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In this paper, I will discuss the role of teachers in educational reform and some of the dilemmas and tensions with regard to teachers that are experienced by those who want to improve educational quality for all students in a country.  In doing so, I will draw on my own experiences over the last 35 years in working as a primary school teacher and teacher educator in the U.S., and my experiences since 1994 in participating in and then studying the educational reforms in  Namibia.  Specifically, I will examine two dichotomies that have been a central part of debates about teacher quality throughout the world (teachers as technician vs. teachers as reflective practitioners and teacher-centered instruction vs. learner-centered instruction). I will argue for a way of resolving the tensions associated with these binaries that addresses the legitimate interests of both states and teachers in shaping educational reforms and that takes account of  recent research about teacher and pupil learning and  the limitations found in teachers’ working conditions throughout the world.
Teachers as Technicians vs. Teachers as Reflective Professionals

Although everyone agrees that teachers are the most critical element in determining the quality of a nation’s educational system, there is much disagreement about the role that teachers should be prepared to assume in schooling and the preparation and support that societies should provide to them. At one extreme, there has been a focus by many on preparing teachers at low cost as low level technicians and civil servants who can obediently follow a scripted curriculum and prescribed teaching methods.  In the U.S. a high official in the current government has referred to the preparation of “good enough teachers,” just good enough to follow a scripted curriculum and be trained in prescribed teaching practices that are allegedly based on research.
 He and others in the Bush administration have claimed that tightly monitoring teachers actions, scripting the curriculum, and intensifying standardized achievement testing with serious consequences for schools and teachers related to the examination results will lead to a raising of educational quality and a narrowing of the achievement gaps between different groups.     
Their claims is based on the examination results in Texas when Bush was in charge there as governor from 1995 to 2000. Apart from the argument that standardized achievement tests measure only a very small part of what the public wants from its schools in many countries, during this past year the national media and a number of scholars in the U.S. exposed the fraud involved in the “Texas miracle” in the reporting of the examination results. For example, increases in school dropout or leaving rates went unreported by school officials and in some cases examination results were falsified          ( Haney, 2000; McNeil & Valanzuela, 2001 ).

The argument has been made that many children in U.S.  public schools, particularly poor children and children of color have less access to fully qualified teachers who have completed a teacher education program and that these “good enough” teachers who are trained to follow directions but not to think and exercise their judgment are better than the teachers who are just pulled off the street into classrooms with no preparation at all. 
This same argument has been made in many developing countries that also struggle to give all students access to teachers who have completed a full scale teacher education program at the post secondary level. With increased access to basic education and in some countries to secondary education, and with the implementation of neo liberal economic policies that have resulted in drastic reductions in public expenditures in many countries, it has become increasingly difficult to provide fully qualified teachers for every child. Some say that providing a fully qualified teacher to all learners around the world is an unrealistic goal unless we move to more cost effective training of teacher technicians because of  the limitations of teachers’ working conditions in developing countries and because of cultural factors.
I find it interesting that many of these government officials who advocate the       “good enough” teachers do not apparently find these teachers good enough for their own children whom they often send to private schools. There is a clear gap in many countries in whose children have access to fully qualified teachers, and in the working conditions for teachers in schools that teach children from different ethnic and racial groups and social classes. 
Many years ago the American philosopher John Dewey said that “what the best and the wisest parent wants for his own child, that must the community want for all of its children.” (Dewey, 1929). Whatever one thinks about the role of teachers in schooling and educational reform, one should be willing to subject one’s own children and grandchildren to what one advocates for other people’s children. If this one principle was followed by policy makers around the world, we would probably find a lot smaller gap today in the quality of education experienced by different groups’ of children. I would have a lot more respect for the policies of the people who advocate cost effective teacher preparation (teacher education on the cheap) if they were sending their own children to be taught by these low cost teachers. 
At the other extreme from preparing teachers to do but not to think and exercise judgment, there has been an effort by some to prepare teachers as reflective professionals who are given some discretion to exercise judgment at the classroom level about how to adapt the curriculum and instructional methods to best teach the students they are responsible for educating or as Samuel ( 2005) has described, to make situated  and interactive judgments appropriate to contexts.(Swarts, 2001)  Here, although the curriculum may be provided at a national level and some support  given to teachers with regard to teaching strategies, there is a commitment to actively involving teachers in interpreting the reforms and adapting them to meet the diverse needs of their learners, to gaining teachers’ commitment to both the underlying ideas behind the reforms and the practices associated with them, and with providing them with professional development opportunities that support their implementation of the reforms and their adaptation to varied circumstances. Much of the history of educational reform around the world of course, falls somewhere between these two extremes.
The preparation of teachers as reflective professionals is not a panacea for the problems in public education around the world.  One thing that I have learned over the last 30 years as a university teacher educator is the importance of providing support, scaffolding and direction for prospective teachers to gradually develop over time the knowledge, skills, and dispositions needed for teachers to play an active role at the classroom and school levels in exercising their judgment about matters of curriculum and instruction, and in participating with others including parents in the making of policies affecting schools. Sending student teachers out to schools with little guidance and support and merely telling them to reflect can be just as much a disservice to teachers and their pupils as efforts to train them to mindlessly carry out teaching scripts. 
The preparation of teachers as reflective professionals has been difficult to achieve in most countries in part because severe cuts in public expenditures coupled with the fact that teachers are usually the largest single sector of public employment with teacher salaries making up the bulk of the cost of education. The sheer size of the teaching force worldwide with increased access to basic and secondary education (over 60 million teachers) ( UNESCO, 1998) has made it difficult for most countries, including my own, to put a fully qualified teacher who has completed secondary education and some post secondary preparation for teaching into every classroom teaching in the subjects for which they have been prepared ; let alone being able to invest in the preparation of  reflective professionals who are provided with the working conditions (salary, physical facilities, instructional materials, class sizes, opportunities for continued learning and so on) that are consistent with an elevated professional status. 
Given the low status of teaching in most countries and the limited working conditions under which teachers xxx (e.g., high class sizes, limited instructional materials, etc.) ( UNESCO, 1998), it is necessary to find a way to resolve the tension over the degree of autonomy given to teachers in exercising their judgment in a way where teachers are given direction and support to learn and implement particular teaching strategies that will lead to enhanced student learning.
The Dominant Model of Educational Reform

