMENT






6.1
QUALIFICATION UPGRADING





50


6.2
CONTINUING IN-SERVICE EDUCUTOR TRAINING



53


6.3
RECOMMENDATIONS






54


PART B:  TEACHER DEMAND AND UTILISATION







7
TEACHER EMPLOYMENT AND UTILISATION






7.1
TEACHERS IN POST:  AN OVERVIEW




57


7.2
EMPLOYMENT OUTCOMES






52


7.3
MOE STAFFING NORMS






53


7.4
TEACHER DEPLOYMENT






54


7.5
OTHER TEACHER UTILISATION ISSUES




77


7.6
RECOMMENDATIONS






81


8
TEACHER COMMITMENT









8.1
MOTIVATION LEVEL AND TRENDS





86


8.2
PROXIMATE CAUSES






89


8.3
TEACHER PAY







94

8.4
TEACHER BEHAVIOUR






99


8.5
RECOMMENDATIONS





          100


PART C:  FUTURE TEACHER DEMAND








9
THE TEACHING PROFESSION AND TEACHER EDUCATION





9.1
A NEW VISION FOR THE TEACHING PROFESSION


          103


9.2
A NATIONAL TEACHER TRAINING SYSTEM



          105



10
PROJECTED ENROLMENTS









10.1

THE SCHOOL AGE POPULATION




          109

10.2

KEY SCHOOL PARAMETERS                                                              111


10.3

PROJECTED ENROLMENTS




          112



11
TEACHING POST REQUIREMENTS AND REPLACEMENTS 2007-22019



11.1

TEACHING POST REQUIREMENTS



          117


11.2

TEACHER REPLACEMENT




          123


11.3

PROJECTED ANNUAL TEACHER DEMAND


          127


11.4

RECRUITMENT TARGETS




          130


11.5

PROJECTED EXPENDITURE




          133


Figures
Figure 2.1
Age-specific enrolment rates for 5-24 age group, 2006





Figure 2.2
Net and gross primary school attendance ratios by region, 2006, DHS data


Figure 2.3
Grade 7 survival rates by region, 2006







Figure 2.4
Attendance rates by parental and OVC status, 2006






Figure 4.1
Teaching periods per week among lecturers at the College of Education



Figure 5.1
Percentage of Grade 6 teachers obtaining top grade in Grade 6 pupil reading
and mathematics tests in SADCC Countries







Figure 6.1
Percentage of survey teachers undertaking further studies





Figure 7.1
Scatter plots of enrolments and teachers at lower primary schools
Figure 7.2
Scatter plots of enrolments and teachers at two-phase primary schools

Figure 7.3
Scatter plots of enrolments and teachers at combined schools

Figure 7.4
Scatter plots of enrolments and teachers at secondary schools

Figure 7.5
Learner-teacher ratios by school size and type, 2007






Figure 8.1
Start and terminal gross annual salaries for BETD and B.Ed. teachers, April 2008


Figure 10.1
Projections of the age 6 population, 2001-2020






Figure 10.2
Projected primary school enrolments, 2007-2022, status quo and ETSIP
projection scenarios










Figure 10.3
Projected secondary school enrolments, 2007-2022, status quo and ETSIP
projection scenarios










Figure 11.1
Total primary teaching posts required by scenario, 2008-2022





Figure 11.2
Total secondary school teaching posts required by scenario, 2008-2022




Figure 11.3
Annual recruitment demand for primary school teachers by scenario, 2008-2020


Figure 11.4
Annual demand for secondary school teachers by scenario, 2008-2020




Table 11.5
Total annual demand for primary and secondary teachers by scenario, 2008-2020


Tables
Table 2.1
Number of schools by school type, 2000-2007





Table 2.2
Size distribution of schools by school type, 2007 (%)






Table 2.3
Enrolments by school type, ownership and location, 2007





Table 2.4
Primary and secondary enrolment rates 1999 and 2006, EMIS estimates



Table 2.5
Gross and net enrolment rates for primary and secondary education by gender
and location, 2000 and 2006, DHS








Table 2.6
Never-attended school age cohort, 2000 and 2006






Table 2.7
MOE school feeding programme schools and learners, mid-2008




Table 2.8
School enrolment rates by parental status, 2002-2003






Table 2.9
MGECW grants for orphans, March 2008







Table 3.1
CoE intakes by region and origin, 2000-07







Table 3.2
Distribution of college graduates by home constituency





Table 3.3
Percentage of teacher educator graduates with less than 23 points in the IGCSE 
examination (rounded)









Table 3.4
Percentage of college graduates obtaining D grade and higher in English and 
maths in the IGCSE examinations (rounded)







Table 3.5
Total enrolments at the Colleges of Education, 2000-2005





Table 3.6
Total enrolments by major specialization at the four Colleges of Education,
2000-2008 











Table 3.7
ETSIP projected enrolment targets for colleges of education and faculties
of education










Table 3.8
Graduates from the Colleges of Education, 2000-2007






Table 3.9
Student enrolments on education courses at the Faculty of Education, University
of Namibia, 1995-2007









Table 3.10
Student enrolments on education courses at the Centre for External Studies,
University of Namibia, 1998-2009








Table 3.11
Graduates from education courses at the Faculty of Education, University
of Namibia, 1995-2006









Table 3.12
Graduates from education courses at the Centre for External Studies,
University of Namibia, 1995-2008








Table 4.1
Professional qualification profile of College of Education lecturers, 2000-2006



Table 4.2
Full-time lecturing staff at the Faculty of Education, University of Namibia



Table 4.3
Percentage breakdown of teaching loads among CoE lecturers, 2002 and 2008
(rounded percentages









Table 4.3
Lecturer attrition from the Colleges of Education, 200-2007





Table 4.4
Teaching staff, attrition rates and full-time student – fulltime education
lecturer ratio at the Faculty of Education, UNAM






Table 4.5
Student-lecturer ratios at the Colleges of Education, 2001-2007




Table 4.6
Recurrent expenditure at the CoEs, 1998/99, 2002/03 and 2008/09




Table 5.1
Colleges and university graduate ratings of lecturer competence and commitment
June-July 2008 (rounded percentages)







Table 6.1
Personal statements on qualifications upgrading and in-service training, 
June-July 2008 (rounded percentages)







Table 6.2
Percentage breakdowns of courses by institution/location





Table 6.3
Percentage breakdown of qualification undertaken by teachers pursuing further
studies (rounded percentages)








Table 6.4
Percentage of BETD graduates attending in-service training workshops and mean
duration (rounded percentages)








Table 7.1
Teaching staff paid for government and private sources by employment status,
2007











Table 7.2
Teaching staff by position according to public and private funding, 2007



Table 7.3
Primary school teachers by region, 2001-2007







Table 7.4
Approximate numbers of secondary teachers by region, 2001-2007




Table 7.5
Teaching staff by academic/vocational qualification, 2007





Table 7.6
Percentage of qualified teachers by main subject






Table 7.7
Prescribed staffing norm and actual teaching posts by school type, 2007



Table 7.8
Total periods taught and period vacancies by subject and cycle, 2007




Table 7.9
Reported class and subject teacher vacancies by Regional Education Offices, 2008


Table 7.10
Employment outcomes among traced BETD and Bed. Graduates, June-July
2008 (rounded percentages)









Table 7.11
Current location of traced BETD graduates by region, June-July 
(rounded percentages)









Table 7.12
Current location of traced BETD and Bed. Graduates by school type 
(rounded percentages)









Table 7.13
Learner-teacher ratio staffing norms adjusted for additional teachers by school size


Table 7.14
Learner-teacher ratios for primary schooling, 2001-2007





Table 7.15
Average class size by school type, 2000-2007







Table 7.16
Learner-teacher ratios for secondary schooling, 2001-2007





Table 7.17
Prescribed teachers according to the staffing norms and total teachers employed by
school type, 2007










Table 7.18
Prescribed and actual learner-teacher ratios by school type, 2007




Table 7.19
Over and under-staffing among individual schools by school type, 2007



Table 7.20
Prescribed and actual teachers in post by region for primary and combined
schools, 2007









Table 7.21
Prescribed and actual teachers in post by region for junior and two-phase 
secondary schools, 2007









Table 7.22
Colour coding for staffing indicators








Table 7.23
Circuit staffing profile indicators for lower primary schools, 2007




Table 7.24
Circuit staffing profile indicators for two-phase primary schools, 2007




Table 7.25
Circuit staffing profile indicators for combined schools, 2007





Table 7.26
Circuit staffing profile indicators for secondary schools, 2007





Table 7.27
Percentage of fully qualified teachers (Gd12+3/4) 2001-2007 (rounded percentages)


Table 7.28
Proportion of female teachers by location and school type, 2007




Table 7.29
Overall staffing situation by region, circuit and school phase, 2007




Table 7.30
Annual transfer rates among surveyed teachers






Table 7.31
Teaching loads among surveyed teachers, 2008 (rounded percentages)




Table 7.32
Teaching loads for secondary school teachers in selected countries, 2003 
(hours/week)










Table 7.33
Class size intervals by school type, 2007






Table 7.34
Percentage schools with multi-grade classes 2007






Table 8.1
Agreement rates to general statements among teacher motivation, June-July 2008
(rounded percentages)









Table 8.2
Personal statements on current level of job satisfaction, working conditions and pay, 
June-July 2008 (rounded percentages)







Table 8.3
College and university graduate ratings of trends in job satisfaction and standard
of living, June-July, 2008 (rounded percentages)






Table 8.4
Percentage of teachers wanting to transfer to another school, June-July 2008 
(rounded percentages)









Table 8.5
Annual transfer rates among surveyed teachers






Table 8.6
Agreement rates to statements concerning primary reason for opting for teacher-
training, June-July 2008 (rounded percentages)






Table 8.7
Percentage of teachers responding affirmatively to the question ‘do you expect to
be a teacher in five years time?’ (rounded percentages)






Table 8.8
Personal characteristics of traced BETD and BEd. Graduates





Table 8.9
Agreement rates to general statements concerning the school environment, 
June-July 2008 (rounded percentages)







Table 8.10
Percentage of teachers not living with their spouse (rounded percentages)



Table 8.11
Percentage breakdown of distance from school to nearest tome, June-July 2008
(kilometers)











Table 8.12
Percentage breakdown of distance from teacher’s home to school, June-July 2008
(kilometers)











Table 8.13
 Agreement rates to general statements about teacher management, June-July 2008 
(rounded percentages)









Table 8.14
Monthly gross salary, June-July 2008








Table 8.15
Monthly net pay (including allowances) among traced BETD graduates by school
type, June-July 2008










Table 8.16
Mean monthly household expenditure by main item






Table 8.17
Percentage of teachers where expenditure exceeds income, June-July 2008



Table 8.18
Incidence of secondary employment activity among survey teachers, June-July
(rounded percentages)









Table 8.19
Agreement rates to general statements about teacher absenteeism and time-
keeping, June 2008










Table 8.20
Teacher absenteeism rates during the previous week, June-July 2008




Table 10.1
Status quo and ETSIP target enrolment projections, 2008-2020 (‘000 rounded)



Table 11.1
Target learner-teacher ratios for primary and secondary schooling scenario,
2008-2020











Table 11.2
Implied ETSIP scenario target efficiency parameters, 2006-2020




Table 11.3
Total teaching post requirements by staffing scenario, 2008-2020




Table 11.4
Teacher attrition, 2004-2007









Table 11.5
Projected number of teacher replacements, 2007-2020, status quo and ETIP scenarios


Table 11.6
Annual recruitment demand for teachers by schooling phase, 2008-2020,
staffing norm and ETSIP scenarios







Table 11.7
Annual recruitment demand for upper primary school teachers, 2008-2020,
staffing norm scenarios









Table 11.8
Annual recruitment demand by subject area for junior secondary school teachers
2008-2020, staffing norm scenario








Table 11.8
Annual recruitment demand by subject area for junior secondary school teachers
staffing norm scenario, 2008-2020








Table 11.9
Average income of teachers by phase, qualification level and years of experience


Table 11.10
Projected salary expenditure for lower primary school teachers by qualification
experience and years of experience, 2009-2020






Annex Figures and Tables
Table A2.1
Percentage of learners in afternoon classes

Table A2.2
Gross attendance rates by household wealth quintile





Table A2.3
EMIS and DHS dropout rates for primary school grades, 2006





Table A2.4
Completion rates for primary education by age cohort, 2000 and 2006




Table A2.5
Completion rates for secondary education by age cohort, 2000-2006




Table A2.6
Incidence of orphan children, 2000-2006







Table A7.1
Number of school by LTR size interval, 2007







Table A10.1
Repetition rates by grade and gender, 2003-2006 female





Table A10.2
Dropout rates by grade and gender, 2003-2006






Table A10.3
Change in repetition and drop-out rates by grade 2000-2001 and 2005-06



Table A11.1
EMIS teacher attrition rates, 1999-2005







Table A11.2 
EMIS transfer rates, 1999/2000-2006/07







Table A11.3 
Projected annual recruitment targets for teachers 2008-2020, status quo and
ETSIP scenarios










ACRONYMS

B.Ed.
Bachelor of Education

CBS
Central Bureau of Statistics

CoE
College of Education

DHS
Demographic and Health Survey

EMIS
Education management information system

ETSIP
Education and Training Sector Improvement Programme

FoE
Faculty of Education
GER
Gross enrolment rate

GoN
Government of Namibia

MOE
Ministry of Education and Culture
MGECW
Ministry of Gender Equality and Child Welfare

NANTU
Namibia National Teachers’ Union

NCHE
National Council for Higher Education

NER
Net enrolment rate

NIED
National Institute for Educational development

NQT
Newly qualified teacher

REO
Regional Education Office

TRC
Teacher Resource Centre

UBE
Universal Basic Education


USE
Universal Secondary Education

ACKNOWLEDGEMENTS 
We gratefully acknowledge the excellent support and assistance from the many people from both inside and outside the Ministry of Education in the preparation of this report. A team of six research assistants, Maria Nangula, Sirkka Shikokola, Stenley Ngavee, Nafimane Shipanga, Griffith Siloka and Abedy Mukubonda, managed the tracer survey and teacher questionnaire data entry in a timely and professional manner. 
The study was conducted under the auspices of the Basic Education Support Project, which is managed by the Academy of Educational Development and funded by the United States Agency for International Development.  
EXECUTIVE SUMMARY AND KEY RECOMMENDATIONS

This study comprehensively examines the current and future supply and demand of teachers at primary and secondary schools in Namibia. In line with the terms of reference, it is divided into four main sections, namely access and enrolments, teacher supply, teacher utilization and deployment, and future teacher requirements. 

Access and enrolments

Chapter 2 reviews school enrolment and access issues drawing on both MOE school and household survey data. While the primary focus of ETSIP is on increasing the provision of senior secondary education, the attainment of the universal basic education of 10 years is far from being realized, with probably around 3-4% of children never attending school and one-third of children enrolling in grade 1 dropping out before grade 10. Comprehensive regional strategies are still needed, therefore, to ensure that, by 2015, all children will successfully complete 10 years of basic education. Additional resources should be targeted at regions with the lowest survival rates (particularly Kunene, Omaheke, Otjozondhupa, and Caprivi). Specific measures to eliminate sizeable gender differences in enrolment rates are also essential. The reasons for much lower enrolment and completion rates among boys should be clearly identified and addressed. 

In addition to achieving rapid improvements in schooling quality, demand-enhancing policy measures need to be strengthened in order to provide the necessary incentives for disadvantaged households to send their children to school for the prescribed 10 years. Currently, OVC enrolment rates are roughly the same as those for non-disadvantaged children. It is important, therefore, that OVC continue to receive targeted support. The full implementation of the Ministry of Gender Equality and Child Welfare’s Action Plan for the period 2006-2010 should provide sufficient support for OVC.

Teacher supply

The supply of teachers, and in particular pre-and in-service teacher-training is comprehensively reviewed in the second part of the report. 

Chapter 3 reviews the teacher education policy framework, analyses in detail the characteristics of teacher trainees, how they are selected, and examines enrolment patterns. It notes that there is no systematic human resource planning is undertaken by MoE in order to establish annual student intake targets for the main areas of specialization at the CoEs and the FoE. It notes that recruitment methods and standards could be improved and that efforts need to be made to recruit the most able trainees.

CoE enrolments by school phase have remained relatively unchanged during the last decade. Almost one-half of students opt for a junior secondary subject as their major area of specialization and one-third for upper primary subject area, while barely one in six students train as class teachers for the lower primary phase. B.Ed. enrolments more than doubled between 1996 and 2004 – from 305 to 802. Since then, however, they have declined slightly; average enrolments fell from 770 between 2002 and 2004 to 717 between 2005 and 2007. 

The report recommends that the supply of well qualified and highly motivated trainees be increased. It is recommended, therefore that consideration be given to increasing current admission requirements to colleges, introduce standardised tests measuring suitability and aptitude, assess more rigorously the level of English and ICT competence of trainees, and other measures to assess trainee’s suitability for teacher training, and provide full scholarships to the best and most able school graduates to attract high quality trainees
Chapter 4 outlines the characteristics of teacher trainers including their qualifications and work loads; almost two-thirds of lecturers now have a university degree of one kind or another, but barely one in five has a post-graduate training qualification. The Faculty of Education has 32 lecturers in post, 14 of whom have doctorates. The teaching loads of CoE lecturers are quite high, which reflects the fact that colleges operate the same sort of timetable as senior secondary schools. In 2007, average teaching loads at Caprivi College were 25 periods, Rundu 20 periods, and Windhoek 27 periods.  The work load norm for FoE lecturers is 12 hours teaching and 8 hours research and community service. Some lecturers teach up to 20 hours, especially in shortage subjects.
Attrition is not a major problem at CoEs which, until up until 2003, remained consistently low at around 2-3%.  By contrast the attrition rate at the Faculty of Education, UNAM is appreciably higher, averaging 8.5% per annum between 2000 and 2008. The overall student-lecturer ratio at the CoEs has remained at around 1:12 since 2001. This is low by international standards, especially in African countries. 

Overall public recurrent expenditure per student for the four colleges is currently N$16,209 for the colleges themselves (staff remuneration and direct running costs)
. Current unit costs are roughly the same at Caprivi, Ongwediva and Windhoek Colleges, but are appreciably lower at Ongwediva CoE. The detailed information required to calculate robust unit costs estimates for B.Ed. students at UNAM was not available. 

The report recommends that the infrastructure and learning resources of the colleges and FoE should be improved significantly so as to enhance the quality of training.  It also suggests that the entry qualification requirements for college lecturers should be raised and the provision of professional development opportunities considerably improved. It is recommended that the minimum entry qualification is a bachelor’s degree for college lecturers and a master’s degree for heads of department and other senior management posts. 

Chapter 5 focuses on the curriculum of the teacher education programme at colleges and the FoE. A number of issues are identified concerning the BETD curriculum. These include an imbalance between the core subject and the specialisation, an overloaded curriculum, poor content knowledge of trainees, lack of depth amongst lower primary teacher trainees. In addition, the assessment system as implemented results in a low failure rate and does not sharply discriminate between those who are competent and those who are not. There is a misalignment of training in that the grouping of subjects that the trainees are qualified in at the college level is not the same as the grouping of subjects offered at schools. Moderation takes place in colleges, but could be more robust. In addition, the absence of a comprehensive quality assurance system is a major challenge. 

The FoE’s main programme is the four year, full-time B.Ed. degree, which trains senior secondary school teachers. The challenges for the FoE are to ensure that better core subjects offered in the Faculty and the time devoted to school subject methodologies is increased. Moreover, there should be closer alignment and integration between what trainees are taught in the feeder faculties and the FoE itself. Across the core common subjects, there were certain areas that are ignored, but which are critical given the realities of the classrooms such as preparing learners for an inclusive education approach (that is, integrating learners from diverse backgrounds, learning difficulties). While the B.Ed. degree training develops the content knowledge of trainees, it pays less attention to developing the practical teaching skills and experiences that BETD teacher trainees gain. Teaching practise only amounts to 14 weeks for a full time four-year programme. As with the colleges of education, there do not appear to be any structured links between the faculty and the national and REOs. 
The report makes a number of recommendations in order to improve the quality of the teacher education programme. Specifically, it recommends increasing the content level of the subject knowledge and replacing the major and minor options in the BETD with a double subject major system for trainees in the upper primary and junior secondary phases. Lower primary trainees should focus on deepening their knowledge of all the subjects in their phase. It also recommends that literacy and numeracy should be a core component of the teacher education programme and that teaching practice is increased to 26 weeks for both colleges and the university. The BETD assessment system should be standardised across all the colleges and aligned with the assessment procedures for the B.Ed. degree. It also recommends that that the BETD and B.Ed. programmes offer the same subject and same grouping of subjects per phase as those offered by schools and that that, as an immediate priority, and establish an Academic Support Programme at all the colleges.
The report also recommends that the prevailing organisational and academic cultures of the colleges be transformed to make them function more as tertiary level institutions and that an external system of quality assurance should be developed for colleges, for UNAM and other providers, of which moderation of work constitutes part of the process. More effective articulation between the college and university programmes is needed. In the short-term, this would mean introducing a degree in primary education. 

Major steps need to be taken in order to strengthen the human resource planning capacity of the MOE. An experienced human resource planner should be appointed and attached to the Directorate of Planning. A key responsibility of this officer would be to make robust annual teacher requirement projections on a rolling five-year basis, and prepare annually a Teacher Staffing and Teacher Education Report, which presents a comprehensive, detailed and accurate overview of the staffing situation of all teaching staff employed by MOE including information on recruitment, vacancies, turnover, justifications for additional posts, and current and projected outputs of student from teacher education institutions.    

A reconstituted Teacher Recruitment Committee should be established comprised of the directors/heads of all the relevant MOE departments and teacher education institutions, PSC, and the teaching unions. An annual Teacher Staffing Report should form the basis for the deliberations of this Committee, which should make recommend recruitment levels of primary and secondary school teachers across all the major subject areas.  

Teacher employment and utilisation
Chapter 7 provides a detailed analysis of teacher utilization and deployment in Namibia. This includes a tracer survey of selected cohorts of BETD and B.Ed. graduates since the mid-1990s. With regard to utilization, the main finding is that, while some limited progress has been made in implementing the 2001 staffing norms, there is still considerable over-staffing, especially in primary and combined schools. At the same time, the overall teacher vacancy rate is 3-4%. Almost all BETD and B.Ed. graduates are currently employed as teachers, but their distribution with respect to type of school is uneven; in particular, only 3% of BETD graduates are employed at lower primary schools and only one-third in two-phase primary schools.

The report analyses in detail the current spatial distribution i.e. deployment of teachers. Three sets of staffing indicators (teacher shortages, teacher movement, and gender and quality) are used to derive an overall staff deployment index for each school circuit in the country. 

The report recommends that the current staffing norms should be kept and concerted efforts made to adhere to them in the future. Various measures to improve teacher utilization are suggested including teacher workloads, better timetable management, curriculum rationalization, and larger schools. The main recommendations with regard to deployment are that MOE should take greater control over the initial postings of newly appointed teachers, REOs should rely on more localized recruitment, and there should be a concerted effort to improve teacher housing at the hardest to staff schools.

Chapter 8 discusses teacher motivation and pay. While the situation is not yet at a crisis level, current levels of teacher job satisfaction and motivation are fragile to say the least and urgent measures are, therefore, needed in order to ensure that there is no further deterioration.  The main determinants of teacher satisfaction are reviewed drawing heavily on the responses of BETD and B.Ed. graduates who completed a questionnaire as a part of the employment outcomes tracer survey. These are vocational commitment, type of schooling, teacher competence, material well being and health, working and living environments, teacher management and teacher pay. The relatively low status of lower primary school teachers is highlighted.    

Teacher pay in Namibia is inadequate both in absolute terms and in relation to other equivalent occupations in the private sector. However, given acute fiscal constraints, large, across the board pay increases for teachers are simply not feasible, at least for the foreseeable future. There is more scope though for some improvements in grade and pay structures. These should be modified in order to extend the pay scales for both BETD and B.Ed. teachers, reduce the income differential between classroom teachers and school managers, increase the pay differential between heads of department and principals and introduce separate pay scales for principals according to school size. Income progression within each salary scale should be strictly based on satisfactory job performance measured in relation to clearly defined standards.     

Teachers are a large and diverse occupational group with their own special characteristics and management needs. It is for this reason that teaching service commissions have been established as the official employing body for teachers in many countries. Serious consideration should, therefore, be given to establishing such a body in Namibia.

Teacher requirement projections

The final part of the report presents the qualitative and quantitative analysis required for the estimation of robust projections of student enrolments and annual teacher recruitment demand for the period 2009-2020. 
Chapter 9 proposes a new vision for the teaching profession in Namibia and makes a related set of recommendations with respect o the restructuring of the teaching profession. It is recommended that Namibia should move quickly towards an all graduate teaching profession. In order to achieve this, all new intakes for teacher training should be at the B.Ed. level from 2015 onwards and the BETD should be phased out by 2017. The teacher education system in Namibia should be comprehensively reformed in line with the major trends in teacher education worldwide and best-practices with regard to public service reform. It is recommended that the teacher educator system is restructured as follows: 

· The Faculty of Education at UNAM and Windhoek College of Education should be merged into a single Faculty of Education. This would be located at the current college site, but students would continue to attend classes at other faculties at the main UNAM campus.
· Ongwediva College of Education becomes an independent teacher education provider either accredited in its own right to offer the B.Ed. qualification (beginning in 2015) or alternatively affiliated to UNAM or an overseas university.

· Private providers would be encouraged to offer accredited degree and other relevant teacher training.
· Caprivi College of Education becomes the national centre for the training of pre-school and special needs teachers.

· Rundu College of Education becomes the institutional focal point for the professional development support (in-service training) for teachers at all schools in the northern regions. The professional development training for the Southern region needs can be covered by NIED which may choose to develop a small satellite training centre in the South.
Chapter 10 simulates future school enrolments on the basis of two main enrolment scenarios; status quo where all the key access and enrolment parameters (population growth, gross intake, repetition, dropout, and transition rates) remain unchanged and the ETSIP scenario, which adopts the key target parameters presented in the ETSIP strategy document. While enrolment growth between 2008 and 2020 is roughly the same for primary schooling under both scenarios, with regard to secondary schooling, it is markedly higher under the ETSIP scenario (72% increase during this period compared to only 29% under the status quo). 

Chapter 11 derives estimates of the annual recruitment demand for teachers for the period 2019-2012. Three teacher requirement projection scenarios are used namely ‘status quo’, where current learner-teacher ratios remain unchanged, ‘staffing norm’ where current learner-teacher ratios increase gradually over the next five years to the prescribed levels for the current staffing norms and ‘ETSIP’ where target LTRs are progressively increased over the next ten years in accordance with the ETSIP learner-teacher ratio targets. Since the ETSIP target LTRs are not attainable without major staffing shortages and probable serious declines in learning outcomes, the staffing norm scenario is most feasible. According to this scenario, the number of primary and secondary school teaching posts will have to increase by 17% and 51% respectively between 2009 and 2020.   

The other major source of teacher demand is replacements for teachers who leave the service due to retirement, resignations, death, dismissals, localisation, and under-qualification. Projected annual teacher demand projections for each of these types of attrition are presented based on a careful analysis of the current and likely future situation. Annual attrition was 3.5% in 2007. Despite the high HIV prevalence, teacher mortality is low due mainly to the availability of life-prolonging anti-retroviral drugs and possibly significant behaviour change among teachers. Retirements are expected to account for over two-thirds of attrition over the next decade.  

 The staffing norm scenario results in cumulative annual recruitment demand of 11,560 teachers between 2008 and 2020 in order to meet the ETSIP enrolment and staffing norm LTR targets. In addition, it is assumed that 2,500 under-qualified teachers will need to be replaced, which brings total cumulative recruitment to 14,060 teachers during this period. Taking into account currently unemployed teachers plus students currently enrolled at the colleges of education and FoE who will be graduating over the next three-four years, around 11,700 school leavers will need to be admitted to the colleges of education and the FoE between 2009 up to 2016/17.

Once the target staffing norms are reached in 2012, annual requirements for new teachers increase quite rapidly. This is especially the case for lower primary schooling where current graduate outputs of only around 125 per annum will have to increase over four-five fold after 2016. By contrast, average annual demand for upper primary and junior secondary teachers for the period as a whole are roughly the same as current outputs. Given teacher requirements, annual student intakes of lower primary school teachers will need to increase appreciably, but this will have to be done gradually over the next five years in order to develop the necessary training capacity. Annual intakes for junior secondary schooling will have to be adjusted sharply downwards (from around 400 to 250-300) whereas intakes for senior secondary schooling will need to increase from around 150 to 240 students.
1. INTRODUCTION

1.1
STUDY BACKGROUND AND OBJECTIVES

1.1.1
Study background

1.
There are longstanding concerns about teacher staffing in the public school system in Namibia. The introduction of universal staffing norms for primary and secondary education in 2001 was intended to introduce a uniform system for establishing staffing needs and ensuring the efficient deployment and utilisation of teachers across the country. While some improvements have been achieved, it is apparent that significant inefficiencies and inequities exist that the Ministry of Education is keen to address, particularly given the acute financial constraints within which the education system will have to function over the coming decade.   

2.
The need for a detailed review of teacher staffing coupled with an overall analysis of the demand and supply of teachers in the country is also required in order to facilitate the implementation of the Ministry’s comprehensive Education and Training Sector Improvement Programme (ETSIP).
1.1.2
Terms of Reference

3.
This study comprehensively examines the current and future supply and demand of teachers at primary and secondary schools in Namibia. The main objectives of the study, as stated in the Terms of Reference, are follows:

· Assess whether the current status of teacher supply, utilisation and demand is appropriate in terms of Vision 2030.
· Ascertain where there is a projected over or under-supply of teachers.
· Making informed judgments decisions regarding issues such as teacher training and funding that systematically integrate all relevant services.

· Assess and correct any inconsistencies in policy that affect teacher supply, utilisation and demand.

· Generate firm projections of teacher enrolment and supply needs for a three-year period (2009-2011) and tentative projections for a twelve-year period (2009-2020), setting out clearly the underlying assumptions underlying all projections.
· Resolve issues of access and equity to schools to ensure that all schools, irrespective of poverty levels, are able to offer key subjects.

· Assess the changing nature of the teaching corps as teachers enter and leave the profession, and the nature and consequences of teacher mobility.

· Track the career of students who undertake initial teacher training and assess the factors that impact on the decision to enter and remain in the teaching profession.

· Assess the utilisation of lecturers at initial teacher training institutions and whether such staff is appropriately qualified and utilised.

· Match the initial teacher training enrolment (per subject per year) to the changing needs of schools.

· Revise the design of the initial teacher education curriculum in relation to school needs and market trends.

· Monitor teachers’ choices in terms of upgrading and, if necessary, manage expenditure on upgrading in order to ensure that teachers’ choices are appropriate.

· Project more accurately the cost of teacher remuneration.
· Assess the likely effects of possible future policy on teacher licensing, particularly with respect to its possible impact on teacher attrition.  

1.2
STUDY DESIGN AND IMPLEMENTATION

1.2.1
Data collection and analysis

4.
Information on all aspects of the supply and demand of school teachers was collected by the study team. The major data collection activities were as follows:

· Interviews with all departmental directors and other key personnel in the Ministry of Education and other key organisations, in particular, the four Colleges of Education, the Faculty of Education at the University of Namibia, the Central Statistical Office, the National Council for Higher Education (NCHE) and teacher unions.   

· Visits to a representative sample of 20 primary and secondary schools in eight regions
 in order to discuss a range of pertinent issues relating to the quality and relevance of teacher training, teacher commitment and motivation, and teacher deployment, workloads and other staffing matters. The senior management of the Regional Education Offices were also interviewed in each of these regions
· A large tracer study of BETD graduates from the four colleges of education and Bachelor of Education graduates from the University of Namibia.

· Analysis of EMIS school survey data, namely the 15th day survey and the annual school census (which is undertaken in September).

· Relevant household surveys, in particular the 2000 and 2006 Demographic and Health Surveys, the 2003/04 National Household Income and Expenditure Survey, the 2003 Labour Force Survey, and the 2005 Child Activities Survey.

· Review of all relevant reports and other documentation including staffing data from the MoE Department of Human Resources. 

5.
Most of the required data was successfully obtained. However, not all the requested EMIS data was provided in the required format, which meant that some of the more detailed analysis of teacher utilisation could not be undertaken. The methodologies used for the analysis of this data, in particular the projections of teacher requirements for the period 2009-2020, are discussed in each chapter.  For the reasons explained in the report, it was not possible to develop a model for teacher projections by individual subject. The first draft of the report was reviewed by MoE senior management at a two-day workshop in Ongwediva in late November 2008. In the light of these discussions, a final draft of the report was submitted in February 2009.  
1.2.2
Study team
6.
The study was conducted by Dr. Paul Bennell, Senior Partner, Knowledge and Skills for Development, Brighton, United Kingdom and Dr. Yusuf Sayed, independent consultant. Their national counterpart was Mr. Onesmus Hailombe, Senior Education Officer, Directorate of Planning, MoE.

1.3
REPORT STRUCTURE

7.
The findings of the study are presented in four parts, namely access and enrolments (chapter 2), teacher supply and teacher-training (chapters 3-5), teacher utilisation, deployment and motivation (chapters 7 and 8) and projected teacher demand (chapter 9-11). 

2.
THE SCHOOL SYSTEM: AN OVERVIEW

2.1
OVERALL POLICY GOALS AND OBJECTIVES 

8.
A key goal of the Government of Namibia’s Vision 2030 is universal basic education of 10 years and 80% enrolment in senior secondary education by 2030 along with the full implementation of the recommendations of the 2001 Presidential Commission on Education and Training. The main ‘general education’ goals of the Education and Training Sector Improvement Programme (ETSIP) are the establishment of pre-primary classes in primary schools, the ‘pro-poor’ expansion of opportunities for high quality senior secondary education, the implementation of the Teachers’ Education Colleges Act, and a sharp increase in learning achievements which, inter alia, will entail the ‘rationalisation of curricula at higher levels’.

9.
With regard to teachers, the main ETSIP goal is to improve the utilisation of teaching staff, especially given that the ‘salary bill is higher than the country can afford’. Improved teaching quality is also highlighted. MOE introduced the teacher upgrading policy in 2001 whereby under-qualified teachers are required to enroll in the Basic Education Training Diploma in-service training programme. The deadline for acquiring this qualification was the end of 2007 and it is MOE policy that under-qualified teachers will now be placed on temporary contracts and will be replaced by qualified teachers as they become available. However, where necessary, the most able under-qualified teachers will be allowed to stay on the recommendation of their Regional Education Director.

2.2
SCHOOLS AND ENROLMENTS 

2.2.1
Number and type of schools
10.
There are five main types of schools in Namibia: single-phase lower primary (Grade 1-4) (344 schools), two-phase lower and upper primary schools (Grade 1-7) (696 schools), combined primary and junior secondary schools (Grade 1-10) (383 schools), single-phase junior secondary schools (Grade 8-10) (66 schools), and two-phase junior and senior secondary schools (Grade 8-12) (110 schools). The combined school is seen as a cost-effective way of extending junior secondary school provision, particularly in rural areas in order to attain the goal of universal basic education. It also enables the sharing of subject teachers between the upper primary and junior secondary phases. The lack of (enrolment) capacity in existing secondary schools has fuelled the growth of combined schools in many regions. In some instances, primary schools have been converted to combined schools. A key issue is how many of the learners in these new combined schools will find places in senior secondary schools. 
11.
MOE policy is to promote a 10+2 schooling system based on the 10-year combined basic school followed by two years of senior secondary schooling. However, the previous primary-secondary 7+5 structure persists, particularly in the regions outside of the north of the country. There has, in fact, been a substantial increase in the number of separate secondary schools since 2000 (see table 2.l). These schools accounted for nearly 45% of junior secondary phase enrolments in 2007.  

12.
The number of schools with incomplete phases has declined appreciably since 2000, which has made the staffing of schools easier and should have led to a considerable improvement in teacher utilisation. Incomplete lower primary schools (i.e. Grade 1 up to and including Grade 3) declined from 149 in 2000 to 100 in 2007, primary schools with incomplete upper phases from 169 to 85, and schools with incomplete junior secondary phases from 110 to 51. 

Table 2.1:  Number of schools by school type, 2000-2007
	Grades
	2000
	2001
	2002
	2003
	2004
	2005
	2006
	2007
	Change

	1
	15
	10
	17
	11
	5
	10
	8
	10
	-5

	1 to 2
	45
	48
	60
	54
	54
	52
	57
	47
	2

	1 to 3
	89
	77
	64
	58
	51
	52
	39
	43
	-46

	1 to 4
	236
	221
	220
	242
	242
	243
	251
	244
	8

	1 to 5
	87
	76
	58
	57
	45
	36
	35
	38
	-49

	1 to 6
	82
	100
	89
	53
	67
	55
	44
	47
	-35

	1 to 7
	432
	464
	523
	568
	572
	588
	602
	611
	179

	1 to 8
	63
	52
	30
	27
	32
	37
	24
	21
	-42

	1 to 9
	47
	62
	56
	34
	37
	37
	40
	30
	-17

	1 to 10
	206
	217
	243
	269
	278
	292
	311
	332
	126

	5 to 7
	10
	11
	11
	11
	10
	8
	7
	7
	-3

	up to js
	34
	22
	21
	14
	24
	19
	19
	20
	-14

	1 to ss
	13
	15
	16
	18
	17
	20
	22
	30
	17

	8 to 10
	34
	47
	55
	61
	66
	68
	67
	66
	32

	8 to ss
	78
	90
	94
	95
	97
	99
	104
	110
	32

	11 to 12
	10
	3
	1
	1
	1
	1
	2
	2
	-8

	Total
	1481
	1515
	1558
	1573
	1598
	1617
	1632
	1658
	177


Source:  EMIS
2.2.2
School size and utilisation
13.
Schools in Namibia are small by international standards, which have major implications for staffing and resource efficiency. The 334 single phase lower primary schools account for one-third of all primary schools, but only eight percent of primary school learners attend these schools. Average enrolment was 90 learners in lower primary schools in 2007 compared to 369 learners in the combined lower and upper primary schools (see table 2.2). The average enrolment at combined schools is around 500 (with an average of 290 learners in the two primary phases and 224 in the junior secondary phase). Only the traditional combined junior and senior secondary schools have relatively large enrolments, averaging almost 900 in 2007.
Table 2.2:  Size distribution of schools by school type, 2007 (%)
	
	Primary
	Primary
	Combined
	Junior
	Secondary

	Enrolments
	Gd 1-4
	Gd 1-7
	Gd 1-10
	secondary
	Gd 8-12

	<50
	38.2
	1.4
	0.3
	0
	0

	51-100
	39.7
	4
	0.3
	4.5
	0

	101-200
	16.1
	23.1
	1.7
	16.4
	1

	201-500
	4.6
	50.3
	49
	71.6
	25.3

	501-750
	0.5
	11
	36.4
	6
	37.3

	751-1000
	0
	4.3
	11.3
	1.5
	26.3

	1000>
	0.5
	5.9
	0.6
	0
	10.1

	Average enrolment
	90
	369
	514
	322
	898


Source:  EMIS
14.
The proportion of learners in double shift, ‘platoon’ schools (with children attending ‘afternoon classes’) has declined appreciably; from 4.2% in 2000 to just 1.7% in 2007 (see annex table 2.1). Almost all double shifting is at primary schools. There are currently no incentives for principals to introduce double shifting in their schools. 
2.2.3
Enrolments 
15.
There were 410,000 primary and 158,000 secondary school learners attending government and private schools in 2007. Primary school enrolments only increased by 12% in the ten-year period between 1998 and 1997 while secondary enrolments increased by 45%.   Most learners attending single-phase lower primary schools as well as combined schools are living in ‘rural’ areas. By contrast, 55% of the total enrolment at separate secondary schools is accounted for schools situated in ‘urban’ areas (see table 2.3). There is considerable mobility among the school-aged population due to long-term rural-urban migration as well as learners moving from relatively low to high performing schools within and between regions.

Table 2.3:  School enrolments by school type, ownership and location, 2007
	
	           Rural
	
	         Urban
	
	         Total
	

	School type
	Government
	Private
	Government
	Private
	Government
	Private

	Lower primary
	48000
	80
	12800
	0
	60800
	80

	Upper primary
	1140
	0
	1640
	0
	2780
	0

	2-phase primary
	162350
	7800
	73600
	8580
	235950
	16380

	Combined
	135090
	540
	3380
	2050
	138470
	2590

	Junior secondary
	21160
	980
	4560
	0
	25720
	980

	2-phase secondary
	20420
	2170
	29710
	1900
	50130
	4070

	4-phase primary and secondary
	150
	1840
	4630
	2350
	4780
	4190

	TOTAL
	388310
	13410
	130320
	14880
	518630
	28290


Source:  EMIS
16.
Nearly 29,000 children attend mm private schools (5.1% of total enrolments). These schools employ 1,346 teachers, 320 of whom have their salaries paid for by the state.
2.2.4
Enrolment rates
17.
The age-specific enrolment rates for females and males in the 5-24 age range, which have been calculated from the 2006 Demographic and Health Survey show enrolment rates peaking at around 95-96% among children aged between 10 and 12 years
 (see figure 2.1). Only 80% of males and 87% of females are still enrolled in school at the age of 16, which indicates that there is some way to go before the official policy of compulsory education up to this age is achieved. Female enrolment rates are consistently higher than those for males.   
18.
EMIS data indicates that the net enrolment rate (NER) for primary schooling increased 20 percentage points between 1999/2000 and 2006; from 73.0% to 92.3%. The corresponding increase for the gross enrolment rate (GER) was from 104.4% to 116.5%. According to the DHS surveys, the primary NER increased from 86% to 91% during the same period while the GER increased from 111% to 133% (22 percentage points) (see tables 2.4 and 2.5).  Differences in primary NERs had been largely eliminated between rural and urban locations by 2006, but rural GERs still remain much higher than urban GERs (17 percentage points in 2006) probably as a result of rural children enrolling later in primary school and/or higher repetition rates.

