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Global econ om ic integ ration is a reality that has increasingly ma terialised  across the world over the  pas t num ber o f years .  The prim e

question is whether Africa can becom e a w orthy p articipant in  an  inc reasin gly globalised economy and in what way.  As business enterprises

locate their opera tions  in cou ntries  with  poten tial for econom ic grow th, they impac t on the expec tations  for quality education and training.

New  sources of skilled, cost-effective labour are constantly sought. Against this backgroun d, ed uca tion for teaching  in a glob alised  econ om ic

environment pres upp oses  a number o f new  expectations and im media te cha llenges .  In particular , to train teachers in Africa amidst increasing

globalisation im plies id iosyncratic  characteristics  that pose a  major challenge to h igher  education  institu tions. Th is artic le extrapolates, in

a post hoc, reflective fashion, a recent international conference on education for teaching held in Namibia, southern Africa.  Trends and

perspectives from con ference papers, d iscussions and res olutions are highlighted.  In particular, dialogue at the African Ed ucation Forum

meeting is interpreted to point out possible needs concerning future education for teaching professionals in the African context.  Conclusions

are drawn and strategies are suggested to assist (southern) African teacher education providers to comply with the expectations and

challenges generated by the trend of globalisation on the one hand and the realities of teaching in Africa on the other.  The challenge lies

in finding a com prom ise between these tw o extremes.  Higher edu cation is to take the lead as it is the converging point of knowledge, ideas,

research and training.

Introduction
The 45th World Assembly of the International Council on Education
for Teaching (ICET) took place in Windhoek, Namibia in July 2000.
The conference constituted the first meeting of its kind to be held in
southern Africa and the most recent in Africa.  One question that kept
emerging from the papers and discussions at the conference, and
rightly so, was what education for teaching in Africa might gain from
the trend of increased globalisation amidst the realities it faces in the
twenty-first century.

Often internationalisation and globalisation are used interchan-
geably, with the latter term tending to displace the former.  One line
of thought has it that there seems to be little difference between the
two terms, except perhaps in their scale and intensity.  Others (Gib-
bons, Limoges, Nowotny, Shwartzman, Scott and Trow, 1994; Mid-
dlehurst, 2000; Scott, 1998; Scott, 2000) argue that, not only are
internationalisation and globalisation different, they are actually op-
posing terms.  Scott (1998) maintains there are three main reasons why
globalisation cannot simply be regarded as a higher form of
internationalisation.  The first is that internationalisation presupposes
the existence of established nation states.  Globalisation is either ag-
nostic about or hostile to nation states.  Secondly, internationalisation
is most strongly expressed through the "worlds" of diplomacy and
culture, while globalisation is found in the "worlds" of mass con-
sumerism and global capitalism. The third reason is that inter-
nationalisation, because of its dependence on the existing (and
unequal) pattern of nation states, tends to reproduce hierarchy and
hegemony. Globalisation, on the other hand, is a major force in
addressing new agendas such as global warming, global pollution,
sustainable technologies, inequalities between North and South and,
lately, large-scale terrorism.

National governments are increasingly proclaiming education and
training as the key to success or survival in the global economy
(Spring, 1998) and in this respect the goals of schooling are directly
related to the world's economic needs. In 1997, for instance, the then
elected prime minister in Britain, Tony Blair, declared that "… in
today's world there is no more valuable an asset than knowledge. The
more you learn, the more you earn. It's as simple as that. Education is
an economic imperative" (Blair, in Spring, 1998:6). In 1996, USA
economist, Lester Thurow asked: "Who wants the marginalized eco-
nomic losers of the world, (say Africa south of the Sahara) on their
team?" (Thurow, in Spring, 1998:7). 

African leaders are mindful of these challenges. At the 1990
World Conference on Education for All, President Moi of Kenya said:

"We must increasingly look towards education to help solve such
problems as unemployment, population growth, declining agricultural
production, and the damage caused to our environment" (Moi, in
Spring, 1998:193). Namibia's Sam Nujoma, in his opening remarks in
Windhoek, reiterated his confidence in education to rectify the situ-
ation: "While I am mindful of the fact that there can be no single
solution to all the problems with which we are faced, I do agree that
there exists some universal consensus for a single common foundation
upon which the building of that future must be based. That single
common foundation must be qualitative education. In other words,
education must be the enabling catalyst for the process of finding
solutions to socio-economic challenges that continuously face and
confront humanity" (ICET, 2000a:2).

