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FOREWORD 
Namibia’s aspirations for long term development are articulated in the national vision statement: Vision 2030. 
Overall, the vision aspires that by 2030, Namibia should have attained a level of development, and quality of life 
for all citizens, comparable to that of the developed world. The national development framework recognizes 
knowledge, and its application, as some of the key engines for economic growth and social development. Namibia 
seeks to transform itself into a knowledge economy. 
 
Knowledge economies are built on four pillars: an educated and well-trained population; a dynamic innovation 
system; an established information and communications infrastructure; and an economic and institutional regime 
that is conducive to the creation and application of knowledge to promote development. A recent World Bank 
study covering 92 countries over the period 1960 to 2000 shows that the presence of these pillars exerts a strong 
positive effect on long-term economic growth.1  
 
The increasingly important role played globally by knowledge, and its application in the production of goods and 
services, creates opportunities and challenges for developing countries. It opens significant opportunities for 
economic and social development, and thereby, poverty reduction. At the same time, it is becoming more crucial 
than ever, for countries to position themselves to participate effectively in knowledge-driven markets that now 
dominate the global economy or otherwise, risk the chance of falling behind.  
 
The present study of Namibia’s Human Capital and Knowledge Development for Economic Growth with Equity 
assesses Namibia’s readiness to adopt a knowledge-based development strategy. It concludes that Namibia 
provides an enabling environment for a transformation to a knowledge economy. Key enablers include the 
presence of good governance and macroeconomic stability, joined by a fairly well developed infrastructure. The  
study specifically focuses attention on the critical role to be played by education and training, the weaknesses of 
the system, and its incentives for knowledge creation and innovation. 
 
The study adopts a holistic approach to education and training as a system, examining the performance and 
financing of the system, and the interrelationship of its components; beginning with early childhood education 
and continuing through higher education. The latter is specifically recognized as a key source of capacity for 
knowledge creation and application. The study emphasizes the building of a solid foundation for learning through 
quality basic education as an important starting point towards building a knowledge economy. It also recognizes 
the need for a balanced sector development, including post-basic education and training.  
 
The study lays out a plan for addressing weaknesses of Namibia’s education and training system, with priorities 
identified. Financing constraints pose a challenge to this plan. These challenges can be met, but require attention 
to reducing wastage in the system, and improving the efficiency with which resources are currently utilized. 
Alongside improving education quality, efficiency, and equity, the study highlights the importance of a focus on 
improving incentives for knowledge creation and application in higher education. 
 
This study will prove to be an important part of the road map for Namibia’s development and poverty reduction. 
What should not be lost in the focus on education and training for a knowledge economy, is the potential negative 
impact of HIV/AIDS. Infection rates are among the highest in the world. This scourge alone can sidetrack, and 
reduce the benefits of initiatives to introduce a knowledge economy.  
  

Arvil V. Adams 
Sr. Advisor for Social Protection 
Africa Region 
World Bank 
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EXECUTIVE SUMMARY2 
1. Since independence in 1990, Namibia has managed to distinguish itself as a country with 
an enabling environment for development in general, and for knowledge-driven development 
(KDD) in particular. Key enablers include: peace and political stability, good governance, 
macroeconomic stability, established legal and financial institutions, fairly well developed 
transport, developed information and communications technologies (ICTs) infrastructure, sound 
economic policies, reasonable management of the economy, and a broad recognition of 
knowledge as a key driver of economic growth and social development. Some of the social 
indicators associated with development are among the highest in Sub-Saharan Africa. For 
example, 82 percent of adults (15–49 years) are literate. Primary and secondary school net 
enrollment ratios (NER) are 89.1 percent and 48.3 percent, respectively. The population growth 
rate and the fertility rate are declining. Most communities have access to safe water, and to 
primary health care facilities. Namibia also has good prospects for accelerating growth. Potential 
growth areas include: mining, fisheries, animal farming, tourism, services (e.g., banking, 
transport, and ICTs), manufacturing, and potentially oil and gas.  

2. Despite an enabling environment and good growth prospects, the country has consistently 
had difficulties meeting its development goals and its set performance targets. For the past decade 
(1993 to 2003), growth averaged 3.8 percent, which is 1.2 percentage points lower than the 
projected rate. Poverty is endemic. Close to 35 percent of the population lives on less than 
US$1.00 per day, while nearly 56 percent lives on less than US$2.00 per day. Income inequalities 
are among the highest in the world, with a Gini coefficient of 0.70. Namibia’s low–middle-
income status, and per capita income of US$2,156 (2003 estimate)3 masks severe inequalities. 
Based on the latest household survey (1993), the richest 20 percent of the population accounts for 
about 80 percent of total consumption; while the poorest 20 percent accounts for only 1.4 percent. 
Broader social inequalities are deteriorating. The Human Development Index (HDI) declined 
from 0.734 in 1996 to 0.627 in 2001, partially owing to the impact of HIV/AIDS on life 
expectancy. The prevalence of HIV/AIDS is the fifth highest in the world. By the end of 2001, 
the prevalence rate among adults (15–49 years) was 22.5 percent.4 Life expectancy at birth was 
61 in 1991 and is projected to decline to 40 by 2005.5 Between 2001 and 2021, the number of 
orphans is expected to rise from about 84,000 to about 250,000, HIV/AIDS orphans accounting 
for 198,000.6 The national average unemployment7 rate is about 34 percent or 20 percent, using 
the broad or strict measures, respectively.8 Unemployment is highest among the unskilled (56%), 
and youth (40%).  

3. To better respond to these challenges, the government recently undertook to dramatically 
reform the national development strategy. The reform agenda is encapsulated in a long-term 
vision for national development—Vision 2030. A key aspiration of Vision 2030 is to rapidly 
transform Namibia into a high-income, and a more equitable, Knowledge Economy (KE). Broad 
goals of the reform are to: accelerate economic growth and social development, eradicate poverty 
and social inequality, reduce unemployment, especially youth unemployment, and curb the spread 
of HIV/AIDS.  

4. The urgency to join KEs is motivated by the dual need to improve the local investment 
climate, and to accelerate growth. As a starting point, a knowledge-based Namibian economy 
would be manifest in an enhanced capacity to apply knowledge and technology to increase the 
range, and value of, products derived from the country’s rich natural resources. Essentially, it 
would entail the transformation of current natural resource–based industries into “knowledge-
intensive natural resource–based industries.” Enhanced capacity to apply knowledge and 
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technology in production is expected to improve productivity. In turn, higher productivity should 
lead to better profitability, improved investment returns, and reduced domestic capital flight. At 
present, most of Namibia’s natural resources are exported as raw materials, or as primary 
products. Namibia also exports a substantial amount of capital that could be invested toward the 
transformation of natural resources into higher value and more diverse products. Given the 
enabling environment, rich natural resource base, and reasonable capital, lack of appropriate 
knowledge and technology has been identified as key impediment to moving to higher value-
added productivity. To this end, Namibia’s efforts to join other KEs would also entail a rapid 
development of a knowledge society (educated, skilled, ICT-savvy), capable of supporting the 
development of knowledge-based industries, and the creation of new technologies.  

5. Policies to import appropriate knowledge and technology through foreign direct 
investments (FDIs), and through export-processing zones (EPZs) have not been very successful, 
partly due to the shortage of skilled labor. Because of the shortage of skilled labor, Namibia tends 
to attract FDIs that require low-level skills. Such investors have low incentive to invest in 
knowledge, technology, and in the upgrading of their employees’ skill base. Yet, skills upgrade, 
technological advancements, and their interaction, are key factors behind total factor productivity 
(TFP) growth, and ultimately economic growth. The current state of low skills, low-technology 
diffusion, and low application of knowledge in production can hardly support the goal to 
accelerate economic growth. Improving the level of skilled labor and the capacity to create and 
apply knowledge to improve productivity are therefore critical elements of Namibia’s growth and 
development strategy.  

6. Vision 2030 and other key policy documents explicitly recognize the education and 
training system as “the” key source of knowledge, and of skilled labor. The system is also 
recognized for its pivotal role in facilitating the attainment of other key development goals such 
as sustainable reduction of poverty and of social inequalities, reduction of unemployment where 
lack of skills is a key impediment, curbing the spread of HIV/AIDS, and equipping citizens with 
competencies required for an effective functioning in a KE. The education and training system is 
therefore duly recognized as critical for the success of Namibia’s development reform agenda, 
especially its successful transition to a KE.  

7. Against this background, the government invited the Bank to undertake a comprehensive 
assessment of the adequacy of the education and training system to support the attainment of 
national development goals, especially the intended transition to a KE.  

8. The study concluded that, at present, the system is too weak to effectively play its 
expected role. Key weaknesses pertain to poor quality or ineffectiveness; low efficiency; 
inequalities; low economic relevance; and low capacity for knowledge creation and innovation. 
The study recommends that efforts to strengthen the system should focus on the following five 
priorities: (a) improve the effectiveness or quality of the education and training system, (b) 
improve the efficiency of the system, (c) eliminate inequalities, (d) improve economic relevance 
of the system, and (e) strengthen capacity for knowledge creation and application.  

9. In addition, constraints to the development of the system should be removed by: (a) 
strengthening capacity to implement sector reforms, (b) diversifying the resource base to 
adequately finance priority reforms and developments, and (c) mitigating the impact of 
HIV/AIDS. The scope of this study did not cover the latter constraint. Further work is therefore 
required to sharpen strategies for reducing the impact of HIV/AIDS. The proposed 
recommendations are presented below, in order of priority: 
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Improve the quality or effectiveness of general education  
10. Good-quality general education (grades 1 to 12) builds the foundation skills required for 
the effectiveness of higher levels of the education and training system, and for an effective 
functioning in a KE. It builds a base of trainable workers who can adapt to labor market changes, 
and to demands of a KE. Most importantly, it is an entry point for developing a self-educable 
knowledge society that Namibia wants to be. It will therefore be very difficult for Namibia to join 
KEs if its general education system cannot effectively facilitate student learning. For the 
government, the most urgent challenge is to increase learning achievement in primary and 
secondary schools. Several sources of evidence show that, although enrollment and completion 
rates are relatively high, most children leave school without the foundation skills and 
competencies they ought to have acquired. For instance, the national literacy rate is estimated at 
82 percent; yet, recent performance on a screening test of the International Adult Literacy Survey 
(IALS) recorded very low functional literacy, even among grade 10 graduates. A recent 
UNESCO survey also showed that two-thirds of grade 6 learners could not read with any level of 
competency. In addition, the performance of Namibia’s primary school children on the 1995 and 
2000 mathematics and reading tests of the Southern Africa Consortium for Monitoring Education 
Quality (SACMEQ) has been consistently lower than that of their peers in all other SADC 
countries. Poor learning at the primary level carries over to higher levels, especially in 
mathematics and science. In 2001, only 46 percent of the candidates for the junior secondary 
school examination (grade 10), attained the minimum level required for entry into grade 11. Only 
7 percent earned an average of a B grade or higher. The proportion of “ungraded and incomplete” 
scripts (i.e., clearly failed scripts) was 40 percent for grade 10 mathematics, 27 percent for grade 
12 mathematics, and 41 percent for grade 12 physics and chemistry.  

11. General education is ineffective, mainly because of inadequacies in a range of education 
quality-enhancing inputs. Because of lack of access to early childhood development (ECD) and  
preprimary education programs, 80 percent of children enter the 1st grade of primary education 
without the required level of learning readiness. Invariably, these children are exposed to 
ineffective teaching. Sixty percent of primary school teachers, and 30 percent of secondary school 
teachers are unqualified. Among the qualified, a large proportion lacks essential competencies 
such as mastery of their teaching subjects, good English proficiency, reading skills, elicitation 
skills, curriculum interpretation, and setting student tests. These weaknesses limit the teachers’ 
effectiveness in implementing the official curriculum. Continuous in-service teacher training 
could compensate for these inadequacies, but the system is irregular and tends to not focus on 
teachers’ classroom level deficiencies. There is also a shortage of books and instructional 
material, due mainly to under-funding. Primary schools have an average book-to-student ratio of 
2.6:1, compared with the minimum norm of 5:1 for core subjects. General education curricula are 
overloaded with too many subjects, and they lack clear standards. Even if other inputs were 
adequate, a good proportion of schools do not provide a physical environment that is conducive to 
teaching or learning. The worst of these are the 21 percent primary and secondary schools that 
have no permanent classrooms.  

12. Quality is also low, because the processes required to transform inputs into results are 
ineffective. While the policy endorses a wide repertoire of progressive teaching methods, 
traditional teacher-centered methods are still common. Student assessment methods that could 
provide timely detection of learning difficulties are missing, or are insufficient at present. These 
include continuous assessment in the classroom, as well as timely and periodic nationwide 
achievement testing. Most schools are not effectively managed to produce results. In addition, 
accountability measures that could help managers are mostly lacking.  

13. In order to improve student learning, the study recommends the following key measures:  
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�� Clear definition of learning outcomes and targets: Core knowledge, skills, and 
competencies to be acquired by learners at each phase of their schooling cycle 
should be clearly defined and benchmarked against international standards. 
Based on clear outcomes, learning targets should be set for every single school, 
taking into account empirical evidence on how much a school can produce given 
its resource endowment. The curriculum should be rationalized to emphasize 
core knowledge, skills and competencies, including for ICTs.  

 
�� Adequate provision of inputs: Input norms should be revised to enable schools to 

meet their learning targets and to ensure adequate provision across all schools. 
Crucial inputs are:  

��Competent teachers: Teacher competencies should be improved through: 
continuous and more effective in-service training and professional 
support that are linked to actual classroom practices; improved pre-
service teacher training curricula; and upgraded teaching competencies 
of lecturers in Colleges of Education.  

��Competent school managers: Intensive in-service training and 
professional support should be provided to school heads, heads of 
departments, and subject advisors to improve school governance, 
management, and accountability for results. 

�� Learners with adequate learning readiness at entry: This should be 
attained by improving access to good quality preprimary education 
programs, starting with children from low-income households. 

��Books and instructional materials: The supply of books should be 
improved to reach a student textbook ratio of 1:1 for core subjects. The 
provision and coverage of other instructional materials for core subjects 
should also be improved. 

�� ICTs: Current efforts to introduce ICTs in general education, not only as 
subject areas, but also as effective tools for improving teaching and 
learning should be strengthened and taken to scale. This will entail the 
integration of ICTs in the general education curricula, as well as the 
provisioning of schools with relevant hardware and software. 

 
�� Strengthening key processes: Critical processes that require strengthening are:  

�� Teaching and learning: The improvement of teacher competencies and 
learner readiness sketched above should substantially improve teaching 
and learning.  

�� Student assessment and testing: Continuous student assessment and 
criterion-referenced testing should be more rigorously used to monitor 
student attainment of core knowledge, skills, and competencies.  

��Evaluation of the system’s performance: Periodic standardized 
achievement tests should be conducted at grades 3, 6, 9, and 11 to 
monitor how the system is responding to quality improvement measures. 

��Communicating the system’s performance: As part of the effort to 
improve accountability, student report cards should be improved to more 
meaningfully communicate student performance on set criteria. The 
results of achievement tests should also be publicized to stakeholders by 
school, region, subject, and gender.  
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�� Establish magnet schools for science, mathematics, and ICTs to improve the 
pool of secondary graduates who can pursue specializations requiring these 
subjects at higher levels of the system.  

 

Improve the efficiency of the education and training system  
14. The poor quality of education contributes to low internal efficiency, as manifest in high 
student repetition and dropout rates. Despite the semiautomatic promotion policy of 1996, 
repetition rates remain high for all grades, except grades 10 and 11. In 2000, repetition rates for 
grades 1 to 9 averaged 16 percent. Dropout rates are also high (7.3%) at the last year of primary 
education (grade 7), and within the junior secondary school phase. The average dropout rate for 
grades 8 and 9 is 10 percent. At the end of junior secondary education (grade 10), as many as 38 
percent of learners are pushed out of the system, with virtually no opportunities for further 
education, training, or direct employment. The high loss of learners at grade 10 translates into low 
progression to senior secondary school. In 2000, only a third of those who enrolled in grade 1 
completed senior secondary school, or grade 12. This level of wastage within the system 
undermines not only the goal to rapidly develop an inclusive knowledge society, but also the goal 
to quickly reach a high threshold of highly educated and skilled labor. 

15. Other manifestations of inefficiencies are in the use of existing resources. For instance, 
the average primary and secondary school class size is 33.5, while the average student–teacher 
ratio is 29:1. Maintaining these ratios deprives the system of savings that could be invested in the 
expansion of access and the improvement of quality. Comparative analyses also show that 
relative to other SADC middle-income countries, Namibia invests more in education and training 
(8.6% of the GDP) for relatively less education coverage and quality. The only country that fares 
worse than Namibia is Botswana.  

16. The most effective measure for improving efficiency is to improve student learning 
outcomes as outlined above. Improved student learning will reduce repetition and dropout rates. 
Improved quality and efficiency will also raise the returns on investment in the system. 
Additional measures for improving efficiency are to:  

�� Improve class size and student–teacher ratios: Where population density 
permits, the average primary and secondary school class size should be increased 
from 33.5 to 35 and to 40, respectively. For both levels, the average student-to-
teacher ratio should also be raised from 29 to at least 35. 

 
�� Expand double shifting: As a temporary measure, classrooms and qualified 

teachers could be better used by increasing the number of schools that offer 
double shifts. However, caution should be exercised to ensure that double shifts 
do not substantially reduce teaching hours. As a way of maintaining their 
motivation, teachers should receive extra compensation for teaching double 
shifts. Double shifts should be steadily phased out as more classrooms are built 
and as more teachers qualify. 

 
�� Increase the number of combined schools and expand multi-grade teaching: 

Combined schools (primary and secondary) should be established in sparsely 
populated areas that do not warrant separate primary and secondary schools. In 
addition, multi-grade teaching should be more extensively used in such areas, to 
realize better efficiency in the use of both physical facilities and teachers.  
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Eradicate persisting inequalities  
17. Inequalities inherited at independence persist, despite major efforts to eradicate them. 
They are evident in the distribution of access, learning outcomes, and resource inputs. These 
inequalities render the education and training system a weak instrument for facilitating poverty 
eradication, and for reducing social inequalities. They also represent a threat to national cohesion, 
peace, and political stability, and a failure to realize the productive potential of a large proportion 
of the population.  

18. Access is more inequitable at preprimary education (20% of age cohort), secondary 
education (48.3% of age group), and tertiary education and training (about 20%, including those 
studying abroad). Access to preprimary education is more limited in rural areas and for poor 
families that cannot afford the fees. In terms of language groups, the primary education NERs for 
Otjiherero (84.2%), Khoekhoegowab (83.0%), and San (20%) speaking children are substantially 
lower than the national average of 89.1 percent. Overall gender equity is attained at the primary, 
secondary, and tertiary level. For general education, a few exceptions are the Otjozondjupa, 
Oshikoto, Ohangwena, Oshana and Kavango regions where gender biases against girls are still 
entrenched. Another exception is vocational education and training, where women account for 
only 19 percent of the enrollment.  

19. Learning outcomes are inequitably distributed to the disfavor of students in the 
previously disadvantaged northern regions. In 2001, only 41 percent of students from the northern 
regions attained the minimum score required for entry into senior secondary school, relative to 63 
percent for the rest of the country. This low achievement later translates into an under-
representation of these students at the tertiary level.  

20. Inequalities in student learning outcomes mirror the major disparities in the distribution 
of resource inputs. Overall, schools in the northern regions have lower physical, human, and 
financial resources. Regarding the latter, the current input-based system of allocating financial 
resources discriminates against under-resourced schools. Schools with better qualified teachers, 
low student-to-teacher ratios, and adequate infrastructure receive higher levels of funding per 
learner, than poorly resourced schools. Moreover, public spending on education is pro-rich, 
especially at the tertiary level. A benefit-incidence analysis showed that the richest 20 percent of 
the population receives nearly 60 percent of public spending on tertiary education and training.  

21. Specific measures for uprooting persisting inequalities are to:  

�� Remove barriers to physical access: The efficiency measures outlined above 
(combined schools, double shifting, and multigrade teaching) should also 
improve access to schools. For preprimary education, diverse providers such as 
churches, NGOs, communities, and individuals should be encouraged and 
supported to establish preprimary schools where there are unmet demands.  

 
�� Remove financial barriers to individual access: For preprimary education, 

general education, and vocational training centers (VTCs), conditional grants 
should be provided to schools to enroll, and ensure the successful completion by, 
children from poor households, and by orphans and other vulnerable children 
(OVCs). In addition, full scholarships should be provided to preprimary students 
who cannot afford fees. For tertiary education, student loans should be expanded 
to reach all eligible students. Alternatively, differentiated tuition should be 
considered as a possible cost-sharing system that is sensitive to students’ means.  
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�� Eradicate inequalities in resource inputs: Normative per capita financing should 
be introduced to empower schools to acquire the resources required to meet set 
input norms and learning targets. To compensate for historical inequalities, 
additional resources should be targeted to schools that still fall below input 
norms.  

 

Improve economic relevance by expanding outputs where demand is strong  
22. Currently, shortage of skilled labor is one of the most significant brakes to economic 
growth. It limits the capacity to apply knowledge and technology in production; constrains 
productivity growth; reduces profitability and investment returns; encourages domestic capital 
flight; and hampers Namibia’s international competitiveness. Skills shortage also exacerbates the 
already intolerable income inequalities. Those with skills can name their price, and further widen 
the income gap. In addition, the current situation—where jobs are looking for people—can easily 
induce complacency within the labor force, and erode motivation for the constant retooling 
needed to remain competitive in the labor market. This hardly serves Namibia’s goal of becoming 
a learning society and of raising the quality of human capital to levels where it can compete in the 
global knowledge economy. If allowed to persist, the skills shortage will also make it difficult for 
Namibia to attain its goals of accelerated economic growth, and reduction of income inequalities. 
Moreover, it will make it difficult to realize the Vision 2030 aspiration of becoming a high 
income, and a more equitable KE.  

23. Yet despite the significance of skills, employers’ demands for skilled workers are unmet. 
Moreover, opportunities for training at all levels are sharply limited. Annually, only about 3 
percent of grade 10 graduates gain entry to vocational training colleges (VTCs). Enrollments in 
tertiary education and training programs are even more limited in areas where there are serious 
human resources shortages (e.g., engineering, science, agriculture and natural sciences, 
mathematics, business administration, medical and health sciences). In addition, major shortages 
of teachers may soon emerge, owing to the impact of HIV/AIDS.  

24. As noted, the first and most sustainable way to address skills shortage is to improve the 
quality and quantity of the throughput of the general education system. Other steps are to:  

�� Expand the intake of technical and vocational education and training 
programs: The intake of high quality technical and vocational education and 
training (TVET) programs should be increased to meet current labor market 
demands. Intake should be increased only where programs meet the three criteria 
of quality, market relevance, and cost-effectiveness.  

 
�� Expand pre-entry programs for science and mathematics: While awaiting the 

impact of the quality-enhancing measures in general education, pre-entry 
programs should be expanded to increase the intake of tertiary education and 
training institutions in specializations that require mathematics, science, and 
ICTs.  

Strengthen capacity for knowledge creation and application  
25. Although knowledge is recognized as a key driver of development, Namibia’s capacity to 
create and apply knowledge to improve productivity is weak. Moreover, there is no clear national 
strategy for developing such capacity. Capacity limitations are both on the supply and the demand 
side. Constraints on the supply side partially derive from limitations of the education and training 
system. As noted, lower levels of the system fail to supply the number and caliber of workers 
who can enable industries to push the knowledge and technology frontier. Higher levels of the 
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system also fail to supply the technical leaders required to stimulate knowledge and innovation in 
other institutions such as industries/firms; research centers; science, research, and innovation 
centers; consultancy firms; high-level think tanks; and so on. In addition, tertiary education and 
training institutions have very little capacity for directly contributing to knowledge creation and 
innovation. Reasons for this poor capacity include: (a) lack of clear research policies and 
programs at the level of institutions; (b) very limited graduate programs, which generally 
translates into a weak culture of research; (c) the faculty’s low qualifications and poor research 
experience in most institutions; (d) poor funding for research; and (e) lack of strategic guidance 
on the knowledge and innovation needs in key growth sectors.  

26. Outside the education and training system, local industries/firms are characterized by 
low, or non-existing research and development (R&D) programs. Even FDIs tend to not be 
involved in knowledge activities that could lead to innovation with new products and/or modes of 
production. More active knowledge creation nodes (independent research institutes, private 
consultants, and think tanks) tend to be involved mainly in policy research, and not in production-
oriented research. Even then, their activities lack support and coordination. 

27. On the demand side, Namibia does not have a developed market for knowledge and 
innovation. Because of the low national educational attainment, a high proportion of producers 
are not able to couch their productivity challenges as knowledge and innovation needs. This 
translates into a limited demand for knowledge, as well as low pressure on the supply of 
knowledge to produce. Those with effective demand for knowledge (government ministries, 
private and parastatal sector) tend to look outward for expertise, and thus further deny local 
institutions the opportunity to improve capacity through practice.  

28. Priority measures for improving capacity to create and apply knowledge to facilitate 
productivity are to:  

�� Articulate a national policy and strategy for knowledge and innovation: A 
national policy and strategy for enhancing the creation and application of 
knowledge to improve productivity should be articulated and implemented.  

 
�� Establish a mechanism for coordinating the implementation of the strategy: 

The proposed Center for Innovation and Entrepreneurship Training (CIET) could 
provide that mechanism. To effectively play this role, the CIET should be 
established as a lean organization whose key role is to stimulate, support, and 
coordinate the implementation of the national knowledge and innovation 
strategy. It should be reconceptualized as an enabler and facilitator of knowledge 
creation and innovation, and not as an executing organization. 

 
�� Strengthen the research capacity of tertiary education institutions through clear 

research policies and strategies; improved profile of the academic staff; expanded 
graduate programs; demand-driven funding for research and innovation; and 
partnerships with industries. 

 
29. In addition to these strategies, key impediments to the development of education and 
training should be removed. Critical steps for removing these impediments are to:  

Strengthen the systems’ delivery capacity   
30. The proposed reforms can only make a difference if they are diligently implemented. The 
sector is well reputed for conceiving progressive ideas and policies for reform; however, it falters 
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at their implementation. A range of factors contributes to the apparent lack of readiness to 
change. First, is the weak capacity for strategic planning at the institutional and sector level. 
Planning directorates of the Ministries of Education and planning units of individual institutions 
lack the number and quality of staff required to plan for, and monitor the implementation of 
reforms. Second, planning is poor partially because of the lack of information required to inform 
the development of the sector. Education Management Information Systems (EMISs) are weak at 
all levels of the sector, and particularly for VET and for tertiary education and training. Basic data 
required to plan for the development of these sub-sectors are not collected, captured, and 
disseminated in a usable manner. Third, the management of the sector is ineffective, and lacks 
accountability for results. Moreover, the management of individual institutions is highly 
centralized, except for the university and the polytechnic. Public schools, VTCs, and colleges of 
education are mainly run from the center. Given the weak management capacity at the center, 
over-centralization tends to exacerbate institution-level management problems rather than to ease 
them. Over-centralization also thwarts initiative at the level of institutions, and further reduces 
accountability for results. Without accountability for results, failure to implement reforms carries 
no repercussions. Fourth, principal change agents such as institution-level managers and the 
teaching staff are often not given the training required to implement expected reforms.  

31. Key strategies for improving implementation capacity are to:  

�� Strengthen the planning functions at the sector and institutional levels: 
Appropriately qualified staff and adequate resources should be provided for the 
directorates of planning in the ministries of education; tertiary education and training 
institutions; and emerging institutions whose key role is to implement sub-sector 
specific reforms. The latter institutions include the Namibia Training Authority (NTA) 
for TVET, and the National Council for Higher Education (NCHE).  

 
�� Accelerate and support the decentralization process: Initiatives to devolve 

operational responsibilities for the provision of education and training to regional, 
local, and institutional levels should be accelerated and supported 

 
�� Strengthen management capacity and accountability: Management capacity should 

be improved through better selection of managers, and through on-the-job training. 
Managers should also be held accountable for results; and should be empowered to 
administer financial and other incentives for good performing staff, and penalties for 
non-performing ones. 

 
�� Establish and strengthen EMIS for the sector: The current EMIS division of the 

Ministry of Basic Education, Sports and Culture (MBESC) should be reinforced 
through appropriate staffing and equipment and transformed into an EMIS for the 
whole sector. Sub-sector-level EMISs should be strengthened to feed into the overall 
system. 

Diversify sources of funding for the education and training system  
32. At present, the government invests 8.6 percent of the GDP and 27 percent of the recurrent 
budget on education and training. Investment in the sector is exceptionally high not only because 
it is a priority, but also because the public sector shoulders virtually all the financial burden. 
Private financing of education and training is extremely limited, both in terms of private 
provision and of household contributions to public education. On average, households devote less 
than 1 percent of their total annual consumption to their children’s schooling. Public financing 
covers 95 percent of all costs of public VTCs. Public tertiary education and training are heavily 
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subsidized despite the existence of student loans. Because the interest rate on the loans is lower 
than market rate and recovery rates are low, the student loan scheme hardly provides a revolving 
fund. The current heavy subsidies of senior secondary education and of tertiary education and 
training are hardly justified in view of the family income of most students and of the high private 
returns at these levels.  

33. Over-dependence on public financing imposes a tight constraint on the development of 
the sector. Moreover, these high levels of public financing are not likely to be sustained. Financial 
projections already show a declining investment in the sector, from the current 8.6 percent to 7.1 
percent of the GDP by 2006/07. Within the same period, the proportion of the recurrent budget 
will also decline by 4 percent, taking inflation into account. The sector is therefore challenged to 
implement the suggested reforms within a declining resource envelope.  

34. A strategy for minimizing financial constraints has to first focus on improving efficiency 
in the use of current resources. Second, it must mobilize additional resources through better 
private sector participation, better cost-recovery schemes, and through loans and grants as 
necessary. The efficiency measures outlined above will address the first approach. To mobilize 
additional required resources, the government should:  

�� Expand cost-sharing schemes: Tuition fees should be introduced for senior 
secondary education. In addition, the students’ loan schemes for tertiary 
education and training should be expanded to cover all academically deserving 
students. Means-based scholarships and/or differentiated tuition should be 
applied to allow for cost sharing that is sensitive to students’ means.  

 
�� Expand private sector financing of education and training: Public-Private 

Partnerships (PPPs) most suitable for Namibia should be explored and instituted 
to increase private financing of education and training. In addition, the 
establishment of the long-considered training levy for VET should be 
accelerated.  

 
�� Expand private provision of education and training: The government should 

ease constraints to establishing private schools, while improving incentives to do 
so. The current policy and legal framework should be revised to better encourage 
the establishment of private institutions at all levels. Incentives for establishing 
private institutions may include easier access to credit, easier acquisition of land, 
tax breaks, and direct scholarships for poor but academically deserving students.  

 
�� Secure loans and grants to finance reforms where financing gaps exist. 

 

Improve HIV/AIDS prevention and mitigation strategies  
35. As noted, further work is required to sharpen strategies for effectively using education 
and training to curb the spread of HIV/AIDS, while at the same time, mitigating the impact of the 
pandemic on the system. Among others, it is important to sustain, and faithfully implement 
current efforts to mainstream HIV/AIDS education in diverse curricula. In terms of prevention 
strategies, the curriculum has already been revised to incorporate HIV/AIDS education across 
subjects. Further efforts to mainstream HIV/AIDS education within 80 percent of the school 
subjects and in extra-curricula activities are ongoing.  
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36. Proposed steps for mitigating the potential impact of HIV/AIDS on the demand and the 
supply of educators are as follows:  

�� Target support for children who are affected by HIV/AIDS: Where financial 
difficulties are an impediment to effective participation in education, financial 
grants should be provided to schools as an incentive to enroll OVCs and to 
ensure a successful completion of their education and training. Psychosocial 
impediments should be eased through effective guidance and counseling 
programs. Outside schools, Ministries of Education, Women Affairs and Child 
Welfare and Health should work closely with Non-Governmental Organizations 
(NGOs), Community-Based Organizations (CBOs), and other community 
resources to create an integrated support system for these children, and to ensure 
their success in school. Elements of the support system should entail social, 
health, nutrition, and education services. 

�� Establish a system of volunteer substitute teachers: A structured system of 
substitute teachers should be instituted to reduce the adverse effects of teacher 
absenteeism and attrition. Volunteers could be drawn from retired teachers, 
retrenched teachers, and community members who possess adequate general 
education. To further guard against quality declines, crash courses, in-service 
training, and professional support should be provided to such teachers.  

�� Undertake further work on modeling the impact of HIV/AIDS on the demand 
and supply of educators, and refine overall strategies for sustaining the supply 
of educators.  
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1. MACROPERFORMANCE: IMPETUS FOR THE REFORM  

1.1 After almost a decade of unsatisfactory development performance, Namibia has 
undertaken to dramatically reform its national development strategy. The reform was motivated 
by the 1998 Presidential Call on the Cabinet to critically review the past performance of major 
sectors of the economy and, on the basis of that review, to come up with a long-term vision for 
Namibia’s development. This process led to the articulation of Vision 2030, which provides a 
broad future development framework. Central to this framework is a drive to improve the 
contribution of key sectors of the economy to the attainment of national development goals, and 
to the actualization of Vision 2030 itself. Vision 2030 specifically recognizes education and 
training, as well as knowledge and innovation, as key drivers of the envisioned development 
course. It sets an ambitious target that by 2030, Namibia should have attained a level of 
development and quality of life for all its citizens comparable to that of the developed world.9 
Acceleration of economic growth, reduction of social inequalities, and transformation into a 
Knowledge Economy (KE) are therefore the leitmotifs of analytical background papers for Vision 
2030.  

 
1.2 Prior to the Presidential Call, the national development course had been guided by five-
year National Development Plans (NDPs); the first plan (NDP1) spanned 1995/96-1999/2000. At 
least in part, the Presidential Call was impelled by the unsatisfactory performance of NDP1 
against its set goals. These goals are  to: (a) stimulate and sustain economic growth; (b) create 
employment; (c) reduce inequalities in income distribution; and (d) reduce poverty. Specific 
growth stimulation targets for NDP1 were to: (a) realize a 5 percent average annual GDP growth 
rate; (b) reduce the budget deficit from 3.6 to 3 percent of the GDP; (c) increase and sustain 
investment at 19 percent of the GDP; (d) increase GNP per capita by 12 percent between 1995 
and 2000; and (e) diversify export and import markets so as to reduce the share of trade with 
South Africa.  

1.3 Partly because these goals take time to achieve, and partly because of the less-than-
satisfactory performance during NDP1, subsequent policy documents10 echo these goals, only 
with some elaborations. Across these documents, current national development goals can be 
summarized as: 

�� a substantial reduction in unemployment, particularly youth unemployment; 
�� a substantial increase in value-added, and in productivity per worker and per unit 

of capital; 
�� sustainable poverty eradication and redress of current social inequities; 
�� a decrease in the spread of HIV/AIDS; 
�� accelerated and equitable economic growth; 
�� an effective accession to the ranks of developed countries with comparable 

quality of life for all Namibians by 2030; and  
�� an effective transition to a knowledge economy by 2030. 

 

Box 1.1. Envisioned transformation 
 
Our vision is of a country that has transformed itself into a knowledge society, with high living standard 
derived from an economy based on knowledge industries and innovation, and creation of new 
technologies driven by a responsive and flexible education and training system and supported by an 
enabling regulatory and institutional framework.  
Source: National Planning Commission, (2002).  
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1.4 The motivation to join KEs derives from the dual need to improve the local investment 
climate, and to accelerate growth. A knowledge-based Namibian economy would be manifest in 
an enhanced capacity to apply knowledge and technology to increase the range and value of 
products derived from the country’s rich natural resource base. Such capacity would have to be 
built across existing knowledge creation and innovation nodes, including: firms, tertiary 
education and training institutions, consultancy companies, government ministries, research 
institutes, and even individual researchers. Improved capacity to apply knowledge and technology 
in production is expected to improve productivity. In turn, higher productivity should lead to: 
better profitability, improved investment returns, and reduced domestic capital flight. At present, 
most of Namibia’s natural resources are exported as raw materials or as primary products.  Raw 
materials are processed outside the country, and sometimes return as more expensive imports. 
Namibia also exports a substantial amount of capital that could be invested toward the 
transformation of natural resources into higher value and more diverse products. Given the 
enabling development environment that Namibia offers, the rich natural resource base, and 
reasonable capital, lack of appropriate knowledge and technology has been identified among key 
impediments to moving to higher value-added productivity. Accordingly, Namibia’s efforts to 
join KEs would also entail a rapid development of a knowledge society (educated, skilled, ICTs-
savvy) capable of supporting the development of knowledge-based industries and of creating new 
technologies. 

PAST PERFORMANCE TRACK RECORD 
Economic growth stimulation and sustenance 
1.5 Mainly because of sharp increases in the output of the mining and fisheries sectors, 
immediate post-independence growth seemed to have set off on the right track. Between 1990 
and 1994, the average aggregate output growth was 4.6 percent. This was considerably higher 
than the 1.1 percent of the pre-independence decade of the 1980s and close to the projected 5 
percent growth rate. Sustaining this rate of economic growth soon became a challenge. For nearly 
a decade since 1993, the growth results have not been very good on the average. The average 
growth rate for the NDP1 period was about 3.8 percent, or 1.2 percentage points below the 
projected rate of 5 percent. The GDP per capita had increased by 7 percent from US$2,210 in 
1995 to US$2,156 in 2003,11 which is 5 percentage points less than the projected 12 percent.  

Figure 1.1. Trends in GDP growth rates (1981 to 2001 [%]) 
 

 
Source: National Planning Commission. National Accounts. 
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1.6 As shown in Figure 1.1, growth has also been volatile, indicating the existence of 
unstable demand and/or supply factors. The fluctuations reflect the degree of vulnerability of 
”factor-driven economic growth” to external and uncontrollable factors. In the case of Namibia, 
some of these factors include: recurring droughts that affect agricultural outputs; oceanic 
conditions that affect fishing; inflation pressures arising in part from the devaluation of the South 
Africa Rand;12 increasing prices of food; increasing prices of services; uneven flow of domestic-
origin investment expenditures; uneven Foreign Direct Investment (FDI) inflows;13 fiscal 
imbalances and the large size of government expenditures as a proportion of the GDP;14 weak and 
uneven exports; demand fluctuations from the main partners that cause corresponding output 
fluctuations in the country;15 and scarcity of skilled labor which adversely affects Total Factor 
Productivity (TFP), consequently lowers economic growth, and could possibly deter FDIs. 

1.7 As shown in Table 1.1, inflation declined from 12 percent in 1990 to 6.2 percent in 1998, 
but rose again to 9.3 percent in 2001.16 The aggregate average budget deficit over the NDP1 
period was 3.7 percent and higher than the projected 3 percent. An exception has been the 
average annual fixed investment that recorded 22.6 percent of the GDP and was higher than the 
set target of 19 percent. 

 

Increasing productivity  
1.8 To a large extent, the decline in 
growth is attributable to the decline in TFP, 
which started in the 1990s. As shown in 
Figure 1.2, TFP growth decreased from an 
average 2.5 percent for 1991–1997 to only 
½ of 1 percent for 1997–2000.17  

1.9 A combination of factors explains 
the productivity decline. These include: the 
crowding out of investment by high 
government expenditure and the resulting 
budget deficit; inadequate skill levels of the 
labor force; high wages that are not 
commensurate with productivity; inflexible 
labor market policies; low productivity of 
the expenditure and capital as evident in the 
gradual shift to high-cost deposits in the mining industry among others; and overall rise in 
incremental capital to output ratio (ICOR).18 Figure 1.3 demonstrates that ICOR is on an upward 
trend, showing that production is increasingly demanding more capital to generate the same unit 
of output. 

Table 1.1. Consumer inflation and GDP deflator (%) 
 
Inflation rates (%) 1994 1995 1996 1997 1998 1999 2000 2001 2002 
CPI % 10.8 8.9 9.1 8.8 6.2 8.6 9.3 9.3 11.1* 

GDP deflator % 15.7 5.7 14.5 7.1 8.6 6.5 12.3 10.8 - 
-. Not available.  
*Preliminary.  
Note: Consumer inflation coverage is only for Windhoek. 
Source: NPC, National Accounts.  

Figure 1.2. Trend in Total Factor Productivity growth 
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1.10 Other than reducing growth, the decline in TFP translates into low prospective 
investment returns. Partially because of the low returns on investment, Namibia’s savings 
continue to be invested elsewhere. This trend undermines the government’s effort to attract 
foreign investment and may render policies to curb the outflow of capital ineffective. It also 
creates an ironic situation where the government is trying to attract FDIs when it hardly retains 
and effectively invests domestically generated capital. An enduring challenge is how to sharpen 
strategies for increasing returns on investment in local markets. At least in part, such strategies 
should focus on redressing constraints to productivity 

 
1.11 Constraints to moving to higher value-added productivity include: (a) very limited 
Research and Development (R&D) that could lead to innovation with new products, modes of 
production, and modes of organizing work; (b) scarcity of skilled workers to engage in value 
addition, even where there could be experimentation with new products and management 
methods; (c) low-technology FDIs that Namibia tends to attract partially because of its shortage 
of highly skilled labor; and (d) limited market research and limited facility to identify potential 
niche markets for products where Namibia has a comparative advantage. Productivity is 
correlated to high human skills. For instance, Namibia’s firms record high units of outputs if they 
have a critical mass of employees with tertiary education and training. The same relationship 
could not be found with respect to employees with primary education.19 

Diversification of export and import markets  
1.12 Fairly aggressive policy and legal frameworks were developed to diversify export and 
import markets, attract foreign investors, and reduce dependency on South Africa. These include 
the Foreign Investment Act of 1990, the Manufacturing Incentive Act of 1993, the Export 
Incentive Act of 1994, and the Export Processing Zone (EPZ) Act of 1995. The impact of these 
policies and strategies on economic growth and employment creation has received mixed 
reviews, ranging from disastrous20 to encouraging performance.21 Specific to EPZs, the overall 
impression left is that they are yet to demonstrate their impact on the economy.22  

1.13 For those who claim it a disaster, key points of contention are: (a) lower than targeted 
employment creation; (b) high attrition rates to non-EPZ status; (c) poor job quality, mainly 

Figure 1.3. Average and Incremental Capital to Output Ratios (total) 
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because of the low skills base; (d) low salaries; (e) poor labor relations, in part due to the “no 
strike clause” that is part of the FDIs incentive package; (e) job-specific training and 
nontransferable skills that limit labor mobility; and (f) potential detriment to regional economic 
integration, as Southern Africa Development Community (SADC) countries outmaneuver one 
another with increasingly attractive incentive packages that cause distortions to the economic 
competitiveness in the sub-region.  