Table 2.4:  Primary and secondary enrolment rates 1999 and 2006, EMIS estimates
	
	PRIMARY
	SECONDARY

	
	NER
	GER
	 NER
	 GER 

	 
	Female
	Male
	All
	Female
	Male
	All
	Female
	Male
	All
	Female
	Male
	All

	1999/00
	76
	70
	73
	105
	103
	104
	40
	29
	34
	63
	56
	60

	2006
	94
	91
	93
	116
	118
	117
	56
	46
	51
	68
	61
	65

	CHANGE
	18
	21
	20
	11
	15
	13
	16
	17
	17
	5
	5
	5


Table 2.5:  Gross and net enrolment rates for primary and secondary education by gender and location, 2000 and 2006, DHS estimates
	
	PRIMARY
	SECONDARY

	 
	
	NER
	GER
	NER
	GER

	Year
	Location
	Female
	Male
	All
	Female
	Male
	All
	Female
	Male
	All
	Female
	Male
	All

	2000
	Urban
	92
	93
	92
	103
	107
	105
	64
	63
	63
	81
	91
	85

	 
	Rural
	85
	84
	84
	112
	115
	113
	40
	30
	35
	61
	55
	58

	 
	All
	87
	86
	86
	109
	113
	111
	47
	39
	43
	67
	64
	66

	2006
	Urban
	92
	92
	92
	121
	123
	122
	63
	53
	58
	78
	67
	73

	 
	Rural
	91
	90
	91
	135
	143
	139
	47
	34
	40
	58
	46
	52

	 
	All
	91
	91
	91
	130
	136
	133
	53
	40
	47
	66
	53
	60

	Change
	Urban
	0
	-1
	-1
	17
	16
	17
	-1
	-11
	-5
	-3
	-23
	-12

	 
	Rural
	6
	6
	6
	24
	28
	26
	7
	4
	5
	-3
	-9
	-6

	 
	All
	5
	5
	5
	21
	23
	22
	6
	2
	4
	-2
	-11
	-6


Source:  DHS
19.
EMIS data shows that the net enrolment rate for secondary schooling as a whole increased appreciably by 17 percentage points - from 40% in 2000 to 51% in 2006. However, the corresponding increase in the GER was only five percentage points - from 60% to 65%. DHS data yield markedly different enrolment rate estimates for secondary education. In particular, the GER fell by six percentage points due mainly to a large decline in the male GER in urban areas.  EMIS does not present separate enrolment rates for junior and senior secondary education. However, according to UNESCO statistics, the GERs for junior and senior secondary education were 74% and 30% respectively in 2004
. Secondary school enrolment rate differentials between rural and urban areas remain sizeable, which, in part, is due to much higher poverty levels in rural areas. Unlike primary education, secondary enrolment rates among children from the lowest wealth quintile are over twice lower than for the highest wealth quintile (see annex table 2.2). 

[image: image1.emf]Figure 2.1: Age-specific enrolment rates for 5-24 age group, 2006
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20.
Enrolment rates vary considerably across the 13 education regions. Primary school NERs are particularly low in Kunene Region followed by Otjozondjupa, Omaheke and Kavango (see Figure 2.2).  The relatively very large net and gross enrolments rate differentials in Kavango and Ohangwena, Omusati, Oshana and Oshikoti are due to much higher rates of late entry to school and repetition in these regions.
[image: image2.emf]Figure 2.2: Net and gross primary school attendance ratios by region, 2006, DHS data
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2.3
OUT-OF-SCHOOL CHILDREN

21.
There are two categories of ‘out-of-school’ children in Namibia, namely those who have never attended school and those who enroll in school, but drop out before completing the 10 years of compulsory basic education.

2.3.1
Never-attenders 

22.
Recent household surveys show low but somewhat differing estimates of the proportions of children who never enroll in school. According to the 2005 Child Activities Survey, which was conducted by the Ministry of Labour, only 0.1 percent of children aged 10-14 had never attended school whereas the 2006 Demographic and Health Survey yields never-attendance rates for the same age group of 3.1% for females and 4.8% for males, which are considerably higher. Table 2.6 shows the extent to which never-attendance rates have declined during the last 20-30 years.     

Table 2.6:  Never-attended school by age cohort, 2000 and 2006
	Year
	Sex
	45-49
	40-44
	35-39
	30-34
	25-29
	20-24
	15-19
	10 to 14

	2000
	Female
	23.7
	19.8
	13.5
	11.1
	8.7
	8.1
	4.5
	na

	
	Male
	22.5
	21.2
	16.8
	14
	11.7
	10.5
	8.2
	na

	2006
	Female
	17.5
	11.5
	9.8
	7.4
	5.5
	4.5
	2.8
	3.1

	
	Male
	22.7
	14.8
	12.7
	10.6
	9.4
	7.8
	5
	4.8


Source:  DHS

23.
More research on just exactly which children never attend school and the reasons for this is required in order that effective policies can be designed to ensure that all children enroll in school. 

School survival and completion rates
24.
Estimates of grade-specific drop out rates for primary schooling are broadly consistent between school-based EMIS and household survey-based DHS (see annex table 2.3). Currently, around 15 percent of both girls and boys drop out of school before completing the full seven-year primary education cycle and nearly 35% drop out before the end of junior secondary schooling (i.e. Grade 10).  According to the 2005 Child Activities Survey, household head respondents indicated that the nearly one-quarter of children aged 7-18 who had dropped out of school had done so because they were unable to afford the costs of attending schooling.  The next three most important reasons for drop out are lack of learner interest (11.7% of responses), illness/disability (8.3%), and lack of parental interest (8.1%). Interestingly, work-related activities (household chores, earn money, care for children, sick and elderly) and the distance/availability of schools are relatively unimportant; 6.7% and 4.4% of responses respectively).  

25.
The five most reasons given by school principals in the EMIS Annual School Census for each learner drop out are pregnancy and early marriage (17.5%), lack of parental interest (14.6%), distance/availability to school (13.1%), work activities (14.1%) and poor school performance (13.8%). Given this lack of consistency in the information on the causes of school drop out, it is difficult to reach robust conclusions about what should be done to reduce it. However, as noted above, there are quite wide disparities in enrolment/attendance rates and the age-specific attendance profiles across the 13 regions, which are mainly due to differences in dropout and survival rates. Kunene Region has by far the lowest survival rates with barely one-half of all children reaching grade 8 followed by Omaheke (78%), and Otjozondjupa (81%), and Caprivi and Ohangwena (82%) (see Figure 2.3). Policy interventions to improve school retention should, therefore, be targeted at these regions.  Poverty is a key factor.   

[image: image3.emf]Figure 2.3: Grade 7 survival rates by region, 2006
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26.
Primary school completion rates increased appreciably (by 11-12 percentage points for the 15-19 age group), but increased only slightly for secondary education (by 2-3 percentage points for the 2024 age group) (see annex tables 2.4 and 2.5).  

2.4
ACCESS POLICIES 
2.4.1
Compulsory education

27.
The attainment of universal basic education of 10 years remains the key policy objective for the education sector. To this end, school attendance is compulsory for all children up to aged 16. 
2.4.2
School feeding

28.
MOE recognises that school feeding is a strong incentive among poor children to attend school. In the context of pervasive poverty, it should, therefore, be a key policy intervention with respect to the attainment of UBE. The MOE School Feeding Programme, which began in 1997, replaced the support provided by the UN World Food Programme to schools between 1993 and 1996. In June 2008, financial provision had been made for 89,262 learners (around 16% of total school enrolments) in 637 schools to receive the maize blend meal each school day. Given funding constraints, no new schools have been included since the 1997. The proportions of learners being fed varies considerably across the regions – from over 40% in Caprivi and Omaheke to less than 10% in Oshana, Ohangwena, Omusati, and Khomas (see table 2.7). Revised guidelines for school feeding have been recently implemented.
Table 2.7:  MOE school feeding programme: schools and learners, mid 2008
	
	SCHOOLS
	LEARNERS

	Region
	Supplied
	Total
	% total
	Number fed
	Total
	% total

	Kunene
	45
	52
	87
	2704
	16491
	16

	Otjozondjupa
	33
	63
	52
	7096
	31669
	22

	Omaheke
	27
	41
	66
	6044
	14541
	42

	Kavango
	219
	329
	67
	27264
	69534
	39

	Ohangwena
	33
	235
	14
	4590
	86475
	5

	Khomas
	9
	87
	10
	1088
	62613
	2

	Erongo
	24
	60
	40
	4774
	26131
	18

	Hardap
	41
	58
	71
	7251
	19973
	36

	Oshikoto
	50
	185
	27
	6302
	57035
	11

	Oshana
	8
	132
	6
	715
	52880
	1

	Caprivi
	83
	97
	86
	12499
	26277
	48

	Omusati
	32
	269
	12
	4236
	87030
	5

	Karas
	30
	47
	64
	4699
	18450
	25

	Totals
	634
	1655
	38
	89262
	569099
	16


Source:  MOE
29.
The annual budget for school feeding is N$9 million. An estimated N$15 million is required to reach all children requiring a meal. Long delays in the supply of food are the norm in the second and third terms, which impacts negatively on school attendance.
  For some children, ‘no food means no school’. However, the efficacy of the programme has not been robustly assessed. For example, Kunene Region still has low enrolment rates despite the fact that learners at nearly 90% of schools in the region are being providing with a meal. 
2.4.3
Orphans and vulnerable children

30.
It is estimated that around 120,000 learners are ‘orphans’ and another 60,000 are classified as ‘vulnerable. In total, therefore, nearly one-third of school children are ‘OVCs’. According to the DHS, in 2006, orphan rates among school aged children were as follows: the 5-9 age group 14%, 10-14 26% and 15-17 31%. The incidence of orphans ranges from 31% in Caprivi to 9% in Otjozondjupa. The incidence of orphans among the two younger age groups has roughly doubled since 2000 (see annex table 2.6). Only 27% of children are living with both parents, and 24% are not living with their parents (both of whom are alive). In total, 38% of children are orphans or are being ‘fostered’.
31.
ETSIP states that ‘OVC are often excluded from the education system because of lack of money’ (p.83). However, the 2006 DHS shows that, among 10-14 year olds, there are minimal differences in school attendance rates between children with both parents deceased (two-parent orphans) and children with both parents alive and living with at least one parent. Attendance rates are, in fact, higher for OVCs than non-OVCs (see figure 2.4). According to data from the 2002-03 National Household Income and Expenditure Survey, primary school enrolment rates among orphans were only 3-5 percentage points lower than for children with both parents alive. Orphan enrolment rates were generally higher for junior secondary schooling, but markedly lower at the senior secondary level (especially for maternal orphans) (see table 2.8). 

32.
In March 2008, the Ministry of Gender Equality and Child Welfare (MGECW) provided monthly grants to 84,000 school-aged orphans (both single and two-parent),
 which means that approximately three-quarters of the orphan learners enumerated by the School Census are being supported by the Ministry. The overall level of support has grown rapidly in recent years; only around 9,000 children received grants in 2003. Currently, the first beneficiary child receives N$200 per month and each child thereafter N$100 per month with a household maximum of $N700. Payment of the grant is conditional on continued school attendance, which, despite relatively weak monitoring, helps to ensure that attendance rates among orphan children are now as high as for non-orphans.
[image: image4.emf]Figure : Attendance rates by parental and OVC status, 2006
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Table 2.8:  School enrolment rates by parental status, 2002-2003
	
	Both alive
	Paternal orphan
	Maternal Orphan
	Two-parent orphan

	Primary
	95.5
	92.3
	90.5
	91.9

	Junior secondary
	88.7
	95.1
	90.5
	87.9

	Senior secondary
	88
	71.3
	48.4
	76.8


Source:  National income and expenditure survey
33.
The proportion of potential orphan learners who are being supported varies considerably across the regions. In Caprivi, 31% of children are orphans, but only 16% of all learners are supported. By contrast, in Kunene, 10% of children are orphans, but 16% of learners receive grants (see table 2.9). Orphans are exempted from having to contribute to school development funds. ETSIP also proposes that resources from the Educational Development Fund should be targeted at schools which have more than 60% disadvantaged learners. The MoE’s ‘education policy for OVC’ was published in August 2008. Education support for OVC is to be provided in the following four main areas: exemption of contributions to the school development fund and all other school-related expenses, health and nutrition (principally school feeding), a safe and non-discriminatory school environment, and counseling and support. 
Table 2.9:  MGECW grants for orphans, March 2008
	Region
	Total grants
	%
	% children orphans
	% learners supported

	Caprivi
	4235
	5
	31
	16

	Erongo
	2720
	3
	10
	10

	Hardap
	3069
	4
	14
	15

	Karas
	2204
	3
	12
	12

	Kavango
	6101
	7
	18
	9

	Khomas
	6481
	8
	10
	10

	Kunene
	2644
	3
	10
	16

	Ohangwena
	13698
	16
	21
	16

	Omaheke
	2302
	3
	11
	16

	Omusati
	13198
	16
	23
	15

	Oshana
	12118
	15
	24
	23

	Oshikoto
	10589
	13
	19
	19

	Otjozondjupa
	4164
	5
	9
	13

	Totals
	83523
	100
	17
	15


Source:  MOE
2.4.4
Disabled children
34.
According to the 2001 Population Census, 2.5% of school-aged children were disabled. More recent figures are not available. While MOE has sound policies, based on international best practice for the education of children with special learning needs, ETSIP has no specific objectives with regard to special education. Very little information is available on enrolments and learning outcomes among this group of learners
. However, the MOE officers responsible for special education believe that many disabled children are not currently attending school. A B.Ed. in inclusive education is being mounted at UNAM in 2009.  

2.5
RECOMMENDATIONS

35.
ETSIP sets out a number of policy objectives with regard to access issues. In particular, ‘general education must increase its throughput and completion rates of learners’.  To this end, the net enrolment rate for basic education is expected to increase from 93% in 2006 to 98% in 2011. Repetition and completion rates are expected to improve as a result of higher quality education and better learning outcomes. The introduction of normative per capita funding will enable schools to meet minimum input norms with special funding provision for schools in ‘disadvantaged areas’. Education and psychosocial support is to be provided to OVC, although only N$2.3 million is budgeted under this heading.   

36.
Interestingly, the primary focus of ETSIP is on increasing the provision of senior secondary education.  However, as noted earlier, the attainment of the universal basic education of 10 years is far from being realised, with probably around 3-4% of children still never attending school and one-third of children enrolling in grade 1 dropping out before grade 10. Comprehensive regional strategies are still urgently needed, therefore, to ensure that, by 2015, all children will successfully complete 10 years of basic education. Additional resources should be carefully targeted at regions with the lowest survival rates (particularly Kunene, Omaheke, Otjozondhupa, Caprivi and Omaheke). The reasons for much lower enrolment and completion rates among boys should be clearly identified and addressed. It is recommended that each region is required to produce an annual progress report on the implementation of its regional UBE strategy. EMIS should also play its role by providing accurate estimates of enrolment rates for each of the three basic education phases in each region as well as for senior secondary schooling. 
37.
In addition to achieving rapid improvements in schooling quality, demand-enhancing policy measures need to be strengthened in order to provide the necessary incentives for disadvantaged households to send their children to school for the prescribed 10 years.  Targeted conditional cash transfers, which are now widely used in many countries, are an effective way to achieve this. It is important, therefore, that all the various support interventions for OVCs by government and other agencies are carefully designed and coordinated. All support should be made conditional on continued school attendance and this should be effectively enforced. 
38.
The full implementation of the MGECW Action Plan 2006-2010 should provide sufficient support for OVC. The specific target of the plan with respect o education is that ‘equal proportions of OVC versus non-OVC aged 16-17 years have completed Grade 10 by 2010’. A total of N$348 million has been budgeted for educational support for OVCs across 11 ‘activity’ areas. As noted earlier, OVC enrolment rates for primary and junior secondary education are not appreciably lower than for the non-OVC group. As long as current levels of support can be maintained, this should continue to be the case. Although the data is now somewhat dated, it appears that OVC enrolment rates are much lower at the senior secondary level. It is here, therefore, that the ETSIP objective of ensuring a pro-poor expansion of provision at this level will need well conceived and adequately funded policy interventions.
39.
More generally, it is essential that the school feeding programme is extended to all needy learners. The cost-effectiveness of current provision needs to be robustly assessed so that a strong case can be made for enhanced support from government and external partners.   
PART A:
TEACHER SUPPLY

3.
TEACHER EDUCATION POLICIES AND ENROLMENTS 

3.1
OVERVIEW

3.1.1
Institutional framework and policy goals
40.
Teacher education provision in Namibia is segmented; the colleges of education fall under the Ministry of Education and offer the three-year Basic Education Teachers’ Diploma (BETD) for the three ‘basic education’ school phases while the University of Namibia (UNAM), which enjoys considerable organisational autonomy, offers a four-year education degree, which historically has catered mainly for upper secondary schooling. Legislatively, the operation of the colleges is prescribed by the Teachers Education Act of 2003. The National Council for Higher Education has oversight and quality assurance responsibilities for UNAM. 
41.
The following reforms and other interventions are being implemented or being seriously proposed, which will have major implications for the teacher educator system: 

· A new competency framework for teacher education: The National Professional Standards for Teachers specify in detail the competencies teachers are expected to cover and the standards associated with these competencies.

· A new system of teacher accreditation and licensing: Newly Qualified Teachers (NQT) will have to complete a one-year internship prior to becoming licensed. 

· A new institutional division of labour: It has been proposed by the recently published Crebbin Report that the colleges of education should be responsible for the training of primary school teachers while UNAM will train mainly secondary school teachers. This was motivated on the grounds that UNAM has the capacity to raise the content level of training for the junior secondary school phase and would better align the two secondary education phases. 
· The Crebbin Report also recommends that the colleges of education should be merged with the Faculty of Education at UNAM. The main rationale for this recommendation is that colleges are not yet ready to become fully autonomous or semi-autonomous. In addition, a merger would address the academic and management challenges that colleges face presently.
· The introduction of a new school curriculum, which, if implemented, will impact on the initial training of teachers, particularly with respect to their subject specialisations, as the number of subjects taught will be reduced.

42.
A key ETSIP goal is to ‘improve the governance and capacity of the teacher education colleges’. It is planned that CoE enrolments will increase by 300 students by 2012 and 250 students at the FoE.
3.1.2
Human resource planning 

43.
No systematic human resource planning is undertaken by MoE in order to establish annual student intake targets for the main areas of specialisation at the CoEs and the FoE. In part, this is because the MOE does not have a designated organisational home for the HRD function. 44.
The REOs now advise the Colleges on teacher staffing requirements
, but it is still left up to the colleges and the Faculty to decide on intakes for each schooling phase and subject area. Ensuring that training capacity is fully utilized in each department at the Colleges of Education is a key consideration. The overall level of student demand, especially, at UNAM where the availability of funding for tuition fees and maintenance is quite acute, is also important (see below).  

3.2
BETD ENROLMENTS AND GRADUATES

45.
The numbers of applicants to the colleges of education far exceed the number of places that are available.  For example, in 2008, Windhoek CoE had 4,060 applicants out of which only 231 were selected. However, 2,500 applicants did not meet the minimum admission requirements. Unfortunately, there is no national and standardised system for collecting information on the number of applications, their socio-economic and educational backgrounds, etc for there to be informed discussion about the demand for college places and where such demand is coming from.

3.2.1
BETD trainee selection 

46.
Admission standards for the BETD have changed over time. Currently, applicants must have a minimum of 25 GSCE points with at least ‘D’ grades in English and in their proposed major subject specialisation. In addition, entry is conditional on trainees demonstrating an ‘acceptable level of suitability for study’ (BETD Broad Curriculum, 2007). Minimum points requirements were previously 23 points, but this was not strictly enforced by all colleges (see below). In some specialisations, especially mathematics, most students have only lower level passes in the GSCE, which creates discrepancies in basic content knowledge at the outset.

47.
Student recruitment processes are not uniform with some colleges only relying on the application form whilst some use the application form plus interviews and some kind of aptitude test. Recruitment depends on the historic practice and approaches of individual colleges and there appear to be three major issues with the ways trainees are chosen. First, colleges tend to attract trainees with low entry points as their entry requirements are lower than for the university and polytechnic. Second, there is no consistent and uniform method of assessing candidates’ suitability for entry across the system. Moreover, it is not evident that when tests are applied, that they actually measure trainees’ aptitude and suitability for teaching. Third, where phases and subjects are under-subscribed, admission requirements are lowered. It is a matter of concern that some colleges pay insufficient attention to assessing the eligibility requirements of suitability as stated in the Broad Curriculum, which specifically states that suitability for entry to the BETD should be evaluated ‘in terms of attitude to education, personal attributes, maturity, and reasoning and communication skills’ (MoE 2007, p.7). It is essential that suitability be rigorously assessed as it enables colleges to recruit the most able and mature trainees. 
48.
Applicants from marginalised and disadvantaged communities are accepted with lower admission points. There does not appear to be any additional academic support for these and other learners, many of whom find it difficult to cope with the academic demands of the BETD programme. 

3.2.2
Intake characteristics

49.
Vocational commitment: From group discussion with students at each of the Colleges, it appears that teaching training is the first-choice course for less than 20% of the recent student intakes at the CoEs. Most student respondents stated that UNAM or the Polytechnic was their first choice. The main reasons trainees give for choosing teacher education is that admission requirement are appreciably lower than for the university and the polytechnic. Many also stated that the loan for college study, which covers most costs, is an attractive option, given that they and their families cannot afford the costs of attending the university or polytechnic. The absence of any form of career counseling in school, particularly with respect to the subject choice for Grade 10-12, is a major issue. Most trainees who enter the colleges of education come straight from school so very few of them have any prior experience of work and especially teaching. 
50.
Age and gender: Less than one-quarter of teacher trainees are less than 20 years old and over half is aged between 20 and 25. The average ages of the traced 1995, 2000 and 2005 BETD graduates are 43,34 and 28 respectively, which indicates that age intake profile has been getting progressively younger. In 2007, 52% of CoE students were female, up from 46% in 2000.

51.
Home area: Until 2004, each CoE recruited students mainly from its own regional catchment area. This was particularly the case of the Rundu and Caprivi colleges. Between 80-95% of the traced BETD graduates who attended Caprivi and Rundu CoEs come from the Caprivi and Ovango Regions respectively. Almost all Ongwediva graduates come from the four ‘O’ regions (Omusati, Onhangwena, Oshana, and Oshikoto) and three-quarters of Windhoek CoE graduates are from the five southern regions. The same pattern prevails with respect to intakes as a whole although there has been some slight widening of the traditional catchment areas (see table 3.1) 

Table 3.1:  CoE intakes by region of origin, 2000 and 2003
	Catchment area
	Caprivi
	Four Os
	Rundu
	Southern regions

	Caprivi college
	
	
	
	

	2000
	93
	0
	4
	3

	2003
	91
	8
	0
	1

	2007
	
	
	
	

	Ongwediva college
	
	
	
	

	2000
	3
	91
	0
	6

	2003
	3
	81
	3
	12

	2007
	
	
	
	

	Rundu college
	
	
	
	

	2000
	2
	8
	81
	9

	2003
	2
	14
	78
	5

	2007
	
	
	
	

	Windhoek college
	
	
	
	

	2000
	2
	15
	2
	80

	2003
	1
	20
	2
	77

	2007
	
	
	
	


Note: More recent data is not available.
Source:  MOE
52.
Table 3.2 shows the breakdown of traced BETD graduates by constituency. Some regions are much better represented than others. For example, only one graduate came from one of the nine constituencies in Erongo Region. By contrast, more than five students came from three constituencies in Oshana Region.  
Table 3.2:  Distribution of college graduates by home constituency
	Region
	0
	1
	2
	3 to 5
	5>

	Caprivi
	0
	1
	2
	1
	2

	Erongo
	8
	1
	0
	0
	0

	Hardap
	5
	1
	0
	0
	0

	Karas
	4
	2
	0
	0
	0

	Kavango
	0
	1
	1
	3
	4

	Khomas
	10
	1
	0
	1
	0

	Kunene
	0
	0
	2
	1
	0

	Ohangwena
	2
	3
	1
	4
	0

	Omaheke
	6
	2
	1
	0
	0

	Omusati
	1
	4
	3
	3
	1

	Oshana
	2
	4
	1
	0
	3

	Oshikoto
	8
	1
	2
	0
	1

	Otjozondjupa
	4
	1
	0
	2
	0


Source:  Tracer survey
53.
Narrow de jure or de facto geographical student catchment areas are undesirable since they restrict competition between colleges for students and, because each college has to cater for the full range of teacher education needs, results in small enrolments for each of the upper primary and junior secondary subject specialisations, which increases unit costs and prevents sizeable economies of scale being realised. 

54.
Mother tongue imbalances. Around 20% of all learners in lower primary school grades 1-3 are not currently taught in their mother tongue as is officially prescribed. Only 6% of the traced BETD graduates have Khoekhoegowab as their mother tongue, but this language is spoken by 11% of all Grade 1 learners.  Silozi is the mother tongue of 6% of the traced BETD graduates, but it is the mother tongue of only 1% of grade 1 learners.  The reliance on mother tongue as the medium of instruction in Grades 1-3 restricts the effective utilisation of lower primary trained teachers.  

55.
Academic quality: The relatively low academic attainment among student intakes at the CoEs has been a longstanding concern. Mean IGSCE scores are lower for the more recent BETD graduate cohorts from Rundu CoE, but have increased among graduates from Ongwediva and Windhoek CoEs (see table 3.3). Even among the 2005 graduate cohort, 53% obtained less than 23 points at Rundu CoE and 53% at Caprivi CoE. Student performance in mathematics is particularly poor, particularly at Caprivi and Rundu CoEs (see table 3.4).  
Table 3.3:  Percentage of traced BETD graduates with less than 23 points in the IGCSE examination (rounded)
	College
	1995
	2000
	2005

	Caprivi
	na
	19
	20

	Ongwediva
	75
	48
	10

	Rundu
	na
	81
	62

	Windhoek
	25
	17
	20

	B.Ed.
	0
	0
	0


Source:  Tracer survey
Table 3.4:  Percentage of traced BETD graduates obtaining D grade and higher in English and mathematics in the IGCSE examinations (rounded)
	
	
	ENGLISH
	
	
	MATHS
	

	College
	1995
	2000
	2005
	1995
	2000
	2005

	Caprivi
	n/a
	26
	50
	n/a
	26
	6

	Ongwediva
	20
	9
	34
	16
	41
	41

	Rundu
	17
	31
	48
	0
	25
	8

	Windhoek
	25
	50
	75
	15
	25
	31


Source:  Tracer survey
3.2.3
Enrolments 

56.
Total enrolments at the four CoEs increased from 1956 in 2000 to mm in 2008 (nn%). Ongwediva and Windhoek CoEs account for two-thirds of enrolments (see table 3.5)
.
Table 3.5:  Total enrolments at the Colleges of Education, 2000-2008
	College
	2000
	2001
	2002
	2003
	2004
	2005
	2006
	2007
	2008

	Caprivi
	322
	309
	293
	331
	376
	389
	392
	386
	379

	Ongwediva
	832
	889
	898
	900
	903
	923
	914
	943
	     Na

	Rundu
	333
	356
	354
	341
	347
	357
	367
	380
	379

	Windhoek
	469
	441
	468
	533
	575
	627
	633
	609
	     na

	TOTAL
	1956
	1995
	2013
	2105
	2201
	2296
	2306
	2318
	na


Source:  MOE
57.
The breakdown of CoE enrolments by school phase has remained relatively unchanged during the last decade (see table 3.6).  Almost one-half of students opt for a junior secondary subject as their major area of specialisation and one-third for an upper primary subject area, while barely one in six students train as class teachers for the lower primary phase. Mathematics and science accounted for almost 40% of total enrolments in 2007 whereas fewer than 20% of students were training to be language teachers, which have some of the highest vacancy rates (see below). The extent to which CoE phase and subject outputs match teacher staffing requirements will be discussed in detail in Chapter 7. It seems though that the relative unattractiveness of lower primary teaching deters BETD students from choosing to train for this phase.   

Table 3.6:  Total enrolments by major specialisation at the four Colleges of Education, 2000-2007
	
	2000
	2002
	2003
	2004
	2007

	LOWER PRIMARY
	288
	313
	364
	439
	415

	UPPER PRIMARY
	
	
	
	
	

	Languages
	233
	200
	203
	189
	138

	Mathematics and INS
	291
	297
	273
	241
	368

	Social science
	160
	113
	114
	121
	130

	Arts
	25
	17
	21
	27
	43

	Home science
	
	0
	0
	11
	27

	Sub-total
	709
	627
	611
	589
	706

	JUNIOR SECONDARY
	
	
	
	
	

	Agriculture and life science 
	148
	135
	163
	158
	277

	Commerce 
	78
	84
	87
	102
	102

	Languages 
	191
	223
	232
	263
	

	Maths and INS
	263
	164
	150
	0
	0

	Mathematics 
	47
	185
	107
	229
	298

	Integrated natural science 
	0
	40
	142
	211
	216

	Social science 
	129
	175
	179
	161
	207

	Home ecology
	72
	45
	59
	17
	

	Technical studies 
	0
	21
	13
	12
	15

	Sub-total
	928
	1072
	1132
	1153
	1115

	TOTAL
	2015
	2012
	2107
	2181
	2318


Note: Data for 2005, 2006 and 2008 not available.
Source:  MOE records
58.
ETSIP projects enrolments at the CoEs increasing by 13% over the five year plan period (see table 3.7). By year 5, the output of BETD graduates is targeted to increase by around 100.
Table 3.7:  ETSIP projected enrolment targets for colleges of education and faculty of education
	
	2005
	Year 1
	Year 2
	Year 3
	Year 4
	Year 5

	Colleges of Education
	2293
	2298
	2299
	2299
	2570
	2590

	Maths
	137
	149
	152
	157
	170
	174

	English
	168
	169
	172
	184
	212
	216

	Faculty of Education
	900
	945
	993
	1043
	1096
	1151


Source:  ETSIP
3.2.4
Graduates
59.
The annual output of CoE graduates remained fairly constant in the range 600-660 between 2002 and 2006, but then increased to 737 in 2007. Junior secondary graduate outputs are more than three times greater than lower primary (see table 3.8).  
Table 3.8:  Graduates from the Colleges of Education 2000-2007
	
	
	2002
	2003
	2004
	2005
	2006
	2007

	LOWER PRIMARY
	Female
	68
	67
	60
	62
	100
	na

	
	Male
	25
	28
	33
	26
	29
	na

	
	Total
	93
	95
	93
	88
	129
	124

	UPPER PRIMARY
	Female
	119
	111
	104
	108
	120
	na

	
	Male
	132
	96
	96
	96
	64
	na

	
	Total
	251
	207
	200
	204
	184
	206

	JUNIOR SECONDARY
	Female
	120
	119
	144
	173
	177
	na

	
	Male
	196
	207
	178
	205
	198
	na

	
	Total
	316
	326
	322
	378
	375
	407

	TOTAL
	Female
	307
	297
	308
	343
	397
	na

	
	Male
	353
	331
	307
	327
	291
	na

	
	Total
	660
	628
	615
	670
	688
	737


Source: MOE
3.3
UNAM ENROLMENTS AND GRADUATES
3.3.1
Intake characteristics and admissions process

60.
Admission to the B.Ed. degree course at UNAM is ‘in accordance with entry to any other four-year degree at UNAM’ (FoE Prospectus 2007). The main academic requirement is passes in five International General Certificate of Secondary Education (IGCSE) subjects with a minimum of 25 points, scaled according to the UNAM evaluation scale. English is required as one of the five subjects and must be at Grade C or higher. In addition, for their two school subjects, trainees must have grade C or higher in similar subjects at the IGSCE or equivalent. Unlike the colleges of education, the UNAM prospectus makes no mention of entrance requirements concerning maturity and suitability.
61.
The admission requirements for the B.Ed. degree are higher than at the colleges, even though, on paper, both now have a minimum of 25 points as the entry criteria. This is because the scaling of points at UNAM is higher than that at the colleges. However, as one staff member pointed out, those with 25 points are not necessarily ‘the cream of the academic crop’. The selection process at UNAM is mainly based on the score obtained in the IGCSE and the application form. There is no specialised aptitude or other test that trainees are required to complete prior to entry. Interviews are sometimes held with trainees, but this is not usually the case.

62.
While the admission requirements are higher than colleges, UNAM staff point out that B.Ed. students generally have weaker subject content knowledge compared with students in other faculties. Thus, part of their training in their subject specialisation comprises remedial instruction for school knowledge. In fact, a sizeable proportion of B.Ed. students have only followed the ordinary level IGCSE curriculum for one or even both of their school subjects and thus are not fully prepared for advanced university level work. Many school leavers with passes at the higher grade successfully apply for South African universities. FoE faculty members are concerned about the poor English competency of many students.

63.
At present, the UNAM degree is placed on Level 7 of the NQA framework. With the proposed shift to Level 8 in the coming year, there are concerns that the new student intakes will struggle to meet the academic demands at this level, which is likely to result in higher repetition and dropout rates.

64.
Education courses at the University of Namibia are offered by both the Faculty of Education and the Centre for External Studies. Applications for the B.Ed degree exceed the number of places available, but given the difficulties that continue to be faced by school leavers in accessing loans for UNAM degree courses, many are unable to secure the necessary funding. 

3.3.2
Diploma courses

65.
Faculty of Education: With the phasing out of the higher education diplomas for primary and secondary education, the overall number of students enrolled in diploma courses at the FoE has declined from a peak of 321 in 2002 to just 131 in 2007 (see table 3.9). The fall in students taking the Diploma in Adult Education and Community Development has also contributed to this decline.

66.
Centre for External Studies: There has also been a marked decline in diploma-level students enrolled with CES. Enrolments peaked in 2,003 in 2003, but were only 764 in 2007 (see table 3.10). In 2001, the Centre took on the responsibility of upgrading of teachers who had previously been enrolled at Azaliah College in South Africa. A total of 1,145 teachers were enrolled on the BETD in-service course in 2002, but only 180 remained in 2008. Similarly, enrolments in the Diploma in Education and African Languages have fallen from a high of 867 in 2002 to 49 in 2008. Only the recently introduced Diploma in Educational Management has registered significant enrolment increases.    
3.3.3
Bachelor of Education

67.
Faculty of Education: B.Ed. enrolments more than doubled between 1996 and 2004 – from 305 to 802. Since then, however, they have declined slightly; average enrolments fell from 770 between 2002 and 2004 to 717 between 2005 and 2007 (see table 3.9). There have been around 150 B.Ed. graduates each year during the last three-four years (see table 3.11). ETSIP projects FoE enrolments increasing to 1,151 by Year 5 (a 64% increase over the 2007 level) (see table 3.7). 

68.
Centre for External Studies: The number of students registered for the B.Ed. degree through the CES has fallen from a peak of 994 in 2002 to 311 in 2008. Graduation rates for the B.Ed. remain very low. An average of only 16 students successfully completed their B.Ed. degrees between 2005 and 2007 (see table 3.12).  

Table 3.9:  Student enrolments on education courses at the Faculty of Education, University of Namibia, 1995-2007
	COURSES
	1996
	1997
	1998
	1999
	2000
	2001
	2002
	2003
	2004
	2005
	2006
	2007

	Diploma
	
	
	
	
	
	
	
	
	
	
	
	 

	Advanced Diploma in Education
	0
	0
	17
	13
	1
	0
	0
	0
	0
	0
	0
	0

	Diploma in Adult Education & Community Development
	0
	0
	0
	43
	98
	123
	296
	284
	132
	71
	72
	113

	Diploma in Vocational Training
	0
	0
	0
	0
	0
	0
	0
	0
	0
	0
	0
	0

	Higher education diploma primary
	9
	0
	1
	0
	0
	0
	0
	0
	0
	0
	0
	0

	Higher education diploma secondary
	378
	300
	185
	40
	15
	0
	0
	0
	0
	0
	0
	0

	Specialised Diploma in Gender & Development Studies
	0
	0
	0
	0
	0
	0
	25
	11
	5
	16
	9
	3

	Specialised diploma in Education Management and Leadership
	0
	0
	0
	0
	0
	0
	0
	0
	2
	8
	14
	12

	Non-degree purposes
	0
	0
	0
	4
	1
	4
	0
	0
	0
	1
	1
	3

	Total diplomas
	387
	300
	203
	100
	115
	127
	321
	295
	139
	96
	96
	131

	B.Ed.
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Maths and science
	
	
	
	
	
	
	
	229
	253
	259
	254
	308

	Subtotal
	
	
	
	456
	442
	547
	692
	687
	697
	616
	566
	628

	B.Ed Adult Education
	
	
	
	8
	15
	38
	56
	74
	105
	127
	118
	86

	Total B.Ed.
	305
	354
	329
	464
	457
	585
	748
	761
	802
	743
	684
	714

	Postgraduate
	
	
	
	
	
	
	
	
	
	
	
	 

	PGDE
	63
	72
	99
	60
	50
	31
	27
	16
	0
	0
	0
	0

	Specialised Postgraduate Diploma in Special Education
	5
	25
	26
	15
	13
	29
	43
	20
	8
	10
	21
	20

	M.Ed
	13
	27
	33
	38
	44
	38
	23
	31
	32
	38
	35
	36

	M.Ed Adult education
	0
	0
	0
	0
	4
	2
	1
	4
	3
	3
	4
	4

	PhD
	0
	0
	0
	0
	3
	2
	1
	3
	8
	8
	7
	8

	Total post graduate
	81
	124
	158
	113
	114
	102
	95
	74
	51
	59
	67
	68

	TOTAL STUDENTS
	773
	778
	690
	677
	686
	814
	1164
	1130
	992
	898
	847
	913


Source:  Faculty Office, Graduation lists
Table 3.10: Student enrolments on education courses at the Centre for External Studies, University of Namibia, 1998-2008
	COURSES
	1998
	1999
	2000
	2001
	2002
	2003
	2004
	2005
	2006
	2007
	2008

	Bachelor of Education
	235
	532
	554
	682
	994
	797
	821
	526
	533
	498
	311

	Diploma in Education and African Languages
	274
	398
	448
	536
	867
	1312
	889
	684
	444
	281
	49

	Diploma in Adult Education and Community Development
	
	
	
	56
	103
	128
	97
	65
	72
	89
	100

	BETD
	
	
	
	825
	1145
	1055
	952
	734
	566
	389
	180

	Diploma in Vocational Training
	
	
	
	
	
	
	
	11
	13
	15
	9

	Specialised Diploma in Educ Management (DEML)
	
	
	
	
	
	
	
	
	98
	174
	277

	MASTEP
	
	
	165
	365
	200
	190
	107
	107
	121
	102
	149

	Post-graduate diploma in education
	
	
	
	
	
	18
	32
	62
	88
	93
	77

	TOTAL
	509
	930
	1167
	2464
	3309
	3500
	2898
	2189
	1935
	1641
	1152


Table 3.11: Graduates from education courses at the Faculty of Education, University of Namibia, 1995-2006
	COURSES
	1996
	1997
	1998
	1999
	2000
	2001
	2002
	2003
	2004
	2005
	2006

	Certificate
	
	
	
	
	
	
	
	
	
	
	 

	Higher Primary Education Certificate
	
	54
	159
	138
	
	1
	
	
	
	
	 

	ADPR
	
	1
	1
	
	
	
	
	
	
	
	 

	Diploma
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Advanced Diploma in Education
	
	
	
	
	
	
	
	
	
	
	 

	Diploma in Adult Education & Community Development
	
	
	
	
	
	33
	
	33
	20
	90
	29

	Diploma in Vocational Training
	
	
	
	
	
	
	
	
	
	
	 

	Specialised Diploma in Gender & Development Studies
	
	
	
	
	
	
	
	
	
	
	 

	Specialised diploma in Education Management and Leadership
	
	
	
	
	
	
	
	
	
	
	5

	Higher Education Diploma Primary
	
	7
	1
	
	
	
	
	
	
	
	 

	Higher Education Diploma Secondary
	
	59
	107
	139
	
	7
	
	
	1
	
	 

	SPE
	
	
	
	12
	
	4
	
	
	
	
	 

	FM
	
	
	
	1
	
	
	
	
	
	
	 

	BADE
	
	
	
	
	
	
	
	6
	20
	2
	 

	Sub-total
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	B.Ed.
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	B.Ed (excluding adult education)
	
	
	
	3
	
	80
	
	104
	77
	130
	130

	B.Ed. Adult education
	 
	 
	 
	 
	 
	 
	 
	6
	 
	16
	24

	Postgraduate
	
	
	
	
	
	
	
	
	
	
	 

	PGDE
	
	
	
	65
	
	36
	
	28
	8
	3
	11

	Specialised Postgraduate Diploma in Special Education
	
	
	
	
	
	
	
	24
	10
	7
	1

	M.Ed
	
	
	
	5
	
	7
	
	
	4
	3
	6

	PhD
	
	
	
	
	
	
	
	
	
	
	 

	TOTAL
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 


Table 3.12:  Graduates from education courses at the Centre for External Studies, University of Namibia, 1995-2008
	COURSES
	1999
	2000
	2001
	2002
	2003
	2004
	2005
	2006
	2007

	Bachelor of Education
	
	
	
	
	
	
	15
	21
	12

	Diploma in Education and African Languages
	162
	179
	233
	168
	389
	148
	68
	67
	41

	Diploma in Adult Education
	
	
	
	
	
	3
	14
	3
	11

	BETD
	
	
	
	
	116
	224
	175
	158
	149

	Specialised Diploma in Educ Management
	
	
	
	
	
	
	
	
	34

	Diploma in Education (Maths, biology and phy. Science (MASTEP)
	
	130
	
	179
	
	81
	76
	11
	76

	Post-graduate diploma in education
	
	
	
	
	
	8
	5
	14
	8

	TOTAL
	162
	309
	233
	347
	505
	464
	353
	274
	331


Source:  CES/UNAM
3.3.4
Post-graduate qualifications

69.
PGDE: The FoE first offered a full-time Post-Graduate Diploma in Education in 1996, but with falling enrolments, this course was discontinued in 2004. Since then, the PGDE has been offered on a part-time basis by the CES, but annual enrolments averaged only 80 between 2005 and 2008. FoE records show that only around 150 students were awarded the PGDE between 1997 and 2006. 

70.
M.Ed. The demand for the Master of Education degree offered by FoE has also remained limited with between 30-40 students enrolled each year between 2003 and 2007. Only 25 M.Ed. degrees were awarded between 1999 and 2006.   

3.4
OTHER PRE-SERVICE TRAINING 

71.
Around 800 students are expected to return from teacher training in Zimbabwe by the end of 2008. These students have only been trained in single subjects, namely agriculture, mathematics and science, which will pose additional difficulties in deploying them effectively in the upper primary and junior secondary school phases (see chapter 7).

3.5
RECOMMENDATIONS

72.
A well conceived grant-loan scheme should be introduced as soon as possible. The level of grant funding for teacher trainees should depend on subject priority areas, which will be determined according to the relative scarcity of teachers. At the very least, however, the level of cost recovery should be increased significantly for all teacher educators, probably to at least fifty percent of total recurrent expenditure per student. 

73.
Human resource planning for the education sector needs to be strengthened considerably as a matter of urgency. The ETSIP proposal to appoint a director of Human Resource Planning should, therefore, be implemented as soon as possible. A national Teacher Educator Planning Committee should also be established, which would comprise representatives from the colleges of education, UNAM, Public Service Commission, the REOs and the relevant departments in MOE headquarters.   