With the current domination of the free market in the economic
systems of the world, prominent leaders are focusing on two broad
themes when it comes to education as a solution to unemployment and
income inequalities: technology and lifelong learning. 

As early as 1994, the Clinton administration in the USA suppor-
ted the School-to-Work Opportunities Act which legislated funding to
school programmes that involve a combination of school and work-
based learning (Olson, 1994). At the signing of the Act, Secretary of
Labour, Richard Reich stated: "There should not be a barrier between
education and work. We're talking about a new economy in which
lifelong learning is a necessity for every single member of the
American workforce" (Reich, in Olson, 1994:21).

Where does all of this leave education in Africa, and more parti-
cularly southern Africa, in terms of a global perspective? What are the
challenges faced in terms of global education?

In this review article I shall take a reflective and critical stance at
the 45th World Assembly by firstly highlighting a number of key con-
tributions that constitute perspectives on education in developing
regions of the world. Then I shall make some observations for future
strategies that emerged from the conference with potentially useful
implications for education and for teaching in Africa.

Perspectives from the 45th World Assembly
Opening perspectives
According to Nujoma (ICET, 2000a) global challenges demand that
countries need to work together to find solutions that are sustainable,
cost-effective and practically achievable. The ever-widening gap be-
tween the haves and the have-nots, the expanding web of poverty,
escalating incidences of violence towards women and children, the
unabated spread of HIV/AIDS, increasing unemployment, and the 
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threat posed by growing numbers of unemployed and disillusioned
youths are challenges that demand innovative solutions. He believes
that such solutions must be sought in both joint and multi-sectoral
approaches. Forums such as the World Assembly are invaluable to the
process of searching and implementing such solutions.

What we must understand as citizens of the global village,
according to Nujoma (ICET, 2000) is that no one will be excluded
from the consequences of the collective failure to address modern-day
challenges. The collective global future is at stake and it is of vital
importance that it is realized and accepted that the future is not
something that happens automatically. It is an individual and col-
lective responsibility to build a future that will ensure an equitable and
fair distribution of resources. To this one might add: a future that will
ensure that due attention is paid to spiritual growth and human
goodwill.

Nujoma also believes (ICET, 2000) that education must be
sensitive to the cultural dimensions of society, but above all, it must
be education of quality and relevance. He is equally convinced that the
single most important factor which will determine the quality of
education is the quality of the teacher. In addition to developing
teacher education programmes aimed at producing top-class profes-
sionals for the teaching fraternity, Namibia has also introduced a
salary structure which makes the Namibian teacher the most highly-
paid teacher on the African continent, with salaries comparable to
those anywhere in the world. But if this highly-trained, well-paid
teacher is not inspired, demonstrating his/her dependence on a strength
ex-ceeding that of humankind, serving a higher goal than that of
econo-my, no education can truly gain in quality. 

The president of Namibia (Nujoma, in ICET, 2000) finds few

things more saddening than reports which inform him from time to
time that one of the main reasons for under-achievement by learners
is the lack of commitment and professionalism on the part of some
teachers. He views this as a serious dereliction of duty on the part of
teachers, especially in view of the stated belief that children are a most
precious resource and the custodians of the future. It is thus imperative
that teachers recommit themselves to the values of their profession and
rededicate themselves to their main function, which is to prepare
learners for the future and adulthood. This is a noble function which
entails much more than acting as a conduit for the transfer of facts and
receiving a salary. By meeting the standards of quality and integrity,
teachers will earn respect from learners and the community, which
will in turn ease their task of teaching, guiding and stimulating.

On a keynote 
Richard Kraft shared his personal experiences on Zeichner and
Liston’s (Kraft, in ICET, 2000a:23) four traditions of teacher educa-
tion. He explained why he is still looking for a possible ‘fifth tradition’
to assist teacher educators in many of the poorer countries of the world
in which he works. 

The Academic Tradition of teacher training is based on a liberal
arts education, with all teachers having an academic disciplinary ma-
jor, followed by an apprenticeship in the school setting. The Univer-
sity of Colorado abandoned the major in Education more than 20 years
ago, and all students, including those preparing to be primary teachers,
major in Mathematics, English, or one of the social, physical or
natural sciences. Over the years, however, Kraft’s own faith in this
approach has been weakened as he was able to find few indications
that even PhDs in an academic discipline were any better at helping
children and young people to learn either basic or more advanced
skills and knowledge. Sadly, they were far too often found to be the
worse. Apparently academic prowess is not the final key to successful
teaching.