Despite the variation in how countries have worked out the tension between preparing teachers as technicians as technicians or reflective professionals, many educational development projects throughout the world in part because of the widespread influence of development agencies such as the World Bank have employed an inside-outside, top-down model that emphasizes the preparation of teachers as low level technicians or clerks who are to obediently carry out a plan conceived and developed  by others removed from the classroom despite the rhetoric about reflective practitioners that has become popular in all parts of the world. Joel Samoff of Stanford University in his keynote address at the Durban teacher education conference in 1998 concluded with regard to the situation for many teachers throughout the world :

The annals of educational reform, especially in the “third world,” are replete with efforts to reduce the role of teachers or replace them with something else… Especially where a large percentage of the teachers lack the required formal education, strategies for improving education as a delivery system often involve efforts to regiment or alternatively bypass the teachers. The combination of restrictive teachers’ guides and curriculum manuals, the lack of instructional materials, and the consequences of national examinations leave teachers very little role in determining what is to be taught and how to teach it. ..Except in the most minor ways, they are not expected to be creators, or authors, or inventors, or imaginers, or even learners (Samoff, 1998p.20).

The evidence in the international literature on educational reform, change and implementation overwhelmingly indicates that not much has been achieved in terms of actual changes in classroom practice when the reforms do not generate the commitment and support of the teachers who are to carry them out. ( e.g., Fullan, 2001; Craig, et.al. ,1998 )  Qualitative changes in classroom practice will only occur when teachers understand them and make them their own. 

Villegas-Reimers, and Reimers (1996) describe a failed national educational reform in Pakistan that I think typifies the dominant approach to teachers by policy makers in many countries.
In Pakistan in the early 1970s, the Ministry of Education spent several years designing an innovative approach to improve quality in primary schools. They came up with a teaching kit that included about 100 items such as beakers, a national flag, an abacus, and other materials. 60,000 of these kits were produced and delivered. The kits were based on a pedagogy that expected student participation in small groups and learning from direct experiences rather than using the traditional pedagogy (based on rote memorization) in which teachers were trained in Pakistan. In a survey conducted in Pakistan by one of us, we found that few (about 1 in 5) of the teachers used it. By “using it” these teachers meant using it an average of 7 times during the school year (p. 474).
Notice that this report on the effects of the reform does not address the quality of the use of the materials or how their use affected the learning of pupils. Even with the lowest possible standard, use of any kind, the results are quite meager.