74.
An important part of improving the quality of teacher training in Namibia is to increase the supply of well qualified and highly motivated trainees. The following measures are, therefore, recommended:

· Increase current admission requirements to colleges. These could be similar to those at UNAM, but it is important that the grade requirements for the school subjects that trainees will be specialising in during their studies are increased.

· Introduce standardised tests for suitability and aptitude, which should be taken by all applicants to the CoEs and FoE.
· Assess more rigorously the level of English and ICT competence of trainees at colleges and UNAM. 

· Consider other measures to assess trainee’s suitability for teacher training including reference letters from teachers and, if possible, some form of prior teaching experience.
· Provide full scholarships to the best and most able school graduates to attract high quality trainees, and for trainees who will become teachers of scare subjects such as accountancy.
4.
STAFFING AND RESOURCE UTILISATION 
4.1
TEACHING STAFF

4.1.1
Colleges of Education 

75.
According to the records of the MoE Department of Higher Education, 192 lecturers were employed at the four CoEs in 2007.
  The qualification profile of CoE lecturers has improved considerably in recent years. Almost two-thirds of lecturers now have a university degree of one kind or another (see table 4.1), but barely one in five has a post-graduate qualification. While the entry level to college is a BETD qualification, Windhoek College requires lecturers to have a minimum of a degree qualification upon entry. Of concern is the relatively low numbers of lecturers with master’s degrees, which is minimum entry requirement for a lecturer at the FoE. 
Table 4.1:  Professional qualification profile of College of Education lecturers, 2000-2006
	
	2000
	2007
	2000%
	2007%

	Certificate
	12
	0
	7
	0

	Diploma
	82
	69
	49
	26

	Degree
	58
	81
	34
	42

	Masters
	16
	38
	9
	20

	Doctorate
	1
	1
	1
	1

	Unqualified
	0
	3
	0
	2

	Total
	169
	192
	100
	100


Source:  MOE records
4.1.2
Faculty of Education, UNAM

76.
The Faculty of Education has 32 lecturers in post, 14 of whom have doctorates. There are eight vacancies most of which are in the Departments of Adult Education and Curriculum, Instruction and Assessment. Given these shortages, there is quite a heavy reliance on part-time lecturers especially from Windhoek CoE. The qualification profile of the Faculty has remained little changed since 2000 (see table 4.2).  The number of lecturers peaked in 2002 when 42 lecturers (including staff development fellows) were employed.  

Table 4.2:  Full-time lecturing staff at the Faculty of Education, University of Namibia
	
	1995
	2005
	2008

	Department
	PhDs
	Total
	PhDs
	Total
	PhDs
	Total

	Adult education and non-formal education
	3
	4
	1
	5
	1
	3

	Curriculum studies
	3
	7
	3
	9
	3
	5

	Education foundations and management
	4
	7
	4
	8
	5
	7

	Maths, science & sports education
	2
	8
	1
	8
	2
	8

	Education psychology & special education
	1
	6
	3
	7
	3
	7

	TOTAL
	13
	32
	12
	38
	14
	32


Source:  Faculty Prospectus
4.2
RESOURCE UTILISATION

4.2.1
Lecturer workloads

77.
The teaching loads of CoE lecturers are quite high, which reflects the fact that colleges operate the same sort of timetable as senior secondary schools (see Figure 4.1). In 2007, average teaching loads at Caprivi College were 25 periods, Rundu 20 periods, and Windhoek 27 periods.
  Detailed time series data is not available, but it appears that teaching loads have increased appreciably at Caprivi and Windhoek Colleges since 2002, but remained largely unchanged at Rundu College (see table 3.3). 

78.
The work load norm for FoE lecturers is 12 hours teaching and 8 hours research and community service. Some lecturers teach up to 20 hours, especially in shortage subjects.

[image: image5.emf]Figure 4.1: Teaching periods per week among lecturers at the College of Education
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Table 4.3:  Percentage breakdown of teaching loads among CoE lecturers, 2002 and 2008 (rounded percentages)
	Periods
	Year
	<20 
	21-30
	30>

	Caprivi
	2002
	31
	65
	4

	
	2008
	5
	95
	0

	Ongwediva
	2002
	30
	64
	53

	
	2008
	na
	na
	na

	Rundu
	2002
	31
	58
	12

	
	2008
	31
	59
	9

	Windhoek
	2002
	25
	60
	15

	
	2008
	2
	59
	38


Source:  MoE
4.2.2
Attrition 

79.
Morale among CoE lecturers is generally quite low due mainly to low pay. Lecturers are disgruntled that they are only on the same salary scale as school heads of department. However, at least up until 2003, resignation rates remained consistently low at around 2-3%. College managements report that overall attrition rates have increased appreciably since then, but no detailed information on recent staff turnover is available. Mortality has been negligible (see table 4.3).
80.
The attrition rate at the Faculty of Education, UNAM has been appreciably higher, averaging 8.5% per annum between 2000 and 2008 (see table 4.4).
  This is despite the fact that salaries at UNAM are more than 50% higher than those paid to CoE lecturers.
Table 4.3:  Lecturer attrition from the Colleges of Education, 2000-2003
	
	1999
	2000
	2001
	2002
	2003

	Resignation
	4
	5
	5
	5
	4

	Transfer
	5
	2
	3
	0
	0

	Retirement
	2
	3
	2
	1
	0

	Contract end
	5
	6
	4
	4
	2

	Death
	0
	4
	0
	0
	0

	Total
	16
	20
	14
	10
	6

	Total lecturers
	161
	169
	171
	168
	174

	% resigned
	2.5
	3
	3
	3.3
	2.3

	% left*
	7.1
	8.6
	6
	3.7
	2.3


Note:  *excluding contract end
Table 4.4:  Teaching staff, attrition rate and full-time student-full-time education lecturer ratio at the Faculty of Education, UNAM
	
	2000
	2001
	2002
	2003
	2004
	2005
	2006
	2007

	Teaching staff
	33
	35
	42
	39
	38
	37
	35
	32

	Attrition rate
	15.1
	5.7
	11.9
	2.6
	10.2
	2.6
	8.1
	8.6

	Full time students
	686
	814
	1164
	1130
	992
	898
	847
	913

	Student-teacher ratio
	20.8
	23.3
	27.7
	29
	25.4
	23.6
	22.9
	26.1


Source:  Faculty of Education Prospectuses
4.2.3
Student-teacher ratios

81.
The overall student-lecturer ratio at the CoEs has remained at around 1:12 since 2001. This is low by international standards, especially in African countries (see table 4.5).  
Table 4.5:  Student-lecturer ratios at the Colleges of Education, 2001-2007
	College
	2001
	2003
	2005
	2007

	Caprivi
	11.4
	11.4
	na
	13.3

	Ongwediva
	13.3
	13.8
	na
	Na

	Rundu
	15.5
	11.4
	na
	12.2

	Windhoek
	8
	10.7
	na
	Tbi

	Overall
	11.9
	12.1
	12.6
	12.1


82.
It is difficult to compute student-teacher ratios for the FoE because education students spend around one half of their time attending courses offered by other faculties. The ratio of FoE full-time academics to full-time FoE students was 26.1:1 in 2007 (see table 4.4)
. Robust estimates of full-time equivalent enrolments and student-teacher ratios for the FoE should be derived. 
Repetition and dropout rates

83.
Recent information on repetition and dropout rates for students enrolled at the CoEs
 and FoE could not be made available. However, both sets of managements report that student drop outs are low. 

4.2.5
Unit costs

84.
According to the 2005 World Bank education sector review, there is ‘a serious under-funding of teacher training’ in Namibia. However, GoN continues to pays all tuition and most of the maintenance costs for students attending the colleges of education. Overall public recurrent expenditure per student for the four colleges is currently N$16,209 for the colleges themselves (staff remuneration and direct running costs). In addition, students are entitled to a loan of N$5,500 per year, which is used for stationery, textbooks, and other personal expenditure.

Table 4.7:  Recurrent expenditure per student at the Colleges of Education, 1998/99, 2002/03 and 2008/09
	
	1998/99
	2002/03
	2008/09

	College
	All
	Colleges
	Hostels
	Total
	Colleges
	Hostels
	Total

	EXPENDITURE ($'000)
	
	
	
	
	
	

	Caprivi
	4956
	4515
	2326
	6841
	7275
	Na
	Na

	Ongwediva
	9989
	8444
	4750
	13194
	12206
	Na
	Na

	Rundu
	4945
	3915
	2017
	5932
	6827
	Na
	Na

	Windhoek
	10229
	7774
	4807
	12581
	11264
	Na
	Na

	Total
	30119
	24648
	13900
	38548
	37572
	Na
	Na

	UNIT EXPENDITURE
	
	
	
	
	
	
	

	Caprivi
	14120
	15305
	7885
	23190
	18847
	Na
	Na

	Ongwediva
	11099
	9574
	5385
	14959
	12944
	Na
	Na

	Rundu
	14210
	11348
	5846
	17194
	17966
	Na
	Na

	Windhoek
	19862
	16540
	10228
	26768
	18496
	Na
	Na

	Total
	14247
	12373
	6978
	19351
	16209
	Na
	Na


Source: MoE
85.
Current unit costs are roughly the same at Caprivi, Ongwediva and Windhoek Colleges, but are appreciably lower at Ongwediva CoE; it costs around 40% less to train a student at Ongwediva than it does at the other three colleges (see table 4.7). In nominal terms, unit costs have increased by only 14% since 1998/99. In real terms, this is a decline of bb%. It is noticeable that Windhoek CoE has managed to reduce significantly its unit cost from their relatively high levels in the 1990s;
 whereas unit costs increased by over one-quarter at Caprivi and Rundu colleges, they declined by 7% at Windhoek CoE.  In 2002/03, hostel unit costs at Windhoek were almost twice as high than at Ongwediva. 
86.
The detailed information required to calculate robust unit costs estimates for B.Ed. students at UNAM is not available. However, since these students spend around half their time enrolled on subject-content course in faculties outside of the FoE, their unit costs are not likely to be appreciably different from unit costs for the university as a whole.   

4.3
PHYSICAL FACILITIES
87.
Effective teacher training requires an environment conducive to learning, which includes well-stocked libraries with access to recently published books, computers and internet access, and suitable teaching spaces. Such a learning environment does not exist at the colleges of education. The main shortcomings are as follows.

· an inadequate number of books in libraries

· out of date books

· inadequate and limited library books for lecturers for research into their area of training

· lack of access to journals

· lack of computer access for both staff and trainees

· poor and limited internet access

· classrooms not designed for effective group work 

· lack of micro-teaching rooms and equipment such as videos

· limited interlibrary loan facilities 

· under-qualified staff working in libraries and computer centres/rooms

· maintenance of colleges

4.4
RECOMMENDATIONS

88.
The infrastructure and learning resources of the colleges and FoE need to be improved significantly, particularly the quantity and currency of book and journal holdings of the libraries, and the upgrading of computer facilities and internet access. Microteaching facilities and resources are also required so as to afford trainees the opportunity to practice the craft of teaching prior to school placement. 
89.
There is also an urgent need to improve the availability of good quality data on resource utilisation at the CoEs and especially the FoE.

90.
The entry qualification requirements for college lecturers should be raised and the provision of professional development opportunities considerably improved. It is recommended that the minimum entry qualification is a bachelor’s degree for college lecturers and a master’s degree for heads of department and other senior management posts. Over time, the entry level could be further raised from a bachelor degree to a masters degree. Lecturers tend to be recruited from the ranks of practicing mid-career teachers, and many stay in teacher training until retirement, gradually losing contact with schools. It is recommended, therefore, that college and university staff is encouraged to spend more time in schools. 
5. CURRICULUM DESIGN AND DELIVERY

91.
The previous chapters analysed some of the major background and contextual factors affecting teacher education in Namibia. This includes the characteristics of the trainees, the learning environment of colleges and the university, the qualifications and background of the teacher trainers. This chapter focuses on the curriculum of the teacher education programme identifying key aspects, which need attention to improve the quality of graduates.
5.1
THE BASIC EDUCATION TEACHING DIPLOMA
5.1.1
Philosophical orientation

92.
The intention of the BETD programme is to develop ‘the professional expertise, which will enable the teacher to optimise the new Basic Education for learners, and to promote the  Information and Communication Technology integration  pedagogies for digital content that supports the goal of educational reform in Namibia’ (MoE 2007, p.8). Five broad competency areas are identified in the BETD Broad Curriculum statement, namely teaching skills, professionalism, responsibility, communication and ICT skills, and interpersonal and social skills’ (MOE 2007, p.10). 

93.
Learner-centred education, which is the main philosophical orientation of the BETD, is premised on ‘the view that knowledge is not a static amount of content, but what the learner actively constructs and creates from experiences and interaction within the socio-cultural context’ (MoE 2007, p.20). This approach has it philosophical roots in Progressivism Education, usually associated with the work of Dewey. The curriculum also draws on the idea of social reconstruction, which locates learning in its social context and focuses on an education approach that emphasises change and reform. The Broad Curriculum statement describes such an approach as trainees being ‘able to stimulate the natural curiosity and eagerness of young people to investigate and make sense of a widening world through varying, challenging and meaningful task’ (MOE, 2007, p.20). It further states that teaching should be practically orientated including participatory methods and observation, which lead to refection in and on practice and uses a ‘wide variety of methods including class work, demonstration teaching’ (MoE 2007, p.20). While these goals are indeed laudable, previous reviews of the programme have concluded that this philosophical orientation is not evident in the way the curriculum is organised and arranged (Van Harmelen 1999, Crebbin et al 2008). Van Harmelen pointed out that the syllabus is presented as a number of disparate subjects and areas, which are not coherently linked to the overall philosophy of the programme.
5.1.2
Subject panels

94.
The four colleges follow the same BETD curriculum, which has been developed by subject panels under the auspices of NIED. The members of these panels are recruited from subject specialists at the colleges themselves and staff from NIED professional and curriculum divisions, UNAM, and other subject advisors/experts.
 NIED staff coordinates the activities of each panel and act as resource experts. NIED is also responsible for developing the conceptual framework and matrix that guides the development of syllabi by the various panels and ensures that the syllabi are coherent across the different panels. 

95.
There is broad agreement that the subject panels have found it difficult to produce competency-based syllabi that are in keeping with the broad vision of the programme since they tend to be fact-based and rarely promote high-order thinking skills. As panels meet independently from each other, there is no systematic way of coordinating syllabi development across the programme as a whole to ensure coherence with curricula goals and objectives. 

96.
In addition to the five core compulsory subjects (Education Theory and Practice (ETP), Arts in Culture, Human Movement, Education, Integrated Media and Technology Education, and English Communication Skill)), BETD students select a major and minor area of specialisation. The five core subjects account for 47% of study time of the entire programme. A total of 21 weeks is spent on teaching practice (two in Year One, eight in Year Two and 13 in Year Three). Critical Inquiry is a key component of the programme. It is operationalised as part of School Based Studies (SBS), which involves trainees undertaking an action research project at their teaching practice schools. The current structuring of the programme and the credit weighting of modules is likely to be changed if the recommendations of the National Quality Agency (NQA) are accepted, in which case the programme will be registered at least at Level 7 of the National Qualifications Framework (NQF), much higher than what it is currently.

5.1.3
Key issues

97.
There are a number of issues regarding the nature and content of the BETD programme, which were consistently mentioned by the management and lecturing staff at all four colleges. 

Programme balance and coverage
98.
There are widespread concerns that the three main components of the programme, namely, core subjects, area of specialisation, and school-based studies are not appropriately balanced. 

· While the five compulsory subjects are important, trainees rarely show a high level of interest in all five of them. In particular, human movement education and arts and culture are least popular. Some staff also questions whether it is necessary to have five core subjects especially since they take too much time away from the major and minor subject specialisations. In addition, as these are non-promotional subjects, trainees show less interest and work less hard for them.
· The poor integration between the five core subjects and the major and minor subject specialisations. In particular, ETP should be more closely linked to the pedagogic approaches taught in the trainee’s areas of specialisation. The ETP is broad ranging and interesting, but no clear conceptual framework exists that unites its different elements and topics. Moreover, the range of topics covered often makes it difficult to cover specific issues in depth. Thus, breadth tends to be emphasised more than analytical rigour and depth. 

· Across the five core subjects, some topics are not adequately covered, but which are crucial, given classroom realities. In particular, multi-grade teaching does not receive sufficient attention. 

· HIV/AIDS education and the importance of inclusive education (i.e. the integration of learners from diverse backgrounds, learning difficulties) should be given more attention. A more general issue is should the ‘core’ subjects be treated as a stand alone subjects or integrated across the curriculum. For example, should multi-grade teaching be taught separately or integrated across the curriculum into both the core subjects and specialisations. 

· It was pointed out repeatedly that the college curriculum is not responsive to changes in schools particularly when new subjects are need or when there are teacher shortages in specific subject areas. For example, the colleges do not train teachers in key subjects such as design and technology and accounting. This lack of responsiveness is symptomatic of the poor communication between what colleges and schools. Colleges offer subjects in the phases according to the expertise of their staff rather than what schools may need. In other words, teacher training is too not sufficiently demand-driven.
The credit weighting system
99.
Each core subject is awarded five credits (with the exception of ETP, which is awarded 21 points) and the major and minor subject specialisations are awarded 35 and 18 credits respectively. As credits are translated into time, with one credit being equivalent to one teaching period, a common refrain among college managements and teaching staff is that insufficient time is allocated, particularly for the major specialisation, in order to cover both content and pedagogic knowledge. This concern is not surprising given that only 53% of the programme is devoted to the two (major and minor) specialisations. The major specialisation only accounts for only one-third of the total training time. 

Subject knowledge 
100.
Trainees who opt for lower primary teaching as their major specialisation have to choose their minor subject specialisation in the upper primary phase. Those specialising in the upper primary education have to choose their minor subject in the same phase, while those majoring in junior secondary education choose as their minor a subject from the upper primary phase. A problem with this arrangement is that most trainees do not develop in-depth knowledge of their phase and subject. This relates to the wider concern that the subject content of the BETD programme is too low. All stakeholders, including school principals and teachers, commented that trainees enter and exit college with weak content knowledge in their area of specialisation. A key reason for this is that much of the subject content of the area of specialisation is remedial in that trainees are re-taught what they should have already learned at school. Thus, the content level of the subject specialisation of trainees is not appreciably higher than that of Grade 10. College staff point out that, while the intention is that trainees should reach at least a first-year tertiary level of content in their subject specialisation, this rarely happens. Consequently, BETD graduates are teaching subjects where their level of content knowledge is not much higher than those they are teaching. For example, a BETD who specialised in junior secondary integrated and natural science might end up teaching the subject in Grade 10 with his/her content level not higher than Grade 10. 

101.
Figure 5.1 below illustrates the fact the teachers in Namibia have poor content knowledge, both in absolute terms and compared to teachers in the region. The results from the 2002 SACMEQ survey show that only 20% of Grade 6 teachers in Namibia obtained the top score in mathematics. Out of 10 countries, only Botswana and Lesotho have lower scores than Namibia.
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Lower primary schooling 

102.
The content and depth of the training of lower primary school teachers is not adequate. This is particularly critical as lower primary schooling forms the foundation phase of all learning. In particular, they do not have sufficient skills to ensure that learners acquire basic literacy and numeracy. College staff also noted that many trainees do not have a good grasp of the different subjects that make up the lower primary curriculum and trainees are not adequately trained to teach in multi-grade settings. 

103.
In order to increase significantly the depth of lower primary school training, students should no longer be required to opt for a minor subject specialisation in the upper primary phase. They should instead focus exclusively on the lower primary phase and deepen their understanding and competence of teaching in this phase. However, some staff are concerned that teachers would be limited to teaching only in this phase (which would create serious staffing problems in smaller schools) and that reliance on mother tongue as the medium of instruction would restrict their geographical mobility as is partly the case now. However, this problem can be overcome if the status of primary school teaching is raised (see recommendations below) 

104.
To overcome some of the problems associated with the poor content knowledge base of the trainees and the current major-minor specialisation model, there is considerable support among college staff for the adoption of a double major system in which trainees who major in the upper primary and junior secondary phases choose two different subjects in the same phase. In the case of lower primary schooling, trainees would focus on all subjects in the phase, paying particular attention to developing learners' literacy and numeracy skills. Such a system would alleviate a current problem in the system in which trainees often end up having to teach their minor subject despite having less preparation in college. Moreover, a double subject major per phase would allow more time for subject specialisation, which is not possible in the current system. However, if the double major system is adopted, this would mean an increase in the current credit weighting from 18 to 35 points, and increase of an additional 17 teaching periods, which would increase the curriculum load and other elements of the curriculum would have to removed and/or restructured. 

105.
While a double major per phase approach might be prudent, the risk is that trainees are then only qualified to teach for one phase, while in schools they may be required to teach across phases. This is particularly the case in schools, which cover more than one phase. This is not a problem necessarily for upper primary and junior secondary when trainees are qualified in two different subjects. The problem is with lower primary as those trainees will only be able to focus on that phase. Again, this should not be perceived as being negative as lower primary is the foundation phase of all learning.

Assessment

106.
The current system of assessment is based on the principle of continuous assessment in which multiple modes are utilised. It is founded on the idea of positive achievement and operates according to the notion that trainees should be afforded multiple opportunities to remediate their shortcomings. It is a criterion-based form of assessment in which judgments are assessed with respect to pre-specified criteria. While the approach is laudable, it has a number of weaknesses. As has been noted by other reviews (Clegg (2004) and Crebbin, et al. (2008)), the main shortcoming in the college’s implementation of this approach is that it results in 100% pass rates. Thus, college lecturers do not adequately assess trainees who are competent to be teachers and those who are not, as most avoid the additional effort and workload that failing trainees entails. Many staff refers to the current system of assessment as ‘the no-fail’ policy. 
Teaching practice

107.
Teaching practice is a vital component of the BETD training. It is designed to give the trainees ‘knowledge, awareness and practice of the range of roles of the teacher’ (MoE, 2007). As noted earlier, trainees spend about 23 weeks of their total training time on School Based Studies (approximately 25% of the programme) with the length of time increasing in each year of the programme. SBS are designed to ensure that trainees are steeped in Critical Inquiry and undertake an action research project. The practicum is crucial in any teacher-training programme as it affords the trainees vital experiences and understanding of the craft of teaching in a supervised and mentored environment prior to embarking on careers as fully qualified teachers. However, its success depends on two key conditions. First, the training has to be organised in a manner that affords trainees sufficient time and scope to practice their craft, and second, it is buttressed with an effective supervisory and mentoring environment. It is clear though that there are a number of difficulties with the current system. Of particular concern is that trainees do not have adequate support and mentoring from school-based teachers. In addition, some trainees noted that the visits from their college lecturers are not infrequent. The time in school should also be increased and more of the BETD training as a whole should be more school-based (see recommendations below). In particular, there is little value in students undertaking teaching practice during the first year. Instead, it would be better if more time is devoted to the teaching practicum in the second and third years. 

108.
There are also concerns about the project component of the SBS. In practice, what is supposed to be an opportunity for critical inquiry tends to be limited to fairly narrowly circumscribed ‘action research’ projects. In addition, the methodological knowledge that underpins this work is generally quite weak. Trainees need, therefore, to acquire a broader repertoire of research skills.

Curriculum alignment

109.
The alignment of the BETD curriculum with the subjects taught at schools is another major concern, especially with regard to the senior secondary phase. There are two facets of this alignment problem. The first relates to the fact that the subject specialisations offered by colleges is not the same as that of the schools. In other words, the groupings of subjects that trainees study at college do not match the subject groupings at schools. Related to this is a concern that colleges are not teaching the full range of the different components that make up integrated subjects such as Integrated Natural Science (INS) and social studies. College staff pointed out that they do not have either the time or the expertise to core all the different components that make up an integrated subject. For example, trainees are not well versed in all the different subject/components (e.g. life sciences, physical sciences) that make up the INS learning area. Second, as noted above, the areas of specialisation, which the colleges prioritise for trainees, are not necessarily those most needed in schools.  

Moderation and quality assurance

110.
The current system of moderation takes the form of visits to colleges by teams comprising members of NIED, other college staff, and university academics who, in theory, should focus on the whole programme. An analysis of a selection of moderation reports reveals that they vary in terms of style, quality and reporting. Moreover, they tend to focus on mainly the teaching practice component/specific subjects and do not identify crosscutting issues across the programme. Nor does there appear to be any external moderation of other work, such as tests, examinations and/or assignments, for all the years. It appears that each college sets its own exams and assignments. It is also evident that there is no fully developed system of quality assurance of the programme. 

Qualification articulation

111.
Another problem with the BETD programme is the lack of articulation with other programmes and institutions. In particular, many trainees are frustrated that, even with a BETD, they still have to start at almost the bottom rung of the degree programme at UNAM. This raises two key issues. The first is the desire on the part of many BETD graduates to obtain a degree and hence the sizeable increase in B.Ed. enrolments at IOL. The second is the lack of articulation between the BETD diploma and degree programme at UNAM. Clearly, what is required is a single qualifications structure, which places programmes at different levels and determines the level equivalencies.

112.
The problem of obtaining a degree programme for BETD graduates is problematic as what they are studying is a degree that focuses mainly on upper secondary education. It is not efficient and prudent that basic education graduates should undertake studies in upper secondary education upon completion for the sake of having a degree. This does not enhance their competencies in basic education. This is also a problem of the university not offering a degree in primary education in the current system. 
113.
Finally, more attention needs to be given to the organisation of the programme in terms of whether it is the most effective preparation for teachers. Teacher training and development should be an integrated system covering the entire career of a teacher including both initial and continuing professional development with training available at appropriate times. In respect of initial training, as Clegg (2004) suggests, the current front-loaded system should be replaced by one that is more school-based. Such a move can be justified on both cost and pedagogic grounds. Moreover, there are more optimal ways of developing the content knowledge of trainees’ subject specialisations without making a large part of the training programme remedial. 

5.1.4
Curriculum delivery

114.
A pervasive concern among college managements and teaching staff is that colleges are ‘run like schools’. In particular, timetables are organised around the same 40-minute periods as in schools with most teaching taking place in the morning. The colleges also close during school holidays. Lecturers point out that the normal activities associated with higher education such as research, curriculum development, and professional development, are largely absent. Much of the physical infrastructure at the colleges is also similar to that of schools. Teaching rooms are like school classrooms and there is no diversity of teaching space, which includes laboratories and microteaching rooms. These observations echo those of Clegg who noted that the academic programme at colleges ‘has the look and feel of a school programme’ (op.cit. p.17). The recent published Crebbin Report also concludes that much needs to be done to improve the infrastructure and environment of colleges in order to make them more dynamic learning organisations.

115.
It is also noticeable that the colleges have relatively little contact with each other and other major education stakeholders, including the REOs. Most college staff commented that they rarely meet with regional education authorities to discuss teacher requirements or the way the colleges are training teachers. However, most of the colleges are trying to improve communication with the REOs. For example, Ongwediva College has established an Education Consultation Forum, which regularly meets with representatives from the REOs in the four regions that it mainly serves.  

116.
The colleges are placing trainees in nearby schools and encouraging schoolteachers to act as mentors and support advisers. However, they have not established deeper, longer-term partnerships with schools in order, for example, to undertake collaborative research and professional training links. In short, schools do not feel that there is enough of a two-way relationship with the colleges. 
Staffing quality

117.
As discussed in Chapter 4, the relatively weak qualification profile of college lecturers is another critical issue. There is a strong consensus among college lecturers that the minimum academic requirement for a lecturer should be increased to a bachelor’s degree. At the same time, they recognise that this would mean further studies for colleagues who have only the BETD qualification and there would be time and resource implications associated with such a change. The absence of a structured and comprehensive induction programme also adversely affects new staff entering colleges.

118.
The status of the college lecturer is the same as that of a teacher. In other words, college lectures are technically teachers (even though they are referred to as lecturers) and are on the same pay scale and conditions of service as teachers. For some, college lecturing is regarded as ‘promotion’ from school teaching while others noted that it could have an adverse effect when it comes to applying for senior school posts such as headship, as time in college is not regarded as sufficient management experience although being a college head of department may help. 

119.
Table 5.1 summarises BETD graduates' rating of college lecturers. While only a minority of graduates appear to be unhappy with the competence and commitment of their lecturers, less than one-quarter rated their performance as ‘excellent’.   

Table 5.1:  College and university graduate ratings of lecturer competence and commitment, June-July 2008 (rounded percentages)
	STATEMENT
	Very poor
	Poor
	Just OK
	Good
	Excellent

	The overall competence of my college/university 
	
	
	
	
	

	lecturers was generally:
	
	
	
	
	

	Survey schools
	0
	2
	19
	55
	22

	BETD primary school
	0
	2
	18
	55
	25

	BETD combined school
	1
	0
	23
	48
	28

	BETD secondary school
	2
	2
	17
	52
	26

	B.Ed. graduates
	0
	4
	22
	52
	22

	The overall commitment of my college/university 
	Very poor
	Poor
	Just OK
	Good
	Excellent

	lecturers was generally:
	
	
	
	
	

	Survey schools
	0
	5
	18
	52
	24

	BETD primary school
	1
	1
	20
	58
	20

	BETD combined school
	0
	7
	22
	49
	22

	BETD secondary school
	0
	9
	11
	56
	24

	B.Ed. graduates
	0
	4
	15
	59
	22


Source: School and tracer surveys
120.
As noted earlier, morale among college staff is generally low as is evidenced by the strike by college lecturers in June 2008. The main factors that de-motivate staff and which, therefore, are perceived as having an adverse effect on their work include:

· Very little time to undertake research and seek information relating to their subject areas.
· The lack of resources and facilities.
· Limited opportunities for further study.
· Poor salaries, status and conditions of service, which they believe should be the same as at UNAM.
121.
While there is much that college lecturers find challenging, they remain committed to their work and to their ongoing professional development. They feel that they need the time and opportunity to be creative at the college so that that they can undertake research in their area of specialisation. In addition, they also want sabbatical study leave in order that they can deepen their knowledge base in their areas of specialisation. They also identified the need for refresher courses and upgrading programmes in their professional domain. In this respect, lecturers point out that there is no consistent professional development policy across the colleges and within some colleges as well. They feel, therefore, that greater efforts need to be made in promoting professional development at the college level. There are also very few opportunities for college lecturers to attend professional conferences, seminars and workshops, although more recently there have been efforts to have an annual college lecturers conference. Some lecturers are keen to publish and believe that NIED could play a key role in facilitating this process. When there are professional development opportunities, these are not well coordinated between the college, subject advisors and NIED.

122.
Given that the colleges operate along similar lines as secondary schools, they close during school holidays and limited activities take place in the afternoon, both of which contribute to the under-utilisation of the time of college lecturers. Most lecturers would prefer to run a full-year academic programme, which is not tied to the school calendar. Trainees themselves do not feel that their time is productively utilised at colleges and that work tends to be rushed.

5.2
THE BACHELOR OF EDUCATION DEGREE

5.2.1
Overview

123.
The teacher training approach adopted by the Faculty of Education is underpinned by the four goals of the Namibian education system; access, quality, equity and democracy (FoE Prospectus, 2007, p. 8). The B.Ed. degree, which is the faculty’s main degree offering, is geared towards the preparation of teachers who are ‘interested in the intellectual, social, moral, and the psychological (holistic development) of the individual learner’ (FoE Prospectus, 2007, p.8). In the past, the main focus has been on training senior secondary school teachers and, in particular, ‘teachers who can competently handle the higher level of the IGSCE curriculum’. 

124.
The B.Ed. is a full-time, residential, four-year degree. Feeder faculties, in particular science and humanities, are responsible for teaching subject content. Students study two subjects in the feeder faculties for approximately half their degree programme. The FoE itself is mainly responsible for the teaching of education professional subjects, the methodologies of the subject specialisations, and for teaching practice. Students follow a core curriculum in the FoE, which covers key areas such as the sociology of education, history of education, and comparative education. They also receive methodology instruction in smaller groups for the subject they are specialising in. 

125.
The teaching practice component of the programme is spread across three years. In Year Two trainees spend three weeks of the year in schools, three weeks in Year Three and eight weeks in the final year of the programme. In total, trainees spend only 14 weeks on teaching practice.

126.
The B.Ed. curriculum has recently been revised in order to bring it in line with the NPST guidelines. It has been changed from a level 7 to a level 8 qualification. The main change is a more specialised study focus in the fourth year. Students choose a specialised topic (such as special education needs or specialised pedagogy) as their subject for the final year. 

5.2.2
Key issues

127.
Four main sets of issues emerge from the review of the curriculum of the BED programme. 

Subject content and balance

128.
The balance between the FoE core subjects and the time devoted to school subject methodologies is a major issue. Faculty staff feels that more time should be devoted to subject methodology training as opposed to acquiring the knowledge content of the two core teaching subjects. Moreover, faculty staff also noted that there should be closer alignment and integration between the content of the core subject in the Faculty and that of the methodology training the trainees receive for their school subject. Trainees do not always see the link between the two or the merit of covering the more general foundations of education content. Due to financial reasons, many of the subject methodology courses are taught by part-time staff, which adversely affects the coherence of the programme as a whole as they were not able to devote more than what is minimally necessary for the work.

129.
There are also concerns about the balance between what trainees are taught in the feeder faculties and that in the Faculty of Education. Students frequently feel that much of what they are taught in the other faculties and departments (for their two school subjects) is not directly related to the school curriculum. However, it should be recognised that the advantage of the programme is that it enables trainees to have a thorough grounding in the content of their school subjects. Generally, a deep immersion into disciplinary content makes for more able and confident teachers who can stretch learners in school and feel comfortable with content queries. Nonetheless, a key issue is the nature of the dialogue and discussion between FoE and the other faculties in developing the curriculum content for students doing the B.Ed. programme. 

130.
Across the core common subjects there were certain areas that are ignored, but which are critical given the realities of the classrooms. In particular, it was noted that insufficient attention is paid to HIV and AIDS education and preparing learners for an inclusive education approach (that is, integrating learners from diverse backgrounds, learning difficulties). 

Teaching skills

131.
While the B.Ed. degree training develops the content knowledge of trainees, it pays less attention to developing the practical teaching skills and experiences that BETD teacher trainees acquire.  Some faculty staff believes that B.Ed. graduates are weak in practical aspects of teaching such as classroom management, and in organising learning in the classroom

132.
One of the gaps in the B.Ed. degree training is the lack of resources to facilitate the acquisition of practical skills among trainees, especially microteaching. Some subject methodologies such as science do not have their own laboratory space and have rely to on those of the Science Faculty. This should improve with the implementation of the ETSIP programme, which intends to provide infrastructural support such as laboratories and microteaching rooms for UNAM. 

133.
Students appreciate teaching practice, but most would like to spend more time in schools. Out of the total of 14 weeks allocated for teaching practice, the first three week of Year One is spent on observation and at a time when schools are just opening, making it less than productive. Thus, trainees receive only 11 weeks of teaching practice, which is very limited. 
Institutional linkages 
134.
As with the colleges of education, there do not appear to be any structured links between the faculty and the national and REOs. FoE staff rarely meets with MOE headquarters and REO staff in order to discuss teacher requirements with respect to school phase or individual subjects. The FoE receives little or no guidance on the size and composition of student intakes from MOE. More attention also needs to be given to the signals from schools about what the subject shortage areas are in order to avoid supply-demand mismatches. The current shortage of accountancy teachers is a prime example. Contacts between the universities and colleges of education are also quite limited, which reflects the bifurcated structure of the teacher educator system in Namibia. Similarly, there do not seem to be regular links with schools with regard to follow up on the performance of university graduates. 

Teacher utilisation

135.
It is common for B.Ed graduates not only to teach subjects in the upper secondary phase, but also in the junior secondary phase. They thus displace BETD graduates who have majored in the junior secondary education, but who still may not be recruited as they cannot teach the upper secondary phase. Thus, the current system results in an overlap of training for the junior secondary phase, which would be resolved with the proposed change that UNAM trains teachers for both the secondary school phases.
  However, this might have an adverse effect on the status of college graduates if they are still only able to obtain diplomas.

Assessment

136.
The Crebbin Report recommends that the colleges of education adopt the UNAM assessment system, which gives equal weight to continuous assessment and formal examinations. The university’s system of assessment could benefit from the positive achievement approach of colleges, which identifies trainees' weaknesses and provides remedial support. UNAM has an external system of moderation of the second and fourth year examination papers and scripts including research projects.

137.
BETD graduates who go onto study for the B.Ed. degree are likely to end up as upper secondary teachers and are, therefore, lost to the basic education system. The FoE should, therefore, offer upgrading options,
 which are consistent with what BETD graduates have specialised. By so doing, the training will be better aligned with the college system.

5.3
RECOMMENDATIONS

138.
A number of recommendations are discussed below emerging from the review of the curriculum of the teacher training programme. They mainly focus is on key aspects which could be immediately improved so as to enhance the quality of the programme. Recommendations regarding a new vision and structure for teacher education in Namibia are outline in Chapter 9. 
Content, balance and coverage
139.
Increase the content level of the subject knowledge of BETD trainees. This should be, at the minimum, at the first-year university level and, ideally, should be at least at the third-year university level in their respective subjects. Thus, trainees specialising in, for example, should have content knowledge minimally equivalent to Mathematics 1 at university level and ideally at the third year level. This would require college lecturers to be able to teach content at this level. 

140.
Replace the major and minor options in the BETD with a double subject major system for trainees in the upper primary and junior secondary phases. In other words, upper primary and junior secondary trainees should do two subjects in the same phase and in the same subject groupings.
  Lower primary trainees should focus on deepening their knowledge of all the subjects in their phase. Consequently, trainees will only be trained in the phase they select and the subjects that pertain to this phase. 

141.
Make literacy and numeracy a core component of the BETD training programme, particularly for those specialising in the lower and upper primary phases. The problem of the current training programme is that it focuses unduly on covering the syllabus demands, allowing little time for training in the teaching of literacy and numeracy.

Teaching practice
142.
Teaching practice is the core component of any teacher education programme. It enables trainees to practice their craft under the supervision and guidance of experienced mentors. To ensure that trainees are more competent as teachers, it is recommended that greater emphasis be placed on school-based training in the current programme. At the very least, teaching practice should be increased to 26 weeks for both colleges and the university, and trainees should only begin their teaching practice when they have the acquired the minimum subject content and pedagogic competencies. This proposal would not be a major shift for colleges as teaching practice is already 23 weeks. However, it would mean a substantial increase in time for students doing the B.Ed. at UNAM. In addition, the organisation and management of teaching practice could be considerably improved. This includes ensuring that colleges and the university develop more effective partnerships with school where trainees are placed to ensure that they are effective training environment. In addition, the frequency of visits by lecture to students should be increased and such visit should not only be for evaluation purposes.

Assessment and moderation

143.
To improve the quality of teacher education, it is recommended that the BETD assessment system be standardised across all the colleges and aligned with the assessment procedures for the B.Ed. degree. The balance between continuous assessment and examinations should be changed in order to make them equivalent. . One possibility is that colleges adopt a system of assessment in which continuous assessment counts for no more than 50% of the final grade 

144.
As noted above, moderation at UNAM only involves years two and four of the programme. It is recommend that the moderation of the B.Ed. should be for the programme as a whole Moreover, UNAMs need to ensure that it has a system in place in which it acts upon and reports back on any recommendations made by external moderators. Currently, there is little follow up on reports form external moderators.

Alignment 

145.
Ensure that the BETD and B.Ed. programmes offer the same subject and same grouping of subjects per phase as those offered by schools. Thus subject and specialisation offered in the teacher education programme should correspond with and be aligned with that of the schools. In this respect, closer attention should be paid to linkages between providers (colleges, university) and employers (schools, Ministry) so that the alignment can take place. In addition, strong linkages can enable provider to respond to changing need in the schools. 

Academic support
146.
While it is recognised that teacher-trainees (especially at the colleges) enter with poor academic and language skills with serious gaps in their subject knowledge, a Foundation Year is not recommended. If, as recommended in Chapter Nine, all teacher education becomes a four-year qualification, this would be sufficient to train competent teachers and enhance their content knowledge. However, it is recommended that an immediate priority is to establish an academic support programme at all the colleges, which would provide learning support for all trainees, including the marginalised who enter with lower admission scores.
Culture, quality assurance, articulation
147.
It is important that the prevailing organisational and academic cultures of the colleges be transformed in order to make them function more as proper tertiary level institutions. This includes utilising the time more by, for example, moving to a full academic year, which is not tied to school holidays, and creating a more dynamic research based teaching and learning environment.

148.
It is also crucial that an external system of quality assurance be developed for colleges, for UNAM and other providers, of which moderation of work constitutes part of the process. In the short-term, colleges should establish a cross-college, standardised system of external moderation, which would review all the years of the training programme and not just selected years.

149.
Attention has to be paid to creating more effective articulation between the college and university programmes. In the short-term, this would mean introducing a degree in primary education at UNAM. It is understood this is likely to be the case. However, this would not be necessary in the long-term if the proposal that all teacher education programmes be a four-year degree. Articulation between colleges and UNAM would be increased immediately if all qualifications are registered on the NQF. As primary education is crucial in enhancing the quality of education n Namibia, it is recommended that UNAM consider providing more specialised post graduate Master and doctoral programmes in the field.
150.
The above changes focus on increasing the content level, changing the system of assessment, and doing away with the major/minor model in the BETD programme. For the B.Ed. the main changes involve increasing the length of teaching practice, and offering more specialised postgraduate training in primary education. The main resource implications of the above proposals would be improving the infrastructure of colleges and the university in order to make them more effective training institutions. In the case of the university, this is likely to occur as ETSIP provides for the upgrading laboratories and other facilities.  

6.
CONTINUOUS PROFESSIONAL DEVELOPMENT 

151.
It is essential that teachers improve and up date their professional knowledge and skills throughout their careers. Continuing professional development (including studying for teaching and other qualifications at the certificate, diploma, degree and postgraduate levels and on-going in-service training through attendance at short duration training workshops) has the benefit of, amongst other things, directing more investment of training resources towards those on the job and are likely to remain so. It also allows for more incremental training with a number of routes (full-time, part-time, day release, residential, distance etc) and in a variety of locations (in school, at teacher centres, in colleges and universities). It is thus more appropriate to conceive of teacher training as a continuous process including initial and continuing professional development. An effective system of continuing professional development needs to pay special attention to the Newly Qualified Teachers (NQTs) who require a great deal of support during their first year of teaching. Moreover, the experiences of teachers during their first years are crucial in determining whether they remain in teaching. 