The Social Efficiency Tradition, with its faith in the scientific
study of teaching, has had at least two iterations at the University of
Colorado. In the 1970s the university was one of five awardees of
multimillion-dollar grants to develop a competency-based program,
where through microteaching and other interventions future teachers

would master 1 000 –5 000 separate competences. Disillusionment set
in, however, when it was discovered that many future teachers could
exhibit hundreds or even thousands of discrete competences in micro-
teaching or the regular classroom and yet, when holistically judged on
their competence, they proved to be less than adequate teachers. 

The Developmentalist Tradition, with its emphasis on learner-
centred classrooms, active learning, and creative and imaginative
teachers, fits comfortably with Kraft’s own Deweyan progressive
learnings. In the 1980s, the Faculty of Education at Boulder developed
one of the first experiential, school-based, student-centred teacher edu-
cation programmes in the United States, known as PROBE, for
Problem-Based Education. Despite its overwhelming popularity with
future teachers and positive results from internal and external eval-
uations, it was stopped after nine years for being too expensive, and
for being a threat to teacher educators who felt that knowledge must
be mediated by experts, rather than discovered by adult learners.

The fourth tradition is what became labelled as Social-
Reconstructionist. As a professor of the social foundations of educa-
tion, Kraft first began a theoretical involvement with Liberation
Education in the late 1960s, when he came across the works of Illich,
Reimer and Freire. As he began his international work in Nicaragua,
he saw the power of Freire’s ideas as a tool for social change, but
developed a growing suspicion that it was more powerful as a political
tool in the developing world, and an ivory tower indulgence in the
United States. Political fervour appeared to have little efficacy in
teaching children to read and write, and while it appeared to have
relevance for adult illiterates, it apparently lacked pedagogical power
for children. 

Kraft reiterated that he no longer believes there is ONE best way
to educate teachers, and that each pre-service and in-service training
system must seek out that model or models which best meet the needs
of that particular country or locale. Kraft also remains suspicious of
attempts at forcing programmes into models that don’t work in other
cultural settings with their own historical realities. Thus a number of
questions emerged from Kraft's presentation: 
• What does an “academic”-based teacher-training programme

look like in a country where many of the teachers are only edu-
cated up through grades 8 or 10?

• Can teacher competences be carefully defined in a social effi-
ciency tradition when teachers are faced with 100 or more child-
ren, no desks, no chairs, no books and often no classroom?

• How many teachers are really capable of managing an active,
experiential, student-centred learning environment in a basic
survival setting?

• Finally, after liberation, how many teachers are prepared for the
hard work and tenacity of bringing about a just society and
competent workers and citizens? 

While Kraft (ICET, 2000a) finds great merit in the basic teacher edu-
cation traditions in his own country (the USA), he constantly holds
them up to the lens and reality of poor and dispossessed teachers in the
countries around the world in which he has worked. He poses a few
questions with the idea to provoke meaningful discussion:
1. When will university-based educational researchers turn their

attention from replicating meaningless research from the wealthy
nations of the world and turn their attention to the very real needs
in their own cities and rural areas?

2. Why do we waste millions of teacher hours and tens of millions
of dollars reinventing standards and assessments, when there is
very little difference between what we find in most countries and
little evidence that the whole movement has done much good
anywhere in the world?

3. When will policy makers recognize that both automatic social
promotion and repetition of grades are failed systems and move
towards flexible promotion policies and new remedial instruc-
tional methods?

4. Which teacher training institutions and universities in Africa and
Latin America will abandon failed models from the West and 



157Teaching in African context

North, and develop training systems that better meet the needs of
their own societies, cultures and people? Who is to assist them in
implementing these systems? 

5. Why do so few universities or teacher training institutions actual-
ly practise the educational and philosophical ideologies they
preach? Is it because they don’t really work or perhaps they are
not well understood?

6. While mother tongue education is often necessary and critical for
primary school children, who is going to write and produce the
children’s books and other materials not currently found in many
languages around the world?

7. When an international language is chosen as the means of
instruction in the upper primary, secondary, teacher training and
higher education institutions, how can we assure sufficient mas-
tery of that language, so that teachers can impart a high level of
solid conceptual understanding of subject matter? 

8. Is it not realistic to demand that teachers have mastered the learn-
ing outcomes they are facilitating with their students? If so, what
measures should be used to assure this mastery?

