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PROCESS

To facilitate the EFA 2000 Assessment process, the Director-General of the national Department of Education
(DoE) constituted an administrative structure comprising of a national advisory committee, a technical
committee and a working group. The advisory and technical committees shaped the assessment exercise
while the working group was intended to oversee all the data collection, data analysis and interpretation
activities including reporting on the 18 core EFA indicators. Key major stakeholders were represented in the
advisory and technical groups, including the universities' education policy units (EPUs), Centre for Education
Policy Development (CEPD), Human Sciences Research Council (HSRC), Education Foundation and
representatives of the Provincial Education Departments. The Council of Education Ministers (CEM), the
Heads of Education Department Committee (HEDCOM) and the DoEOs senior management were sensitised
about the need and rationale for the exercise and were kept informed of progress throughout. Development
agencies and EFA Convenors were involved in all consultative meetings and there has been close
collaboration with UNESCO and UNICEF throughout the process.

The Minister of Education, Professor Kader Asmal, launched the South African Assessment Report at a
national conference held in Pretoria, on 1-2 December 1999. The conference organisation was handled by
Abt Associates and sponsored by USAID. About 200 participants attended including key stakeholders from
the following organisations: National and Provincial Departments of Education, higher education institutions,
religious bodies, teacher unions and funding agencies. Recommendations of the conference as well as those
of the National Consultative Workshops have been incorporated in this report.
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PREFACE

The 1990 World Conference on Education for All, held in Jomtien, Thailand, drew world attention to the
critical importance of quality basic education. 155 governments endorsed the World Declaration on
Education for All and the associated Framework for Action with its six "target dimensions". However, in 1990
South Africa was not at the World Conference but stayed at home, locked in a titanic struggle to end
apartheid, and bring in a new South African order. Ten years later, our democratic government joins with
relish in celebrating Education for All and participating fully in the assessment.

The South African Assessment Report is a stock taking exercise, part of an extraordinary global effort co-
ordinated by the United Nations family of agencies, that aims to measure how well nations of the world have
fared in pursuit of the Education for All goals. By means of a set of core indicators, countries have been
asked to spell out what has been learned, identify successes and shortfalls and suggest the most promising
policy directions that can be pursued in partnership with the international community.

The work we are doing to transform a broken-down and corrupted system of separate and unequal
education provision is wonderfully consistent with the most progressive thinking in the world community. But
we are still far from having made good progress on our own constitutional duty to respect, protect, promote
and fulfil everyone's unqualified right to a basic education. We have no excuse for defaulting on an
obligation, which is undeniably central to the lives and welfare of our people.

That is why we are mobilising so passionately behind Tirisano - working together. Since publishing our Call
to Action in July 1999 we have worked hard at producing the implementation plan that translates our nine
priorities into operational programmes with clear targets, outcomes, timelines and performance indicators. In
our annual Education Parliament we will meet and take stock, build solidarity and partnerships in support of
our national goals, and be advised on how we can achieve them more effectively. This Education for All
Assessment Report will be among the important reference works for the Parliament to consider. Remarkably,
it is the first of its kind, truly a landmark as well as a benchmark for our education system.

I congratulate all those who have contributed to the success of this challenging undertaking and thank all
the UN and development co-operation agencies for their moral, material and professional support. We were
not at Jomtien in 1990 but we will be proudly taking our place at the World Education Forum in Dakar,
Senegal, in April 2000, sharing with the world what we know from our own experience. Our South African
Assessment Report will help us do so from a position of strength and confidence.

Professor Kader Asmal
Minister of Education

Graphic (President of South Africa, T.M. Mbeki with Minister of Education, Prof K. Asmal, at the Opening
Session of the Sub-Saharan Africa Conference on Education for All)
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Executive Summary

The purpose of the South African Education for All (EFA) 2000 Assessment was to assess and report
pregeess towards meeting the country's geals in the provision of basic education for children, youth and
aduits. This report highlights major achigvements in the provision of basic education for alf and identifies key
challenges and prioritias which need attention if the provision of quality basic education is to improve in the
near future,

The assassment was guided by a set of core EFA indicators selected by a Technical Advisory Group which
was constituted from representatives of the Convenors (UNDBP, UNFPA, UNESCC, UNICEF and World Bank)
of the International Consuitative Forum on Education for All. Additional indicators were ulilised to faciiitate
the assessment of progress in the implementation of the expanded vision of basic education.