6.1
QUALIFICATION UPGRADING

152.
Around three-quarters of BETD survey teachers have completed or are currently undertaking further studies in order to acquire additional qualifications. However, this figure is only around one-half for B.Ed. tracer graduates (see figure 6.1). Most of this studying is done independently with no formal support or guidance from MoE. Only 3-4% of the survey teachers have ever been granted study leave. The majority of teachers are dissatisfied with the opportunities that are available to them for further study. Around 40% of the BETD and 50% of the B.Ed. survey teachers rated the opportunities for upgrading professional qualifications as ‘very poor’ or ‘poor’ (see table 6.1).  
Table 6.1:  Personal statements on qualification upgrading and in-service training, June-July 2008 (rounded percentages)
	STATEMENT 
	Very poor
	Poor
	Just OK
	Good
	Excellent

	Opportunities for upgrading professional 
	
	
	
	
	

	Qualifications are:
	
	
	
	
	

	BETD primary school
	11
	29
	25
	27
	8

	BETD combined school
	12
	31
	30
	20
	7

	BETD secondary school
	13
	17
	26
	28
	15

	B.Ed. graduates
	30
	19
	26
	22
	4

	The availability of in-service training is:
	
	
	
	
	

	BETD primary school
	15
	37
	29
	18
	1

	BETD combined school
	20
	32
	32
	13
	4

	BETD secondary school
	22
	37
	22
	17
	2

	B.Ed. graduates
	33
	26
	30
	11
	3


Source:  School and tracer surveys
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153.
MoE senior management is concerned that qualification upgrading is too teacher and supply-driven and may not, therefore, meet the human resource needs of the education system. Tables 6.2 and 6.3 summarises the courses taken and the institutions enrolled at among the survey teachers undertaking further formal training. Without a detailed training needs assessment as well as a analysis of the course content of the most popular qualifications on offer, it is difficult to reach robust conclusions about the relevance and overall value of the training courses that teachers are opting for. What is most striking about the course profile presented in table 6.3 is the relatively small number of BETD teachers who are attempting to upgrade their professional qualifications to the degree level as well as those studying courses in priority areas including computing and maths and science (MASTEP) and languages. However, most courses do appear to be directly education-related. 

Table 6.2:  Percentage breakdown of courses by institution/location
	
	Survey schools
	BETD
	B.Ed.

	Institute of Open Learning
	33
	47
	55

	UNAM
	19
	16
	10

	NIED
	10
	0
	0

	South African institutions
	32
	36
	30

	Other/ns
	6
	1
	5


Source:  School and tracer surveys
154.
A World Bank report of 2005 concludes that there are ‘huge incentives for teachers to over-qualify’. For example, obtaining a masters degree increases a teacher’s salary by 42%. The 2001 Presidential Commission on education also made a set of recommendations on maximum and minimum qualifications, which if implemented would provide string incentives for teachers to upgrade their qualifications. However, there is no longer any strong link between upgrading and pay. Teachers now only receive a one-off payment. 

Table 6.3:  Percentage breakdown of qualifications undertaken by teachers pursuing further studies (rounded percentages)
	Course
	Survey schools
	BETD
	B.Ed.

	BETD
	7
	0
	0

	Advanced Certificate in Education
	15
	28
	0

	B.Ed./M.Ed.
	2
	11
	14

	Diploma in African Languages (DEAL)
	0
	4
	0

	Further Diploma in Education
	0
	8
	0

	Higher Diploma in Education
	8
	10
	0

	MASTEP
	8
	6
	0

	Languages
	1
	2
	0

	Management courses
	17
	12
	21

	Computing
	2
	0
	0

	Secondary
	5
	0
	0

	Other 
	8
	12
	7


Source:  School and tracer surveys
6.1.1
BETD 

155.
MoE and the main teacher union, NANTU, formally agreed in 1999 that all under-qualified teachers should obtain the BETD qualification by the end of 2007. To date, around 3,600 teachers have graduated from the NIED-managed BETD INSET programme and another 900 teachers have acquired this qualification through the Centre for External Studies at UNAM.  According to NIED, the overall completion rate is over 80%, but there are mounting concerns about the quality of more recent teacher intakes to the BETD upgrading programme. 

156.
According to EMIS statistics, nearly 4,900 teachers in government and private schools were still under-qualified in September 2007. If, as expected, another 350-400 teachers qualify each year between 2008 and 2012, then, assuming that they are not replaced
, around 3,000 teachers will still be under-qualified by 2013.       

6.1.2
Other qualifications 

157.
In total, slightly more than 13,000 teachers (almost two-thirds of all teachers) are currently studying for education-related qualifications offered by the Institute of Open Learning. There are three main qualification levels: (i) The Primary Teacher Education Diploma, which has enabled Grade 10 teachers with ECP only to access higher qualifications, principally the Advanced Certificate in Education. This course is currently being phased out. (ii)  The Advanced Certificate in Education is a two-year course, which is offered in six subject specialisations. BETD teachers are eligible to enrol on this course. Nearly 30% of the BETD tracer survey teachers have enrolled on this course since graduating. (iii) Bachelor in Education. Teachers with the Further Diploma in Educational Management (which is also being phased out), the BETD plus one year of specialization and bachelor degree graduates with a Higher Education Diploma are eligible to study for the two-year B.Ed. distance learning programme.

158.
The overall pass rate is reported by IOL management to be only around 40%. However, only around 750 students graduated from education courses in 2008, which suggests that completion rates are considerably lower than this and/or students are taking much longer than expected to complete course requirements.
  High non-completion rates are the norm for open/distance learning courses of this kind. The annual fees for the ACE are N$16,500 and around N$24,000 for the two year B.Ed. course. Efforts are currently being made to increase the level of face to face learning. Contact classes are to be offered shortly in six regions.   

159.
As discussed in Chapter 3, relatively large numbers of teachers have also enrolled on education-related courses offered by CES at UNAM, but completion rates have generally been very low. 

6.2
CONTINUING IN-SERVICE EDUCATOR TRAINING

160.
The provision of regular, high quality in-service training is essential in order to ensure the attainment of consistently high teaching standards. However, between 50-60% of survey teachers rated the availability of in-service training as ‘very poor’ or ‘poor’ (see table 6.1). Fewer than 5% rated it as ‘excellent’. Less than one-half of primary and only one-third of combined and secondary school teachers attended INSET courses during 2007. However, among those who were trained, the average duration of their courses was four-five days, which is quite acceptable (see table 6.4).   

Table 6.4:  Percentage of BETD graduates attending in-service training workshops and mean duration (rounded percentages)
	
	Primary
	Combined
	Secondary

	% attended in-service activity
	47
	30
	33

	mean days of training*
	5
	4
	4


Note:  *among those who attended
161.
The mentoring of newly qualified teachers (NQTs) is weak. Upon completion of the BETD and B.Ed programme neither the college nor the university in partnership with the school provides any form of structured support and supervision of NQTs. NQTs are essentially left on their own having to rely on their own resources and learning to navigate the experiences of being a full-time teacher. This is a concern as the first year is a time of major change for NQTs and for which they require extended support and mentoring.  

162.
Lecturers pointed out that there was no consistent professional development policy across colleges and in some colleges as well. They felt that greater effort need to be made in promoting professional development at the college level. Professional development opportunities are not well coordinated between the college, subject advisors and NIED.

163.
Interviews with staff suggested a number of important professional development activities. They include time off (sabbatical) which could be used to deepen their knowledge and professional base in their areas of specialisation.  College staff also identified the need for refresher courses and upgrading programmes in their professional domain. There are very few opportunities for college lecturers to meet at professional conferences, seminars and workshops, although more recently there have been efforts to have an annual college lecturers' conference. Some lecturers expressed an interest in publishing on their work and felt that NIED could play a key role in facilitating this.
164.
Colleges and the university do not act as professional hubs for professional development by offering in-service professional development, support and activities for schools in the region. The FoE does not seem to provide professional leadership in the field of teacher education and development. And colleges do not link effectively with the Training Resource Centres (TRC) even though some are located on site. 

165.
At present, there is no system of professional licensing and accreditation of teachers. Once qualified, teachers are not required to undertake regular professional development as part of their continuing accreditation. The changes proposed to the system will introduce a system of licensing for teachers, but it is not clear whether this will only cover NQTs. Moreover, what is required is a career pathing framework, which provides teachers, with different career possibilities linked to in-service professional development such as mentor teacher, and expert teachers.

6.3
RECOMMENDATIONS

Qualifications upgrading

166.
It is recommended that the 3,000 or so under-qualified teachers who have still not enrolled on the BETD should be replaced by qualified teachers over the next three-four years. Only the most able and committed under-qualified teachers in the hardest to staff schools should be retained beyond 2012. 

167.
Course completion rates also need to be significantly increased. Teaching loads are too high for teachers to be able to study effectively during the term time. Teachers and their unions want MOE to provide more financial support for teachers studying for high priority courses and also to increase the number of teachers who are granted full-time study leave. Certainly, given the fairly pervasive concerns about the inadequate subject content of the BETD, it is important that more BETD teachers are encouraged and, where appropriate, supported to study for the B.Ed. qualification.  

Continuing in-service education training

168.
As noted above, opportunities for professional development remain limited for practising teachers. In addition, a key gap in the system of teacher education Namibia is the absence of an integrated system of professional development for NQTs. Much continuing professional development activities tend to focus on studies to obtain further qualifications. In addition, more systematic in-service training activities for colleges, the university and school managers are essential. This is recognised by ETSIP. It recommends that ‘INSET delivery mechanisms will be reformed’ with a strong emphasis of the strengthening of the school cluster system. Responsibility for CPD is currently divided between the DPQA and NIED and should be clarified. It seems appropriate that DPQA should take full responsibility for CPD with NIED focusing on curriculum development. In order to ensure adequate backstopping of the school cluster system, it is also recommended that there should be one full-time CPD Advisor in ever region.  

169.
It is recommended that MoE undertakes a comprehensive training needs assessment for both qualification upgrading and shorter term in-service training. Attention should be paid to developing a comprehensive and holistic continuing professional development plan for teachers. Such a plan should pay attention to:

· Developing a structured programme of mentoring and internship for NQTs. At the end of such a process, NQTs will be licensed as teachers, with the proviso that the license will need renewal

· Incentivising participation in continuing professional development activities by linking it to career progression. For example, attendance at a number of in-service management development programmes may count towards a principal’s post.

· Linking completion of a specified number of recognised continuing professional development activities to the accreditation and licensing of teachers and including it as part of an overall teacher appraisal and development framework.  For example, it may be possible to make attendance at a minimum of in-service professional development activities necessary for teacher licensing and accreditation.

· Integrating professional development activities with the work of TRCs.
· Establishing an appropriate incentive structure for qualification upgrading should also be considered in order to ensure that teachers are guided into priority areas. 
170.
To develop an effective continuing professional programme requires schools that are effective learning environments, that there is an incentive structure that reward individuals and promotes collective improvements in educational performance, and that ongoing professional development is part of a holistic change strategy, which brings other aspects of education in harmony with changes in the training and support of teacher. 

PART B:  TEACHER DEMAND AND UTILISATION

7.
TEACHER EMPLOYMENT AND UTILISATION
171.
ETSIP states that ‘the MoE is not managing the numbers, utilisation and efficiency of its staff well’ (p.91). This chapter assesses the extent to which this is a problem, the main reasons for these inefficiencies and what could be done to improve the situation. The first part of the chapter provides an overview of the numbers and characteristics of the teaching force. The second section summarises the main findings of a tracer survey, which was undertaken as part this study, whose main objective is to assess the extent to which BETD and B.Ed. graduates are currently working in training-related employment as teachers. The next two sections review the current situation with respect to the deployment of teachers to schools across the country as well as other utilisation issues. 

7.1.
TEACHERS IN POST: AN OVERVIEW 
7.1.1
Teacher characteristics

172.
A total of 18,964 teachers were employed at government schools in September 2007, an increase of 25% since 1997. There were 1,366 teachers at private schools, 320 of whom were paid for by MoE.
  96% of government-paid teachers are on permanent contracts or are on probation. Almost 15% of teaching staff are principals and heads of departments (see tables 7.1 and 7.2). Temporary teachers, who are mainly appointed to cover for hard-to-fill vacancies, only accounted for 3.3% of all publicly paid teachers. 

Table 7.1:  Teaching staff paid for government and private sources by employment status, 2007
	
	Public
	Private

	Permanent
	16835
	633

	On probation
	841
	38

	Temporary
	610
	28

	Part-time
	24
	50

	Relief
	86
	17

	Contract
	48
	105

	Volunteer
	29
	93

	TOTAL
	18473
	964


Source:  EMIS 15th School Day Statistics
173.
Nearly two-thirds of teachers are women. However, only 46% of school management positions are occupied by females. The employment of foreign teachers has declined rapidly during the last ten years. In 1997, almost 12% of secondary school teachers were expatriates. By 2007, fewer than 200 foreign teachers were in post. The bulk of these are volunteer teachers (mainly American Peace Corps and British VSOs).   

Table 7.2.:  Teaching staff by position according to public and private funding, 2007
	
	Government payroll
	Private

	Post
	Female
	Male
	Total
	Female
	Male
	Total

	Principal
	500
	849
	1349
	40
	13
	53

	Deputy principal
	33
	39
	72
	5
	4
	9

	Head of Department
	724
	595
	1319
	27
	21
	48

	Teacher
	10051
	5637
	15688
	628
	222
	850

	Other
	9
	15
	24
	3
	2
	5

	TOTAL
	11317
	7135
	18452
	703
	262
	965


Source:  EMIS 15th School Day Statistics
7.1.2
Employment growth

174.
According to EMIS, the number of primary school teachers increased by 11% between 2000 and 2007 (see table 7.3).
  The immediate impact of the 2001 staffing norms is clearly observable with negligible growth in teacher numbers between 2003 and 2006. Employment growth has been highest in Kunene, Ohangwena and Oshikoto regions and negative in Caprivi and Hardap regions. Employment growth has been much higher among secondary school teachers; numbers in post increased by almost one-quarter between 2000 and 2007 (see table 7.4). Growth in teacher employment has been particularly high in Ohangwena (where numbers employed in secondary schools almost doubled during this period) and Oshikoto. 
Table 7.3:  Primary school teachers by region, 2001-2007
	Region
	2000
	2001
	2002
	2003
	2004
	2005
	2006
	2007
	% change

	Caprivi
	664
	657
	627
	618
	605
	603
	611
	634
	-4.5

	Erongo
	534
	529
	525
	533
	542
	552
	556
	585
	9.6

	Hardap
	551
	542
	523
	480
	473
	479
	460
	480
	-12.9

	Karas
	427
	434
	436
	422
	428
	453
	450
	458
	7.3

	Kavango
	1683
	1674
	1730
	1715
	1674
	1709
	1727
	1783
	5.9

	Khomas
	1183
	1238
	1215
	1234
	1203
	1254
	1276
	1382
	16.8

	Kunene
	339
	412
	431
	427
	425
	430
	43
	458
	35.1

	Ohangwena
	1592
	1674
	1820
	1879
	1943
	1977
	2004
	2081
	30.7

	Omaheke
	387
	393
	382
	375
	362
	375
	366
	388
	0.3

	Omusati
	1981
	2040
	2093
	2062
	2077
	2077
	2004
	2094
	5.7

	Oshana
	1081
	1116
	1142
	1120
	1112
	1112
	1112
	1145
	5.9

	Oshikoto
	1075
	1092
	1193
	1247
	1284
	1312
	1308
	1357
	26.2

	Otjozondjupa
	740
	738
	807
	775
	744
	730
	712
	785
	6.1

	National
	12327
	12579
	12967
	12925
	12906
	13109
	13071
	13675
	10.9

	Annual % change
	2
	3.1
	-0.3
	0
	1.6
	-0.2
	4.6
	


Source:  EMIS

Table 7.4:  Approximate numbers of secondary teachers by region, 2001-2007
	Year
	2000
	2001
	2002
	2003
	2004
	2005
	2006
	2007
	% change

	Caprivi
	422
	404
	399
	375
	373
	369
	356
	360
	-14.7

	Erongo
	300
	291
	295
	290
	295
	297
	315
	336
	12.0

	Hardap
	245
	244
	245
	229
	226
	226
	222
	224
	-8.6

	Karas
	170
	170
	168
	158
	168
	177
	181
	217
	27.6

	Kavango
	494
	505
	530
	533
	540
	573
	592
	612
	23.9

	Khomas
	698
	720
	721
	737
	714
	774
	804
	858
	22.9

	Kunene
	141
	140
	129
	125
	131
	137
	143
	148
	5.0

	Ohangwena
	462
	530
	594
	647
	707
	756
	809
	868
	87.9

	Omaheke
	157
	157
	157
	154
	147
	141
	142
	143
	-8.9

	Omusati
	792
	857
	881
	911
	925
	951
	1000
	1021
	28.9

	Oshana
	556
	579
	578
	594
	594
	611
	635
	663
	19.2

	Oshikoto
	438
	487
	517
	542
	556
	571
	
	633
	44.5

	Otjozondjupa
	259
	257
	270
	267
	244
	270
	271
	300
	15.8

	National
	5163
	5384
	5514
	5593
	5653
	5897
	6062
	6423
	24.4

	Annual % change
	4.2
	2.4
	1.4
	1.1
	4.3
	2.8
	6
	


Source:  EMIS
7.1.3
Age, qualification and experience profiles

175.
The two EMIS school survey questionnaires do not enable the qualification profiles of teachers to be established clearly. In particular, it is not possible to enumerate separately diploma (especially BETD) and university-level (especially B.Ed) teachers. It is recommended, therefore, that the school survey forms are revised (see below). For historic reasons, teachers in Namibia have a wide range of qualifications. Many white teachers were trained in South Africa. 

176.
The overall proportion of fully qualified primary school teachers increased appreciably from just 41% in 2000 to 70% in 2007. Once the last intakes of BETD teachers on the in-service programme have completed their training, this figure will rise to nearly 80%. Almost all secondary school teachers are now fully qualified (see table 7.5). Only 5% of teachers have no formal professional qualification. However, at the subject level, teacher qualification profiles look much less impressive. Barely 40% of Grade 1-3 class teachers are fully qualified and only 61% of English and 57% of mathematics teachers in the upper primary phase (see table 7.6). Less than one-quarter of the teachers who are teaching life skills are fully qualified, which reflects the low value attached to this and other ‘non-promotion’ subjects. The same is true, although to a lesser extent, among the main subjects in secondary schools.      

Table 7.5:  Teaching staff by academic and vocational qualification level, 2007
	
	<Gd. 12
	Gd 12
	Gd 12 +1-2 years
	Gd 12 +3-5 years
	Total

	Government
	1529
	1774
	2384
	12825
	18512

	Private
	78
	169
	102
	619
	968

	Total
	1607
	1943
	2486
	13444
	19480


Source:  EMIS
Table 7.6:  Percentage of qualified teachers by main subject and school level, 2007
	Subject
	Number teachers
	% quaIified

	PRIMARY
	
	

	Arts
	1732
	38.7

	Basic information
	1157
	30.1

	Agriculture
	1531
	32.4

	English 2nd language
	1932
	60.5

	Grade 1
	1932
	41.2

	Grade 2
	2225
	41

	Grade 3
	1932
	42.5

	Grade 4
	1707
	48.1

	Life skills
	1260
	23

	Mathematics
	2081
	57.1

	Natural science & health
	2163
	53.2

	Physical ed and HA
	1682
	43.2

	Religious education
	1528
	26.8

	Social studies
	1979
	48.2

	SECONDARY 
	
	

	Agriculture
	817
	58

	Arts in culture
	571
	38

	Business management
	1036
	49.3

	English
	1156
	70.5

	General science
	1065
	68

	History
	1085
	62.4

	Life science
	1178
	60.8

	Life skills
	903
	27.4

	Mathematics
	1162
	73.9

	Physical education
	843
	43.1

	Physical science
	1175
	72.9

	Religious and moral education
	687
	24.4


Source:  EMIS
2.4.3
Recruitment, affirmative action and vacancies 

177.
Teachers are recruited by Regional Education Offices throughout the year with the largest numbers being recruited in January. Total annual recruitment of permanent teachers remained fairly constant at about 1,800-1,950 appointments between 2004 and 2007.  On the basis of the official staffing norms (and excluding pre-vocational and relief teachers), a total of 17,225 teachers should be employed, which is 8% less than the number of teachers actually paid for by government. If official vacancies are also included, then there are 12.5% more budgeted teaching posts than prescribed by the staffing norms (see table 7.7).  
Table 7.7:  Prescribed staffing norm and actual teaching posts by School type, 2007
	
	Prescribed
	Actual
	%difference

	Primary
	9279
	10148
	9.4

	Combined
	5061
	5721
	13

	Secondary
	2716
	2884
	6.2

	Other
	169
	192
	13.6

	Total
	17225
	18945
	10


Notes:  Other are schools with Grades 1-11, 1-12 and 5-12.  Actual includes pre-vocational and relief teachers.
178.
EMIS 15th School-Day statistics indicate that the imputed teacher vacancy rate was 4.1% in 2007. Vacancy rates are highest for languages (especially English, Oshikwanyama, and Thimbukushu), senior secondary subjects (especially agriculture, biology, and development studies) and for most technical and vocational subjects (including business studies and computing) (see table 7.8). They are not particularly high for mathematics and science, which have been identified by ETSIP as the most serious shortage subjects. The average teaching load was 33.2 periods, which equates to 784 (full-time equivalent) vacancies. This is somewhat higher than the vacancy rate of 2.9% based on the official end of year vacancies submitted by REOs to the MOE Human Resources Department (see table 7.9). The main reasons for this are that regions fill some vacancies during the course of the year and not all vacancies have budgeted posts. Otjozonjupa Region has by far the highest vacancy rate of 14.2% followed by Omaheke (8.5%), Kunene (7.8%) and Hardap (6.1%). Nearly two-thirds of these end-of-year vacancies are for primary school teaching posts.   

179.
The vacancy situation does not fully reflect actual unfilled posts because it does not take into account non-budgeted posts. Primary schools rely on informal recruitment, which narrows the pool of potential candidates. Over-aged teachers can be employed on a temporary basis for hard-to-fill vacancies.

Table 7.8:  Total periods taught and period vacancies by subject and cycle, 2007
	
	Total
	Vacancies
	% vacancies
	Teacher FTE

	LOWER PRIMARY
	
	
	
	

	Pre-primary
	1985
	0
	0
	0

	Bridging year
	230
	30
	13.0
	1

	Grade 1
	57955
	2493
	4.3
	78

	Grade 2
	56506
	2172
	3.8
	68

	Grade 3
	60289
	2522
	4.2
	65

	Grade 4
	57391
	1862
	3.2
	48

	Grade 5
	2470
	78
	3.2
	2

	Grade 6
	2130
	39
	1.8
	1

	Grade 7
	1455
	0
	0.0
	0

	Special class teaching
	1659
	32
	1.9
	1

	Handicapped learners
	0
	0
	0.0
	0

	Environmental studies
	703
	0
	0.0
	0

	Handwriting
	67
	0
	0.0
	0

	TOTAL
	242840
	9228
	3.8
	264


Table 7.8 (cont.):  Total periods taught and period vacancies by subject and cycle, 2007
	SUBJECT TEACHING
	
	
	
	

	LANGUAGES
	
	
	
	

	Afrikaans Ist Gd 1-12
	3769
	21
	0.6
	1

	Afrikaans 2nd Gd 1-10
	8606
	423
	4.9
	11

	English Ist Gd 1-12
	2325
	57
	2.5
	1

	English 2nd Gd 1-10
	48784
	3339
	6.8
	86

	French Gd 1-12
	432
	0
	0.0
	0

	German Ist Gd 1-12
	597
	24
	4.0
	1

	German 3rd Gd 8-12
	775
	28
	3.6
	0

	Khoekhoegowab Gd 1-12
	2195
	0
	0.0
	0

	Oshikwanyama Gd. 1-12
	8752
	642
	7.3
	16

	Oshindonga Gd. 1-12
	14700
	772
	5.3
	20

	Otjiherero Gd 1-12
	2660
	137
	5.2
	4

	Rumanyo Gd 1-12
	1391
	80
	5.8
	2

	Rukwangali Gd 1-12
	3344
	113
	3.4
	3

	Setswana Gd 1-12
	na
	99
	na
	3

	Silozi Gd 1-12
	2495
	138
	5.5
	4

	Thimbukushu Gd 1-12
	596
	61
	10.2
	2

	TOTAL
	101421
	5934
	5.9
	153

	UPPER PRIMARY
	
	
	
	

	Arts Gd 1-7
	
	
	
	

	Basic information science Gd 4-12
	7205
	226
	3.1
	6

	Basic techniques 
	34
	0
	0.0
	0

	Computer literacy
	522
	93
	17.8
	2

	Craft and technology
	1670
	140
	8.4
	4

	Elementary agriculture
	9667
	323
	3.3
	8

	Home ecology
	2601
	31
	1.2
	1

	Life skills Gd 4-12 
	8266
	194
	2.3
	5

	Natural science and health
	22225
	944
	4.2
	24

	Needlework
	0
	0
	0.0
	0

	Physical education
	6270
	185
	3.0
	5

	Religious and moral education
	3393
	0
	0.0
	0

	Remedial teaching 
	554
	3
	0.5
	0

	Social studies 
	22557
	752
	3.3
	19

	TOTAL
	84964
	2891
	3.4
	74

	Maths?
	
	
	
	

	LOWER SECONDARY/SECONDARY
	
	
	
	

	Accounting Gd 8-12
	6491
	217
	3.3
	6

	Agriculture
	10405
	289
	2.8
	7

	Arts in culture
	2281
	94
	4.1
	2

	Arts of entertainment Gd 8-12
	44
	3
	6.8
	0

	Bricklaying and plastering Gd 8-12
	71
	0
	0.0
	0

	Business management Gd 8-12
	13512
	454
	3.4
	12

	Catering Gd 8-12
	0
	0
	0.0
	0

	Communication and development Gd 8-12
	0
	0
	0.0
	0

	Computer studies Gd 8-12
	245
	14
	5.7
	0

	Electricity Gd 8-12
	86
	48
	55.8
	1

	Electronics Gd 8-12
	0
	0
	0.0
	0

	Engineering science Gd 10-12
	83
	0
	0.0
	0

	Fitting and turning Gd 8-12
	48
	0
	0.0
	0

	Geography Gd 8-12
	14529
	779
	5.4
	20


Table 7.8 (cont.):  Total periods taught and period vacancies by subject and cycle, 2007
	Hairdressing Gd 8-12 
	39
	40
	102.6
	1

	History Gd 8-12
	12676
	605
	4.8
	16

	Home economics Gd 8-12 
	882
	66
	7.5
	2

	Integrated performing arts
	59
	0
	0.0
	0

	Keyboard and wordprocessing
	885
	39
	4.4
	1

	Life science
	14267
	404
	2.8
	10

	Mathematics Gd 8-12
	55323
	2049
	3.7
	53

	Metalwork Gd  8-12
	69
	0
	0.0
	0

	Motor body repair Gd 8-12
	0
	0
	0.0
	0

	Motot MoEhanics Gd 8-12
	202
	0
	0.0
	0

	Needlework and clothing Gd 8-12
	381
	40
	10.5
	1

	Office practice Gd 8-12
	133
	0
	0.0
	0

	Panel beating and spray-painting Gd 8-12
	na
	17
	Na
	0

	Perorming arts
	0
	0
	0.0
	0

	Physical education Gd 8-12
	3834
	182
	4.7
	5

	Physical science Gd 8-12
	17839
	922
	5.2
	24

	Plumbing and sheetmetalwork Gd 8-12
	46
	0
	0.0
	0

	Religious and moral education Gd 1-10
	110
	115
	104.5
	3

	Salon science
	20
	0
	0.0
	0

	Technical drawing
	556
	0
	0.0
	0

	Technical theory and practice
	8
	17
	212.5
	0

	Typing
	489
	0
	0.0
	0

	Visual arts Gd 8-12
	247
	0
	0.0
	0

	Welding and metalwork Gd 8-12
	151
	0
	0.0
	0

	Woodwork Gd 8-12
	342
	15
	4.4
	0

	TOTAL
	156353
	6409
	4.1
	164

	SENIOR SECONDARY
	
	
	
	0

	Agriculture science
	1448
	128
	8.8
	3

	Arts and design
	183
	0
	0.0
	0

	Biology
	4365
	316
	7.2
	8

	Business economics
	26
	0
	0.0
	0

	Business studies
	1714
	138
	8.1
	4

	Combined science
	0
	0
	0.0
	0

	Design and technology
	264
	0
	0.0
	0

	Development studies
	2446
	186
	7.6
	5

	Economics
	850
	10
	1.2
	0

	Educare
	64
	0
	0.0
	0

	Environmental management
	0
	0
	0.0
	0

	Fashion and fabrics
	138
	0
	0.0
	0

	Literature (english)
	0
	0
	0.0
	0

	Literature (german)
	0
	0
	0.0
	0

	Office administration
	118
	0
	0.0
	0

	Religious studies
	na
	4
	Na
	0

	Television and radio
	0
	0
	0.0
	0

	TOTAL
	11616
	782
	0.70
	20

	GRAND TOTAL
	612794
	26044
	4.20%
	668


Source: EMIS
Table 7.9:  Reported class and subject teacher vacancies by Regional Education Offices, January 2008

	 
	 
	Caprivi
	Kavongo
	Ohangwena
	Oshikoto
	Oshana
	Omusati
	Erongo
	Kunene
	Khomas
	Otjozonjupa
	Omaheke
	Hardap
	Karas
	TOTAL

	LOWER PRIMARY
	Teachers
	7
	7
	23
	8
	0
	15
	14
	30
	40
	91
	35
	29
	17
	316

	 
	Principals
	7
	0
	0
	0
	0
	1
	4
	
	
	
	
	
	
	 

	 
	HODs
	1
	0
	0
	0
	0
	0
	5
	
	
	
	
	
	
	 

	Sub-total
	 
	15
	7
	23
	8
	0
	16
	23
	30
	40
	91
	35
	29
	17
	334

	UPPER PRIMARY
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	 

	English + mother tongue
	
	1
	
	20
	3
	
	9
	1
	4
	3
	8
	3
	4
	2
	58

	Maths and integrated natural science
	
	2
	1
	1
	
	
	4
	2
	5
	6
	20
	5
	3
	4
	53

	Languages
	
	3
	
	
	
	
	
	
	
	
	
	
	
	
	3

	Social science
	
	2
	
	
	
	
	1
	
	3
	1
	5
	
	1
	1
	14

	Agricultural science
	
	
	
	1
	1
	
	1
	
	1
	
	1
	1
	
	
	6

	Natural science and health education
	
	3
	
	
	1
	
	
	1
	2
	2
	8
	1
	3
	
	21

	Mother tongue
	
	
	
	2
	2
	
	1
	
	
	7
	19
	
	3
	5
	39

	History
	
	
	
	1
	
	
	
	
	
	
	
	
	
	
	1

	Home ecology
	
	
	
	
	
	
	
	
	2
	
	1
	
	
	1
	4

	Craft & technology
	
	
	
	
	
	
	
	
	
	1
	1
	
	
	
	2

	Class teaching
	
	
	
	
	
	
	
	
	
	
	
	
	
	4
	4

	Sub-total
	
	11
	1
	25
	7
	
	16
	4
	17
	20
	63
	10
	14
	17
	205

	TOTAL
	 
	26
	8
	48
	15
	0
	32
	27
	47
	60
	154
	45
	43
	34
	539

	Total teachers
	 
	994
	2395
	2949
	1990
	1808
	3115
	921
	606
	2240
	1085
	531
	704
	675
	20013

	Vacancy rate
	 
	2.6
	0.3
	1.6
	0.8
	0.0
	1.0
	2.9
	7.8
	2.7
	14.2
	8.5
	6.1
	5.0
	 


Source:  MOE Human Resource Department

7.2
EMPLOYMENT OUTCOMES
7.2.1
Tracing methodology and response rates

180.
Representative samples of graduates who completed their training in 1995, 2000 and 2005 were traced and, once traced, were requested to complete a short questionnaire. Over 80% of the graduates selected were successfully traced.
7.2.2
Current employment status
181.
The main finding of the tracer survey is that almost all of the BETD and B.Ed. graduates are currently working as teachers in government schools (see table 7.10). Only 3% of the BETD graduates are employed by private schools, which may reflect the low opinion of the quality of BETD graduates, which appears to prevail among private school managements and proprietors. 

Table 7.10:  Employment outcomes among traced BETD and B.Ed. Graduates, June-July 2008 (rounded percentages)
	
	
	
	Other
	Not in labour
	

	Institution
	Cohort
	Teaching
	Occupation
	Force
	Unemployed
	Overseas

	Caprivi
	2000
	79
	0
	21
	0
	0

	
	2005
	79
	0
	5
	16
	0

	Ongwediva
	1995
	86
	0
	4
	0
	0

	
	2000
	100
	0
	0
	0
	0

	
	2005
	100
	0
	0
	0
	0

	Rundu
	1995
	100
	0
	0
	0
	0

	
	2000
	100
	0
	0
	0
	0

	
	2005
	100
	0
	0
	0
	0

	Windhoek
	1995
	100
	0
	0
	0
	0

	
	2000
	94
	0
	6
	0
	0

	
	2005
	100
	0
	0
	0
	0

	B.Ed. UNAM
	1995
	67
	7
	20
	0
	7

	
	2000
	71
	0
	14
	0
	14

	
	2005
	100
	0
	0
	0
	0


Source:  Tracer survey
182.
The incidence of unemployment and overseas migration is negligible. Most of the graduates ‘not in the labour force’ (students, ‘housewives’, sick and dead) are accounted for by deaths. Nine percent of the 2005 graduates have died, 6% of the 2000 group, but only 1% of the 2005 group. There are no significant differences in employment outcomes between the three different year cohorts or with respect to gender.   
7.2.3
Location and school type

183.
Table 7.11 shoes the current location of traced graduates who completed the questionnaire. Only 5% of graduates from Caprivi CoE are currently working in Caprivi. By contrast, almost all Ongwediva graduates are employed at schools in the four ‘O’ regions from where they come from, which is where two-thirds of Caprivi graduates are also employed. Nearly three-quarters of Rundu graduates from all three cohorts are working in the Ovango region. This region is also an increasingly important source of employment for Caprivi CoE graduates; only 9% of the 2000 cohort is currently employed in this region compared to 31% among the 2005 cohort. 80% of graduates from Windhoek CoE are employed in the southern regions with the remainder located in the four ‘O’ regions.   

Table 7.11:  Current location of traced BETD graduates by region, June-July 2008 (rounded percentages)
	
	Caprivi
	Ongwediva
	Rundu
	Windhoek

	Caprivi
	5
	0
	0
	0

	Erongo
	0
	0
	2
	10

	Hardap
	0
	0
	0
	2

	Karas
	0
	0
	2
	8

	Kavango
	18
	0
	77
	2

	Khomas
	3
	0
	2
	25

	Kunene
	5
	1
	2
	14

	Omaheke
	3
	0
	0
	6

	Ohangwena
	23
	26
	2
	0

	Omusati
	13
	30
	0
	6

	Oshana
	5
	24
	2
	6

	Oshikoto
	21
	18
	2
	8

	Otjozondjupa
	5
	0
	8
	15


Source:  Tracer survey
184.
With regard to school type, only 3% of all BETD graduates are currently working in lower primary schools and only one-third in two-phase primary schools (see table 7.12). 40% work at combined schools and 21% at secondary schools. None of the graduates from Caprivi and Windhoek CoEs work in lower primary schools. 90% of Caprivi and 70% of Ongwediva graduates teach at combined and secondary schools whereas 55% of Rundu and 65% of Windhoek graduates teach at primary schools (see annex table 7.3)  

Table 7.12:  Current location of traced BETD and B.Ed. graduates by school type (rounded percentages)
	
	Lower
	Primary
	Combined
	Junior
	2-phase

	
	primary
	
	
	secondary
	secondary

	1995
	6
	35
	31
	16
	12

	2000
	4
	33
	42
	8
	13

	2005
	1
	37
	44
	10
	7

	Overall
	3
	35
	40
	11
	11


Source: Tracer survey
7.3
MOE STAFFING NORMS
185.
The current (revised) staffing norms (SNs) were introduced in 2001 in order to tackle overstaffing in some regions and, more broadly, to ensure that teachers are deployed to and utilised by schools on a uniform and systematic basis. However, seven years later ‘known cases of overstaffing across regions have not been tackled’ (MOE Annual Statistics Report, 2008). There is also a common perception that some regions do not strictly apply the staffing norms.
7.3.1
Prescribed teacher-learner ratios and other staffing norms

186.
The staffing norms are one teacher to every 35 learners in primary schools and a teacher-learner ratio of 1:30 in secondary schools. Since principals are only expected to have 0.25 and heads of department 0.75 teaching loads, schools are also entitled to up to three additional teachers (depending on their numbers of learners) in order to compensate for this management time. On top of this, regions are given an additional 2% of their total teaching posts, which they can allocate to schools as they see fit. Secondary schools can also appoint teachers for pre-vocational subjects and computing. 
187.
As a consequence of the additional teachers, the prescribed staffing norm LTRs vary with changes in school enrolments (see table 7.13). For example, they are as low as 30:1 for primary schools and 26:1 for secondary schools with 225 students. 
Table 7.13: Learner-teacher ratio staffing norms adjusted for additional teachers by school size
	Learners
	0 - 224
	225 - 943
	944 - 1483
	1483 - 2000

	Primary
	35.0
	30.3 - 33.8
	32.6 – 33.4
	32.7 - 33.3

	Secondary
	30.0
	26.4 - 29.1
	28.2 – 28.9
	28.3 - 28.7


188.
The teacher-learner ratio has two components namely the student-class group ratio (class size) and the teacher-class group ratio. This latter ratio determines the overall teaching load of teachers.
  However, it is noticeable that there are no explicit class size norms and/or teaching period norms. This is a major issue because schools with the same LTR can have very different class size and teaching loads.
  Ideally, therefore, there should be class size and teaching load norms, but this would seriously complicate teacher deployment and utilisation. 
7.3.2
Adherence to staffing norms
189.
It is the responsibility of the REOs to implement and enforce the staffing norms. However, it is difficult to calculate the extent to which the staffing norms are being adhered to in combined schools because some junior secondary teachers also teach in the upper primary phase. If this could be adjusted for, primary LTRs would be lower and secondary LTRs higher.