These questions cannot be sufficiently addressed in a review article of
this kind. What might be worthwhile for teacher educators is to con-
sider and learn from the experience of researchers and practitioners in
developing contexts. One such a source is a book co-authored by Kraft
(Craig, Kraft & Du Plessis, 1998) in which strategies are listed that
were generally more effective and less effective for the education of
teachers in developing countries. Table 1 provides a number of exam-
ples. 

Table 1  Teacher education strategies in developing countries

More effective strategies Less effective strategies

1. Gra ss-roo ts, botto m-up, te ache r-

centred reforms

2. Teacher centres and teacher

circles focus

3. Teacher designed and written

curriculum materials developed

from ministry of education

guidelines

4. M ajor expenditure of time and

money on in-service training

5. Training primarily in school

settings

6. Emphasis on actual classroom

teaching b ehaviou rs

7. Long-term in-service programmes

with extensive follow-up

8. Teache r training as a life-long

continuum

9. Classroom teachers as textbook,

workbook, and curriculum guide

writers

10. Appro priate technology and

training based o n the needs and

econ omic leve l of the country

11. Teacher as community leader

12. Pre-service and in-service

education co-ordinated a nd

integrated

13. Tea chers a re given a c hance  to

visit  and observe other classrooms

14. Tea cher training be gins with

expressed  teacher need s and

demands

15. Tea chers a re given a c hance  to

upgrade their formal education,

not  just  the ir pe dagog ica l skills

16. Self-study a nd se lf-learning are

seen as critical

M inistry of education designed and

implemented reforms

University or normal school focus

M inistry of education designed and

written curriculum

Major expenditure of time and money

on pre-service training 

Training primarily at universities,

normal schools or ministries of

education

Emphasis on certificates and diplomas

Short-term  in-service w orksh ops w ith

little or no follow-up

Teacher training as a one-time pre-

service phenomenon

University professors, with little or no

scho ol expe rience as  authors

Inappropriate technology and  training

for the needs and economic level of

the co untry

Teache r as outsider, with little or no

community involvement

Pre-service and in-service education

separate and unconnected

Teachers are isolated and never given

a chance to learn from other

classroom se ttings

Tea cher training be gins with

theore tica l consid era tions, p ossibly

connected  to teacher need s and

demands

Teachers are given little or no chance

to further their education

Only know ledge mediated b y the

minis try o r univ ers ities is  accepta ble

(Source: Craig, Kraft & Du Plessis, 1998)

From Table 1 and Kraft's inputs it could be concluded that since
there might be no universal way to educate teachers, strategies for a
particular era in a particular context are needed. The choice of these
strategies needs a multi-perspectivist stance. One might query in par-
ticular whether developing countries focus on the right priorities in
their education of teachers and in their educational research. On the
one hand it is imperative to take advantage of what was learnt through
the hard experience of mistakes made in developed countries. Of equal
importance, however, is the reality of creating indigenous learning
environments and experiences for student teachers in developing
countries. To adapt and transform models of teacher education to suit
the developing needs of the African subcontinent seems to be of
particular importance.

A plenary address 
In a plenary address Townsend stressed that the scope of education has
shifted globally. Governments and education systems argued that all
students needed to succeed, but the evidence from national literacy
testing programmes in Australia and from projects such as Goals 2000
in the United States indicates that even the so-called developed coun-
tries are still falling short of that goal. However, as the new mil-
lennium has emerged, it is reasonably safe to say that in the developed
world all people get some education and that most of them have
received a fairly effective education. Most students now complete
school and many of them are either enrolled in higher education or
employed fairly soon after school is completed (Townsend, 2000).

Some of the changes from second to third millennium thinking
are controversial, such as learner-controlled learning processes, a
move from government funding of education to a mixture of go-
vernment and private funding, as well as the move that sees the
curriculum narrow its focus to skill-based areas (cf. Table 2). 

Table 2 Comparison of second to  third m illenn ium  thinking about

education

Second Millennium thinking Third Millennium thinking

Imp orta nt lea rning  can on ly oc cur  in

formal learning facilities

Everyone must learn a common ‘core’

of content

The learning process is controlled by

the teacher. What is to be taught, when

it sho uld b e ta ugh t and ho w it sho uld

be taught should all be determined by a

professional person

Education and learning are individual

activities. Success is based on how

well lea rne rs le arn  as  indiv idua ls

Formal education prepares people for

life. Learners regard qualifications as

co mp lete  and  final.