1.14 Those who claim that the performance is encouraging, point to the modest progress being 
realized in attracting FDIs, creating employment, and increasing integration into the world 
economy. Up to 2000, the inflow of FDIs accounted for 4 percent23 of the GDP. By 2000, EPZs 
amounted to about US$124 million worth of inflows, which was more than for the previous three 
years.24 More than the actual amount of inflow, the backward and forward linkages of these EPZs 
could be an even more important source of growth stimulation if appropriate conditions were in 
place. The inflow of FDIs increased again, in 2001, because of the establishment of the trade and 
investment centers, and due to new ventures in zinc refinery, clothes manufacturing, cement 
factory, tannery and leather manufacturing, and diamond polishing and cutting. During the course 
of 2001, these new ventures collectively generated more than 10,000 jobs. This demonstrates 
Namibia’s potential for employment creation through increased FDIs. More potential exists if 
Namibia can strategically poise itself to benefit from trade opportunities offered by the Africa 
Growth Opportunity Act (AGOA), opportunities that may evolve from the New Partnership for 
Africa’s Development (NEPAD) and the recently renegotiated Southern Africa Customs Union 
(SACU). There is emerging evidence of widening markets within the European Union (EU), 
Common Market for East and Southern Africa (COMESA), Southern Africa Development 
Community (SADC), the United States, and Japan. The development of skilled human resources 
will be a pivotal part of Namibia’s ability and agility to exploit these opportunities.  

Diversification of the productive base  
1.15 Policies and strategies for diversifying the productive base have had a less-than-expected 
impact. Manufacturing itself remained fairly limited in scale and scope, and has recently been on 
the decline. Exceptions were in meat and fish processing companies. The predominant export of 
raw materials and primary products25 (rather than higher value-added products) continued to limit 
the proceeds that Namibia could receive from its natural resources. Another significant setback 
has been the decline in agricultural output, mostly due to drought, and to other climatic 
conditions. Even though agriculture contributes only about 6 percent (1996–2001 average) of the 
GDP, the productivity decline in this sector is fairly significant because 70 percent of the 
population makes a living from subsistence farming. A key challenge is how to improve the 
output of agriculture while diversifying the means of livelihood for the rural populace. It is 
broadly agreed that part of the reason for the decline of Africa’s share of world trade in agro-
products and other natural resources is the neglect of technical and applied research that can 
increase production and exports.26 A significant part of the strategy to improve agricultural output 
should be the promotion of R&D in agriculture and the application of the results to improve 
productivity. There should also be a constant retooling of those involved in agriculture. The 
improvement of their facility to apply knowledge accrued through R&D and other knowledge 
creation activities should remain a priority.  

Employment creation  
1.16 NDP1 had an unrealistic target to create 110,000 jobs in five years. There were to be 
70,000 new jobs in the formal sector, 10,000 in the informal sector, and 30,000 in agriculture. 
Recent estimates suggest that, excluding unpaid household workers, fewer than 30,000 jobs were 
created over a ten-year period from 1991 to 2001.27 Table 1.2 shows that unemployment 
remained intolerably high and increased slightly from 19.4 percent to 20.2—using the strict 
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measure of unemployment—during NDP1. Employment creation strategies were frustrated by a 
combination of the sluggish growth, high interest rates, and unfavorable labor relations. 
Collectively, these factors substantially reduced the development budget and opportunities to 
create more jobs. 

1.17 The 2000 Namibia Labor Force 
Survey (NLFS) estimated the 
unemployment rate at 34 percent and 20 
percent for the broad and strict measures,28 
respectively. Unemployment rates were 
particularly high for youth29 and for the 
unskilled (56% and 40% respectively). The 
rates were even higher for urban dwellers 
relative to rural dwellers.30 Given that 48 
percent of households depend on wages and 
salaries as their main source of income, high 
unemployment rates also have far-reaching 
implications for the government’s strategies 
to reduce poverty and inequality. 

1.18 Table 1.3 illustrates a close correlation between lack of skills/education and 
unemployment. The unemployment rate for junior secondary school graduates with some skill 
training is substantially lower than for those leaving school with no training. Employment 
opportunities are also high for those with tertiary education and training. This profile clearly 
demonstrates the need for better education and training opportunities beyond general education.  

 

Redress of inherited and enduring inequalities  
1.19 During the NDP1 period, poverty and income inequalities declined only slightly. Based 
on the latest (1993/94) available household income and expenditure survey (HIES), income 
inequalities are still among the highest in the world. The Gini coefficient is 0.70. The share of 
consumption of the richest 10 percent and 20 percent of the population was 65 percent and 79 
percent, respectively. This is relative to the 0.5 percent and 1.4 percent share for the poorest 10 
percent and 20 percent, respectively.31 For a country where 70 percent of the population depends 
on agriculture for a living, the distribution of land is also skewed. Based on 2002 estimates, some 
4,200 white commercial farmers who are mainly involved in animal farming owned 43 percent of 
the country’s farmland. This is relative to the 42 percent of arable land owned by 150,000 black 
arable subsistence farmer households. Shortage of usable land is exacerbated by the fencing of 
communal land by the affluent and influential members of the society for their private use. 

1.20 Beyond income and land distribution, other broad measures of inequalities show a 
deteriorating situation. For instance, the Human Development Index (HDI)32 declined from 0.734 
in 1996, to 0.627 in 2001.33 The decline is partially due to the adverse effects of HIV/AIDS on 
health factors, specifically on life expectancy. Poverty is still rife. Nearly half of the population 

Table 1.2. Unemployment trends by gender and location 
(strict measure) 

 
Survey/Location % Unemployment F M 
1993/1994 NHIES 
Urban 
Rural 
National  

 
24.8 
15.7 
19.4 

 
29.1 
16.2 
21.1 

 
21.3. 
15.2 
17.9 

1997 NLFS 
Urban 
Rural 
National 

 
23.8 
15.6 
19.5 

 
26.5 
16.8 
21.0 

 
21.9 
14.5 
18.2 

2000 NLFS 
Urban 
Rural 
National 

 
24.0 
16.6 
20.2 

 
27.2 
16.3 
21.5 

 
21.2 
16.9 
19.0 

Source: Ministry of Labor (2002). 
Note: F = Females. M = Males. 

Table 1.3. Education profile of the unemployed 
 

 No. Edu. Primary Jnr. Sec. Post Jnr. 
Sec. Cert. 

Snr. Sec. Tertiary & 
Higher 

Not 
Reported 

Broad Measure 23.1 35.8 41.8 7.9 34.0 2.0 29.2 
Strict Measure 7.8 36.2 28.1 4.4 25.0 1.4 22.0 
Source: Ministry of Labor (2002). 
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(47%) is considered poor, while 13 percent is ultra-poor. About 35 percent of the population live 
on less than US$1.00 per day, and almost 56 percent on less than US$2.00 per day. Namibia’s 
middle-income status is therefore marred by a dual economy where a minority of the population 
enjoys world-class quality of life while the majority live in abject poverty. 

1.21 On the positive side, a few social indicators such as population growth and fertility rates 
are declining (see Table A.1.1 in the Annex). Inequalities in access to basic social services have 
been substantially reduced. Primary health care facilities cover a substantial proportion of 
communities. Nearly 77 percent of the population has access to safe water—relative to 30 percent 
before independence—and 41 percent has access to safe sanitation. About 80 percent of adults 
(15+ years) and 90 percent of the youth (15–24 year olds) are literate. Nearly 90 percent and 48 
percent of children of eligible age are enrolled in primary and secondary schools, respectively. By 
2001, the gross enrollment rates for primary, secondary, and tertiary education were 116 percent, 
68 percent, and 11 percent, respectively.  

1.22 Regrettably, efforts to eradicate inherited inequalities in the distribution of education 
resources have not been sufficiently earnest. Current regional inequalities in education and 
training opportunities are closely linked to the former racial divide. The northern parts of the 
country, where the Black majority and the poor live, still have the least opportunities.  

Curbing the spread of HIV/AIDS  
1.23 Despite national efforts, HIV/AIDS prevalence remains high; and HIV/AIDS remains the 
most significant challenge to Namibia’s development. As per 2001 estimates, HIV/AIDS 
prevalence among adults (15–49 years) was 22.5 percent. Life expectancy at birth was 61 in 1991 
and is projected to decline to 40 by 2005. In 2001, the number of orphans was estimated at about 
84,000 and is expected to increase to about 250,000 by 2021, with HIV/AIDS accounting for 
about 198,000.34 The demographic and development implications are far-reaching. The cost of 
maintaining AIDS patients and AIDS-related dependents, the loss of skilled and productive 
human resources, consequent declines in profitability especially for the private sector, and the 
overall accentuation of skill shortages can only deepen the already-existing constraints to 
economic growth. HIV/AIDS is likely to divert investment from other activities such as 
education, training, and knowledge creation. It is currently estimated that 20 percent of the health 
budget goes toward the management of HIV/AIDS, and care for AIDS patients could account for 
as high as 10 percent of the GDP.  

CONCLUSION 
1.24 In summary, although the NDP1 period—1995/96–1999/2000—registered some 
successes across many fronts, the overall macro-performance fell far short of set objectives and 
targets.  



 8

2. COUNTRY CONTEXT: IMPLICATIONS FOR TRANSITION TO 
A KNOWLEDGE ECONOMY  

INTRODUCTION 
2.1 The first chapter noted Namibia’s plan to join developed Knowledge Economies (KEs). 
The chapter also outlined the challenging performance track record against which this plan is to 
be pursued. At least in part, success in realizing this plan will depend on the degree to which 
Namibia provides an enabling environment for knowledge-driven development (KDD), and on 
Namibia’s KE readiness. This chapter assesses Namibia’s viability as an enabling environment 
for KDD, and its KE readiness. Specific variables for assessing the KE readiness are derived 
mainly from the 2002 (and the 2004 update) Knowledge Assessment Methodology (KAM) 
developed by the World Bank Institute (WBI) and from the conceptualizations of KEs by other 
sources. The variables are contextualized to reflect Namibia’s unique development goals and 
aspirations. Key questions addressed are: (a) does Namibia constitute an enabling environment 
for KDD, and for the contribution of education, training, and knowledge to development? (b) how 
does it fare on key pillars of a KE? (c) where are the key gaps? and (d) to what extent are 
education, training, and knowledge part of the key gaps?  

CONCEPTUALIZATIONS OF A KNOWLEDGE ECONOMY  
2.2 KEs are conceptualized as those economies whose citizens, communities, enterprises, and 
organizations have the ability to: access; assimilate; adapt; create; constantly renew; package; 
diffuse; advocate for the application of knowledge; and apply knowledge to facilitate economic 
and social development.35 The success of a KE rests on the strength of the following key pillars:  

  

2.3 In strengthening each of the pillars, countries have to make choices based on the strategic 
value of specific variables, and against the level of advancement of other variables. The 
interpretation of a country’s KE readiness is therefore not to be based on a simple additive 

Box 2.1: Key pillars of a KE 
 
Economic incentives and institutional regime that encourages knowledge creation and the efficient and 
effective use of knowledge for development: Indicators include gross capital formation, government budget as a 
percentage of GDP, trade as a percentage of GDP, trade openness, competitiveness, good governance, rule of law, 
regulatory quality, safety, control of corruption, etc.  

Knowledge and innovation system: Indicators include a clear national vision on the role of knowledge in 
development, a clear national knowledge strategy, political buy-in on the role of knowledge in development, public 
and private sector investment in R&D, FDIs as a percentage of GDP, scientific and technical journal articles, 
royalties and license fees, patents, high-tech manufacturing and exports, entrepreneurship among managers, etc.  

Education and human capital: Indicators include wide and inclusive access to education and training; high quality 
and effectiveness of the education and training system; balanced enrollment at different levels of the system; high 
literacy rates; a high threshold of educated, skilled, ICT-literate, and entrepreneurial human capital; opportunities for 
the constant retooling of that human capital to cope with changing demands of a KE; flexibility of people to adapt to 
change; proportion of professionals and technical workers in the labor market, etc.  
 
Dynamic ICTs infrastructure that can facilitate effective communication, as well as easy access, dissemination 
and processing of information and knowledge: Indicators include diffusion of telephones, mobile phones, 
computers, TV sets, newspapers, the Internet; expenditure on ICTs; e-government, etc. 
 
Source: Dahlman and Anderson 2000; Dahlman and Aubert 2001; Stiglitz 1999; WBI 2001; Rapporteur’s Report 
2001 de Ferranti et al. 2002; Rischard 2002. 
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function of the variables, but on the relative importance of those variables within a specific 
country context. 

2.4 The KAM unpacks the four pillars into 76 “structural and qualitative variables that 
benchmark how an economy compares with its neighbors, competitors, or countries it wishes to 
emulate. It helps to identify the problems and opportunities that a country faces, and where it may 
need to focus policy attention or future investments.”36  

2.5 In addition to the policies and actions similar to those implied in the KAM, de Ferranti et 
al. (2002, 2003) advise that in their effort to join KEs, natural resource–abundant developing 
countries—such as Namibia—should play to their strengths and not turn their backs on their 
natural advantages. They note that dependence on natural resources is not necessarily less 
progressive than manufacturing, nor is it incompatible with knowledge-based economies (KBEs). 
The challenge is: (a) to reinvest proceeds from finite natural resources into the development of 
infinite new endowments that have regenerative capacities—e.g., human capital, knowledge, 
better institutions, and public infrastructure; (b) to transform natural resource-based primary 
product industries into knowledge-intensive, natural resource–based high-tech industries; and (c) 
to optimally build on all forms of natural advantage—minerals, location, beauty, culture, 
climate—that bear promise of creating competitive advantage. 

2.6 Their analysis points to inadequacies in the capacity to learn from abroad or a national 
innovation capacity as a key explanation for the failure of natural resource–abundant countries of 
Latin America and the Caribbean (LAC) to accelerate growth to levels similar to those of 
comparably endowed OECD countries—Canada, the United States, Australia, and the 
Scandinavian countries—within the same period of time. They further state that income 
inequalities between rich and poor countries are due less to differences in traditional factors of 
production—labor, land and capital—and more to differences in human capital and knowledge. 
Key actors in the learning and innovation processes are firm workers who are exposed to cutting-
edge technology, and students—however broadly defined—who are exposed to cutting-edge 
knowledge. 

 
HOW DOES NAMIBIA FARE AS A CONTEXT FOR KNOWLEDGE-DRIVEN DEVELOPMENT?  
2.7 The remaining part of this chapter assesses Namibia’s viability as a context for 
accelerating growth within a framework of a KE.  

Politics and governance 
2.8 The political context manifests most of the variables propagated as enablers of 
development in general, and of KDD in particular. A multiparty parliamentary democracy has 

Box 2.2. Key drivers of economic success  
 
Between 1950 and 2000, the annual per capita income of OECD countries tripled from US$7,300 to 
US$23,000. The Latin America and the Caribbean region’s (LAC) income level grew much less during the 
period—just doubling from US$3,000 in 1950 to US$6,200 in 2000. So the ratio of LAC’s average 
income to the developed-country average fell from more than 40 percent in 1950 to about 25 percent in 
2000, with much of the divergence occurring during the last quarter century. ….The key ingredients in the 
success of these countries are first, they early on recognized the need for explicit, efficient and sustained 
policy to move the private sector to the technological frontier, and second, they engaged in one of the most 
rapid and dramatic build-ups of national human capital in human history. 
 
Source: de Ferranti et. al. 2003 
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been maintained since independence on March 21, 1990, with at least six registered and active 
political parties.37 Local, regional, and national elections have been consistently held. Peace and 
political stability have been maintained. There is rule of law, relatively good governance, and 
fairly established institutions. In 2002, Transparency International ranked Namibia the 28th (out of 
102 ranked countries) on the corruption perception index (CPI) as least corrupt. Only one African 
country (Botswana) scored higher than Namibia (24).38 Similarly, the Africa Competitiveness 
Report (ACR) for 2000/01 (WEF 2001), ranked Namibia the third least-corrupt country—in 
terms of business executives—following the Seychelles and Botswana.  

2.9 There is a growing civil society, including a chapter of Transparency International, the 
Namibia Society for Human Rights, the Namibia Democratic Institute, and the Media Institute for 
Southern Africa (MISA). The latter monitors press freedom in the sub-region. Namibians are 
mostly content with their government and its responsiveness to their needs.39 Reportedly, the 
government enjoys the trust of the people. Namibia ranks high among the free countries in Africa 
and relatively well worldwide. The 2002 Freedom House survey40 ranked Namibia among the 86 
“free” countries in the world, only 9 of which are African countries.41 Ratings for freedom of the 
press have declined from “free” between 1994 and 1998 to “partially free”42 between 1999 and 
2000, but the scores were still very close to those for free countries (34 and 38, where the score 
ranges from 31 to 60).43 There is a fairly decent track record of respect for human rights. Human 
rights are entrenched in the constitution through the Bill of Rights that was passed in 1990 at 
independence. The Bill is enforced through the legal system and actualized through institutions 
like the Office of the Ombudsman. On a range of 1 to 7, the 2001 World Democracy Audit gave 
Namibia favorable scores of 2 and 3 for political and civil liberties, respectively.44 Though not 
without setbacks, social cohesion initiated during the independence struggle is steadily being 
consolidated. 

The economy 
2.10 Namibia is not among the poorest of the world’s countries. An abundance of natural 
endowments—ranging from minerals, to its landscape, location, flora and fauna—offers great 
potential for growth. By value, Namibia is the fifth and sixth world’s largest producer of 
diamonds and uranium, respectively. A range of minerals—diamonds, uranium, copper, zinc, 
lead, tin, silver, tungsten—and semiprecious stones makes mining a mainstay of the economy. 
Short-term prospects for improved outputs in the mining sector are good and have substantially 
improved with the opening of the Skorpion zinc mine and refinery, and with the lifting of the de 
Beers diamond quotas. There are good prospects for the Kudu gas fields which are estimated to 
hold 560 billion cubic meters of reserves (see the ACR for 2000/01).  If the venture could 
successfully take off, and if plans to build two power stations could materialize, Namibia could 
become a major exporter of energy. Another boost to growth could emerge if oil exploration 
along the coastline were to succeed. Potential also exists for increased output in fisheries, 
especially with the release of higher fishing quotas for hake and for mackerel. Fish processing 
could also make substantial inputs. Given the lower dependence on rain and the weather, animal 
agriculture has better growth prospects than arable agriculture. In addition, the desert climate 
gives the Namibia grapes—grown along the Orange River—an edge in international markets 
because they ripen much earlier.  

2.11 Other than natural resources, Namibia’s geographical location constitutes a significant 
natural advantage for it becoming a transport and export hub for the SADC region and for 
connecting the SADC region to central Africa. Namibia is situated on the southwestern Atlantic 
coast of southern Africa and borders Angola and Zambia to the north, South Africa to the south, 
and Botswana to the east.45 The 2000/01 ACR ranked Namibia’s main ports—the Walvis Bay 
port particularly—the best out of 29 ranked countries in terms of the quality of facilities and their 
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cost-effectiveness. Namibia was also ranked first on the quality of roads but lower (21/24) on the 
number of tarred roads. Excellent sub-regional highways, such as the Trans-Kalahari and the 
Trans-Caprivi Highways, make the Walvis Bay port easily accessible to SADC countries and to 
central African countries. These highways are complemented by the Walvis Bay corridor which 
has the potential to connect with the Maputo corridor, and to further broaden business 
opportunities.46 For a country whose limited local market is a real constraint to growth, it is 
significant to have easy access to markets offered by the nearly 200 million SADC citizens, and 
potentially more in central Africa. The potential of Walvis Bay port is beginning to be realized. In 
2001, Namibia was the fifth-largest destination of U.S. exports to Southern African countries—
Botswana, South Africa, Angola, and Zambia. European shipping lines are also beginning to 
establish Namibia’s Walvis Bay as the first port of call in Southern Africa.47 In addition to easy 
access to the sea, the beautiful and varied landscape, diverse cultures, and rich wildlife translate 
into substantial potential for tourism. By 2000, the number of tourists coming in was estimated at 
750,000. A further 10 percentage points growth is expected by 2010. Community-based tourism 
and ecotourism are also growing. 

Management of the economy 
2.12 The macroeconomic fundamentals seem to be managed in a manner that is conducive to 
growth, and to the contribution of human capital and knowledge to that growth. Macroeconomic 
stability has been maintained, and inflation is fairly managed. The management of government 
spending, however, remains a challenge. Sound macroeconomic management, such as controlling 
the government deficit and better use of the deficit for investment purposes, should be sustained. 

Economic freedom 
2.13 Sound liberal economic policies considered to facilitate growth have been pursued since 
independence. Relative to other African countries, Namibia scores well on indices48 of economic 
freedom, such as those published annually by the Heritage Foundation, the Wall Street Journal, 
the Fraser Institute, and the Cato Institute. Ratings are particularly high on variables relating to: 
low barriers to capital flows and foreign investment; low government intervention on wages and 
prices; protection of property rights; financial markets; internal exchange freedom; and price 
stability. Given the degree of inequalities, a key challenge will remain the balancing of the free 
market principles with regulations that can ensure that the poor have affordable basic services. 
Namibia does not do well on government expenditure and on trade protectionism. Government 
expenditures for the 2001/02 budget were nearly 40 percent of the GDP. Low scores on trade 
protectionism are mainly due to barriers imposed by  Namibia’s membership to the SACU, rather 
than to internal regulatory frameworks. 

Competitiveness 
2.14 Government policies endeavor to expose the economy to external competition using a 
variety of vehicles such as FDIs and the export-processing zones (EPZs) regime. Overall ratings 
in the Global Competitiveness Report,49 published by the 2001 WEF, and by the ACR are among 
the highest for African countries, with Botswana, Tunisia and Mauritius mostly coming higher 
than Namibia. For instance the 2000/01 ACR ranked Namibia in 4th place, with the best scores on 
sound financial systems, quality of infrastructure, effective legal system and law enforcement, 
reliable government policies and government officials. Again, Namibia did not fare well on 
government expenditure, HIV/AIDS, and skilled labor. For example, the 2000/2001 ACR ranked 
Namibia 22nd out of 24 countries on “sufficient supply of educated workers to meet the hiring 
needs” of firms.50 

2.15 While the policy environment commands high ratings, the actual capacity to implement, 
and benefit from, these policies is inadequate. The EPZs in Namibia do not seem to be delivering 
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on their normally inherent promises.  From international experience, EPZs are a critical part of 
trade diversification strategies. In the case of Namibia, however, they have been mainly limited to 
a narrow band of textile manufacturing and dominated by ostrich production—in terms of 
revenue turnover. One of the reasons proffered for the low EPZ performance is the lack of skilled 
labor required to support high-technology production.  

2.16 FDIs and trade liberalization are recommended for their transfer and diffusion of 
technology through backward linkages with parent industries, and forward linkages with host 
countries’ industries. In turn, technological diffusion spurs demand for highly educated and 
highly skilled labor, leading to high demand for education and training, as well as better 
opportunities for industry-based training. Both these factors improve the stock of human capital. 
Better stock of human capital enables higher productivity, and pushes the technology frontiers; as 
the absorptive capacity of labor improves.  

2.17 While adopted policies could stimulate demand for highly educated and trained labor, 
Namibia’s current education and training system seems not to be able to deliver. Because of the 
shortage of skilled labor, Namibia tends to attract the low end of the global production chain, 
requiring less skills and less training. The labor market analysis done as part of this study 
highlighted the scarcity of employment-based training and skills development opportunities. 
Instead, industries offer task-specific training that results in nontransferable skills and limited 
labor mobility. The low skills base does not facilitate potential backward linkages associated with 
FDIs. Other assessments51 of the performance of Namibia’s EPZs report that, except for 
packaging enterprises, forward linkages have been scarce. As noted, these linkages can be more 
critical—for their regenerative and multiplier capacity, if nothing else—than the actual revenue 
generated by FDIs. Ultimately, the low skills bear a real risk of locking Namibia into a vicious 
cycle where skills shortage attracts FDIs that require low-skilled labor and have low incentive for 
employment-based training; which in turn perpetuates the skills shortage. The real question is, 
how does Namibia break the cycle? What instruments can the government of the republic of 
Namibia (GRN) exploit, and how can the private sector—whose focus is on profitability and the 
bottom line—rise to the challenge? These questions are addressed later in the report.  

2.18 Skills shortages also exacerbate the already-intolerable income inequalities. Those with 
skills—winners in the marketplace—can name their price and further widen the income gap from 
the unskilled—the losers, so to speak. In addition, a situation where jobs are looking for people 
can easily induce complacency within the labor force and erode the motivation for life-long 
learning (LLL) and for the constant retooling required to keep one’s job in competitive labor 
markets. This situation does not serve Namibia’s commitment to become a learning society, and 
to improve the human capital base to levels where the country can compete in the global 
knowledge economy. 

2.19 By promoting exports, EPZs get exposed to intense international competition, which 
promotes innovativeness. As noted in Chapter 1, a large proportion of Namibia’s EPZs hide their 
faces from global competition by dropping out of the EPZ status. Some of the cited reasons are 
the importance of the SACU market—for which EPZs are ineligible—and lack of skilled workers 
to produce to competitive standards. Whatever the reasons, hiding from global competition is a 
disincentive for innovation. It hinders the need for R&D and for tapping into the global stocks of 
knowledge. Thus, Namibia’s industrial base is marked by the dearth of R&D, low innovation, and 
the inability of firms to push the knowledge and technology frontier. Further, the lack of R&D in 
the private sector burdens the government with a dual role: that of an enabler through 
constructive policies—which it should be, and is—and that of an operator—which it should not 
be. Government intervention in promoting R&D and innovation then becomes an imperative that 
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cannot be met if Namibia is to wait for its private sector alone to deliver. Accordingly, the 
government’s decision to establish a Center for Innovation and Entrepreneurship Training (CIET) 
is of strategic advantage and is worthy of support. A key challenge is to set up the CIET as a 
facilitator and supporter of R&D and not as an executer of R&D itself.  

2.20 Overall, Namibia provides the policy framework and the incentives required to attract 
FDIs and to diversify exports through EPZs, among others. Partly because of lack of skilled labor, 
Namibia realizes limited gains in terms of: (a) employment creation, because it creates low-end, 
low-paying, low-productivity, low-quality jobs at a very high cost; (b) improving its human 
capital stock; (c) technology diffusion; (d) innovation; (e) backward and forward linkages; and (f) 
government having to play the role of both an enabler and executer of R&D. 

Education and human capital52  
2.21 About 80 percent of the population is literate, and nearly 90 percent of children of 
eligible age are enrolled in primary schools. By 2001, the gross enrollment rates (GER) were 116 
percent, 68 percent, and 11 percent for primary, secondary, and tertiary education and training, 
respectively. On the downside, a substantial proportion of urban (40%) and rural (59%) dwellers 
only have primary education as their highest level of educational attainment. About 12 percent of 
the population has never been to school.53 In addition, the ineffectiveness of the education system 
renders most basic education graduates untrainable and unemployable. These levels of 
educational attainment are clearly inadequate to provide the threshold of highly educated and 
highly skilled labor required to meet current labor market demands. Further, they are inadequate 
to meet the demands of a KE—e.g., a computer-literate society, low knowledge and digital 
divides, capacity for LLL, and trainability and adaptability. 

2.22 Diverse analyses confirm the acute shortage of skilled labor across all sectors of the 
economy, and especially in science- and mathematics-based professions such as engineers, agro- 
and natural resource specialists, technicians, business administrators, medical doctors, nurses, and 
mathematics and science teachers.54 In 1999, a World Bank assessment of Namibia’s economic 
development prospects estimated that 10 percent of the established posts in Namibia were either 
vacant or filled by unqualified persons.55 While the reliability of long-term human resource 
forecasts is highly suspect, a Vision 2030 analysis of human resource requirements56 established 
that the demand for technical and professional labor will outstrip supply throughout the Vision 
2030 period. This will pertain through a high, medium, or low economic growth scenario. More 
than 40 percent of employers surveyed in 2001 considered the scarcity of skilled labor to have a 
strong or very strong impact on their activities. Small enterprise owners considered skill shortages 
to be the third most important obstacle for business expansion in the informal sector, following 
weak infrastructure and lack of access to credit.57 The macroeconomic background paper done for 
this study also underscored the skills shortage as a binding constraint to productivity growth, 
economic growth, employment creation, and sustainable poverty reduction. Almost 60 percent of 
the firms covered in the labor market survey done for this study reported that they could not find 
employees with required skills, including basic skills such as numeracy, (25%), literacy (17%), 
and computer literacy (36%). As noted above, the ACR has pointed to the skills shortage as a key 
constraint to Namibia’s competitiveness in the global economy.  

Knowledge and innovation  
2.23 A knowledge and innovation system is conceived as a system comprising firms, science 
and research centers, universities, think tanks, consultants, and other organizations that can: 
access global knowledge; assimilate it; adapt it to local needs; create new knowledge; dismantle 
obsolete knowledge and activities and start up new ones; appropriately package knowledge for 
diverse usage; provide targeted advocacy for the use of knowledge; and apply knowledge for 
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development.58 The GRN has realized the need to strengthen the national capacity for knowledge 
and innovation as one of the key drivers of development.  

Political buy-in for the role of knowledge and innovation in development  
2.24 The political leadership is committed to develop strategies for KDD. Background papers 
for Vision 2030 echo this commitment. There is also an acute awareness of the constraints to 
economic growth imposed by Namibia’s limited capacity to effectively use knowledge to 
improve productivity. The GRN has started a national dialogue on effective strategies for 
strengthening human capital development systems, the knowledge and innovation system, and 
ICT capability to better support social and economic development goals. In March 2000, this 
dialogue precipitated the launching of the Knowledge-Based Value-Added Production and 
Entrepreneurship (KVAPE) forum. An embryonic national knowledge and innovation system is 
developing under the auspices of the Ministry of Higher Education, Training and Employment 
Creation (MHETEC). In 2000, the Cabinet approved the establishment of a Center for Innovation, 
Entrepreneurship and Technology (CIET), whose key role will be to coordinate and nurture the 
development of this embryonic national knowledge management and innovation system. Though 
still evolving, some of the objectives of the CIET are to: (a) forge closer links and cooperation 
between education institutions and industry; (b) support and facilitate innovation and the 
establishment of new enterprises; (c) enhance national capacity for knowledge management and 
technology brokerage; and (d) explore and support opportunities for applying knowledge to 
increase value-added production. Key functions will include: (a) the promotion of R&D and 
knowledge management; (b) the provision of “just-in-time” training that bridges the gap between 
the supply of labor and labor market demands; and (c) the provision of opportunities for constant 
and timely retooling of the current labor force.  

2.25 For an emerging institution, these objectives are very broad and may be unattainable. As 
a starting point, the CIET should be established as a lean organization, with few but distinguished 
staff, and with adequate resources to execute its mandate. Its key mandate should be to promote 
the creation and application of knowledge and technology to improve productivity growth. It 
should facilitate, support, and coordinate efforts of institutions that are already engaged in 
knowledge creation and innovation. Further work to define the structure and role of the CIET, as 
well as its articulation with other institutions, is also required.  

Knowledge creation and management  
2.26 The political buy-in regarding the importance of knowledge in development has yet to 
translate into effective support for knowledge creation, management, and innovation. Available, 
albeit scant, evidence suggests that Namibia invests far less on research and on R&D than even 
other middle-income countries. For instance, between 1989 and 2000, only 0.01 percent of the 
GDP was invested in R&D. There is currently no systematic process of monitoring expenditure 
on research at a national or even institutional level. It is not clear how agendas of existing 
publicly funded research institutions are determined or whether they take cognizance of key 
development opportunities and challenges. There is as yet no system for recording research 
outputs and for monitoring their quality even at the university level. Neither the private sector nor 
higher education institutions seem to have compelling incentives for engaging in R&D.  

2.27 Institutions of higher learning—the University and the Polytechnic—are not recognized 
for their leadership in knowledge creation, knowledge management, and innovation. Moreover, 
they seem not to be able to produce the required young stock of researchers and other workers 
required in a KE. A dearth of R&D and little to no innovation characterize the existing firms and 
industries. On the positive side, Namibia has a small but dynamic research community in the 
form of independent researchers, independent policy research institutes, autonomous policy 
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research institutes set up by the government as advisory bodies, and consultancy firms. Interview 
evidence suggests that there are substantial outputs from this community. However, the 
management of these outputs, their quality control, and their application is substantially wanting.  

ICTs infrastructure 
2.28 The ICTs infrastructure required for a KE is fast developing. More progress would 
probably be registered if the monopolies of major providers could be broken through more liberal 
policies. The number of fixed lines has doubled since independence, from 57,000 in 1991 to 
about 117,000 in 2002. A fiber-optic backbone is installed countrywide, and phone booths have 
been installed across the country using cellular technology. These provide a wide network of 
well-maintained card phones. For rural remote areas where the telephone coverage is poor, efforts 
have been made to install payphones using wireless technology and solar power. Currently, there 
are roughly 5,000 payphones, translating into 2.8 public phones per 1,000 people. The telephonic 
equipment is of high technological standard, offering a combination of analog lines, leased digital 
lines, and Integrated Service Digital Network (ISDN) lines. There is also capacity for installing 
Asynchronous Digital Subscriber Lines (ASDSL), which could offer subscribers—homes, 
businesses—a cost-effective alternative to fiber-optic cables. However, perhaps because of the 
aforementioned monopoly enjoyed by a parastatal, Telcom Namibia, the consumer is not 
extended this privilege. For the “corporates,”, other available services include teleconferencing 
capability, toll-free services, managed data network services, and teledata. For those who can 
afford it, residential customers may enjoy value-added services such as call forwarding, itemized 
billing, and free voicemail.   

2.29 Comparable to the mobile telephony standards of Europe and the rest of Africa, Namibia 
opted for the Global System for Mobile communications (GSM) for the cellular network. Until 
recently, only one mobile license had been issued, to Mobile Telecommunications Corporation 
(MTC).59 A tender for a second mobile license was issued in June 2003.  

2.30 As shown in Figure 2.1, the number of 
mobile subscribers has steadily increased since 
the mid-1990s. MTC now covers the most 
densely populated 15 percent of Namibia, 
thereby having the potential to provide services 
to 90 percent of the population. As of June 
2003, MTC had approximately 180,000 
connected customers. The cellular network 
covers all the major towns and cities in 
Namibia. There is partial road coverage along 
the main arterial routes, and full road coverage 
from Windhoek to the Coastal region (Walvis 
Bay). MTC is currently extending its coverage 
to include all major roads. They have 80 base 
stations set up around the country. These are 
able to cater for the remote areas (e.g., farms) 
using MTC’s extended cell feature which 
allows for the transmission of signals within a 
100 km radius of the base station. MTC has 
roaming agreements with 30 countries and offers value-added features including voicemail, fax, 
data, and short message services (SMS). In 1999, MTC launched a prepaid cellular product 
(Tango), which has proved to be immensely popular in South Africa and other African countries. 

Figure 2.1. Growth of mobile subscribers 

Source: CIT, 2003.
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Suppliers of ICT computing hardware, software, and services in Namibia  
2.31 There are about 25,000 PCs in the country. Annual sales are estimated at about 6,000–
7,000. There are no hardware manufacturers, and software development is limited. Consequently, 
all hardware is imported mainly from South Africa. All the same, the ICT industry grew quickly 
in the early 1990s. Currently there are about 170 computer companies in Windhoek alone, and 
well over 200 across the country. The Namibian ICT industry makes widespread use of generic 
software products such as the Microsoft range, with a small Novell and Unix installed base. Key 
challenges include the sustainability of using licensed software and the often exorbitant 
associated fees (particularly for the public sector). Systematic data on the actual cost of these 
licenses—at least to the public sector—could not be made available. Episodic evidence suggests 
that these constitute a serious impediment to the national aspirations to open access to ICTs to a 
broad base of potential users. This has an impact on Vision 2030 aspirations of becoming an 
inclusive knowledge and information society. 

The ICT industrial sector  
2.32 In 2003, there were at least five60 key companies that could effectively provide support to 
the marketplace.  

Internet services  
2.33 Since their establishment in late 1995/early 1996, Internet Commercial Services (ICS) in 
Namibia have developed in the form of several major Internet Service Providers (ISPs) in the 
market.61  

Structure of the Internet sector  
2.34 Telecom recently established a subsidiary “bandwidth wholesaler” called Infinitum, 
which has entered the corporate leased line and virtual private network market, and which also 
provides access to ISPs. The ISPs have provided figures that suggest total annual revenues to the 
industry of N$45 million in 2001. International bandwidth currently available is supplied as 
follows: 

Telecom Namibia  UUNET Namibia  Total:  
2Mbit/s to Holland  4Mbit/s out of country  7Mbit/s out of Namibia 
6Mbit/s from Holland  4Mbit/s into country  11Mbit/s into Namibia 
1Mbit/s to UUNET SA 
1Mbit/s from UUNET SA 

 
2.35 Although Namibia is substantially advanced in developing ICTs infrastructure, there is 
room for improvement. A more detailed examination of the exact capacity requirements is 
needed, but estimates indicate that 30MB of bandwidth to and from the country may be closer to 
the mark, once projected usage targets are ascertained. Overall, Namibia ranks fairly well on the 
ICTs infrastructure, especially when taking into account its age and income level. The ACR 
2000/01 ranked Namibia second in Africa—South Africa being first—in terms of the Internet 
hosts per 10,000, and ranked first in terms of the availability of the Internet followed by Tunisia 
and South Africa. A more serious constraint is the lack of human capacities required to optimize 
the benefit of this infrastructure. For example, there is limited capacity to effectively utilize the 
Internet as an information-gathering, organizing, and disseminating tool. A second serious 
limitation is the lack of linkage between the ICTs infrastructure and the content/knowledge it 
should carry. What lags behind is the content/knowledge to be conveyed through this electronic 
highway, and the knowledge workers to provide that content. Further, Namibia lacks a critical 
mass of clients who are able to couch their productivity challenges in terms of knowledge and 
innovation needs, and who can therefore create effective demand for knowledge and innovation. 
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Moreover, the culture of learning from local best practices, and of codifying those practices into 
“formal” knowledge, is yet to take root. The current infrastructure capacity is therefore 
underutilized as a potential vehicle for the transmission of knowledge to diverse users. The last 
significant constraint is cost; which results mainly from the monopoly of the market enjoyed by 
Telecom Namibia. Because of the high fixed-line telephone rates, connection fees, inadequate 
telecommunications infrastructure, and inadequate content, the percentage of Internet users 
remains fairly low. In 2000, the percentage was estimated as 0.55. In May 2002, an ICT policy 
was passed with the intent to further facilitate access to ICTs; especially in rural areas. The 
Communication Bill has also been passed. The Bill should liberalize telecommunications and 
hopefully reduce costs. 

 CONCLUSION  
2.36 Relative to its age and level of development, Namibia has done very well in establishing 
itself as an enabling environment for development in general, and for KDD in particular. Key 
enablers are: peace and political stability; good governance; macroeconomic stability; reasonable 
economic policies; reasonable management of the economy; economic freedom; reasonable 
policy, legal and institutional frameworks; a fairly clear long-term vision for development; 
political buy-in of the centrality of education and knowledge to development; fairly developed 
ICTs infrastructure; and a fairly developed transport and communications system.  

2.37 Namibia also has reasonable prospects for accelerating growth. Prospects for future 
growth lie in areas of potential comparative advantage. These include the geographical location; 
landscape and beauty; rich mineral resource base; fisheries; animal farming; and, potentially, oil 
and gas. Manufacturing and service industries—tourism, transport, ICTs, banking—also have 
possibilities.  

2.38 Critical constraints lie with the availability of appropriately educated and skilled labor to 
respond to current labor market needs, and to future needs if growth should accelerate. There is 
also limited capacity to realize the potential offered by the ICTs infrastructure. Key limitations 
relate to the low education levels of potential users, high connection costs, and “unaffordability” 
of hardware and software. There is also limited capacity to provide the content/knowledge to be 
carried by the ICTs and, most important, to link the content with opportunities to improve 
productivity. 

2.39 Table 2.1 summarizes Namibia’s KE readiness relative to: (a) other SADC middle-
income countries; (b) fast-developing countries that Namibia wishes to emulate; and (c) 
developed KEs whose initial take-off was based on their natural resources, which are Namibia’s 
potential launching pad. The estimate of the KE readiness is based on a Knowledge Economy 
Index (KEI) developed by the WBI. The KEI is a composite measure comprising of a limited 
number of indicators of the four KE pillars, plus an additional variable indicating the overall 
performance of the economy. Box A.1.1 in the Annex provides a technical note on how the WBI 
creates the KEI. 
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2.40 Table 2.1 suggests that substantial effort is required to bring Namibia to a level comparable 
to even other SADC middle-income countries. The rest of this report presents a detailed 
assessment of the strengths and weaknesses of one of the above KE pillars—education and 
training—and suggests what needs to be done to strengthen it. The second pillar—knowledge and 
innovation—is treated only as it relates to education and training, especially at the tertiary level.  

2.41 The assessment is based on fairly generic indicators of an effective education and training 
system—access, equity, quality and effectiveness, efficiency, and relevance/responsiveness. 
These indicators are complemented by what the literature identifies as key policies and actions 
common to countries that are succeeding, or that have succeeded in transforming their education 
and training systems into effective drivers of development (Box 2.3).  

Box 2.3. Policies and actions common to education and training for KEs 
 

�� Policies that emphasize wide and equitable access to education. 
 

�� Policies that equally emphasize high quality of education. 
 

�� Unprecedented and sustained expansion of access in order to quickly build a high threshold of 
educated and skilled human capital. 

 
�� Sustained, deliberate, and sequential build-up of the system at each subsequent level. Success at 

leapfrogging any level is rare.  
 

�� Balanced access at all levels and for all types of education and training to ensure complementarity 
during application. 

 
�� Stringent efficiency measures as a way of ensuring the unprecedented expansion of education and 

training opportunities. 
 

�� Substantially reduced constraints to the demand for, and the supply of, education.  
 

�� Multiple providers—governments alone cannot afford a widely accessible high-quality education 
and training system. To that effect, private–public partnerships (PPP) for the delivery of education 
services are key. Also key are contributions by households and communities. 