Learner-teacher ratios over time
190.
Prior to the introduction of the revised staffing norms, government primary schools in Caprivi along with the central and southern regions were over-staffed compared to the northern regions (with the exception of Kavango). While the staffing norms have led to some increases in the LTRs in the previously ‘overstaffed’ regions, all regional primary LTRs are still below the prescribed norm (see table 7.14). Average class sizes at lower and two-phase primary schools declined by around three-four students between 2000 and 2007 (see table 7.15), but the average teaching load increased by two-three periods.       
Table 7.14:  Learner-teacher ratios for primary schooling, 2001-2007
	Region
	2000
	2001
	2002
	2003
	2004
	2005
	2006
	2007
	Change

	Caprivi
	22.7
	23.7
	26
	26.8
	28
	29.2
	22.2
	29.3
	6.6

	Erongo
	26.8
	28
	28.9
	29.4
	30
	29.9
	30.5
	30.2
	3.4

	Hardap
	26.2
	26.2
	27.3
	30.2
	31
	30.6
	31.2
	29.9
	3.7

	Karas
	26.4
	26.8
	27.7
	29.8
	30
	28.9
	26.1
	28.9
	2.5

	Kavango
	29.3
	30.5
	30.2
	30.9
	31
	31.8
	31
	31
	1.7

	Khomas
	28.2
	28.3
	29.6
	30.1
	31
	31
	30
	29.5
	1.3

	Kunene
	28
	28.2
	28.2
	29.6
	30
	29.4
	26.5
	28.4
	0.4

	Ohangwena
	40.3
	38.6
	36.1
	34.9
	33
	32.3
	32
	31
	-9.3

	Omaheke
	27.2
	27.2
	28.1
	29.5
	30
	29.3
	30.3
	28.9
	1.7

	Omusati
	33.8
	32.6
	31.8
	32.2
	31
	30.5
	31
	29.4
	-4.4

	Oshana
	34.8
	33.4
	32.7
	33.4
	33
	32
	31.3
	30
	-4.8

	Oshikoto
	35.7
	35.3
	33.3
	31.9
	31
	30.1
	30.7
	30.1
	-5.6

	Otjozondjupa
	29.6
	32.9
	32.3
	33.6
	32
	31.1
	32.3
	30.4
	0.8

	National
	31.5
	31.5
	31.2
	31.6
	31
	30.8
	30.8
	29.9
	-1.6


Source: EMIS
Table 7.15:  Average class size by school type, 2000-2007
	
	2000
	2001
	2002
	2003
	2004
	2005
	2006
	2007

	Lower primary
	33.8
	33.9
	34
	34
	34
	32.8
	28.8
	29.8

	Upper primary
	35.2
	34.5
	33.9
	34.2
	34.2
	33.2
	32.1
	32.1

	Junior secondary
	33.1
	32.6
	32.1
	32.5
	32.5
	32.3
	31.8
	31.7

	Senior secondary
	29.8
	31
	31.6
	32.2
	32.2
	32.9
	33.6
	32.9


Source:  EMIS
191.
The staffing norms for secondary schooling have resulted in only a fractionally higher LTR for the country as a whole and, in seven regions, the LTR was lower in 2007 than it was in 2000 (see table 7.16). Average class size at junior secondary schools fell slightly between 2000 and 2007 (by around 1.5 students), but increased by almost three students at senior secondary schools (see table 7.15).  In 2007, the LTR for private primary schools was 25.3 and, for secondary schools, it was only 23.3.
Table 7.16:  Learner-teacher ratios for secondary schooling, 2001-2007
	Region
	2000
	2001
	2002
	2003
	2004
	2005
	2006
	2007
	Change 

	Caprivi
	17.7
	19
	20.4
	22.6
	22
	21.8
	22.2
	21.4
	3.7

	Erongo
	26.8
	23
	23.3
	24.5
	24
	24.7
	24.2
	24.7
	-2.1

	Hardap
	28.2
	22
	22.9
	24.5
	25
	25.1
	25
	24.7
	-3.5

	Karas
	26.4
	22.4
	23.4
	25.3
	25
	26.1
	27.1
	22.7
	-3.7

	Kavango
	21.5
	22.5
	23.5
	24.9
	26
	24.7
	23.6
	23.4
	1.9

	Khomas
	22.9
	23
	29.6
	23.6
	26
	24.8
	24.6
	24.7
	1.8

	Kunene
	23.4
	23.1
	25
	23.6
	25
	25.3
	23
	22.7
	-0.7

	Ohangwena
	30.4
	29.5
	29
	28.3
	27
	26.2
	26.3
	25.4
	-5

	Omaheke
	27.2
	22.3
	22.3
	22.8
	23
	23.4
	23
	22.6
	-4.6

	Omusati
	26.8
	26.1
	31.8
	26.2
	26
	26
	26.4
	24.8
	-2

	Oshana
	26.3
	26.8
	27.2
	26.7
	26
	26.4
	27.3
	27.5
	1.2

	Oshikoto
	24.8
	24.8
	25.1
	25.8
	26
	24.9
	25.2
	25.4
	0.6

	Otjozondjupa
	29.6
	25.5
	25.1
	26.2
	26
	26.7
	27.1
	25.3
	-4.3

	National
	24
	24.3
	24.9
	25.3
	26
	25.1
	25.2
	24.6
	0.6


Source: EMIS
Overall staffing norm entitlements and teachers in post 
192.
There is quite considerable over-staffing in primary and combined schools. At a national level, actual teachers in post at rural schools exceed prescribed teacher entitlements based on the staffing norms by 15.1% for lower primary, 9.5% for combined (Gd1-7) primary, and 10.0% for combined (Gd 1-10) schools
 (see tables 7.17 and 7.18). Separate secondary schools, with the exception of a small number of urban junior secondary schools, adhere fairly closely to the norms.
Table 7.17:  Prescribed teachers according to the staffing norms and total teachers employed by school type, 2007
	
	Lower primary
	Two-phase primary
	Combined schools
	Junior secondary
	Two-phase secondary

	Teachers
	Rural
	Urban
	Rural
	Urban
	Rural
	Urban
	Rural
	Urban
	Rural
	Urban

	Prescribed
	1468
	392
	5076
	2274
	4288
	370
	761
	166
	724
	1056

	Actual
	1691
	423
	5557
	2379
	4716
	464
	728
	212
	747
	1072

	% overstaffed
	15.1
	7.6
	9.5
	4.6
	10.0
	25.4
	-4.3
	27.7
	3.2
	1.5


Table 7.18:  Prescribed and actual learner-teacher ratios by school type, 2007
	
	Lower primary
	Two-phase primary
	Combined schools
	Junior secondary
	Two-phase secondary

	Teachers
	Rural
	Urban
	Rural
	Urban
	Rural
	Urban
	Rural
	Urban
	Rural
	Urban

	Prescribed
	32.7
	32.6
	32
	32.4
	na
	na
	27.8
	27.8
	27.9
	28.1

	Actual
	28.4
	30.3
	29.1
	31.4
	na
	na
	28.4
	21.3
	26.5
	27.1


193.
Table 7.19 shows the number of schools by main school type that are over and under-staffed (see also Annex table 7.1). There are 180 lower primary schools that are fractionally overstaffed (where the number of teacher in post exceeds the staffing norm entitlement by 0.01-0.99 teachers), but there are almost another 110 schools (31% of the total) where the staffing norm is clearly exceeded (i.e. more than one teacher is employed than should be). The corresponding figures for combined primary are 296 (51%), combined schools 212 (70%), and 73 (46%) for separate secondary schools. However, the figures for combined and secondary school somewhat overstate the degree of overstaffing because it has not been possible to adjust for the 220 or so pre-vocational teachers who are employed at these schools.    
Table 7.19:  Over and under-staffing among individual schools by school type, 2007
	
	Lower primary
	Combined primary
	Combined schools
	Separate secondary

	Teachers
	Rural
	Urban
	Rural
	Urban
	Rural
	Urban
	Rural
	Urban

	Under-staffed
	
	
	
	
	
	
	
	

	3.0 >
	0
	1
	4
	4
	2
	0
	8
	1

	2.0 - 2.99
	1
	1
	6
	5
	3
	0
	5
	3

	1.0 - 1.99
	12
	0
	23
	8
	6
	1
	10
	5

	0 – 0.99
	46
	1
	77
	14
	30
	2
	20
	8

	Over-staffed
	
	2
	
	
	
	
	
	

	0 – 0.99
	178
	1
	119
	15
	43
	4
	23
	3

	1.0  - 1.99
	63
	1
	129
	17
	76
	1
	17
	5

	2.0 - 2.99
	22
	8
	68
	10
	56
	2
	10
	6

	3 >
	12
	4
	47
	20
	71
	7
	17
	18


Source:  EMIS
194.
The scatter plots of teachers in post and enrolments in each individual school highlight the degree to which the staffing norms are being adhered to. For primary schools as a whole there is a close relationship between enrolments and teachers, but this is not the case for schools with less than 300 learners (see figures 7.1 and 7.2). The scatter plots for combined and two-phase secondary schools are shown in figures 7.3 and 7.4. 
[image: image8.emf]Figure  7.1: Scatter plots of enrolments and teachers at two-phase primary schools, 2007

R

2

 = 0.9316

0

10

20

30

40

50

60

70

80

0 200 400 600 800 1,000 1,200 1,400 1,600 1,800 2,000

Learners

Teachers


[image: image9.emf]Figure 7.2: Scatter plots of enrolments and teachers at public primary schools with less than 
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[image: image10.emf]Figure  7.3 : Scatter plots of enrolments and teachers at combined schools, 2007

R

2

 = 0.8805

0

5

10

15

20

25

30

35

40

45

50

0 200 400 600 800 1,000 1,200 1,400 1,600

Learners

Teachers

d


[image: image11.emf] Figure 7.4: Scatter plots of enrolments and teachers at two-phase secondary schools , 2007
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195.
The MOE Technical Committee on Staffing Norms concludes that, with regard to curriculum delivery and, in particular subject choice, ‘the current staffing norm provides enough teachers if principals do proper planning and staff allocation’ (p.5) in both the upper primary and junior secondary phases. However, this conclusion is questionable given that there is considerable teacher over-staffing with respect to the staffing norms and, at the same time, schools themselves report over 750 vacancies, which need to be filled. 
196.
The Technical Committee points to two major shortcomings of the staffing norms, namely that ‘they not provide specifically for smaller class groups’ and they result in ‘over-crowded classrooms’. It is particularly difficult for small rural primary schools to comply with the staffing norms. The Committee notes that ‘due to new curriculum demands and the staffing norms, many principals at smaller schools will struggle to implement the proposed guidelines’ (p.10). With no multi-grade teaching in Grades 1-4, two-phase primary schools require a minimum of four class teachers (for lower primary) and three subject teachers (to cover the six core subjects in upper primary). Similarly, lower primary schools with less than 70 learners are only entitled to one teacher. Schools with incomplete phases also face major staffing problems. For example, a lower primary school that decides to extend schooling provision to Grade 5 is not entitled to employ enough teachers to cover the core six-subject curriculum for the upper primary phase. This problem is even more acute for combined schools with only Grade 8 and/or 9 since the junior secondary curriculum has nine core subjects. By contrast, some junior secondary schools are seriously over-staffed. For example, at one junior secondary school in Omaheke Region, which was visited by the study team, five temporary teachers had just been appointed to cover subjects for just one additional grade 10 class.

197.
The actual number of teachers a school and a region as a whole can employ ultimately depends on the available budget. Some schools do not have enough budgeted teaching posts to be able meet their staffing norm entitlement. Other schools do not necessarily get all the teachers they are entitled to. For example, in Hardap Region, the REO re-assigns teacher posts from relatively well endowed and staffed urban schools to hard-to-staff primary schools in rural areas. Furthermore, most regions tend to use the additional 2% ‘pool’ posts for rural schools. 

198.
The REOs try to re-deploy teachers from over- to under-staffed schools, but this is usually quite difficult given the system of school-based recruitment coupled with the de facto rights of teachers, which give them the ultimate say as to whether or not they should be transferred and to which school. Consequently, REOs only rarely impose a teacher on a school. In particular, schools are reluctant to accept sick teachers. There are no restrictions on when teachers can apply for transfer. There is a common perception in some REOs that ‘the majority of teachers seeking transfers are not good teachers’.
Regional variations

199.
Adherence to the staffing norms also varies from region to another. Tables 7.20 and 7.21 show the extent of the divergence between prescribed and actual teachers for the five main types of school in each region.  

200.
Lower primary schools: Among the six regions that have more than 10 junior primary schools, LTRs range from around 26 in Caprivi and Ovango to around 29 in Ohangwena, Omusati, Oshana and Oshikoto (see table 7.20). The main reason for this is that the average class size in Caprivi and Ovango regions is only around 15 compared to 28-30 in the other regions. As a consequence, double shifting is the norm in Caprivi and Ovango, which is reflected in teacher-class group ratios of around 0.6. As a general rule, regardless of school type, LTRs are lower the smaller the school (see figure 7.5). In the case of lower primary schools, the LTR for schools with 1-100 students is around 25, but for schools with more than 300 students, it is over 30. Differences in school sizes between regions are, therefore, a key factor in explaining regional variations in LTRs.         

Table 7.20:  Prescribed and actual teachers in post by region for primary and combined schools, 2007
	 
	LOWER PRIMARY
	COMBINED PRIMARY
	COMBINED SCHOOLS

	 
	Rural
	Urban
	Rural
	Urban
	Rural
	Urban

	Region
	Prescribed
	Actual
	% diff
	Prescribed
	Actual
	% diff
	Prescribed
	Actual
	% diff
	Prescribed
	Actual
	% diff
	Prescribed
	Actual
	% diff
	Prescribed
	Actual
	% diff

	Caprivi
	28
	36
	31
	0
	
	 
	182
	193
	6
	65
	70
	7
	387
	456
	18
	 
	
	 

	Erongo
	4
	6
	47
	0
	
	 
	139
	137
	-1
	177
	177
	0
	0
	0
	
	24
	27
	0

	Hardap
	30
	29
	-2
	48
	45
	-6
	123
	159
	29
	195
	205
	5
	14
	19
	41
	17
	17
	0

	Karas
	5
	6
	18
	0
	
	 
	125
	142
	13
	122
	133
	9
	42
	48
	15
	0
	
	 

	Kavango
	305
	370
	21
	109
	108
	1
	687
	705
	3
	52
	51
	-2
	517
	554
	7
	20
	22
	9

	Khomas
	1
	2
	96
	0
	
	 
	170
	186
	9
	862
	859
	0
	4
	5
	20
	 
	
	 

	Kunene
	21
	24
	12
	0
	
	 
	197
	235
	19
	95
	98
	3
	66
	79
	21
	 
	
	 

	Ohangwena
	277
	308
	11
	53
	60
	13
	843
	910
	8
	86
	104
	21
	839
	914
	9
	40
	46
	15

	Omaheke
	5
	10
	96
	0
	
	 
	211
	221
	5
	63
	67
	6
	4
	9
	116
	 
	
	 

	Omusati
	397
	434
	9
	63
	82
	30
	683
	793
	16
	93
	103
	11
	757
	846
	12
	54
	87
	61

	Oshana
	126
	158
	25
	15
	15
	-2
	329
	349
	6
	33
	32
	-2
	443
	502
	13
	14
	14
	0

	Oshikoto
	250
	275
	10
	164
	113
	-31
	667
	751
	13
	145
	152
	5
	404
	477
	18
	70
	77
	10

	Otjozondjupa
	19
	33
	70
	0
	 
	 
	247
	278
	13
	248
	251
	1
	93
	103
	11
	27
	29
	7


Table 7.21:  Prescribed and actual teachers in post by region for junior and two-phase secondary schools, 2007
	 
	JUNIOR SECONDARY
	TWO PHASE SECONDARY SCHOOL

	 
	Rural
	Urban
	Rural
	Urban

	Region
	Prescribed
	Actual
	% diff
	Prescribed
	Actual
	% diff
	Prescribed
	Actual
	% diff
	Prescribed
	Actual
	% diff

	Caprivi
	24
	32
	31
	0
	0
	0
	54
	61
	13
	48
	56
	17

	Erongo
	44
	48
	9
	11
	10
	-12
	0
	0
	0
	162
	165
	2

	Hardap
	29
	27
	-5
	16
	18
	9
	58
	57
	-2
	35
	42
	21

	Karas
	0
	0
	0
	11
	15
	25
	44
	49
	12
	55
	57
	3

	Kavango
	12
	16
	31
	22
	21
	-7
	146
	167
	14
	39
	35
	-10

	Khomas
	0
	0
	0
	24
	26
	6
	22
	36
	60
	521
	541
	4

	Kunene
	6
	10
	63
	0
	0
	0
	20
	27
	32
	41
	48
	18

	Ohangwena
	223
	199
	-11
	0
	0
	0
	101
	97
	-4
	0
	0
	0

	Omaheke
	39
	48
	24
	18
	20
	8
	21
	22
	3
	4
	7
	72

	Omusati
	177
	184
	4
	0
	0
	0
	101
	97
	-4
	0
	0
	0

	Oshana
	99
	96
	-3
	0
	0
	0
	41
	42
	3
	0
	0
	0

	Oshikoto
	95
	86
	-9
	35
	38
	9
	20
	20
	-2
	57
	73
	28

	Otjozondjupa
	12
	14
	14
	0
	0
	0
	56
	59
	5
	95
	94
	-1


[image: image12.emf]Figure 7.5: Learner-teacher ratios by school size and type, 2007
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201.
Two-phase primary schools:  LTRs range from 27 in Hardap, Kunene,  and Omusati to 31 in Erongo, Khomas, and Oshana. Again, differences in average school and thus class size are the key factor. The LTR in very small two-phase primary schools is 22, which is even less than for the same size group of lower primary schools (mainly because of subject teacher requirements in the upper primary phase). Again, LTRs for schools with more than 200 students are over 30.

202.
Combined schools:  There is relatively little inter-regional variation in LTRs among combined schools in the six regions where this type of school is concentrated. The outlier region is Caprivi, which has a LTR of only 25 compared to 28 in the other five regions, which is mainly due to lower average teaching loads (34 periods per week in Carpivi compared to over 37 in Omusati and Oshikoto). The impact of school size on LTRs is particularly marked among combined schools because of subject teaching in two of the three phases. Very small combined schools have an average LTR of only 21 compared to over 32 for the largest schools with over 800 students.      
203.
Separate secondary schools:  LTRs among separate secondary schools range from an average of 22 in Kunene to 31 in Ohangwena. Average class size does not vary very much between regions, so the major reason for the large differences in LTRs (and thus adherence to the staffing norms) is due to teaching load variations. In Kunene, the average teaching load is only 27 periods per week compared 36 periods in Ohangwena.     
204.
The staffing norms are particularly difficult to implement in locations such as Windhoek where there are many language groups among the student population.
School management positions 

205.
There appears to be significant under-staffing of heads of departments at primary schools. According to the staffing norms, 522 HoDs should be employed at two-phase primary schools, but only 420 were employed in 2007.  
7.3
TEACHER DEPLOYMENT 
206.
Adherence to staffing norms is strongly influenced by the spatial deployment and school-level utilisation of teachers, both of which are closely inter-related.  A major paradox with regard to teacher staffing is that, on the one hand, rural schools tend to be over-staffed (because the small numbers of learners makes it very difficult to comply with the staffing norms) but, on the other hand, they are difficult to staff (because of their unattractive locations), which makes it that much harder to deliver the curriculum properly with acceptable learning outcomes. 
7.3.1
Deployment policy and practice

207.
Prior to Independence, the posting of teachers to schools was centralised in the Ministry of Education and teachers at hard-to-staff schools in insecure areas were paid additional incentives (often referred to as ‘danger money’). The Ministry also met the costs of teacher training (through the provision of bursaries), which enabled the Ministry to exercise considerable leverage with regard to the initial deployment of teachers. As a consequence of these three factors -centralised posting, location-specific incentives, and training bursaries - the deployment of teachers was relatively straightforward and no major imbalances existed in the staffing profiles of teachers with respect to the spatial distribution of teachers. 

208.
Since Independence, the deployment of teachers has become more problematic for three main reasons. First, with teacher recruitment and deployment now decentralised at the regional and school levels, teachers have far more ‘agency’ with respect to where they work. Secondly, financial incentives for hard-to-staff schools were abolished by WASCOM in 1996, mainly because all teachers were awarded large across-the-board salary increases. And thirdly, it is argued that, since students now meet the costs of training to be teachers (by taking out loans), the MOE is no longer in a position to post them to specific schools. However, since over 80 percent of total teacher training costs are still met by MOE, this argument is not valid. 

209.
Given a free choice and, without any additional financial or other incentives, teachers are loath to work at schools in remoter rural locations, which typically have no, or very poor quality, teacher housing with no running water and electricity and challenging work environments (often with classrooms constructed from bush materials or corrugated iron sheets). Poor roads are also a major factor. It is usually more stressful teaching in rural schools because teachers have to teach multiple classes across multiple grades. In urban schools, teachers are more able to stay within the same grade and subject. By contrast, staff deployment is not generally a major problem in urban schools or in smaller, more geographically compact regions such as Oshana and Khomas.
7.3.2
Staffing indicators

210.
There are three related sets of indicators that can be used to assess the spatial deployment of teachers and, in particular, to identify hard-to-staff schools and localities, namely staffing shortages, staffing movement, and staffing quality and gender. Available EMIS data for these staffing indicators has been compiled for each circuit and, in addition, they have been colour coded in order to identify easily which circuits have the highest values with respect to each indicator. The colour coding schema is presented in Table 7.22. Information on these indicators should be collected and analysed on an on-going basis in order to be able to identify persistently hard to staff schools and localities and other emerging trends and patterns.
Table 7.22:  Colour coding for staffing indicators
	Indicator
	Red
	Orange
	Yellow

	%Temporary
	>15
	10-15 
	5-10

	% Probation
	>15
	10-15
	5-10

	% Under-qualified
	>70
	50-70
	40-50

	% Female
	<40
	40-50
	50-60

	% vacancy
	>10
	5-10
	3-5

	% over staffing
	Negative
	0-5
	5-10

	Overall staffing (points)
	>9
	7-8
	5-6


Teacher shortages
211.
Vacancy rates, the incidence of temporary teachers, and the number of eligible applicants for vacant posts at the school, circuit and regional levels show the extent to which schools are able to attract sufficient numbers of teachers for budgeted posts. At the regional level, annually reported vacancies (by REOs to MOE head office) are particularly high in Otjozonjupa Regions (14.2%) followed by Omaheke (8.5%), Kunene (7.8%) Hardap (6.1%), and Karas (5.0%). There are less than 3% in the remaining eight regions. The larger regions with schools scattered across enormous areas face major challenges in filling teacher positions. For example, only 50 out of 160 vacant posts in the Hardap Region could be filled in 2007. Many schools with hard-to-fill vacancies or who require additional teachers above their staffing norm entitlement employ their own teachers from school funds, who are paid much less than permanent teachers on the public payroll (typically less than N$2000 per month)
. 
212.
Regional teacher vacancy rates conceal marked variations in the vacancy situation at the circuit level. Data from the EMIS 15th day school survey enables the period vacancy rate for each circuit to be calculated (see tables 7.23-26). Circuits with very high period vacancy rates (more than 10%) have a red colour code, and those with high (5-10%) and medium (3-5%) values have orange and yellow codes respectively. Among lower primary schools, there are 10 circuits with very high (red level) vacancy rates compared to only three for two-phase primary schools, four for combined and eight for secondary schools. Not surprisingly, Ovango is the worst affected region since this has the largest concentration of lower primary schools.       

213.
The percentage of temporary teachers shows which schools and circuits face the most difficulties in recruiting permanent staff. Circuits with a very high incidence of temporary teachers (more than 15%) have a red colour code, and those with high (10-15%) and medium (5-10%) values have orange and yellow codes respectively. It can be observed in Tables 7.23-7.26 that circuits in Hardap, Karas and Kunene Regions have the highest incidence of temporary teachers. The subjects taught by temporary teachers are also another useful indicator. Information on the number of teacher applicants for vacant posts is not currently collected in a systematic fashion. Since this is another important staffing indicator, it is recommended that this data is collected by EMIS in the future.

Table 7.23:  Circuit staffing profile indicators for lower primary schools, 2007
	Region
	Circuit
	%

temporary
	%

Probation
	% under qualified
	% female
	% vacant
	% transfer
	Over/ under staffing

	
	
	
	
	
	
	periods
	
	

	Caprivi
	Bukalo
	
	
	
	
	
	
	

	
	Chinchimane
	0
	0
	64.7
	41.2
	9.8
	
	31.8

	
	Katima
	0
	0
	50
	100
	0.0
	
	53.8

	
	Ngoma
	0
	0
	60
	40
	0.0
	
	40.8

	
	Sibbinda
	0
	0
	75
	50
	22.5
	
	18.6

	Erongo
	Omaruru
	0
	0
	50
	100
	0.0
	
	62.2

	
	Swakopmund
	0
	4.7
	23.3
	93
	7.9
	
	-5.9

	Hardap
	Auob
	43.8
	0
	50
	75
	0.0
	
	-4.0

	
	Naukluft
	25
	0
	25
	87.5
	0.0
	
	0.8

	
	Oanub
	
	0
	
	
	
	
	

	Karas
	Gariep
	0
	0
	
	
	
	
	

	
	Namib
	0
	75
	0
	100
	
	
	

	
	Namib
	
	0
	
	
	0.0
	
	7.1

	Kavango
	Bunya
	3.5
	3.5
	68.4
	42.1
	10.8
	
	24.2

	
	Kandjimi
	7.1
	1.8
	51.8
	42.9
	15.3
	
	24.8

	
	Mpungu
	5.6
	0
	58.3
	33.3
	15.2
	
	16.6

	
	Mukwe
	11.8
	2.9
	58.8
	23.5
	13.7
	
	29.3

	
	Ncamagoro
	0
	2.9
	41.2
	41.2
	0.0
	
	30.1

	
	Ncuncuni
	0
	0
	38.4
	58.9
	6.1
	
	13.8

	
	Ndiyona
	2.8
	13.9
	66.7
	27.8
	28.1
	
	39.6

	
	Rundu
	0
	0
	19
	79.3
	3.3
	
	-12.1

	
	Shambyu
	6.8
	0
	52.3
	38.6
	12.9
	
	4.3

	Khomas
	Circuit 4
	0
	0
	0
	100
	52.7
	
	66.7

	
	Circuit 1
	
	
	
	
	
	
	

	
	Circuit 3
	
	
	
	
	
	
	

	
	Circuit 2
	
	
	
	
	
	
	

	Kunene
	Epupa
	0
	0
	
	
	
	
	

	
	Khorixas
	0
	0
	0
	100
	50.7
	
	400.0

	
	Opuwo
	4.8
	4.8
	28.6
	71.4
	8.6
	
	6.3

	Ohangwena
	Eenhana
	0
	17.6
	11.8
	58.8
	0.0
	
	10.2

	
	Endola
	0
	100
	50
	75
	0.0
	
	-16.7

	
	Epembe
	0
	12.5
	12.5
	50
	0.0
	
	0.4

	
	Ohakafiya
	18.2
	18.2
	57.5
	59.1
	4.5
	
	24.6

	
	Ohangwena
	0
	14.3
	14.3
	57.1
	0.0
	
	3.1

	
	Okongo
	3
	0
	36.4
	72.7
	0.8
	
	12.5

	
	Ondobe
	0
	50
	0
	60
	12.2
	
	8.1

	
	Ongha
	0
	0
	25
	100
	0.0
	
	8.7

	Omaheke
	Circuit 1
	0
	12.5
	37.5
	62.5
	0.0
	
	112.8

	
	Circuit 2
	
	
	
	
	
	
	

	Omusati
	Anamulenge
	5.3
	0
	84.2
	78.9
	0.0
	
	12.8

	
	Elim
	0
	0
	60
	66.7
	0.0
	
	18.2

	
	Etayi
	6.3
	6.3
	31.2
	68.8
	1.2
	
	-0.3

	
	Ogongo
	6.7
	0
	53.3
	66.7
	0.0
	
	16.5

	
	Okahao
	0
	0
	26.3
	84.2
	0.0
	
	2.4

	
	Okalongo
	0
	0
	75
	66.7
	4.8
	
	7.3

	
	Onesi
	6.7
	0
	53.3
	93.3
	13.3
	
	23.4

	
	Otamanzi
	11.8
	0
	47.1
	82.4
	0.9
	
	25.5

	
	Outapi
	0
	7.7
	53.8
	80.8
	0.0
	
	-0.7

	
	Tsandi
	0
	17.6
	64.7
	76.5
	0.0
	
	14.9

	Oshana
	Eheke
	0
	14.3
	42.9
	42.9
	3.0
	
	33.6

	
	Oluno
	0
	0
	42.9
	42.9
	2.5
	
	15.8

	
	Ompunja
	0
	0
	62.5
	71.9
	0.0
	
	15.4

	
	Onamutayi
	0
	4.8
	47.6
	85.7
	0.0
	
	57.1

	
	Oshakati
	0
	0
	100
	100
	0.0
	
	55.6

	Oshikoto
	Omuthiya
	0
	5.9
	47.1
	58.8
	0.0
	
	34.9

	
	Onathinge
	0
	0
	60
	73.3
	0.0
	
	13.9

	
	Onyaanya
	0
	0
	63.6
	72.7
	0.0
	
	1.0

	
	Onyuulaye
	16.7
	4.2
	41.7
	50
	0.9
	
	8.2

	
	Oshigambo
	0
	5.9
	47.1
	76.5
	0.0
	
	2.4

	
	Oshivelo
	0
	11.8
	17.6
	47.1
	0.0
	
	22.5

	Otjozondjupa
	Grootfontein
	5.9
	0
	65.5
	48.3
	8.0
	
	70.1

	
	Okahandja
	
	
	
	
	
	
	

	
	Otjiwarongo
	
	
	
	
	
	


Source:  EMIS
Table 7.24:  Circuit staffing profile indicators for two-phase primary schools, 2007
	Region
	Circuit
	% temporary
	% probation
	% under qualified
	% female
	% vacant periods
	% transfer
	Over/under Staffing
	Staffing score

	Caprivi
	Bukalo
	0
	2.1
	51.1
	55.3
	7.2
	
	6.0
	3

	
	Chinchimane
	0
	3.7
	81.5
	51.9
	16.0
	
	-8.5
	10

	
	Katima
	0
	0.7
	35.6
	83
	1.5
	
	9.8
	1

	
	Ngoma
	0
	3.2
	58.1
	35.5
	10.5
	
	1.0
	10

	
	Sibbinda
	4.3
	2.1
	55.3
	40.4
	6.4
	
	5.4
	7

	Erongo
	Omaruru
	3.9
	3.9
	45.7
	67.7
	1.4
	
	1.8
	3

	
	Swakopmund
	1.7
	5.1
	13.6
	82.4
	6.4
	
	-2.5
	6

	Hardap
	Auob
	6.7
	4.8
	31.7
	69.2
	2.0
	
	6.5
	2

	
	Naukluft
	25
	22.7
	34.1
	59.1
	2.9
	
	26.3
	7

	
	Oanub
	9.8
	5.3
	8.3
	72
	3.7
	
	7.7
	4

	Karas
	Gariep
	16.7
	12.1
	28.8
	72.7
	4.5
	
	13.8
	6

	
	Naukluft
	7.2
	13.3
	14.5
	77.1
	0.0
	
	17.2
	3

	
	Namib
	20
	14.7
	28.4
	70.5
	1.7
	
	7.0
	6

	Kavango
	Bunya
	0
	1.6
	49.2
	38.1
	1.4
	
	-0.3
	7

	
	Kandjimi
	5.8
	0
	34.8
	31.9
	2.0
	
	7.8
	5

	
	Mpungu
	12.1
	7.6
	47
	27.3
	13.0
	
	3.6
	12

	
	Mukwe
	0
	0
	63.9
	34.5
	4.9
	
	-0.1
	9

	
	Ncamagoro
	0
	5.6
	28.1
	49.4
	2.4
	
	0.3
	5

	
	Ncuncuni
	0
	0
	14.7
	61.2
	8.0
	
	-1.3
	5

	
	Ndiyona
	4.8
	0
	56.5
	27.4
	4.8
	
	13.1
	5

	
	Rundu
	0
	0
	46.4
	53.6
	0.0
	
	-0.4
	5

	
	Shambyu
	3
	3
	54.5
	38.4
	6.2
	
	3.5
	10

	Khomas
	Circuit 4
	0.5
	1.5
	16.4
	77.6
	1.4
	
	7.6
	1

	
	Circuit 1
	4.1
	4.7
	14.7
	80.6
	3.8
	
	1.0
	3

	
	Circuit 3
	1.7
	6
	20.7
	78.7
	0.2
	
	-2.1
	3

	
	Circuit 2
	2.2
	6.6
	16.7
	81.5
	2.6
	
	2.1
	3

	Kunene
	Epupa
	70.3
	8.8
	82.4
	37.4
	0.9
	
	26.4
	10

	
	Khorixas
	4.2
	7.6
	18.7
	61.8
	2.0
	
	5.7
	2

	
	Opuwo
	5.6
	19.4
	11.1
	50
	4.9
	
	19.6
	7

	Ohangwena
	Eenhana
	0
	2.6
	25
	71.1
	2.3
	
	8.0
	1

	
	Endola
	0
	0
	47.6
	69.2
	0.0
	
	10.4
	1

	
	Epembe
	5.5
	0
	43.6
	52.7
	1.7
	
	13.8
	3

	
	Ohakafiya
	6.8
	10.2
	46.6
	63.6
	0.0
	
	3.4
	6

	
	Ohangwena
	0.9
	1.4
	36.2
	73.8
	3.4
	
	7.2
	2

	
	Okongo
	1.6
	3.2
	47.6
	66.7
	0.0
	
	19.2
	1

	
	Ondobe
	0
	3.3
	28.5
	67.5
	1.9
	
	1.4
	2

	
	Ongha
	3.3
	4.9
	33.6
	60.7
	1.1
	
	24.5
	0

	Omaheke
	Circuit 1
	10.3
	5.9
	32.8
	67.2
	6.2
	
	6.8
	6

	
	Circuit 2
	13.6
	0.7
	37.9
	57.9
	2.7
	
	3.5
	4

	Omusati
	Anamulenge
	0
	0
	59.1
	68.2
	0.0
	
	6.4
	3

	
	Elim
	0
	5.7
	35.7
	74.3
	1.2
	
	15.7
	1

	
	Etayi
	0.8
	0
	42.4
	75.4
	1.4
	
	14.4
	1

	
	Ogongo
	0
	0
	22.8
	77.2
	0.0
	
	15.6
	0

	
	Okahao
	0
	0
	33.3
	77
	0.9
	
	21.5
	0

	
	Okalongo
	0
	1.2
	42
	59.3
	1.1
	
	12.4
	1

	
	Onesi
	0
	3.6
	24.1
	72.3
	3.1
	
	9.5
	1

	
	Otamanzi
	0
	0
	11.8
	70.6
	0.0
	
	35.3
	0

	
	Outapi
	1.4
	4.2
	76.1
	67.6
	0.0
	
	17.3
	3

	
	Tsandi
	0
	1.9
	56.6
	87.7
	2.7
	
	16.7
	2

	Oshana
	Eheke
	0
	0
	50
	81
	0.0
	
	6.6
	3

	
	Oluno
	0
	1
	60.6
	75
	4.0
	
	8.0
	3

	
	Ompunja
	1.3
	1.3
	96.2
	78.2
	4.8
	
	7.5
	5

	
	Onamutayi
	1.3
	1.3
	56
	69.3
	0.0
	
	-4.7
	5

	
	Oshakati
	0
	1.4
	100
	78.9
	1.5
	
	10.6
	3

	Oshikoto
	Omuthiya
	23.7
	1.5
	47.3
	63.4
	0.0
	
	11.0
	4

	
	Onathinge
	0
	0
	51.7
	67.4
	0.9
	
	20.6
	2

	
	Onyaanya
	0
	0.9
	23
	66.4
	1.8
	
	15.7
	0

	
	Onyuulaye
	14.6
	7.9
	47.2
	57.3
	2.8
	
	13.2
	5

	
	Oshigambo
	0
	0.9
	30.2
	71.6
	0.0
	
	4.3
	2

	
	Oshivelo
	0
	3.7
	34.6
	71
	2.8
	
	2.9
	2

	Otjozondjupa
	Grootfontein
	7
	0.8
	34.1
	72.9
	4.2
	
	11.5
	1

	
	Okahandja
	1.1
	3.4
	29.4
	73.4
	5.0
	
	15.2
	2

	
	Otjiwarongo
	4.6
	1
	43.8
	59.8
	4.2
	
	0.1
	5


Table 7.25: Circuit staffing profile indicators for combined schools, 2007
	Region
	Circuit
	% temporary
	% probation
	% under qualified
	% female
	% vacant
	% transfer
	Over/under Staffing
	Staffing score

	
	
	
	
	
	
	teachers
	
	

	Caprivi
	Bukalo
	0
	2.2
	39.1
	38
	2.8
	
	29.3
	3

	
	Chinchimane
	0
	0
	32.3
	44.8
	7.2
	
	15.0
	4

	
	Katima
	0
	1.4
	52.7
	63.5
	5.3
	
	16.7
	4

	
	Ngoma
	0
	0
	58
	42
	4.3
	
	35.7
	5

	
	Sibbinda
	0
	0.8
	19.7
	45.7
	7.9
	
	19.1
	4

	Erongo
	Omaruru
	
	
	
	
	
	
	
	3

	
	Swakopmund
	0
	0
	70.4
	0.0
	
	11.1
	6

	Hardap
	Auob
	4
	12
	28
	56
	16.6
	
	-35.2
	9

	
	Naukluft
	30
	0
	30
	50
	0.0
	
	-82.4
	8

	
	Oanub
	11.1
	9.5
	22.2
	54
	7.4
	
	45.8
	6

	Karas
	Gariep
	7.1
	14.3
	0
	67.9
	26.6
	
	87.5
	6

	
	Naukluft
	12.5
	16.7
	29.2
	79.2
	0.0
	
	13.5
	5

	
	Namib
	0
	52.6
	31.6
	31.6
	0.0
	
	22.6
	6

	Kavango
	Bunya
	0
	0
	17.3
	48.1
	5.5
	
	0.8
	6

	
	Kandjimi
	0
	0
	27.3
	29.5
	0.0
	
	20.5
	3

	
	Mpungu
	0
	0
	23.1
	30.8
	0.0
	
	11.1
	3

	
	Mukwe
	0.9
	5.5
	48.2
	35.5
	1.8
	
	13.1
	5

	
	Ncamagoro
	0
	0
	26.3
	52.6
	1.3
	
	8.5
	1

	
	Ncuncuni
	
	
	
	
	
	
	
	0

	
	Ndiyona
	5.7
	10.2
	40.9
	42
	3.9
	
	19.5
	8

	
	Rundu
	1.1
	0
	33
	52.7
	4.6
	
	-0.4
	5

	
	Shambyu
	0
	2.9
	49.5
	33
	4.3
	
	21.1
	5

	Khomas
	Circuit 4
	0
	0
	
	
	
	
	
	

	
	Circuit 1
	0
	0
	
	
	
	
	
	

	
	Circuit 3
	0
	4.3
	6.7
	52.2
	0.0
	
	16.3
	1

	
	Circuit 2
	0
	0
	
	
	
	
	
	

	Kunene
	Epupa
	23.1
	0
	100
	46.2
	4.7
	
	37.6
	9

	
	Khorixas
	6.5
	12.9
	12.9
	38.7
	5.6
	
	19.2
	7

	
	Opuwo
	0
	5.6
	0
	50
	4.5
	
	21.3
	3

	Ohangwena
	Eenhana
	0.6
	5.5
	14.7
	58.9
	4.0
	
	9.7
	4

	
	Endola
	0
	0.5
	26.6
	65.3
	0.0
	
	8.7
	1

	
	Epembe
	9.4
	0
	22.6
	50.9
	2.7
	
	17.8
	2

	
	Ohakafiya
	2
	2
	26
	54
	0.6
	
	14.3
	1

	
	Ohangwena
	0
	3.9
	15.7
	61.8
	19.8
	
	24.6
	3

	
	Okongo
	7.5
	0
	44.8
	56.7
	0.0
	
	20.5
	3

	
	Ondobe
	1.1
	5.3
	26.5
	61.4
	2.1
	
	10.2
	1

	
	Ongha
	0.8
	1.3
	17.8
	61.4
	4.0
	
	3.4
	2

	Omaheke
	Circuit 1
	0
	0
	0
	62.5
	19.2
	
	125.0
	3

	
	Circuit 2
	0
	0
	
	
	
	
	
	0

	Omusati
	Anamulenge
	0
	5.7
	78.6
	65.7
	
	
	
	4

	
	Elim
	0
	0
	23.2
	70.9
	6.3
	
	2.4
	4

	
	Etayi
	0.7
	4
	23.8
	63.7
	7.3
	
	21.4
	2

	
	Ogongo
	0
	0.9
	34.8
	66.1
	2.2
	
	19.9
	0

	
	Okahao
	0
	0
	43.3
	70
	0.0
	
	14.2
	1

	
	Okalongo
	0.4
	1.3
	20.9
	58.2
	3.4
	
	16.4
	2

	
	Onesi
	3.5
	12.1
	10.6
	63.8
	9.5
	
	7.8
	5

	
	Otamanzi
	0
	0
	16.9
	67.8
	1.7
	
	4.3
	2

	
	Outapi
	0
	1.3
	18.4
	53.2
	0.4
	
	10.4
	1

	
	Tsandi
	0
	9
	38.2
	70.8
	3.1
	
	12.1
	2


Table 7.25 (cont.):  Circuit staffing profile indicators for combined schools, 2007
	Oshana
	Eheke
	0
	1.8
	28.2
	60.6
	1.1
	
	12.0
	0

	
	Oluno
	0
	0
	30
	70
	0.0
	
	15.7
	0

	
	Ompunja
	0
	2.1
	47.9
	72.9
	3.2
	
	12.5
	2

	
	Onamutayi
	0
	2.1
	45.5
	66
	2.3
	
	11.1
	1

	
	Oshakati
	0
	3.4
	96.6
	73.9
	0.0
	
	22.2
	3

	Oshikoto
	Omuthiya
	0
	5
	12.5
	57.5
	0.0
	
	17.9
	2

	
	Onathinge
	0.8
	0
	17.8
	59.5
	1.3
	
	17.0
	1

	
	Onyaanya
	0.7
	1.3
	32.7
	59.3
	1.9
	
	18.7
	1

	
	Onyuulaye
	14.3
	0
	18.7
	62.6
	2.3
	
	14.5
	2

	
	Oshigambo
	0.6
	2.5
	25.2
	64.4
	1.0
	
	15.7
	0

	
	Oshivelo
	2.3
	1.1
	31
	62.1
	4.7
	
	2.9
	3

	Otjozondjupa
	Grootfontein
	9.7
	4.2
	37.5
	55.6
	1.8
	
	10.6
	2

	
	Okahandja
	0
	0
	0
	
	
	
	
	0

	
	Otjiwarongo
	6.8
	0
	6.8
	57.6
	4.2
	
	12.8
	3


Table 7.26: Circuit staffing profile indicators for secondary schools, 2007
	Region
	Circuit
	% temporary
	% probation
	% under qualified
	% female
	% vacant
	% transfer
	% Overstaffed
	Staffing score

	
	
	
	
	
	 
	periods
	
	
	

	Caprivi
	Bukalo
	0
	0
	10
	20
	13.8
	
	36.6
	6

	
	Chinchimane
	9.5
	14.3
	23.8
	47.6
	0.0
	
	36.5
	5

	
	Katima
	1.4
	0
	11.3
	49.3
	6.2
	
	50.8
	4

	
	Ngoma
	0
	10.5
	0
	31.6
	3.5
	
	18.2
	6

	
	Sibbinda
	4.2
	4.2
	25
	33.3
	2.8
	
	25.4
	3

	Erongo
	Omaruru
	4.9
	12.3
	12.3
	42
	7.6
	
	15.4
	6

	
	Swakopmund
	2.1
	10.6
	4.2
	59.9
	8.4
	
	24.7
	5

	Hardap
	Auob
	21.4
	12.5
	5.4
	50
	4.1
	
	-9.5
	10

	
	Naukluft
	4.8
	19
	9.5
	23.8
	5.4
	
	29.2
	8

	
	Oanub
	6.2
	4.1
	0
	51.5
	1.4
	
	54.6
	2

	Karas
	Gariep
	0
	33.3
	0
	33.3
	0.0
	
	19.0
	5

	
	Naukluft
	8.8
	22.8
	8.8
	50.9
	0.0
	
	34.9
	5

	
	Namib
	12.9
	12.9
	19.4
	61.3
	9.0
	
	51.8
	6

	Kavango
	Bunya
	0
	4
	4
	44
	3.4
	
	48.6
	3

	
	Kandjimi
	9.5
	4.8
	4.8
	33.3
	3.8
	
	50.9
	5

	
	Mpungu
	0
	0
	0
	43.8
	0.0
	
	12.8
	2

	
	Mukwe
	5
	15
	0
	25
	18.5
	
	
	9

	
	Ncamagoro
	
	
	
	
	
	
	

	
	Ncuncuni
	
	
	
	
	
	
	54.4
	

	
	Ndiyona
	0
	35.3
	0
	41.2
	9.6
	
	11.9
	7

	
	Rundu
	0
	3.9
	3.9
	38.8
	4.1
	
	34.1
	4

	
	Shambyu
	0
	0
	5
	45
	8.0
	
	20.5
	4

	Khomas
	Circuit 4
	1.3
	11.4
	0.7
	63.1
	5.0
	
	15.1
	4

	
	Circuit 1
	6
	5.2
	6
	59.2
	3.4
	
	35.2
	4

	
	Circuit 3
	1.9
	1.3
	5.8
	60.6
	9.5
	
	26.3
	2

	
	Circuit 2
	3.3
	7.4
	4.1
	66.1
	0.8
	
	15.4
	1

	Kunene
	Epupa
	11.1
	7.4
	48.1
	25.9
	43.6
	
	50.2
	9

	
	Khorixas
	0
	14.8
	18.5
	42.6
	3.4
	
	
	5

	
	Opuwo
	
	
	
	
	
	
	24.2
	0

	Ohangwena
	Eenhana
	2.5
	20
	2.5
	62.5
	0.0
	
	5.9
	4

	
	Endola
	7.9
	5.3
	5.3
	53.9
	2.9
	
	
	3

	
	Epembe
	
	
	
	
	
	
	
	

	
	Ohakafiya
	
	
	
	
	
	
	-1.0
	3

	
	Ohangwena
	0
	4.8
	11.3
	53.2
	5.1
	
	3.7
	5

	
	Okongo
	3.8
	19.2
	100
	61.5
	0.0
	
	-5.2
	9

	
	Ondobe
	0
	20.9
	2.3
	55.8
	15.9
	
	9.6
	8

	
	Ongha
	0
	4.7
	2.3
	65.1
	7.1
	
	29.3
	2

	Omaheke
	Circuit 1
	4.1
	2
	0
	51
	9.8
	
	44.6
	3

	
	Circuit 2
	0
	14.3
	53.1
	31.4
	0.0
	
	33.3
	7

	Omusati
	Anamulenge
	0
	6.3
	0
	56.3
	0.0
	
	9.4
	3

	
	Elim
	2.5
	19
	3.8
	54.4
	6.3
	
	10.4
	6

	
	Etayi
	0
	0
	0
	40
	0.0
	
	
	3

	
	Ogongo
	
	
	
	
	
	
	31.7
	0

	
	Okahao
	0
	7.6
	6.3
	51.9
	6.6
	
	16.2
	4

	
	Okalongo
	0
	2.6
	2.6
	63.2
	5.2
	
	19.7
	2

	
	Onesi
	0
	5.5
	7.3
	50.9
	12.9
	
	
	5

	
	Otamanzi
	
	
	
	
	
	
	-25.9
	3

	
	Outapi
	0
	7.1
	7.1
	53.6
	0.0
	
	26.7
	2

	
	Tsandi
	1.5
	4.5
	16.4
	52.2
	3.8
	
	25.0
	2


Table 7.26 (cont.):  Circuit staffing profile indicators for secondary schools, 2007
	Oshana
	Eheke
	0
	0
	53.3
	66.7
	26.5
	
	13.1
	5

	
	Oluno
	0
	0
	9.3
	58.8
	0.0
	
	15.8
	1

	
	Ompundja
	0
	6.7
	86
	64
	7.6
	
	4.7
	7

	
	Onamutayi
	0
	0
	6.2
	37.5
	0.0
	
	12.5
	3

	
	Oshakati
	1.1
	3.4
	80.9
	62.9
	10.0
	
	68.1
	6

	Oshikoto
	Omuthiya
	0
	24.4
	92.7
	46.3
	0.0
	
	5.9
	9

	
	Onathinge
	2.6
	5.2
	18.2
	53.2
	8.1
	
	8.7
	5

	
	Onyaanya
	0
	0
	11.1
	50
	0.0
	
	3.4
	3

	
	Onyuulaye
	0
	0
	6.7
	40
	58.3
	
	14.0
	6

	
	Oshigambo
	0
	10.4
	0
	54.2
	4.8
	
	38.5
	4

	
	Oshivelo
	0
	0
	5.4
	54.1
	1.0
	
	22.2
	1

	Otjozondjupa
	Grootfontein
	8.7
	10.9
	19.6
	54.3
	2.4
	
	14.5
	4

	
	Okahandja
	4.5
	11.2
	18
	47.2
	4.4
	
	20.9
	5

	
	Otjiwarongo
	3.9
	2
	2
	68.6
	4.6
	
	
	1


Teacher movement
214.
Schools in harder-to-staff locations invariably have relatively high annual transfer rates. All REOs report major difficulties in posting teachers to remoter rural schools and those who do report for duty at these schools are difficult to retain. Currently, transfer rates are derived indirectly from EMIS data by comparing staff lists from the previous and current year thereby enabling the number of teachers who are no longer employed to be calculated. Given the importance of staff movements, it is recommended that information on teacher transfers and attrition is directly requested as part of the 15th day survey. Imputed transfer rates among qualified teachers in 2006 are particularly high in Kunene (10.6%) and Otjozondjupa (7.4%) Regions
 and are in the range of 4% to 6% in the other regions.
215.
The proportion of probationary teachers is another potentially useful staffing indicator since hard to staff schools that are unable to retain more experienced teachers are often obliged to replace them with newly qualified college and university teacher graduates. However, the hardest-to-staff schools may be unable to recruit even newly qualified graduates. The proportions of probationary lower primary and two-phase primary school teachers are high in Ohangwena and Hardap, Karas and Kunene regions respectively (see tables 7.23-7.26).  Secondary schools in the southern regions also have relatively large numbers of probationary teachers.  
Teaching quality and gender 

216.
The incidence of qualified primary school teachers varies appreciably across the country – from a low of only 60% in Kavango Region to a high of 89% in Khomas Region. However, there are relatively small inter-regional differences among secondary school teachers (see table 7.27). Furthermore, regional differences in the incidence of qualified teachers have narrowed appreciably during the last decade. As noted earlier, EMIS does not collect sufficiently detailed information on teachers to be able to establish the distribution of diploma and degree level teachers according to type of school and location. However, former white schools, which are mainly located in urban areas, still have relatively large numbers of well qualified white teachers while under-qualified teachers are concentrated in lower primary schools, which are mainly located in rural areas. 