The te rms  ‘ed uca tion’ an d ‘ schoo l’

mean almos t the same thing

Once you leave formal education, you

enter the ‘real world’

The more formal qualifications you

have, the more successful you will be

Basic education is funded by

government

People ca n learn things from many

sources

Everyone m ust understand the learning

pro cess a nd h ave  ba sic le arn ing skills

The learning process is controlled by

the learner. What is to be taught, when

it should be taught and how it should be

taught will all be determined by the

learner

Ed uca tion  and  lea rning  are  highly

interactive activities. Success is based

on how well learners work together as a

team

Formal education is the basis for

lifelong learning. Learners accept

qualifications as a starting point for

learning.

‘School’ is only one of a multitude of

steps in the education journey

Formal education provides a range of

interactions between learners and  the

world of business, co mmerce a nd

politics

The m ore ca pab ility and a dap tability

you  hav e, th e m ore  suc cessfu l you  will

be

Bas ic educ ation is funded  by bo th

government and private sources

(Source: Townsend, 2000)

Townsend (2000) argues that if the changes have in fact taken
place over the second millennium as indicated above, the next major
shift becomes obvious. At this very moment, technology, the global
economy, rapid international communication and the environment, all
impact globally. Economic problems in Asia create problems for
farmers and manufacturers in Australia and America. The polluted  
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skies of Eastern Europe have created an ozone hole over Australia.
Environmental decisions of the large industrialized countries threaten
to flood entire countries in the South Pacific, while conflicts in
Europe, Africa and the Middle East become headline news in other
countries.

Over the course of the previous millennium, according to Town-
send (2000), the focus of education has changed from individual goals
through local goals to national goals. The scope of education has
moved from few people with no education at all to most people with
quite an effective education (cf. Table 2). The question to be asked is,
what challenges lie ahead? 

Literature (Townsend, Clarke & Ainscow, 1999) points towards
the challenge of moving from having a quality education system for
a few people to implementing a quality education system for most
people, and from there to a quality education system for all people.

It is also obvious that the next major focus for education is the
move from the national, where each country defines its own education
goals and how it offers them to its students, to an international or
global focus.  With such a focus, issues that affect all, such as literacy,
health, the environment, welfare and wealth are tackled at the global
level (cf. Table 3). 

Table 3 Shifts in fo cus o f educational de livery

    Period Focus of delivery Those effectively educated

1000–1870 AD

1870–1980 AD

1980–2000 AD

From 2000 AD

Individual

Local

National

Global

Few  p eople

Some people

M any people

All p eople

(Source: Townsend, 2000)

To have a global focus, according to Townsend (2000), every
person on the globe must have the skills and attitudes necessary to take
communities to the next level of development. Thus to really embrace
a global perspective, the focus must once again be on the individual,
and the scope now must be all people rather than just a few. In the
1970s the community education movement exhorted that we "think
globally and act locally", but it is now obvious that such a narrow fo-
cus can no longer be taken. Perhaps the catchphrase for third mil-
lennium schools will be to "think and act both locally and globally".
Each of these issues puts challenges such as the following to schools
of the future:
• Developing a curriculum that is appropriate to a rapidly chan-

ging, increasingly complex, highly technological, highly multi-
cultural and diverse society;

• Engaging every student in their learning;
• Trying to make every person in the school community (teachers,

students and parents) a learner, a teacher and a leader, and
• Involving both parents and the wider community in the ongoing

improvement of public education.

Townsend (2000) points out that a new charter for education is nee-
ded: a charter that is global, but can be implemented locally in every
community. The starting point for any charter is what it hopes to attain
for people, and perhaps the best starting point for this is to consider the
skills and attitudes that are needed in communities in the third mil-
lennium. He argues that a global curriculum will focus primarily on
what makes us human, will spend some time on what makes us a
member of a particular community and much less time on specific
content, which seems to change continually these days. Care should
be taken, however, that learners are not alienated from local
communities and content. A sound basis should be laid for the
appreciation of the local — which might seem inferior or insignificant
from a global perspective.

Townsend finally suggests that an education charter for the Third
Millennium could be based upon four pillars: 
1. Education for survival (once the whole curriculum, now the 

building block for everything else); 
2. Understanding our place in the world (how my own particular

talents can be developed and used; how assets, traditions and
culture add to the richness of the global tapestry);

3. Understanding community (how others and myself are con-
nected); and 

4. Understanding our personal responsibility (understanding that
being a member of the world community carries responsibilities
as well as rights).