 
�� Curricula that emphasize the attainment of solid foundation skills—numeracy, literacy, language—

and the attainment of competencies required for effective functioning in a KE—mathematics, 
science, problem solving, critical thinking, working together in teams, analyzing and evaluating 

Table 2.1. Namibia’s relative KE readiness 
 
Country KEI Ecn. Incen. Innovation Education ICT Infra 
Sweden 9.25 8.36 9.67 9.20 9.78 
Finland 9.12 8.61 9.56 9.17 9.13 
U.S. 8.69 7.81 9.47 8.43 9.03 
Australia 8.66 8.14 8.68 9.14 8.67 
Japan 8.26 7.23 9.30 8.09 8.40 
Singapore 8.22 9.53 8.60 5.61 9.13 
South Korea 7.70 6.10 7.88 7.80 9.03 
South Africa 5.36 5.22 6.19 4.56 5.46 
Malaysia 5.32 5.52 4.43 4.51 6.81 
Botswana 4.96 6.49 5.17 3.75 4.43 
Mauritius 4.32 4.41 2.64 3.81 6.44 
Namibia 3.42 5.19 1.83 2.65 3.97 
KEI Knowledge Economy Index; Ecn. Incen. Economic Incentive and Institutional Regime; ICT Infra ICTs 
Infrastructure. 
Source: WBI 2002. 
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situations, ICT competency, personal management skills, life skills, acting autonomously, self-
efficacy, computer literacy,  and so on.  

 
�� Emphasis on progressive pedagogical processes—learner-centered pedagogy, learning how to 

learn, independent learning—with teachers as facilitators and learners as key actors in the learning 
process. 

 
�� Treatment of subject matters as resources through which learners’ competencies are developed, not 

as content to be mastered as an end in itself.  
 

�� Emphasis on outcomes of learning and monitoring student learning against international 
benchmarks.  

 
�� Systemic evaluation and monitoring systems’ performance against international benchmarks. 

 
�� Multimedia and multi-cited LLL opportunities, and flexible mobility across different types of 

learning opportunities. 
 

�� Accountable and strong education institutions with client participation in governance and 
management. 
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3. FORMAL GENERAL EDUCATION 

 
INTRODUCTION 
3.1 KEs emphasize a balanced development of all levels and types of education and training, 
essentially because each level has a unique contribution to development, while at the same time, 
is complementary to other levels. General education builds the foundation skills—literacy, 
numeracy, computer literacy, language(s), study skills, life skills, self-management skills—
required for the effectiveness of all other levels of education and training.62 It develops a cadre of 
a trainable, adaptable, and flexible labor force required for the economy. Most important, it 
creates a self-educable population. Life-long learning (LLL) is possible because of foundation 
skills built through general education. Namibia’s goals to become a “learning/knowledge society” 
will be difficult to meet without a high-quality and broadly accessible general education. Through 
its broad coverage, general education also meets the social equity goal more than any other level 
of the education and training system. The redistributive effects of education and training therefore 
start with general education. As Namibia strives to eradicate its current social and income 
inequalities, express attention needs to be paid to ensuring equity of general education. Not just 
equity of access, but also equity of quality and of learning outcomes.  

STRUCTURE AND SIZE OF THE SYSTEM  
3.2 The general education sub-sector follows a 7-3-2 system comprising primary, junior 
secondary, and senior secondary education, respectively. Inclusive education programs follow the 
same structure. For a few children, primary education is preceded by two to three years of 
preprimary education. In 2001, Namibia had 1,545 schools enrolling about 527,000 students in 
grades 1 to 12. A double shifting of grades 1 to 6 classes provided additional places for about 
17,450 learners, constituting 3.3 percent of the total enrollment.  

ECD and preprimary education  
3.3 Early childhood development (ECD) and preprimary programs do not form an integral 
part of public education provision. Hence public services for these levels exist only on a limited 
scale. There are no systematic data on the provision, expenditure, and participation rates. 
Although the GRN acknowledges the value of the services, it early on determined that providing 
universal preprimary and ECD programs was fiscally impossible. Responsibility for these 
programs was therefore given to local communities under the aegis of the Ministry of Regional 
and Local Government and Housing (MRLGH). In 1996 an ECD policy was developed and an 
ECD national committee established to support local program development. Under this policy, 
the Ministry of Basic Education Sports and Culture (MBESC) takes responsibility for curriculum 
development and standard setting in coordination with the Ministry of Health (MoH), and the 
Ministry of Women Affairs and Child Welfare (MoWACW). The MBESC organizes training for 
ECD caregivers. It also sponsors the development of teaching/learning materials.  

3.4 Demand for ECD and preprimary is met through four options. First, there are caregivers 
who are outside the formal school system. They care mainly for children of working parents. 
They receive limited training. The training is delivered mostly through workshops conducted by 
the MBESC in collaboration with the MoWACW. Training often lasts up to two weeks and may 
occur twice a year. The second option is “formal” preprimary schooling for children aged 4 to 6 
years. Most preprimary schools cater to children from affluent homes. Through parent 
contributions and fees, these schools can pay fairly well-trained teachers. A third option is a ten-
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week school readiness program which is offered at the beginning of the first year of primary 
school. Teachers are provided with a manual and a limited number of workbooks for learners, but 
they are not trained specifically to teach at this level. The fourth avenue is through the private 
sector’s on-site ECD programs for children of employees. In addition, businesses may provide 
vouchers to employees to pay for an ECD program at a facility of their choice.  

Primary education 
3.5 Article 20 of the Constitution mandates the provision of free and compulsory primary 
education for all. Primary education is divided into lower and upper phases covering grades 1–4 
and grades 5–7, respectively. The entrance age for grade 1 is 7 years. Primary education focuses 
on foundation knowledge and skills—reading, writing, numeracy—and on preparing learners for 
entry into junior secondary education. There is no certification for completing primary education, 
except for adult learners. From 2000, an end-of-primary semi-external examination was instituted 
to monitor nationwide achievement of learning standards. Learners who complete primary 
education may continue to junior secondary education through formal schooling or through an 
out-of-school program offered by the Namibia College of Open Learning (NAMCOL). A limited 
number follow this route. Learners may also choose to continue with skills development via 
Community Skills Development Centers (COSDECs). 

Secondary education 
3.6 Junior secondary education covers grades 8–10, while senior secondary constitutes 
grades 11–12. Junior secondary education prepares students for direct access to senior secondary 
school and to vocational training centers (VTCs). The allocation of opportunities for senior 
secondary education is based on students’ performance on the Junior Secondary Certificate 
Examination (JSCE). Until recently, there was no constitutional obligation to provide free 
secondary education. The government therefore had some flexibility in implementing admission 
policies and cost-recovery mechanisms. This flexibility may now be limited by the new 
Education Act (2003) which extends the first 12 years of schooling to all eligible children. 
Learners who pass grade 12 have several avenues for tertiary education and training, including: 
the University of Namibia (UNAM) and its Colleges of Agriculture (CoAs); the Polytechnic of 
Namibia (PoN); Colleges of Education (CoEs); Vocational Training Centers (VTCs); distance 
education through the Namibia open learning network (NOLNet); or other private, local, and 
international providers.  

Special education  
3.7 Students with special learning needs are catered for through a network of eight special 
education schools or through special classes that are mainstreamed in regular schools. The eight 
special schools fall under the direction of the central Ministry and not under regional offices 
according to their locations. 

Open and distance education  
3.8 NAMCOL delivers both face-to-face and distance education programs at the junior and 
senior secondary levels. It provides a second chance to youth who could not attain high passing 
grades in the formal system. It also provides for youth and adults who missed a chance to enroll 
in school. In addition to alternative secondary education, NAMCOL offers a Certificate in 
Education for Development (CED): a two-year program designed to meet the professional 
development needs of adult educators, extension agents, and community development workers. 
NAMCOL is a member of the NOLnet. The NOLnet covers four major open and distance 
education institutions in the country: the Center for External Studies (CES) at the University of 
Namibia, the Center for Open and Lifelong Learning (CO&LLL) at the Polytechnic of Namibia, 
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and the National Institute for Educational Development (NIED). At present, NOLnet is in the 
process of establishing open learning centers in all 13 regions of Namibia. 

Adult non-formal education 
3.9 Out-of-school general education opportunities are also offered through the National 
Literacy Program in Namibia (NLPN). The program runs literacy, post-literacy, work skills 
programs, and community-driven development projects. In 2001, this program enrolled about 
44,000 adults.  

PRIVATE SECTOR PROVISION OF GENERAL EDUCATION 

3.10 As noted in the previous chapter (Box 
2.3), the private sector has been critical in 
ensuring broad access to high-quality education 
and training in advanced KEs. In contrast, the 
Namibia government bears most of the burden 
for providing general education. Figure 3.1 
illustrates the extent of private sector provision 
of general education. In 2001, only 6 percent 
(92 out of 1,545) of primary and secondary 
schools were private. Of this 6 percent, 59 out 
of 1,010 (5.8%) were primary schools, 18 out 
of 388 were combined schools (4.6%), and 15 
out of 139 were secondary schools (10.7%). 
Most private schools (74%) were in the richer 
southern regions of the country.  

POLICY ORIENTATION 

3.11 Education policies show consistency with those associated with successful KEs. Post-
independence policies have emphasized the rapid expansion of access, including LLL, 
opportunities, equity, quality, efficiency, effectiveness, and responsiveness to development needs. 
More recently, curbing the spread of HIV/AIDS, and promoting sports, arts, and cultural heritage 
have emerged as policy priorities. The government has also endorsed, and implemented globally 
driven education development agendas set in the Education for All (EFA) goals and in 
Millennium Development Goals (MDGs).  

ACCESS AND EQUITY IN GENERAL EDUCATION 
3.12 Access to preprimary education is still limited. In 2000, the GER was 21 percent. This 
was about one half of the average GER for low–middle-countries (44%), about a third of high–
middle-income countries (61%), and about a quarter of high-income countries (79%).63 Access is 
constrained by both demand and supply factors. First of all, the lack of accurate data on the 
demand and supply of preprimary education makes it difficult to appropriately target supply. The 
few ECD/preprimary centers that exist are concentrated in urban areas. Where there are centers, 
effective demand is limited by the cost of private provision. The limited access has substantial 
implications for improving the quality of education in the latter stages. This is more so for 
disadvantaged children who would have depended on ECD programs as their sole source of 
school readiness preparation. The low access may also translate into low internal efficiency of 
primary education. 

Figure 3.1. Share of public and private sector 
provision by phase (2001) 
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Source: MBESC 2001. 
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3.13 Table 3.1 presents trends in primary and secondary school enrollment between 1992 and 
2001. Because of a substantially low starting point, the dramatic 56 percentage point increase in 
secondary school enrollment brought the NER to a modest 48 percent by 2001. The table also 
shows that, on average, gender parity is attained at the primary level, but boys’ participation in 
secondary education could be improved. 

Explaining the declining primary NER 
3.14 Some supply factors provide plausible explanations for the declining primary NER. At 
current parameters—class size and student–teacher ratios—there are fewer schools than required 
to meet the demand for schooling. At the start of each school year, there are reports of children 
who cannot find places. In 2000 the problem became so acute that the President appointed an 
emergency task force to investigate the situation. Regions were instructed to construct additional 
classrooms. The physical capacity of schools is further limited by the low student–teacher ratio 
and the low class sizes. For primary and secondary schools, the average student–teacher ratio has 
stayed at 29:1 since 1995. The average class size is 33.5. This is low, relative to what is 
considered a threshold (40 to 45), beyond which teaching and learning effectiveness could be 
compromised. In addition, a substantial number of schools offer an “incomplete primary cycle.” 
This poses difficulties when learners have to transfer to schools with higher grades. Invariably, 
learners have to transfer to schools that are long distances away from their homes. In 2001, only 
46 percent—464 out of 1,010—of the schools offered a full primary education cycle—grades 1 to 
7. Some 221 schools offered only grades 1 to 4. The rest offered combinations varying from 
grade 1 only schools, to combined schools that cover primary and secondary education. On the 
demand side, some children may be dropping out of school because of the effects of HIV/AIDS 
on the family support structure in terms of both income and the social support for schooling.  

Table 3.1. Trends in primary and secondary school enrollment by gender 
 

Primary School Enrollment Secondary School Enrollment Year 
Total % Female NER Total % Female NER 

1992 348 411 50.5 88.3 83819 55.4 27.2 
1993 352 100 50.2 89.3 92102 55.0 29.0 
1994 366 666 50.0 91.6 101772 54.5 31.9 
1995 367 249 49.9 94.2 103149 53.9 33.1 
1996 372 256 49.9 94.2 104480 53.8 34.3 
1997 379 891 50.0 95.6 108749 53.4 36.6 
1998 385 938 50.1 95.3 109686 52.7 38.0 
1999 382 291 50.1 93.1 115 771 52.8 41.3 
2000 388 497 50.1 91.5 123 797 52.9 45.5 
2001 396 252 50.0 89.1 130 577 53.1 48.3 
Source: MBESC 2001. 
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Inequality of access 
3.15  As shown in Table 3.2, a recent UNICEF study 
showed unequal access to primary education across language 
groups. The study also reported that fewer girls than boys from 
the northern administrative regions of Otjozondjupa, Oshikoto, 
Ohangwena, and Oshana complete grade 12. In the Kavango 
region, boys begin to surpass girls as early as grade 7. By grade 
11, there are 78 girls for every 100 boys in school. Education 
access for learners with special needs also lags behind. The 
government intends to expand the number of facilities for 
inclusive education. This will be done following the results of a 
planned analysis of the demand for special needs education, 
and the feasibility of mainstreaming more of these learners.  

Opportunities for out-of-school learning 
3.16 NAMCOL enrollment increased from 5,600 in 1992 to 32,400 in 200264 (see Table 3.3).  

 
3.17 Most of the learners (87%) are between 17 and 30 years old, with a strong 
overrepresentation of 20–24 years olds. Over two thirds of the total enrollment comprises women. 
The reasons for men’s under-participation in NAMCOL programs needs to be investigated (see 
Table 3.4). It is possible that their low participation reflects their superior performance on 
national examinations, their better training opportunities, and/or their better employment 
opportunities.  

 

International comparisons of enrollment rates  
3.18 Table 3.5 shows that the current level of access to secondary education is low relative to 
countries that Namibia wishes to emulate, and even relative to other SADC middle-income 
countries. 

Table 3.2. Primary school net 
enrollment by language group 

Language 
Group 

NER (%) 

German 100.0 
English 99.9 
Caprivi Lozi 98.9 
Oshiwambo 98.8 
Afrikaans 97.2 
Tswana 95.3 
Rukavango 92.3 
Otjiherero 84.2 
Khoekhoegowab 83.0 
San 20.0 
Source: UNICEF 2003.  

Table 3.3. Trends in NAMCOL enrollment 
 

Year 1992 1993 1994 1995 1996 1997 1998 1999 2000 2001 2002 
Enrollment 5,600 9,500 4,800 6,500 10,900 16,700 20,200 21,300 23,300 25,200 32,400 
Sources: Ministry of Education, Youth, Sport and Culture / Ministry of Education and Culture / Ministry of Basic 
Education, Sport and Culture. Annual Reports for 1991–1996. NAMCOL administrative records since 1997. 

Table 3.4. NAMCOL enrollment by level of education and gender (2002) 
 
Level of Education Enrollment % Female 
Total 28,758 68 
Junior Secondary School Certificate (JSCE) 15,268 66 
International General Certificate of Secondary Education(IGCSE) 13,407 69 
Certificate in Education for Development (CED) 83 70 
Source: NAMCOL statistics. 
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3.19 In 2001, the average NER for the OECD countries was 91.4 percent and almost twice that 
of Namibia (48.3%). In upper–middle-income countries, the NER was 69 percent. Experience 
shows that the skill sets and levels of education acquired through primary schooling alone are 
generally insufficient for workers in knowledge-intensive industries. Completion of secondary 
education is seen as a key entry point in the provision of a high threshold of human capital 
required for a KE. Recognizing this, policy makers in OECD countries today aim to ensure that 
all young adults have acquired at least a full cycle of secondary education. Many countries have 
set explicit growth targets for the expansion of even tertiary education. Targets that would let 50 
percent or more of an age cohort enroll in tertiary education are not uncommon.  

3.20 Figures 3.2 and 3.3 
compare Namibia’s education 
coverage with that of the South 
Korea. Data for South Korea are 
extrapolated based on progress 
between 1980 and 2000. Data for 
Namibia shows the trend between 
actual data for the early 1990s and 
2000, as well as an extrapolation 
of the target for 2012 set as part of 
the exercises for Vision 2030.  

3.21 Figure 3.3 takes 
enrollment in grade 12 as a 
proportion of the population of 
18-year-olds, and uses it as a 
proxy for the high school 
completion ratio. The graph 

Table 3.5. Primary and secondary enrollment rates in selected countries (2001 or latest year) 
 

Country GER NER Private enrollment 
(as % of total) 

Ratio of pupils to 
teachers 

 Primary Secondary Primary Secondary Primary Secondary Primary Secondary 
Namibia  
Botswana 
Mauritius 
S. Africa 

114.9 
108.3 
108.6 
111.4 

67.3 
93.1 
77.1 
87.3 

89.1 
84.3 
94.7 
88.9 

48.3 
69.6 
64.2 
57.2 

4.1 
4.9 

23.9 
1.7 

4.4 
— 

74.6 
2.4 

29.2 
27.6 
25.8 
37.0 

29.2 
— 
— 
— 

Japan 
Malaysia 
S. Korea 

100.8 
98.7 
101.1 

102.5 
70.3 
94.1 

100.8 
98.5 
99.5 

101.2 
70.2 
90.9 

0.9 
2.9 
1.5 

— 
— 
— 

21.0 
21.8 
— 

— 
— 
— 

Finland 
Ireland 
Sweden 

101.6 
119.4 
109.9 

126.0 
— 

148.8 

100.4 
90.2 
102.4 

94.6 
— 

96.1 

1.2 
— 
3.9 

5.8 
— 
2.7 

17.3 
21.6 
12.3 

— 
— 
— 

Argentina 
Brazil 
Chile 

120.1 
162.3 
102.7 

96.7 
108.5 
75.4 

48.0 
97.0 
88.8 

107.5 
71.3 
74.5 

19.9 
7.9 

45.5 

— 
— 
— 

20.6 
33.2 
26.6 

— 
— 
— 

LMI 
UMI 
OECD 

104.0 
125.1 
102.0 

65.0 
90.5 

106.2 

92.4 
95.9 
96.9 

— 
69.0 
91.4 

— 
— 
— 

— 
— 
— 

21.0 
22.8 
16.9 

— 
— 
— 

— Not available. 
S. Korea. South Korea; S Africa. South Africa; LMI  lower–middle-income countries; UMI upper–middle-income 
countries. 
Note:   Namibia statistics are from the EMIS. 
Source: World Bank (EdStats).  
 

Figure 3.2. Namibia’s possible catch-up time based on projected 
trends 
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suggests that the approximate 
“catch-up” time to where South 
Korea was in 1980 would be 
about 50 years if the trends are 
extrapolated.65 It also suggests 
that the enrollment targets set by 
the Vision 2030 will most 
probably still leave Namibia 
lagging behind the countries it 
wishes to emulate. 

QUALITY AND EQUITY IN 
GENERAL EDUCATION  
3.22 Other than the rapid 
expansion of access to education 
and training, KEs also emphasize the quality of education and training. In the following sections, 
education quality is assessed in terms of inputs, processes, and outcomes.  

Quality as inputs  
3.23 Education quality–enhancing inputs included in the analysis are the physical teaching and 
learning environment—including teaching spaces and furniture; qualified teachers; competent 
teachers; competent learners; books and instructional materials; the curriculum; and teaching 
time.  

Physical teaching and learning environment 
3.24 Physical environments can substantially facilitate or inhibit teaching and learning 
processes, and, consequently the quality of education. Regrettably, Table 3.6 shows that a 
substantial proportion of schools still lack the physical facilities that constitute an enabling 
teaching and learning environment. Moreover, pre-independence inequalities in resource inputs 
still persist. Schools in the poorest northern regions—Katima Mulilo, Rundu, Ondangwa West, 
Ondangwa East—are least provided for. They have inadequate permanent classrooms, seating 
space, desks and chairs, water, sanitation, telephone, and electricity services. For Namibia, these 
decrepit environments are a reminder of the past, and connote the continuance of the former 
institutionalized inequalities. For both teachers and learners, this constitutes a significantly 
disenabling psychosocial environment. Moreover, they are a challenge to efforts at modernizing 
teaching and learning processes, especially to the use of ICTs as instructional tools. In adverse 
weather, they may interfere with regular teaching/learning processes. In extreme cases, they pose 
a health and safety hazard for teachers and learners.  

Figure 3.3. Enrollment  pyramids, South Korea 1980 and Namibia 
2000 

150% 100% 50% 0% 50% 100% 150%
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Table 3.6. Percentage of schools with physical facilities by regions (2001) 
 
Region Permanent 

Classrooms 
Students’ 

Toilets 
Water 
Supply 

Electricity Telephone Teacher 
Housing 

Teachers’ 
Toilets 

Katima Mulilo 68 60 62 43 40 36 67 
Rundu 82 40 39 29 17 11 38 
Ondangwa East 71 69 57 27 12 13 60 
Ondangwa West 69 76 70 23 18 10 65 
Khorixas 92 87 92 77 89 55 82 
Windhoek 93 98 97 87 91 66 92 
Keetmanshoop 86 100 100 86 100 75 97 
Head Office 96 100 100 100 100 75 100 
National  79 72 67 42 37 26 65 
Source: MBESC 2001. 
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Books and instructional materials 
3.25 Table 3.7 shows that shortage of 
books and instructional materials persist 
especially in primary schools. A ratio of 7 
books per primary school learner and 5 per 
secondary school learner is required for core 
subjects to have a ratio of 1 book per learner. 
A much higher proportion—ranging from 8 at 
primary to 13 at junior secondary—is required 
if they are to have a book per subject. Other 
than a textbook shortage, Namibia schools are 
characterized by a dearth of other instructional 
materials such as student workbooks, teaching 
aids, and enrichment materials. Moreover, 
learners may not take books home at the end 
of the year as books are issued on a rotation 
system. This system denies learners from 
homes where print materials are rare, potential reading materials at home.  

Teacher qualifications  
3.26 From a very low base, substantial progress has been made toward reducing the proportion 
of unqualified teachers across schools ( see Table 3.8).  

Table 3.7: Student–textbook ratio by type of school 
and administrative region 

 
Region Primary Combined Secondary 
Erongo 2.87 4.28 6.00 
Hardap 3.62 4.80 7.41 
Karas 2.84 5.01 6.75 
Kavango 2.30 3.33 7.41 
Khomas 3.09 2.83 7.24 
Kunene 1.98 2.75 4.08 
Ohangwena 2.81 3.69 6.03 
Omaheke 2.35 3.97 6.77 
Omusati 2.07 3.90 6.71 
Oshana 2.57 3.98 6.74 
Oshikoto 3.14 3.87 7.51 
Otjozondjupa 1.63 3.44 6.17 
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3.27 The proportion of qualified primary school teachers more than doubled (17% to 41%) 
between 1995 and 2001. For secondary education, the proportion rose from 44 percent to 73 
percent within the same period. There has also been a steady increase in the educational 
attainment of teachers. The proportion of teachers who completed grade 12 rose from 59 percent 
in 1995 to 81 percent in 2001. These efforts notwithstanding, the high proportion of unqualified 
teachers still in the system (60% primary and 27% secondary), is highly likely to frustrate 
education quality improvement efforts. In general, women dominate the teaching profession. The 
percentage of qualified teachers is also higher for females than for males. The gap between 
qualified female and male primary teachers narrowed between 1999 and 2001. 

Teacher quality / competencies 
3.28 Improvements in teacher qualifications are yet to translate into effective teacher quality. 
Even teachers with formal qualifications still lack competencies that are critical to improve 
student learning. A large base of teachers is reported to have difficulties interpreting and 
implementing the curriculum.66 The implementation of continuous assessment also remains a 
challenge. Teachers have yet to recover from the effects of Bantu education where English, 
mathematics, and science were neglected subjects for Blacks.67 Many practicing teachers do not 
have a sufficiently high proficiency in reading skills to enable them to pursue further studies at 
diploma level or above. Practicing teachers are found to have poor reading skills, grammar skills, 
elicitation techniques, limited vocabulary, and facility to adequately explain concepts.68 Clearly, 
teachers’ poor English proficiency adversely affects instruction, not only in English as a subject, 
but in all other subjects that are taught in English, which is a medium of instruction from grade 4 
onward. 

3.29 Poor mastery of language is not limited to English. Namibia has 13 languages of 
instruction for grades 1 to 3. The writing of some of these languages is still evolving. 
Standardization of orthographies and the production of materials are recent phenomena that 
teachers are still learning. Because of teachers’ language limitations, reading lessons tend to be 
mechanized verbalization of words, without grasping the meaning or context. Similarly, writing 
exercises are mechanized copying of words. Teachers have a limited repertoire of reading 
instruction methods; they cannot help learners monitor their reading comprehension. Given their 
own challenges, they have little facility to diagnose student reading and writing difficulties, less 
still to institute appropriate remedial action. There are wide variations across Colleges of 
Education (CoEs) lecturers and their students in the levels of understanding and application of 
the literacy approaches and strategies. Teachers tend to attribute their own ineffectiveness to 
learners. Given their difficulties with the languages of instruction, teachers tend to teach the 
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textbook—rather than the learners—with little if any consideration for competencies that are 
stipulated in the official curriculum. Invariably, they do not cover the syllabus, but rather select 
topics they understand.69  

Teacher deployment  
3.30 National averages of qualified 
teachers mask intra- and inter-regional 
disparities in teacher deployment. As with 
most resources, qualified teachers are 
inequitably deployed in favor of the 
southern regions. In 2001, the proportion 
of qualified primary teachers ranged from 
24 percent for Rundu, to 61 percent for 
Windhoek. For secondary education, the 
proportions ranged from 64 percent for 
Rundu, to 87 percent for Windhoek. There 
are also indications of intra-regional 
disparities in the allocation of teachers. Figure 3.4 shows that, in general, schools with high 
enrollment tend to have a high number of teachers (R2 = 79.7%), which is to be expected. It is, 
however, notable that 20 percent of the variation in the allocation of teachers is not explained by 
school size. There is still a wide variability in the number of teachers for schools with similar 
enrollment levels. For instance, there are 
between 100 and 550 pupils for 10 
teachers at the school level; similarly, 
schools enrolling 500 pupils may have 10 
to 23 teachers. 

Student–teacher ratios  
3.31 The national average student–
teacher ratio is 29:1, and has been held at 
this level since 1995. Considered against 
the shortage of secondary school places, 
this ratio could be increased to at least 
35:1 to create more places without much 
sacrifice to quality. Variations in student–

Figure 3.4. Teacher deployment across regions 
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Figure 3.5. Student-to-teacher ratios in primary and 
secondary school 
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teacher ratio follow the established pattern of inequalities. With the exception of the Caprivi 
administrative region, the northern regions have the highest number of students per teacher.  

Student quality  
3.32 Students are just as important as are teachers in facilitating teaching and learning. For 
Namibia, the scarcity of preprimary education programs implies that 80 percent of children start 
school without the level of readiness required to manage primary school work. By not providing 
children the requisite readiness, Namibia places the development of its education system on a 
weak foundation. Research shows that preprimary education not only improves learning 
outcomes, but also improves internal efficiency indicators at higher levels. Investments in 
preprimary education are therefore a cost-effective measure of avoiding expensive wastage at 
later stages. Furthermore, the inequitable access to preprimary education means that children of 
the poor enter primary school less ready than their counterparts from more affluent homes. These 
disadvantages do not augur well for a country that aspires to build an equitable knowledge 
society by 2030.  

The curriculum  
3.33 The objectives of the official curriculum include the promotion of: (a) functional literacy 
and language development; (b) development of functional numeracy and mathematical thinking; 
(c) intellectual development; (d) personal development and self-fulfillment; (e) health and 
physical development; (f) spiritual and ethical development; (g) social and cultural development; 
(g) national unity, international understanding, and political development; (h) vocational 
orientation and economic development; and (i) development of environmental and population 
awareness.70 Life skills competencies71 and basic competencies72 to be promoted through the 
curriculum are summarized in Table 3.9. Except for the omission of ICTs and computer literacy, 
the life skills in the curriculum reflect most of what extant literature identifies as competencies 
required for effective functioning in a KE (see Box 3.1).  

Table 3.9. Articulation of life skills competencies with basic skills 
 
Life Skills Competencies Basic skills 
Investigating Ask for; observe; investigate; inquire; formulate hypothesis; think through 

alternatives; explore possibilities; etc. 

Interpreting Comprehend; recognize; contextualize; synthesize; perceive relationships; 
distinguish; analyze; interpret; convert; translate data; explain; compare; 
classify; etc. 

Applying knowledge and skills Act on the basis of knowledge and experience; act creatively, considerably, 
and responsibly; perform practical tasks; use tools and equipment; measure; 
use dictionary; locate; produce; identify; build; make; demonstrate; etc. 

Communicating  Communicate clearly, concisely, expressly, and meaningfully; talk fluently; 
tell; act out; draw; write; explain; show; display; report; dramatize; etc. 

Valuing Accept encouragement and positive criticism; critically weigh alternatives; 
make informed choices, decisions, and judgments; evaluate beliefs and 
opinions; show appreciation; evaluate; choose; decide; infer; etc. 

Participating Collaborate for joint achievement; share ideas; take initiative; give, receive, 
and support; participate, present; work well in teams, etc. 
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3.34 Curricula objectives and learner 
competencies are to be realized through 
areas of learning that are treated as cross-
cutting themes across different subjects. By 
design therefore, the curriculum is integrated 
and competency-based, rather than subject-
based. Subjects are treated as vehicles 
through which key objectives can be attained 
and key competencies can be acquired. Table 
3.10 maps areas of learning to subjects. It 
also indicates teaching periods and teaching 
time per subject. It is striking that the time 
for language, mathematics, and sciences is 
over 60 percent of the total teaching time throughout grades 1 to 10, yet students’ performance in 
these subjects is still very low. This may further emphasize weaknesses in teaching and learning 
processes rather than shortage of teaching time. It is also possible that the allocated teaching time 
does not translate into an effective “time on task.” 

3.35 The objectives of the secondary school curriculum are to: (a) develop democratic 
attitudes and skills; (b) develop and instill a sense of national identity, unity, and loyalty to 
Namibia; (c) prepare learners to obtain qualifications of internationally recognized standards, that 
will provide entrance to tertiary institutions; (d) develop self-reliance and entrepreneurship as 
preparation for the world of work, including self-employment; and (e) encourage lifelong 
learning. Key competencies are the enhancement of: (a) understanding, creativity, and an 
investigative and critical mind; (b) productivity, (c) ability to apply knowledge, skills, and 
attitudes in a practical way to problem solving and in real life situations (d) the ability to make 
informed decisions; (e) the ability to communicate effectively; (f) moral development, awareness 
of one’s own beliefs and opinions and respect for others; and (g) values of reliability, 
cooperation, tolerance, mutual understanding, and service to others. 73 Both curricula mainstream 
critical issues such as gender, HIV/AIDS, the environment, and so on.  

Box 3.1. Competencies for a Knowledge-Based 
Economy 

�� Act autonomously, identify/evaluate/defend 
one’s resources;  

�� Form/conduct a life plan and personal 
projects; 

�� Analyze/evaluate situations, systems, 
relationships; 

�� Use tools interactively; 
�� Use technology to accomplish goals; 
�� Use information/knowledge to accomplish 

goals;  
�� Use language and texts to accomplish 

goals; 
�� Join and function in socially heterogeneous 

groups; 
�� Relate well to others; and  
�� Manage and resolve conflicts, cooperate, 

work in groups. 
Source: OECD 2002.  
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3.36 On the downside, the current curriculum is overloaded with prevocational subjects. These 
were introduced in a bid to make the curriculum responsive to students’ work-based needs, or to 
familiarize students with the “world of work.” In 2001, for instance, secondary school students 
were enrolled in 26 prevocational subjects (see Table A.1.2 in the Annex). Fortunately, about 94 
percent of the students were enrolled in six of these subjects that are the least expensive in terms 
of teaching rooms, equipment, and consumables. These were accounting, agricultural science, 
business management, business studies, home economics, and typing. All the same, the range of 
prevocational subjects offered makes for an unaffordable curriculum. The cost of the curriculum 
is even more unjustifiable when one considers that these subjects cannot adequately prepare 
learners for employment. Moreover, students do not get any credit in postsecondary training 
programs for having studied these subjects.  

ICTs in the curriculum 
3.37 Preparatory work is underway to integrate ICTs into the general education curriculum. A 
“Policy for Information Technology in Education in Namibia” was drafted in 1995, and revised in 
2000. Objectives for ICTs in education have been articulated and implementation targets for the 
immediate period (2005), intermediate period (2010), and long term (2015) have been articulated. 
However, there is little evidence of readiness to attain the objectives set for 2005. The broad 
content for ICTs has been articulated as comprising basic information science, computer literacy, 
computer practice, and computer study.  

3.38 There are no statistics on the number of teachers who are qualified in ICT-related 
subjects. Five years ago, only seven teachers in Namibia were recorded as qualified to teach 
computer practice and computer studies. The MBESC, the NIED, and donors have proposed a 
Computer Assisted Teacher Training Project. Among others, the project will provide practicing 
teachers access to computer-based training.74 Among the objectives pursued in this project are: 
(a) developing computer-assisted training courses for teachers and other educators; (b) 
constructing a communications network linking educators to NIED through the Internet and other 
technologies; (c) designing prototype curriculum-based training materials for primary school 
students; (d) training and helping to integrate "Master Information Teachers" into the 
administrative structure of the MBESC and NIED as champions of teaching/learning 
technologies; and (e) introducing teaching/learning technology concepts into the national policy 
dialogue. More support for the training of teachers is envisaged under a partnerships for learning 
initiative of the government and Microsoft. 

3.39 A key player in ICT education in Namibia is SchoolNet, which was constituted in 
February 2000 as a “nonprofit-making” association. SchoolNet services currently cover about 200 
schools in disadvantaged communities. Some of the areas of support include: (a) the 
establishment of SchoolNet Internet Service Providers (ISP), with a reduced-cost 0700 national 
number for dial-up clients—this is particularly useful for clients in remote areas where Telecom 
infrastructure is poor; (b) an 0800 toll-free number for a help desk and technical support services; 
(c) provision of low-cost local area computer networks, comprising freeware operating system 
and software applications; (d) free installation—by SchoolNet Volunteers—of local area 
computer networks, typically comprising one server and two to three workstations, UPS, Ethernet 
hub, and a modem; and (e) opportunities for teachers to buy affordable computers, printers, 
scanners, digital cameras, and software.  

Quality as processes 
3.40 Differences in processes used to mobilize resource inputs can account for substantial 
variations in outcomes across schools with comparable inputs. Equity in resource inputs is 
therefore a necessary but not sufficient condition for equity of outcomes. School management, 
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pedagogy, student assessment, and systems’ evaluation are some of the processes that are critical 
to education quality improvement.  

School management and accountability  
3.41 The MBESC does not require formal management training as a precondition for 
promoting teachers to become school heads or heads of departments. Available in-service training 
does not seem adequate to equip managers to run schools effectively. School heads have 
expressed a strong demand for training that will enable them to: (a) lead others so that school 
plans and objectives are achieved; (b) promote achievement of the school’s mission; (c) act in 
accordance with the Constitution, relevant laws, rules, regulations, service codes, and codes of 
conduct for schools; (d) initiate and manage changes necessary for the development of the school; 
(e) develop annual school objectives, and plan how to achieve set objectives; (f) assess the 
school’s effectiveness in meeting learning objectives; (g) provide advice and guidance to 
professional staff on educational issues; and (h) prepare a budget for a school and use it to guide 
spending.75  

3.42 Interviews with senior officials of the MBESC point out that while there are exceptions:  
poor school management, low teacher commitment, and lack of discipline among teachers are 
some of the reasons for poor school performance. On the other hand, school heads and teachers 
blame the poor school performance on the inadequate professional support from regional offices 
and on the insufficient opportunities for staff development. The overall impression is that 
accountability mechanisms are not well established. There seems to be room for improvement of 
the central and local capacity for monitoring school-level performance to ensure that: 
performance standards are satisfactory, identify ineffective schools, and compel them to improve. 
Such improvements would presuppose the existence (or setting up) of performance standards for 
schools, and their enforcement. This process would require the strengthening of the Education 
Information Management System (EMIS) and other quality-monitoring tools. Incentive 
mechanisms such as performance appraisals should also be applied to motivate teachers and 
school managers to perform. As a first step, it would be necessary to develop an accountability 
system that would be simple to implement and to enforce.   

Pedagogy / teaching quality  
3.43 At least in writing, the curriculum is delivered through progressive pedagogy including: 
learner-centered methods, differentiated teaching and learning, multi-grade teaching, and cross-
curricula/thematic teaching. In practice, teacher-centered pedagogy is not uncommon. Plausible 
explanations for the dissonance between the “official pedagogy” and classroom teaching include 
the poor teacher quality outlined above, poor learner readiness, and a shortage of textbooks. A 

Box 3.2. Common impediments to effective teaching and learning processes 
 

�� Teachers are unable to adapt learning objectives to the needs of learners. 
�� Individual learning activities are more common in lower primary education than are 

group or paired activities. 
�� Learners seldom receive feedback from teachers after a question or a task. 
�� Open-ended questions are very seldom asked. 
�� Only one-quarter of the classes observed received homework, and learners’ writing 

exercises were seldom corrected.  
�� Lower primary learners are poorly involved in English lessons. 
�� Assessment activities in English lessons were notably less than in home language and 

mathematics lessons. 
�� Assessment activities were poorly related to the basic competencies prescribed in the 

syllabus. 
�� Question-and-answer methods were the most commonly used assessment techniques. 
�� The regions where the most unqualified and under-qualified teachers are found are the 

regions where both teachers’ and learners’ language proficiency were the weakest—with 
Katima Mulilo showing strong indications of worsening language comprehension and 
usage.  

Source: NIED 2003. 
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summary of common challenges to teaching and learning processes is presented in Box 3.2. 

Assessment of learning outcomes  
3.44 Instruments for assessing learners have been diversified to include norm-referenced and 
criterion-referenced tests. For continuous assessment (CA), the system mainly uses teacher-set 
tests. At the end of the primary education cycle, students write a semi-external examination 
whose results are used for monitoring the system’s performance. The examination was introduced 
in 2000. The first fully external examination is written at the end of grade 10; this test was 
introduced in 1993. The International General Certificate of Secondary Education (IGCSE) and 
the Higher International General Certificate of Secondary Education (HIGCSE) examinations 
were adopted in 1994 through a partnership with the University of Cambridge. Currently, 
Namibia is working toward the localization of the senior secondary school examinations. 

3.45 The reform of the student assessment system has not been smooth. Many teachers are still 
unclear about continuous assessment procedures. Reportedly there are wide differences between 
CA marks and examination marks in a large number of schools. Marks awarded by teachers are 
said to be consistently higher than examination marks. This suggests that learners may be 
promoted through grades without the acquisition of key grade equivalent competencies. 

3.46 A striking feature of the assessment system is that it is not until the end of grade 7 that 
learners write a semi-standardized examination; yet teachers’ facility in continuously examining 
students is known to be weak. Opportunity for early diagnosis of learning difficulties, and of 
timely remediation is therefore lost. The system also loses the opportunity to build a reliable 
longitudinal database against which quality improvement—or lack of it—can be tracked. In 
addition, Namibia does not participate in internationally administered assessments other than 
those of the Southern Africa Consortium for Monitoring Education Quality (SACMEQ). As a 
result, the system’s effectiveness cannot be compared with any evidence, to systems of countries 
that Namibia wishes to emulate.  

Quality as outcomes 
3.47 The best indicator of the quality of an education system is students’ learning 
achievement. In the case of Namibia, diverse measures, point to a decidedly ineffective system.  

Student performance on national examinations 
3.48 Students’ performance on the 2001 JSCE shows that more than half (53.6%) of the 
candidates failed to attain the minimum requirement for entry into senior secondary school. This 
requirement comprises a sum of each candidate’s points from his or her best five subjects and 
English. The highest attainable score is 42. The cutoff point for admission into senior secondary 
school is 23 points, with at least an “F” or 2 points in English. Less than 7 percent of the 
candidates attained an average of a “B” grade or higher.  

3.49 At some level, these results could be contested on the grounds that students’ performance 
on the JSCE is normed to the cohort’s performance and to the availability of grade 11 places. 
However, another indication of students’ underperformance is the proportion of examination 
scripts that are either ungraded or incomplete. For academic subjects, the highest proportions of 
ungraded and/or incomplete scripts were for mathematics (38.4%), additional mathematics 
(30%), French (14%), and physics (13%). For practical subjects, the highest proportions were for 
motor mechanics (31%), accounting (27%), electricity (27%), and needlework and clothing 
(14%). Refreshingly, only 8 percent of ‘English’ scripts were ungraded. The proportion of 
ungraded and incomplete IGCSE scripts were highest for physics and chemistry (41%),  
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mathematics (27%), geography (26%), biology 
(24%), development studies (21%), German 
(15%), and accounting (12%). Twenty percent 
of the candidates received a “G”, or lower for 
English; which is inadequate for entry into 
tertiary education and training. 

3.50 Table 3.11 shows that the proportion of 
JSCE candidates meeting the minimum score is 
much lower for the northern regions than for 
the national average. It is noteworthy that these 
regions are a good proxy for socioeconomic 
status (SES). The distribution of learning 
outcomes therefore suggests a potential 
reproduction of social inequalities through 
unequal education opportunities.  

3.51 Tables 3.12 and 3.13 present the 2002 
JSCE and IGCSE results for NAMCOL full-
time and part-time candidates. For most of the 
candidates, NAMCOL provides a second 
chance at improving performance on national 
examinations. Whether a first or second 
chance, it is clear that NAMCOL plays a 
major role in supplementing the output of the regular junior and senior secondary school system. 
A key issue addressed later in the report is the cost-effectiveness of this second chance.  

Student performance on international assessments  
3.52 Student performance on both the 1995 
and the 2000 SACMEQ reading literacy and 
mathematics survey was on average worse 
than for all comparison countries in the region. 
The standard errors are not among the highest, 
which is a good sign. All the same, the table 
shows a relatively even distribution of 
mediocrity. Table 3.14 below presents the 
results of the 2000 SACMEQ survey.  