Table 7.27:  Percentage of fully qualified teachers (Gd.12+3/4) 2001-2007 (rounded percentages
	
	PRIMARY
	SECONDARY

	Region
	2001
	2007
	2001
	2007

	Caprivi
	32
	66
	64
	88

	Erongo
	54
	76
	87
	92

	Hardap
	56
	74
	80
	94

	Karas
	55
	72
	86
	89

	Kavango
	24
	60
	64
	88

	Khomas
	74
	89
	93
	94

	Kunene
	34
	73
	73
	93

	Ohangwena
	37
	72
	69
	89

	Omaheke
	52
	71
	76
	89

	Omusati
	34
	64
	68
	90

	Oshana
	38
	68
	66
	90

	Oshikoto
	36
	73
	64
	91

	Otjozondjupa
	42
	68
	80
	89

	National
	41
	71
	73
	90


Source:  EMIS
217.
There are relatively high concentrations of under-qualified primary school teachers in Caprivi, Omusati, Oshana, Ovango and Otjozondjupa regions. Three out of the five circuits in Oshana Region also have relatively large numbers of under qualified secondary school teachers (see tables 7.23-7.26).  

218.
With regard to gender, it is argued that there are important benefits with respect to the learning process and environment as well as learning outcomes from having good gender balance with respect to teacher staffing. This is usually difficult to achieve in developing countries since women teachers are typically much less willing and able to work in remoter, rural schools.  At the national level, with the important exception of lower primary schools, there appear to be less acute deployment issues with regard to female teachers in Namibia (see table 7.28).  In fact, urban combined and secondary schools have lower proportions of female teachers than rural combined and secondary schools. Only one-third of teachers at lower primary schools are female, which indicates that it is particularly hard to deploy women teachers to what are predominantly very small and remote rural schools. Furthermore, at the regional level, the share of female teachers is relatively low in Kavango Region, which is a consequence of the more difficult living and working environments in this region (see tables 7.23-7.26).
Table 7.28:  Proportion of female teachers by location and school type, 2007
	School type
	RURAL
	URBAN

	Lower primary
	32.5
	30.3

	Two-phase primary
	59.2
	63.9

	Combined
	74.2
	70.1

	Secondary
	66.8
	57.4


Source:  EMIS
7.3.3
Staff deployment index

219.
On the basis of the limited analysis that has been done for this study, a simple teacher circuit deployment index has been devised, which is based on the aggregation of the rating scores of the four key staffing indicators that are currently available, namely, the period vacancy rate, and the incidence of temporary, female and under-qualified teachers. Each red, orange, and yellow coded staffing indicator has been assigned three points, two points and one point respectively. Summing these scores for each circuit, circuits with relatively very high scores (nine or more) have been coded red and those with high (7-8) and medium (5-6) scores, orange and yellow respectively. 
220.
The results of this rating exercise are presented in table 7.29. By school type, it can be observed that the hardest-to-staff circuits (with red and orange rating scores) are as follows:

Table 7.29:  Overall staffing situation by region, circuit and school phase, 2007
	Region
	Circuit
	Lower primary
	2-phase primary
	Combined schools
	Secondary schools

	Caprivi
	Bukalo
	
	3
	3
	6

	
	Chinchimane
	6
	10
	4
	5

	
	Katima
	2
	1
	4
	4

	
	Ngoma
	4
	10
	5
	6

	
	Sibbinda
	8
	7
	4
	3

	Erongo
	Omaruru
	2
	3
	3
	6

	
	Swakopmund
	5
	6
	6
	5

	Hardap
	Auob
	8
	2
	9
	10

	
	Naukluft
	5
	7
	8
	8

	
	Oanub
	
	4
	6
	2

	Karas
	Gariep
	
	6
	6
	5

	
	Namib
	3
	3
	5
	5

	
	Namib
	1
	6
	6
	6

	Kavango
	Bunya
	8
	7
	6
	3

	
	Kandjimi
	8
	5
	3
	5

	
	Mpungu
	9
	12
	3
	2

	
	Mukwe
	10
	9
	5
	9

	
	Ncamagoro
	3
	5
	1
	

	
	Ncuncuni
	3
	5
	0
	

	
	Ndiyona
	10
	5
	8
	7

	
	Rundu
	4
	5
	5
	4

	
	Shambyu
	11
	10
	5
	4

	Khomas
	Circuit 4
	3
	1
	
	4

	
	Circuit 1
	
	3
	
	4

	
	Circuit 3
	
	3
	1
	2

	
	Circuit 2
	
	3
	
	1

	Kunene
	Epupa
	
	10
	9
	9

	
	Khorixas
	3
	2
	7
	5

	
	Opuwo
	3
	7
	3
	0


Table 7.29 (cont.):  Overall staffing situation by region, circuit and school phase, 2007
	Ohangwena
	Eenhana
	4
	1
	4
	4

	
	Endola
	8
	1
	1
	3

	
	Epembe
	6
	3
	2
	

	
	Ohakafiya
	10
	6
	1
	3

	
	Ohangwena
	5
	2
	3
	5

	
	Okongo
	0
	1
	3
	9

	
	Ondobe
	8
	2
	1
	8

	
	Ongha
	1
	0
	2
	2

	Omaheke
	Circuit 1
	1
	6
	3
	3

	
	Circuit 2
	
	4
	0
	7

	Omusati
	Anamulenge
	4
	3
	4
	3

	
	Elim
	2
	1
	4
	6

	
	Etayi
	5
	1
	2
	3

	
	Ogongo
	3
	0
	0
	0

	
	Okahao
	2
	0
	1
	4

	
	Okalongo
	4
	1
	2
	2

	
	Onesi
	6
	1
	5
	5

	
	Otamanzi
	3
	0
	2
	3

	
	Outapi
	6
	3
	1
	2

	
	Tsandi
	5
	2
	2
	2

	Oshana
	Eheke
	6
	3
	0
	5

	
	Oluno
	3
	3
	0
	1

	
	Ompunja
	2
	5
	2
	7

	
	Onamutayi
	1
	5
	1
	3

	
	Oshakati
	3
	3
	3
	6

	Oshikoto
	Omuthiya
	3
	4
	2
	9

	
	Onathinge
	2
	2
	1
	5

	
	Onyaanya
	3
	0
	1
	3

	
	Onyuulaye
	7
	5
	2
	6

	
	Oshigambo
	4
	2
	0
	4

	
	Oshivelo
	4
	2
	3
	1

	Otjozondjupa
	Grootfontein
	7
	1
	2
	4

	
	Okahandja
	
	2
	0
	5

	
	Otjiwarongo
	
	5
	3
	1


221.
Lower primary schools:  Mpungu, Mukwe, Ncuncuni, Shambyu (Ovango Region) and Ohakafiya (Ohangwena Region).

222.
Two-phase primary schools: Chinchimane, Ngoma (Caprivi), Mpungu, Mukwe, Shambyu (Caprivi) and Epupa (Kunene).

223.
Combined schools:  Auob, Naukluft (Hardap) and Epupa (Kunene).
224.
Secondary schools: Auob, Naukluft (Hardap), Mukwe (Kavango), Epupa (Kunene), Okongo, Ondobe (Ohangwena) and Omuthiya (Oshikoto).

7.4
OTHER TEACHER UTILISATION ISSUES
225.
The following discussions reviews a number of issues, which impact on the effective utilisation of teachers: recruitment policy and policy (including affirmative action), teacher mobility, school size, school management, teacher specialization-subject mismatches, 

7.4.1
Teacher recruitment 

226.
MoE senior management, and teachers (and their trade unions) are generally satisfied with the recently introduced system of decentralised teacher recruitment, in particular because it is much quicker to recruit teachers and not prone, therefore, to the long delays that bedeviled the previous highly centralised system. There are, however, a number of concerns about recruitment practices at both the regional and school levels. First, recruitment procedures are not implemented uniformly across all regions. In some regions, school boards complain that REOs do not comply with their appointment recommendations. In some cases, this is coupled with accusations of nepotism and favouritism. Teacher applicants are not interviewed in every region and the composition of Human Resource Advisory Boards or Committees is not uniform. In some regions, for example, inspectors are members while in others they are not.  

227.
Secondly, the advertising of a significant proportion of teacher vacancies is done internally within each region with reliance placed mainly on announcements on notice boards in REO and circuit offices and on the local radio. The main reason for this is that most primary schools cannot afford to place adverts in national papers. REO managers also have a ‘basket’ of unsuccessful applicants from previous appointments, which they can draw on. The extent to which teachers in other regions are aware of teacher vacancies in other regions is questionable (although other REOs are informed of vacancies).  Thirdly, there are concerns about the capacity of School Boards to make informed decisions concerning teacher recruitment. This often leads to lengthy negotiations between REOs and schools, which makes the recruitment process long and tedious. And finally, affirmative action policies can restrict the pool of teachers who can be appointed at some schools, particularly at formerly white schools in mainly urban areas. 
7.4.2
Teacher mobility

228.
The effective utilisation of teachers requires a high degree of teacher mobility across regions. There are, however, linguistic, cultural, and language barriers in Namibia, which impact negatively on teacher mobility. A major issue is that, since mother tongue is the medium of instruction in lower primary schools, lower primary BETD graduates should only work at schools where this language is spoken, which reduces both their mobility and marketability. Furthermore, communities, especially in remoter rural areas, usually want to recruit ‘local’ teachers and school managers. Teachers themselves often have a strong preference to work in their home regions.
229.
Detailed information on teacher and management-initiated transfers within and between regions is not collected either by EMIS or the REOs. Among the teachers surveyed for this study, overall transfer rates are appreciably higher among secondary school teachers (see table 7.30).   

Table 7.30:  Annual transfer rates among surveyed teachers
	
	All primary
	Combined schools
	Junior secondary
	Two-phase secondary

	Schools visited
	12.7
	15.7
	19.9
	22.2

	Traced graduates
	
	
	
	


Source:  Tracer and school surveys
7.4.3
Teacher workload

230.
As public servants, teachers are expected to work a 40-hour week. The MOE began to enforce this regulation in 2005, but the extent to which it is being complied with on the ground is not uniform across the 13 regions. For example, in Caprivi and Rundu Regions, most teachers go home in the early afternoon after formal lessons have been completed. More generally, in ‘good’ schools, teachers are expected to do extra-curricula activities in the afternoon.
231.
The 1997 NIED prescribed teaching period norms are still in force: for Grade 1, the norm is 31 periods, for Grades 2-3 36 periods, Grades 4-7 39 periods, and for Grades 8-10 40 periods. The 2003 Teachers Supply and Demand study notes that the actual periods taught in 2000 corresponded to the prescribed periods. Currently, teachers are expected to teach for 90-93% of the school day. The national teacher-stream (class group) ratio for secondary schooling is 1.3:1 (4,947 class groups and 6,423 teachers), which implies that the average teaching load is 30.8 periods out of a 40-period school week. However, since this includes principals and heads of department (who do not have full teaching loads), teaching loads are somewhat higher than this. 
232.
EMIS collects information on the periods taught by each teacher. Table 7.31 shows the percentage distribution of periods taught by teachers at the survey schools and among the tracer survey graduates. Teachers at primary and secondary schools have, on average, teaching loads of 38 periods per week and 36 periods at combined schools. There is a strong feeling at all levels of the education system that teachers in Namibia are ‘overloaded’, which adversely affects learning outcomes. Certainly, teaching loads are relatively high compared to many developed and developing countries (see table 7.32). 

Table 7.31:  Teaching load among surveyed teachers, 2008 (rounded percentages)
	Periods
	Survey schools
	BETD
	B.Ed

	<20
	6
	6
	4

	20-25
	2
	2
	21

	26-30
	4
	7
	33

	31-40
	26
	29
	21

	36-40
	57
	51
	17

	40>
	4
	4
	4

	Mean periods
	n/a
	34
	30


Source:  Teacher tracer survey and school visits
Table 7.32:  Teaching loads for secondary school teachers in selected countries, 2003 (hours/week)
	
	Junior
	Senior
	Country
	Junior
	Senior

	Country
	Secondary
	secondary
	
	secondary
	secondary

	OECD
	
	
	Jordan
	22.5
	22.5

	Ireland
	22.3
	22.3
	Malaysia
	19.5
	19.5

	New Zealand
	24.8
	25
	Paraguay
	21.4
	24.1

	Scotland
	23.5
	23.5
	Peru
	32.5
	32.5

	USA
	31.3
	31.1
	Philippines
	29.4
	29.4

	OECD mean
	18.9
	18.8
	Russia
	27
	27

	Other countries
	
	
	Thailand
	16.3
	16.3

	Argentina
	23.7
	23.7
	Tunisia
	18.3
	18.3

	Brazil
	23.6
	23.6
	Uruguay
	11.9
	11.9

	Chile
	20
	20
	Zimbabwe
	25.8
	25.8

	Egypt
	21.6
	21.6
	WEI mean
	21.8
	21.6

	India
	20.8
	20.8
	
	
	

	Indonesia
	16.8
	16.8
	
	
	

	Jamaica
	25
	25
	
	
	


Source:  UNESCO, OECD
233.
Teacher workloads also vary according to the numbers of learners in the class(es) they are responsible for. Class group sizes are manageable in most schools, but around five percent of primary school classes have more than 40 learners (see table 7.33). Larger classes are more common in urban schools. Multi-grade teaching also increases the workload of teachers. Around one-half of lower primary and one quarter of two-phase primary schools have multi-grade classes (see table 7.34). Teachers who have to teach more than one subject at more than one grade level face additional workload pressures. This is the norm at smaller schools with only one or two class groups in each grade. The Technical Committee on Staffing Norms also concludes that ‘a 100% teaching load with many classes/learners makes it very difficult to cope’ (p10) especially with marking. More generally, the adoption of English as the medium of instruction after Grade 3 is challenging for many teachers and, given staff shortages, a high proportion of principals and heads of departments teach more than they are formally required. Cluster principals are also seriously overstretched. 

Table 7.33:  Class size intervals by school type, 2007 (percentage breakdown)
	Class size
	Lower primary
	Two-phase primary
	Combined schools
	Secondary schools

	
	Rural
	Urban
	Rural
	Urban
	Rural
	Urban
	Rural
	Urban

	1 to 10
	15
	0
	21
	0
	2
	6
	1
	0

	11 to 20
	38
	6
	14
	2
	6
	0
	7
	10

	21-30
	23
	11
	28
	6
	30
	12
	32
	4

	31-40
	21
	83
	51
	81
	60
	76
	56
	86

	41-50
	2
	0
	4
	11
	2
	6
	4
	0

	50>
	0
	0
	0
	0
	0
	0
	0
	0


Source:  EMIS
Table 7.34:  Percentage of schools with multi-grade classes, 2007
	School type
	Rural
	Urban

	Lower primary
	54.8
	40

	Two-phase primary
	26.7
	22.3

	All schools
	27.8
	16.5


Source: EMIS
7.4.4
Two-phase teachers 

234.
Teacher utilisation is considerably improved when teachers can teach in more than one schooling phase. One of the major alleged benefits of combined schools is that teachers can be shared between the two subject-based upper primary and junior secondary phases. At the six combined schools that were visited, 62% of teachers were teaching classes in both the upper primary and junior secondary phases. However, the corresponding figure among the tracer survey graduates who were teaching at combined schools is only 26%. 
235.
Currently, BETD graduates who major in a junior secondary subject are also permitted to teach in the upper primary phase. However, BETD students majoring in an upper primary subject are now required to take an upper primary minor subject specialisation, which reduces flexibility in their subsequent deployment. Previously, teachers with a major upper primary subject specialisation had to opt for lower primary class teaching as their minor specialisation, but this arrangement has been terminated mainly because of widespread concerns about the poor performance of these teachers who were assigned lower primary classes. School management respondents at the survey schools felt, however, that this is not necessarily the case since the upper primary trained teachers at their schools who been assigned lower primary classes are often very good teachers. What is crucial is the overall commitment of these teachers and that, over time, these teachers do acquire the necessary competence to become effective lower primary class teachers. 
236.
It is generally recognised that BETD graduates generally do not have adequate subject content knowledge to be able to teach effectively most subjects offered in the senior secondary phase. However, relatively large numbers of BETD teachers are employed at these schools, especially in hard-to-staff regions and locations where UNAM graduates are reluctant to teach. At the surveyed two-phase secondary schools, 29% of BETD teachers who are employed are teaching classes in the senior secondary phase. The corresponding figure among the traced BETD graduates is 22%. By contrast, this is not common at larger, well established senior secondary schools, especially in the Khomas Region, where schools are able to recruit enough university graduates. Also, larger senior secondary schools with sizeable Grade 8-10 enrolments are more likely to employ BETDs who teach in junior secondary grades while UNAM graduates teach both phases. 

237.
It is not possible to tell from the EMIS data just how many university graduates are working as teachers in combined and separate junior secondary schools. Only Hh% of the traced B.Ed. graduates from UNAM are teaching in the junior secondary phase. Given their stronger academic backgrounds and preparation, this is not a major concern. Even so, it appears that many combined and junior secondary schools have a preference for BETD rather than B.Ed. and other university graduates, since they tend to have better teaching skills despite the fact that they are generally weaker with respect to subject content competence. 

238.
The BETD qualification is primarily designed to meet the staffing needs of primary and combined schools. It does not suit, therefore, the staffing needs of the 65 or so separate junior secondary schools because BETD graduates have a minor specialisation in an upper primary subject, which is little use in these schools.
239.
Under the new BETD training regime, upper primary teacher trainees no longer take lower primary as a minor, which reduces flexibility in effectively deploying them since they are no longer trained in class teaching.

7.4.5
Teacher specialisation-subject mismatches

240.
There is a widespread perception especially among senior MOE managers that serious mismatches exist between the subject specialisations that teachers studied at college and the subjects that they actually teach in schools. A major reason for these mismatches is that, given staffing norms, many schools do not have enough teachers to be able to cover all the subjects required in the upper primary and the two secondary school phases. It is argued that this has become more acute since school boards have taken over responsibility for teacher recruitment because they are less concerned that appropriate subject teachers are appointed to fill vacancies, particularly in hard-to-staff schools in rural areas. Teachers in larger schools are generally able to teach their major specialisation. Some mismatches are inevitable given the large number of schools and subjects offered. 

241.
EMIS does not collect information on the major and minor subject specialisations of teachers so it is not possible to assess the extent of teacher specialisation-subject taught mismatches. However, this is not a serious issue at the 20 schools visited as part of this study. Among the tracer survey graduates, only 3% of BETD and B.Ed. graduates are currently teaching outside of their designated subject competencies. Most mismatches are concentrated in the following subjects: computing, arts, physical education, moral and religious education and home ecology. One in eight of the BETD graduates who took lower primary as their major subject specialization at college are not currently teaching in this phase.
7.5
RECOMMENDATIONS

7.5.1
EMIS data

242.
It is recommended that the following information is collected on each teacher: years at school, qualifications (BETD, B.Ed, etc), PTA/volunteer teachers, major and minor subject specializations at college/university. Furthermore, data entry for all the key teacher variables should be on one single spreadsheet rather than separate spreadsheets as is the case at the moment.

7.5.2
Staffing norms

243.
The Technical Committee on Staffing Norms recommends 1,000 additional teaching posts and 250 additional head of department posts in order ‘to fully implement the staffing norms’. In fact, as the earlier analysis has shown, the staffing norms have not only already been ‘fully implemented’, but, on the basis of these norms, there is considerable over-staffing of teachers, especially in primary schools. At the same time, even with improved timetable management, many schools still do not have sufficient teachers to meet all their staffing requirements (i.e. they are under-staffed) and, at the end of 2007, were seeking to fill the equivalent of over 750 ‘vacant’ teaching positions. Teacher shortages also mean that principals and heads of departments do not devote enough time to their management duties and non-promotional subjects (such as life skills, physical education) are also seriously squeezed as are extra-curricula activities. 

244.
A strong case exists, therefore, for reducing the current staffing norm learner-teacher ratios. Not only would this enable urgent teacher vacancies to be filled, but it would provide some leeway for reducing teacher workloads and class sizes, where these are excessively large. However, the financial implications of any sizeable across-the-board reduction in staffing norm LTRs are so great that such a move cannot be realistically contemplated, especially given the salary budget constraints within which the MOE must operate for the foreseeable future.  More pragmatic, specific adjustments to the current staffing norms along with other new interventions to improve the staffing situation, are, therefore, required especially those that make them more context-specific. At the same time, these should be accompanied by a package of measures that lead to realistic improvements in teacher utilisation and thus overall resource efficiency. 
245.
Given the current staffing situation, the ETSIP target of increasing the LTR staffing norms to 40:1 for primary and 35:1 for secondary schooling are not feasible. There is, in fact, a widespread view that the current staffing norms should be reversed with a LTR norm of 30:1 for primary and 35:1 for secondary schooling since there is a greater need for smaller classes in the primary and especially lower primary phases.  

246.
For all schools that are unable to staff their schools properly on the basis of the current staffing norms, special provision should be made for them to fill the most serious teacher vacancies. Each school should be required to make its own detailed submission, which should be closely vetted by a national panel of experts who will assess the current utilisation of teachers at the school. Priority should be given to schools in designated ‘education priority areas’ where educational needs are most pressing and also upper primary and senior secondary schools that require additional English teachers as a result of the extra English periods in the recently revised curriculum.
  A separate funding window (budget) should be established and centrally managed by the MOE in order to fund these additional staffing needs and teachers would only be appointed on a temporary contract basis. Donors could be encouraged to assist with the funding of this additional/exceptional staffing needs programme.     

247.
The current staffing norms seriously disadvantage smaller, predominantly rural primary schools where learning outcomes are generally lowest and poverty levels are highest. It is also generally accepted that multi-grade teaching should be limited to Grades 2 and 3, which means that there should be a minimum of three class teachers for the lower primary phase. It is recommended, therefore, that schools, which have between 50-100 learners should all be allocated three teachers.  Finally, in addition to the already designated pre-vocational subjects, schools with more than 250 learners should be entitled to appoint a life skills teacher. 
7.5.3
Deployment

248.
A national teacher staffing strategy: Rectifying staffing imbalances in the spatial deployment of teachers is increasingly the major challenge in order to ensure that all children in Namibia receive the same quality education. This requires, therefore, the development of a comprehensive, high priority strategy, which directly addresses the key constraints that are currently preventing the efficient and equitable deployment of teachers. More research is needed in order to identify the hardest-to-staff schools and circuits and evaluate the cost-effectiveness of possible interventions, which target both push and pull factors. The teacher deployment index should also be further developed and extended from the circuit to individual school level. 
249.
Initial postings: It is recommended that MoE takes greater control over the posting of newly appointed teachers. This could be done by specifically incorporating deployment objectives into a re-constituted grant-loan scheme for teacher training. The key features of this scheme are: (i) all teachers should be expected to pay for at least half of the total costs of their training. Income-contingent loans would be available to cover these costs; (ii) As a form of loan repayment, newly qualified teachers would agree to be posted to schools where they are most urgently needed and be required to work at these hardest-to-staff schools for at least the first four years of their public service; (iii) Thereafter, they would be free to apply for vacant posts at schools of their choice regardless of location as is the case now for all teachers; and (iv) Those teachers who do not participate in the high priority initial posting scheme will not be required to re-pay half of the costs of their training.       
250.
An alternative solution would be to introduce a new cadre of qualified contract teachers, who would be on short-term (2-3 year) appointments who would be expected to be posted to hard-to-staff schools. However, in those countries where such parallel employment schemes have been introduced, they have been strongly resisted by teachers and their trade unions. 
251.
Local recruitment: Localising the recruitment of teachers has been found to be an effective strategy for easing deployment problems in many countries. It is recommended, therefore, that REOs become more proactive in encouraging and supporting school leavers in hard-to-staff circuits and specific school catchment areas to become teachers. These school leavers should be given priority by UNAM and the colleges of education when admitting new student intakes. However, they would be obliged to belong to the initial posting scheme once they qualify and be expected to teach at schools in their home areas.  

252.
Re-orientated teacher education: Both degree and diploma level teacher training courses should be revised in order that they focus on the development of the attitudes and competencies (knowledge and skills) that are necessary for effective teaching in rural schools. 

253.
Housing: The implementation of the initial posting scheme is dependent on housing of a reasonable quality with basic services (running water and electricity) being available at hard-to- staff schools. A key component of the teacher staffing strategy is, therefore, to identify what these housing needs are and secure the necessary funding from domestic and external sources in order to meet them in the shortest time possible. 

254.
Financial incentives: ETSIP proposes that ‘incentives should be created to shift teachers from over-staffed to under-staffed regions’. More generally, there is widespread support for the re-introduction of location allowances for hard-to-staff schools. The recently published report of the MoE task force on teacher locational incentives has recommended the re-introduction of allowances based on a threefold classification namely ‘worst’, ‘moderate’, and ‘least’ hardship school locations. The criteria used to classify schools are: roads, transport, shops, social/recreational facilities, electricity, water, health clinics, telecommunications, postal services, and distance from the nearest ‘main centre’. The proposed monthly income supplementation is N$1,750 in the worst locations, N$1,150 in moderate locations and N$750 in least difficult locations. It is estimated that around 11,450 teachers would be eligible at a total annual (recurrent) cost of N$134 million. Experience from other countries suggests that these allowances have to be quite substantial relative to basic pay in order for them to be an effective inducement. The annual value of the proposed location allowance for the worst location schools is only around 20% of the average net income of a BETD graduate with 10 years experience who is working as a primary school teacher, which may not be sufficient to compensate for the hardships of working in a remote school. Given, therefore, the acute financial constraints faced by the MoE, a detailed analysis of the cost-effectiveness of the proposed locational incentives is required. The recommendations presented in this report of initial postings, localised recruitment, and good quality housing should go a long way to redressing teacher shortages in most locations. Financial inducements should only be considered for those schools and possibly circuits where persistent and acute staffing problems remain. They should not be across the board as is being proposed.
255.
School-level teacher recruitment: Giving schools control over the recruitment of teachers is part and parcel of empowering schools and improving school effectiveness. However, it is important that REOs continue to vet closely and formally approve these appointment decisions. Where school boards are unhappy with a decision, it is recommended that an independent panel of experts convened by MOE headquarters should be called on to adjudicate.  

7.5.4
Teacher utilisation

256.
Teaching loads and the working week: Most teachers already teach for most of the school day so little scope exists to improve teacher utilisation by increasing teaching loads. However, it is important that all REOs strictly enforce the 40-hour working week in all schools. 

257.
Timetable management: Teacher utilisation could be considerably improved as a result of better timetable management by school principals and inspectors, an increase in the subjects taught by upper primary teachers, and the rationalisation of very small primary schools. 

258.
Upper primary school subject teaching: Upper primary school teachers are only trained to teach two subjects, which is too restrictive especially in smaller, predominantly rural schools. Class teaching is the norm for all primary school grades in most developed and developing countries. It is recommended, therefore, that the number of teaching subjects is increased to at least three.
259.
Junior secondary curriculum: With nine core subjects, the junior secondary curriculum is too crowded and, given the current staffing norms, makes it particularly difficult for smaller schools to employ the required number of subject teachers. It is recommended, therefore, that the number of subjects is reduced to six, which is more in line with the situation in the majority of other developed and developing countries. 

260.
Larger schools: Very small schools have considerably higher unit costs. Any scope for increasing the size of schools in a cost-effective manner should, therefore, be seriously explored. This will largely hinge on the extent to which lower unit teaching costs and probably better learning outcomes (due to higher learner-teacher ratios and improved availability of qualified teachers) are outweighed by the additional costs of having to accommodate additional children in hostels. The 2003 Teacher Supply and Demand Report stated that the ‘creation of small schools should be favoured over creating hostel space’ (p.15), but no detailed cost-benefit analysis was undertaken to substantiate this recommendation. A proper study should, therefore be undertaken.     
261.
Relief teachers: Given the much lower than expected teacher mortality and morbidity rates, there is no need to introduce a new relief teacher scheme (see chapter 11). Only 29 teachers died from all causes between January and October 2008 and there were only 17 medical retirements during this period
.      

262.
Management training: Systematic, high quality management training for inspectors, school principals and heads and departments would result in major improvements in resource utilisation and teacher performance. It is recommended, therefore, that a national school management development programme is introduced, which is staffed with at least 26 (two per region) full time and appropriately trained school management advisors. This should draw on the main lessons from relatively successful management development programmes in Kenya and Botswana and elsewhere.   
8.
TEACHER COMMITMENT
263.
Teacher commitment is another key factor in determining how efficiently and effectively teachers are utilized. A strong commitment to teaching as a lifelong career is the foundation for an effective education system. Adequate numbers of capable and committed young people need, therefore, to be attracted and retained in the teaching profession. 

8.1
MOTIVATION LEVELS AND TRENDS
264.
Effective teachers are well trained and highly motivated. The principals at the 20 schools that were visited were generally quite positive about the motivation and commitment levels of their teachers. Even in large schools, they could only usually identify one or two ‘problem’ teachers who, given a free hand, they would like to replace. While the majority of BETD graduate respondents agreed with the general statement that ‘teachers at my school are well motivated’, it is noticeable that as many as one-third of these teachers at combined and senior secondary schools do not agree with this statement. 30% of B.Ed. teachers also do not agree with this statement (see table 8.1). Teacher respondents were also asked to rate their own level of job satisfaction; 10% of BETD and 22% of B.Ed. respondents indicated that their current level of job satisfaction was ‘very poor’ or ‘poor’ and another 30-40% in both groups stated that it was only ‘just OK’ (see table 8.2).  

Table 8.2:  Personal statements on current level of job satisfaction, working conditions and pay, June-July 2008 (rounded percentages)
	STATEMENT 
	Very poor
	Poor
	Just OK
	Good
	Excellent

	My current level of job satisfaction is:
	
	
	
	
	

	Survey schools
	3
	6
	31
	52
	8

	BETD primary school
	1
	8
	25
	58
	8

	BETD combined school
	1
	10
	35
	44
	10

	BETD secondary school
	0
	4
	24
	65
	7

	B.Ed. graduates
	11
	11
	22
	37
	19

	Working conditions at my school are:
	
	
	
	
	

	Survey schools
	10
	14
	37
	31
	7

	BETD primary school
	11
	15
	31
	40
	4

	BETD combined school
	17
	28
	33
	22
	0

	BETD secondary school
	13
	13
	24
	46
	4

	B.Ed. graduates
	7
	22
	41
	26
	4

	My pay as a teacher is:
	
	
	
	
	

	Survey schools
	24
	42
	25
	7
	2

	BETD primary school
	19
	26
	46
	7
	1

	BETD combined school
	20
	35
	37
	9
	0

	BETD secondary school
	15
	33
	28
	22
	2

	B.Ed. graduates
	30
	44
	15
	7
	4


Source:  School and tracer surveys
Table 8.1:  Agreement rates to general statements among teacher motivation, June-July 2008 (rounded percentages)
	 
	PRIMARY
	COMBINED
	JSS
	SSS
	ALL

	STATEMENTS
	Schools
	BETD
	Schools
	BETD
	Schools
	BETD
	Schools
	BETD
	B.Ed.

	Teachers at my school are well-motivated
	93
	73
	69
	67
	83
	74
	47
	62
	70 

	Teachers at my school are increasingly de-motivated
	15
	27
	38
	36
	22
	18
	30
	35
	45

	Teachers at my school sometimes come to school hungry
	37
	18
	33
	46
	29
	21
	14
	8
	30

	Teachers at my school have the knowledge and skills to do their jobs well
	90
	89
	93
	77
	88
	92
	76
	78
	78

	Teachers at my school are respected in the community
	81
	65
	62
	63
	63
	75
	47
	70
	60

	Job satisfaction is generally higher among qualified than unqualified teachers 
	49
	55
	48
	50
	33
	30
	33
	30
	30

	Job satisfaction is generally higher among female than male teachers 
	26
	30
	27
	30
	29
	26
	19
	9
	4


Source: School and tracer surveys
Table 8.3:  College and university graduate ratings of trends in job satisfaction and standard of living, June-July 2008 (rounded percentages)
	STATEMENT
	Declined
	Declined significantly
	Remained same
	Increased
	Increased significantly

	My level of job satisfaction over the last five years has:
	
	
	
	

	Survey schools
	13
	25
	27
	32
	4

	BETD primary school
	8
	7
	33
	35
	17

	BETD combined school
	9
	13
	26
	37
	16

	BETD secondary school
	7
	17
	33
	35
	8

	B.Ed. graduates
	7
	33
	37
	19
	4

	My standard of living over the last five years has:
	
	
	
	
	

	Survey schools
	20
	18
	29
	23
	10

	BETD primary school
	13
	15
	44
	20
	8

	BETD combined school
	16
	18
	21
	35
	10

	BETD secondary school
	7
	15
	46
	24
	9

	B.Ed. graduates
	15
	19
	33
	30
	4


Source:  School and tracer surveys
265.
With regard to trends, 30% of BETD and 45% of B.Ed. graduate tracer respondents agreed with the general statement that ‘teachers at my school are increasingly de-motivated’ again with noticeably higher agreement rates for teachers at combined and senior secondary schools. At the individual level, 38% of the teachers at the survey schools and 22% and 40% of the BETD and B.Ed. graduates respectively indicated that their own levels of job satisfaction had ‘declined significantly’ or ‘declined’ during the last five years (see table 8.3).      
Table 8.4:  Percentage of teachers wanting to transfer to another school, June-July 2008 (rounded percentages)
	Group
	Primary
	Combined
	Secondary

	Survey schools
	18
	22
	23

	BETD 2005 
	33
	18
	46

	BETD 2000 
	56
	18
	29

	BETD 2005 
	48
	59
	54

	All B.Ed.  
	40
	50
	25


Source:  School and tracer surveys
266.
The fact also that so many teachers indicate that they want to transfer to another school is also symptomatic of high levels of dissatisfaction with their current employment (see tables 8.4). Actual transfer rates are highest among (i) primary school teachers many of whom face very difficult working and living conditions in remote rural locations; and (ii) more recent groups of graduates (see table 8.5). This may reflect lower levels of job satisfaction among younger, less experienced teachers, but it may be a feature of early career staffing patterns where it takes time for newly recruited teachers to adapt to the school environment and generally settle into their careers. High transfer rates seriously undermine the effective deployment and utilisation of teachers.     

Table 8.5:  Annual transfer rates among surveyed teachers
	
	All primary
	Combined schools
	All secondary

	BETD 1995
	14.3
	3
	15.6

	BETD 2000
	7.1
	12.1
	10.5

	BETD 2005
	20.8
	13.8
	11.5

	B.Ed. 1995
	13.8
	na
	20

	B.Ed. 2000
	7.1
	na
	5.7

	B.Ed. 2005
	Na
	25
	28.6


Source:  Tracer and school surveys
267.
While the situation is not yet at a crisis level, current levels of teacher job satisfaction and motivation are quite low and urgent measures are, therefore, needed in order to ensure that there is no further deterioration.   

8.2
PROXIMATE CAUSES

268.
There are many intrinsic and extrinsic factors that collectively influence teacher job satisfaction and motivation levels. Given the complex interplay of these factors, it is usually very difficult to disentangle or isolate the precise impact of each factor. The teaching profession in Namibia is no exception. Gender can sometimes exert an independent influence on job satisfaction. However, this does not appear to be the case in Namibia since agreement rates to the general statement ‘job satisfaction is higher among female than male teachers’ are very low (see table 8.1).   

8.2.1
Vocational commitment and respect
269.
Without in-depth personal interviews it is difficult to gauge accurately the level of vocational commitment to teaching by individual teachers. However, nearly three-quarters of BETD graduates agreed with the statement ‘I had a strong desire to become a teacher. It was my first career choice’ (see table 8.6). Teaching is still generally well respected in most communities, although this appears to vary between primary and secondary schooling. Nearly 80% of primary school teacher respondents agreed with the statement that teachers at this school are respected in the local community, but barely half of teachers at community schools agreed with this statement. 

270.
It is clear that other factors do influence the decision of secondary school leavers to undertake teacher training. From the written reasons given by individual respondents to why they decided to train as a teacher, around 15% stated that they did so because of poor academic performance and/or financial constraints. The availability of bursaries for teacher training is important. Between 40-60% of respondents agreed with the statement that they opted for teacher training because funding was readily available (see table 8.6). With regard to academic performance, although only a small minority of BETD graduates agreed with the statement that they opted for teaching because they did not have enough IGCSE exam points in order to qualify for training in their first career choice, as was discussed earlier, the majority of them did not obtain enough points to be admitted for UNAM degree courses. 

Table 8.6:  Agreement rates to statements concerning primary reason for opting for teacher training,  June-July 2008 (rounded percentages)
	
	PRIMARY
	COMBINED
	JSS
	SSS
	ALL

	STATEMENTS
	Schools
	BETD
	Schools
	BETD
	Schools
	BETD
	Schools
	BETD
	B.Ed.

	I had a strong desire to become a teacher/it was my first career preference
	76
	81
	76
	71
	65
	65
	79
	74
	54

	I did not have enough Grade 12 exam points to study for my most first choice area of study
	23
	13
	19
	20
	11
	17
	8
	26
	20

	Funding was readily available for teacher training
	44
	42
	46
	60
	45
	61
	44
	52
	53

	I could not obtain funding for my first choice course
	32
	23
	48
	43
	31
	48
	21
	39
	30


Source: School and tracer surveys
271.
The level of vocational commitment does appear to be somewhat lower among B.Ed. graduates. However, barely one-half of B.Ed. graduates agreed with the statement that they had a strong desire to become a teacher when they left school and one-third of their written statements strongly indicate that teaching was not their first choice career. Furthermore, only one in three B.Ed. graduate respondents responded affirmatively to the question ‘do you expect to be a teacher in five years time?’ compared to over two-thirds of BETD graduates (see table 8.7). It is important, therefore, that students wishing to be admitted to the B.Ed. degree programme are more carefully vetted with regard to their long term vocational commitment to teaching.
Table 8.7:  Percentage of teachers responding affirmatively to the question 'do you expect to be a teacher in five years time?' (rounded percentages)
	Group
	Primary
	Combined
	Secondary

	Survey schools
	73
	62
	61

	BETD 2005 
	75
	82
	75

	BETD 2000 
	69
	65
	75

	BETD 2005 
	63
	62
	69

	B.Ed. All 
	40
	0
	33


Source:  School and tracer surveys
Primary versus secondary schooling

272.
Quality teaching in the lower primary schooling phase is crucial for establishing a sound foundation for learning. However, only three percent of BETD graduates are teaching in lower primary schools and only nn% are teaching lower primary grades. The two main reasons for this are (i) lower primary school teaching appears to have much lower status especially compared to secondary education; and (ii) class teaching is the norm in the lower primary school phase, which is seen as being more onerous than subject teaching because classes are often larger and the teacher spends the whole day with the same group of children teaching all subjects. Multi-grade teaching is also common.  Increasing the status and attractiveness of lower primary teaching should, therefore, be a top priority for the MOE. 