A South African perspective
One of the few South African perspectives at the World Assembly
(Baxen, 2000) supported the replacement of the “old order" of edu-
cation in South Africa with a theoretical discourse in which a more
pluralistic conception of knowledge construction and production is
accepted. In this pluralistic perspective efforts have been made to
foreground in the teaching encounter “multiple and contradictory
positions of the learners” (Carrim, in Baxen, 2000:493). The previous
autocratic curriculum, teacher authoritarianism in schools and class-
rooms and lived ideological conflicts are being replaced by a new kind
of democratic social contract that will be recognisable to people from
different ideological sectors of society (Department of Education, in
Baxen, 2000). A favourable contract, by implication, restructures
classroom relationships from an authoritarian milieu to a democratic
kind. 

Current debates in South Africa include improving the quality of
teaching and learning (given the level of breakdown in the culture of
teaching and learning in many South African schools) and the vehicles
by which this can be achieved (Shalem, in Baxen, 2000). What and
how to teach and how best learners learn have become central points
around which consensus on the new curriculum are being sought.
More specifically, consensus is being sought about what learners
should know and be able to do; what is worth knowing and what the
role of the teacher is in all this (Department of Education, 1997).
These debates are not isolated from deliberations within the inter-
national educational arena and are based on at least two principles
underlying the approach to the curriculum: Learner-centeredness and
access.

The principles underpinning OBE are focused on learner-centred
orientations. Epistemologically, the progressive agreement is construc-
tivist and is underpinned by the notion that “learning must begin in the
life experience of the learners and classroom activities must con-
sequently be learner-centred and equip learners for applying know-
ledge to real world problems” (Taylor, in Baxen, 2000:495). This
suggests that all learners must have equal access to the high status,
intellectually challenging knowledge rooted in school curricula.
Darling-Hammond (1997:12) describes the curriculum challenge as
one which revolves around the question of “how to fashion work that
[is] rigorous as well as relevant, how to employ variable student based
strategies and also teach for high levels of disciplined understanding
in content areas”.

Following on mixed success elsewhere in the world it is expect-
ed, according to Baxen (2000), that the South African OBE route will
provide learners with equal opportunities to become full participants
in local, national and international social and economic development.
To this notion, however, Waghid (2001) has argued elsewhere that
OBE is being conceptually trapped in an instrumental view of edu-
cation which might not achieve this idealistic goal. 

The African Forum
During the World Assembly, more than 80 delegates from African
countries joined a discussion of the African Education Forum to arti-
culate the need for a joint effort to promote teacher education in Af-
rica. The Forum agreed that the following issues should be seriously
considered in order to enhance action and functionality in education:
• The Forum should refrain from becoming another "talk shop"

(one of many in Africa) where much is said but little done to 
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enhance the position of teachers and education in Africa.
• The rich sources of knowledge and experience regarding teaching

and learning on the continent have not been tapped and know-
ledge in Africa should be shared in this regard.

• Policy documents on education in Africa mostly stay policy
documents, while the will and funding to execute them do not
exist.

• The building of communication networks about education in Af-
rica does not materialise, mostly because of communication tech-
nology that is not up to standard.

• Traditional tribal thinking, naive conventions and quasi-western
influences inhibit the implementation of successful education in
Africa.

• An over-optimistic view of what can be accomplished through
education in Africa exists. The view that education is a sub-
system of larger socio-economic systems is sometimes lost,
creating unrealistic expectations.

• Educational practitioners should get a more prominent voice in
the determining of education policies and affairs on national
levels.

The Forum ended with the election of a small task team chaired by the
deputy minister of Education in Namibia to investigate possibilities of
taking the issues that had been raised further in practical terms. No
mention was made of individual commitment to explore issues further
and as to date, I could find no confirmation that any proposals or
actions emerged from the discussions in 2000.

Discussion
Thus far I have highlighted a number of issues from the 45th World
Assembly held in Namibia:

• There are important differences between the concepts of glo-
balisation and internationalisation. Each of these realities has
different implications for education in Africa.

• There is confidence amongst African leaders that education can
make a major contribution to put Africa back on the global
agenda. Some of these views might be over-optimistic given the
hard realities of developing countries.

• World-class educationists are in serious doubt as to whether there
is a best universal teacher education model. It seems as if teacher
education models should fit the needs and the realities of the
regions and countries in which they are applied without losing
sight of global issues and challenges.

• Schools of the third millennium might require new approaches
and thinking. Definitions of third millennium schools might dif-
fer from developed to developing environments. It seems obvious
that a compromise is needed in this regard, since third millen-
nium schools do not make provision for schooling in developing
countries.