Table 3.11. Percentage of candidates by points scored 
in the JSCE, and by region 

 
Region Number of 

candidates 
Range of points 

scored 
  0–22 23–42 
    
Katima Mulilo 1846 58.2 41.8 
Rundu 2166 56.7 43.3 
Ondangwa East 5255 60.7 39.3 
Ondangwa West 7056 60.3 39.7 
Khorixas 1900 48.4 51.6 
Windhoek 5118 43.6 56.4 
Keetmanshoop 1717 31.9 68.1 
Head Office 22 22.7 77.3 
National 25 080 53.6 46.4 
Source: MBESC 2001, Education Statistics. 

Table 3.12. NAMCOL IGCSE examination results 
(2002) 

 
Learners Graded 

C or Above 
Graded %Un- 

graded 
Full-time 13,800 (19.4) 65,500 (89.1) 10.9 
Part-time 1,400(6.7) 15,500 (75.3) 24.7 
Source: NAMCOL statistical digest. 

Table 3.13. NAMCOL JSCE examination results 
(2002) 

 
Learners Graded 

C or Above 
Graded %Un- 

graded 
Full-time 51,000 (20.8) 223,900 (91.2) 8.8 
Part-time 2,600(9.2) 22,600 (81.1) 18.9 
Source: NAMCOL statistical digest. 

Table 3.14. SACMEQ II country mean scores and standard errors (2000) 
 
County Reading score Std. deviation Mathematics score Std. deviation 
Seychelles 567 7.0 539 6.2 
Kenya 532 5.1 548 4.5 
Tanzania 531 4.9 508 4.1 
Mauritius 521 5.5 568 6.2 
Swaziland 515 3.7 503 3.3 
Botswana 507 3.4 499 3.1 
Mozambique 504 2.2 516 2.0 
Uganda 469 6.0 493 7.9 
Lesotho 439 2.0 435 3.2 
Namibia 436 3.1 419 2.9 
Mean score 500  500  
Source: UNESCO, IIEP, SACMEQ. 
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3.53 A recent UNESCO longitudinal—1998 to 2001—survey of student reading skills also 
showed that two-thirds of grade 6 Namibian learners could not read with any level of proficiency. 
Only 7.6 percent of grade 6 learners had the desirable level of reading skills, while 25.9 percent 
had minimum reading skills.  

3.54 Additional evidence on the 
quality of outcomes was sought by 
administering the International 
Adult Literacy Survey (IALS) to a 
representative sample of 2,500 
adults. The test consisted of six core 
literacy and numeracy questions. A 
total of 2,218 out of the 2,500 
sampled individuals volunteered to 
take the test (89%). Table 3.15 presents the performance by level of educational attainment.  

3.55 The results point to low functional literacy among primary and junior secondary 
graduates. These respondents constituted more than half the population. Even the performance of 
those who completed senior secondary education is low. From these results, we conclude that 
while the adult literacy rate is high (82%), the actual level of literacy is quite rudimentary.  

3.56 Table 3.16 shows that the average performance on the literacy test is consistently low 
across candidates who fall between age groups 15 to 49. However, for those aged 50 and over, the 
performance is much lower at all education levels. Fortunately for the economy, the share of 
those aged over 50 in the total labor force is very low. The vast majority of those in the labor 
force are still young (20 to 39 years), and measures can be taken to improve their functional 
literacy. 

 

3.57 Comparative results for a small selection of countries are presented in Table 3.17. To 
make the comparison fair for Namibia, only the scores for those with grade 10 attainment are 
reported. This makes for a fair comparison, since for most OECD countries, the minimum 
educational attainment is 10 or more years of schooling. The mean score of the Namibian 
population on the six test items is 2.6. The comparative figures were 5.6 for Germany, 4.3 for 
Chile, and 3.9 for New Zealand. The high standard deviation points to a wide variation in 
functional literacy; which may be a result of disparities in the quality of schools attended by 
respondents. Overall, the results place Namibia far behind other countries where the same test 
was administered between 1994 and 1998. 

Table 3.15. Namibia’s results on the IALS-screen test (2003) 
 

 Whole 
sample 

Grade 
7 

Grade
10 

Grade
12 

Post- 
secondary 

Mean 1.8 0.33 2.6 4 4.1 
Median 0 0 3 4 5 
Std. Dev. 2.3 1.1 2.2 1.9 1.9 
Minimum 0 0 0 0 0 
Maximum 6 6 6 6 6 
Valid cases 2218 148 306 395 179 

Table 3.16. Functional literacy by age group and educational attainment 
 

 Grade 7 Grade 10 Grade 12 
Age groups Mean Std. Dev. Cases Mean Std. Dev Cases Mean Std. Dev Cases 
15–19 0.25 0.87 12 3.1 2.28 21 3.64 2.32 36 
20–29 0.46 1.19 37 2.21 2.34 132 3.71 2.11 238 
30–39 0.24 0.96 45 2.29 2.23 119 3.36 2.23 133 
49 0.37 1.38 43 3.00 2.24 49 2.59 2.52 34 
50–59 0.11 0.32 18 1.35 2.18 17 1.13 1.64 8 
Over 60 0.00 0.00 17 0.75 1.49 8 1 1.33 10 
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INTERNAL EFFICIENCY 
3.58 Most internal efficiency indicators show a disconcerting pattern of rapid improvements 
after independence, followed by a deterioration, starting primarily around 1996/1997.  

Repetition rates 
3.59  As shown in Table 3.18, repetition 
rates declined between 1994 and 1996/97, 
but for most grades, they began to increase 
again from 1998 onward. The most dramatic 
decline was for grades 1 and 10. The highest 
increase was for grades 5 and 8. The decline 
in grade 10 repetition is owed to a semi-
automatic promotion policy which was 
introduced in 1996. The policy allows 
students to repeat only once within a 
phase—lower primary, higher primary, 
junior secondary, and senior secondary. It 
prohibits the repetition of grade 10. Learners 
who are 16 years or older are also not allowed to repeat within the basic education cycle—grades 
1 to 10. The post-1996 increase in repetition rates suggests that the semi-automatic promotion 
policy is not implemented in earnest. Except for grades 10 and 11, current (2000) repetition rates 
are still unacceptably high. Strategies for reducing repetition rates should focus on quality 
improvements and on ensuring that students are promoted after having mastered the knowledge 
and skills relevant to their grade.  

Dropout rates  
3.60  In Table 3.19, the lower primary 
and the senior secondary phases have had a 
steady decline in dropout rates. Upper 
primary rates fluctuated but lowered slightly 
between 1994 and 2000. A major concern is 
the junior secondary phase, especially grade 
10, where 38 percent of the students leave 
school. Even though grade 10 is an end of a 
phase, 38 percent is too high, especially 
when considering the students’ low 
prospects for training and/or employment. 
The steady increase in grade 10 dropouts 
partially indicates that growth in senior 

Table 3.17. IALS population mean test scores for selected countries (1994–2003) 
 
 GER SWD POR IRE U.S. POL CHI NZL NAM 
Mean 5.56 5.50 5.26 5.01 4.54 4.46 4.27 3.92 2.60 
Std. Deviation __ __ __ __ __ __ __ __ 2.2 
Av. R-Biserial* 0.50 0.76 0.49 0.67 0.86 0.63 0.66 0.65 __ 
*The average r-biserial is a test statistic indicating the consistency of a set of items and how well they discriminate 
between high- and low-performing respondents. The measure is not equivalent to a standard deviation but serves a 
similar purpose. 
__ Not applicable 
Note: Special computation performed by the Educational Testing Service of Princeton, U.S. 
 

Table 3.18. Changes in repetition rates (1994–2000 [% ]) 
 

Grade 1994 1995 1996 1997 1998 1999 2000 
1 24.2 9.5 13.3 14.6 15.0 16.4 17.7 
2 17.3 15.4 10.1 12.1 11.8 12.6 13.0 
3 13.9 13.0 12.0 12.2 12.8 11.9 12.7 
4 20.6 19.5 17.8 16.7 15.5 12.6 13.5 
5 19.1 17.3 12.3 12.7 14.7 19.9 22.0 
6 15.1 11.3 9.9 9.0 9.1 11.9 14.9 
7 18.5 15.0 11.6 10.9 6.9 10.5 14.5 
8 16.5 15.8 13.6 12.4 13.5 20.2 20.3 
9 13.4 12.6 11.3 10.5 12.5 15.6 15.8 
10 28.5 19.1 16.4 7.5 4.9 4.3 3.5 
11 1.4 0.6 0.5 0.7 1.0 1.1 1.3 
Source: MBESC 2001.  

Table 3.19. Changes in dropout rates (1994–2000 [%]) 
 

Grade 1994 1995 1996 1997 1998 1999 2000 
1 7.2 7.1 3.1 3.9 4.9 3.2 2.7 
2 3.0 3.3 2.4 0.1 2.2 0.7 0.8 
3 2.3 3.5 2.4 2.9 2.4 0.5 1.1 
4 6.9 5.6 4.6 4.6 5.4 2.2 0.6 
5 6.3 6.7 5.2 6.1 6.8 4.8 5.5 
6 6.8 7.1 6.4 5.8 7.0 5.0 5.1 
7 8.9 8.8 8.1 8.3 10.2 7.0 7.3 
8 10.2 9.0 9.9 9.7 12.2 10.2 10.0 
9 8.6 7.5 8.2 8.7 11.7 10.3 10.9 
10 22.3 30.8 29.1 45.7 43.1 42.0 38.2 
11 4.7 5.2 5.6 4.9 4.9 3.5 3.1 
Source: MBESC 2001.  
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secondary school places has not kept pace with the expansion of junior secondary enrollments. 
Effort is required to reduce dropout rates across grades.  

Promotion Rates  
3.61  In Table 3.20, promotion rates 
show an inconsistent pattern of 
improvement for some grades and declines 
in others. The extent of the fluctuations is 
illustrated by grade 1 where the promotion 
rate rose from 69 percent in 1994, to 84 
percent in 1996, but fell again to 80 percent 
by 2000. The highest decline was for grade 
5, which dropped from 83 percent in 1996, 
to 73 percent in 2000. Promotion (transition) 
between grades 10 and 11 is based partially 
on performance in the grade 10 examination 
and on the availability of senior secondary 
school places.  

Survival rates  
3.62 Survival rates are presented in Table 3.21 (see Box A.1.2 in the Annex for the calculation 
of survival rates). For both boys and girls, survival rates are reasonably high until grade 4, but 
begin to substantially decline at grade 5, primarily because of repetition (20% or more) rather 
than  dropping out (6% or more). In 2000, the survival rate for grades 10 and 12 were 57 and 33 
percent respectively. As noted earlier, this rate of throughput of the general education system is 
too low to provide the required candidates for tertiary education and training, and to meet 
Namibia’s human capital requirements.  

 
3.63 Across all grades, the survival rate for girls is better than for boys. This further indicates 
that in Namibia, interventions for improving gender equity need to focus on boys just as much as 
on girls; depending on the specific indicator in question. 

CONCLUSION 
3.64 The current general education system is too weak to effectively support set development 
goals, including a transition to a KE. Although near-universal access to primary education has 

Table 3.20: Changes in promotion rates (1994–2000 [%]) 
 

Grade 1994 1995 1996 1997 1998 1999 2000 
1 68.6 84.3 83.6 81.5 80.1 80.4 79.6 
2 79.7 81.3 87.5 87.8 85.9 86.7 86.2 
3 83.8 83.5 85.6 84.9 84.8 87.5 86.1 
4 72.5 74.9 77.5 78.7 79 85.2 85.9 
5 74.6 76.0 82.5 81.3 78.4 75.3 72.6 
6 78.1 81.7 83.7 85.1 84.0 83.1 80.1 
7 72.6 76.2 80.3 80.8 82.9 82.5 78.2 
8 76.2 75.2 76.6 77.9 74.4 69.7 69.6 
9 78.0 79.9 80.5 80.9 75.8 74.1 73.4 

10 49.2 50.2 54.5 46.8 51.9 53.7 58.3 
11 93.9 94.2 93.9 94.4 94.2 95.5 95.6 

Source: MBESC 2001. 

Table 3.21. Changes in survival rates (1994–2000 [%]) 
 

Grade 1994 1995 1996 1997 1998 1999 2000 
 T F T F T F T F T F T F T F 
2 90 91 92 93 96 97 95 96 94 95 96 96 97 97 
3 87 88 89 90 94 96 95 95 92 93 95 96 96 97 
4 85 87 85 87 91 94 92 93 89 92 95 95 95 96 
5 77 80 79 82 86 90 87 89 84 87 92 93 94 95 
6 71 75 73 76 81 86 81 84 77 81 87 88 87 91 
7 66 69 67 70 75 80 76 79 71 75 82 84 82 86 
8 58 61 60 63 68 73 69 72 63 68 76 78 75 79 
9 51 53 53 56 61 65 61 63 54 58 66 68 66 69 
10 46 48 49 51 55 59 55 57 47 50 58 59 57 59 
11 32 31 30 30 36 36 28 26 26 26 33 32 35 36 
12 30 29 29 28 34 34 27 24 25 25 31 31 33 35 
T Total; F  females. 
Source: MBESC 2001.  
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been attained, the quality is too poor to bear the expected benefits to development. Overall, the 
general education sub-sector fails to provide the quantity and quality of output required to provide 
a base for higher level human capital development. Some of the explanations for the poor quality 
include: the weak foundation resulting from the limited access to, and poor quality of, ECD and 
preprimary programs; inadequate allocation of funds to quality-enhancing inputs, at both the 
primary and secondary level; curriculum overload; poor teacher competencies; weak 
management; and poor accountability for results. Although the official curriculum covers 
competencies for the KE, the taught, and the learnt curricula fall far short of original intentions.  

3.65 Efforts to eradicate pre-independence inequalities in education resource inputs and 
outcomes have not been sufficiently earnest. Persisting inequalities weaken the potential 
redistributive effects of general education. In fact, there is a real risk that the system may 
perpetuate prior inequalities. The strengthening of the general education sub-sector will 
necessarily have to focus on redressing the challenges outlined above. 
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4.  VOCATIONAL EDUCATION AND TRAINING 
 
INTRODUCTION  
4.1 The specific contribution of vocational training and skills development to economic 
growth lies in their direct link to labor productivity. Skills upgrading, technological 
advancements, and their interaction are key factors behind TFP growth and, ultimately, economic 
growth.76 The initial production and constant upgrading of market-relevant skills are therefore 
critical factors in realizing Namibia’s goal to accelerate economic growth through productivity 
growth—among others. A highly skilled workforce is also fundamental to the attainment of the 
objectives to increase export-oriented manufacturing, and to improve the economy’s 
competitiveness through such schemes as FDIs and EPZs. FDIs are among key means for the 
transfer and diffusion of technology. Increased competition and the introduction of new 
technologies, particularly ICTs, are known to prompt fundamental changes in work organization 
and practices. These changes tend to demand “higher order” generic and specific skills from the 
workforce. Required generic skills are essentially competencies that are said to facilitate effective 
functioning in a KE. In well-functioning systems, these competencies should be founded through 
general education. Examples of generic skills are: problem solving; creativity; mathematical 
skills; communication skills, computer literacy; adaptability; multitasking; and teamwork. 
Because new technologies are skill-intensive, training and constant skills upgrading for workers 
take on a special significance in economies that seek to integrate into the rapidly changing global 
economy. Thus at least in part, Namibia’s successful competitiveness and integration into the 
global KE will demand a “cutting edge” skill level of the workforce. Yet, as outlined in the first 
two chapters, skills shortage is one of the most critical constraints to Namibia’s growth and 
employment creation.  

4.2 This chapter presents an analysis of Namibia’s technical and vocational training system 
with a view to identify key strengths that can be built upon, and key weaknesses that need to be 
redressed. The chapter focuses only on pre-employment vocational education and training (VET) 
that is provided through vocational training centers (VTCs). However, a brief overview of the 
structure and size of the VET and skills development system is provided as background. Specific 
questions addressed are: How can Namibia overcome its accumulated skills deficit? How can 
required skills be cost-effectively produced? What reforms should take priority? 

LEGAL, INSTITUTIONAL, AND ADMINISTRATIVE FRAMEWORK 
4.3 The effective development and delivery of VET requires an enabling legal, institutional, 
and administrative framework. In the case of Namibia, weaknesses in these frameworks partially 
explain the system’s difficulties in meeting the economy’s skills requirements.  

4.4 The VET system finds its legal base in the National Vocational Training Act 18 (NVTA) 
of 199477 and its amended version of 199678. Key regulatory bodies provided for under the Act 
are the National Vocational Training Board (NVTB) and the Trade Advisory Committees 
(TACs). The NVTB is the main policy-defining body. Other specific functions of the NVTB are 
to: (a) advise the Minister on application of the NVTA or any other matter concerning vocational 
training; (b) establish minimum standards, trade testing procedures and certification; (c) 
coordinate and promote vocational training by private or public institutions; (d) assess training 
needs and undertake research required for development of vocational training schemes; and (e) 
consult with agencies involved in vocational training.79  
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4.5 TACs are meant to set trade standards and curricula, as well as to advise the NVTB on 
testing and certification for diverse trades. Membership of TACs reflects inadequate 
representation of industry and overrepresentation of government bureaucrats, VTCs instructors, 
and organized labor.  

4.6 The Act also provides for the establishment of vocational standards, testing, and 
certification bodies. These bodies were established through a separate National Qualifications 
Authority (NQA) Act of 1996. The performance of the NQA is overseen by an NQA Council. 
The NQA is directly responsible for: the evaluation of qualifications; standard setting; recognition 
of prior learning; accreditation; and quality audits. It reports to the NQA Council. It is assisted by 
National Standard Setting Bodies (NSSB), and their subcommittees—the Standard Generating 
Bodies (SGB). 

4.7 Functions of the NSSBs seem to overlap with those of the TACs. With overlapping 
functions, there is no clear legal separation between the objectives of the NQA and of the 
TACs—and by extension, of the NVTB.  

4.8 The NQA has very limited capacity—in terms of the number of qualified staff—to 
effectively carry its wide responsibilities. In addition, its legal authority is limited to those 
training providers who choose to be accredited. Not all providers conform to the National 
Qualification Framework (NQF), including the university. Nonconformity to the NQF seems to 
carry no consequences. This leaves room for training programs that may not necessarily meet the 
national quality standards.  

4.9 The overall administration and management of VET falls under the MHETEC; 
specifically under the Directorate of Vocational Education and Training (DVET). The DVET 
provides organizational support to the NVTB. It also serves as the secretariat to the NVTB and 
facilitates communication between various stakeholders and subcommittees. In both quantitative 
and qualitative terms, the DVET has limited capacity to execute its roles. In addition, the 
management of DVET seems not to have been as inclusive as desired by key stakeholders. Many 
stakeholders, including employers, do not feel adequately involved in key policy decisions. In 
addition, they feel that the DVET provides inadequate guidance on the implementation of specific 
training policies.80 Poor communication adds to the stakeholders’ sense of being excluded. 

4.10 Decision making is highly centralized and concentrated at the Ministry headquarters.81 
Even then, directions from the Ministry are reportedly not always clear. The MHETEC tightly 
controls the VTCs in virtually all aspects of administration and management. Budgets are 
established based on prior levels of spending, and on the number of trainees enrolled. Most 
payments are made by central authorities, supposedly to avoid overspending. At the institutional 
level, VTCs are poorly managed, mainly because of the lack of training for managers, and 
because managers have literally no room for initiative.  

4.11 Key issues emerging from the current framework for the delivery of VET are: limited 
stakeholder consultation; limited employer participation in the design, financing, and 
management of VET; overcentralized management and control of VTCs; inadequate policy 
guidance; and unclear role differentiation across key actors, such as TACs and the NQA. 

PLANNED REFORMS AND PROGRAMS 
4.12 The government has already planned for some of the reforms that mostly respond to 
weaknesses in the current sub-sector development framework. Key reforms are: (a) the 
establishment of a National Training Authority (NTA) that will take overall responsibility for the 
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management of the system; (b) devolution of greater authority to VTCs to improve their 
management capacity and contextual relevance; (c) establishment of a training levy to increase 
employer financing of VET; and (d) the implementation of competency-based education and 
training (CBET). Most of these reforms have been on the agenda for years, some since the mid-
1990s. In the meantime, the system’s key weaknesses persist. Coverage remains negligible and 
inequitable; the quality is poor; market relevance is doubtful; management is weak; and there is 
still over-reliance on the government for financing and provisioning. Capacity to implement 
reforms is therefore another critical constraint to the future development of VET.  

4.13 It was not until January 2004 that the Cabinet approved the establishment of the NTA. 
The NTA will take responsibility for: policy implementation; allocation of funds to training 
providers; and ensuring that funds are applied toward the attainment of key policy priorities. 
Hopefully, its establishment will catalyze the implementation of important reforms that have been 
pending for years.  

THE STRUCTURE AND SIZE OF THE SKILLS DEVELOPMENT AND VET SYSTEM 
4.14 Skills development and vocational training are offered through VTCs and Community 
Skills Development Centers (COSDECs). In addition, some prevocational training is offered 
through the “general education” curriculum, and through Multi-purpose Youth Resource Centers. 
There are currently five VTCs, evenly spread throughout the country. Four of these VTCs are 
public, and one is operated by its own Board (the Windhoek VTC). In addition, the non-
government Namibia Institute for Mining Technology (NIMT) offers substantial pre-employment 
training. In 2002, VTCs enrolled 2,024 trainees.  

4.15 COSDECs are community owned and managed centers that were originally meant to 
provide training for people with little or no formal schooling. COSDECs’ training programs are 
intended to respond to immediate community needs and to promote self-employment. There are 
presently seven COSDECs. In 2002, they enrolled 1,139 trainees, 47.8 percent of whom were 
females.  

4.16 The general education curriculum offers prevocational subjects at the junior and senior 
secondary level (see Chapter 3). Programs of Multi-purpose Youth Resource Centers aim to 
improve the self-esteem and confidence of participating youth, thereby encouraging them to 
enroll in VTCs and/or establish small businesses. There are currently four centers, and two more 
are under construction. The plan is to establish a center in each region. There is no systematic 
evidence on the impact of these centers. What is clear is that they are gaining popularity: 
occupancy has increased from 1,800 in 2001 to 5,480 in 2002.  

PUBLIC AND NON-PUBLIC PROVISION OF VOCATIONAL EDUCATION AND TRAINING AND 
SKILLS DEVELOPMENT  
4.17 The government finances almost all the costs of the public VTCs. Less than 5 percent of 
total costs is covered by tuition and other fees82 paid by trainees. Government financing includes 
staff salaries, equipment, materials, and other operating expenses. A major share of expenses at 
the two non-government institutions—the WVTC and NIMT—is also covered by the 
government. In 2000 the government covered 82 percent of the WVTC costs, and 53 percent of 
the total costs of the NIMT.83 Little consolidated information exists about the scope and 
characteristics of non-government skills training, but it is thought to be considerable. Non-
government providers include NGOs, the parastatal sector, and private “profit-making” 
institutions.  



 

 

46

 

ACCESS AND EQUITY  
4.18 As shown in Table 4.1, enrollments in VTCs have steadily increased since independence, 
and especially after 1996. Though access has increased, the demand for training still far outstrips 
the supply. In 2002, about 30,000 youth completed grade 10—regardless of success on the 
examination. Only about 1,000, or 3 percent, of them could secure places in VTCs. The 3 percent 
excludes students who may have dropped out of school before completing grade 10.  

4.19 In 2002, the Valombola VTC reportedly had an applicant–admission ratio of 10:1, i.e., 
there were 2,000 applicants for 200 places. At the Windhoek VTC, the demand for training places 
was also 10 times greater than available places.84 The demand for places at NIMT was even 
higher, as it received 3,000 applications for 150 places, or 20:1.85 

 

 
4.20 Table 4.2, shows that trainee enrollment is concentrated in a narrow band of fairly 
traditional trades. VTCs offer 19 trades; however, just eight trades account for over 70 percent of 
the enrollments. The most popular trades are auto mechanics; bricklaying; carpentry & joinery; 
electrical general; joinery and cabinetmaking; plumbing; welding and fabrication; and secretarial 
work.  

Table 4.1. Trends in VTC enrollment 
 
Center 1992 1993 1994 1995 1996 1997 1998 1999 2000 2001 2002 
Zambezi 35 36 32 32 45 107 129 123 416 110 139 
Rundu 35 30 29 36 56 100 181 378 120 343 317 
Valombola 50 96 154 122 127 156 260 273 379 292 471 
Okakarara 32 32 36 20 32 57 144 200 239 246 112 
Windhoek - 100 100 128 113 146 333 348 389 450 426 
Arandis 22 30 32 33 41 41 41 42 - - - 
NIMT - - - - - 253 253 232 360 451 559 
Total 174 324 383 371 414 860 1341 1596 1903 1892 2024 
- Not available 
Note: Excludes COSDECs and small NGO institutions. 
Source: DVET. 

Table 4.2. VTC enrollment by trade specialization and year of training (2002) 

Trade Year 1 Year 2 Year 3 Year 4 Total 
Air Conditioning & Refrigeration 27 10 24 11 72 
Auto Electric 22 11 11 7 51 
Auto Mechanic 82 48 52 32 214 
Boiler making 10 13 8 7 38 
Bricklaying 81 46 43 40 210 
Carpentry & Joinery 31 32 26 21 110 
Electrical General 61 28 34 9 132 
Fitter & Turner 9 7 1 6 23 
Joinery & Cabinetmaking 71 31 25 29 156 
Plumbing 76 31 35 39 181 
Radio & TV 40 - 17 7 64 
Turner Machinist 8 7 8 2 25 
Welding & Fabrication 39 36 27 17 119 
Secretarial 68 32 24 - 124 
Hairdressing 15 15 - - 30 
Business Practice 41 24 - - 65 
Clothing & Knitting Craft 36 19 - - 55 
Dressing & Tailoring 12 12 10 - 24 
Hospitality 30 12 - - 42 
Total 759 414 345 227 1,745 
 - Not available 
Source: DVET. 
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4.21 It is striking that the second year enrollment is 55 percent of the first year enrollment. 
This may suggest a substantial expansion of year 1 enrollment in 2002, and/or a high dropout rate 
between year 1 and year 2. It is assumed that the difference between year 2 and year 3 
enrollments is due to repetition. Available enrollment data are regrettably very limited and do not 
allow for much analysis. In addition, the reliability and consistency of data is low. Discrepancies, 
such as in the total enrollment between Tables 4.1 and 4.2, could not be reconciled. 

4.22 Table 4.3 shows that 
opportunities for VET are 
inequitably distributed to the 
disfavor of women. In 2002, 
women accounted for 19 percent 
of the total enrollment.  

4.23 For the year that data 
were available, enrollment 
patterns also show a strong gender 
stereotyping. Women dominate 
the so-called “traditional female 
professions”—clothing and 
knitting craft, secretary and administration, hospitality, and business practice (see Figure 4.1). A 
modest showing of women in carpentry/joiner and in welder/fabricator is noteworthy.  

4.24 Unfortunately, efforts to 
improve women’s participation 
may exacerbate existing gender 
stereotyping. Subjects that are 
supposedly appealing to women 
are being increased; these include 
tailoring, catering, and secretarial 
work. For instance, the Valombola 
VTC increased these subjects in 
2000 and in 2001. However, 
between 2000 and 2002 the 
enrollment of males rose from 
1,390 to 1,650, while female 
enrollments dropped by 26 
percent, from 510 to about 380. 
This reduced the proportion of 
females from 27 percent to 19 
percent of the total enrollment. 
Effort is required to improve 
gender equity in both quantitative 
and substantive terms. There are no data indicating other forms of inequities in access to skills 
development and VET opportunities. 

Table 4.3. Trends in VTCs enrollment by gender 
 

VTC 1999 2000 2001 2002 
 M F M F M F M F 
Zambezi 36 87 196 220 50 60 41 97 
Rundu  306 72 75 45 203 140 235 82 
Valombola 220 53 211 168 170 122 382 89 
Okakarara  184 16 229 10 234 12 89 23 
Arandis 40 2 - - - - - - 
Windhoek  303 45 338 51 395 55 362 64 
NIMT 340 10 337 13 348 52 538 21 
TOTAL 1429 285 1386 507 1400 441 1648 376 
- Not available 
Source: DVET. 

Figure 4.1. Female participation in public VTCs by trade (1999) 
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QUALITY AND EQUITY IN VOCATIONAL EDUCATION AND TRAINING 
Quality as inputs  
 
Physical teaching and learning environment  
4.25 There are no systematic and consistent data on the adequacy and quality of most resource 
inputs held to be quality-enhancing. The impression from the field visit is that, overall, the quality 
and capacity of physical facilities can be improved. There are wide variations across institutions. 
Inadequate resource inputs are attributable not only to “under-funding,,” of what typically is a 
costly form of education and training, but also to the inefficient allocation of resources within the 
sub-sector. Expenditure patterns from one of the VTCs showed that 63 percent of the budget was 
accounted for by transport, accommodation, meals, and laundry; while books and instructional 
materials accounted for only 3.6 percent. Prior analyses have pointed to a substantial shortage of 
relevant instructional materials and learning resources, including guidelines for practical 
training.86  

Student types and quality  
4.26 In theory, VTCs are supposed to admit grade 10 graduates who cannot secure a grade 11 
place in the formal general education system, and/or who prefer to pursue VET. Nominally a 
quota exists that reserves 80 percent of the places for grade 10 graduates. In practice, VTCs admit 
a majority of grade 12 graduates, some of whom only show their grade 10 credentials in order to 
gain access. Whatever the level of intake, VTCs tend to attract less academically qualified 
students than those who proceed to grade 11, or to tertiary education and training. Given the 
usually poor quality of the general education system, the intake of VTCs would represent, on 
average, a lower level of student quality.  

Instructor qualifications  
4.27 Table 4.4 shows instructors by 
qualifications. To be able to instruct trainees 
effectively, VET instructors need a set of 
three qualifications: (a) technical 
qualifications in the occupation; (b) work 
experience in the trades; and (c) pedagogical 
training. Few meet these criteria. In fact, as 
seen in Table 4.4, a very small proportion of 
instructors have pedagogical training, and 
even fewer hold a degree in their technical 
fields. Prior assessments have noted that 
“the majority of instructors in the VET 
system, with the exception of some in NIMT 
and Windhoek VTC, are poorly trained and their technical skills are of variable quality. Many 
have had little formal or recent industrial experience and their own levels of literacy in English 
and numeracy need substantial lifting.”87 The skills shortage in the broader labor market makes it 
extremely difficult to recruit and retain instructors with adequate entry level experience and 
qualifications.88 Often, instructors teach at levels equivalent to their own highest formal 
attainment.89 This is evident in the 2003 data from the Valombola VTC. Out of the 30 teaching 
staff, only 11 (37%) had a vocational training certificate, and 17 (57%) had a national diploma or 
trade diploma. It is expected that the instructor training recently established at the polytechnic 
will improve this situation.  

Table 4.4. VTC instructors by qualifications 
 

VTC Degree VID / 
ADE 

NVD / 
TD 

Total 

Okakarara 2 5 14 21 
Rundu 3 7 10 20 
Zambezi 5 5 5 15 
Valombola 3 10 13 26 
Windhoek 8 7 11 26 
Total 21 34 53 108 
VID  Vocational Instructor Diploma; ADE Advanced 
Diploma in Education; NVD National Vocational Diploma; 
TD Trade Diploma. 
Source: DVET. 
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Training programs and the curriculum  
4.28 As reflected in Table 4.2, VTCs offer 19 fairly traditional trades. Training programs used 
to last for three to four years after grade 10. Recently, the duration was reduced to two to three 
years. A range of courses that would have been expected in the curriculum—e.g., banking and 
finance, health, manufacturing, retail sectors, and ICTs—are not offered.90 Reportedly, the VTCs 
curricula tend to be outdated. There seems to be no regular practice for updating them. 
Consequently, training programs tend to lag behind technological advancements and the needs of 
industry. 

4.29 There is no national VET core curriculum as yet. Centers develop their own curricula. 
While this provides a good opportunity to improve contextual relevance, most of the instructors 
lack the expertise to develop good-quality and contextually relevant curricula. Specific skills and 
competencies to be acquired through the curricula are not yet standardized. The testing of these 
competencies is also not standardized. The adoption of CBET and the provision of support 
required for its effective implementation are therefore urgent. At present, only a pilot CBET 
program is under implementation at the Windhoek VTC, and at NIMT. The lack of standard core 
competencies and skills and the low quality of VET instructors present an enormous stumbling 
block to the introduction of outcomes- or competency-based training.91  

4.30 A progressive aspect of the curricula is the attention accorded to entrepreneurship 
training. This development recognizes that many of the trainees will have to seek self-
employment, perhaps in the informal sector. For example, WVTC offers the ILO program “Start 
Your Own Business” courses for trainees who have completed their last year of training.92 
Nonetheless, about a third of the trainees surveyed at WVTC thought the amount of business 
training received was insufficient.93  

4.31 The curriculum also features balanced attention to theory and practice. Exposure to 
practice is accomplished through practical sessions and through job attachments to industries. The 
extent of the attachment seems fairly substantial, relative to what is common in other African 
countries. For example, at Valombola VTC, the first year of trade training comprised eight 
months of institution-based training and three months of job attachment. At level two, five 
months are spent at the VTC and six months on job attachment. For levels three and four, three 
months are spent at the VTC and eight months on the job.94 In practice, a very low proportion of 
the trainees secure an appropriate attachment. This is mainly because of the lack of incentives for 
employers to take on apprentices, and potentially, because of the unusually long period of 
attachment. In 1999, only 437 out of 1,610 trainees were attached to companies.95 Job 
attachments are generally not well structured, nor are they systematically monitored. As an 
alternative, training centers have to place trainees who do not get job attachments in the centers’ 
production units. This alternative has its own limitations in that the production units are typically 
not run like businesses. Trainees are therefore not likely to acquire good work habits and real 
exposure to the world of work.  

Articulation of curricula and training programs 
4.32 Horizontal and vertical articulation of curricula and training programs remains a 
challenge. Horizontal articulation is limited by the lack of core skills and competencies and by the 
lack of standardized testing. Vertical articulation is poor, even though virtually all skills 
development and VET institutions fall under one Ministry. There are few functional linkages 
between VTCs, the polytechnic, and the university. The polytechnic is better equipped to offer 
some programs in technical areas at the National Trade Diploma level than many of the VTCs 
currently offering the programs. Lack of vertical articulation hinders portability of credits and 
easy transfer within the system.96 Trainees who graduate from VTCs do not have easy access to 
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the polytechnic. If they do enter the polytechnic, they have to start over again from year 1; no 
credit is given for up to four years of training. This represents an unaffordable wastage, and calls 
for a review and articulation of training programs. The implementation of CBET and standardized 
testing should greatly facilitate the required articulation.  

4.33 The lack of vertical articulation is a source of concern for some stakeholders who view 
VET not as an end in itself, but as a means to personal professional advancement.97 Moreover, it 
represents a failure to respond to the aspirations of trainees, whether or not such aspirations are 
well placed. A survey of 76 trainees at the WVTC indicated that a majority (55%) wished to 
study further after completion of their training. Only 16 percent stated that they wished to seek 
employment after matriculation, and 18 percent wanted to start their own businesses.98  

Quality as process 
 
Management effectiveness  
4.34 At present, the VET system is poorly managed and administered. The administrative 
system is decidedly top-down, but the top provides weak guidance to lower levels. Directives to 
VTCs often come from the center, typically without adequate explanation or consultation. An 
example is an order given by the DVET that VTCs should implement the CBET in 2001, but 
without much guidance or training for implementers. Another example is a recent order to subject 
level 3 students to level 4 examinations with little assistance to trainees on how to adapt to this 
change.  

4.35 Appointments of VTC staff are made by the DVET. Staff appointments can take up to 
twelve months or longer. Clearly, this adversely affects training programs. All procurement is 
done by DVET, and this also takes time. The Ministry pays most bills centrally, as a means to 
control spending. This is done even though each VTC has its own budget. Again, this takes time. 
It is not uncommon for VTCs to go without services because of delays in payments. VTCs cannot 
keep revenue earned from short courses, production, and other income-generating activities. Few 
if any opportunities exist for networking among directors of VTCs to discuss and solve common 
problems. Overall, the management system tends to demotivate, demoralize, and thwart the 
initiative of VTCs managers.  

Information management 
4.36 Information management is weak, as is planning for the development of VET. Despite 
the central control of a relatively small system, there are no statistics and information to support 
policy development and implementation. Data on basic indicators of system performance, for any 
one year, let alone in time series, are hard to get. Little information is collected about non-
government training programs and virtually none is made public. Currently, the best management 
information comes from the trade tests, for which the National Trade Testing and Certification 
Center (NTTCC) keeps detailed statistics. 

Quality assurance 
4.37 A National Qualifications Framework (NQF) is being established under the National 
Qualifications Authority (NQA). This framework includes a commitment to provide quality 
assurance and accreditation to training institutions, based on a rigorous evaluation of standards. 
Finally, all trainees will have to take an examination in trade theory and practice to graduate 
successfully. If implemented, this system could provide an important standard by which to judge 
the quality of the outputs from the system. The system could also improve quality and provide the 
labor market more accurate information on the skills that certificate holders possess. 
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Standards and trainee testing  
4.38 Delays in the definition of competencies and skills to be acquired through VET make it 
difficult to enforce standards. More than 20 standards and training schemes have been approved 
by the NVTB, but their implementation has been inconsistent. Examinations are still based on 
specific curricula content, yet trainees are exposed to diverse curricula. Trainees are therefore at 
an advantage if their instructor happens to have been in the panel of examiners for that particular 
year. This translates into low reliability of the examinations, and to the high student failure rates. 
Inadequate testing tools and equipment further add to the low reliability and validity of the tests. 

4.39 Mainly because of the staff shortages, trade tests are not well managed. Trainees 
complain about substantial delays in receiving certificates. This concern was also noted in the 
report of the Presidential Commission on Education and Training. The report pointed out that “it 
takes up to two years for graduates to receive their certificates or diplomas. Results are never on 
time, and therefore reassessment cannot be conducted on time” (vol. 3, 58). Such delays cause 
major problems for VTCs in trainee progression, and for graduates in seeking employment.99 

4.40 On the positive side, there is a systematic use of internal and external examinations. This 
will serve the system well, once reliable and valid examinations are in place. Internal instructor-
set examinations are written at the end of the first and third years. Trainees take the external 
examination at the end of the second year to receive the National Vocational Certificate and at the 
end of the fourth year to receive a National Vocational Diploma. As in general education, there is 
a wide discrepancy between student performance on internal and on external examinations. 
Average pass rates are reported to be in the range of 60–70 percent across all trades for the 
internal examination, while markedly dropping to about 30 percent for the external examination. 
Part of the explanation relates to the divergence in curricula content; and to the lack of reliability 
and validity of external examinations already alluded to. Another part is that internal 
examinations do not include the theory part in mathematics, English and science, whereas the 
external ones do. Whatever the reason, the high failure rate means that a large proportion of 
trainees fail to acquire their certificates.100 This represents another unaffordable wastage. 

Quality as outcomes 
Trainee performance on trade tests 
4.41 The trainees’ performance on external examinations has improved over the years, but the 
overall performance remains low. Pass rates vary substantially across trades but on average, more 
than half of the candidates fail the examination (see Table 4.5). 

Table 4.5. Trends in level 2 trade test pass rates 
 

Trade 1998 1999 2001 2002 
Air Conditioning & Refrigeration 0.30 0.82 0.93 0.63 
Auto Electric 0.14 0.57 0.50 0.64 
Auto Mechanic  0.24 0.48 0.74 0.50 
Boiler making - - 0.80 1.00 
Bricklaying 0.11 0.32 0.35 0.49 
Carpentry & Joinery 0.00 0.09 0.29 0.38 
Diesel 0.29 0.67 0.75 0.83 
Electrical 0.39 0.35 0.17 0.34 
Fitter & Turner 0.39 0.83 0.42 0.29 
Joinery & Cabinetmaking 0.10 0.27 0.30 0.36 
Plumbing 0.22 0.44 0.86 0.60 
Radio & TV 0.14 0.75 0.62 0.67 
Turner Machinist 0.13 0.38 1.00 0.63 
Welding & Fabrication 0.11 0.39 0.71 0.53 
TOTAL 0.17 0.41 0.50 0.49 
- Not applicable  
Source: National Trade Testing and Certificate Center.  
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4.42 Women tend to perform less well on 
trade tests than men. In 2002, women 
outperformed men only in two subjects: 
radio & TV and carpentry/joinery (Table 
4.6).  

4.43 Table 4.7 shows the VTCs 
performance on the 2002 Pitman-City and 
Guilds examination. A refreshing note is 
that the VTCs in the northern regions 
performed equal to, or better than, the 
Windhoek VTC, which is one of the best in 
the country. 

 
 

 
Employers’ views of trainee quality 
4.44 Employers’ views of the quality of VTC output provide a proxy indicator of the utility of 
graduates in the labor market. A 2001 survey of 38 enterprises found that about half the 
enterprises were dissatisfied with the quality of the trainees they receive from WVTC, one of the 
best in the country.101 Employers frequently complain that curricula do not keep up with 
technological change. Training was noted to often be outdated and not focused on modern 
technologies used by industries.102 Reportedly, the quality is especially uneven among for-profit 
training providers, who tend to be unregulated or neglected in terms of quality assurance. 

Employability of graduates 
4.45 An indication of the quality of the VET system could be that virtually everyone with 
some postsecondary training secures a job. Based on the 2000 labor survey, the unemployment 
rate was 4.4 percent for people with post-junior secondary training, and 1.4 percent for those with 
post-senior secondary training. Up to 60 percent of even those who drop out of VTCs secure 
some kind of employment. It is difficult to reconcile the high employment rate associated with 
training with the high failure rate of trainees and the employers’ dissatisfaction with the quality of 
VTC graduates. Possibly, the high employment rate is more indicative of the scarcity of skills 
than the quality of training programs and the utility of graduates, once employed. Another 
possibility is that the trade tests are not indicative of the skills acquired by trainees. More work is 
required to develop reliable measures of the quality of training programs.  

Table 4.6. Pass rates by trade and gender (2002) 
 

Trade Male Female 
Air Conditioning & Refrigeration 69 0 
Auto Electric 80 10 
Auto Mechanic 52 2 
Bricklaying 47 5 
Carpentry & Joinery 19 23 
Diesel 67 17 
Electrical 32 2 
Joinery & Cabinetmaking 25 11 
Plumbing 43 18 
Radio & TV 27 46 
Welding & Fabrication 39 18 
Source: Ibid. 