This situation of reformers ignoring the learning needs of teachers has been repeated over and over again in countries throughout the world. My first years as a primary school teacher in New York came at a time when eminent scientists in the U.S. with millions of dollars of funding from the government and NGOs had just completed the development of allegedly “teacher proof” science kits that were to transform science teaching throughout the U.S.  Studies have shown that most of these kits sat in school closets and were used very infrequently by teachers who often had little understanding of the new pedagogical ideas underlying the materials and limited knowledge of the science content. The reformers, experts in science content knowledge and some of the leading scientists of the country, had decided to ignore teachers and tried to bypass them by developing tightly regulated scripts for science teaching that teachers were to mindlessly carry out. Understandably, teachers largely ignored these scripts and went about their science teaching largely as before ( Sarason, 1982;  Rudolph, 2002 ) .
In 1970, Americans John Goodlad and Frances Klein published a book called Behind the Classroom Door  in which they examined  over 150 schools in 13 different states in the U.S. to see to what extent all of the reforms that had been advocated at that time were actually being used by teachers. They concluded that:
Many of the changes we have believed to be taking place in schools have not been getting into classrooms, changes widely recommended for the schools were blunted on school and classroom doors (p. 97).

Unfortunately, the literature on educational reform and implementation of change since then repeats in one way or another these same findings. Despite the efforts of policy makers to provoke all kinds of changes in classroom practice, in the end, teachers have been very successful in subverting these efforts “behind the classroom door.” Announcing changes in schooling, even demanding these, will not change what happens in schools and classrooms if teachers resist and subvert the changes.
It remains to be seen whether the new mechanisms of surveillance and control through standardized testing and puntative accountability systems based on these assessments will change things. The evidence so far in the U.S. is that they will, but not in ways that support one of the central goals of public education in democratic societies- to provide a high quality education to all children that enables them to actively participate as citizens in the political and economic life of their societies and to lead decent and rewarding lives.  The punitive consequences associated  the standardized tests are steering  instruction toward a narrow focus on reading and maths skills while ignoring a whole lot of other things that the public in many countries wants from its schools- higher order thinking and problem solving skills, moral development and developing the ability to get along with one another and to resolve conflict peacefully instead of through violence, aesthetic learning, and civic learning that enables students to become active participants in democratic societies ( Elmore & Rothman, 1999; McNeil, 2000 ). 
These measures like the ones contained in the national education act in the U.S.    “No Child Left Behind,” (NCLB, 2001), together with the general conditions of teachers’ work are driving many teachers out of teaching. Teacher retention is the major policy issue right now in the U.S. ( Ingersoll;  NCTAF, 2003)  More than enough teachers are being prepared to provide a qualified teacher to every learner in the U.S. , but many people who are prepared to teach do not do so, and the dropout rates within the first few years of teaching are very high in some places. In most large cities in the U.S. it can be as high as 60% within the first 5 years of teaching. These policies are also driving many poor and minority learners out of schools when they are unable to meet the testing requirements. (Kozol, 2005).
A New Focus on Educational Quality and Learner-Centered Education
In addition to the worldwide focus on providing greater access to education and enough qualified teachers in schools to accommodate the expanded access, throughout the world there have been many calls to improve the quality of education received by all pupils and to ensure that this high quality education is equally available to all in a society and is not dependent on one’s ethnic background, gender, religion, or place of residence.  This dual focus on educational access, and quality for all at least in the rhetoric of educational reform represents a clear shift in the definition of “Education for All” that initially focused only on access for pupils and on increasing the numbers of 
teachers in schools.  
As part of this expanded definition of “Education for All” there has been a focus on transforming the kind of teaching and learning that goes on inside schools. Specifically, there is evidence in many countries of efforts to move away from autocratic teacher-centered classrooms that focus on rote repetition of reified content (that is often unrelated to students’ life experiences and denies their cultural and linguistic backgrounds) to a form of teaching that is more learner-centered and culturally relevant. 

Although definitions of learner-centered education vary in different countries and within countries among different groups, there are certain common features in what has been proposed as a direction for educational reform across the world. These include valuing learners’ life experiences and current understandings as a starting point for instruction, respecting the cultural and linguistic resources that pupils bring to schools instead of viewing them as deficits if they are different than the dominant ones, using local materials and natural resources as part of the curriculum and moving away from an over reliance on commercially produced curriculum materials where they are affordable, fostering a higher degree of learner participation, discussions, and contributions within classrooms, focusing on learner understanding of subject matter and not just on memorization and rote repetition of isolated facts, and focusing on developing learners’ abilities to use knowledge acquired in school in meaningful and authentic life situations. In addition, in some countries there is an increased emphasis at all levels on democratic involvement in the educational decision making process. 
In the literature on educational development, there is appoint of view that argues that these ideas of learner-centered education is beyond the capacity of teachers in developing countries where the working conditions for teachers are more limited than in much of the developed world. Scholars have sometimes argued that these models have been inappropriately imported into developing countries from the north and the west.                (Guthrie, 1990). In 1984, John Goodlad conducted a study of 1,000 classrooms throughout the U.S. and found that instruction was dominated by predominately teacher-centered methods where learners assumed a very passive role. 
Recent Educational Reform in the U.S. and Namibia