8.2.2
Teacher competence

273.
The competence to do a job well is a key motivator. Generally speaking, the large majority of teacher respondents believe that their colleagues do have the knowledge and skills to do their jobs well (see table 8.1).  And yet, there are mounting concerns both within and outside the MOE that many teachers in Namibia are not performing well (especially given low SACMEQ scores and other indicators of learning outcomes). Consequently, if teachers believe that they are already adequately competent, this could be a serious constraint in redressing this situation since they are less likely to be strongly motivated to improve their teaching skills. Teachers do not generally feel that qualified teachers have higher levels of job satisfaction than under-qualified/untrained teachers, which may explain why the incentives for teachers to upgrade their qualifications also appear to be quite weak. 

8.2.3
Material well-being and health
274.
Like all human beings, teachers have to ensure that certain basic needs for food and shelter are met in order that they can be motivated to do their jobs well. Not only do most teachers believe that they are poorly paid, but around one-third of respondents also stated that their standard of living had declined during the last five years (see tables 8.1 and 8.3).  Even though teacher salaries in Namibia are relatively high compared to most other countries in Africa (although not in southern Africa), sizeable minorities of teacher respondents agreed with the general statement that ‘teachers at my school sometimes come to work hungry’ (see table 8.1). Low teacher pay is the main reason mentioned by both B.Ed. and BETD teachers for wanting to leave the teaching profession.

275.
Most teachers are married and have large numbers of dependents. In part, this is because BETD and B.Ed. teachers are already quite old by the time they graduate (see table 8.8). 

Table 8.8:  Personal characteristics of traced BETD and B.Ed. graduates
	
	1995
	2000
	2005

	Average age
	
	
	

	BETD
	43
	34
	28

	B.Ed
	48
	36
	29

	% married
	
	
	

	BETD
	68
	42
	24

	B.Ed
	78
	29
	20

	Number children
	
	
	

	BETD
	3
	2
	1

	B.Ed
	3
	3
	1

	Number dependents
	
	
	

	BETD
	9
	7
	9

	B.Ed
	6
	8
	6

	Other wage earners
	
	
	

	BETD
	1
	1
	1

	B.Ed
	1
	1
	1


Source:  School and tracer surveys
8.2.4
Working and living environments 

276.
The working environment is very challenging for many teachers in Namibia. Only around one half of the teacher respondents agreed with the general statement that the working environment at this school is adequate (see tables 8.1 and 8.9). Most teachers who want to transfer cite family situation and the location of the school itself as the main reasons. More than one-third of teacher respondents are not living with their spouses and 40% of BETD teachers are at remoter schools, which are more than 40 kilometers from the nearest town. However, the large majority of teachers live reasonably close to their schools (see tables 8.10-8.12). 

277.
In addition to the poor physical environment and the paucity of learning materials, high teaching loads and poor student behaviour also appear to be key issues. School managements endeavour to equalise teaching loads. However, where they are unequal, this can be quite de-motivating for those teachers who have appreciably heavier teaching loads. Maintaining student discipline is generally more difficult in urban schools. The impact of the HIV/AIDS epidemic on teacher morale is more difficult to gauge (see table 8.9). Nearly all teachers at the 20 survey schools were reported to be healthy with minimal numbers of teacher deaths during the last 4-5 years.

Table 8.9:  Agreement rates to general statements concerning the school environment, June-July 2008 (rounded percentages)
	
	PRIMARY
	COMBINED
	JSS
	SSS
	ALL

	STATEMENTS
	Schools
	BETD
	Schools
	BETD
	Schools
	BETD
	Schools
	BETD
	B.Ed.

	The working environment at my school is adequate
	51
	56
	53
	40
	62
	69
	64
	74
	50

	Teaching loads at my school are about right
	49
	64
	43
	63
	64
	48
	43
	57
	45

	The impact of HIV/AIDS on teachers at my school has not been large
	73
	26
	61
	24
	5
	26
	3
	17
	67

	The behaviour of students is not a problem for teachers at my school
	42
	53
	28
	39
	37
	43
	24
	39
	34

	Teachers at my school receive their salaries on time
	93
	74
	77
	74
	79
	96
	69
	80
	71


Source: School and tracer surveys
Table 8.10:  Percentage of teachers not living with their spouse (rounded percentages)
	Group
	Primary
	Combined
	Secondary

	Survey schools
	39
	20
	38

	BETD 2005 
	54
	13
	40

	BETD 2000 
	9
	25
	33

	BETD 2005 
	38
	57
	0

	All B.Ed.  
	0
	na
	40


Source:  School and tracer surveys
Table 8.11: Percentage breakdown of distance from school to nearest town, June-July 2008 (kilometres)
	Distance
	BETD
	B.Ed.

	<10
	26
	57

	11 to 20
	14
	11

	22-40
	22
	11

	41-80
	18
	11

	80-100
	6
	0

	100>
	15
	11


Source:  School and tracer surveys
Table 8.12:  Percentage breakdown of distance from teacher's home to school, June-July 2008 (kilometers)
	Distance
	BETD
	B.Ed.

	<1
	36
	42

	2 to 5
	30
	32

	6 to 10
	13
	8

	11 to 20
	11
	15

	21-40
	6
	0

	40>
	4
	4


Note:  Some teachers whose homes are over 40 kilometres away from school may not be commuting on a daily basis
Source:  School and tracer surveys
8.2.5
Teacher management
278.
Teachers must be well managed if they are to be properly motivated and utilised. Around three-quarters of the teacher respondents at primary, combined and junior secondary schools agreed with the statement that ‘teachers at my school are well managed’, but this was as low as one-half among BETD graduate respondents working at senior secondary schools (see table 8.13). Sizeable minorities at all four school types do not agree with the statements that teachers and teachers and parents work well together at my school, which also raises concerns about the quality of management in a relatively large number of schools. Teachers in most schools are regularly observed by principals and heads of department (again with the exception of senior secondary schools), but it appears that school inspectors do not visit all schools regularly and, as far as teachers are concerned, teacher transfers and promotions are not handled well. Although most teachers belong to a trade union (either NANTU or TUN), less than one-third of teacher respondents agreed with the statement that ‘teachers at my school think that their trade unions are dong a good job’. 

Table 8.13:  Agreement rates to general statements about teacher management, June-July 2008 (rounded percentages)
	
	PRIMARY
	COMBINED
	JSS
	SSS
	ALL

	STATEMENTS
	Schools
	BETD
	Schools
	BETD
	Schools
	BETD
	Schools
	BETD
	B.Ed.

	Teachers at my school are well-managed
	93
	73
	73
	76
	79
	83
	66
	52
	71

	Teachers at my school work well together
	89
	73
	79
	77
	71
	70
	61
	66
	56

	School inspectors regularly visit my school
	63
	39
	30
	42
	48
	30
	35
	26
	15

	Principals and HODs at my school regularly observe classes
	96
	74
	71
	67
	86
	70
	55
	35
	37

	Teachers and parents at my school work
 well together
	61
	
	57
	
	70
	
	70
	41

	Teacher transfers are managed well and fairly
	46
	45
	39
	47
	40
	53
	34
	52
	48

	Teacher promotions are managed well and fairly
	49
	32
	29
	38
	39
	35
	37
	22
	30

	Teachers think that their trade unions are doing a good job
	32
	27
	23
	24
	33
	35
	25
	26
	33


Source:  School and tracer surveys
8.3
TEACHER PAY

8.3.1
Teacher salary structure

279.
Figure 8.1 shows the pay scales for under-qualified (ECP), BETD and B.Ed teachers as well as heads of department and principals. The noticeable features of this pay structure are as follows:

· Pay progression within each qualification group is limited. The bottom-top pay differential is less than 15% and there are only six annual notches. Consequently, the only way a BETD teacher cam increase significantly her income is to obtain the B.Ed. qualification and/or become a head of department. The income differential between BETD and B.Ed. is quite large, and therefore provides a healthy incentive for teachers to upgrade their qualifications to this level. However, as discussed earlier, very few manage to do this successfully due to limited support.
· The pay differential between the highest ECP pay notch and the entry level pay notch for BETD teachers is quite small, which dampens the incentive for ECP and other under qualified teachers to teachers to upgrade their qualifications.  

· The income differential between the classroom teacher and head of department is large (around 100%). Consequently, it is often too costly to fill all the school management positions that a school is entitled too according to the staffing norms.

· The income differential between heads of departments and principals is quite small, which means that there is little financial incentive for becoming a principal with the additional responsibilities and work load that this entails. Principals are also paid the same regardless of school size.
280.
Pay is also a key issue with respect the retention of non-B.Ed. university graduates. These individuals are recruited on a temporary basis and then expected to study for the PGDE (now on a part-time basis only). REOs are generally impressed with their level of commitment to teaching as well as their teaching performance (most have higher IGCSE exam grades than B.Ed. graduates). However, B.Ed. teachers receive appreciably higher pay, which frustrates non-qualified graduate teachers and many leave teaching for good.  

[image: image13.emf]Figure 8.1: Start and terminal gross annual salaries for BETD and B.Ed. teachers, April 2008 
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8.3.2
Pay levels
281.
The net monthly income of teacher survey respondents (basic pay and allowances
) is quite dispersed for teachers with the same qualifications and experience, which suggests that considerable scope exists for teachers to improve their income through promotions (see table 8.14). The mean income of a BETD teacher with 10 years of experience is around 50% higher than that of a newly qualified teacher, which is sufficiently large in order to provide on-going financial incentives. However, pay progression beyond this appears to be quite limited; among the teachers at the survey schools, the mean income differential between inexperienced teachers with less than three years service and experienced teachers with over 20 years of experience is less than 75%. The scope for performance-related pay increases through promotions is also likely to decline appreciably in the future since the school system will not expand nearly as fast as it has done over the past 10-15 years.   
Table 8.14:  Monthly gross salary, June-July 2008
	
	Mean
	Median
	Lower
	Upper 
	Inter-quartile

	
	
	
	quartile
	quartile
	dispersion

	BETD
	
	
	
	
	

	1995
	7400
	6900
	5200
	9200
	58%

	2000
	7400
	6900
	4700
	7900
	37%

	2005
	4800
	4500
	3700
	6100
	54%

	B.Ed.
	
	
	
	
	

	1995
	Na
	na
	na
	na
	na

	2000
	8500
	9400
	6600
	1100
	47

	2005
	7500
	8000
	5700
	8700
	53


Note:  Rounded to the nearest hundred dollars
Source:  School and tracer surveys
282.
With regard to school type, the mean incomes of recently graduated BETD teachers are not markedly different (see table 8.15). However, the mean incomes of the 1995 graduates who are working at primary and junior secondary schools are appreciably higher than those at combined and senior secondary schools. One possible reason for this is that promotion possibilities are better at these schools. Primary school teachers are paid much less than secondary school teachers in many developing countries. The fact, therefore, that they are paid more in Namibia is a positive feature of the salary structure given that primary schools are more likely to be located in remoter locations and primary school teaching has lower status than secondary school teaching.    
Table 8.15:  Monthly net pay (including allowances) among traced BETD graduates by school type, June-July 2008
	Year
	Primary
	Combined
	JSS
	SSS

	1995
	7900
	6800
	8500
	5000

	2000
	6900
	6000
	6300
	7600

	2005
	5000
	4600
	5100
	5100


Note:  Rounded to the nearest hundred dollars
Source:  School and tracer surveys
283.
Teacher salaries are much higher in South Africa and shortages exist in a number of subject areas and locations. Nevertheless, there is little teacher migration mainly because of the lack of security and the generally less attractive living and working environments in South Africa. 

284.
As noted earlier, teachers are generally very dissatisfied about their pay. In real terms, teacher pay has declined appreciably since the 1980s and 1990s. The nominal average income of 1995 BETD survey teachers has increased by around 150% since they first started teaching, but the cost of living increased by around 150% between 1995 and 2008, so in real terms they are no better off.

8.3.3
Household expenditure

285.
The mean household expenditure of teacher survey respondents is presented in Table 8.16.  The relatively high expenditures on transport and education by all groups are particularly noticeable. There is, on average, one additional wage earner per teacher household, who also contributes to household expenditure. Interestingly, on the basis of these figures, teacher net income is higher than total household expenditure among over three-quarters of the BETD survey respondents, but B.Ed. teacher pay is much less likely to cover total expenditure among the more experienced groups (see table 8.17). This may explain why B.Ed. teachers are more likely to earn additional income through ‘secondary’ employment activities. For example, forty percent of the 1995 B.Ed. group is currently engaged in these activities (see table 8.19). The most common are NAMCOL tutoring, hostel supervision, farming and other self-employed business activities (for example, bed and breakfast). Teachers are required to obtain official approval for any work outside of their normal teaching jobs, but it appears that only a small proportion are currently doing so. Some principals, especially at urban secondary schools, are concerned that the need to earn secondary income is impacting negatively on teaching commitment and performance.   
Table 8.16:  Mean monthly household expenditure by main item (N$)
	GROUP
	Housing
	Food
	Transport
	Health
	Education
	Other
	Total

	BETD schools 10> yrs experience
	1000
	1000
	600
	300
	1100
	900
	5000

	BETD 1995 graduates
	1000
	900
	600
	200
	700
	1200
	4900

	B.Ed. 1995 graduates
	3000
	1300
	1400
	400
	1300
	1800
	8400

	BETD schools 5-10 yrs experience
	1100
	1000
	600
	500
	1300
	1100
	5400

	BETD 2000 graduates
	800
	900
	600
	200
	600
	1400
	4200

	B.Ed. 2000 graduates
	1000
	1100
	1100
	500
	900
	1100
	5400

	BETD schools <5 yrs experience
	500
	700
	400
	200
	500
	700
	3000

	BETD 2005 graduates
	500
	700
	300
	200
	600
	800
	3200

	B.Ed. 2005 graduates
	900
	1300
	500
	200
	1000
	1900
	5500


Note:  Rounded to the nearest hundred dollars
Table 8.17: Percentage of teachers where expenditure exceeds income, June-July 2008
	BETD
	

	1995
	25

	2000
	19

	2005
	20

	B.Ed.
	

	1995
	50

	2000
	40

	2005
	11


Source:  School and tracer surveys
Table 8.18:  Incidence of secondary employment activity among survey teachers, June-July 2008 (rounded percentages)
	
	Primary
	Combined
	Secondary

	Survey schools
	5
	12
	24

	BETD 1995
	0
	0
	8

	BETD 2000
	7
	10
	35

	BETD 2005
	3
	6
	8

	B.Ed 1995
	0
	n/a
	40

	B.Ed. 2000
	0
	n/a
	20

	B.Ed. 2005.
	n/a
	0
	50


8.4
TEACHER BEHAVIOUR

286.
Teachers who are dissatisfied with their jobs and are poorly motivated are not likely to perform well and may even behave unprofessionally. Such behaviour includes poor preparation and marking, low levels of active teaching and time on task and poor timekeeping and absenteeism. However, as noted earlier, principals and heads of departments at the 20 survey schools expressed high levels of satisfaction with the performance of all but a very small minority of their teachers. 

8.4.1
Absenteeism and timekeeping

287.
Teacher absenteeism is quite high, which is perceived as a problem by a relatively large number of teachers (see tables 8.19 and 8.20). However, over three-quarters of absences are due to illness, attendance at in-service training courses and other official duties. Poor timekeeping is not an issue at most schools.

Table 8.19: Agreement rates to general statements about teacher absenteeism and time keeping, June 2008
	
	PRIMARY
	COMBINED
	JSS
	SSS
	ALL

	STATEMENTS
	Schools
	BETD
	Schools
	BETD
	Schools
	BETD
	Schools
	BETD
	B.Ed.

	Teacher absenteeism is not a problem at my school
	56
	62
	65
	58
	60
	83
	39
	57
	42

	Teachers at my school come to work on time
	86
	86
	89
	91
	88
	96
	73
	80
	78


Source:  School and tracer surveys
Table 8.20: Teacher absenteeism rates during the previous week, June-July 2008
	
	Primary
	Combined
	Junior Secondary
	2-phase secondary

	Survey schools
	7.5
	10
	1.9
	4.4

	BETD graduates
	14.2
	7.1
	8.2
	6.4

	B.Ed. Graduates
	8
	0
	0
	5.9


Source: School and tracer surveys
8.4.3
Performance incentives 

288.
There is a widespread feeling that ‘the Public Service Act does not fit the teaching profession’. It is also very difficult to dismiss under-performing teachers. The proposed introduction of teacher licensing is generally welcomed especially because the current probation period is not seen to be effective. Staff appraisal, in general, is also weak. 

8.5
RECOMMENDATIONS

289.
A key ETSIP objective is to introduce a new incentive system for improved teacher performance, which is based on best-practices established over many years throughout the world. This includes performance target setting, an effective inspectorate with clearly defined roles, and teacher licensing. All these measures are urgently needed.
290.
As is the case in most developing countries, teacher pay in Namibia is low both in absolute terms and in relation to other equivalent occupations in the private sector. However, given acute fiscal constraints, large, across-the-board pay increases for teachers are not feasible, at least for the foreseeable future. There is more scope though for some improvements in grade and pay structures. These should be modified in order to extend the pay scales for both BETD and B.Ed. teachers, reduce the income differential between classroom teachers and school managers, increase the pay differential between heads of department and principals and introduce separate pay scales for principals according to school size. Income progression within each salary scale should be strictly based on satisfactory job performance measured in relation to clearly defined standards.     

291.
Teachers are a large and diverse occupational group with their own special characteristics and management needs. It is for this reason that teaching service commissions have been established as the official employing body for teachers in many countries. The Teaching Service Committee was established as a compromise solution between the teacher unions, on the one hand, who have urged the creation of a TSC and the Ministry of Education, on the other, which believes that the status quo is satisfactory. However, the responsibilities of this Committee are limited (approval of early retirements, disciplinary cases, approval of additional employment). Thus, it is recommended that establishment of a TSC should be reconsidered. 
292.
The incentive structure for teachers is deficient in a number of respects. In particular, it is very difficult to deal effectively with poorly performing teachers. From both management and wider public/client perspectives, it would be highly desirable to appoint teachers on relatively short-term contracts, which are renewable subject to satisfactory performance. Teachers and teacher unions are, for understandable reasons, opposed to the introduction of performance-based employment systems, but evidence from public sector reform programmes in a large number of countries, indicates the major improvements in the quality and efficiency of service de livery that have been achieved with contract-based employment reforms of this kind. At the very least, the proposed system of teacher licensing should be introduced, which allows for effective appraisal of teacher and manager performance by an impartial external agency at least every five years.   

PART C:  FUTURE TEACHER DEMAND
9.
THE TEACHING PROFESSION AND TEACHER EDUCATION  

293.
This chapter discusses what kind of teachers should be trained in the future in Namibia. It pays particular attention to what type of teacher education system is needed, what model of teacher training should be adopted, and how the system should be organised.  

9.1
A NEW VISION FOR THE TEACHING PROFESSION

9.1.1
The Crebbin Report 

294.
The recently published Crebbin Report makes a series of recommendations concerning the teaching profession and teacher training in Namibia. The review team were eager, therefore, to solicit the views of teacher trainers concerning these recommendations. It would appear that most college staff is not in favour of the idea of full affiliation (merger) with UNAM, but all would like to enjoy the same conditions of service as their UNAM colleagues. Many would prefer some kind of linked relationship between the colleges and UNAM in a federal or semi-federal structure, but are concerned that they should be given enough time and support to upgrade their qualifications to meet university staffing requirements.

295.
There is no consensus among college staff concerning the recommendation of the Crebbin Report that the colleges of education should be largely responsible for training primary school teachers and UNAM mainly secondary school teachers. This is mainly because it would perpetuate the segmented nature of teacher training provision in the country (see below). College staff also expressed reservations about the capacity of the FoE to train lower secondary phase teachers and whether the benefit of a college education, in particular, the strong focus on the practical component of teaching, would be lost or diluted in such a transfer. While both college and university staff is supportive of the new competency framework proposed, some question its complexity and thus the difficulties that may arise in operationalising it. 
296.
Not surprisingly, FoE staff is generally supportive of the Crebbin Report recommendations. The one main area of disagreement is the proposal that the B.Ed. degree is placed on Level 8 of the NQA framework mainly because most students would find this too demanding and it could detract from the strong professional orientation of the B.Ed. degree. There are also some concerns that the full implications of the merger have not been fully thought through. For example, the university would have to take responsibility for all curriculum development and quality assurance at the four colleges. There needs to be greater clarity, therefore, about what the respective roles of the college, university, and NIED should be.

9.1.2
A unified and fully graduate teaching profession 

297.
The future vision for the teacher training system in Namibia should be the creation of a world-class teaching profession so as to build ‘an educated and informed nation’ which is a core goal of the government’s Vision 2030 strategy. A high quality national labour force is essential in order to become competitive in global markets for non-agricultural products and services. More generally, human resources are increasingly the key determinant of economic growth and overall development. A key factor in the success of the newly industrialising countries in Asia (in particular Singapore, South Korea, Taiwan, and Malaysia) and elsewhere (for example, Brazil and Ireland) has been the outstanding performance of their education and training systems coupled with the willingness of both public and private sector organisations to ‘learn from others’. A good quality education and training system relies on schools employing the best teachers, particularly in primary education. The success of Korea is partly attributed to the fact that the best teachers are concentrated in primary schools and that it is the preferred employment choice. Namibia should, therefore, endeavour to follow the example of these countries if it is to achieve its ambitious national economic and social development goals.   

298.
Any new national strategy for teacher training will require very extensive discussion among all the major stakeholders backed up by more detailed research. However, it is clear that the top priority in the short-term i.e. the next five years is to ensure that all primary and combined school teachers are fully qualified i.e. have the BETD qualification. Despite the 2007 deadline, over 3,000 certificate level teachers have still not upgraded to the BETD level. These teachers should be replaced with qualified teachers as soon as possible with only the most able under-qualified teachers being retained. 

299.
The prevailing degree-diploma qualification segmentation among primary and secondary school teachers is the consequence of the evolution of the education system in Namibia at the time of the rapid expansion of the school system in the early 1990s. The persistence of the diploma-degree qualification divide continues to exacerbate the inferior status of primary and junior secondary education, which, in turn, undermines the overall development of education as a whole in the country. It is recommended, therefore, that, in the short-term (i.e. the next 5-10 years), more support should also be given to BETD teachers who want to upgrade to the degree level. Up to 100 teachers should be granted full-time study leave at any one time. There should be an age limit (probably 45 years) and only teachers with demonstrated commitment and excellent teaching performance should be granted study leave. BETD primary school teachers would be expected to study for a new B.Ed. degree in primary education.
300.
The medium-long term goal for the schooling system in Namibia should be that all primary and secondary school teachers should be professionally trained university graduates with provision for degree specialisation for primary and secondary education. As recently as ten years ago such a proposal would have, quite correctly, been considered as far too ambitious. However, the achievement of a fully graduate profession is now a realistic goal given the rapid progress in the development of higher education in Namibia and the country’s ambitious development objectives. The advantage of a unified fully graduate profession is that it will bring about parity of status of all teachers, is consistent with current international practices, and will equip trainees with greater skills and competencies to teach in the classroom. By moving towards a full graduate teaching profession, the status of primary/basic education teaching will be significantly raised and will ensure that all learners have a solid foundation as they progress in the school system.

301.
It is recommended that the share of B.Ed. graduates in total teacher trainee output should increase steadily from its current level of around 17% to 100% by 2018. Consequently, the last intake of BETD students would be in 2015. A critical constraint will be the availability of sufficient numbers of senior secondary school leavers who meet the academic entrance requirements for UNAM and other university-level providers. However, with the increases in these school leavers planned for by ETSIP coupled with the anticipated improvements in learning outcomes, it should be possible to meet the student intake targets for the much enlarged B.Ed. degree. Clearly, the shift to a graduate teaching force will have significant salary implications, but it will take more than 30 years to achieve this goal.   
9.2
A NATIONAL TEACHER EDUCATION SYSTEM

9.2.1
Universal principles of public sector reform

302.
The basic principles for effective public service delivery are now well established and form the basis for public sector reform programmes worldwide. Ensuring that the right kinds of incentives are in place is central to all forms of service provision. The six main features of efficient and effective public service delivery are; competition between service providers, choice among service users, independence of service providers to manage their own resources, separation of funding from service provision, clear performance targets and performance-related rewards for both organisations and individuals, and independent monitoring and evaluation of services provided. It is essential, therefore, that a reformed teacher training system in Namibia is based on these universal principles and features of efficient and effective public sector service provision. 

303.
Competition between service providers:  Currently, there are few competitive pressures in the training market for teachers in Namibia. Training institutions (colleges of education and the university) have assured intakes and funding is not performance-related. Competition can be ensured if independent training institutions exist in both the public and private sectors, which compete for publicly and privately funded student clients on the basis of quality and cost. However, there needs to be a clear regulatory framework for managing the operations of private providers accompanied by a robust system of monitoring.   

304.
Choice among service users:  Individuals should be free to choose where they study. This has always been the case for prospective teacher trainees in Namibia, but this should be expanded in the future to include not just public training institutions, but also privately owned training centres. 

305.
Independence of service providers:  It is now widely accepted that teacher training is not part of the core business of Ministries of Education and that teacher training institutions should be free to manage their own training programmes independently of central government administrative and rules and regulations. The role of government is to provide the necessary regulatory and financial frameworks to ensure that the right numbers of teachers are trained and effective quality assurance MoEhanisms are in place. 
306.
Separation of funding from provision: There is currently no organisational separation of the funding and actual provision of teacher training in Namibia. Such a separation is essential in order to create the right incentives among service providers to provide high quality services to a separate client group. The introduction of the new funding formula for higher education institutions will go a long way to achieving this separation.   

307.
Performance targets, rewards and monitoring: Neither the Colleges of Education nor the Faculty of Education have clear performance targets with funding being based on performance. Examination results are the only performance indicator, but since nearly all CoE students obtain the BETD, there is little else to judge the relative performance of the colleges. There is no independent monitoring of the overall performance of the colleges of education or the university. What are required in Namibia are performance targets and a robust system of monitoring for all teacher education providers, public and private.

9.2.2.
Proposed restructuring 
308.
The restructuring of the teacher training system in Namibia should be undertaken in accordance with these principles of public sector delivery and also the projected level of demand for teachers in the future. The dominant trend in the restructuring of national teacher training systems worldwide is for free-standing colleges of education (most of which were part of Ministries of Education) to be merged with existing or new faculties of education at universities. Where excess training capacity exists, smaller, less efficient colleges are closed down altogether (see Schweille and Dembele, 2006 and Tello, 2007). This institutional reform model formed the basis for the restructuring of teacher training in South Africa in the mid 1990s, which is generally considered to have achieved its major objectives of rationalising the supply of teacher trainees, improving standards of professional training, and significantly reducing overall training expenditures (see Jansen, 2005). However, it is important to ensure that in any process of institutional restructuring, the strengths of diploma-level training, specifically its strong emphasis on the acquisition of practical pedagogic skills, are not lost.
309.
The other critical consideration is the projected requirements of teachers over the next 15-20 years. As will be discussed in Chapter 11, projected average annual recruitment demand between 2009 and 2020 is only slightly more than the current combined output of graduates from the five teacher-training institutions. Given the size of projected teacher requirements, the most cost-effective arrangement is to concentrate pre-service teacher training at two independent institutions, both of which should have nationwide student intakes. Caprivi and Rundu CoEs only graduate around 100 teachers a year and, in the case of Caprivi College, relatively few of these graduates subsequently work at schools in the region. They are too small to be efficient, high quality providers of teacher education, especially given projected needs. They would be better utilised, therefore, as dedicated national institutions catering to other high priority teacher development needs. 

310.
It is recommended that the teacher educator system be restructured as follows: 

· The Faculty of Education at UNAM and Windhoek College of Education should be merged into a single Faculty of Education. This would be located at the current college site, but students would continue to attend classes at other faculties at the main UNAM campus.
· Ongwediva College of Education becomes an independent teacher education provider either accredited in its own right to offer the B.Ed. qualification (beginning in 2015) or alternatively affiliated to UNAM or an overseas university.

· Private providers would be encouraged to offer accredited degree and other relevant teacher training.
· Caprivi College of Education becomes the national centre for the training of pre-school and special needs teachers. Another option could be to establish a separate college for the lower primary cycle, but this may create major logistical problems with respect to teaching practice and, by separating from teacher education for the other schooling cycles, may undermine further the professional status of the lower primary school teacher.
· Rundu College of Education becomes the institutional focal point for the professional development support (in-service training) for teachers at all schools in the northern regions (see chapter 6).
 The college would obviously need to work closely with the existing teacher resource centres. 
311.
The changes to the mission, structure and location should be accompanied by system-wide changes in the delivery of good quality training. In this respect, the following aspects deserve priority attention;

· The creation of an independent body responsible for the registration and licensing of all teachers including those who are newly qualified. It should also be responsible for developing the framework of and monitoring the quality of provision of all forms of continuous professional training. However, the actual provision of services can be contracted out to colleges, universities and other providers.

· A robust system of quality assurance and monitoring of all initial teacher education providers (colleges, university, private institutions). The NHCE should be tasked with establishing such as system. NCHE may wish to delegate this work to an independent quality assurance agency, as is the case in South Africa. In developing the quality assurance system, attention should be paid to ensuring that all providers have in place a robust system of internal and external moderation of all courses, tests, examinations, etc 

· The finalisation and agreement of the broad competency framework for teachers and an associated implementation strategy. The proposed framework is too complicated and needs, therefore, to be simplified in order to make it manageable.

· The development of a qualifications structure for teacher education, which lists all types of initial and postgraduate and specifies the level equivalences and standards. 

· The development of career pathing for teachers with two different options. The first is focused on the teaching route whereby a teacher can become a senior education specialist in schools while staying active as a teacher. The other option is to become an advisor to the Department of Education. The second is the management route, which incorporates the more traditional forms of promotion, as head teacher or official. The opportunities opened up by the teaching route enrich evidence-based practice in the schools and strengthens links between daily practice and national policy. Furthermore, consideration should be given to performance related salary increases for teachers. 

9.2.3
A school-based system of pre-service teacher training

312.
Teacher training in Namibia takes the form of a conventional front-loaded system in that trainees receive mainly college or university theoretical training of 3-4 years and then are sent to schools with little support. The main weaknesses of this system are that that they tend to be too theoretical, with inadequate attention to the acquisition of teaching skills or mastery of content appropriate to the primary level. There are also issues of cost and efficiency, particularly where the length of the cycle is too long and most of the training is front-loaded.

313.
A growing number of countries are moving away from front-loaded teacher-training to more intensive forms of school-based training and support to enhance quality, efficiency and effectiveness. This is particularly the case in sub-Saharan Africa where numerous countries have re-orientated their pre-service teacher training systems in this direction.

314.
It is recommended that, in the short to medium term, more of the current teacher training becomes school-based and that support and professional development training is available for trainees once they start teaching (see Chapter 6). It is recommended that at least 40-50% of all teacher-training should be school based by 2015 under the guidance of experienced mentors. A suggested school-based model for a four-year degree programme would be two years residential training followed by a third year, which is equally divided between school-based training and college/university training and that the final fourth year be fully school-based as an internship. The immediate priority is to standardise the time spent on teaching practice across both colleges and the university and that it is increased to at least 26 weeks per year.
315.   School-based training is only effective if college and university staff is able to provide adequate support to trainees in schools. In addition, it would require that schools in Namibia provide effective training environments and have sufficient number of teachers able to act as mentions. This would be possible if support is provided to schools to enable them to act as training institutions. Recent research suggests that school-based models are not necessarily less costly than conventional ones. However, if they are properly implemented, the overall improvement in the quality of education would be appreciable.

10.
PROJECTED ENROLMENTS 

316.
This chapter presents enrolment projections for primary and secondary schooling in Namibia up to 2022. Robust projections should be based on detailed research and planning, which examines all the key determinants of enrolments and expenditures. As will be discussed below, there is always a degree of uncertainty in making projections of this kind. However, given that the large majority of children attends and completes primary and junior secondary school in Namibia and that this very strong commitment to schooling is unlikely to change over the next decade, this is less of a problem in Namibia than elsewhere.

317.
The enrolment simulations presented in this report are based on a slightly adapted version of the widely used UNESCO model. Three basic scenarios have been adopted for the current exercise, which have been called ‘status quo’, ‘ETSIP target’ and ‘ETSIP modified target’. The status quo scenario assumes that that no changes occur in any of the basic parameters that determine overall enrolment rates for both primary and secondary schooling, in particular, intake, repetition, dropout and transition rates. The two target scenarios, on the other hand, change these parameters over time in accordance with the enrolment objectives set out in the latest ETSIP document (dated July 2008).    

318.
The two key determinants of school enrolment are the current and future size of the primary and secondary school age populations and, secondly, the proportions of these populations that will attend and complete school. The critical population parameter for modeling purposes is the number of children aged six who, under the UBE policy regime, are expected to enroll in primary school.
 The actual number of children who will attend school depends crucially on national educational policies, especially with regard to compulsory school attendance up to the age of 16 and the grade repetition/promotion policy.   

319.
The four main school-level parameters that determine the numbers of children who will attend primary and secondary schools are the annual gross intake rates of seven-year old children into primary school, grade-specific repetition and (permanent) dropout rates, and the transition rates from primary to junior secondary and from junior secondary to senior secondary school. Target values have to be set for each of these parameters for each year over the next 15 years, which are based on MOE policy goals and objectives.

10.1
THE SCHOOL AGE POPULATION

320.
The future size of the school age population is based on the population projections made by demographers from the most recent population census. On the basis of the 2001 Population Census, an official ‘high’ and ‘low’ population projection for each year group has been generated by the Central Bureau of Statistics. According to both of these projections, the age six population was expected to decline by around 20% between 2001 and 2007 (see Figure 5.1). The impact of the HIV/AIDS epidemic on population growth, especially the number of women of child bearing age and fertility rates, is the main reason for this decline. However, the extent of this fertility impact is unclear and hotly debated among demographers. It also appears that the mass availability of anti-retroviral therapies is having a major impact on mortality rates so these population projections may need to be further adjusted. After 2007, the age-six population is expected to begin increasing, and, under the high population scenario, the rate of growth is quite appreciable at around 2.5% per annum
. 
321.
It transpires that the CBS population growth projections are seriously wrong since the actual number of children entering Grade 1 for the first time between 2001 and 2007 remained relatively constant and was appreciably higher than the projected age six population projections for this age group (see figure 10.1). Given that nearly all children enroll in primary school in Namibia, it does not appear, therefore, that there has been any significant decline in the primary school intake population. The population growth rate in 2006 can be quite accurately calculated from data collected by the 2006 Demographic and Health Survey. This was 2.53%, which is almost the same as the official ‘high’ projection growth rate for six-year olds from 2008 onwards. Consequently, this figure has been used for the enrolment modeling projections. A growth rate of 2.5% has also been assumed for the ETSIP enrolment projections.    
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10.2
KEY SCHOOL PARAMETERS

10.2.1
Gross intake rates

322.
According to the most recent MOE Education Statistics report, the primary school gross intake rate was 99 percent for both girls and boys in 2005. For the target scenario, it has been assumed that the gross intake rates both girls and boys will be 100 percent.  With the progressive enforcement of compulsory basic education and the adoption of measures that target ‘hard to reach’ children, it has been assumed that, for the target enrolment scenario, all children in the 7-13 age group will enroll in primary school by 2010. This is in accordance with the strong commitment of GoN and all the major stakeholders to the attainment of UBE in accordance with Vision 2030 and the attainment of the Millennium Development Goals for education. 

10.2.2
Repetition and drop out rates

323.
The impact of changes in grade repetition on future enrolments will be appreciable for both primary and secondary schooling since repetition rates are high.
  Repetition rates have also been increasing for most grades in recent years (see annex table 10.1).  A key ETSIP objective is to reduce repetition rates to an average of 11% for primary and 12% for secondary schooling by 2011.
  Average repetition rates among girls and boys attending primary school were 20.4% and 15.6% respectively in 2007 so this will be a major challenge, especially with regard to primary schooling. The corresponding repetition rates for secondary education are 10.3% and 10.9% respectively so the repetition rate target for this level of schooling may need to be revised. The modified ETSIP projection scenario assumes that repetition rates will be 5% across all grades by 2016 and 1% by 2021. 
324.
Primary school grade dropout rates averaged 1.4% for girls and 1.8% for boys in 2007. Excluding Grade 10, the corresponding rates for secondary schooling were 5.6% and 4.9% respectively. Dropout rates for most primary and secondary school grades have been falling in recent years (see annex table 10.2). The ETSIP target is to reduce dropout rates to 3.0-3.5% for all primary and secondary grades by 2011 and 2% by 2016.
. For grades where grade dropout rates are already below these levels, the current dropout rate has been used for the enrolment projection modeling, but they have been reduced to the target levels where they are currently higher. The main exception is for the lower primary grades where, in order to achieve the ETSIP grade 5 survival rate of 98.5% by 2011, uniform dropout rates of 0.4% have been assumed for grades 1-4 for both girls and boys. The modified ETSIP projections have assumed that dropout rates will halve between 2011 and 2016 and half again by 2021.  

325.
As discussed in Chapter 2, enrolment rates among ‘orphan’ children in 2002-03 were, with a few exceptions, not appreciably lower than for children whose parents were alive
. More recent data is not available, but any enrolment gaps between orphan and two-parent children are likely to have reduced since then given that the large majority of orphans are now receiving child welfare grants from the Ministry of Gender Equality and Child Welfare as well as support from other sources. As long as orphans and other needy children continue to be supported in this way, there is every reason to believe that primary school dropout rates can be reduced to zero by 2011. 
10.2.3
Transition rates

326.
The ETSIP transition rate targets are to increase the transition rates from Grade 7 (upper primary) to Grade 8 (junior secondary) from 78% to 88% in 2011 and 95% in 2016 and from Grade 10 (junior secondary) to Grade 11 (senior secondary) from 52% to 69% in 2011 and 80% in 2016. This is accordance with the high priority attached by ETSIP to the expansion of secondary, and especially senior secondary education. The modified ETSIP scenario assumes that the primary-junior secondary transition rate is 100% after 2015 (in line with the attainment of universal basic education by this date), but the junior-senior transition rate targets remain unchanged.  

10.3
PROJECTED ENROLMENTS

327.
Figures 10.2 and 10.3 and Table 10.1 present the projected female and male enrolments for the primary and secondary schooling for the period 2007 to 2022 for each of the three scenarios.  For both schooling cycles, the differences between the status quo and ETSIP target projected enrolments are large.
 The projected ETSIP target enrolments for primary schooling 
Table 10.1:   Status quo and ETSIP target enrolment projections, 2008-2020 ('000 rounded)
	
	2008
	2012
	2016
	2020

	Primary
	
	
	
	

	Status quo (SQ)
	417
	453
	501
	553

	ETSIP target (ET)
	414
	439
	479
	526

	Difference ET-SQ
	-3
	-14
	-22
	-27

	Modified ETSIP target
	414
	439
	466
	493

	Difference MET-SQ
	-3
	-14
	-35
	-60

	Secondary
	
	
	
	

	Status quo
	161
	176
	188
	207

	ETSIP target 
	163
	198
	238
	280

	Difference ET-SQ
	2
	22
	50
	73

	Modified ETSIP target 
	163
	198
	236
	275

	Difference MET-SQ
	2
	22
	48
	68


are lower than the projected status quo scenario enrolments because of appreciably lower repetition rates, especially in the modified ETSIP scenario. For secondary education, projected ETSIP target enrolments are markedly higher than the status quo enrolments mainly because of higher transition rates between primary and junior secondary and junior and secondary schooling.  
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[image: image16.emf]Figure 10.3 : Projected secondary school enrolments 2007-2022, status quo 
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11.
TEACHING POST REQUIREMENTS AND REPLACEMENTS 2007-2019
328.
In addition to projected enrolments, the other major set of determinants of teacher demand is how teachers are utilised in schools. The two key factors are teaching load and class size; the lower the teaching load and the smaller the class size, the greater the number of teachers who will be required and vice versa. There are three teacher requirement projection scenarios namely the status quo, where current learner-teacher ratios remain unchanged, staffing norm where current LTRs increase gradually over the next five years to the prescribed levels for current staffing norms and (iii) the ETSIP scenario, where target LTRs are progressively increased over the next ten years in accordance with the ETSIP learner-teacher ratio targets. 

329.
ETSIP notes that ‘the learner-teacher ratio could be raised to 40 in primary and 35 in secondary without much sacrifice in quality’. To this end, it recommends target LTRs of 36.7 for primary and 27.9 for secondary schooling by 2011. However, the annual LTR targets specified in the annex table 3(l) of the ETSIP report are markedly lower than this, especially for primary schooling (only 32.4 by 2011). The target LTRs for 2015 are 34.4 for primary and 29.1 for secondary schooling, which are only slightly above the current staffing norms, which (adjusting for ‘additional teachers’) are around 33 for primary and 28 for secondary education. Since the proposed ETSIP staffing norms cannot realistically be implemented (see below), the lower LTR targets specified in the annex table have been used for the ETSIP projection scenario for total teaching post requirements. The target LTRs for each of the three staffing scenarios are presented in 11.1.
330.
ETSIP does not decompose target LTRs into target teaching periods (workload norm) and class sizes. However, as noted earlier, given the already high average teaching loads in both primary and secondary schooling, higher LTRs will almost inevitably translate into larger class sizes. Assuming no change in average teaching periods, class size will increase from 27 to 32 for primary schooling by 2015 and from 21 to 27 for secondary schooling (see table 11.2).      