Table 4.7. Performance by VTCs on Pitman-City & Guilds examinations (2002) 
 

VTC Entries Passes Fails % Pass 
Volambola  514 342 172 67 
Rundu  386 232 154 60 
Ongwediva  204 98 106 48 
Zambezi 320 70 250 22 
Windhoek  150 71 79 47 
Eros Girls School 235 133 102 57 
Total 1809 946 863 52 
Source: DVET. 
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INTERNAL EFFICIENCY  
Dropout rates  
4.46 Conflicting information was obtained regarding internal efficiency indicators. For 
example, at Valombola VTC, data indicate that only a few students dropped out in 2000. In 
contrast, a study103 of the Windhoek VTC found that between 1993 and 1999, 36 percent of the 
trainees dropped out before finishing their training. Most dropouts occurred in the first year 
(39%); 29 percent left in level two, 12 percent in level three, and 20 percent in level four. The 
high dropout in the first year may indicate trainees’ unrealistic expectations.104 Greater 
efficiencies could be obtained through the provision of career counseling in secondary schools. 
Aptitude, and entry tests could also help to match trainees to appropriate programs.  

4.47 Key reasons for dropping out of training were lack of funds for school fees (37% of the 
replies); failure of the examinations (29%); employment (20%); and lack of accommodation 
(17%). As noted, the survey also revealed that 60 percent of all dropouts found employment. This 
is a further indication of skills shortage in the labor market.105 On the positive side, the fact that a 
substantial proportion of dropouts secure jobs may well suggest that not all incomplete training is 
wasted.  

4.48 Another incentive for non-completion of training is that employers are reportedly willing 
to sponsor employees to attain specific skills but not necessarily to acquire a qualification. 
Whatever the reasons, the net impact is that a substantial proportion of the trainees who spend 
time at the VTCs leave without a qualification, even though they may have acquired marketable 
skills. Ironically, those who fail to complete their training and to attain a qualification are not 
formally recognized as artisans. They are categorized as semiskilled workers. For those trainees, 
the lack of certification limits the “portability” of credit for acquired skills to other training 
contexts. Moreover, skills acquired may not be appropriately compensated. This may actually be 
an incentive for employers to hire dropouts. The combined institutionalization of CBET, 
modularized curricula, and criterion-referenced trade testing should address the disadvantage 
suffered by such trainees. In addition, employers and trainees may best be served by “just-in-
time” short training that focuses on the acquisition of specific skills rather than on generic 
qualifications and certification.  

Trainee output 
4.49 The total outputs from the institutions increased substantially from 1998 onward, as seen 
in Table 4.8.106  

 
Utilization of instructors  
4.50 The instructor/trainee ratios in Table 4.9 show a substantial improvement in the 
efficiency of instructor utilization since 1996 and as enrollments rose. This improvement allows 

Table 4.8. Trends in VTC output by institution 
 

VTC 1992 1993 1994 1995 1996 1997 1998 1999 2000 2001 2002 
Zambezi  20 30 25 27 20 30 59 75 145 254 268 
Rundu  15 10 20 20 25 35 89 79 165 55 155 
Valombola  25 30 32 35 22 50 85 125 135 145 155 
Okakarara  25 15 28 20 25 35 55 65 76 79 40 
Windhoek - 65 20 60 40 - 145 155 100 124 120 
Arandis  20 25 27 28 25 26 29 - - - - 
NIMT - - - - - - - - - - - 
Total 105 175 152 190 157 176 462 499 621 657 738 
 - Not available 
Source: DVET. 
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for fuller use of existing capacities. For unknown reasons, the instructor–trainee ratio began to 
decline from 2000. This decline is counterintuitive, especially given the high demand for VTC 
places, and for skills in the labor market. Steps should be taken to redress this trend. 

 
CONCLUSION 
4.51 The current VET system is not adequately geared to meet the labor demand for skills, nor 
is it ready to meet the social demand for training. The system will be even more challenged if 
prospects for accelerating growth should materialize. Access is substantially limited, access and 
outcomes are inequitably distributed to the disfavor of women, quality and internal efficiency are 
poor, training programs are often dated and concentrated in traditional trades, and market and 
social relevance are doubtful. There are also indications that the system is not cost-effective. 
Some of the key reasons for observed inadequacies include inadequate financing; poor private 
sector participation in the design, management, and financing of the system; poor management at 
all levels; and poor stakeholder involvement in decision making. Future interventions will 
necessarily have to focus on the above weaknesses.  

Table 4.9. Number of public VTC instructors by institution (1992–2002) 
 

VTC 1992 1993 1994 1995 1996 1997 1998 1999 2000 2001 2002 
Zambezi 6 8 10 10 9 12 14 13 15 15 15 
Rundu 10 10 15 15 15 15 20 20 20 20 20 
Valombola 10 10 12 18 18 18 18 24 26 26 26 
Okakarara 10 10 13 16 18 18 18 18 20 21 21 
Windhoek - 10 10 12 10 14 15 15 16 16 26 
Arandis 4 4 4 5 5 5 5 5 - - - 
Total 40 52 64 76 75 82 90 95 97 98 108 
Trainees : Instructors 4 : 4 6 : 2  6 : 0 4 : 9 5 : 5 7 : 4 12 : 1 14 : 4 15 : 9 14: 7 13 : 6 
- Not available 
Source: DVET. 
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5. TERTIARY EDUCATION AND TRAINING 

 
INTRODUCTION 
5.1 The first unique contribution of 
tertiary education and training to 
knowledge-driven development is the 
production of the high-level human 
capital required to manage the 
economy. Second, and perhaps most 
important, is their capacity to 
regenerate higher level human capital. 
In this role, tertiary education and 
training institutions set the standard for 
a nation’s human capital base—be it 
that of excellence or mediocrity. The 
“standard setting” role of these 
institutions is even more significant in 
countries such as Namibia, where there 
is limited inter-institution competition. 
Third, tertiary education and training 
institutions provide industry/firms with 
the technical support and partnership 
required to spur R&D and innovation. 
They form a critical node of national 
knowledge and innovation systems. In 
developing countries such as Namibia, 
these institutions are a key source of 
virtually all forms of research and of 
R&D. In this role, tertiary institutions provide the high-level knowledge that can be diversely 
applied to facilitate economic and social development. To effectively play this role, tertiary 
institutions have to remain acutely informed of their country’s economic and social development 
potentials. Fourth, they meet the high-level LLL needs of knowledge workers, and of emerging 
knowledge/information societies that Namibia plans to become.  

5.2 The knowledge creation and management role of tertiary institutions is facilitated by 
advancements in ICTs. ICTs have substantially reduced the transport and communication costs 
formally associated with knowledge creation and management. Opportunities for learning from 
abroad, and for establishing and maintaining memberships in global knowledge networks, have 
been increased at reduced costs. Tertiary institutions are now better positioned to efficiently tap 
into the wealth of global knowledge and to bring that knowledge to bear on national development 
challenges.  

5.3 Apart from creating opportunities, ICTs and the KEs imperatives also place certain 
demands/threats on tertiary education and training systems. A key threat is that ICTs are fast 
“globalizing” two key functions of tertiary institutions: (a) the provision of tertiary education and 
training; and (b) the creation and dissemination of knowledge. National institutions no longer 
have the monopoly (or “preferential access”) over local students. At the click of a keyboard, 
students may more easily secure information about world universities and register with them if 

Box 5.1 Tertiary education and development 
 
Despite the methodological difficulties involved in 
measuring externalities, it can be shown that tertiary 
education produces an array of important economic and 
social benefits. …. Public economic benefits reflect the 
overall contribution of tertiary education institutions and 
graduates to economic growth beyond the income and 
employment gains accruing to individuals.  ….[I]n 
economies that rely increasingly on the generation and 
application of knowledge, greater productivity is achieved 
through the development and diffusion of technological 
innovations, most of which are the products of basic and 
applied research undertaken in universities. Progress in 
agriculture, health, and environment sectors, in particular, is 
heavily dependent on the application of such innovations. 
Productivity is also boosted by higher skill levels in the 
labor force and by qualitative improvements that enable 
workers to use new technology. Increased workforce 
flexibility, resulting from the acquisition of general skills 
that facilitate adaptation, is increasingly seen as a crucial 
factor in economic development in the context of 
knowledge economies. Sustainable transformation and 
growth throughout the economy are not possible without 
the contribution of an innovative tertiary education system. 
…. 
Source: World Bank. 2001a. 
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they find their local institutions to be not meeting their needs. Globally produced knowledge is 
now more easily accessible to students. As such, professors and institutional libraries are no 
longer the main sources of academic knowledge. All these opportunities imply that tertiary 
institutions should be globally competitive if they are not to be ignored. Global competitiveness, 
on the other hand, requires that these institutions remain at, and even push, the knowledge 
frontiers. This is a tall order, given the relative resource availability, and the maturity of 
institutions in young and developing countries such as Namibia. 

5.4 This chapter assesses the adequacy of the tertiary education and training system to 
effectively support the attainment of Namibia’s development goals and aspirations articulated in 
Chapter 1, and to effectively play the above-outlined roles. Given the limited data on the sub-
sector, some of the evidence provided below is derived from qualitative interview data. 

HISTORICAL AND INSTITUTIONAL OVERVIEW 
5.5 Namibia’s tertiary education and training system is very young. The first institution was 
established in 1992. Key public institutions are: (a) the University of Namibia (UNAM), (b) 
Polytechnic of Namibia (PoN), (c) four Colleges of Education (CoEs), and (d) three Colleges of 
Agriculture (CoAs). In 2002, these institutions collectively enrolled about 17,000 and graduated 
about 4,000 students, inclusive of those enrolled through open and distance learning (ODL) 
programs. There are about ten107 private institutions; these fall beyond the scope of this analysis.  

University of Namibia (UNAM) 
5.6 UNAM is currently the only public university. It was established by an Act of Parliament 
No. 18 of 1992. It replaced the pre-independence Academy for Tertiary Education which at that 
time incorporated three components: the University, the Technikon, and the College for Out of 
School Training (COST). UNAM currently has 7 faculties: agriculture and natural science, 
economics and management science, education, humanities and social sciences, law, medical and 
health sciences, and science. It also has five centers: the center for external studies (CES), the 
multidisciplinary research and consultancy center (MRCC), the language center, the computer 
center, and the information and learning resources center (ILRC). It has regional presence 
through nine centers/campuses in major towns of the country, including in the most populous 
Oshakati region. The university mainly offers certificate, diploma, and degree courses. There are 
very limited graduate and postgraduate level courses. 

Polytechnic of Namibia (PoN) 
5.7 The PoN replaced the pre-independence COST component of the Academy for Tertiary 
Education. It was established by an Act of Parliament No. 33 of 1994. It has four schools: 
business management, communication, legal and secretarial studies, engineering and information 
technology, and natural resources management and tourism. Courses are offered at a certificate, 
diploma, and degree level. Recent years have seen a proliferation of technology-oriented degree-
level courses. Examples include Bachelors of Technology, Marketing Technology, Civil 
Engineering Technology, and Mechanical Engineering, which were introduced in 2002. In 2003, 
another group comprising: Bachelors of Technology, Human Resources Management, 
Technology, and Public Management was introduced.  

Colleges of Education (CoEs) and UNAM Faculty of Education 
5.8 Pre-service (PRESET) teacher training is offered through the four Colleges of Education 
(CoEs)—Rundu, Caprivi, Ongwediva, and the Windhoek Colleges of Education—and through 
the UNAM Faculty of Education. CoEs offer a three-year pre-service Basic Education Teacher 
Diploma (BETD).108 The UNAM Faculty of Education runs a four-year PRESET B.Ed. program 
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for secondary school teachers. Plans are advanced to offer a B.Ed. primary education program as 
well. VTC instructors are jointly trained by the PoN and the CoEs. The PoN provides the content, 
while the CoE provide pedagogical elements. 

5.9 There has been a range of special in-service education and training (INSET) programs. 
The National Institute of Education Development (NIED) offers a four- to five-year INSET 
BETD program at the Ongwediva and the Windhoek CoEs. The program is offered in 
collaboration with the UNAM Faculty of Education, and the Center for External Studies (CES). 
There is also a special two-year INSET program, Mathematics and Science Teacher Extension 
Program (MASTEP), which was mounted in 1999 by the Faculties of Education and of Science 
with the support of the European Development Fund. MASTEP was designed to respond to the 
acute shortage of mathematics and science teachers. It was intended to upgrade 360 junior 
secondary school teachers with good mathematics and science capabilities to teach in senior 
secondary schools. As external funding dries up, it will become necessary for the MHETEC and 
UNAM to mainstream the program, perhaps as a special diploma in Science and Mathematics 
Education. Other in-service teacher education programs are undertaken with external institutions 
such as the University of South Africa (UNISA), and the Rand Afrikaans University (RAU). 
INSET courses are offered through face-to-face and distance education modes.  

UNAM’s Colleges of Agriculture (CoAs)  
5.10 Certificate- and diploma-level courses in agriculture are offered through: (a) the 
Neudamm college, which specializes in animal husbandry; (b) the Ogongo college, which 
specializes in crop production and forestry; and (c) the Tsumis Park college, which specializes in 
animal husbandry and karakul breeding. CoAs administratively fall under the Ministry of 
Agriculture, Water, and Rural Development.  

Other tertiary institutions  
5.11 The public sector also offers some limited post-secondary education and training through 
the National Health Training Center, the Israel Patrick Iyambo Police College, and study abroad 
programs.  

Open and Distance Learning (ODL)  
5.12 The university and the polytechnic have nine centers/campuses in major towns of 
Namibia. Some of the centers are equipped to deliver various online courses. However, most 
course materials still use print-based media, probably to cater for students who may not have easy 
access to computers and other electronic media. The university has a video conferencing facility 
between the main campus, and its Oshakati campus as well the campuses at Neudamm and 
Ogongo. This facility has great potential to be used for meetings, teaching, and collaborative 
research. If fully utilized, it could allow for the pooling and sharing of teaching staff in areas of 
serious shortages. Some of the key impediments to the full utilization of this potential are: 
inefficiencies in the telecommunication services that provide the phone lines, inadequate 
technical leadership in ICTs at the main campus, and inadequate staff training. Efforts are 
currently underway to train lecturers to make optimal use of this technology. 

5.13 The University of Namibia is a member of African Virtual University (AVU). Through 
this membership, it has access to about 1,700 electronic journals. Other opportunities offered by 
this membership include courses offered online and interactively via satellite.  

Policy orientation 
5.14 The policy framework that underpins tertiary education and training enjoys high 
legitimacy, mainly because of its analytic base, and its foundation on broad-based stakeholder 
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consultation. A white paper on higher education was articulated in 1998. The policy highlights 
the: (a) expansion of access; (b) attainment and sustenance of high quality programs; (c) 
relevance to national development challenges; (d) responsiveness to the needs of diverse 
constituencies; (e) facilitation of economic growth and competitiveness; (f) efficiency; (f) 
institutional coordination, collaboration, and integration; and (g) openness to innovation and 
diversity of types, modes, and means of education. Priority is to be accorded to programs and 
activities that enhance the national capacity for poverty eradication, employment creation, 
economic development, and the provision of effective and efficient public services. 

Planning for policy implementation  
5.15 Planning for policy implementation is weak. The university in particular has difficulties 
with effective and timely planning for policy implementation. Strategic plans tend to drag on in 
draft form. For instance, the second strategic plan, which ought to be into its third year of 
implementation, is still being drafted. This leaves the university operating for prolonged periods 
of time without a strategic plan. Poor planning has also made it difficult for the university to have 
a clear strategic focus, and to keep growth in teaching programs within an agreed strategic 
framework. Changes to “plans,” while healthy and unavoidable, have been more tactical than 
strategic.  

5.16 For both the university and the polytechnic, there seems to be no clear mechanism for 
linking teaching programs to the national human resources needs. The polytechnic endeavors to 
improve its responsiveness to labor market demands by including diverse stakeholders in its 
curriculum committees, and by drawing part-time teaching staff from the business community. 
However, participation of private sector representatives in curriculum committees is reportedly 
irregular. Overall, responsiveness to national human resources needs tends to be ad hoc and based 
on a case-by-case presentation of requests to the institutions. This has led to a proliferation and 
duplication of teaching courses and programs and to the attendant internal inefficiencies.  

5.17 The above weakness notwithstanding, the current draft strategic plan and strategic 
objectives of the UNAM reflect consistency with current thinking on the role of tertiary education 
and training in development in general, and in knowledge-driven development specifically. 
Section 1.1 of the draft Second Five Year Strategic Plan: 2001–2005, outlines the demands that a 
shift to a KE and advancements in ICTs place on tertiary institutions and the opportunities they 
avail. Acknowledged demands include the need to: (a) support the attainment of educational, 
economic, and socio-cultural development goals; (b) be globally competitive; (b) engage in R&D 
with direct economic impact; (d) engage in research that identifies and nurtures Namibia’s 
comparative advantage; (f) consciously serve the LLL needs of the society; (g) promote 
competencies required for a KE; (g) produce skilled labor required to boost productivity; (g) 
promote the creation and commercial exploitation of scientific knowledge; and (viii) promote an 
open and meritocratic society that embodies appropriate moral and ethical values. Key 
opportunities include the enhanced centrality of tertiary institutions in supporting their societies to 
effectively participate in the KE, and the enhanced potential to benefit from globalization and 
advancements in ICTs. 

Governance 
5.18 With the exception of the CoEs, the academic freedom and autonomy of the tertiary 
institutions is well respected. Both UNAM and the PoN are governed by their Councils with little 
if any interference from the government. The composition of Councils should ensure 
responsiveness to the needs of diverse constituencies, as stated in the Acts of both institutions. 
Membership comprises diverse stakeholders, including academics, administrative staff, students, 
public sector, private sector, professional associations, and communities in which the institution 
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resides. Academic affairs are guided by Senates and their committees. The daily management is 
overseen by the institutional leadership team comprising the Vice Chancellor (Rector, in the case 
of the polytechnic), Deans, and Heads of Departments. In addition, the university has a 
ceremonious Chancellor, who is the Head of State. While there is no political interference in the 
running of these institutions, it is fair to note that the university is perceived to enjoy undue 
advantages by virtue of having the Head of State as its ultimate Head. An often cited example is 
access to additional funding to cover the university’s frequent budget overruns. Serious 
consideration needs to be given to de-linking the governance of the university from the political 
leadership.  

5.19 In contrast to the other two institutions, CoEs do not have autonomy over their academic, 
administrative, or management affairs. Perhaps in recognition of the low academic profile of 
college lecturers, academic programs are determined by the National Institute for Education 
Development (NIED)—which also develops teaching programs. This practice removes the 
development, understanding, and ownership of academic programs from those who implement 
them, and from the real clinic where teaching and learning occurs. Clearly, this undermines the 
academic authority and autonomy of college lecturers. Moreover, there is a real risk of weakening 
the skills of the professional staff at the colleges, and of eroding their academic and management 
capacities, however poor, through disuse. It creates a risk that academic and management 
capacities will continue to be built at NIED, and not at the colleges. Moreover, the initiative of 
colleges to create and nurture their own institutional links with other local and international 
tertiary institutions may be discouraged. All levels of management decisions—the hiring of staff, 
determination of their salaries, procurement of basic services—are centrally determined at the 
MHETEC. Cases of colleges going for sustained periods of time without basic services—
telephones, electricity—because of delays in payments by the MHETEC are not uncommon.  

5.20 The MHETEC has introduced a bill to parliament on the establishment of an Advisory 
Council on Teacher Education (ACTE). The Council is expected to advise on general policy, 
governance, and funding, among other things. The composition of the ACTE—college rectors, 
representatives of NIED, directorate of Higher Education, the Faculty of Education, Teachers’ 
unions, and students—should give all stakeholders an opportunity to influence decisions in the 
administration and management of the CoEs. In future, as the CoEs mature, and the ACTE 
demonstrates its effectiveness in fulfilling its functions, further steps toward more autonomy for 
the CoEs need to be considered. The granting of autonomy to the CoEs should be accompanied 
by measures to improve their administrative, academic, and management capacities; 
accountability mechanisms; and monitoring and evaluation systems.  

Accountability of autonomous institutions 
5.21 The level of autonomy enjoyed by UNAM seems to not be matched by a comparable 
level of accountability. Several stakeholders have pointed to institutional and legal frameworks 
that have made it possible for UNAM to “misconstrue” academic autonomy to mean lack of 
accountability. Concern has also been expressed regarding the lack of performance incentives, 
accountability, and responsiveness to national needs. Specific issues include the lack of 
systematic collection of data on basic indicators such as student intake, graduation rates, staff 
teaching loads, and research outputs that could be used to monitor performance against inputs. 
Among others, management challenges are manifest in recent discoveries of misappropriation of 
funds, recurring deficits, and incidents of inability to pay staff salaries.  

5.22 To improve accountability of tertiary education institutions without risk of perceived 
political interference, the MHETEC is working on a bill to establish the National Council for 
Higher Education (NCHE). The NCHE was first recommended by the 1999 Presidential 
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Commission on Education and Training. The bill proposes wide-ranging powers and functions of 
the NCHE including: reviewing the strategic requirements of the system; setting system priorities; 
advising on budgetary matters; developing and executing a funding formula; monitoring trends in 
access, mobility, and graduate output; planning and coordinating the system; quality promotion; 
quality assurance; and accreditation of higher education institutions. Other important functions 
that the NCHE should attend to are the establishment of a management information system, and 
the establishment of a monitoring and evaluation system. Membership of the NCHE will 
comprise a broad base of stakeholders, including representatives of the public sector (the parent 
Ministry, NPC, MoF), UNAM, the polytechnic, and VTCs. It will also include a broad spectrum 
of organizations representing students, academic staff, women’s organizations, disabled persons, 
churches, business, and labor organizations. This should give such a Council substantial 
legitimacy and moral authority.  

5.23 The work of the ACTE and the NCHE will be subsumed under the overall guidance of 
the National Education Advisory Council (NEAC), which is provided for by the 2001 Education 
Act. A cost-effectiveness analysis of these new institutional layers—NEAC, ACTE, and the 
NCHE—needs to be undertaken, and consideration needs to be given to the establishment of 
many fewer institutions, especially within the context of a small country like Namibia. Perhaps 
both the ACTE and the NCHE could be created as a subcommittee of the NEAC. Care should 
also be taken to ensure that the roles and functions of these layers do not duplicate each other, and 
that they do not duplicate the roles already played by the two Ministries of Education. 

ACCESS AND EQUITY IN TERTIARY EDUCATION AND TRAINING 
Enrollment and outputs across institutions 
5.24 Access to tertiary education and training has substantially expanded after independence. 
For the university, enrollment increased by 137 percent between 1995 and 2002; the best growth 
occurred within the last two years109 (see Table 5.1). Enrollment through distance education 
programs (CES) grew by about 230 percent, accounting for about 40 percent of the total 
enrollment by 2002. Enrollment in non-distance education programs increased by about 100 
percent over the eight years. By 2002, enrollments were still very low in areas identified as 
having serious human resources shortages, such as science (7%), agriculture and natural resources 
(2%), and medical and health sciences (5%). The absence of an engineering program at UNAM is 
also prominent, especially in light of the acute shortage of engineers in a mining-dependent  
economy. 

Table 5.1. University enrollment trends by faculty and gender 
 

Faculties 1993 1995 1997 1999 2002 
 Total % F Total % F Total % F Total % F Total % F 
Agriculture & 
Natural Res.* 

- - - - 67 34 141 38 211 40 

Economics & 
Management Sc. 

326 34 477 43 652 46 750 46 1274 50 

Education 397 44 597 49 782 52 676 51 1187 58 
Humanities and 
Social Sciences 

377 56 436 51 389 51 415 62 897 62 

Medical & 
Health Sciences 

690 88 724 83 716 84 386 80 448 78 

Law** - - 45 38 89 37 106 46 225 49 
Science 144 38 165 35 298 37 363 39 632 40 
Center for Ext. 
Studies 

1705 65 1092 71 544 69 1239 75 3572 66 

Cen. For Visual 
 & Perf. Arts*** 

168 66 22 64 - - - - - - 

Total 3807 62 3558 62 3537 58 4076 60 8446 60 
- Not available 
*The first intake for the Faculty of Agriculture and Natural Resources was in 1996;  **The first intake for the Law 
Faculty was in 1994;   ***The Center for Visual & Performing Arts was incorporated into the Faculty of Humanities 
and Social Sciences at the end of 1995.  
Source: The UNAM Registrar’s Office (2003).  
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5.25  Women have consistently accounted for about 60 percent of the university enrollment. 
This is due mainly to their predominance in health sciences (excluding medicine), education, and 
in humanities and social sciences. To UNAM and Namibia’s credit, however, it is noteworthy 
that by 2002, women constituted 40 percent (or more) of the enrollment in fields that are 
ordinarily dominated by men. While the overall picture is encouraging, more effort is still 
required to bring about gender equity in enrollments, especially where enrollment patterns may be 
determined less by students’ choices and more by some currently undetermined barriers. 

5.26  Enrollments are concentrated 
in undergraduate programs (Table 5.2). 
In 2001, postgraduate students 
accounted for 6 percent of the 
enrollment. At this level, there were 
only three science students and one for 
agriculture and natural resources. This 
was relative to 140 students in the 
faculties of education and humanities. 
The sparse graduate-level programs 
raise questions about the efficient use 
of the 42 professors and associate 
professors—15 in the faculty of 
humanities and social sciences alone—
in a university that offers 
undergraduate programs almost 
exclusively, and that have limited research outputs. To use these professors appropriately, UNAM 
should expand its postgraduate programs, or should match its staff profile to students by reducing 
the number of professors and associate professors. 

5.27 In 2001, the university 
graduated 1,003 (16%) students 
from all its seven faculties and the 
CES. Virtually all the graduates 
were at a junior degree level. This 
output demonstrates the inability of 
the university to meet the demand 
for high-level technical specialists 
required to manage the economy. 
The university is also unable to 
meet the demand for senior 
scientists, researchers, and other 
senior knowledge workers.  

5.28 Growth in enrollments at 
the polytechnic (Table 5.4) has also 
been substantial, though much lower 
than at the university. Enrollment 
grew by close to 31 percent between 
1996 and 2002. This rate of growth 
fell far short of the demand for 
places. In 2003, for instance, there 
were 5,000 applicants for fewer than 

Table 5.2. UNAM’s enrollment by faculty, level, and gender 
(2001) 

 
Undergraduate Postgraduate  

Faculty/Center M F M F 
 

T 
Agric. & Nat. Res. 120 70 1 0 191 
Econ. & Mgt. Sc. 563 511 31 10 1 115 
Education 343 402 50 59 854 
Hum. & Soc. Sci. 300 477 18 13 808 
Law 65 61 78 50 254 
Med. & Health Sci. 85 275 7 39 406 
Science 355 205 2 1 563 
CES. 596 1 150 0 0 1 746 
Northern Campus 44 56 0 0 100 
TOTAL 2 471 3 205 187 172 6 037 
M Male;, F female;,T total. 
Source: UNAM, (2001). 
 

Table 5.3 UNAM’s output by faculty and level (2001) 
 

Faculty / Center Qualification Male Female Total 
Agriculture & 
Natural Resources 

Degree 9 12 21 

     

Degree 61 71 132 Economics &  
Management Sci. Certificates 8 9 17 
     

Diploma 20 28 48 
Degree 22 34 56 

Education  

Post Grad. Deg. 2 4 6 
     

Diploma 4 4 8 
Degree 19 48 67 

Humanities & 
Social Sciences 

Post Grad. Deg. 5 3 8 
     

Diploma 31 16 47 Law 
Degree 11 13 24 

     

Certificate 5 1 6 
Diploma 31 71 102 

Medical & 
Health Sciences 

Post Grad. Deg.  1 1 
     

Diploma 95 41 136 Science 
Degree 25 16 41 

     

Diploma 8 47 55 Center for  
External Studies Degree 56 172 228 
     

TOTAL  412 591 1003 
Sci. Sciences; Post Grad. Deg. postgraduate degree. 
Source: UNAM 2001. 
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200 places. While the number of applicants includes those who did not qualify for admission, the 
gap between the demand and supply is clearly huge.  

5.29 As with UNAM, the PoN is not able to produce high-level experts. Virtually all graduates 
hold qualifications that are lower than a junior degree (Table 5.5). The polytechnic is set up to 
produce middle-level technicians and professionals. Even at this level, graduation rates were very 
low for areas of acute human resources shortages such as engineering and information 
technology, and natural resources and tourism.  

 
5.30 Table 5.6 shows 
enrollments and graduation trends 
for the PRESET BETD programs, 
for the years where data were 
available. The number of students 
in the four colleges of education 
increased by 33 percent between 

Table 5.4. Trends in the enrollment of Namibian students at the polytechnic by school and gender 
 

1996 1997 1998 1999 2000 2001 2002  
School T %F T %F T F T %F T %F T %F T %F 
Business and  
Man. Systems  

1803 57 2417 57 2388 59 2507 60 2763 61 2597 60 2297 59 

Comm., Legal 
& Sec. Studies 

298 46 346 53 305 56 311 56 293 67 320 70 266 72 

Voc. Training 196 86 64 100 - - - - - - - - - - 
Nat. Res. Man. 
and Tourism 

124 35 133 34 154 38 243 44 313 42 388 41 381 41 

Engineering &  
Info. Tech. 

445 69 106 26 234 16 353 16 458 22 658 26 711 22 

Distance  
Educ. Center  

315 16 142 16 - - - - - - - - - - 

Total 3181 54 3208 53 3081 54 3414 54 3827 55 3963 53 3655 51 
- Not available 
Man. Management; Comm. communication; Sec secretarial; Voc. vocational; Nat. Res. Man. natural resources 
management; Info. Tech. information technology; Educ. Education. 
Note:   Table does not include foreign students. 
Source: Polytechnic of Namibia, Office of the Rector, 2003110. 
 
 

Table 5.5. PoN enrollment and graduation by school and qualification (2001) 
 

Graduation  
 
School 

 
Total 

Enrollmen
t 

National 
Certificate 

National Higher 
Certificate 

National 
Diploma 

Degree Total 

Business management 2822 129 109 348 0 586 
Engineering & 
information technology 

786 28 10 11 0 49 

Natural resources 
& tourism 

414 37 - 35 1 73 

Communications, legal 
and secretarial services 

147 33 7 21 0 61 

Total 4169 227 126 415 1 769 
- Not available 
Source: Polytechnic of Namibia, Office of the Rector, 2003. 

Table 5.6. PRESET enrollment and graduation in Colleges of 
Education  

 
 1995 1997 1999 2002 

 T %F T %F T %F T %F 
Enrollment 1510 52 1883 54 2111 54 2013 50 
Graduation 375 44 526 56 717 51 626 53 
Source: MHETEC, annual statistics. 
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1995 and 2002. There was near-equal participation and graduation of women and men. In 2002, 
women constituted virtually 50 percent of the enrollment.  

 
5.31 Output data for INSET are sketchy. 
By 2002, CoEs graduated close to 18 percent 
of their enrollment (see Table 5.7).  

5.32 As shown in Table 5.8, enrollment and 
graduation rates in the colleges of agriculture 
are too low to be cost-effective and to 
effectively produce the required agriculture specialists. Serious consideration should be given to 
increasing enrollments at these colleges, not only to respond to labor market demands, but also to 
realize economies of scale.  

Table 5.8. Trainees and graduates of Colleges of Agriculture 
 
 1995 1997 1999 2001 2001 

 T %F T %F T %F T %F T %F 
Diploma in Agriculture 

Enrollment 200 25 178 31 159 35 126 37 138 36 
Graduation 48 25 57 32 43 40 44 41 30 37 

Diploma in Forestry  
Enrollment - - 15 40 11 45 20 40 19 42 
Graduation - - 0 0 0 0 11 45 0 0 

- Not available 
Source: Records of Ministry of Agriculture. 
 
 
International comparison of access 
5.33 Figure 5.1 shows that although access 
has rapidly increased since independence, the 
GER for tertiary education still lags behind that 
of other middle-income countries, and is 
substantially below that of high-income 
countries. In 1999, Namibia’s GER was about 
8 percent. This access rate was almost half the 
GER for upper-middle-income countries 
(15%), and nearly eight times lower than for 
high-income countries (60%).111 Current 
enrollment rates are also low relative to 
Namibia’s labor market needs.112  

5.34 Local institutions offer limited access 
to tertiary education and training. However, 
Namibians have other opportunities through 
“study abroad” programs. The most significant 
are study abroad programs in South Africa’s 
institutions. In 2002, about 5,389 Namibians were enrolled in South African institutions. About 
1,200 were enrolled through the University of Southern Africa (UNISA); 173 through the Rand 
Afrikaans University (RAU); and 675 in technikons. Both UNISA and RAU have centers in 
Namibia. Fewer Namibians were enrolled in other countries. Estimates are that 80 were enrolled 
in the U.S., 66 in the UK, and 21 in Germany. Most of these students were enrolled in 

Table 5.7. INSET enrollment and graduation in 
Colleges of Education 

 
 1997 1998 1999 2000 2001 2002 
Enrollment 574 1366 1825 1759 2305 2379 
Graduation - - 414 - 718 419 
- Not available 
Source: Annual reports of BETD INSET program. 
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postgraduate studies, suggesting that more Namibians acquire senior degrees abroad, particularly 
in South Africa, than in Namibia. Discussions on the need to expand tertiary education in 
Namibia should therefore take into account opportunities offered in the sub-region. Given the size 
of Namibia’s population, it may be best for Namibia’s tertiary education and training institutions 
to select critical areas of focus, than to try and cover a broad spectrum of areas of study.  

Explaining the low access  
5.35 A primary constraint to expanding access to tertiary education and training is the poor 
output of the general education system. Secondary limitations include inadequate physical 
capacity, inadequate funding, and inefficient resource utilization. As an immediate measure to 
improve access, serious consideration should be given to extending the coverage of “pre-entry” 
courses currently offered at the Northern Campus of UNAM. These courses admit borderline-
qualifying candidates with an intention to improve their eligibility for admission. At present, the 
program covers mathematics, science, and English. A long-term, more affordable and sustainable 
measure is to improve the quality of general education, and therefore the number candidates 
qualifying for entry into tertiary education and training. The institution of a “pre-entry” courses 
should therefore have a clearly timed exit strategy.  

QUALITY AND EQUITY IN TERTIARY EDUCATION AND TRAINING 
Quality as inputs 
 
Teaching and learning environments 
5.36 Existing data are neither adequate nor consistent for providing a base to assess the 
adequacy of the physical teaching and learning environment and its impact on the quality of 
processes, outputs, and outcomes. There are, however, indications of shortages of teaching space 
in classrooms and laboratories. Other critical facilities such as library reading spaces are also 
limited. For example, the polytechnic has some 70 library reading places for slightly more than 
4,000 students. Library holdings are also inadequate, especially in colleges of education, and at 
the polytechnic. Other support facilities such as staff offices, and staff and student common 
rooms, are inadequate or nonexistent. It is possible that these shortages have adverse effects on 
teaching and l  

5.37 In 2002, the Valombola VTC reportedly had an applicant–admission ratio of 10:1, i.e., 
there were 2,000 applicants for 200 places. At the Windhoek VTC, the demand for training places 
was also 10 times greater than available places.113 The demand for places at NIMT was even 
higher, as it received 3,000 applications for 150 places, or 20:1.114earning and on the professional 
interaction that is conducive for networking and collaborative work. There are also indications of 
overprovision and underutilization of some resources. For instance, the Polytechnic’s School of 
Engineering and Information Technology could considerably improve its intake using current 
facilities.  

5.38 Norms and standards for the provisioning of tertiary education institutions need to be 
developed and used as a basis for redressing genuine shortages, as well as inefficient resource 
utilization. The development of norms and standards should be preceded by a comprehensive 
quality audit of the tertiary education and training sub-sector.  

Information and communication technologies 
5.39 ICT provision at the polytechnic is quite adequate. Virtually each staff member has a 
computer and easy access to the Internet. Students also have easy access to computers and to the 
Internet. The polytechnic has now moved to integrate ICTs into its teaching programs. This is a 
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positive initiative that should equip students with essential skills which they will need in the 
workplace. More training is still required for staff and students to optimize the use of ICTs 
available to them. 

5.40 The situation at UNAM is slightly different. While the administrative staff and the 
university management have a ratio of 1:1 for computers, about 40 percent of the academic staff 
do not have a computer at their desk. However, access to computers and to the Internet is possible 
through departmental computer laboratories and through the Information and Learning Resource 
Center (ILRC). For staff with personal computers, a substantial number need upgrading to use up-
to-date software. As with the polytechnic, students have easy access to computers and to the 
Internet via departmental laboratories and the ILRC. A key hindrance to the impact of ICTs on 
teaching, learning, and research seems to lie more with their utilization and less with their 
provision. For instance, the ILRC was established to support teaching, learning, and research. It 
has state-of-the-art equipment for Internet access, networking, video conferencing, and web-
based teaching and learning. It has a well-equipped Interactive Multimedia Unit that is 
underutilized due to lack of technical leadership in the area. Currently, the ILRC inadequately 
services the university campuses and centers such as the Neudamm Agriculture Center, the 
Northern Campus, and even UNAM Faculties. If fully exploited, the ILRC offers great potential 
for facilitating learning, teaching, and research. It could also enable more cost-effective sharing of 
teaching staff across UNAM and its campuses and centers, especially in areas where there is 
shortage of teaching staff. More students and staff need to be trained in the use of these facilities 
as learning, teaching, and research tools.  

Staff qualification  
5.41 The current profile of UNAM’s academic staff should be able to ensure high quality of 
programs, outputs, and outcomes. Table 5.9 shows that with the exception of the Faculty of Law, 
the Northern Campus, the Language Center, and the Center for External Studies, most of the staff 
members have a Ph.D. and at least five years’ experience. Virtually all senior positions—
professors and associated professors—are occupied by men. Also notable is the low qualifications 
of staff in the university’s centers and at the Northern Campus. This does not augur well for a 

Table 5.9. Profile of UNAM academic staff (2003) 
 

  
Title 

 
Total 

 
Male 

 
Female

 
Qualification Years of 

Experience

 
Total

 
Male

 
Female 

 
Qualification Years of 

Experience
  Agriculture & Natural Resources Center for External Studies 
Professors 2 2 0 Doctoral 10+ 0 0 0 0 0 
Associate Professors 2 1 1 Doctoral 10+ 0 0 0 0 0 
Senior Lecturers 7 6 1 95% Doc 5–10 1 1 0 M.Ed. 5–10 
Lecturers 17 12 5 M.Sc. 5 - 9 4 5 M.Ed. 5 - 
  Humanities & Social Sciences Medical & Health Sciences 

Professors 8 8 0 Doctoral 10+ 1 0 1 Doctoral 10+ 
Associate Professors 7 5 2 Doctoral 10+ 0 0 0 0 10+ 
Senior Lecturers 12 3 9 80% Doc. 5–10 3 1 2 30% Doc. 5–10 
Lecturers 34 20 14 M.A 5 - 20 0 20 50% M.Sc. 5 - 

  Economics & Management Education 
Professors 5 5 0 Doctoral 10+ 3 2 1 Doctoral 10+ 
Associate Professors 3 2 1 Doctoral 10+ 3 3 0 Doctoral 10+ 
Senior Lecturers 7 7 0 50% Doc 5–10 10 5 5 50% Doc. 5–10 
Lecturers 13 10 3 20% Doc 5 - 23 14 9 10% Doc. 5–10 

  Law Sciences 
Professors 1 1 0 Doctoral 10+ 4 4 0 Doctoral 10+ 
Associate Professors 1 1 0 LLM 10+ 2 2 0 Doctoral 10+ 
Senior Lecturers 4 3 1 LLM 5–10 12 11 1 98% Doc. 5–10 
Lecturers 2 1 1 LLM 5 - 22 14 8 10% Doc. 5–10 
  Northern Campus Language Center 

Professors 0 0 0 0 10+ 0 0 0 0 10+ 
Associate Professors 0 0 0  10+ 0 0 0 0 10+ 
Senior Lecturers 0 0 0  5–10 1 0 1 Doctoral 5–10 
Lecturers 2 2 0 MA 5 - 9 5 4 70% MA 5–10 
Source: University annual reports.  
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system that seeks to improve equity in educational access and quality. 

 
5.42 Both UNAM and the Polytechnic 
have a policy of seeking to fill positions 
with qualified Namibians in the first 
instance. Table 5.10 suggests that this 
policy is having a positive impact. In 2001, 
62 percent of the university’s academic staff 
comprised Namibians. However, there are 
challenges in recruiting and retaining 
Namibians who are adequately qualified in 
ICTs, science, and engineering. The 
university loses them to the public and 
private sector where salaries are higher. 
This situation will be resolved in time as 
more Namibians acquire postgraduate 
qualifications in these areas.  

5.43 A staff development program is in 
place. In February 2003, there were 37 
Namibians studying for their Ph.D., 33 for 
master’s degrees, and 10 for bachelor’s 
degrees. Most of the Ph.D. staff development fellows were studying education (11). Fewer were 
studying science (5), agriculture and natural resources (4), and economics and management 
science (3).  

5.44 As shown in Table 5.11, the profile 
of academic staff at the Polytechnic is 
adequate if the institution is to continue 
producing middle-level technicians and 
professionals. In addition, nearly half of the 
teaching staff (47%) is non-Namibian. 
Substantial improvements to the staff profile 
will be required if the polytechnic is to 
mount graduate and postgraduate programs, 
or if it is to mount substantial research programs.  

5.45 Table 5.12 shows that very few College lecturers hold a postgraduate academic or 
professional qualification. Qualifications of College lecturers need to be substantially improved 
as a necessary step to improve the quality of the teachers they produce, and consequently the 
quality of general education. 

Table 5.10. UNAM academic staff by gender and 
nationality 

 
Faculty/ 
Center 

M F Namibian Non-
Namibian 

T 

Agriculture & 
Natural Res. 

20 9 13 16 29 

Economics & 
Mgt. Science 

27 5 16 16 32 

Education 26 15 28 13 41 
Humanities & 
Social Science 

39 32 55 16 71 

Law 7 2 5 4 9 
Med. & 
Health Serv.  