Many teacher educators in both the U.S. and Namibia have sought to stimulate a shift toward more learner-centered and culturally responsive practice in classrooms. In Namibia this has been the official policy of the government since 1990, while in the U.S. this work by many teacher educators has gone against the grain of current federal policies and has confronted a national government that wants to script classroom practice and further diminish the role of teachers in schooling. What have we learned from the effort in Namibia to take a different path than the dominant behavioral skill training model that seeks to prepare teachers at the lowest possible cost, raises class sizes to provide greater efficiency and to tightly control teachers’ actions in the classroom? What have we learned about the efficacy of public education reform in the U.S. as views of teachers as technicians and teachers as reflective professionals have been debated and struggled over in the nations’ teacher education programs and schools? 
The Case of the U.S.

First in the U.S. the movement toward preparing teachers to teach in learner-centered and culturally responsive ways is in direct opposition to the agenda of the Bush administration. The government is engaged in a systematic attach on Schools and Colleges of Education in universities and colleges and in addition to its intent to deregulate teacher  and marginalize universities’ roles, they and their supporters have equated a focus on learner-centeredness and multiculturalism that characterizes most preservice programs across the U.S. with a lowering of academic standards                       ( eg., Walsh, 2004   ).

Without getting into the specifics of the political and ideological struggle going on right now in the U.S. for the control of teacher education (this is another paper in itself) there has been and continues to be a fundamental crisis in U.S.  public schools. Despite two decades of progress in narrowing the achievement gaps between poor and minority students and other students, this progress has stopped and the gaps have begun to widen again (Haycock, 2005). One aspect of the crisis in U.S. public education is the failure to provide even minimal levels of quality to much of the school population that is working class, minority and poor as measured by such things as attendance, school dropout rates, and performance on standardize achievement tests (Lipman, 1998). When you take into account other educational outcomes not measured by standardized tests such as higher order problem solving and reasoning abilities, the picture is even bleaker.
An NGO in the US, the Education Trust, has closely monitored the achievement test scores and other educational opportunities made available to various groups of learners in U.S. public schools. They have consistently found that if you are poor and particularly if you are poor and a student of color (i.e., African American, Latino, Native American, Asian American) you are many more times likely in many areas of the country to be taught by inexperienced teachers, teachers who have not completed a legitimate teacher education program, or teachers teaching outside of the fields in which they were prepared.
Education Trust has presented a lot of detailed data to the public concerning the test scores of learners and the distribution of teachers. I will just provide one example here of the pattern of findings that comes up again and again in all of their analyses of learner achievement data. This example comes from an analysis of 4th grade reading examination scores as part of the National Assessment of Educational Progress. There are 4 levels of proficiency in these tests- below basic, basic, proficient, and advanced. Overall, 38% of learners nationally scored below a basic level of proficiency, 32% at a basic level, and 30% at proficient or advanced. This may not seem so bad to some since 62% of learners scored at least at a basic level of competence or above. However, at least 1/3 of learners in the U.S. did not even reach a basic level of competence.
When you examine how learners performed by race and ethnicity and by family income, a disturbing pattern becomes very clear. First let’s look at the reading results by race and ethnicity, specifically at the percentages of students who scored at a below basic and at proficient and advanced levels. 

INSERT TABLE 1

Here we can clearly see the ranking of performance by race and ethnicity that is consistent with the results at different grade levels and different subjects (e.g., 8th grade maths). When we examine the results by family income another pattern appears that also carries across different grade levels and subject areas. 
INSERT TABLE 2