• South African schooling has adopted the outcomes-based ap-
proach as an education and teacher training model. The full ef-
fects of this choice are in many respects not clear and there are
voices cautioning towards over-optimism of what an outcomes-
based approach could achieve. 

• Deliberations at the African Education Forum at the World As-
sembly revealed a number of realities that African educationists
and education planners will have to take into account. No firm
proposals and action plans, have, however, come from the Forum
as yet. 

From these issues at least two questions emerge. Firstly whether it is
possible as teachers and teacher educators, to comply with the
expectations and challenges put forward by the trend of globalisation
on the one hand and the realities of teaching in Africa on the other.
The second question refers to priorities. What are the immediate
challenges faced by teacher educators and how might they attempt to
address these challenges as a matter of urgency? I shall try to highlight
a number of possible strategies in an attempt to address these two 

questions as they appeared to have emerged from discussions at the
45th World Assembly.

Emphasising Maths, Science and Technology
If Africa, and south(ern) Africa in particular, wants to regain any posi-
tion on the global agenda, the urgency and need for an increased im-
portance of education in Maths, Science and Technology cannot be
overemphasised (also see Dickenson, Rogerson & Azarov, 2000). The
advancement of information technology and the provision of support
structures in schools and learning institutions in general should form
part of this challenge. A lack of resources will unfortunately not allow
for mistakes or delays. Concerted efforts and close partnerships are
needed to advance both quality and quantity in these critical areas of
learning in Africa. This will have to include both the will power and
dedication from teachers, teacher educators, learners and other part-
ners like politicians and business people to succeed amidst the rapid
global developments currently taking place. Major efforts will be
needed in order to attract excellent teachers and student teachers to
these areas of learning.

Confronting and handling change
Teachers and teacher educators should be equipped with the skills to
handle change and renewal. Basic and continuous professional de-
velopment programmes will have to provide teachers and teacher
educators with flexibility to perform in new learning environments.
Teachers should be provided with the opportunities and access to
knowledge and skills to prepare them for the possibility that by the
time they enter or re-enter the workforce, their task will be nothing
like the task of their own teachers when they finished school. Pro-
fessional development programmes, for both teachers and teacher
educators, will need to be introduced and continuously updated for this
purpose. Quality in professional preparation will also have to include
an awareness amongst teachers and student teachers as to the most
effective teaching practices in any given circumstances, encouraging
an attitude of reflection, innovation and professionalism. Fafunwa
(1993) is of the opinion that you cannot use yesterday’s tool for to-
day’s job and expect to remain in business tomorrow. We need to
upgrade staff regularly with new knowledge, skills and perspectives
if we want them to remain on the job in future. Education and training
is the key to sustainable human development in any country in the
world.

Leadership
Leadership is a critical factor in facilitating change in schools (Harber,
1997; Hood, 1998; Hughes, 1999) and beyond. It appears that change
is more likely to occur successfully in situations where the leadership
is focused on facilitating change, promoting teamwork in inquiry and
problem solving, fostering the development of a community of lear-
ners and engaging people in setting academic achievement goals and
participating in school governance. Leadership training and deve-
lopment opportunities for educational leaders are thus of immense
importance. This includes opportunities to experience educational
leadership programmes in other countries and contexts, which should
become the rule, not the exception. 

Role modelling
According to Swarts (1997) studies in Uganda, Botswana, Zimbabwe
and Namibia have shown that there are huge differences between what
teacher educators expect their students to do and what they themselves
do (the “do as I say” rather than the “do as I do” syndrome). Teacher
educators may talk about the use of learner-centred education and the
use of participatory and inquiry-based classroom methods, but rarely
use them themselves.

Teacher educators and their institutions should therefore pay
urgent attention to items such as the following:
• In  the  same  way  that  teachers  are expected  to be  agents, 
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facilitators and implementers of change, teacher educators should
be expected to fulfil these roles in order to be role models and to
foster the necessary attitudes.

• Teacher education institutions should be able to produce highly
adaptable graduates for an ever-changing educational and eco-
nomic landscape. In a world of instant communication and
knowledge expansion, information has become less of an end in
itself than a means to an end. The learning of facts is becoming
increasingly less important than the ability to effectively access
and utilize information in order to learn.

• Teacher educators need to integrate learning, not fragment it, and
need to concentrate more on "how" and "why" rather than on
"what".

• For teacher educators and their institutions to stay ahead and to
fulfil their mission, they will need to develop a new generation
of teachers: teachers who are articulate, industrious, not afraid to
be challenged, able to make decisions about what to teach and
how to teach it and then to evaluate the outcome of the learning
and teaching interaction; teachers who can work co-operatively,
can fit into team situations or work confidently on their own and
have a range of teaching styles underpinned by theory and know-
ledge.