4 36 39 1 40 

Science 40 18 31 27 58 
CES 8 8 10 6 16 
Language 
Center 

6 8 11 3 14 

MRCC 8 3 10 1 11 
Library 5 13 11 7 18 
TOTAL 192 151 230 113 343 
M Male; F female; T total. 
Source: UNAM 2001. 
 

Table 5.11. Profile of the PoN academic staff  
 (% in 2003) 

 
School Ph.D. Master’s 
Engineering & Technology,  12  30 
Business & Management  6  51 
Communication, Legal & 
Secretarial Studies 

 0  37 

Natural Resources &Tourism  4  43 
Source: Written submission by the PoN. 
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Student quality  
5.46 The poor readiness of the intake of tertiary education institutions is well acknowledged as 
a critical constraint to attaining the high quality and academic excellence expected of tertiary 
institutions. In addition, there is a “creaming off” of the best intake to universities abroad, 
particularly in South Africa.115 All tertiary institutions point to their intake’s poor mastery of 
English, science, and mathematics, as well as poor communication skills, study skills, and 
computer skills. In the effort to improve student readiness to undertake university studies, the 
UNAM offers a four-year degree with the first year essentially used as a “bridging year.” Both 
UNAM and the PoN provide further special remedial courses in English and in communication 
skills for students who need them. In addition, UNAM’s Northern campus offers “pre-entry” 
courses in English, science, and mathematics to grade 12 graduates with IGCSE symbols below 
the set admission criteria. Reportedly, most of these students do gain entry into the university, 
especially the Faculty of Education. 

Quality as process 
 
Quality assurance methods and mechanisms 
5.47 The university uses a range of tools that can provide data for a quality audit and a quality 
assurance system. These include: procedures for staff recruitment and student admissions; staff 
appraisal and student assessment processes; internal moderation of course outlines and content; 
and the internal and external moderation of student examinations. In 1997/98, the university 
engaged the South Africa Rectors’ Conference for an external review of its programs. The results 
were not publicly disseminated.  

5.48 Collectively, the tools currently used by the university do not constitute a comprehensive 
quality assurance system, and, even then, they are not always transparently applied. In addition, 
the UNAM does not fully subscribe to NQF that is prepared under the NQA. The NQA is meant 
to serve as an umbrella quality assurance body for education and training.  

Table 5.12. Profile of academic staff in CoEs (2003) 
 

Academic Qualifications Professional Qualifications College of 
Education  

Lecturers 
GR 12 B.A. Hons. M.A. Ph.D. Cert. Dip B.A

. 
MA. Ph.D. 

Caprivi             
Total 27 11 12 — 2 2 1 15 5 3 — 
Male 22 9 9 — 2 2 1 12 4 2 — 
Female 5 2 3 — — — — 3 1 1 — 

Ongwediva            
Total 65 35 24 1 5 — 3 28 20 12 — 
Male 34 20 10 — 4 — 2 13 9 9 — 
Female 31 15 14 1 1 — 1 15 11 3 — 

Rundu            
Total 24 12 9 2 1 — 3 8 9 3 — 
Male 17 9 8 — — — 2 6 7 2 — 
Female 7 3 1 2 1 — 1 2 2 1 — 

Windhoek            
Total 54 15 20 12 6 1  31 20 1 1 
Male 18 4 7 4 3 —  10 8 — — 
Female 36 11 13 8 3 1  21 12 1 1 

Total 170 73 64 15 14 6 12 82 48 16 1 
Male 91 42 34 4 9 4 9 42 23 11 — 
Female 78 31 30 11 5 2 3 40 25 5 1 

— Not available 
Source: MHETEC. 
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5.49 Examples of good practice in quality assurance are offered by the International Network 
of Quality Assurance Agencies. Some of the aspects that constitute data for a quality audit and 
assurance system include: education standards of students on admission; qualifications of 
academic staff; the extent and standard of teaching, learning, and research facilities; learning 
support resources, e.g., library, study space, ICT provision; teaching and learning processes 
employed by academics; and standards achieved upon graduation. Consistent and systematic 
collection and analysis of these data would make it possible to conduct international comparisons 
of the university’s performance, and to suggest appropriate remedial actions.  

5.50 The polytechnic is a member of the International Network of Quality Assurance 
Agencies. In addition to the tools used by the university, it has established a three-yearly internal 
self-evaluation that is followed by an external evaluation. The latter is conducted by the Higher 
Education Quality Committee (HEQC) of the South African Council on Higher Education. Being 
conscious of the academic focus of the HEQC process, the polytechnic has also engaged the Ernst 
and Young company to undertake an audit of its services every three years. Feedback from the 
HEQC pointed to the inadequate attention to quality issues and gave conditional accreditation to a 
number of programs and courses. Another key weakness highlighted in the report is the neglect of 
research.  

5.51 The main quality assurance system used in the colleges of education is an external 
moderation of programs, modeled after the Botswana external moderation system. The 
moderation is jointly undertaken by the UNAM Faculty of Education, the CES, NIED, and the 
two Ministries of Education.  

5.52 Serious consideration should be given to the development and institutionalization of a 
robust quality assurance system for not only UNAM, but for all tertiary institutions under the 
aegis of the NCHE and the NQA. In addition, the MHETEC should ensure compliance of all 
education and training institutions with the NQF, once its robustness and comprehensiveness are 
established. An independent quality audit of all tertiary education and training institutions should 
be undertaken at the earliest possible date. The audit should examine administrative processes and 
systems, support systems and processes, and total academic activity; these should include 
teaching, research, examinations, staff promotions, and other matters related to the quality of 
provision. On the basis of the results, the audit team should recommend specific ways to 
institutionalize quality audits, to strengthen existing quality assurance systems, and to strengthen 
the NQA, including the NQF.  

Quality as outcomes 
 
Student performance on examinations 
5.53 Hard evidence of the quality of outcomes is scant. First, student passes at both the 
university and the polytechnic are classified into two broad categories—a pass and an honors, and 
a pass and cum laude, respectively. This broad classification makes it difficult to track 
improvements of student performance over time, as ordinarily, very few students attain the higher 
classification. In addition, consistent and longitudinal records of student passes are not kept. 
Second, because of the acute shortage of qualified personnel, the labor market demand for 
graduates of these institutions is not a reliable indicator of the quality of output. The fact that 
virtually all graduates of tertiary institutions secure a job may be less an indicator of their quality 
and suitability to the market, and more an indicator of skills shortage. Third, there are no tracer 
studies of graduates that could provide objective information on the quality of outputs or their 
utility in the market. The general impression from interviews with diverse employers is that of 
dissatisfaction with the quality of output. They cite the same limitations cited by the 
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institutions—poor communication, writing, computer skills, and English proficiency. Employers 
have also pointed to the shortage of graduates with business management skills, and have 
requested the introduction of a business administration program at UNAM. 

INTERNAL EFFICIENCY 

Completion rates  
5.54 Data on critical indicators of 
internal efficiency—completion, repetition, 
and dropouts—are not routinely collected. 
The 2002 data received from the 
polytechnic show completion rates that 
range from 70 to 85 percent. As shown in 
Table 5.13, the university recorded very low 
completion rates for the same year, 
especially for science (20%), humanities 
and social sciences (35%), and education 
(44%).  

 Staff utilization  
5.55 Efficiency in the utilization of academic staff could be improved. The average full-time 
equivalent (FTE) student per university staff is 16.8, which is quite low (see Table 5.14). 
Variations across faculties are substantial. The Center for External Studies and the faculty of 
Economics and Management Sciences had the highest ratios: about of 49 and 42, respectively. At 
the lower end was the faculty of Health Sciences and Agriculture at about 3 FTE per staff, and 
engineering at about 7 FTE per staff. Such FTE per staff is quite low, considering the importance 
of these fields in producing the required health personnel, agricultural experts, and engineers.  

 
5.56 As shown in Table 
5.15, the polytechnic had an 
average FTE per staff of 
about 24, but also with 
substantial variation between 
schools and departments. The 
highest FTE per staff was in 
the school of Business and 
Management Studies (46); the 

Table 5.13. University completion rates (% ) 
 
FACULTY 2000 2001 2002 
Agriculture & Natural Resources 60.5 51.2 61.8 
Economics & Management Sciences 42.4 58.7 68.8 
Education 89.3 56.9 44.2 
Humanities & Social Sciences 34.0 49.1 35.0 
Medical & Health Sciences 55.2 47.4 55.8 
Law 33.3 67.4 67.4 
Science 23.8 30.6 20.2 
CES - - 59.6 
- Not available 
Note: The figures for the Faculty of Education for the 2000 
and 2001 academic years also include the Center for 
External Studies. 

Table 5.14. FTE student-to-staff ratio, UNAM 
 

  Staff Courses* Enrollment in 
courses 

Enrollment 
per course 

Course 
per staff

FTE FTE per 
staff 

Agriculture 32 117 1,605 13.7 3.7 107 3.3 
Economics 31 178 19,456 109.3 5.7 1,297 41.8 
Education 39 182 6,946 38.2 4.7 463 11.9 
Humanities 69 478 18,759 39.2 6.9 1,251 18.1 
Law 10 58 2,595 44.7 5.8 173 17.3 
Health 38 59 1,887 32 1.6 126 3.3 
Science 54 172 9,834 57.2 3.2 656 12.1 
CES 16 88 11,645 132.3 5.5 776 48.5 
Total 289 1,332 72,697 54.6 4.6 4,849 16.8 
* Trimester courses. 

Table 5.15. FTE trainee-to-staff ratio, PoN 
 

 Staff Courses Enrol. / 
Course 

Enrol. / 
Course 

FTE FTE/ 
Staff 

Business 33 93 14,934 161 1,503 46 
Commun. 27 49 7,104 145 639 24 
Engineer. 50 166 9,040 54 770 15 
Natural 
resources 

22 119 2,945 25 258 12 

Total 132 427 34,023 80 3,170 24 



 

 

70

 

lowest was in the school of Natural Resources and Tourism (12). The variation in FTE per staff 
was much higher across departments. For example, the Department of Economics had an FTE per 
staff of 70, while the Department of Nature Conservation had only 4 FTE per staff.  

5.57 The current FTEs per 
staff warrant a detailed cost 
analysis at the departmental 
and individual course level. 
While variations in the FTE per 
staff are to be expected, the 
extent of the differences should 
be a source of concern to the 
institution and to the funding 
Ministry. The cost of a program 
is heavily dependent on FTE 
students in the program. In 
particular, the cost-
effectiveness of programs and 
courses with less than 10 FTE 
per staff needs to be seriously 
considered. For the 
polytechnic, these include 
Nature Conservation, Media 
Technology, Agriculture, Civil 
and Electrical Engineering.  

5.58 The student-to-staff ratio at the colleges of education and the faculty of education is a low 
12:1 and has held steady at this level since 1995. As shown in Table 5.16, there is still a notable 
gap between the ratio for the Windhoek College of Education—9:1—and the other three 
colleges—averaging 13:1. 

Course overlaps 
5.59 Another source of internal inefficiency is the overlap/duplication of courses offered 
within institutions. Table 5.17 illustrates some of the course duplication across UNAM’s faculties 
and departments. The content of these courses is virtually identical. For instance, a research 
methodology course is offered as six different courses across three faculties. 

Table 5.16. Students-to-staff ratio 
 

Year College of 
Education 1995 1996 1997 1998 1999 2000 
Caprivi       
 Lecturers 14 18 27 24 26 27 
 Students  224 288 335 341 350 321 
 Lecturer:Student 1:16 1:15 1:13 1:13 1:14 1:13 
Ongwediva       
 Lecturers 56 56 64 59 56 64 
 Students  792 816 802 840 898 889 
 Lecturer:Student 1:14 1:15 1:13 1:14 1:16 1:13 
Rundu       
 Lecturers  14 17 23 27 25 24 
 Students  136 234 300 348 347 333 
 Lecturer:Student 1:10 1:14 1:13 1:13 1:14 1:13 
Windhoek       
 Lecturers  47 53 54 56 54 54 
 Students  393 386 452 539 515 472 
 Lecturer:Student 1:8 1:7 1:8 1:10 1:10 1:9 
Total       
 Lecturers 131 144 168 166 161 169 
 Students 1545 1724 1889 2067 2111 2015 
 Lecturer:Student 1:12 1:12 1:11 1:12 1:13 1:12 

Table 5.17. Course overlaps at UNAM (2003) 
 

Faculty of Agriculture Faculty of Humanities and Social Sciences Faculty of Economics and 
Management Sciences 

Department of Agricultural 
Economics 

Department of Psychology Department of Social 
Work 

Department of Political & 
Administrative Studies 

Code: AEC3322 
Content: 
Types of research methods 
Sample design 
Survey methods 
Reliability and validity 
Data preparation, processing, 
and analysis 
Data presentation and report 
writing 

Code: PSG3252 
Content: 
Research criteria 
Validity, reliability 
Basic statistical procedures 
 
Code: PSG3410 
Research paradigms 
Quantitative methods 
Qualitative methods 

Code: SOW3392 
Content: 
Research process 
Research design 
Data collection and 
processing 
Report writing 
 
Code: SOG3211 
Content: 
Research process 
Report writing 
Quantitative and 
qualitative research 
methods 
 

Code: PMR3471 
Content: 
Process of research 
Quantitative and qualitative 
data collection and analysis 
Research design 
Validity, reliability 
Sampling 
Writing research report 
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5.60 Another example of course duplication is found in the  Departments of Agricultural 
Economics and the Department of Economics. Given the strong similarities between the course 
content, and the low enrollments in each course, there may be room for amalgamation, such as 
the courses given in Table 5.18.  

 
5.61 While most of these courses and programs may be critical to Namibia’s human capital 
and knowledge needs, the challenge is how to run them in a cost-effective manner. In the first 
place, a system should be put in place to scrutinize the necessity of courses before they are 
introduced. Such a system should necessarily include the voice of the MHETEC and of the NPC. 
For both the university and the polytechnic, efficiency gains could be realized by increasing 
enrollments in some of the program, without need for additional teaching staff. Since the shortage 
of qualifying candidates for some of these programs may be a constraint. Other viable alternatives 
include:  

�� A joint offering of courses, especially in agriculture and engineering by the two 
institutions.  

 
�� Streamlining courses and programs with a view to reduce the number of courses 

and programs with very low enrollments. 
 

�� Reconsidering staffing at different levels, and putting in place a proper allocation 
of teaching loads. This will require the setting up of a minimum teaching load 
that takes into account both contact hours per week and the number of students 
enrolled in courses. Without a commonly accepted norm for teaching load, it 
could be difficult to introduce a formula-based funding. 

 
�� If it should be cheaper, considering training abroad, especially within the SADC 

region. 
 
5.62 The rationalization of courses will require a more detailed analysis of course offerings 
across the institutions and across departments, with a view to amalgamate courses with similar 
content, and to coordinate their scheduling and teaching.  

CONTRIBUTION TO THE NATIONAL KNOWLEDGE AND INNOVATION SYSTEM  
5.63 There is no conclusive evidence on the capacity of the tertiary education and training 
system to effectively contribute to the development of a national knowledge and innovation 
system. Data on the institutions knowledge activities are not systematically kept. Examples 
include research programs and outputs, the volume and quality of outputs, the variety of 
outputs—journal articles, books, patents—leadership and membership in other knowledge nodes 
in the country, R&D activities with industries, financing for research, and so on.  

5.64 Evidence from interviews with diverse stakeholders points to very weak capacity for 
knowledge and innovation. Interviews116 also consistently corroborated a view that Namibia’s 

Table 5.18. Course overlaps in Departments of Agricultural Economics & Department of Economics 
 

Agricultural Economics Economics 
AEC3311 Mathematics for Agricultural Economists 
AEC3321 Quantitative Methods 
AEC3452 Development Economics 

EEM3231/2 Mathematics for Economists 
ETM3351 Econometrics I 
EDE3352 Development Economics  
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premier tertiary institutions—the university and the polytechnic—are not recognized as effective 
leaders in knowledge creation and management. Also in doubt was the relevance of the research 
agendas of these institutions to Namibia’s current development challenges. There was also clear 
and consistent disappointment with the quality of commissioned research outputs of the 
university, particularly by ministries, parastatals, and other research bodies that had been their 
clients.  

5.65 Several factors explain this poor capacity. The two key tertiary institutions do not have 
clear and operational research policies. The draft research policies of the university and the 
polytechnic are yet to be finalized. The lack of policies and strategic plans leaves research and 
other knowledge creation efforts without a clear and sustained strategic focus.  

5.66 Both the university and the polytechnic have set up institution-wide research focal points, 
and/or centers. These are meant to stimulate and coordinate research and other knowledge 
creation efforts. The University has the Multi-disciplinary Research and Consultancy Center 
(MRCC) and a Consultancy Bureau. The polytechnic has the Center for Applied Research and 
Technology (CART). Even these centers could not provide data on their knowledge outputs over 
time, the range and quality of outputs , strategic research focus, and on levels and sources of 
financing.  

5.67 Another key limitation is that all tertiary institutions are predominantly teaching 
institutions. In addition, they focus on undergraduate courses. The lack of graduate and 
postgraduate programs contributes to a weak research tradition.  

5.68 With the exception of the university, the low qualifications and limited experience of the 
academic staff translate into very low capability to effectively contribute to knowledge creation 
and application.   

5.69 For staff with the capability to undertake research, inadequate funding is a key constraint. 
In 2002 for example, UNAM spent 0.2 percent of its N$141 million budget on research. This 
hardly falls far from the national norm. For the years 1989–2000, Namibia allocated only 0.01 
percent of its GDP to R&D. The lack of consistent funding contributes to the lack of focus of 
research activities. Invariably, the academic staff spend more effort on technical reports and on 
ad-hoc consultancy requests than on sustained basic and/or applied research.  

5.70 Beyond the institutions, the broader environment does not motivate and stimulate 
research. As noted, R&D is generally under-funded. In addition, there is a striking dearth of R&D 
in Namibia’s firms. Consequently, there are really no strong partnerships that could stimulate 
R&D activities in tertiary institutions. The low educational attainment of the population translates 
into a poor research and knowledge market. There is a very thin base of clientele that is able to 
couch their production challenges as knowledge and research needs, and this translates into low 
effective demand for knowledge. For those sections of the population that have effective demand 
for knowledge, the general lack of confidence in tertiary institutions, and in UNAM particularly, 
translate into a general preference for contracting international consultants to undertake studies 
that could have been awarded to local tertiary institutions. This further denies tertiary institutions 
the opportunity to strengthen their research and analytical capacity through practice. The lack of 
guidance from the National Planning Commission on key development challenges that require 
research and knowledge to address them, is another potential constraint to the market.  
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CONCLUSION 
5.71 Within a decade, Namibia has made substantial progress in the development of its tertiary 
education and training system. Although implementation remains a challenge, the policy 
framework is well articulated and the institutional framework is fast evolving. The three principal 
institutions—UNAM, PoN, and CoEs—are now established. Prospects for a vibrant private 
tertiary education and training system look bright; ten institutions are already operational in the 
country and one more is under discussion. Though not without challenges, these institutions 
provide a good base for the future development of the sub-sector.  

5.72 Impressive progress has also been made toward opening access to tertiary education and 
training. However, there is still room to improve levels of access to meet the country’s labor 
market demands, and to reach levels comparable to those of countries that Namibia wishes to 
emulate.  

5.73 These achievements notwithstanding, substantial effort is still required to transform the 
system into a key driver of a KDD. Fundamental challenges pertain to the need to (a) 
appropriately locate the system within the overall development dialogue and development 
strategy, and (b) effectively plan for the future development of the system. As with other sub-
sectors, efforts are required to improve the system’s quality, responsiveness, financial 
management, knowledge and information management, internal efficiency, and overall 
accountability for results.  
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6. COST AND FINANCING OF EDUCATION AND TRAINING  

INTRODUCTION 
6.1 Second to “know-how,” the adequacy and effective utilization of financial resources is a 
key determinant of the degree to which Namibia can transform and rapidly develop its education 
and training system. This chapter focuses on the financing aspects of the system.  

Government finances 
6.2 Tables 6.1 and 6.2 show trends in government revenues and expenditures over the past 12 
years. The government is now less dependent on grants from external donors for its revenue than 
it was at independence. The share of grants declined from 13 percent of the total revenue in 
1989/90, to less than 1 percent in 2000/01. At the start of the 1990s, total revenues—including 
grants—were 38.7 percent of the GDP, but fell to 33.8 percent by 2000/01. This still represents a 
recovery from 1996/97, when the corresponding percentage was about 31 percent. Excluding 
grants, current revenues averaged more than 30 percent of the GDP over the past 12 years. Again, 
the mid-decade had the lowest percentages. Key sources of revenue are income tax, property tax, 
and other domestic sources.  

Table 6.1. Overall government revenue (1990–2001) 
 

Total Revenue Current Revenue Year 
 
 
 

Million 
of N$ 

As % 
Of GDP 

Index 
1990=100 

As % of 
GDP Total 

Grants 
(As % 

of Total 
Revenue) 

1989/90 2,310 38.7 100 33.6 100 13.3 
1990/91 2,007 27.7 71 26.3 78 5.0 
1991/92 2,603 34.3 89 33.4 100 2.6 
1992/93 2,929 34.6 89 33.8 101 2.5 
1993/94 3,095 31.4 81 30.8 92 1.8 
1994/95 3,649 30.8 80 30.5 91 1.0 
1995/96 4,074 30.7 79 30.3 90 1.1 
1996/97 4,662 30.2 78 29.9 89 1.1 
1997/98 5,646 32.7 84 32.4 97 1.0 
1998/99 6,186 32.1 83 31.9 95 0.6 
1999/00 7,272 33.9 87 33.6 100 0.9 
2000/01 8,293 33.8 87 33.6 100 0.7 
Source: IMF Database. 

 
6.3 Table 6.2 shows that total expenditures have consistently exceeded total revenues, 
sometimes by more than 1.10 times the government’s total receipts. Current spending—i.e., total 
expenditure minus capital expenditure and debt service payment—represents between 83.5 and 
90.2 percent of total spending since 1989/90, averaging around 30 percent of the GDP. Table 6.2 
also shows that debt interest, which has been increasing over the past ten years, is a source of 
fiscal distress. The total debt interest payment accounts for about 6 percent of the total 
government expenditure in the latest year—or about 2 percent of the GDP. The increase in the 
total debt interest payment implies that there may be constraints to increasing investments in the 
education sector, which would be necessary to improve access while deepening quality.  
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PUBLIC SPENDING ON EDUCATION 
Recent trends in budget allocation by economic purpose and level of education 
6.4 Namibia stands out as one of the biggest spenders on education and training. As shown in 
Table 6.3, the share of education expenditure as a percentage of the GDP increased from 9 
percent in 1997/1998, to 9.7 percent in 2001/2002. This upward trend reflects the rise in teachers’ 
salaries, and increased investment expenditure. In 2002/2003, the education budget as a 
percentage of GDP declined to 8.6 percent. The decline was mainly attributable to the significant 
decline in the budget for goods and services in both the MBESC and the MHETEC.  

6.5 The proportion of the GDP allocated to education and training is projected to further 
decline to about 7.1 percent by 2006/2007, which is still high by any comparison. In absolute 
terms, the projected expenditure is expected to increase modestly. However, when adjusting the 
figures for inflation, there would actually be a decline in spending on education. Investment in 
education is therefore projected to decline at the same time when there is need for higher 
investments: to increase current levels of access, eradicate inequalities in resource inputs, and 
improve quality. Moreover, more investments will be required to ensure that the impact of 
HIV/AIDS does not drastically impair current levels of development in the sector.  

Table 6.2. Overall government expenditure (1990–2001) 
 

Total Expenditure Current Expenditure Interest on all Public Debt
As % of GDP 

Year 
 
 
 
 

Millions 
of N$ 

 
 % 

Index 
1990=100

As Ratio 
of Total 
Govt. 

Revenue 

As % 
of Total 

Expenditure 

As % 
of 

GDP 

As % 
of Total 

Expenditure 

As % 
of 

GDP 
1989/90 1,957 32.8 100 0.85 90.2 29.6 6.7 2.2 
1990/91 2,027 27.9 85 1.01 84.8 23.7 1.3 0.4 
1991/92 2,779 36.6 112 1.07 85.2 31.2 0.8 0.3 
1992/93 3,334 39.4 120 1.14 83.5 32.9 0.6 0.3 
1993/94 3,410 34.6 105 1.10 85.8 29.6 2.1 0.7 
1994/95 3,813 32.2 98 1.04 89.2 28.7 3.1 1.0 
1995/96 4,502 33.9 103 1.11 87.2 29.5 3.2 1.1 
1996/97 5,462 35.4 108 1.17 88.6 31.3 4.6 1.6 
1997/98 6,041 35.0 107 1.07 87.1 30.5 5.8 2.0 
1998/99 6,840 35.5 108 1.11 89.2 31.7 7.1 2.5 
1999/2000 7,832 36.5 111 1.08 87.9 32.1 6.6 2.4 
2000/01 8,529 34.8 106 1.03 89.0 31.0 6.0 2.1 
Source: IMF Database. 
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6.6 Within the education sector, the proportion allocated to primary education increased from 
45 percent in 1997, to 49 percent in 2003 (see Table 6.4). During the same period, the proportion 
for tertiary education increased by 2 percentage points. In contrast, the share of secondary 
education has significantly declined from 26 percent in 1997 to 19 percent in 2003. The decline in 
the share of secondary education is hardly justifiable, given the current high demand and low 
supply of secondary school places. It is also difficult to justify on grounds of social equity. With 
expanded coverage, secondary education is likely to reach more people than would tertiary 
education. The proportion of spending on administration and non-formal education has remained 
almost the same between 1997 and 2003. 

Table 6.3. Distribution of public spending on education by economic purposes (nominal, millions of N$) 
 

Indicator 1997/98 
(actual) 

1998/99 
(actual) 

1999/2000 
(actual) 

2000/01 
(actual) 

2001/02 
(actual) 

2002/03 
(budget) 

GDP (Market Prices) 17,261 19,265 21,467 24,512 27,377 30,259 
       
Total Government Expenditure (TGE) 5,433 6,274 7,147 7,759 9,339 9,492 

 Recurrent 4,546 5,460 6,178 6,653 8,027 8,182 
 Salaries & Wages 2,634 3,110 3,611 3,719 4,535 4,717 

 Goods & Services 1,186 1,329 1,390 1,539 1,825 1,753 

 Subsidies and Other Current Transfer 726 1,021 1,177 1,395 1,667 1,712 

 Capital 887 814 969 1,106 1,312 1,310 
       
Ministry of Basic Education and Culture 1,335 1,468 1,624 1,717 2,242 2,159 

 Recurrent 1,242 1,376 1,525 1,616 2,085 2,061 
 Salaries & Wages 1,054 1,147 1,272 1,311 1,692 1,692 

 Goods & Services 157 179 189 238 317 287 

 Subsidies and Other Current Transfer 31 50 63 67 76 82 

 Capital 93 92 99 101 157 98 
       
Ministry of Higher Education 217 262 306 338 417 436 

 Recurrent 187 229 263 291 372 382 
 Salaries & Wages 43 48 58 61 78 82 

 Goods & Services 14 16 23 26 41 37 

 Subsidies and Other Current Transfer 130 165 183 204 253 263 

 Capital 30 33 43 47 45 54 
       
TOTAL–Education 1,552 1,730 1,930 2,055 2,659 2,595 

 Recurrent 1429 1,605 1,788 1,907 2,457 2,443 
 Salaries & Wages 1097 1,195 1330 1372 1770 1774 

 Goods & Services  171 195 212 264 358 324 

 Subsidies and Other Current Transfer 161 215 246 271 329 345 

 Capital 123 125 142 148 202 152 
       
Education Spending (as % of GDP) 9.0% 9.0% 9.0% 8.4% 9.7% 8.6% 
Education Spending (as % of TGE) 28.6% 27.6% 27.0% 26.5% 28.5% 27.3% 

Source: Ministry of Finance. 

Table 6.4. Breakdown of education spending by economic classification (%) 
 
Indicator 1996/97 1997/98 1998/99 1999/2000 2000/01 2001/02 2002/03
Administration 11 10 10 10 10 10 11

Primary 45 49 48 48 48 47 49

Secondary 26 24 23 23 23 21 19

Tertiary 15 14 15 15 15 17 17

Nonformal 3 3 4 4 4 4 4

TOTAL 100 100 100 100 100 99 100

Source: Budget documents. 
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6.7 Figure 6.1 shows that the share of 
spending on quality enhancing inputs other 
than salaries—goods and services—in both 
preprimary and primary, as well as in 
secondary education, has declined over the past 
three years. For instance, the share of goods 
and services against recurrent expenditure in 
preprimary and primary education declined 
from 7.5 percent in 2001 to less than 5 percent 
in 2003. The share for secondary education 
declined from 20 percent to 8 percent during 
the same period. This pattern of expenditure is 
hardly consistent with the policy priority to 
improve education quality. 

6.8 As noted, increases in teachers’ 
salaries partially explain the increase in the 
proportion of the GDP allocated to education and training in 2001/2002. However, as shown in 
Table 6.5, it is important to note that, although the teachers’ wage bill has increased, teachers’ 
salaries have declined as a multiple of the GDP per capita. Two key factors that may unduly push 
up the wage bill are: first, the tying of teachers’ salary increments to qualifications regardless of 
outputs; and second, the uniform provision of the housing allowance to all serving teachers.  

 
6.9 Table 6.6 demonstrates the huge 
incentive for teachers to become 
overqualified. Obtaining a master’s degree 
raises a teacher’s salary by more than 42 
percent, compared with holding a bachelor’s 
degree, which should be adequate to teach at a 
secondary school level. The recommendation 
of the 1999 Presidential Commission on 
minimum and maximum teachers’ 
qualifications will need to be enforced if costs 
are to be contained. The recommendation was 
to set a minimum qualification for a qualified 
teacher, but also a maximum qualification, 
beyond which no further salary increase will 
be awarded.  

6.10 Until recently (2003), teachers were eligible for a housing allowance only if they 
purchased a house at their duty station. Not many teachers benefited from this allowance, 

Figure 6.1. Share of goods and services in the current 
expenditure 
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Source: Ministry of Finance. 

Table 6.5. Teachers’ salaries as a multiple of GDP per capita 
 

Indicator 1999/2000 2000/2001 2001/2002 
Number of Teachers 17,241 17,645 18,117 
Teachers’ Wage Bill (N$ in thousands) 111,5120 108,9964 117,6684 
Average Teacher Salary (N$) 64,680 61,770 64,950 
Per capita Income (N$) 14,340 15,820 17,550 
Teachers’ Average Wage (as Multiple of per capita income) 4.5 3.9 3.7 
Source: EMIS, MTEF 2003–2004, and 2001 Population and Housing Census. 

Table 6.6. Teachers’ entry salary excluding housing 
subsidy (2001/2002) 

 
Qualification Qualification Level Annual 

Salary 
Grade 10 \11 1 26970 
Grade 12 2 29100 
Grade 12 + 1 3 33606 
Grade 12 + 2 4 37014 
BETD*  5 47145 
B.Ed.**  6 69774 
M.Ed. 6 100668 
* Desired qualification for primary school teachers. 
** Desired qualification for secondary school teachers. 
Source: MBESC, Personnel Department. 
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especially those who served in rural areas where opportunities to buy a house are lower. The 
policy has been changed to allow teachers to receive an allowance irrespective of where they 
purchase a house. The housing allowance constitutes a very significant proportion of the teachers’ 
basic salary. For example, the maximum allowable housing subsidy for a teacher with a BETD is 
N$2,289 per month (over 50% of the basic salary). For a teacher with a B.Ed., the allowance is 
N$2,771—almost 48% of the basic salary. The extension of a housing allowance to all serving 
teachers will therefore have a significant impact on the wage bill.  

EXTERNAL FUNDING OF EDUCATION AND TRAINING 
6.11 Overall, Namibia has progressively 
become less dependent on foreign aid since 
independence, but donor financing of the 
education sector remains significant, accounting 
for about 3 percent of the total budget of the 
MBESC. Most of the donor funding contributes 
to the development budget. It mainly covers 
infrastructure, equipment, and training. Table 
6.7 shows contributions of different donors over 
the past three years and firm commitments up to 
2005.  

FINANCING TERTIARY EDUCATION AND TRAINING  
6.12 Government allocation to tertiary education and training is substantial, and has been 
growing over the years. For the 2003/2004 financial year, the government allocated N$511 
million to the MHETEC. The amount constitutes 4.2 percent of the total government expenditure, 
compared with 3.8 percent in the 2002/2003 financial year. Table 6.8 shows the allocation within 
the sub-sector between 2001 and 2004. 

6.13 The allocation to the tertiary sub-sector 
amounted to nearly 80 percent of the MHETEC 
budget in the 2003/2004 financial year. The 
percentage distribution is presented in Table 6.9. 

6.14 The 4 percentage point jump in the 
university’s share of the budget in 2003/2004, 
was due to an 18 percent staff salary hike 
negotiated with the government, and not so much 

Table 6.7. Donor contribution to the education and 
training sector (millions of N$) 

 
Donor 2000–2002 2003–2005 
Sweden (SIDA) 126.8 91.0 
Netherlands 42.3 - 
European Union 95.7 128.0* 
NAMAS (Norway) 8.9 3.5 
Ibis (DANIDA) 12.5 10.0 
USAID 15.0 24.0* 
TOTAL 301.2 256.5 
- Not available 
*Exchange rate of N$8 for 1 Euro and 1 US$ is used. 
Sources: Government Revenue and Expenditure, 
2002/2003 and 2003/2004, SIDA, EU, MBESC. 

Table 6.8. Allocation within tertiary education and training (thousands of N$) 
 

Indicator 2001/2002 2002/2003 2003/2004 
Colleges of education* 69,808 72,995 61,971 
VTC* 52,738 54,761 59,958 
UNAM 118,131 122,874 153,874 
Polytechnic 65,192 68,136 79,322 
Total tertiary institutions 306,294 318,766 355,125 
Student support 43,752 43,021 48,621 
Total tertiary 350,046 361,787 403,746 
*Includes central administration costs.  
VTCs are categorized here as part of tertiary education and training. 
Source: Government revenue and expenditure, 2002/2003 and 2003/2004. 
 

Table 6.9. Percentage distribution within tertiary 
education and training 

 
Indicator 2001/02 2002/03 2003/04 
CoEs 20 20 15 
VTC* 15 15 15 
UNAM 34 34 38 
Polytechnic 19 19 20 
Student support 12 12 12 
TOTAL 100 100 100 
CoEs – College of Education;  VTC – Vocational 
Training center;  UNAM – University of Namibia 
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to a deliberate, and calculated policy change in the allocation of resources. The polytechnic 
received a modest 1 percent increase. VTCs and student support remained the same, while 
colleges of education suffered a substantial 5 percentage points decline.  

6.15 In the 2003/2004 financial year, the university and the polytechnic received almost 60 
percent of the total allocation to the MHETEC. Against the serious under-funding of teacher 
training and of vocational education and training, the share of these two institutions appears to be 
high and unlikely to be sustainable. While these two institutions may still have inadequate 
resources, the evidence suggests that the allocation of resources is not equitable. Fewer than 
10,000 students at the two institutions receive close to 60 percent of the funds, while hundreds of 
thousands of unemployed youth, whose rank increases by nearly 30,000 a year, are allocated a 
mere 12 percent of the MHETEC’s budget.  

Revenue and expenditure: UNAM and the PoN 
6.16 Table 6.10 shows that the revenues and expenditures for the university and the 
polytechnic have increased over the past five years. Over the past three years, the university has 
had a financial deficit, which is ultimately financed by the government. On the other hand, the 
polytechnic has had a surplus. It is necessary to conduct an analysis of potential efficiency gains 
at the university, with an aim to find policy options for eliminating recurring deficits.  

Table 6.10. Revenue and expenditure for UNAM and PoN (millions of N$) 
 

Indicator 1996 1997 1998 1999 2000 
University of Namibia           

Revenue           
Government subsidy 55.0 77% 60.5 77% 83.2 79% 86.9 80% 94.2 78%
Tuition fees 10.1 14% 9.3 12% 11.0 10% 12.6 12% 15.6 13%
Hostel fees 4.4 6% 5.0 6% 5.9 6% 4.1 4% 5.4 4%
Other revenue 1.5 2% 3.5 4% 5.6 5% 4.6 4% 5.1 4%
TOTAL 71.0 100% 78.3 100% 105.7 100% 108.2 100% 120.3 100%

Expenditure 
Personnel 47.8 71% 57.9 68% 86.0 70% 96.8 72% 91.1 71%
Administration and other 19.7 29% 27.6 32% 36.5 30% 38.0 28% 37.3 29%
TOTAL 67.5 100% 85.5 100% 122.5 100% 134.8 100% 128.4 100%

Surplus / Deficit ( - ) 3.5 -7.2 -16.8 -26.6 -8.1
Polytechnic of Namibia 

Revenue 
Government subsidy 27.0 76% 35.2 74% 41.7 72% 47.3 70% 51.2 69%
Tuition fees 3.1 9% 5.9 12% 6.7 12% 7.9 12% 9.8 13%
Hostel fees 2.3 6% 2.2 5% 2.6 5% 2.9 4% 3.8 5%
Interest received 1.2 3% 2.8 6% 4.2 7% 5.4 8% 5.3 7%
Rent received 0.0 0% 0.0 0% 0 0% 0 0% 1.7 2%
Other revenue 1.8 5% 1.5 3% 2.4 4% 4.1 6% 2.5 3%
TOTAL 35.4 100% 47.6 100% 57.6 100% 67.6 100% 74.3 100%

Expenditure 
Personnel 16.5 59% 21.4 57% 30.4 63% 33.7 62% 41.9 67%
Administration and other 8.5 30% 11.0 29% 13.9 29% 14.7 27% 15.6 25%
Depreciation 2.9 10% 2.7 7% 4.1 8% 5.6 10% 4.9 8%
Delink subsidy 0 0% 2.4 6% 0 0% 0.0 0% 0.0 0%
TOTAL 27.9 100% 37.5 100% 48.4 100% 54.0 100% 62.4 100%

Surplus / Deficit (- ) 7.5 10.1 9.2 13.6 11.9
Source: Annual Reports 1996–2000. 
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Criteria for funding higher education 
6.17 Despite the substantial financial resources allocated to higher education institutions, there 
are no clear criteria for how funds are allocated, and no agreed performance indicators to account 
for the funds received. Both institutions have advocated for a formula-based budget allocation, 
which they view as rational, fair, and transparent, and which allows for planning.117 In the 
absence of clear criteria, the Ministry seems to have adopted a policy of incremental budgeting. 
The gap between what the institutions request and what they are allocated is huge and growing. In 
2002, both the university and the polytechnic reported a funding gap of more than N$50 million. 
Interestingly, the response to the funding gap by the institutions has been quite different. The 
polytechnic adopted a policy of spending only what the Ministry provides, even if that meant a 
postponement or abandonment of planned activities. As a result, it did not run a deficit. The 
university, on the other hand, continued its planned expansion, like the Northern Campus and the 
agricultural colleges, in the hope that the resulting increased costs would be provided for. When 
the expected, or promised, funding failed to materialize, the institution ran into a substantial 
deficits, amounting to more than N$26 million—22% of total expenditure in 1999. Since then, 
there has been a significant reduction in the deficit, which reached about N$3 million in 2001. 

6.18 Differences in the institutions’ and the government’s financial year present another set of 
management issues. The financial year for the institutions commences in January, while the 
government’s financial year begins in April. The national budget is presented to parliament in 
mid-April. Thereafter, it takes a couple of months before the MHETEC can allocate funds to 
institutions. Therefore, the institutions would only know their exact allocation in the middle of 
their financial year. This creates not only uncertainty, but also a risk of overspending. The 
synchronization of financial years could facilitate planning. On the other hand, the 
institutionalization of a clear funding formula could address most of the concerns relating to lack 
of transparency, inadequate funding, and uncertainty of funding.  

Student support  
6.19 During the 2003/2004 financial year, more than N$48 million was allocated to student 
support through the Student Financial Assistance Scheme (SFAS). Unlike the previous bursary 
scheme, the SFAS is a loan system. The move from a bursary to a loan scheme is appropriate, as 
graduates from tertiary institutions enjoy higher rates of private returns on their highly subsidized 
investment in education and training (see Chapter 7). A key concern is that only a few students 
benefit from the scheme. In 2002 only 40 percent (10% private sector bursaries and 30% 
government bursaries) of UNAM students received any kind of financial support.  

6.20 The loan scheme should be available to all students including those in CoEs. To make 
such a loan scheme sustainable (a revolving fund), it is necessary to create an autonomous body 
sufficiently capitalized with efficient loan administration and debt collection mechanisms. With 
an efficient and credible loan collection mechanism in place, only those with a real need will 
borrow from the loan fund. The scheme should be administered with a purpose not to exclude 
poor students from tertiary education and training because of lack of finance.  

6.21 The loan scheme should operate on a full cost-recovery basis. Government may decide to 
subsidize the interest on the loans partially or fully. An alternative that should also be considered 
is a student loan administered by financial institutions with some guarantees and subsidized 
interest rates. Private debt collectors can be more effective, as they are less susceptible to political 
pressure in pursuing defaulters. 
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OVERALL EFFICIENCY IN THE USE OF PUBLIC RESOURCES  
Index of education efficiency 
6.22 As noted, most resource inputs are dormant until they are mobilized by some processes to 
produce results. This section assesses the efficiency with which available resources are utilized. 
Two key results against which the efficiency in the utilization of resources is judged are 
education coverage/access and quality. Table 6.11 shows that available education resources are 
not efficiently used. Because of inefficiencies in resource utilization, a much higher proportion of 
the GDP is invested to achieve relatively low education coverage. The education index below is a 
composite measure of coverage that includes: literacy rates and the GER for primary, secondary, 
and tertiary education. Only Botswana performs worse than Namibia in this regard. For the 
SADC comparator countries, Mauritius is the most efficient country, followed by South Africa.  

 
6.23 A key weakness with the above index is that it does not reflect the extent to which 
education resources impact education quality. In order to get a sense of how much education 
coverage and quality are attained for the level of Namibia’s investment, we constructed an 
education effectiveness index, as follows: First, the SACMEQ results from the first and second 
round were averaged. This constituted an approximate index of quality. Second, the average 
primary and secondary enrollment ratio for all of the 1990s was calculated, setting the maximum 
at 100 to discount for wasteful excess enrollment. The average of the primary and secondary 
ratios was then calculated. This constituted an index of quantity/coverage. Third, the SACMEQ 
result was multiplied by the enrollment ratio average. Multiplying an index of quality by an index 
of quantity produced an estimate of a country’s “total production” or “total effectiveness.” 
Plotting this index against public expenditure on education, as a share of GDP per capita, gave a 
heuristic or approximate sense of each country’s “total” efficiency in the use of resources 
allocated to the sector. A plot of an approximate education effectiveness index against the share 
of the GDP allocated to education is presented in Figure 6.2. 