The pattern should be clear- if you are a student of color or poor you are likely to be achieving at a lower rate (at least as measured by standardized achievement tests) than white students and students whose families are not poor in economic terms. 
There have been many debates about why the educational accomplishment of poor students and students from ethnic and language minorities in the U.S. have not performed as well on standardized achievement tests. Jonothan Kozol in his book Savage Inequalities ( Kozol, 1991) has clearly documented the different funding patterns and schools that are available to the poor and non poor in the U.S. Also, if teachers are the key ingredient to educational quality as has been claimed by those of every political persuasion, then it make sense that those pupils who have been taught by the least experienced and least prepared teachers and teachers who are teaching outside of the subjects for which they have been prepared will not achieve as well as other learners who have been taught by the most qualified and experienced teachers.
The Education  Trust has identified some schools, school districts and states  where many poor students and students of color where these results do not hold, and they are calling for investigations about what is going on in these high performing, high poverty schools that can explain the higher performance of learners. 
Although I think that there is some merit to this project, we have to remember that these tests only measure an extremely limited range of skills. Acknowledging that it is important for governments to monitor the performance of their schools, there are real problems in my view when everything revolves around these kinds of tests. NCLB calls for standardized testing at every grade level and this requirement together with the major cuts that have taken place in school district budgets have created a situation where important programs are being cut and staff is being laid off to be able to afford the testing apparatus. 
Those who defend these standardized achievement examinations admit that there are important outcomes that they do not address, but say that these are the best measures that we currently have available for measuring the success of educational systems. What they argue is another way of saying that these tests are “good enough” to assess the work of the “good enough” teachers that they hope to prepare to teach other people’s children.
Most urban school districts in the U.S. have budget deficits of millions of dollars (for example, Detroits’s deficit this year and next is around $200 million)
 and already some school districts across the country have been forced to close schools before the end of the school year because their money ran out. Recently I listened on the radio to a school superintendent in a rural district in Wisconsin discuss how her district is going to have dissolve and send their students next year to other school districts because of a lack of funds. Some of these learners are going to have to ride 100 miles a day to and from school on buses because the schools in their area could not survive the reductions in public funding and the added expenses associated with complying with the NCLB testing requirements. There is a lot of money needed to implement standardized achievement testing at every grade level and most school districts in the U.S. do not have it.
There is a very interesting relationship that exists between the pattern of achievement of different ethnic and racial groups on these tests and data that has been compiled about school dropout and completion rates, and incarceration rates. In the school completion data, Blacks and Latinos of school age are much more likely than whites either not to be in school or to leave early. 
The data that I find most interesting is the statistics on incarceration rates for different groups and the spending for prisons and jails in relation to the spending on education that was compiled by the Justice Policy Institute (2002).

Here we find that in the country with the largest jail and prison population in the world (2.1 million people), state spending on prisons and jails grew in the 1980s and 1990s at 6 times the rate of state spending on tertiary education and at the end of the millennium 1/3 more African American males were in prisons and jails than in universities and colleges (Justice Policy Institute). Not surprisingly, this explosion of incarceration had a disproportionate impact on different groups.  African American men were incarcerated at 7 times the rate of whites while Latinos were put in jail or prison at 2.6 times the rate of whites. African Americans and Latinos comprise 68% of all people in prisons and jails in the U.S. right now although they only make up about 25% of the population. Although there may not be a direct one to one correspondence between receiving an inferior education, higher school leaving rates, and being sent to jail, the failure of U.S. public schools to educate many ethnic, racial and language minority pupils clearly has a connection to the distribution of poverty, joblessness, and incarceration rates among these groups. If we are concerned with cost efficiency as is often claimed by supporters of the U.S. government agenda in education, then it would be much more cost effective to educate the African American and Latino students and other students from poor economic backgrounds than it is to build the prisons and pay for their incarceration as is now the case.
There is a real struggle going on right now in the U.S. about how to deal with these problems. As I said earlier, the Bush administration is focusing its efforts on training teachers to use a scripted curriculum and to use what they see as “scientifically based” (but are in reality ideologically driven) teaching methods (e.g., Allington, 2002). There focus is on intensifying the testing of pupils and to impose sanctions on schools that don’t demonstrate improvements in scores. In teacher education, they are pushing for the deregulation of preservice preparation and a general lowering of standards letting teachers into school with little or no preparation, while at the same time imposing testing and sanctions on schools and colleges of education that offer full scale programs. 
What is now happening to schools and university-based teacher education in the U.S. fits the traditional behavioral skill training model of educational development that has been common throughout the world. This devaluing of teachers’ roles in the improvement of public education, attempting to limit them to the role of compliant implementers of policies conceived elsewhere together with the relatively low salaries and less than desirable working conditions in many schools, has resulted in very low morale among both teachers and principals, and has exacerbated the teacher retention problems. In my view, the Bush agenda for addressing educational quality in public schools will succeed as well as all of the other efforts around the world to produce educational reform by bypassing teachers and taking a dim view of their potential contributions. Torres (2000) has argued that: 
To change education, it is necessary to work with teachers and not against them or behind their backs accepting them not only as agents of reform, but as allies and subjects of change (Torres, 2000, p.255).

In the end when the educational policies of the Bush government are assessed, Torres will be proven right.