This report is primarily based on data from the 1999 Sguth Africa Monitoring Leaming Achievement {MLA)
Survey, the 1997 Education Management Information Systemn (EMIS) dataset, the 1996 South African
Popuiation Census, and the 1996 Schools Register of Needs dataset. The South Africa MLA Survey was
conducted under the auspices of the National Depariment of Education and sought to obtain information on
learning achieverment and outcomes in primary schocls as well as to determine factors that impact on the
guality of teaching and learming.

Due to the relative newness of mast of South Africa's EFA related activities, the assessment did not seek to
astablish the impach of these initiatives. Conseguently, the report provides a situation analysis of the
provision of basic education and recommends future actions for achieving EFA obiectives.

The EFA 2000 Assessment as already alluded to above is a global initiative which is guided by wali
delineatad guidelines which ali participating nations are expected to foliow, However, in the case of South
Africa hecause of late entry inko the procass, this report has not strictly adhered to these quidelines,
Nonethaless, other aspects of EFA 2000 assessment are effectively covered thus miaking the content of the
report compiiant with the general EFA process and sufficiently robust,
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KEY FINDINGS

The key findings of this report are as foliows:
1. Primary Education

School Enrolment

¥ South Africa has a net enrolment ratio of 87 percent in primary schools, indicating that i has not yet
realised its goal of providing universal primary education e all its children in the offical primary schocl age
group {L.e,, 6-14 completed years).

¥ The school system is able to absorb nearly all its primary school pooulation, including those outside the
official age bracket, This is implied by the gross enrolment ratio of 97 percent.

¥ The very high gross enrolment ratios (i.e., excesding 100 percent) in some provinges indicates a high
prevalence of registration of under and over-aged children in primary schools. This practice is highly
prevalent in the Eastern Cape where the gross enreliment ratic is 111.9 percent,

Expenditure

¥ There has been an increase in overall expenditure on education, with expenditure increasing from R34.1
Billion during the 1995/96 finandial year to R45.2 billion during the 1988/9% perind.

¥ The total education budget constitutes about 22 percent of the total national budget, which is a high
share comparad to that of cther countries in sub-Saharan Africa,

¥ Per capita expenditure on primary school education is R2,370. The Western Cape and Gauteng have the
highest per capita expenditure (R3,740 and R2,951 respectively), whereas the Eastern Cape (R1,947),
KwaZulu-Natal (R2,0083, Northern Province {R2,042) and Mpumalanga {R2,291) have the loweast
expenditure levels.

Leamer-Educator Ratios

¥ The learmer-educater ratic for South Africa's public primary schoois is 35, which means that on average
each educator has to cater for 35 learners. Mpumalanga (39) and KwaZulu-Natal {(40) have the highest
ratios, while Western Cape has the lowest ratio (25). It is inferesting to note that though Western Cape has
the lowest leamer-educator ratic it also has the highest per capita expenditure on education, reflecting an
imbalance in the aliccation of resources among and belween provinges,

¥ The South Africa MLA Survey found that the leamer-educator ratio excesds 40 in a number of primary
schonls,

¥ The MLA Survey alse confirmed earlier reports {e.g., Schools Register of Needs) that there is an
inadequate provision of dlassrooms and infrastructure needs in many schoais, This results in poor conditions
of teaching and learning inciuding crowded classrooms, disciplinary and other related probiems.

ualification of Bducators

¥ Nearly a quarter {24 percent) of primary schoel educators are not appropriately gualified {(i.e., they are
ungualified or under-quaiified). The emplovment of these educators is often dictated by a shortage of
human resources, particularly in the rural areas.