Table 6.11. Public spending relative to education coverage 
 

Country GDP 
per capita 
(PPP US$, 

2001) 

Adult 
literacy rate 
(% age 15+ 

2001) 

Combined* 
GER 

(2001) 

Education 
index 

Public 
spending 

( as % of GDP, 
1998–2000) 

Sweden 24,180 - 113 .99 7.8 
Finland 24,430 - 103 .99 6.1 
U.S. 34,320 - 94 .97 4.8 
Australia 25,370 - 114 .92 4.7 
Japan 25,130 - 83 (2000) .94 3.5 
Singapore 22,680 92.5 75 (1988) .87 3.7 
South Korea 15,090 97.9 91 .96 3.8 
South Africa 11,290 85.6 78 .83 5.5 
Malaysia 8,750 82.9 72 .83 6.2 
Botswana 7,820 78.1 80 .79 8.6 
Mauritius 9860 84.8 69 .80 3.5 
Namibia 7,120 82.7 74 .80 8.1 
 - Not available 
Source: UNDP 2003.  
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6.24 Following the approach outlined 
above, Namibia stands out for its inefficient 
use of resources allocated to the education 
sector. Very low returns are realized on the 
huge investment in education, in terms of 
both coverage and quality. Relatively, 
Mauritius stands out as the most efficient 
country. It has better coverage and quality for 
a lower level of investment. South Africa and 
Botswana also accomplish more for relatively 
less than Namibia. They are somewhat more 
efficient than Namibia, but not as efficient as 
Mauritius. It is possible that if private 
spending were taken into consideration, the 
differences might be less pronounced than 
what is shown in Figure 6.2, but they are 
unlikely to totally disappear.  

UNIT COST ESTIMATE AND ANALYSIS 
6.25 This section raises the question of how optimally the resources are allocated across levels 
of the education and training system. Table 6.12 shows that the unit costs vary widely across 
levels and types of education and training. The table also shows that Namibia’s education and 
training system has a very skewed cost structure. The emerging picture is that of a very expensive 
postsecondary education and training system. Normalizing the unit cost in primary education to 1, 
per pupil spending is estimated to be: 1.5 for secondary education, 12.6 for vocational education 
and training, 15.9 for colleges of education, 10.7 for the polytechnic, and 12.6 for the university. 
If maintained, this cost structure is highly unlikely to facilitate the improvement of coverage and 
quality of primary and secondary education—which cover the best majority of Namibian 
students.  

6.26 For the colleges of education, head office costs were about 22 percent of the total cost in 
2002. The unit cost estimates for the VET are very high, partly because the estimate includes 
administrative costs from the head office. These are difficult to disaggregate with any accuracy. 
Other prior analyses have roughly estimated the unit cost for VET, without administrative 
overheads, at about N$14,835. This is still about 6.56 times the unit cost of primary education. 
This figure is bound to be an underestimate, because it does not include tuition and other fees 
collected by VTCs and used to cover some of their expenditures. Even though a rough estimate, 
the figure points to very high administrative costs of the VET system. More accurate estimates of 

Figure 6.2. Total educational efficiency to effectiveness, 
plotted against cost 
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Table 6.12. Recurrent unit cost by level or type of education and training (2001) 
 

Per Pupil spending Level of education Public spending 
(millions of N$) 

Enrollments 
(public) Unit cost (N$) Unit cost (multiple of 

GDP per capita) 
Primary 896.6 396,252 2,263 0.14 
Secondary 427.0 130,577 3,270 0.21 
VET training 52.7** 1,892 27,854 1.76 
Colleges of Education 54.4 1,985 27,405 1.73 
Polytechnic 74 3,170* 23,344 1.48 
UNAM 136 4,849* 28,047 1.77 
*Student FTE is used instead of raw enrollment. 
**Includes administrative costs. 
Source: Ministry of Finance; School Census Data. 
 



 

 

83

 

unit costs will become possible as the two Ministries improve the detailing of their data on the 
cost and financing of the system.  

UNIT COST ESTIMATE FOR THE NAMIBIA COLLEGE OF OPEN LEARNING (NAMCOL)  
6.27  As outlined in the third chapter, NAMCOL provides a substantial number of youth with 
a second chance at attaining secondary education. The issue is whether or not this is a cost-
effective way of providing secondary education, relative to regular secondary schools. However, 
estimating the unit cost for NAMCOL is complicated by several factors. First, total enrollment 
does not provide the extent of teaching or learning at NAMCOL. Second, an accurate calculation 
of full-time equivalent (FTE) numbers of students is very difficult, because of the mix of face-to-
face and distance modes of delivery. Using different formulas for the calculation of FTE, 
NAMCOL obtained enrollment numbers ranging from a low of 2,108, to a high of 17,508.118 As 
FTE is important for cost-effectiveness analysis, and for the allocation of resources to NAMCOL, 
the absence of an agreed principle for calculating FTE is highly unsatisfactory. It is important that 
the determination of an agreed FTE, and a principle of funding based on subsidy per FTE, are 
endorsed as a matter of urgency. This analysis used a straightforward and simple calculation of 
FTE, which can later be refined as a more detailed cost analysis of the institution is undertaken. 

6.28 The calculation of FTE in Table 6.13 is based on the same principle as the calculation of 
FTE in higher education. A full-time grade 10 student takes an average of nine subjects, and a 
full-time grade 12 student takes six subjects during a school year. The FTE student numbers of 
JSCE and HIGSE candidates are obtained by dividing the subject entries for the year by 9 and by 
6, respectively.  

 
6.29 Further, given that about a third of JSCE and about two-thirds of HIGSE students are in 
distance learning, the FTE could be adjusted. NAMCOL argues that provision of education 
through the distance teaching mode is not necessarily cheaper. However, there is no precise 
information on the relative costs of the two modes of delivery, and therefore, the FTE estimate 
could not be further refined. 

Table 6.13. Unit cost of NAMCOL 
 

Indicator 1998 1999 2000 2001 
Total Enrollment 

JSCE 
IGCSE 
CED 

20,167 
9,504 

10,439 
75 

21,303 
10,664 
10,567 

72 

23,318 
12,236 
10,966 

116 

25,193 
12,409 
12,633 

151 

Subject Entries 
JSCE 
IGCSE 

33,281 
20,350 
12,931 

37,382 
22,045 
15,337 

41,950 
24,379 
17,571 

49,050 
26,293 
22,757 

Graded 
JSCE 
IGCSE 

21,899 
13,196 (76%) 
8,703 (67.3%) 

22,212 
13,611(67.1%) 
8,601 (69.6%) 

27,364 
16,723(79.7%) 
10,641(72.6%) 

31,934 
17,987(79.4%) 
13,947 (74%) 

FTE Equivalent 
JSCE 
IGCSE 

4,416 
2,261 
2,155 

5,005 
2,449 
2,556 

5,638 
2,709 
2,929 

6,714 
2,921 
3,793 

NAMCOL Subsidy 
(thousands of N$) 

16,021 16,369 1,686 19,958 

Total cost per FTE (N$) 
NAMCOL 

3,628 3,271 2,990 2,973 

Cost per Learner in 
Secondary Schools (N$) 

3,446 3,431 3,332 3,270 

CED Certificate for Education Development. 
Sources: NAMCOL Statistical Digest, MBESC Revenue and Expenditure 2000/2001 and 2001/2002. 
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Cost-effectiveness of NAMCOL 
6.30 A comparison of the cost per FTE at NAMCOL, with per learner operational cost in full-
time secondary education, suggests that NAMCOL is more costly than regular schooling. In 
2001, 13.6 percent of the scripts for NAMCOL candidates were incomplete, relative to 1.2 
percent for full-time candidates. Furthermore, the percentage of graded subjects was lower for 
NAMCOL (79.4%) than for full-time students (89.2%). As almost all NAMCOL candidates 
would have already gone through full-time secondary schooling, part of their performance can be 
attributed to their learning prior to joining NAMCOL. Recorded pass rates may therefore be an 
overestimate of the NAMCOL’s output efficiency.  

6.31 The amount of teaching time per subject received by NAMCOL students is much less 
than that received by full-time students in the formal secondary schools. Instructional materials 
are also a bit more costly, as they are meant to be used in lieu of face-to-face teaching. 

6.32 Considering that the performance on national examinations is lower for NAMCOL’s 
students, that teaching time per subject is much less, that instructional materials are more 
expensive, and that the unit cost is not much lower than for school-based secondary education, 
the Ministry may want to reconsider the future focus and orientation of NAMCOL. Improving the 
quality and coverage of regular secondary schooling may be a more cost-effective option than 
NAMCOL. Improved quality should translate into improved student performance on the end-of-
secondary-school examinations, and thus lower the demand for a second chance for secondary 
education through NAMCOL. With the reduced demand, NAMCOL could be reoriented and 
focused on providing LLL opportunities for adult learners. NAMCOL can then serve as an 
important vehicle for adult and continuing education, rather than a costly prolongation of 
secondary schooling.  

PRIVATE EXPENDITURE ON EDUCATION AND TRAINING 
6.33 As presented in the third chapter, the share of the total enrollment in private schools is 
negligible. In addition, the government pays teachers’ salaries in some of the private schools. 
This could be changed to a more general subsidy per learner, which is offered to new private 
schools. A well-designed subsidy system can also exert pressure on public schools to improve 
quality, since they will be facing stiff competition for students.  

6.34 Private contributions to primary and secondary education are not obligatory. However, 
parents are often expected to contribute to school funds, as well as to pay for uniforms, books, 
and instructional materials. According to the Presidential Commission on Education and 
Training,119 school fees are paid in most of the primary and secondary schools. The amounts are 
determined by individual schools with hardly any regulation. Overall, most households devote 
less than 1 percent of their total annual expenditure to their children’s schooling (see Table 6.14). 
As a result, few students drop out of schools because of financial constraints.  

 
Table 6.14. School fees as a percentage of household consumption 

 
 1994 1998 2003 
Indicator  Urban Rural Urban Rural Urban Rural 
Total Household 
Consumption (N$) 

12,096 4,409 17,709 6,455 18,235 9,424 

Cash Consumption (N$) 9,377 1,752 13,728 2,565 15,000 3,560 
School Fees* (N$) 75 19 110 28 132 43 
School Fees as % of  
Total Consumption 

0.6 0.6 0.4 0.4 0.7 0.5 

School Fees as % of  
Cash Consumption 

0.8 1.1 0.8 1.1 0.9 1.2 

* School fees do not include costs of uniforms, books, and stationery. 
Source: Mendelsohn 1999; household survey 2003. 
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6.35 Household contributions to education could be a further source of resource inequalities 
across schools. Ironically, in Namibia, communities in the already under-resourced schools are 
also the ones that cannot secure voluntary contributions. Moreover, schools in poor areas tend to 
attract little to no contributions from the private sector. A close watch needs to be kept on these 
potential sources of inequalities. The design of funding formulas and of norms and standards 
should also take these inequalities into account.  

EQUITY IN THE ALLOCATION OF PUBLIC RESOURCES  
Benefit-incidence of public spending on education and training 
6.36 Another key indicator of equity in education systems is how much different groups in the 
society benefit from public spending on education. This question is even more pertinent in 
Namibia, where social equity is one of the development goals. Education can be a “great 
equalizer.” For it to play this role, policy 
makers must distribute education spending in a 
manner that favors those who have been 
disadvantaged. Unfortunately, the evidence 
shows that, overall, public spending on 
education and training in Namibia is 
substantially skewed in favor of the rich. Figure 
6.3 shows that most of the education subsidies 
that benefit the poor are delivered through 
primary and secondary education programs. 
Even then, the benefit to the poor is only 
marginal. The poorest 20 percent of students 
share 17 percent of the public spending on 
primary education. This level of benefit is 
almost the same as for the richest 20 percent, 
who share 16 percent of the spending. At the 
secondary level, the poorest quintile shares 19 
percent of the public spending. On the other 
hand, public spending on tertiary education is distinctly pro-rich. About 80 percent of the 
population shares only 40 percent of government subsidies. This means that the richest 20 percent 
of the population shares nearly 60 percent of the subsidies.  

6.37 The level of social injustice implied in these proportions is worse when considering the 
high private returns to investment on higher education, relative to the very low returns to primary 
and junior secondary education (see Chapter 7). The results point to the need to redirect a higher 
percentage of government subsidies to education programs that tend to benefit the poor and the 
majority of the population, as do primary and junior secondary education.  

FINANCING RESEARCH AND DEVELOPMENT (R&D) 
6.38 It can be assumed that one of the key steps to becoming a KE is investing in knowledge 
creation and innovation. Table 6.16 shows that relative to other countries, Namibia allocates very 
little resources to R&D. Less than 0.01 percent of the GDP was spent on R&D between 1989 and 
2000. Namibia also records a much lower level of research outputs—journal articles—than other 
countries.

Figure 6.3. Benefit incidence of public spending by 
income quintile 
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Source: Household survey 2003. 
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CONCLUSION 
6.39 Key challenges of financing education and training in Namibia can be summarized as 
pertaining to: declining resources; limited sources of funding; inefficiency in resource utilization; 
and inequity in the distribution of resources.  

6.40 Overall, the proportion of the GDP that Namibia commits to education and training 
attests to its commitment to the sector. The current level of investment, however, is proving to be 
unsustainable. Real investment is beginning to decline. In addition, donor funding is steadily 
drying up,  while private sector contributions remain negligible. The overall picture is that of 
declining resources against the need to level the playing field and to bring about real equity in 
education, improve coverage, improve quality, and mitigate the potential impact of HIV/AIDS.  

6.41 Available resources—declining though they may be—are not efficiently applied. 
Namibia realizes lower coverage and lower quality of education for the disproportionately high 
share of the GDP allocated to the sector. Resources are not optimally allocated within and across 
levels of the system. Resources are also inequitably distributed across levels of Namibia’s 
society, with the rich getting a disproportionately high share.  

6.42 Although knowledge is highlighted as an anchor of the future development strategy, very 
little, if anything, is invested in research and other knowledge creation activities.  

Table 6.15. Investment in R&D 
 

Country Scientists and 
Engineers in R&D 

(per million) 
1990–2000 

Technicians in 
R&D 

(per million) 
1990–2001 

Scientific and 
Technical Journal 

Articles 
1999 

Expenditure for 
R&D 

(% of GDP) 
1989–2000 

Namibia 
Botswana 
Mauritius 
South Africa 

— 
— 

360 
992 

— 
— 

157 
303 

13 
41 
16 

2,018 

0.01* 
— 

0.28 
— 

China 
Japan 
Malaysia 
Singapore 
South Korea 
Philippines 

545 
5,095 
160 

4,140 
992 
156 

187 
667 
45 

335 
303 
22 

11,675 
47,826 

416 
1,653 
2,018 
164 

1.00 
2.98 
0.40 
1.88 
— 
— 

Argentina 
Brazil 
Chile 

713 
323 
370 

158 
129 
380 

2,361 
5,144 
879 

0.45 
0.77 
0.54 

Denmark 
Ireland 
Norway 
Sweden 

3,476 
2,184 
4,112 
4,511 

2,594 
590 

1,836 
404 

4,131 
1,237 
2,598 
8,326 

2.09 
1.21 
1.70 
3.80 

— Not available 
* Ministry of Finance. 
Source: World Development Indicators (2003). 
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7. EXTERNAL EFFICIENCY 

 
INTRODUCTION 
7.1 As implied in the foregoing chapters, a key justification for the substantial investments in 
education and training is the expected returns to individuals and to societies. With respect to the 
latter, education and training are expected to facilitate economic and social development. This 
chapter directly estimates the expected individual and social returns on different levels and types 
of education and training, from the point of view of earnings. It is recognized that the returns on 
education and training are much broader than earnings and, for the most part, are not easily 
measurable. Chapters 3, 4, and 5 sketched the expected broad returns to investment in general 
education, vocational education and training, and tertiary education and training. However, 
perceived earnings accrued to different types and levels of education are key determinants of 
willingness to invest in them.  

EDUCATION AND EARNINGS 
7.2 Comparisons of earnings accrued to 
different types and levels of education and 
training are based on data that were collected 
from a nationally representative sample survey of 
2,500 individuals over the age of 15 and not 
attending school. Table 7.1 describes the sample. 

7.3 Of those employed, 35.3 percent (311) 
were in the public sector, while the remaining 
64.7 percent (571) were in the private sector. The 
gender, rural/urban, and public/private sector 
coverage in the sample is quite representative of 
the demographics in Namibia. The unemployment 
rate of 44.4 percent is much higher than previous 
estimates, which place the unemployment rate 
between 30 and 35 percent. 

7.4 Table 7.2 presents summary statistics on hourly wages by location, gender, sector, 
occupation, trade union membership, and education. From the table, it is evident that: 

�� Wages are much higher in urban areas than in rural areas, the median wage in the 
rural areas is almost half that in the urban areas. 

�� Gender inequalities in wages are significant. The median wage for women is 25 
percent lower than for men. 

�� Wages in the public sector are significantly higher than in the private sector. The 
median wage in the public sector is more than twice that of the private sector. 

�� People with primary education and junior secondary education have very similar 
wages. This means that the additional three years of schooling after primary 
education bear very little returns.  

�� Wages are much higher for those with senior secondary, tertiary education, and 
training. It is noteworthy that the median wage for people with senior secondary 
education is more than double that of people with only junior secondary 

Table 7.1. Description of sample 
 

Indicator Frequency Percent 
Urban 
Rural 
Total 

1,006 
1,494 
2,500 

40.2 
59.8 
100 

Male 
Female 
Total 

1,137 
1,363 
2,500 

45.5 
54.5 
100 

Full-time employed 
Part-time employed 
Unemployed 
Unpaid family worker 
Old/disabled 
Student 
Total 

826 
190 

1,111 
57 

276 
40 

2,500 

33 
7.6 

44.4 
2.3 
11 

1.6 
100 

Source: Household survey (2003). 
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education. The wage jump is also high between senior secondary and tertiary 
education. 

 
7.5 The above pattern becomes more evident with the following detailed estimation of the 
rate of returns to education. 

Private rates of return on education 
7.6 This estimation followed the earnings function approach, because of its flexibility to 
include many factors that influence returns to education. It is also the method frequently used 
internationally, and thus provides international comparability. Two estimation models are used as 
follows:  

Model 1 
 

��������� ��������� ScorePublicUrbanMaleAgeAgeEducLnW 7654
2

3210

 
Model 2 
 

����

��������

���

���������

ScorePublicUrban
MaleAgeAgeTSSecondaryJSecondaryimaryLnW

1098

7
2

6543210 Pr

 

Table 7.2. Hourly wages 
 

Indicator Mean Median Std. Dev. Cases 
Urban 
Rural 

20.82 
15.17 

12.5 
6.58 

31.21 
25.18 

513 
496 

 

Male 
Female 

19.58 
15.96 

10 
7.50 

30.98 
24.72 

581 
428 

 

Public Sector 
Private Sector 

23.14 
15.57 

15.10 
6.79 

31.96 
26.40 

303 
551 

 

Professional/Technical 
Management/Executive 
Office Worker 
Sales Person 
Service Personnel 
Production Line Worker 
Transportation 
Laborer 
Farm/Forestry/Conservation 
Trades (Electrician, Mechanic, etc.) 

27.89 
39.37 
20.40 
12.33 
16.62 
22.77 
18.64 
9.08 

19.69 
30.40 

22.05 
26.39 
15.56 
5.15 
10 

12.76 
11.46 

5 
3.54 
25 

 

36.72 
49.42 
27.99 
21.53 
22.54 
34.65 
19.79 
15.25 
35.56 
30.24 

142 
24 

125 
183 
90 
46 
42 

227 
69 
50 

Trade Union Member 
Not a Trade Union Member 

22.94 
15.86 

15.59 
7 

31.09 
27.05 

310 
695 

 

No Schooling 
Primary Education 
Junior Secondary 
Senior Secondary 
College 
University/Polytechnic 

6.26 
13.72 
12.70 
22.13 
26.52 
42.98 

2.50 
5.26 
6.14 

13.42 
24.31 
27.78 

9.57 
24.61 
22.03 
32.28 
19.55 
54.63 

49 
199 
335 
274 
99 
51 

 

All 18.04 9.38 28.53 1,009 
 

Source: Household Survey (2003). 
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7.7 The first model assumes that the rate of return to an additional year of education is the 
same, irrespective of the level of education. This assumption is made in most studies on returns to 
investment on education. However, the returns may not be the same at all levels. The second 
model makes allowance for such potential differences. Thus, years of education at different levels 
are considered; and rates of return at each level of education are obtained. 

7.8 Other factors included in the earnings functions are: 

�� Age and its square as a measure of work experience. It is expected that the more 
experienced a worker is, the higher she/he will be paid—all things being equal. It 
is also postulated that experience has diminishing marginal returns—in many 
cases empirical evidence also confirms this. 

 
�� Gender (male/female), location (urban/rural), and sector (public/private) are 

added to the equation to allow for labor market imperfections that may lead to 
wage differentials for people with a similar technical and professional profile, or 
when the labor market fails to equalize rates of return to education across all 
groups. 

 
�� The last factor, Score, is the test score on the International Adult Literacy (IAL) 

test discussed in Chapter 3. The test score is included as a measure of the quality 
of education received, or as a proxy for individual functional literacy. The test 
allows for the assessment of whether people with better functional literacy and 
numeracy earn more than those with less. 

 
7.9 The results are presented in Table 
7.3. The fit (measured by both adjusted R-
squared and F-test) is quite good for cross-
sectional data and in comparison to other 
similar studies.  

7.10 In Model 1, all the variables are 
highly significant. The return on an 
additional year of education is 11 percent, 
close to the Sub-Saharan Africa average 
of 11.7 percent (Psacharopoulos, et. al. 
2002).  Experience has the expected 
positive sign, and its square has the 
expected negative sign—further 
confirming the diminishing marginal 
returns of experience relative to age. 
Being male, working in an urban area, and 
working for the public sector have an 
additional wage premium. As expected, 
people with better functional literacy and numeracy skills earn more, on average. 

Table 7.3. OLS results (dependent variable is a natural log 
of hourly wage), whole sample 

 
Factors Model 1 Model 2 
Constant -1.76 (-3.5)* -0.86 (-1.71)** 
Years of Education 0.11 (8.92)*  
Age 0.1 (3.88)* 0.1 (3.76)* 
Age-Squared -001 (-2.97)* -0.001 (-2.94)* 
Male 0.43 (5.9)* 0.423 (5.77)* 
Urban 0.31 (4.13)* 0.285 (3.81)* 
Public 0.35 (4.41)* 0.295 (3.66)* 
Test Score 0.05 (2.85)* 0.06 (3.47)* 
Years of Primary School - -0.007 (-0.27) 
Years of Junior Secondary - 0.02 (0.42) 
Years of Senior Secondary - 0.28 (3.8)* 
Years of Post Secondary - 0.34 (7.07)* 
Adjusted R-Squared 0.27 0.28 
F Value 43.55 32.38 
Sample Size 811 811 
- Not available 
 * Significant at 5% level; ** Significant at 10% level; t-values 
in brackets. 
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7.11 Table 7.4 shows that using 
alternative ways of measuring experience 
in Model 1, does not in any significant 
way affect the estimated coefficients, 
except for the constant term. It is to be 
noted that experience as defined here—
age minus years of schooling—is itself an 
imperfect measure of real work 
experience, as it does not take into 
account such factors as: delayed school 
entry, class repetition, years of schooling 
and interruptions, and periods of 
unemployment. So both age and 
“experience” are far from perfect 
measures for real work experience. 

7.12 In Model 2, the coefficients for 
age, age-squared, male, urban, public, and 
test score are all very similar to those in Model 1; thus, they require no further commentary. As 
alluded to, a crucial difference between the two models is the way years of education at different 
levels are treated. From the results in Model 2, it is clear that the 11 percent rate of return 
reported above masks huge differences in returns to education at the various levels of the 
education ladder.  

7.13 The returns to primary and to junior secondary education are extremely low—in fact, 
negative for primary education—and statistically highly insignificant. This may be indicative of 
the low quality of education received by those in the labor force today, perhaps the legacy of the 
apartheid regime and its Bantu education. Whatever the explanation, this finding, together with 
the very low test scores on the functional literacy and numeracy test, suggests the urgent need for 
re-educating and retraining of the labor force if Namibia is to achieve high and sustained 
productivity growth. As noted in Chapter 1, productivity increases with levels of education. Very 
low and even negative returns to primary education are also reported by other studies.120  

7.14 The returns to senior secondary education and post-secondary education are very high, 28 
percent and 34 percent, respectively. These returns are somewhat higher than for the Sub-Saharan 
Africa average of 27.8 percent.121  

7.15 The dramatic difference in returns to junior secondary education relative to senior 
secondary education cannot be attributed to a difference in productivity. Perhaps it has to do more 
with the scarcity premium (because of limited access) that people with post-junior secondary 
education receive. If that is so, it raises an important equity issue, where the bulk of education 
expenditure actually benefits a few who are lucky to proceed beyond junior secondary education. 
Basic education graduates—up to grade 10—seem to not derive any significant economic benefits 
from the government’s expenditure on education.  

7.16 Table 7.5 below presents an estimation of Model 1 for two age groups: those between 15 
and 35 years of age, and those over 35 years of age. This allows for a determination of any cohort 
effects on the returns to education. The cut-off of 35 years splits the sample into more or less 
equal sizes. 

Table 7.4. Alternative measures for years of 
experience 

 
Factors Model 1 

Option 1 
Model 1 

Option 2 
Constant 0.09(0.6) -1.76(-3.5)* 
Years of education 0.12((9.3)* 0.11(0.8.9)* 
Age - 0.01(3.88)* 
Age-squared - -0.001(-2.9)* 
Experience 0.01(4.8)* - 
Experience-squared 0.0003(4.6)* - 
Male 0.43(5.9)* 0.43(5.9)* 
Urban  0.28(3.7)* 0.31(4.1)* 
Public 0.38(4.7)* 0.35(4.4)* 
Test score 0.05(2.7)* 0.05(2.9)* 
Adjusted R-squared 0.26 0.27 
F Value 41.41 43.55 
Sample size 804 811 
- Not available 
* Significant at 5% level. 
Note:  T-values in brackets. 
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7.17 The returns to additional years of 
education are much higher for the younger 
cohort (15%), compared with the older 
cohort (9%). It is difficult to say whether 
this is due to improved education quality, 
and hence better productivity, or if it is an 
“independence bonus.” The dismantling of 
apartheid job discrimination at 
independence provided many young 
persons—with moderate levels of 
education—opportunities for well-paying 
jobs; especially in the public sector. If it is 
the result of improved productivity, it is an 
encouraging trend. However, if it is the 
result of a one-off jump in the salary level, it cannot be sustained over the long run unless it is 
accompanied by the productivity of the skill acquired. It also appears from the results that 
experience has a higher premium for the younger cohort than for the older cohort. 

7.18 As earlier noted, wages in the public 
sector are higher than in the private sector. It 
should be noted, however, that this estimate 
was based only on the wage level effects of 
being in the public sector, assuming the 
marginal contribution of education to wages 
to be the same in both sectors. This is 
perhaps a strong assumption to make. More 
important, wages in the private sector may 
better reflect marginal productivity of labor 
than wages in the public sector. Therefore, it 
is important to estimate returns to education 
in the public and private sectors separately. 
Table 7.6 presents the results from such 
separate estimations. 

7.19 The following observations are made from Table 7.6:  

�� Returns to an additional year of education are actually higher in the private sector 
(12%) than in the public sector (10%). The implication is that although wages are 
higher in the public sector, for any given years of education, an additional year of 
education actually pays more in the private sector than in the public sector. 

 
�� The male bias in wages is stronger in the private sector than in the public sector. 

This is not surprising, since the public sector has a policy of affirmative action 
with respect to gender. The private sector is only beginning to implement such a 
policy. Hopefully, the male bias in the private sector will decline over time.  

 
�� The urban bias in wages is also stronger in the private sector than in the public 

sector. Again this is perhaps because of the uniform public sector salary scales 
which are not enforced in the private sector. 

 
7.20 What are the policy implications of the external efficiency analysis? 

Table 7.5. OLS results (dependent variable is a natural 
log of the hourly wage), two age groups 

 
Factors 15–35 Years Over 35 Years 
Constant -6.29 (-3.78)* -3.18 (-1.33) 
Years of Education 0.15 (8.67)* 0.09 (5.56)* 
Age 0.42 (3.43)* 0.17 (1.6) 
Age Squared -0.007 (-2.97)* -002 (-1.43) 
Male 0.43 (4.53)* 0.39 (3.67)* 
Urban 0.09 (0.97) 0.23 (2.21)* 
Test Score 0.04 (1.82)** 0.09 (3.5)* 
Adjusted R-Squared 0.27 0.18 
F Value 31.3 17.82 
Sample Size 494 451 
* Significant at 5% level; ** Significant at 10% level; t-
values in brackets. 

Table 7.6. OLS results (dependent variable is a natural 
log of hourly wage), public sector and private sector 

 
Factors Public Sector Private Sector 
Constant -0.17 (-0.21) -2.19 (-3.39)* 
Years of Education 0.10 (6.04)* 0.12 (6.67)* 
Age 0.06 (1.51) 0.11 (3.3)* 
Age-Squared -0.001 (-1.19) -0.001 (-2.45)* 
Male 0.24 (2.41)* 0.54 (5.43)* 
Urban 0.17 (1.7)** 0.37 (3.58)* 
Test Score 0.04 (1.51) 0.06 (2.36)* 
Adjusted R-Squared 0.17 0.23 
F Value 11.33 26.14 
Sample Size 299 511 
* Significant at 5% level. 
** Significant at 10% level. 
Note: T-values in brackets. 
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�� Given an estimate of 15 percent, the returns to additional years of education for 
the younger generation are still high by any measure of returns on any other long-
term assets. Thus undoubtedly, increased private and public expenditures on 
education are still justifiable.  

 
�� The returns to education are highly skewed in favor of those with education 

beyond the junior secondary level. Both from an efficiency and an equity point of 
view, a massive improvement of the quality of education at the primary and 
junior secondary level is required to improve productivity, and hence returns to 
education, for the vast majority of people.  

 
�� The high returns at post–grade 10 levels also suggest that more private financing 

of education at those levels is justifiable, from both efficiency and equity 
considerations. In addition, improving access to good-quality post-basic 
education would be one of the most effective social equity drivers in Namibia.  

 
�� The low level of functional literacy and numeracy, together with the positive 

effects of such skills on productivity and wages, suggest that the government and 
individuals need to invest in adult and continuous education. LLL is absolutely 
essential to maintain acquired skills, improve on them, and facilitate the new 
learning. 

 
�� The workings of the labor market need to be improved to eliminate the wedge 

between male and female, urban and rural, and public and private sectors.  
 

Social rates of return 
7.21 The earnings function approach used in the previous section is not suitable for calculating 
the social rates of return. The earnings function approach takes account of only forgone earnings 
as the private cost of an additional year of education. The internal rate of return (IRR) method 
takes into account all the costs associated with education, including out-of-pocket private 
expenses as well as government subsidies. 

7.22 The IRR is the discount rate that equates the discounted value of costs and benefits of a 
particular level of education. For example, the social internal rate of return (SIRR) for senior 
secondary education is the discount rate (r) that solves the following equation. 
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7.23 The left-hand side represents the total cost of attending two years of senior secondary 
education, which consists of: foregone earnings during the two years of education (the first term); 
private out-of-pocket expenses for school fees, books, uniform, and transport (the middle term); 
and government costs in the form of education subsidy (the last term). When calculating the 
private rate of return (PIRR) government subsidy is excluded from the left-hand side. 

7.24 The right-hand side represents the benefit of attending senior secondary education in the 
form of increased earnings over a period of time between completing senior secondary school and 
retirement age. 
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7.25 Average annual earnings are calculated using hourly wages for different levels of 
education from a nationwide survey carried out for this study. Average annual earnings are: for 
those with no education, with grade 7 education (complete primary), with grade 10 education 
(complete junior secondary), with grade 12 education (complete senior secondary), and for those 
with some post-secondary education.  

PRIVATE COSTS OF PRIMARY AND SECONDARY EDUCATION 
7.26 As mentioned, both primary and secondary education is free. No compulsory fees can be 
charged. However, almost all schools have voluntary fees and diverse contributions—e.g., school 
development funds. According to a recent survey done by NEPRU for MBESC/UNICEF,122 
school development fund contributions in government schools vary greatly, from as low as N$5 
per child per year to over N$1,300 per child per year. In general, they are very low in rural areas, 
and reasonably high in urban areas. The household survey undertaken for this study also indicates 
that school fees are not high. As shown in Table 7.7, expenses for books are also quite low. 
Expenses for uniforms, which apply in the majority of schools, are not that high either. All in all, 
private expenses in primary and secondary schools are not substantial for many households. The 
following table summarizes data from the household survey. 

 
7.27 Other costs to be considered in calculating IRR are foregone earnings and government 
subsidy—in the case of the SIRR calculation. Table 7.8 presents all the different types of costs, as 
well as the private and social internal rates of return for different levels of education. 

 
7.28 It should be noted that the IRR estimations are not directly comparable to the rates of 
return obtained from the earnings equation estimations in the previous section. While the later are 
returns to additional years of education (marginal returns), the IRR are returns to completing a 
certain level of education (average returns). The following observations are made: 

Table 7.7. Private costs of schooling (annual per child, N$) 
 

 Primary Junior Secondary Senior Secondary 
Indicator Average Median Average Median Average Median 
School Development Funds 66 25 132 40 177 70 
Uniform 121 100 166 150 199 180 
Books 93 50 123 95 150 100 
Total 280 175 421 285 526 350 

Table 7.8. Private and social IRR for different levels of education 
 

Level of Education Average 
Annual 

Earnings 

Annual 
Private Costs 
of Education 

(N$) 

Total 
Private 
Costs of 

Education 

Annual 
Government 
Subsidy per 
Student (N$) 

PIRR % SIRR % 

No Formal Education 22,867 - - - - - 
Primary  29,054 280 11,714 2,307* 6 5 
Junior Secondary  46,837 421 29,475 2,880* 17 16 
Senior Secondary  59,772 526 47,363 2,880* 13 12 
Postsecondary 102,900 4,500*** 64,272 23,417** 14 10 
- Not applicable. 
* Based on operational costs for 2001. 
** Average subsidy for UNAM and the Polytechnic. 
*** Private costs for post-secondary education are estimates based on tuition fees and required expenses for books.  
As children not attending primary school help at home in various ways, we have assumed the opportunity cost of 
attending primary school to be 50% of the earnings of an adult with no education. 
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�� Both the private and social IRR are quite high for all levels of education, except 
for completing primary education. 

 
�� Although an additional year of education at the primary level has no effect on 

wages—as found from the rate- of return estimations—completing primary 
education does have a positive impact on wages, with a 6 percent IRR. 

 
�� Similarly, an additional year of junior secondary has very low returns, while 

completing that level has a high private and social return. 
 
�� The private IRR on post-secondary education is much lower than the estimated 

rate of return, partly because of the high private costs of that level of education. 
 
CONCLUSION 
7.29 The results from the above analyses suggest that because the primary system fails to build 
foundation skills such as functional literacy and numeracy, and employability skills to a sufficient 
degree, the formal labor market does not absorb persons with only primary schooling any faster, 
nor reward them any better than persons with no formal education. There is therefore very little 
return to primary schooling in the formal wage economy. The population with primary education 
as the highest level of educational attainment is therefore largely dependent on work in 
agriculture or the shadow economy, and probably at implicit wages no higher than for people 
with no education. The small positive rate of return to completed junior secondary education is an 
indication that those with this level of schooling are employable, but they will have low wages in 
the labor market. In trying to actually realize economic benefits from its investment in human 
capital, Namibia should focus on the difference between a 6 percent return for completed primary 
education, and the rate of return to junior, and to senior secondary education. The inevitable 
conclusion is that Namibia needs to expand access to secondary education as rapidly as possible 
so that all young Namibians are educated at least to this level, and also that the quality and 
efficiency of education at the primary level needs to be improved. The results also suggest that 
improving access to education and training in Namibia is one of the key drivers to attaining an 
equitable and just society as envisioned in Vision 2030. 
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8. CONCLUSIONS AND POLICY RECOMMENDATIONS 

CONCLUSIONS  
8.1 This study assessed the adequacy of Namibia’s education and training system to facilitate 
the realization of the national development reform agenda, as encapsulated in Vision 2030, and in 
key development strategy documents. It conclude that in its current state, the education and 
training system cannot effectively support either the attainment of national development goals or 
the aspired for transition to a KE. In order of magnitude, key weaknesses are:  

Poor learning outcomes at all levels  
8.2 Starting with the lowest level, Namibia has a high adult literacy rate but very low levels 
of functional literacy, even among primary and junior secondary school graduates. The current 82 
percent literacy rate is more of a statistic than a substantive indicator of a pool of labor that can be 
mobilized and trained to apply knowledge and technology to improve productivity as aspired for 
in Vision 2030.  

8.3 At the primary level, a high proportion of children enroll in, and complete, the cycle; but 
most of them graduate without adequate reading and mathematics skills. In qualitative terms 
therefore, Namibia is much further from attaining the MDGs and EFA goals than the statistics tell 
us. The primary education system is continuing to add to the current population of people with 
low functional literacy. This hardly supports the Vision 2030 aspiration to build a knowledge 
society, and to narrow the knowledge and digital divide nationally and internationally.  

8.4 Student performance at the junior and senior secondary levels is poor, especially for 
mathematics and science. For those who make it to the tertiary level, failure rates are high among 
VTC trainees. University completion rates are exceptionally low, especially for science (20%), 
humanities, (35%), and education (44%). This is another ineffective step toward Namibia’s goal 
of becoming a knowledge society. 

Inefficiency of the system  
8.5 Most internal efficiency indicators are intolerably low. In 2000, the average repetition 
rate for grades 1 to 9 was 16 percent. Each year, nearly 20 percent of students are not promoted to 
a subsequent year of primary and junior secondary school. Dropout rates are high, especially for 
the last year of primary education (7.3%), and within the junior secondary school phase. On 
average, 10 percent of students drop out of the first and second year of junior secondary 
education (grades 8 and 9). Nearly 40 percent of the students are pushed out at the end of the 
junior secondary education phase (grade 10) both because of their poor performance on 
examinations, and the limited places in grade 11. In some of the weak VTCs, the average dropout 
rate is as high as 25 percent. As already noted, university completion rates are unacceptably low, 
especially for science, the humanities, and education. 

8.6 The system is also inefficient in the use of available resources. For primary and 
secondary education, this is manifest in very low class sizes, average student–teacher ratios, and 
limited use of double shifting. In terms of financial resources, Namibia invests more in education 
and training (8.6% of the GDP) than other SADC countries, for relatively lower coverage and 
quality.  

Persisting inequalities  
8.7 Inherited inequalities in the distribution of inputs persist, despite aggressive post-
independence efforts to eradicate them. On average, schools in the previously disadvantaged 
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northern regions have fewer inputs—infrastructure, less-qualified teachers, and higher student–
teacher ratios—than those in the rest of the country. Moreover, the current input-based funding 
translates into higher per capita funding for better resourced schools. Without interventions, there 
is a real risk of entrenching rather than eradicating prior inequalities in resource distribution.  

8.8 Student learning outcomes are inequitably distributed in line with resource inputs. In 
2001, 41 percent of students from the northern regions met the minimum entry requirement for 
senior secondary school, relative to 63 percent from other regions. This skewed performance 
translates into an under-representation of these students at higher levels of the system. It is 
therefore not surprising that the benefit incidence analysis presented in Chapter 6 shows that 
public expenditure on tertiary education is distinctly pro-rich.  

8.9 Though not as severe as inequalities of resources and outcomes, there are some pockets 
of inequities of access. Children in rural areas and those of the poor have less access to pre-
primary education. Access to primary education is lower for certain language groups such as the 
San, Otjiherero, and Khoekhoegowab speakers. Access to senior secondary and tertiary education 
is mediated by the unequal performance on junior secondary school examinations; children from 
poorer regions perform less well than their counterparts in other regions. In the northern regions 
of Otjozondjupa, Oshikoto, Ohangwena, and Oshana, girls have less access to education than 
boys. Women account for only 19 percent of the enrollment in VET, while men comprise 40 
percent of the university enrollment.  

Poor relevance to the economy 
8.10 The education and training system fails to meet labor market skills requirements. A key 
cause of skills deficits is the narrow pipeline of good-quality senior secondary school graduates, 
especially those with good grades in English, mathematics, science, and ICTs. The low quality 
and quantity of the secondary school throughput limits the potential of post-secondary education 
and training institutions to respond to current labor market needs, and to supply the high-level 
skills required in key growth sectors. The poor responsiveness of tertiary education institutions is 
also due to the inadequate policy and programmatic guidance by the National Planning 
Commission (NPC) on what these institutions should deliver relative to human resources 
requirements.  

Poor capacity for knowledge creation and innovation 
8.11 Capacity to create and apply knowledge to improve productivity remains weak, despite 
the centrality of knowledge and innovation to Namibia’s development strategy. Among key 
reasons for the low capacity are: (a) the lack of a clear national policy, and strategy for 
stimulating knowledge creation and innovation targeted toward improving productivity, 
especially within potential growth sectors; (b) poor coordination and support for the limited 
initiatives to improve the application of knowledge in production; (c) poor capacity of tertiary 
education institutions for knowledge creation, knowledge management, and innovation; (d) 
limited R&D programs that could further stimulate the application of knowledge in production 
within firms; and (e) the weak knowledge market which translates into low demand for 
knowledge and low pressure on the suppliers of knowledge to produce.  

Low capacity to implement reforms  
8.12 Capacity to plan for and implement agreed reforms has been, and remains, weak. In most 
cases therefore, practice has been exceedingly slow to align with endorsed reforms. Planning is 
weak partially because of the lack of information required to undergird the plans. Implementation 
is weak partly because critical change agents such as teachers and school managers are not 
adequately equipped to effectively implement the reforms.  
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Inadequate and declining resources  
8.13 The government’s investment in the sector is projected to decline from the current 8.6 
percent of the GDP to 7.1 percent by 2006/2007. At the same time, private contributions and 
private sector participation are not showing any significant increase. With some of the key donors 
pulling out of Namibia, donor contributions are likely to decrease. The overall declining 
resources come at a point when substantial effort is still required to improve access and quality, 
as well as to contain the potential adverse effects of HIV/AIDS.  