Educational Reform in Namibia
When we were in school, we were not given a chance to talk. The teachers used to give us only the summary, life history and social studies. They put a lot of things on the board and we did not understand what was going on. Now we give learners a chance a chance to come up with different ideas so you can see if they really understand (BETD graduate interview, 6/13.03, cited in Zeichner & Luecke, 2004).
This quote typifies the essence of recent educational reforms in Namibia. Since independence in March, 1990 The government of Namibia has attempted to reform its educational system from a very autocratic one emphasizing rote repetition of received knowledge to a more learner-centered an democratic one that focuses on the development of student understanding and that is relevant to and respectful of different cultural traditions and communities ( Angula & Grant-Lewis, 1997). This new system was to provide a high quality education to all Namibians rather than only to an elite few as had been the case for many years of colonial rule and apartheid. In my view, The direction taken by the Namibian government has been very different than how educational reform has been conceived in most counties for several reasons. First, there has been an intent to view teachers as agents rather than objects in the reform process. One example of this direction was the development of a new 3-year national preservice teacher education program (The BETD) based in the colleges of education that emphasizes preparing teachers as reflective practitioners who are able to actively participate in working out the details and necessary adaptations that are needed to give meaning to the broad principles guiding the reform. 
 I will briefly comment on two sources of data about the impact of these reforms thus far. First, I recently completed a study conducted with Namibian  colleagues of graduates of the post independence preservice teacher education program for basic education. Second, the World Bank has recently completed a study of the state of Namibia’s educational system.(Marope, 2005)
While the World Bank Report acknowledges the gains that have been made in Namibian education in the 15 years since independence (e.g., in improvements in school attendance rates, in growth in the proportion of qualified primary and secondary teachers), and the high commitment of the Namibian government to education as evidenced by the share of its GDP that is allocated to education, much of the report focuses on problems that were identified in the progress of the reform. It also spends a lot of time discussing the social and economic factors such as poverty and HIV/AIDS that have influenced the progress of the reforms.
For example, while acknowledging that between 1995 and 2001 the progress that was made in providing qualified teachers to primary and secondary schools of Namibia  (See Table 3) , the report notes that currently 60% of primary teachers and 27% of secondary teachers are still unqualified, qualified being defined by the completion of secondary education and post secondary education for teaching of at least 3 years.
In terms of the quality of learners’ academic performance, a number of studies are cited in support of the claim that there is still low functional literacy among primary and junior secondary school graduates. For example, it is asserted that in 2001 only 46% of the candidates for the junior secondary school examinations (in grade 10) attained the minimum level required for entry into grade 11. They also cite a UNESCO sponsored study that concluded that 2/3 of grade 6 Namibia learners could not read with any level of proficiency.  Some attention is also given to patterns in the distribution of qualified teachers and in learner outcomes that disfavor the previously disadvantaged northern regions. The report also argues that although the reform policies endorse a wide repertoire of progressive teaching methods traditional teacher-centered methods are still common.
Between 2002 and 2004, I worked with a group of Namibian researchers from the National Institute for Educational Development in studying teachers who had graduated from the BETD program that emphasized learner-centered and democratic education. We surveyed over 400 graduates of the program who were teaching in different regions of the country and were from different cohorts of the program to assess their understandings of and degree of support for the reforms. We also observed teacher education classes in two of the colleges that offer the BETD program to examine teacher educators’ understanding of and support for the reforms and the relationship between the pedagogy of teacher education in the colleges and the principles and ideas underlying the reforms. We also interviewed and observed 74 teachers from different cohorts of the program who were teaching in both urban and rural areas surrounding the two largest colleges of education and interviewed their principals (Zeichner, 2005; Zeichner & Luecke, 2004).
While I do not deny the data set forth in the World Bank report on Namibian education, I can say that on the basis of our limited study of BETD graduates that included direct classroom observations, that even under sometimes very difficult circumstances (e.g., large class sizes, limited physical settings and instructional materials), we found not only a great deal of support for the learner-centered and democratic pedagogy (LCE) advocated by policy makers among teachers and principals,   we also found much implementation of the key aspects of  LCE in the classrooms of the teachers we observed and interviewed.  For example, our observations revealed widespread use of small group work, classroom discussions, drawing on learners’ knowledge outside of school and teachers’ efforts to connect instruction in the classroom to their learners’ prior knowledge and experience. We saw less evidence however, of some of the elements of the reform such as individualizing instruction for different learners and cross-curricular integration.
What we observed in the classrooms of BETD graduates was very similar to the teaching described by O’Sullivan in her study of English Language Teaching among unqualified and under qualified teachers in remote rural schools in northern Namibia following professional development activities on LCE conducted by the researcher. O’Sullivan describes an adaptive version of LCE that she calls “Learning-Centered education,” a hybrid of teacher-centered and learner-centered methods that takes into account teachers’ working conditions. 
This adaptive version of LCE is not the rote and formalized teaching that was common in Namibia before independence; nor is it the idealized version of LCE that is common in policy documents and in the caricatures of critics of LCE. This hybrid model of teaching represents a clear break with the past and our data and O’Sullivan’s data demonstrate that it is possible, even under conditions of limited resources for teachers to learn how to teach in more LC ways and to enact this kind of teaching in their classrooms.
Our findings of the substantial implantation of this adaptive version of LCE by BETD graduates even under less than ideal circumstances with many obstacles in their path does not refute the studies cited by the World Bank, and the claim that here is still a lot of  pure teacher-centered instruction experienced by Namibian learners,  but hopefully it should raise a caution about abandoning the path taken by Namibian educators since independence of treating teachers as subjects in education rather than as objects to be trained and tightly controlled. 
BETD teachers still comprise a very small percentage of the approximately 18,000 teachers in Namibian schools. Poverty, HIV/AIDS and a host of other factors have obstructed the realization of the goals for education set in 1990.
While some of the recommendations made in the World Bank report for dealing with the situation in Namibia make good sense in my view- such as a expanding pre-primary education, eradicating inequalities in education among different groups, others such as raising class sizes (supposedly for greater cost effectiveness) and expanding private education worry me and would undermine the core principles that have guided the Namibian reforms since independence. One area that is focused on in the recommendations is for the government to establish “quantifiable learning targets specifying the knowledge to be acquired by learners at every level of schooling based on “formal, externally moderated, and internationally comparable” assessment systems that can be universally applied.”  
While there is nothing wrong per se with establishing a clear plan for what knowledge learners should acquire in the different phases of schooling and monitoring their performance, this type of agenda taken too far, can easily lead to the very kind of nonsense that I described earlier that the education department in the U.S. is promoting   under NCLB. Taken too far, this proposal will lead to an exclusive focus on leaner performance on narrow assessments, to the allocation of scarce resources to the support of an elaborate assessment system, and to viewing teachers as mere conduits who are to mindlessly follow scripts provided to them to raise test scores. Other important goals such as the role of education in supporting the development of a democratic society through the critical thinking and problem solving skills developed among learners will get lost in the process. I hope that Namibia stays the course and continues to move in the direction in which it began in 1990 by attempting to tap into the potential that lies in every teacher as it works on the problems that still exist in its education system.
There are a number of reasons why Namibia should 
Conclusion