• The responsibility for school improvement lies primarily with
teacher educators and their institutions, as they have to ade-
quately prepare school managers and teachers for their tasks in
schools. If they themselves are not in possession of the required
knowledge, skills, understanding and attitudes, they will not be
in a position to facilitate and implement measures to help
improve schools (Swarts, 1997). Institutions of teacher education
should make use of excellent teachers in the geographical area to
offer continuous training and assistance to new, older or less
informed or less motivated teachers.

An integrated approach
The socio-economic conditions in most of Africa are characterized by
a vicious circle of underdevelopment embodying poverty, unemploy-
ment, crime and hopelessness (Angula, 1997). Social disintegration is
evident in many African countries. Education and training therefore
have to respond to these challenges. Higher education policy de-
velopment has to address the national challenges of economic
development, wealth creation and the general improvement of quality
of life in development of human potential. Higher Education has a
leading role to play in the development of education. This is par-
ticularly so in the area of quality improvement, quality control and
assurance. 

Education should promote greater equality between racial, gen-
der, rural and urban population groups. Access to education for wo-
men, rural populations, disadvantaged social groups and the poor
should be part of the social responsibility. At the same time, education
should help citizens to realise their responsibilities towards global,
national and local issues.

Institutions and programmes are expected to contribute to the
understanding of issues confronting society. Research is crucial to
make teaching relevant and meaningful. Research should enhance the
national capacity for problem solving, while creating institutional
capacity for excellence and effective learning and teaching. Higher
education is expected to be part of a collaborative partnership with the
public sector and industry and should create for itself a high profile as
a community of leaders, thinkers and innovators.

Funding
Governments are major sources of funding for education in Africa
today. The funding structures of African universities in particular
should be broadened to include contributions from all beneficiaries
comprising of, but not limited to, students, government, parents,
communities, research, consultancy, professional bodies, alumni, gifts,
business, private sector and donors. African education institutions
should, therefore, manage the limited resources effectively and find

alternative ways of raising revenues in order to break away from the
dependency syndrome.

Democratization
Democratization in decision-making is regarded as the process where-
by all role players are empowered to become involved in all phases of
planning, acting and reflecting (see also Konrad Adenhauer Foun-
dation, 2001). Fundamental to the process of democratization is an
adherence to the basic belief that people have the right to participate
actively in the decisions that affect their lives. The empowerment of
those involved is, however, a necessary prerequisite for the democra-
tization process. Teachers should be empowered to teach in and help
to maintain a democratic society.

Research collaboration
There is an urgent need for continued, relevant and high level research
and academic collaboration among teacher educators. The education
profession has fallen into disarray in Africa in particular and there is
a serious need to restore teaching as a specialised, responsible and
respectable profession. This will involve a massive action to motivate
potential students to choose a career in education, embodying a com-
mitment to human development and a service to the future of a coun-
try.

Conclusion 
It seems that there might be at least two ways of thinking about Africa
and global education. One way is to conceptualise how historical and
current trends in the global economy affect education; for instance,
how European colonial models of schooling spread around the world,
what the effects thereof were and how countries (particularly in Af-
rica) are responding to those models. Currently the response seems to
be to aspire to taking the "high tech" road of linking education to In-
ternet access and information technology. If the moral factor and the
caring about people in honest ways are neglected in this process, there
could be a danger here.

The second way of thinking is to relate education to the needs of
the present and future global economy. This way of thinking has ge-
nerated endless reports and statements about lifelong learning, the
learning society, human capital accounting and the information
highway. Education is supposed to solve the problems of envi-
ronmental destruction, unemployment, major diseases such as HIV/
AIDS, increasing inequality in wealth, and the social and personal
disruption caused by constant technological change and so forth. The
solutions seem to be sought in attempts to create measurable ac-
creditation standards, teach people the value of technological deve-
lopments, prepare learners for a lifetime of constant instruction in new
skills and to create unity in a diverse workforce via peace and
tolerance education. In all of these African leaders and forums seem
to have high aspirations. The challenge is to make the words and plans
work for Africa.

As was evident from the 45th World Assembly, the challenges to
teaching and teacher education in a globalised African context are
vast. The harsh reality is that it is only Africa itself that can take them
on. The 50th World Assembly might be a good point in time to reflect
on what has been achieved in five years' time and what has remained
unresolved.
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