The threat of HIV/AIDS  
8.14 The impact of HIV/AIDS could impair qualitative and quantitative developments thus far 
made in the education system. At the same time, the education system faces a difficult challenge: 
to effectively contribute to HIV/AIDS prevention and mitigation while it is being weakened by 
the pandemic. On the demand side, the effects on the health and psychosocial balance of children 
affected and/or infected by HIV/AIDS are bound to reduce effective participation. On the supply 
side, HIV/AIDS could fast deplete the professional and experienced educators who should drive 
the system’s development.  

RECOMMENDED SECTOR STRATEGIES  
8.15 As earlier noted, strengthening the education and training system should precede any 
expectations of its effective contribution to development. Like any other country, Namibia cannot 
count on a weak education and training system to support very ambitious development goals. Key 
strategies for strengthening the system are summarized below, in order of priority.  

Improve student learning outcomes  
8.16 The first and foremost challenge is to improve student learning in primary and secondary 
schools. The following specific measures are recommended for improving the quality of general 
education:  

8.17 Improve learner readiness for primary education by expanding pro-poor access to 
preprimary education. As a starting point, baseline data on the demand and supply of preprimary 
education should be established and used as a basis for appropriately targeting the supply. The 
supply should first be targeted to the lowest-income households, and progressively move up as 
coverage improves. 

8.18 To improve the supply, a national campaign should be launched to expand the base of 
private providers of ECD and preprimary education programs. Such providers include NGOs, 
CBOs, churches, communities, and individuals. In addition, incentives should be considered to 
encourage providers to establish preprimary schools in the poorest communities. These could 
include: easy acquisition of land, tax breaks, easy access to credit, and easier registration of 
schools. To ensure equitable access, clear and transparent mechanisms should be developed and 
applied to exempt the lowest-income households from paying fees. In this regard, the government 
should provide scholarships for such children. 

8.19 Develop and set quantifiable targets for the quality of general education in terms of 
measurable skills and knowledge to be acquired by learners. These targets should be developed 
and set as a way of benchmarking where the system should be over an agreed period of time. 
Learning targets should include measurable competencies, skills and knowledge to be acquired by 
learners at every phase. Ideally, these targets should be based on formal, externally moderated, 
and internationally comparable assessment systems that can be universally applied. The quality 
and learning targets should be set for every single school, taking into account resource 
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endowments and clientele, using value-added methods, and basing targets on empirical evidence 
of how much a school can “produce” given its resource endowments and clientele. School 
specific targets should therefore be feasible, while at the same time stretching current limits. The 
feasibility of targets should be based on a systematic study of the techniques used by schools that 
are already exceeding targets, given their resources and clientele.  

8.20 Revise norms and standards and develop procedures for enforcement. Agreed quality and 
learning targets should be used as a basis for revising norms and standards for schools. The 
revised norms should be comprehensive to include the provision of critical resource inputs—
classrooms and other physical facilities, books and instructional materials, appropriate curricula, 
improved learner readiness at entry, qualified and competent teachers, other professional cadres, 
and so on—and processes—school management, accountability measures, pedagogy, student 
assessment, system assessment—that are required to achieve set quality and learning targets. 
Procedures should be developed for enforcing the norms. 

8.21  Strategically target support to schools that do not meet set norms and that fall short of 
their attainable targets: To improve equity, education quality improvement efforts should 
strategically target schools that do not meet set norms and that fall short of their “attainable 
targets.” Such support should entail, among others, the sharing of techniques used by schools that 
are effective within the specific context of Namibia and against internationally comparable 
standards. In other words, the education and training system should itself set an example of the 
effective use of existing knowledge to improve productivity. The rich tacit knowledge that exists 
in Namibia should be codified, enriched with external knowledge, and used to drive the 
development of the education system itself.  

8.22 Beyond technical support, schools should be provided diverse forms of incentives to meet 
their set targets. These may include merit awards for schools that meet targets, systematic reports 
to parents on results, use of parental pressure to demand high productivity of schools and 
teachers, and management changes of principals and key teachers should they prove resistant to 
change.  

8.23 Rationalize the general education curriculum and integrate ICTs into the curriculum. 
Ongoing efforts to rationalize the general education curriculum and to integrate ICTs into the 
curriculum, not only as subjects, but also as quality-enhancing teaching and learning tools, are 
steps in the right direction. While it is necessary for learners to gain some practical skills, general 
education should not strive to meet students’ “work-based needs,” or to prepare them for the 
“world of work.” A core set of practical skills that learners need to acquire through general 
education should be determined, and developed into a limited number of integrated practical 
subjects that are deemed relevant for the Namibia context.  

8.24 Improve the monitoring of student and system performance. Periodic standardized 
achievement tests should be administered at grades, 3, 6, 9, and 11 to monitor the system’s 
performance. Student learning achievement should be monitored through a more faithful 
application of continuous assessment and criterion-referenced testing in the classroom. Pre-
service and in-service training should focus on equipping teachers with skills to appropriately 
assess student learning, and to ensure that learners do not proceed through grades without the 
required knowledge, skills, and competencies. All student assessment tools should reflect agreed 
levels of quality and set learning targets. 

8.25 Join in international surveys of student achievement. As Namibia strives to join 
developed KEs, there emerges a need for its education system to be qualitatively compared with 
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the systems of developed countries. Over time, the potential benefits of participating in 
international surveys of student achievement that extend beyond the geographic region of 
Southern Africa should be given renewed consideration. Namibia would benefit from 
participating in international surveys such as those conducted under the auspices of the 
International Association for the Evaluation of Educational Achievement, and the Program for 
International Student Assessment organized by the OECD every three years.  

8.26 Establish magnet schools to focus on specific areas of excellence: To accelerate quality 
and excellence, consideration should be given to the establishment of magnet schools. The poor 
and populous northern regions should be given priority in the planning for magnet schools. At 
present, key areas that should be seriously considered for focus in these schools are mathematics, 
science, and ICTs. 

8.27 The second challenge is to improve the quality of VET and of tertiary education and 
training programs using the following measures: 

8.28 Improve critical quality-enhancing inputs: Staff development programs should be 
expanded to improve qualifications of VTC instructors. Instructor training programs offered 
jointly by the polytechnic and the university’s faculty of education should be expanded to enroll 
more instructors. Competency-based education and training (CBET) curricula should be more 
faithfully implemented to redirect attention from the number of years that trainees spend in 
training, to competencies they are to acquire. Trade tests should be revised to reflect core 
competencies and to be more reliable and valid assessments of trainees’ achievement.  

8.29 Improve the quality of tertiary education and training. The first step in improving quality 
at this level is to raise the quality of the intake. While waiting for the impact of the general 
education quality-enhancing measures sketched above, science, mathematics, and ICTs pre-entry 
courses should be expanded to immediately increase the intake and improve its quality. Second, 
special courses offered to ease learning difficulties of already enrolled students should be 
expanded and reinforced. Third, staff development programs should be expanded to improve the 
qualifications of a wider base of the academic staff of tertiary education and training institutions. 
Fourth, quality assurance measures should be improved and universally applied across the 
institutions.  

8.30 Improve governance, management, and accountability for results across all institutions. 
Virtually all the quality enhancement efforts outlined above will be in vain unless they are 
supported by an effective governance and management system that can be held accountable for 
results. Accountability measures should be developed, instituted, and enforced, especially at the 
level of institutions. As many sources of accountability pressure as practical should be used, 
including “vertical” or “administrative” accountability, and “horizontal” or “political” 
accountability—all the way from parents to the legislature. Accountability tracking systems must 
be designed and implemented. 

8.31 Use an integrated approach to improve quality.  Plans for quality improvement need to 
be developed into an integrated and systemic approach tied to implementation schemes. Every 
action’s cost in terms of person-months of labor at certain skill levels, particularly in mid-level 
management, needs to be assessed. This will provide a base for determining the nature and extent 
of capacity development required to improve governance, management, and accountability. 
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Improve the efficiency of the general education system 
8.32 The quality improvement measures recommended above should significantly improve the 
internal efficiency of the system. Additional measures are recommended as follows:  

8.33 Use existing physical capacities efficiently. Where population density permits, the 
physical capacity of existing schools should be substantially expanded by increasing the number 
of primary schools on double shift. The average class size should also be increased from 33.5 to 
35 for primary schools, and 40 for secondary schools. In addition, a more efficient use of teachers 
should be attained by increasing the average primary and secondary student–teacher ratio from 29 
to at least 35. 

8.34 Construct more combined schools and expand multi-grade teaching. Within sparsely 
populated areas, combined schools should be constructed to replace incomplete primary schools. 
In addition, multi-grade teaching should be expanded to use teachers more efficiently. 

Eradicate inequalities across all levels of the system  
8.35 Make schools physically accessible to students. Inequalities in access to education should 
be eradicated. The above-outlined measures—combined schools, multi-grade teaching, and 
double shifting—should go a long way toward making primary and secondary schools physically 
accessible to children who are currently neglected. The proposed expansion of private provision 
of ECD and pre-primary programs should also bring services closer to children. Current 
initiatives for delivering education services to marginalized and “hard-to-reach children” should 
be strengthened and taken to scale.  

8.36 Remove financial barriers to individual access at different levels. For pre-primary 
education, conditional cash grants should be considered as incentives for schools to enroll 
children from poor households, orphans, and other vulnerable children, and to ensure their 
successful completion. Similar grants should be considered for general education, and for VTCs. 
Student loans should be expanded to cover all students who are eligible for entry to tertiary 
education and training institutions. Full scholarships should be provided to deserving students 
who cannot afford loans. Alternatively, a differentiated tuition system should be introduced as a 
cost-sharing mechanism that is sensitive to students’ means. 

8.37 Eradicate inequalities in education resource inputs: Normative per capita financing 
should be introduced to enable schools to acquire resources that meet set input norms, and that 
are adequate to meet learning targets. To eradicate enduring historical inequalities, additional 
conditional grants should be provided to schools that fail to meet the resource input norms; even 
after applying normative financing. A fair and transparent funding formula should also be 
developed and uniformly applied to VTCs, and to tertiary education and training institutions.  

Improve the economic relevance of the education and training system by expanding outputs 
where the demand is strong 
8.38 The measures proposed for improving the effectiveness of general education, especially 
in English, mathematics, science, and ICTs, should begin to improve the relevance of the 
education and training system to the economy. Additional measures are to: 

8.39 Enhance the role of the private sector in defining and running VET. Given their 
understanding of labor market skills requirements, employers should play a more prominent role 
in determining training standards and curricula. Their technical involvement should therefore 
improve the market relevance of training programs and outputs. To remain responsive to labor 
market demands, the training curricula should be constantly reviewed—every 3 to 4 years—and 
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updated. Instructors should be hired on contract to enable the termination of obsolete courses and 
the introduction of new ones. In addition, job attachments should be more structured to 
effectively expose trainees to the world of work.  

8.40 Expand enrollments in good-quality public and private VTCs. Expand enrollment in 
institutions whose training programs meet the triple criteria of quality, market relevance, and 
cost-effectiveness. The public sector could realize substantial savings by subsidizing training 
institutions that provide high-quality and relevant programs at a lower cost per graduate than do 
public institutions. Government subsidies should therefore be provided to institutions that meet 
these criteria, whose output is limited by financial constraints. Another priority is to increase 
enrollment for women.  

8.41 Selectively expand enrollments of tertiary education and training institutions. Tertiary 
education and training institutions should expand their enrollments in areas where there are 
serious shortages of human resources. The success of this expansion program will depend on the 
effectiveness of the pre-entry programs and of the general education quality enhancement 
programs. Study-abroad programs should be opted for where they prove to be cost-effective. 

Strengthen capacity for knowledge creation and innovation 
8.42 Most of the quality improvement measures outlined above will also improve the systems’ 
capacity to contribute to knowledge and innovation. The improved quality of the general 
education and VET systems will provide trainable workers that can enable industries to push the 
knowledge and technology frontier. At higher levels, the mounting of graduate programs, 
improvement of the qualifications of the academic staff, adequate provisioning of the institutions, 
and improvement of quality assurance mechanisms should also improve capacity for research and 
other knowledge creation activities. In addition, the following measures should be instituted:  

8.43 Articulate a policy and strategy for establishing a national knowledge and innovation 
system, and articulate , as well as implementation arrangements. A national policy and strategy 
for knowledge and innovation should be developed with a view to promote the production and 
application of knowledge to improve productivity. The proposed CIET should be 
reconceptualized as an enabler and facilitator of knowledge creation and innovation, and not as an 
executing organization. It should be established as a lean organization with very limited but 
distinguished staff, and with adequate resources to enable it to carry out its mandate. Further 
work is required to articulate the “new concept” of the CIET. For now, the following features are 
considered essential for its success:  

�� The CIET’s key role should be to provide policy and strategic guidance, support, 
expand, and coordinate R&D activities already taking place within the current 
knowledge and innovation system—i.e., government ministries, tertiary 
education and training institutions, research divisions of parastatal and private 
sectors, firms, research institutes, consultancy firms, independent researchers, 
think tanks, and so on.  

 
�� Another key role should be to stimulate real demand for knowledge, while 

strengthening the supply. In this capacity, it should assist producers to identify 
and articulate their demand for knowledge that is directly related to their 
production. Once the need for knowledge is concretely established, the CIET 
should directly fund producers to purchase R&D services from relevant 
suppliers. 
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�� It should be run by a Board whose key members comprise representatives of the 
knowledge and innovation system. 

 
�� Its executive director should be someone of high standing in terms of experience 

in setting up similar organizations, and in terms of practical and academic 
experience. A broad international recruitment drive should be launched to 
identify the executive director.  

 
8.44 Strengthen the research capacity of tertiary education and training institutions: Tertiary 
institutions should be encouraged, first, to finalize their current draft research policies. A key part 
of the policy orientation should be to attain and sustain responsiveness to areas of strategic 
importance to Namibia’s economic growth and development, while not neglecting basic research. 
Second, current institutional frameworks such as the university’s MRRC and the polytechnic’s 
CART should be reviewed and strengthened to facilitate innovation within institutions. Third, 
graduate programs at the university should be strengthened as one of the ways to promote the 
culture of research. Fourth, staff development programs should be launched to strengthen the 
research skills of the academic staff in tertiary education and training institutions. Fifth, more 
funding should be allocated for R&D programs in these institutions. The funds should be 
distributed on a competitive basis, and driven by real demand from producers.  

8.45 Strengthen and institutionalize linkages with the private and public sector as key markets 
for R&D. Formal links with key public and private sectors should be strengthened, and 
institutionalized, as a way of keeping in contact with critical knowledge and innovation needs in 
the broader market. In this regard, tertiary institutions should strategically focus their attention on 
understanding the knowledge needs of sectors that are identified as potential growth sectors—
mining, fisheries, tourism, manufacturing, and so on. As the main development planning arm of 
the government, the National Planning Commission (NPC) should keep tertiary institutions 
informed of potential research needs that are directly related to current national development 
challenges. Formal links with key industries and producers in the formal and informal sectors 
should also be strengthened as a way of keeping tertiary institutions informed of the needs of their 
potential clients.  

Strengthen capacity to implement the reforms 
8.46 Improve readiness for change within the general education system. Key change agents, 
including school principals, heads of departments, subject advisors, school inspectors, should be 
trained or, if necessary, retrained to effectively implement reforms. They should also be trained in 
strategic management for the attainment of measurable quality and learning targets. In this regard, 
middle managers—deputy heads, subject advisors, heads of departments—are critical operatives 
and quality controllers. They must understand the big picture, as well as master operational 
details. Pre- and in-service training curricula and processes should be duly revised to equip 
teachers to deliver on expected levels of quality, and to meet set learning targets. Both pre- and 
in-service training programs should be rigorously assessed to ensure that teachers master the “real 
knowledge and skills” required to deliver on agreed levels of quality and set learning targets. 

8.47 Strengthen the capacity of the recently established NTA. The capacity of the NTA should 
be enhanced to enable it to spearhead the implementation of the VET reforms. To improve 
chances for the success of the NTA, the following measures are recommended, some to improve 
on the original MHETEC’s proposal on the NTA: 

�� Employers should have a majority role in directing the NTA (not in the original 
proposal). This weighting would provide industry with the degree of comfort and 
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advantage necessary for it to support the proposed training levy. Experience elsewhere—
Singapore, Brazil—suggests that employers will take training seriously if they have a 
major stake in it. 

�� The NTA should be independent. Employers and unions should be equal partners in 
designing the NTA. They should select their own Board members (not in the original 
proposal). 

�� The proposal by Brewster and Burke123 is endorsed, namely, that the Chairman of the 
NTA Board should never be from the government, and that the post should be held for a 
minimum of three years and not rotate annually among stakeholders.  

�� The NTA Board should be allowed to establish ad hoc subcommittees as needed to report 
to it on specific subjects (not in the original proposal). 

�� The NTA’s executive director should have extensive private sector experience (not in the 
original proposal). 

�� The NTA needs to have a strong support program to do market research, develop 
programs, and develop training programs and materials. 

�� The NTA must adopt transparent procedures, be held accountable for results, and have its 
books audited and published regularly. 

�� With the NTA in place, the MHETEC’s role should be limited to policy development and 
to strategic planning, block financing, and oversight. There should therefore be no need 
for a residual directorate of VET within the Ministry (as specified in the current 
proposal). 

 
8.48 Devolve authority to public VTCs. The following steps are recommended to improve 

chances of a successful devolution: 

�� Semi-autonomy is the polar opposite of the present system. Managers have little if any 
experience in managing their own VTCs. Therefore increased autonomy should be 
phased in carefully, and only with substantial management training. 

�� There should be rigorous selection of VTC managers. Management development should 
go hand in hand with some form of contract where management’s performance is subject 
to review every 3–5 years.  

�� Staff should be hired on short term (1–2 year) performance-based contracts. This would 
allow flexibility for discontinuing courses that are no longer in demand. 

�� There must be careful selection and extensive continuous training for Board members to 
avoid mismanagement of various types.  

�� Local Boards should mirror the composition of the national Board. However, it may be 
necessary to rethink the role of local Boards in areas where there aren’t that many 
employers. 

�� Finally, some residual authority must rest with the Minister and the NTA to dissolve local 
Boards and fire management and staff if they should hamper planned progress.  

 
8.49 Strengthen capacity for strategic planning for the future development of the tertiary 
education and training sub-sector. A comprehensive strategic plan should be developed to guide 
the future development of tertiary education and training. A key thrust of the plan should be the 
repositioning of the role of tertiary education and training in national development. Among 
others, the plan should explicate the functional relationships across institutions and how tertiary 
institutions should relate to other relevant institutions such as the proposed CIET. The 
development of teaching and research programs should reflect the strategic focus of tertiary 
education and training, while respecting the institutional autonomy and academic freedom. 
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8.50 Establish and develop the capacity of the National Council for Higher Education 
(NCHE). The NCHE should be established in line with prior recommendations that are endorsed 
in this study. Among others, the NCHE should oversee the implementation of the sub-sector 
strategic plan. It should also support the establishment of an information management system for 
the sub-sector, and its integration into a sector-wide EMIS. Other functions of the NCHE should 
include:  

�� Revise the current higher education policy to comprehensively cover tertiary 
education and training, and to reflect the new strategic focus of the sub-sector. 

�� Strengthen the institutional capacity for strategic planning. 
�� Articulate norms and standards for the provisioning of tertiary education and 

training, and ensure their application.  
�� Streamline the financing of tertiary education and training. 
�� Refine and implement a funding formula for tertiary education and training, and 

oversee its effective implementation. 
�� Define modalities for institutional collaboration and for avoiding unaffordable 

and unjustifiable duplication of programs. 
�� Establish and implement quality assurance measures. 
�� Oversee the work of other committees on tertiary education and training, such as 

the Advisory Council on Teacher Education (ACTE). 
 
8.51 Consolidate and develop the EMIS for the sector. Effective planning and implementation 
of the proposed reforms will require much better data and information than are currently 
available. Priority should therefore be given to the establishment of effective sub-sector EMISs, 
and their consolidation into a sector-wide EMIS. The current EMIS for the basic education 
system should be used as a base for a consolidated system-wide EMIS.  

Expand and diversify the financing base for the education and training system 
8.52 Develop and expand effective cost-sharing mechanisms. Effective cost-sharing schemes 
should be developed and uniformly applied for senior secondary education and for tertiary 
education and training. These measures are justified because of the substantially high private 
returns on investment in education at these levels, and because many of the students at these 
levels come from households that are not as poor. As more children from poor households enroll 
in senior secondary and tertiary education and training, mechanisms for supporting their 
education should be developed and implemented. As noted, cash grants to schools, and 
differentiated tuition are some of the alternatives for consideration. 

8.53 Expand private provision of general education. The current policy and legal framework 
for the private provision of education should be revised with a view to easing constraints for 
establishing private schools, while improving incentives for doing so. Incentives may include: the 
facilitation of the registration of private schools, eased access to credit, eased acquisition of land, 
tax breaks, and scholarships for poor children to attend private schools. These measures will have 
to be accompanied by rigorous quality monitoring by the NQA and by other quality monitoring 
bodies such as the inspectorate. 

8.54 Accelerate the establishment of a training levy. As allowed for in the 1994 Vocational 
Training Act, a training levy should be established. The case for establishing an industrial levy 
rests on four basic reasons. First, public funds are limited by overall deficits in public spending 
and other urgent national priorities, such as HIV/AIDS. Given the widespread poverty, training 
fees are relatively inelastic as a way of increasing income to institutions. The private sector, as 
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one of the main beneficiaries of training, should be prepared to pay for improvements in the type 
and quality of skills available to them. Second, firms presently under-train, in part because they 
fear losing their trained staff to competitors. A levy should be designed to give all enterprises a 
financial incentive to train their workers. If all enterprises have incentives to train, the reluctance 
to train will be reduced. Third, a training levy should raise revenues to finance the much-needed 
expansion of VET outputs—this has to be determined through a feasibility study. Finally, a levy 
could stimulate an increase in the number and variety of VET providers, mostly private.  

8.55 While required, levy schemes have potential disadvantages. One of them is the possible 
increase to the cost of labor, and thereby encouragement of more capital-intensive production in 
industries. However, this potential limitation is outweighed by the potential benefits of the levy. 
Levies elsewhere, depending on the type, have also proved to be difficult to administer. The 
administrative implications of any levy scheme have to be considered carefully, before adoption 
of any scheme. The following factors are considered to be essential for success of a levy scheme 
in Namibia:  

�� A feasibility study should be undertaken to determine the type and extent of levy that 
would suit Namibia. The study should also determine the best administrative and 
implementation arrangements for the levy.  

�� The levy method—revenue raising, levy exception, levy rebate, or levy grant—should be 
carefully studied and selected so as to both stimulate enterprise-based training and raise 
revenue,124 if possible.  

�� The levy method should be relatively easy to administer, and not require undue 
administrative overheads. Achieving this objective will be a key challenge of the levy 
planners. The feasibility study should assist planners on how to set up the administration. 

�� Employers should participate in determining the rate of the levy, as is done in Mauritius. 
Moreover, the rate should be reconsidered and, if necessary, readjusted periodically—
perhaps every three to four years. 

�� The government should not reduce its financing of training and skills development when 
the levy is instituted. Public financing of VET and skills development should remain a 
priority, especially for the kinds of training that are not financed by enterprises—most of 
pre-service training, informal sector training, and training for disadvantaged groups. 
Some commitment of continued and increased public financing for VET should form part 
of the bargain with employers and trade unions for introducing a levy. 

�� Employers should have the majority say over the distribution of proceeds from the levy. 
They should have a sense of security that while paying the levy, they will reap substantial 
benefits in increased productivity of better trained employees. This arrangement can be 
accomplished under the proposed composition of the NTA Board, on which the 
employers’ group would hold a majority. The levy would be distributed to the existing 
Vocational Training Fund, which would have a separate account for the levy proceeds, 
and a separate accounting for how the funds are utilized.  

�� Both public and nonpublic trainers should be eligible to receive funds from the training 
levy for approved programs. Ideally, this should be done in a totally transparent manner. 
For instance, an entity using the levy to purchase training outputs should be mindful only 
of the cost and value/quality of the output. In principle, the entity should not care about 
the source of the output. This means that very good standards have to be available for 
purchasers, so they know where, and what to purchase. Moreover, as a result of the levy, 
new training providers are expected to emerge—including the establishment of local 
branches of foreign trainers. This means that the NTA will need to have the capacity to 
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register training institutions, and the NQA needs to expand its capacity to accredit the 
institutions and their programs. 

 
8.56 Mobilize external sources of funding. “Public private partnerships” (PPPs) that are most 
suitable for Namibia should be explored and established. PPPs provide a way of securing the use 
of assets necessary for the delivery of public services, without having to put up the capital 
investment required to develop the asset at once. They should therefore be considered as a way of 
providing the required infrastructure. Where necessary, loans and grants should be considered to 
adequately finance priority reforms. 

Improve strategies for curbing the spread of HIV/AIDS and mitigating its impact 
8.57 Further work is required on these issues. For now, we recommend that current efforts to 
mainstream HIV/AIDS education in the curriculum should be sustained and faithfully 
implemented. The NIED has incorporated HIV/AIDS education into the new curriculum. Efforts 
are underway to intensify the mainstreaming of HIV/AIDS in 80 percent of the school subjects, 
and in the teacher-training curricula. Extracurricular life skills and peer education programs for 
children under 15—whether in or out of school—are also being developed. However, effective 
strategies for coping with the loss of teachers and with declining student participation still need to 
be developed. 

8.58 Target support for children who are affected by HIV/AIDS. Financial support should be 
provided to HIV/AIDS orphans and other vulnerable children (OVCs) through two key means. 
First, cash grants should be considered to encourage schools to enroll OVCs, and to ensure a 
successful completion of their general education (grades 1 to 12). While enrolled, psychosocial 
support should be provided to OVCs through the schools’ guidance and counseling programs. 
Second, the Ministries of Education should work very closely with the Ministry of Women 
Affairs and Child Welfare, the Ministry of Health, NGOs, and CBOs to create and sustain an 
integrated health, social, and education support system for these children and ensure their success 
in school.  

8.59 Establish a system of  substitute teachers. Currently, Namibia does not have a structured 
system for providing substitute teachers, yet teacher absenteeism and attrition are bound to 
increase, due to  the impact of HIV/AIDS. In the immediate run, a system of volunteer substitute 
teachers should be established and implemented to mitigate the adverse effects of teacher 
absenteeism on the quality of the education system. Consideration should also be given to use the 
National Youth Service (NYS) as a source of substitute teachers. Crash courses and in-service 
training should be provided to substitute teachers, in order to reduce the potential impact of 
unqualified teachers on quality.  

8.60 Increase the output of colleges of education. In the medium term, more refined modeling 
of the impact of HIV/AIDS on the demand for teachers should be applied. The results of the 
model should be used to develop a sustainable strategy for coping with teacher demand, 
absenteeism and attrition. 
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ANNEX 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Table A.1.1. Demographic and health indicators and projections 
 
Actual Projected Indicators 

  1990 1995 2000 2005 2010 2015 2020
Population  

Total population (millions) 1.4 1.6 1.8 1.9 2.0 2.1 2.2
Population change since 2000 (%) — — — 8 14 20 27
Population growth rate (%) 4.4 1.8 2.2 1.5 1.1 1.1 1.0
Total fertility rate (birth per woman) 5.4 5.3 5.0 4.8 4.3 3.8 3.2
 
Population by age group  

Children under 5 years old (as % population) — — 15.5  15.5  14.1  13.4  12.1

Youth under 15 years old (as % population) — —  41.6  41.9  40.9  39.3  36.3

Working age group between 15 and 64 years 
old (as % population) — —  54.7  54.2  55.0  56.6  59.2

 Dependency ratio  
Total (under 15 and over 65 years old)  — — 82.9 84.4 81.7 76.7 68.9
Youth only (under 15 years) — — 76.1 77.3 74.3 69.4 61.4

 
Health  

Life expectancy at birth (years) 57.5 56.8 47.2 41.5 40.9 43.4 46.2
Infant mortality rate (per 1,000 live births) 63.8 63.4 62.5 60.8 62.6 58.4 54.2
Under 5 mortality rate (per 1,000) 84.0 — 112.1 119.8 124.2 113.6 102.9

— Not available. 
Source: World Bank SIMA.  
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Table A.1.2. Enrollment in prevocational subjects by level (2001) 
 

Subject Total
Enrollment 

Junior 
Secondary 

Senior 
Secondary 

1. Accounting 36,511 31,540 4,971 
2. Agricultural sciences 68,664 62,196 6,468 
3. Art and design 236 44 192 
4. Bricklaying & plastering 269 258 11 
5. Business management 92,795 92,504 291 
6. Business studies 7,270 31 7,239 
7. Catering 19 — 19 
8. Computer practice 3,848 3,322 526 
9. Design & technology 170 — 170 
10. Home Economics 4,736 4,336 400 
11. Electricity 300 240 60 
12. Electronics 41 19 22 
13. Engineering science 13 8 5 
14. Fashion & fabrics 283 — 283 
15. Fitting & turning 64 42 22 
16. Hotel management 13 — 13 
17. Keyboard & Word Processing 265 265 — 
18. Metalwork 387 352 35 
19. Motor body repairing 62 — 62 
20. Motor mechanics 377 303 74 
21. Needlework & clothing 2,686 2,678 8 
22. Plumbing & sheet metal  5 — 5 
23. Technical drawing 1,790 1,576 214 
24. Typing & Office Organization 6,176 5,461 715 
25. Welding & metalwork 151 126 25 
26. Woodwork 1,916 1,767 149 

Totals 229,047 207,068 21,979 
— Not available. 
Note: Senior secondary includes HIGCSE, IGCSE, and other. 
Source: EMIS Education Statistics, 2001, Chapter 2, Table 14. 
 

Table A.1.3. Percentage of candidates and their point ranges in the JSCE 
 

Points Scored Region Number of 
candidates 0–4 5–9 10–14 15–19 20–24 25–29 30–34 35–39 40–42 0–22 23–42 

Katima Mulilo 1846 0.4 3.6 13.1 23.4 29.8 20.5 7.9 1.3 0.1 58.2 41.8 
Rundu 2166 1.5 4.8 13.9 20.6 27.1 18.4 9.7 3.4 0.6 56.7 43.3 
Ondangwa East 5255 2.0 7.8 15.0 21.9 22.9 17.5 8.5 3.7 0.7 60.7 39.3 
Ondangwa West 7056 0.8 5.2 14.5 22.7 28.4 19.4 7.1 1.8 0.1 60.3 39.7 
Khorixas 1900 2.7 6.0 11.3 16.8 18.7 19.5 12.7 8.8 3.4 48.4 51.6 
Windhoek 5118 3.0 4.7 9.5 15.3 18.8 18.9 13.9 10.4 5.4 43.6 56.4 
Keetmanshoop 1717 0.6 1.6 5.2 11.5 23.6 27.9 17.8 9.1 2.6 31.9 68.1 
Head Office 22 0.0 0.0 0.0 0.0 27.3 22.7 22.7 27.3 0.0 22.7 77.3 
National 25 080 1.7 5.3 12.6 19.7 24.2 19.5 10.3 5.1 1.8 53.6 46.4 
Source: MBESC. 2001, Education Statistics, p. 63. 
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Table A.1.4. Overall government revenue and expenditure, Namibia 1990–2001 (millions of N$) 
 

Government Revenue Government Expenditure Year  
 
 

GDP 
 
 

Current 
Revenue Grant Total

Current 
Expenditure

Interest on 
Debt

Capital 
Expenditure Total

1989/90 5,966 2,002 308 2310 1,765 131.2 191.5 1,957
1990/91 7,253 1,906 101 2007 1,720 26.8 307.2 2,027
1991/92 7,583 2,535 68 2603 2,366 20.9 412.5 2,779
1992/93 8,458 2,855 74 2,929 2,784 21.6 550 3,334
1993/94 9,864 3,040 55 3,095 2,925 70 485.5 3,410
1994/95 11,839 3,611 38 3,649 3,401 118 412 3,813
1995/96 13,283 4,029 45 4,074 3,925 145 577 4,502
1996/97 15,449 4,612 50 4,662 4,838 251 624 5,462
1997/98 17,261 5,592 54 5,646 5,262 350 779 6,041
1998/99 19,265 6,149 37 6,186 6,103 489 737 6,840
1999/2000 21,467 7,203 69 7,272 6,884 513 948 7,832
2000/21 24,513 8,236 57 8,293 7,587 511 942 8,529
Source: IMF Database. 
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Box A.1.1. A technical note on the composition of the KEI by the WBI 
 

The KEI is an average score of 12 of the 76 variables of the Knowledge Assessment Methodology 
(KAM). The 12 variables are based on the four key pillars of a KE and an additional two variables 
indicating overall performance of the economy. The 12 variables constitute what is referred to as the 
“basic scorecard.”  

“In essence, this scorecard attempts to capture a country's preparedness for the knowledge-based 
economy. This scorecard can be captured for 2 points in time: for 1995 (or closest available) and for 
the most recent available year. The indicators used in the basic scorecard are as follows:  

i. Performance Indicators: Two variables are used to illustrate the overall performance of a country: 
annual GDP growth and the human development index. Annual GDP growth is a good indicator of a 
country's overall economic development. The human development index (HDI) is a composite measure 
of three components: longevity (measured by life expectancy); knowledge (adult literacy rate and mean 
years of schooling); and standard of living (real GDP per capita in purchasing power parity). The HDI 
provides information on the human development aspect of economic growth. 

ii. Economic Incentive and Institutional Regime: Three variables from the Heritage Foundation are 
selected as proxies for this pillar: To measure the degree of competition, we use tariff and non-tariff 
barriers, which is a composite of the rating on the average tariff rate, non-tariff barriers, and 
corruption in the customs service. The variable on property rights examines the extent to which the 
government protects private property and how safe private property is from expropriation. By 
extension the variable can also be used as a proxy for the rule of law. The variable on regulation 
measures how easy it is to open and operate a business. The variable also examines the degree of 
corruption in government and whether regulations are applied uniformly to all businesses. 

Three variables are used as proxies for this pillar. The first, tariff and non-tariff barriers from the 
Heritage Foundation, provides a measure of the degree of competition, and is a composite of the rating 
on the average tariff rate, non-tariff barriers, and corruption in the customs service. The other two 
variables have been chosen from WBI's Governance dataset. Regulatory quality measures the 
incidence of market-unfriendly policies such as price controls or inadequate bank supervision, as well 
as perceptions of the burdens imposed by excessive regulation in areas such as foreign trade and 
business development. Rule of law measures the extent to which agents have confidence in and abide 
by the rules of society. These include perceptions of the incidence of both violent and nonviolent 
crime, the effectiveness and predictability of the judiciary, and the enforceability of contracts. 

iii. Education and Human Resources: Three variables are used for this pillar: the adult literacy rate 
(percentage of population aged 15 and above) gives a very broad stock measure of the educated 
population, while secondary and tertiary enrollment rates provide a flow rate. 

Adult literacy rate refers to the percentage of people aged 15 and above who can, with understanding, 
read and write a short, simple statement on their everyday life. Gross enrollment ratio is the ratio of 
total enrollment, regardless of age, to the population of the age group that officially corresponds to the 
level of education indicated. Secondary education completes the provision of basic education that 
began at the primary level, and aims at laying the foundations for lifelong learning and human 
development, by offering more subject- or skill-oriented instruction using more specialized teachers. 
Tertiary education, whether or not to an advanced research qualification, normally requires, as a 
minimum condition of admission, the successful completion of education at the secondary level. 

iv. Innovation system: Three variables have been chosen to represent this pillar. As an input into the 
innovation system, we use researchers in R&D per million population. For output, we have patent 
applications granted by the U.S. Patent and Trademark Office (USPTO) per million population, and 
scientific and technical journal articles per million population. Patents granted by the USPTO include 
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utility patents and other types of U.S. documents, such as design patents, plant patents, reissues, 
defensive publications, and statutory inventions and registrations. The origin of the patent is 
determined by the residence of the first-named inventor. Scientific and technical journal articles refer 
to the number of scientific and engineering articles published in the following fields: physics, biology, 
chemistry, mathematics, clinical medicine, biomedical research, engineering and technology, and earth 
and space sciences.  

v. Information Infrastructure: Three variables are used for this plank of the knowledge-based 
economy. Telephones per 1,000 population is the sum of telephone mainlines and mobile phones and 
provides a better indicator of connectivity than either in isolation. Computers per 1,000 population 
refers to the number of self-contained computers designed to be used by a single individual and is an 
indicator of personal computer penetration and use of relatively new technology for information 
processing. Internet users per 10,000 population refers to the number of computers with active Internet 
Protocol (IP) addresses connected to the Internet and is used as an indication of how well a population 
has advanced to the level of adapting and using advanced communication channels (Internet) to serve 
its priorities.”  

Source: WBI website: <http://info.worldbank.org/etools/kam2004/html/methodology_short.htm> 
 
 
 
 

Box A.1.2. A technical note on the calculation of survival rates  
 

The survival rate for a particular grade in a particular year depends on the promotion, dropout, and 
repetition rates in the previous grade, for subsequent years. It also depends on the policy regarding 
repetition (how many times learners are allowed to repeat class) at different times. If a learner is not 
promoted from a grade this year, it does not mean that the learner has not survived to the next grade as 
he/she will have a chance of being promoted the next year or the year after (if repetition is allowed 
more than once). The only learners who do not survive to the next grade are those who drop out from a 
grade. Note also that of those who repeat a grade, some may drop out and thus not survive to the next 
grade but many of them will survive. Thus the survival rates are calculated using a chain formula 
taking into account this complex process of promotion, repetition, and dropping-out during the entire 
cycle of a particular education level. Table 3.21 is a result of such a calculation and cannot be obtained 
with a simple formula from Tables 3.18, 3.19, and 3.20 by looking only at two adjacent years.  
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to the Common Monitory Area (CMA) with South Africa, Lesotho, and Swaziland, the Rand has the status 
of legal tender in Namibia. 
13 In 2001, FDI inflows amounted to N$2.8 million while the 2002 estimates calculated as part of this 
assessment were already at N$4.6 million (source for the estimates: Bonelli and Odada 2003).  
14 For the 2001/2002 budget, government expenditure accounted for about 40 percent of the GDP, much 
higher than the average for middle-income countries which was about 28 percent. For 2002/2003, it is 
expected to fall to about 36 percent. (Source for the estimates: Bonelli and Odada 2003.)  
15 An example of these demand fluctuations is the diamond export quota that DeBeers imposed on Namibia 
in the mid-1990s, thus suppressing outputs. 
16 Southern Africa Development Community. 2002. 
17 A detailed decomposition of TFP by sector can be found in Bonelli and Odada 2003.  
18 Government of the Republic of Namibia. 2002; Shiimi 2002; Asea 2002. 
19 Westergaard-Nielsen et al. 2003. 
20 Tjirongo, M. 2002; Endersen and Jauch undated.  
21 Shiimi 2002.  
22 Endersen and Jauch undated.  
23 This performance was much higher than the performance of South Africa (1.6) and Botswana (1.7) but 
still substantially lower than the perceived potential. 
24 <www.unctad.org>. 
25 Namibia exports its raw materials (minerals, fish, beef). Key export destinations are the European Union, 
Asian countries, African countries, and the United States. Like most developing countries, it has little to no 
say on the price of its exports. In terms of imports, its key partner is South Africa. Part of its growth 
strategy therefore requires an increase in the export of higher value goods to balance its payments. 
26 Jenkins 2002.  
27 Peya et al. 2003.  
28The broad measure includes people of eligible age who are unemployed irrespective of whether or not 
they are looking for jobs; the strict measure includes only those who are actively looking for jobs. 
29 Namibia generously defines “the youth” as those between age 15 and 30. 
30 Ministry of Labor and the Central Bureau of Statistics of the Namibia Planning Commission 2002.  
31 UNDP 2003.  
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49 These rankings are based on data collected from business on their opinions of the country’s governance, 
labor, institutions, health, openness, foreign direct investment, infrastructure, finance, etc.  
50World Economic Forum 2001.  
51 Endersen and Jauch undated.  
52 Although human capital development embraces diverse inputs such as those from health, nutrition, 
education and training, and protection from vulnerability, this study focused only on inputs from education 
and training. 
53 Ministry of Labor 2003. 
54World Bank 1999; National Planning Commission 2001a, 2001b, 2001c; 2002a, 2002b, Farstad 2001; 
Kazapua and Odada 2002; Shiimi 2002; Jjirongo 2002; Asea 2002; Ministry of Labor 2002; Godana and 
Odada 2002; Bonelli and Odada 2003; Westergaard, Hanshom, and Motinga 2003; Johanson and Kukler 
2003.  
55 World Bank 1999. 
56 Kazapua and Odada 2002. 
57 NEPRU 2001.  
58 Dahlman and Anderson  2000; Dahlman and Aubert 2001.  
59 MTC was established in 1995 as a joint venture between two Swedish organizations (Talia Overseas AB 
[26%] and Swedfund International AB [23%]) and the Namibian Post and Telecommunications Holdings 
Ltd (NPTH) (51%). 
60 These include AST Namibia, an SA-based company with a local office that provides software 
development, consultancy services, and networking; ORBIT Data Systems, a fully owned Namibian 
company that provides hardware and specialized software support; Comparex Namibia, an SA-based 
company with a local office that provides hardware, software development, and networking; Schoemans 
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market in Namibia. Africa On-line supplies dial-up and leased line connectivity providing users with 
access (primarily) to email. Mweb supplies dialup and a few leased line connections to their clients via the 
Internet. They also offer services including Web hosting, domain registrations, and email access. Recently 
they have introduced broadband connectivity via satellite capitalizing on the Digital Satellite Television 
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systems. 
66 Interviews with officials of the MBESC and of NIED. 
67 The 2002 BETD moderation report recorded that lecturers in Colleges of Education (CoE) have very 
poor proficiency of the English language. Consequently, this problem is passed on to student 
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70 MBESC 1996. <www.nied.edu.na> 
71 Life skills competencies are skills necessary for adults for everyday life as well-informed and responsible 
citizens. 
72 Basic competencies in the subject syllabuses describe what the learner ought to achieve as the outcome 
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Information and Data, no date(cited in Johanson and Kukler 2003). 
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