What are the implications of these efforts at educational reform in Namibia and the U.S. for the rest of the world and how do these experiences relate to the kind of teachers we should be seeking to prepare? Anthony Burke (1996) has argued that “the decision regarding the future role of the teacher as technician or professional is perhaps the most important one to be made in education today (p.x)”
In the end, after acknowledging the limited economic resources that have been made available to the schooling of most of the learners in many countries, the resulting inadequate salaries and working conditions for teachers, and the failure of every country to achieve a high quality education for all of its citizens, there is still a choice to be made about the direction to go in improving educational quality. On the one had, we can accept the current place of education in societies, doing the best that we can with what is available to us,  focusing on preparing teacher technicians at low cost who it is hoped will obediently carry out the master plans designed by policy makers to raise examination results on a narrow range of basic skills. The literature on educational development has provided us with many examples of programs that have cost effectively staffed classrooms with technician teachers who are able to successfully follow the scripts that are provided to them. This model while providing “qualified” teachers to schools serves to perpetuate teaching as a didactic process of one way transfer of knowledge from teachers to learners, the kind of teaching that has failed to serve the vast majority of learners in many countries. It is clear that we can get teachers to follow scripts and that test scores for some learners will even go up as a result. This should not be confused though with providing a high quality education.
Another approach is to acknowledge all of the limitations and problems that surround education and to pursue the goal of providing an education to everyone’s children that will enable them to more participate fully in both the political and economic life of their countries. While acknowledging the importance of education’s role in relation to the economy, we must recognize the danger of only focusing on the economic implications of educational policies. 
There are a number of reasons why Namibia should seek to maintain its goals to enact a more learner-centered approach to teaching in its schools and should reject the hyper rationalized approach advocated by the World Bank. The first has to do with the very limited aspects of learning that are addressed by the assessments that they would need to implement as a condition for accepting a loan. The reductions in the teaching force and higher class sizes 
The second reason that Namibia needs to maintain its course is related to what we know about successful teaching and the process of learning to teach.
 A report released in 1998 sponsored by a number of organizations including the World Bank –Teacher Development, Making an Impact (Craig, et.al. 1998)  documents a number of  successful examples of teacher education where educational reformers respected the abilities of even the poorest and most untrained teachers in places like Guatemala and Columbia . Based on their studies of a variety of these kinds of teacher education programs all over the world they concluded the following about the role of teachers: more on programs….
When teachers are actively involved and empowered in the reform of their own schools, curriculum, pedagogy, and classrooms, even those with minimal levels of education and training are capable of dramatically changing their teaching behavior, the classroom environment, and improving the achievement of their students. Conversely, when teachers are ignored or when reforms come from above or are not connected to the daily realities of the classroom, and local environment, even the most expensive and well designed interventions are almost sure to fail. Poorly educated, underpaid, overworked teachers can become reflective, empowered professionals.