Table 11.2:  Implied ETSIP scenario target efficiency parameters, 2006-2020
	
	2008
	2012
	2016
	2020

	PRIMARY
	
	
	
	

	Teaching periods
	35
	35
	35
	35

	Class size
	27
	29
	31
	32

	Learner-teacher ratio
	30.9
	32.9
	34.9
	36.9

	SECONDARY
	
	
	
	

	Teaching periods
	33
	33
	33
	33

	Class size
	21
	23
	24
	27

	Learner-teacher ratio
	25.6
	27.6
	29.6
	32.6


Table 11.1:  Target learner-teacher ratios for primary and secondary schooling by scenario, 2008-2020
	 
	2007
	2008
	2009
	2010
	2011
	2012
	2013
	2014
	2015
	2016
	2017
	2018
	2019
	2020

	Status quo – primary
	29.9
	29.9
	29.9
	29.9
	29.9
	29.9
	29.9
	29.9
	29.9
	29.9
	29.9
	29.9
	29.9
	29.9

	Status quo – secondary
	24.6
	24.6
	24.6
	24.6
	24.6
	24.6
	24.6
	24.6
	24.6
	24.6
	24.6
	24.6
	24.6
	24.6

	Staffing norms - primary
	29.9
	29.9
	30.5
	31.2
	31.8
	32.5
	32.5
	32.5
	32.5
	32.5
	32.5
	32.5
	32.5
	32.5

	Staffing norms -secondary
	24.6
	24.6
	25.5
	26.4
	27.3
	28
	28
	28
	28
	28
	28
	28
	28
	28

	ETSIP – primary
	30.4
	30.9
	31.4
	31.9
	32.4
	32.9
	33.4
	33.9
	34.4
	34.9
	35.4
	35.9
	36.4
	36.9

	ETSIP - secondary 
	25.1
	25.6
	26.1
	26.6
	27.1
	27.6
	28.1
	28.6
	29.1
	29.6
	30.1
	30.6
	31.1
	32.6


11.1
TEACHING POST REQUIREMENTS

11.1.1
Primary schooling 
331.
Figure 11.1 presents the projected number of teaching posts required for primary schooling for each year between 2008 and 2020 (see also Annex table 11.1). With no change in enrolment parameters or learner-teacher ratios (the status quo scenario), total teacher post requirements (TTRs) for primary schooling increase from 13,935 to 18,509 (33%) during this period. If, on the other hand, the new ETSIP enrolment parameters and LTRs targets are both adopted, then TTRs only increase to 14,264 (6%) (see table 11.3). The largest increase in teaching posts for primary schooling is under the no change, ‘status quo’ enrolment-target LTR scenario because enrolments will be boosted by relatively high levels of student repeaters with no change in LTRs. 
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Table 11.3:  Total teaching post requirements by staffing scenario, 2008-2020
	
	2008
	2020
	% increase

	Primary
	
	
	

	Status quo
	13935
	18509
	32.8

	Staffing norm
	13854
	16159
	16.6

	ETSIP
	13405
	14264
	6.4

	ETSIP modified
	13405
	13371
	-0.3

	Secondary
	
	
	

	Status quo
	6543
	8432
	28.9

	Staffing norm
	6609
	9984
	51.1

	ETSIP
	6351
	8736
	37.6

	ETSIP modified
	6351
	8449
	33.0


11.1.2
Secondary schooling
332.
Projected increases in secondary schooling teaching posts are 29% for the status quo scenario compared to 38% under the ETSIP scenario (see table 11.3), which indicates that higher total teacher post requirements as a result of higher enrolments (due to increases in transition rates, particularly from junior secondary to senior secondary) are significantly counteracted by higher LTRs.  
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11.1.3
Additional posts
Pre-primary education

333.
The long-term goal is to provide one year of pre-primary schooling in existing primary schools for all children aged five-six years old by 2030.  The projected age six population will be 48,675 in 2030 which, with a LTR of 1:25, will require a total of 1,947 teaching posts in order to attain this goal. Only 34 schools offered pre-primary education in 2007 with a total enrolment of 1,158.
334.
Responsibility for pre-primary education is to be/has been transferred from MGECW to MOE.  No detailed planning has not yet been undertaken so it is not possible to establish projected staffing requirements up to 2020. ETSIP proposes that, initially, 300 teachers in marginalized communities will be supported by MOE. In-service training will be provided for batches of 100 trainees. 
Special education

335.
According to 2007 EMIS data, there were four schools for the ‘handicapped’ and eight primary and six secondary schools had special grades for disabled children with a total enrolment of 860 learners in 2007. ETSIP does not have any specific enrolment targets for special education so it is not possible at this stage to make any robust projections of teacher requirements. The prescribed LTR for children with special needs is 1:15 plus a class assistant.

Lower primary phase
336.
It is generally accepted that multi-grade teaching should be confined to Grades 2 and 3. 

English teachers

337.
Under the new curriculum, the number of timetabled periods for English has increased from six to seven in the upper primary phase and from seven to nine in the senior secondary phase. Assuming no increases in teaching loads, this will require an increase of 23% in the number of English teachers in post. 
Pre-vocational subjects

338.
The staffing norms stipulate that schools can appoint prevocational teachers over and above their normal staffing entitlement in the following subject areas: home economics/fashion, woodwork/ design and technology, art and design and keyboarding/computer studies. The minimum class size is 15 learners. Only 224 prevocational teachers were employed in 2007 and their nn vacancies in these subject areas. A separate study is needed in order to establish detailed and robust teacher requirement estimates for prevocational subjects. 
Life skills education
339.
ETSIP states that the teaching of life skills is ‘non-existent in 90% of schools’. To remedy this situation, it recommends that ‘every school should have at least one teacher with a training and/or experience of life skills, guidance and counseling’. However, this does not mean that a separate designated life skills teacher should be appointed at each school. The Technical Committee on Staffing Norms recommends that schools with 500 and more learners should be allowed to appoint a full time life skills teacher. Acceptance of this recommendation would require mm additional life skills teachers to be recruited. Peripatetic life skills teachers could also be appointed who would teach at least 500 learners in two or more schools in urban areas and also rural areas where distances between schools are not too large i.e. more than 20 kilometres. Again, more detailed analysis is needed in order to establish how many of these teaching posts should be established.   
11.2
TEACHER REPLACEMENT

340.
The replacement of teachers due to the attrition (or ‘wastage’) is the other main source of teacher demand. There are six types of attrition, namely resignation, death, localisation (i.e. the non-replacement of expatriate contract teachers), dismissal, long-term study leave, and retirement.  Table 11.4 summarises monthly information furnished by each Regional Education Offices to the MOE Human Resources Department concerning all types of attrition of permanent teachers employed in the public service between 2004 and 2007. Unfortunately, breakdowns by primary and secondary teachers are not available. Annual attrition was 3.5% in 2007. There has been no marked upward or downward trend in teacher departures during the last four years.  However, annual attrition was over double this level in the late 1990s
 (see Coombe et al, 1999). 
341.
The MoE Annual Education Statistics reports imputed teacher attrition rates, which are derived by comparing the previous year’s teachers with the current ones. However, these attrition rates are overestimates mainly because they include all temporary teachers who are one year contracts. It should also be noted that previous projections of teacher demand have used these over-inflated attrition rate estimates. The ETSIP simulation exercise estimates teacher attrition to be 11.1% in 2007 and projects this to increase to 13.5%.
Table 11.4:  Teacher attrition, 2004-2007 ADD EXTRA COLUMN FOR JAN-OCT 2008
	Reason
	2004
	2005
	2006
	2007       Jan –Oct              2008

	Resignations
	314
	231
	330
	336    225

	Deaths
	122
	74
	71
	56   29

	Normal retirement
	77
	96
	103
	89   116

	Early retirement
	39
	45
	59
	60   32  

	Medical retirement
	55
	44
	49
	26    17

	Misconduct
	5
	6
	10
	6   7

	Abscondment
	36
	11
	20
	14   8

	Total attrition
	648
	507
	642
	587  434


Note: Data for one missing month in 2004 and two months in 2006 still to be obtained. 

Source:  MOE Human Resources Department
11.2.1
Resignation 

342.
Resignation rates are low among school teachers (around 2% in 2007), which is a direct consequence of the very limited employment opportunities outside of teaching. It is unlikely that resignation rates will increase significantly in the future, especially because employment opportunities in other parts of the education sector (particularly in the Ministry of Education and the colleges of education) and the private sector are so limited. 

11.2.2
Morbidity and mortality 
343.
As recently as five years ago, it was expected that the AIDS epidemic would have a very significant negative impact on the teaching force in Namibia. In the absence of appropriate anti-retroviral drugs, annual teacher mortality rates (from all causes) were projected to increase from 1.5% in 2001 to 2.8% and then eventually peaking at around 3.5% only in 2014 (see AbT Associates 2002). Total AIDS-related deaths were projected at 450 in 2007 increasing to nearly 600 by 2014. Even assuming that most teachers would be able to access ARTs, projected mortality rates were still 1.2% in 2007 and 1.8% in 2014. 

344.
Mortality rates have not only remained much lower than these projections, but have declined appreciably in recent years. Information provided by the MOE Human Resources Department shows that the number of teacher deaths declined from 114 in 2004 to 56 in 2007. The annual mortality rate peaked at 0.6% in 1996 then declined to 0.25% by 2007. The precise reasons for these relatively low and declining mortality levels among teachers have not been systematically investigated, but the increasingly widespread availability of anti-retroviral drugs has undoubtedly been a major factor. Most teachers belong to the Public Sector Employees Medical Aid Scheme (PSEMAS) and have been able to access these drugs since 1998. In addition, it is likely that some affected teachers who are not PSEMAS members are also accessing these drugs through government clinics. It also appears that HIV prevalence among teachers is relatively low; nearly 2000 teachers in the ‘4O’ regions and Erongo were voluntarily and anonymously tested for HIV in early 2000. The overall prevalence rate was 7%, which is nearly three times lower than the estimated national rate of HIV prevalence. It should also be pointed out HIV prevalence in these five regions is considerably higher than the national average, which suggests that the overall rate of HIV prevalence among teachers across the country as a whole could be as low as 4-5%.
345.
With regard to morbidity, GIPF data shows that four times as many teachers took ill-health retirement in 2000 than actually died. Since then medical retirements have decreased appreciably from 52 in 2004 to 26 in 2007. Again, the impact of ARTs is probably the main reason for lower levels of morbidity. As elsewhere in southern Africa, teachers in Namibia are usually reluctant to go on long-term sick leave because of the stigma related to HIV/AIDS and salaries are halved after six months, which acts as a strong financial disincentive. The demand for relief teachers has not increased anything like as much as was anticipated five years ago. In 2007, only 86 relief teachers were employed and a large proportion of these were to cover for female teachers on maternity leave.   
346.
Given current and likely future ‘treatment regimes’, the efficacy of ART medication in reducing AID-related mortality and morbidity should be sustained over the next decade. Patient compliance in adhering to prescribed times for taking ARTs is also expected to improve with the introduction of a single pill taken daily rather than the four at present. At the national level, HIV infection rates are likely to fall as most of the people who are in need of ARTs are able to access these drugs.
  The costs of ART treatment are not expected to increase appreciably in the future. It has been assumed, therefore, that teacher mortality rates will remain at their current levels of around 0.25 percent. Furthermore, the incidence of acute illness should not increase (and could, in fact, decrease) in which case there will be no pressing need to recruit additional relief teachers.

11.2.4
Retirement

347.
The compulsory retirement age for teachers in Namibia is 60, but teachers can retire voluntarily at 55. Voluntary retirements accounted for around 40% of total retirements in 2007.  Given the current age profile of teachers, projected retirements have been estimated assuming a 60:40 ratio of compulsory to voluntary retirements. Data on only five-year age groups was available so annual projected retirements have been smoothed for the period 2011 and 2020. Again, in the absence of data, it has been assumed that the age profiles of primary and secondary school teachers are broadly similar.   
11.2.5
Localisation
348.
A total of mmm expatriate teachers are employed at government and private schools in 2007.  Localisation policy is to phase out the employment of teacher expatriates as soon as possible in both government and private schools, especially given the rapidly growing number of trained  teachers. There will, however, be a continuing need to employ a small number of expatriate teachers when shortages arise, especially in new areas of expertise. It has been assumed, therefore, that the total number of expatriate teachers in government and private schools will decrease steadily to one half of the current level by 2016.

11.2.6
Dismissals and abscondments
349.
Since 2004, around 5-10 teachers have been dismissed each year for professional misconduct and another 10-20 have absconded. Although there are some concerns about the increasing incidence of misconduct among teachers, it seems unlikely that the rate of dismissals and abscondments will increase appreciably over the next ten years, especially if improvements can be achieved in teacher management at the school level.  

11.2.7
Untrained teachers

350.
The replacement of untrained teachers is also another source of demand for new teachers. It has been assumed that 500 of the 3,000 under qualified teachers who will not have upgraded their qualifications will be retained by REOs. The remaining 2,500 will be replaced over the next five years, which will mean that 500 new teachers will have to be recruited each year during this period.  
Table 11.5: Projected number of teacher replacements, 2007-2020, status quo and ETSIP scenarios
	 
	2007
	2008
	2009
	2010
	2011
	2012
	2013
	2014
	2015
	2016
	2017
	2018
	2019
	2020

	Status quo- primary
	429
	435
	442
	449
	457
	506
	545
	583
	622
	652
	703
	749
	796
	843

	Status quo- secondary
	202
	204
	207
	213
	217
	239
	255
	270
	286
	298
	321
	342
	363
	384

	Status quo - total
	631
	640
	649
	662
	674
	745
	800
	853
	908
	950
	1023
	1091
	1159
	1227

	ETSIP -primary
	424
	422
	421
	419
	418
	460
	493
	523
	555
	577
	620
	659
	698
	738

	ETSIP - secondary
	198
	200
	202
	209
	215
	240
	257
	275
	293
	308
	333
	355
	375
	388

	ETSIP - total
	622
	622
	623
	627
	633
	700
	750
	798
	848
	885
	953
	1014
	1074
	1125

	ETSIP modified - primary
	424
	422
	421
	419
	418
	460
	491
	519
	548
	568
	610
	645
	680
	716

	ETSIP modfied - secondary 
	198
	200
	202
	209
	215
	240
	257
	274
	292
	306
	332
	354
	373
	384

	ETSIP modified - total
	622
	622
	623
	627
	633
	700
	748
	793
	840
	874
	941
	999
	1053
	1100


Note: Excludes replacement of underqualified teachers
11.2.8
Total replacements

351.
The various sources of attrition are aggregated in Table 11.5, which presents total projected teacher replacements for the status quo and ETSIP enrolment scenarios. Total teacher attrition is projected to roughly double over the next ten years mainly as a result of the growth in teacher retirements. It can be observed that projected teacher attrition estimated for the ETSIP report is roughly double the levels presented in the table which is due to the high projected annual attrition rates of 11-13.5% that are used for the ETSIP modeling exercise.    

11.3
PROJECTED ANNUAL TEACHER DEMAND  

352.
This section presents estimates of projected annual primary and secondary teacher demand for the period 2008-2020. Requirements for additional posts (pre-primary, special education, prevocational, lower primary phase) have not been included. 

11.3.1
Primary and secondary schooling

353.
Projected annual teacher demand comprises two components, namely net additional teacher posts required and replacement teachers. A total of 7,000 new posts would be required between 2008 and 2020 under the status quo scenario compared to only 2,000-3,000 under the two ETSIP scenarios. Replacement teachers account for 63% of total recruitment under the status quo scenario and nearly 80% under the ETSIP scenarios. Figures 11.3-11.5 show projected annual teacher demand for primary, secondary and all school teachers under the four scenarios
[image: image19.emf]Figure 11.3: Annual recruitment demand for primary school teachers by scenario, 2008-2020
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[image: image20.emf]Figure 11.4: Annual demand for secondary school teachers by scenario, 2008-2020
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[image: image21.emf]Figure 11.5: Total annual demand for primary and secondary teachers  by scenario, 2008-2020
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11.4
RECRUITMENT TARGETS
354.
Teacher recruitment targets have been derived using the staffing norm scenario target parameters since, as stated earlier, the ETSIP targets for leaner-teacher ratios are unlikely to be attainable.

11.4.1
Overall targets

355.
The staffing norm scenario results in cumulative annual recruitment demand of 11,560 teachers between 2008 and 2020 in order to meet the ETSIP enrolment and staffing norm LTR targets. Additional recruitment over and above this will also be necessary to meet the staffing requirements for pre-primary, pre-vocational, special education and life skills education. Since all the required information is not available to derive these accurately, they will not be included at this time. However, preliminary estimates of recruitment demand in order to replace currently under-qualified teachers over the next four-five years have been incorporated, but again these will need to be revised once more detailed analysis has been undertaken. It has been estimated that 2,500 under-qualified teachers (2000 primary and 500 secondary) will be need to be replaced (see table 11.6). This brings total cumulative recruitment to 14,060 teachers during this period.  
356.
There are three sources of teacher recruitment, namely qualified teachers who are currently unemployed and want to work as teachers, the group of currently enrolled teacher trainees, and new intakes of teacher trainees in the future. Robust enrolment targets for the teacher training institutions over the next 10 years can only be established once more detailed information is available on the number of unemployed teachers who are available to be recruited for new teaching appointments. But, there could be as many as 500 qualified teachers who are currently unemployed and still want to pursue teaching careers. In addition, there are currently around 2,850 teacher trainees at the four colleges of education and FoE/UNAM who will be completing their (pre-service) training over the next three-four years. Consequently, around 11,700 school leavers will need to be admitted to the colleges of education and UNAM between 2009 up to 2016/17.
11.4.2
School phase

357.
Annual recruitment targets for the four schooling phases are presented in Table 11.6.  Once the target staffing norms are reached in 2012, it can be observed that the annual requirements for new teachers increase quite rapidly. This is especially the case for lower primary schooling where current graduate outputs of only around 125 per annum will have to increase over four-five fold after 2016. By contrast, average annual demand for upper primary and junior secondary teachers for the period as a whole are roughly the same as current outputs. Given teacher requirements, preliminary estimates of annual student intakes have derived taking into account the number of students who are currently enrolled who will graduate over the next three-four years and the level and trend in annual demand over the 13 year period from 2008 to 2009.  Lower primary intakes will need to increase appreciably, but this will have to be done gradually over the next five years in order to develop the necessary training capacity. Intakes for junior secondary schooling will have to be adjusted sharply downwards (from around 400 to 250-300) whereas intakes for senior secondary schooling will need to be increase from around 150 to 240 students.
Table 11.6: Annual recruitment demand for teachers by schooling phase, 2008-2020, staffing norm and ETSIP scenarios
	Phase and scenario
	2008
	2009
	2010
	2011
	2012
	2013
	2014
	2015
	2016
	2017
	2018
	2019
	2020
	Total

	Lower primary – ETSIP
	222
	235
	254
	250
	285
	330
	350
	368
	392
	423
	451
	477
	503
	4541

	Lower primary - staffing norm
	-9
	6
	26
	21
	152
	307
	329
	349
	376
	410
	440
	469
	497
	3371

	Upper primary – ETSIP
	94
	104
	89
	127
	171
	216
	227
	248
	255
	271
	281
	298
	319
	2700

	Upper primary - staffing norms
	-55
	-42
	-43
	-12
	15
	205
	216
	240
	248
	267
	277
	297
	319
	1933

	Junior secondary –ETSIP
	279
	264
	257
	223
	210
	229
	308
	373
	395
	384
	356
	328
	115
	3721

	Junior secondary - staffing norms
	-143
	50
	44
	10
	39
	330
	414
	488
	520
	516
	492
	465
	452
	3677

	Senior secondary –ETSIP
	-5
	121
	200
	233
	243
	220
	183
	159
	189
	227
	211
	186
	94
	2262

	Senior secondary - staffing norms
	-59
	70
	144
	180
	230
	255
	223
	203
	239
	284
	272
	248
	242
	2531


11.4.3
Subject area
358.
Teacher requirements by subject area for the staffing norm scenario for upper primary and junior secondary education are presented in tables 11.7 and 11.8.  These have been estimated according to the period requirements of each subject in the new curricula for these phases. For example, English is allocated seven periods in the upper primary phase so the full time equivalent teacher requirement for English is 17.5% of projected total teacher demand (new posts plus replacements) for this phase. Given the complexities of timetabling at the school level, this can only yield only approximate estimates of subject teacher demand, which will require detailed analysis before they can be used for detailed planning purposes. In smaller schools, it is not possible to employ individual subject teachers for the minor subjects and teachers in the core subject areas (six in upper primary and nine in junior secondary) have to cover these. Again, therefore, adjustments will be made in the requirement estimates of these core teachers in order to take account of this. There is no meaningful way of modeling for subject teacher requirements for senior secondary schooling since students have a high degree of choice which fields of study and subjects they can opt for.
11.5
PROJECTED EXPENDITURE

359.
For the reasons, discussed earlier, the data that is needed to make accurate expenditure projections of teacher remuneration (basic pay and allowances) is not currently available. It is recommended, therefore, that the following information is collected for each teacher and support staff as part of the 15th Day School Survey in early 2009: age, qualifications, expected year of retirement, years teaching experience, current grade and salary notch, total allowances. This will then enable the average annual incomes of teachers by years of experience disaggregated by school phase and main qualification level to be compiled (see table 11.9). This information can then be combined with the projected numbers of teachers in each phase again broken by experience and qualification to generate projected annual salary expenditure. Table 11.10 shows the pro-forma spreadsheet for lower primary school teachers.       
Table 11.7:  Annual recruitment demand for upper primary school teachers, 2008-2020, staffing norm scenario
	Subject
	% timetable
	2008
	2009
	2010
	2011
	2012
	2013
	2014
	2015
	2016
	2017
	2018
	2019
	2020

	English
	0.179
	15
	16
	14
	20
	28
	37
	39
	43
	44
	48
	50
	53
	57

	Language
	0.154
	13
	14
	12
	18
	24
	32
	33
	37
	38
	41
	43
	46
	49

	Maths
	0.179
	15
	16
	14
	20
	28
	37
	39
	43
	44
	48
	50
	53
	57

	Science
	0.128
	10
	12
	10
	15
	20
	26
	28
	31
	32
	34
	35
	38
	41

	Social studies
	0.128
	10
	12
	10
	15
	20
	26
	28
	31
	32
	34
	35
	38
	41

	Life skills
	0.0256
	2
	2
	2
	3
	4
	5
	6
	6
	6
	7
	7
	8
	8

	Religious and moral studies
	0.0256
	2
	2
	2
	3
	4
	5
	6
	6
	6
	7
	7
	8
	8

	Basic information science
	0.0256
	2
	2
	2
	3
	4
	5
	6
	6
	6
	7
	7
	8
	8

	Design & Technology
	0.0256
	2
	2
	2
	3
	4
	5
	6
	6
	6
	7
	7
	8
	8

	Home ecology
	0.0256
	2
	2
	2
	3
	4
	5
	6
	6
	6
	7
	7
	8
	8

	Agriculture
	0.0256
	2
	2
	2
	3
	4
	5
	6
	6
	6
	7
	7
	8
	8

	Arts
	0.0513
	4
	5
	4
	6
	8
	10
	11
	12
	13
	14
	14
	15
	16

	PE
	0.0256
	2
	2
	2
	3
	4
	5
	6
	6
	6
	7
	7
	8
	8


Note:  Excludes current vacancies
Table 11.8:  Annual recruitment demand by subject area for junior secondary school teachers, staffing norm scenario, 2008-2020
	Subject
	% timetable
	2008
	2009
	2010
	2011
	2012
	2013
	2014
	2015
	2016
	2017
	2018
	2019
	2020

	English
	0.1
	35
	34
	34
	32
	31
	33
	41
	49
	52
	52
	49
	47
	45

	Another language
	0.1
	35
	34
	34
	32
	31
	33
	41
	49
	52
	52
	49
	47
	45

	Maths
	0.125
	44
	43
	43
	39
	38
	41
	52
	61
	65
	65
	61
	58
	56

	Life science
	0.1
	35
	34
	34
	32
	31
	33
	41
	49
	52
	52
	49
	47
	45

	Physical science
	0.1
	35
	34
	34
	32
	31
	33
	41
	49
	52
	52
	49
	47
	45

	Geography
	0.075
	26
	26
	26
	24
	23
	25
	31
	37
	39
	39
	37
	35
	34

	History
	0.075
	26
	26
	26
	24
	23
	25
	31
	37
	39
	39
	37
	35
	34

	Life skills
	0.025
	9
	9
	9
	8
	8
	8
	10
	12
	13
	13
	12
	12
	11

	Religious & moral education
	0.025
	9
	9
	9
	8
	8
	8
	10
	12
	13
	13
	12
	12
	11

	Basic information science
	0.025
	9
	9
	9
	8
	8
	8
	10
	12
	13
	13
	12
	12
	11

	Pre-vocational 1
	0.1
	35
	34
	34
	32
	31
	33
	41
	49
	52
	52
	49
	47
	45

	Pre-vocational 2
	0.1
	35
	34
	34
	32
	31
	33
	41
	49
	52
	52
	49
	47
	45

	Arts in culture
	0.025
	9
	9
	9
	8
	8
	8
	10
	12
	13
	13
	12
	12
	11

	Physical education
	0.025
	9
	9
	9
	8
	8
	8
	10
	12
	13
	13
	12
	12
	11


Note:  Excludes current vacancies
Table 11.9:  Average income of teachers by phase, qualification level and years of experience
	 
	Qualification level
	 
	 
	 
	Years experience
	 
	 
	 
	 
	 

	Phase
	
	1
	2
	3
	4
	5
	……..
	37
	38
	39
	40

	Lower primary
	Untrained
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	 
	ECP
	
	
	
	
	
	
	
	
	
	 

	 
	Pre-service BETD
	
	
	
	
	
	
	
	
	
	 

	 
	In service BETD
	
	
	
	
	
	
	
	
	
	 

	 
	B.Ed.
	
	
	
	
	
	
	
	
	
	 

	Upper primary
	Untrained
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	 
	ECP
	
	
	
	
	
	
	
	
	
	 

	 
	Pre-service BETD
	
	
	
	
	
	
	
	
	
	 

	 
	In service BETD
	
	
	
	
	
	
	
	
	
	 

	 
	B.Ed.
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Junior secondary
	Untrained
	
	
	
	
	
	
	
	
	
	 

	 
	ECP
	
	
	
	
	
	
	
	
	
	 

	 
	Pre-service BETD
	
	
	
	
	
	
	
	
	
	 

	 
	In service BETD
	
	
	
	
	
	
	
	
	
	 

	 
	B.Ed.
	
	
	
	
	
	
	
	
	
	 

	Senior secondary
	Untrained
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	 
	ECP
	
	
	
	
	
	
	
	
	
	 

	 
	Pre-service BETD
	
	
	
	
	
	
	
	
	
	 

	 
	In service BETD
	
	
	
	
	
	
	
	
	
	 

	 
	B.Ed.
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 


Table 11.10: Projected salary expenditure for lower primary school teachers by qualification experience and years of experience, 2009-2020
	 
	Years
	 
	2009
	 
	 
	2010
	 
	 
	……
	 
	 
	2019
	 
	 
	2020
	 

	Qualification level
	Experience
	No.
	Av. Income
	Expend
	No.
	Av. Income
	Expend
	No.
	Av. Income
	Expend
	No.
	Av. Income
	Expend
	No.
	Av. Income
	Expend

	Untrained
	0 (new  recruits)
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	 
	1
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	2
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	3
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	..
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	39
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	40
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	ECP
	0 (new  recruits)
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	 
	1
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	2
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	3
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	..
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	39
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	40
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	BETD
	0 (new  recruits)
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	1
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	2
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	3
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	..
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	39
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	40
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	BETD in service
	0 (new  recruits)
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	 
	1
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	2
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	3
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	..
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	39
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	40
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 


Table  11.10 (cont.):  Projected salary expenditure for lower primary school teachers by qualification experience and years of experience, 2009-2020
	B.Ed.
	0 (new  recruits)
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	1
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	2
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	3
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	..
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	39
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	40
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	0 (new  recruits)
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	1
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	2
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	3
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	..
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	39
	
	
	
	 
	
	 
	
	
	
	 
	
	 
	
	
	 

	 
	40
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 


ANNEX TABLES

Table A2.1:  Percentage of learners in afternoon classes
	Year
	Total
	1
	2
	3
	4
	5
	6
	7
	8
	9
	10
	11
	12

	2000
	4.2
	7.1
	11.1
	9.5
	4.4
	1.7
	2
	1.1
	0.4
	0
	0
	0
	0

	2003
	2.4
	4.1
	6.1
	6.6
	2.7
	0.8
	0.2
	0
	1
	0.9
	0
	0
	

	2007
	1.7
	4.3
	5.1
	4.4
	1.4
	0.7
	0
	0.1
	0.2
	0.1
	0
	0.2
	0


Table A2.2:  Primary and secondary school gross attendance rates by household wealth quintile
	
	
	
	PRIMARY
	
	
	
	SECONDARY
	

	Quintile
	1
	2
	3
	4
	5
	1
	2
	3
	4
	5

	Female
	134
	135
	135
	125
	119
	44
	61
	63
	76
	89

	Male
	142
	146
	141
	128
	120
	34
	48
	53
	61
	78


Source:  DHS
Table A2.3:  EMIS and DHS dropout rates for primary school grades, 2006
	Grade
	
	1
	2
	3
	4
	5
	6
	7

	DHS
	Female
	1.8
	0.4
	0.9
	1.1
	3.9
	2.2
	3.3

	
	Male
	1.1
	1.5
	1
	1.4
	4.1
	2.2
	4.3

	EMIS
	Female
	1.5
	-0.3
	0.4
	0.8
	3.3
	2.6
	4.4

	
	Male
	2.3
	0.2
	0.7
	0.9
	4.7
	2.6
	5.7


Source:  EMIS, DHS
Table A2.4:  Completion rates for primary education by age cohort, 2000 and 2006
	Year
	Sex
	15-19
	20-24
	25-29
	30-34
	35-39
	40-44
	45-49

	2000
	Female
	69
	80
	73
	65
	57
	52
	47

	
	Male
	55
	72
	65
	63
	62
	53
	49

	2006
	Female
	81
	84
	81
	74
	66
	62
	52

	
	Male
	67
	74
	72
	71
	64
	60
	50

	Change
	Female
	12
	4
	9
	10
	8
	10
	5

	
	Male
	11
	3
	6
	8
	2
	6
	1


Source:  DHS
Table A2.5:  Completion rates for secondary education by age cohort, 2000-2006
	Year
	Sex
	15-19
	20-24
	25-29
	30-34
	35-39
	40-44
	45-49

	2000
	Female
	3.5
	21.4
	23.4
	13.8
	15.1
	10
	10

	
	Male
	3.1
	17.3
	28.5
	22.1
	21.9
	19.9
	16.3

	2006
	Female
	5.9
	23.5
	27.8
	28.2
	23.5
	19.1
	21.5

	
	Male
	3.9
	20.1
	26.9
	29.6
	29.1
	27.1
	21.5

	Change
	Female
	2.4
	2.1
	4.4
	14.4
	8.4
	9.1
	11.5

	
	Male
	0.8
	2.8
	-1.6
	7.5
	7.2
	7.2
	5.2


Source:  DHS
Table A2.6:  Incidence of orphan children, 2000 and 2006
	
	Paternal
	Maternal
	Two-parent
	All

	
	orphan
	orphan
	orphan
	orphans

	2000
	
	
	
	

	6 to 9
	8.5
	3
	0.9
	12.4

	10 to 14
	11.2
	3.4
	2.2
	16.8

	15 to 17
	na
	na
	na
	na

	2006
	
	
	
	

	6 to 9
	9.1
	3.5
	1.4
	14

	10 to 14
	15.1
	6.7
	4.5
	26.3

	15 to 17
	16.7
	8.9
	5.4
	31


Source:  DHS
Table A7.1: Number of school by LTR size interval, 2007
	School type/LTR
	<20
	20-25
	25-30
	30-35
	35-40
	40>

	Lower primary
	83
	78
	85
	47
	31
	24

	Two-phase primary
	35
	79
	196
	225
	50
	8

	Combined
	9
	56
	144
	85
	10
	4

	Junior secondary
	3
	28
	26
	1
	1
	0

	Two-phase secondary
	8
	29
	51
	11
	0
	0


Source: EMIS
Table A7.2: EMIS transfer rates, 1999/2000-2006/07
	
	
	Qualified
	
	
	Unqualified

	Year
	less g12
	g12 +1-2
	g12 + >2
	less g12
	g12 +1-2
	g12 + >2

	1999-00
	3.1
	5.2
	6.6
	4.6
	6.9
	5.1

	2000-01
	4
	4.6
	7.4
	7.4
	6.5
	1.6

	2001-02
	3.6
	5.2
	6.9
	5.5
	9.2
	5.9

	2002-03
	3.7
	4.4
	6.7
	4.4
	9.4
	7.1

	2003-04
	2.8
	3
	5.2
	2.6
	7.2
	5.3

	2004-05
	2.1
	3
	5.3
	2.8
	7.1
	5.3

	2005-06
	0.9
	1.2
	1.1
	0.9
	4.5
	0.8

	2006-07
	1.5
	2.6
	5.5
	0
	4.5
	3.8


Source:  EMIS
Table A10.1:  Repetition rates by grade and gender, 2003-2006 Female
	Grade
	2003
	2004
	2005
	2006

	1
	16.5
	16.9
	17.5
	19.3

	2
	10.9
	11.5
	11
	12

	3
	9.4
	10.1
	10.2
	11.1

	4
	11
	11.7
	11.8
	13.6

	5
	17.5
	18.4
	19.6
	22.4

	6
	12.6
	12
	13.8
	14

	7
	15
	15
	16.6
	17.8

	8
	21.5
	23.3
	20.7
	23.6

	9
	16.5
	17.5
	16.6
	19.6

	10
	6.4
	7.9
	8.6
	9.8

	11
	1.7
	2.9
	3.1
	1.3

	Male
	
	
	
	

	Grade
	2003
	2004
	2005
	2006

	1
	21.2
	22.2
	22.1
	24.4

	2
	16
	16.6
	16.7
	17.6

	3
	14.3
	15
	14.6
	16.6

	4
	15.8
	17.6
	17.9
	18.7

	5
	23.6
	25.8
	26.1
	29

	6
	15.1
	14.8
	17.1
	17.4

	7
	16.4
	16.2
	18
	19.1

	8
	21.5
	22.9
	22.2
	24.9

	9
	14.9
	15.8
	16.6
	19.1

	10
	3.4
	4.8
	5.2
	6.3

	11
	0.9
	1.7
	2.3
	1.3


Source: EMIS
Table A10.2:  Dropout rates by grade and gender, 2003-2006
	Grade
	2003
	2004
	2005
	2006

	1
	4.8
	3.1
	4.2
	1.5

	2
	2.7
	1.4
	1.5
	-0.3

	3
	2.1
	1.7
	1.7
	0.4

	4
	1.8
	2.1
	1.4
	0.8

	5
	4.1
	4
	5.3
	3.3

	6
	3.6
	4
	3.6
	2.6

	7
	6.7
	6.5
	7.2
	4.4

	8
	10.7
	9.1
	9.9
	6.1

	9
	11.7
	10.5
	10.4
	7.6

	10
	47.6
	43.7
	35.4
	36.7

	11
	3.6
	2.2
	1.2
	3.1

	Male
	
	
	
	

	Grade
	2003
	2004
	2005
	2006

	1
	4.8
	3.6
	4.8
	2.3

	2
	3
	1.7
	2.2
	0.2

	3
	3
	2.4
	2.9
	0.7

	4
	2.3
	2.8
	2
	0.9

	5
	6.3
	5.7
	7.6
	4.7

	6
	5.2
	5
	4.7
	2.6

	7
	8.5
	8.2
	8.8
	5.7

	8
	11.9
	8.3
	11.1
	7.4

	9
	9.4
	7.3
	9.7
	6.6

	10
	45.5
	43.5
	39.4
	39.9

	11
	3.5
	1.6
	0.1
	0.7


Source:  EMIS
Table A11.1: EMIS teacher attrition rates, 1999-2005
	
	
	Qualified
	
	
	Unqualified

	Year
	less g12
	g12 +1-2
	g12 + >2
	less g12
	g12 +1-2
	g12 + >2

	1999
	5.1
	4.2
	6.6
	13
	17
	31.5

	2000
	7.7
	4.9
	7.2
	14.7
	22.6
	29.3

	2001
	5.4
	4.6
	6.7
	10
	16.3
	25.9

	2002
	6.8
	5
	7
	7.7
	21.9
	36

	2003
	5.1
	4.4
	6.4
	9.4
	21.6
	32.7

	2004
	5.7
	4.4
	6.1
	8.7
	21.1
	36.1

	2005
	11.1
	11.1
	15
	14.6
	36.7
	40


Source:  EMIS
Table A11.2: Projected annual recruitment targets for teachers 2008-2020, status quo and ETSIP scenarios
	 
	2008
	2009
	2010
	2011
	2012
	2013
	2014
	2015
	2016
	2017
	2018
	2019
	2020
	Totals

	Status quo 
	
	
	
	
	
	
	
	
	
	
	
	
	 
	 

	Additional posts
	353
	386
	494
	482
	485
	482
	505
	533
	567
	598
	624
	645
	663
	6816

	Replacement
	640
	649
	662
	674
	745
	800
	853
	908
	950
	1023
	1091
	1159
	1227
	11380

	Status quo – total
	993
	1035
	1155
	1156
	1230
	1281
	1358
	1441
	1518
	1621
	1715
	1804
	1890
	18196

	ETSIP 
	
	
	
	
	
	
	
	
	
	
	
	
	 
	 

	Additional posts
	-16
	42
	181
	231
	314
	279
	290
	309
	355
	417
	374
	297
	-7
	3067

	Replacement
	622
	623
	627
	633
	700
	750
	798
	848
	885
	953
	1014
	1074
	1125
	10652

	ETSIP – total
	606
	665
	809
	864
	1014
	1029
	1088
	1157
	1240
	1370
	1388
	1371
	1119
	13719

	ETSIP modified 
	
	
	
	
	
	
	
	
	
	
	
	
	 
	 

	Additional posts
	-16
	42
	181
	231
	314
	194
	167
	185
	260
	383
	223
	94
	-208
	2049

	Replacement
	622
	623
	627
	633
	700
	748
	793
	840
	874
	941
	999
	1053
	1100
	10554

	ETSIP modified - total
	606
	665
	809
	864
	1014
	941
	960
	1025
	1134
	1324
	1222
	1147
	892
	12603


Note:  Excludes replacement of underqualified teachers
� Information on unit expenditure for the CoE hostels was not available.


�	Caprivi, Ovango, Ohangwena, Oshana, Oshikoto, Khomas, Omaheke and Haradap. These schools are referred to as the ‘school survey’ in this report.  


�	There is little difference in the enrolment rate age profiles between the DHS and 2005 Child Activity Household survey, which was conducted by the Ministry of Labour in 2005. However, the 2002/03 National Household Income and Expenditure Survey shows appreciably higher enrolment rates among children aged under 15 (see annex figures 2.1 and 2.2).  


�	ETSIP states that the GER for senior secondary education was 26% in 2005.


�	At the eligible schools visited as part of this study, food had still not been received one month after the start of the second term. 


�	Children attending secondary school can receive the grant until they are 21. Children with parents in prison or who are retired are also eligible for the grant. 


� There are two schools for the deaf and two schools for the blind in Namibia.


�	There is now a quarterly meeting between the managements of the REOs and CoEs.


�	Despite concerted efforts, it has not been possible to obtain all the required enrolment and other data from the colleges of education and faculty of education. We hope that these data can be included the final draft of this report.


�	However, the 2006/07 Budget Book indicates that 169 lecturers were in post out of a total of 186 funded posts and a total establishment of 194.


�	Staff workload information for Ongwediva College is not available from MOE records. 


�	It does not include time spent by lecturers supervising post-graduate teachers nor other departmental/ faculty responsibilities.


�	These attrition rates have been derived by comparing the FoE staff lists from one year to another.  


�    Since FoE students spend around one half of their time studying faculty courses, the student-lecturer ration is likely to be around 13:1


� 	The overall drop out rate was only 1% at the CoEs in 2002, which is the latest year for which data is available.


�	However, students are only given N$600 cash. 


�	The unit cost differential between Windhoek and Ongwediva colleges was 80% in 1998/99


� 	These problems echo those noted by Crebbin et al. (2008) in their review of teacher education.


�	NIED does not employ subject specialists for each subject and each curriculum panel.


�	Recommendation of the Crebbin et al 2008 report


�	As recommended in the Crebbin report


�	The Crebbin report make the same recommendations


�	The Crebbin Report makes a similar recommendation.


�	There has been a large increase in the numbers of under-qualified teachers who have opted for early retirement during the last two-three years.








�	Detailed information on IOL enrolments and graduates was requested for the last five years, but was not forthcoming.


�	State subsidisation of for-profit schools is to be completely withdrawn during the five year ETSIP plan period. 


�	Almost 3,000 teachers were added to the government payroll between 1998 and 2007 and 1,000 between 2004 and 2007.





�	Teaching periods are equal to total timetabled teaching periods per week (40) divided by the teacher-class group ratio. For example, if the TCgR is 1.5:1 then average teaching load is 26.6 periods per week.


�	For example, one school with a LTR of 30 can have average class sizes of 60 with teachers only teaching 20 periods a week whereas another school with a LTR of 30:1 could have average class of 30 and teachers teaching all 40 periods. 


�	Prescribed figures include the 2% additional posts and the 228 teachers in pre-vocational subjects employed in 2007 have been deducted from the actual secondary and combined school teacher totals. It has been assumed that 50% of these teachers are at combined schools and 33.3 % at  two-phase secondary schools and 16.7% at junior secondary schools. 


�	The number of these teachers cannot be accurately established from EMIS data.


�	EMIS were unable to provide the study team with the data that would enable school and circuit level transfer rates to be calculated.


�	Additional mathematics teachers will also be required for senior schools when mathematics becomes a compulsory subject in 2010.


�  Information on the number of teachers who are long-term sick leave is not available centrally and was being collected by HAMU in late 2008. 


�	Until 2003 teachers were eligible for housing allowance only if they purchased a house at their duty station. Few did so especially those working at schools in rural areas. Since then all teachers receive a housing allowance, which amounts to a sizeable proportion of their base salary (around a half for a qualified teacher). 





�	Mother tongue instruction for teachers who are likely to teach in Caprivi and Ovango regions can be provided by UNAM and Ongwediva College of Education.


�	These countries  include Ghana, Guinea, Malawi, Mozambique, Nigeria, the United Republic of Tanzania, Uganda and Zimbabwe


�	Many children in Namibia do not enroll in Standard 1 until they are seven or even eight years old, but this does not make a great deal of difference with respect to the overall requirements of teachers.  





�	Rapid urbanization makes it very difficult to project the school aged population by region.


�	This is despite the fact that it is MOE policy that students are only allowed to repeat once per phase. 


�	ETSIP has specific 2012 repetition rate targets for grade 1 (10.0%), grade 5 (12.1%) and grade 8 (12.1%). These target rates have been used for the two ETSIP enrolment scenarios.  


�	Again, therefore, the ETSIP target for primary schooling may need to be revised


�	For this reason, the ETSIP enrolment rates for OVCs (table 2k) are too low and should be reviewed.


�	The ETSIP report does not present detailed enrolment projections by grade for the plan period. However, the enrolment projection spreadsheets that were used for the main ETSIP report, were made available to the study team. Comparing these projections with those that have been generate for this exercise shows that the ETSIP enrolment projections are consistently higher. 





�	Overall payroll attrition was 7.8% in 1998.





�	This is because of the marked reduction in HIV viral loads (usually to non-detectable levels), which significantly reduces the infectivity of people living with AIDS.   
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