It is clear that the solution to problems of educational quality and inequity cannot be solved through educational interventions alone. What we rightly expect our schools to do, to educate everybody’s children to a high standard, is out of proportion to what governments have been willing or able to invest to make this happen.

As a recent UNESCO report on the state of the world’s teachers concluded:

If education is expected to help the poor lift themselves out of poverty, then education itself must be lifted out of poverty.(UNESCO, 1998).
While it is important to do the best possible job that we can with the resources at hand, it is equally important that we speak out against the inequitable distribution of resources among and within countries and the ways in which resources are currently allocated to different societal needs. 
There is no shortage of money in the world deal not only with all of our educational problems but with the broader problems of poverty that face millions of people across the globe. For example, since March 2003, when George Bush and his government illegally invaded Iraq, The U.S. Congress has allocated the spending of $192 billion U..S. dollars to finance the war and occupation of this country. 
The widespread adoption of neoliberal economic policies in both developed and developing countries (Carnoy, 1995) have resulted in major cuts in public expenditures including in education. 
I am not so naïve to believe that this situation will change very quickly and that all the money now spent on wars and on making the rich richer (as the gap between the haves and have nots continues to grow) will suddenly change. It is important though to constantly remember why education around the world is in the state that it is, and not to pretend that there is some solution to this within the educational arena alone. While we work hard to provide a high quality education to everybody’s children, we also need to keep pushing for a redistribution of the resources of this planet to more of its inhabitants and to the things that really matter. 
In the meantime, it is important not to lose sight of the fact that teachers are the most important factor in determining the level of educational quality whatever the resources at hand. It does not cost a lot of money to treat them with respect and as subjects rather than objects in the struggle to improve educational quality. Anything else will surely lead to continued failure.
Currently we find ourselves in a situations worldwide where educators and politicians debate each other over both the proper role of teachers in educational reform and the teaching that should be aimed for in teacher education in terms of dichotomies such as teachers as technicians or teachers as reflective professionals or teacher-centered instruction or learner-centered instruction as if one has to choose between one end or the other of a continuum. What I have argued in this paper is that we need to reframe the debates in ways that resolve the tensions inherent in positioning teachers in educational reform in a way where the legitimate role of both states and teachers are addressed. With regard to the issue of teachers as technicians or teachers as reflective practitioners, neither an idealized form of teachers as reflective practitioners or technicians will ever be achievable; nor should they be. Teachers need to play an active role in shaping educational reforms and have the opportunity to adapt them to the varied circumstances in which they work, but they also need guidance and support in doing so. If equity in educational quality is to be achieved, then it is important for governments to steer reform in particular directions.  This should not preclude however, the establishment in schools of a culture where what Moll & Arnot- Hopffer (2005) refer to as confianza (mutual trust) is the norm. Here teachers are entrusted to make the pedagogical and curricular decisions necessary for them to adapt particular reform ideas to meet the diverse needs of their learners. We can see many instances in the literature of educational reform where either too much guidance or too little guidance and support for teachers (eg., Fiske & Ladd, 2004) has undermined the goals of reformers.
With regard to the issue of learner-centered and teacher centered instruction, it is likely that a hybrid model of teacher-centered and learner-centered methods such as the one emerging among BETD graduates in Namibia will be the most productive course to pursue. The history of educational reform in the U.S. (e.g., Cuban, 1993) has shown that at best, efforts to create more learner-centered instruction in schools has resulted in the type of hybrid model of teaching that we and O’Sullivan have found in Namibia. more
In the end, we should not settle for anything less for everyone’s children, than we would want for our own children.  “Good enough” teachers and “good enough” assessments of these teachers and their pupils should not be not good enough for anyone’s children.

� This meeting took place in June, 2002 at the Carnegie Foundation for the Advancement of Teaching in Palo Alto, California.
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