¥ The employment of ungualified or under-qualified educators is highest in North West, KwaZulu-Natal

and the Free State Provinces {34, 32.8 and 30.5 percant, respeciively) and lowest in the Western Cape (10.2
percenty and Gauteng {12.4 percent) Provinges,
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Repetition Rates

¥ Repetition of grades is common in South Aftican primary schools. Bepetition rates are highest in Grade
1.

¥ The MLA Survey revealed that about 17 percent of Grade 4 learners were found to have repeated one
or more grades. Repetition rates are higher among boys than girls.

Oui-of-Schoot Children

¥ The prevalence of non-school attendance among children eligible to enroll in primary school is refatively
high. In 1996, about 16 percent of children aged 6-14 years were out-of-school, This gonfirms the finding
that the goal of universal primary education has not yat been realised.

¥ Disparities in proportions of cut-of-school children are huge., The pravalence of non-schooling was
found to be highest:

o Inrural areas (19,1 percent);

e Among black Africans (17,3 percent);

e Among boys (16.6 percent); and

o Inthe Eastern Cape (18.8 pergent}, Nerthern Province {18 percent} and North Wast {17.8 percent),

Mon-school attendance is lowest;

e Inurban areas {11.4 percent);

o Among Indians/Asians (4.5 percent;
o Amgng giris (14.9 percent); and

o Inthe Western Cape {9.9 percent).

¥ These disparities are an indication that strategies aimed at improving access to primary education
should give highest priority to African children, particularly those in disadvantaged provinces and rural areas.

Factors Affecting the Provision of Quality Primary Education

The foliowing factors were found to negatively impact on the quality of teaching and learning in South
African primary schoois:

¥ The physical environment of many schocis is net condudive (o guality teaching and irarning. 1t was
found that

o Aboub 25 percent of primary and combined schoois have no access to water within walking
distance;

o Nearly half {(48.6 percent) of primary and combined schools use pit lalrines and these are often
insufficient in number, over-utilised, unclean and smeily. Ancther 13.5 percent of schools have no
sanitary facilities at all. Such sanitary conditions pose health hazards to learners and educators
alike;

o The maiority of schools {56.2 percent) have no electricity. Poor lighting and seeing conditions in
these schools hamper the learning process. Lack of electricity also prevents the use of modem
teaching and learning aids and eguipment.

o Abput 5 percent of schools have decrepit and dilapidated buildings that are unsafe and unsuitable
for teaching and iearning.

¥ Most scheols lack adequate supplies of teaching and leaming materials. Even when avallable the
materials are sometimes ineffactively usad. The lack of Inckable storage facilities makes it difficult to

13



safeguard existing materials, There is a need for timely and adeguate provision of educational materials and
lockabie storage facilities as well as the appropriate training of educators,

2. Learning Achievement and Cuicomes

¥ The general performance of South African primary schoot learmers is poor. The average score obtained
by Grade 4 learners targeted by the South Africa MLA Survey was below 50 percent in all the tasks in which
they were tested {l.e., literacy, numeracy and life skilis tasks).

¥ Performance in numeracy was the poorest, the average scora being 30 percant, About 44 parcent of
the learners obtained less than 25 percent.

¥ Learners had a better grasp of literacy and life skills tasks, even though the overall performance was
stili low, the average scores being 48 and 47 percent, respectively. in these tasks a significantly lower
proportion of izarners scored less than 25 percent (e, 14 and B percent, respactively).

¥ Gauteng and Western Cape Provinces have the best performance on all the three task areas, For
example, the average literacy fask score is 61 percent in both provinces, which is about two times the score
of iearners in Mpumalanga Province,

¥ The main causes of poor learner achisvement include:

Peor educational background of parents;

Poar conditions of teaching and learning;

Inappropriate teaching and learning methods;

o Lack of acoess to reading and cther educational materiais and libraries;

o Poor school management;

o Lack of order and discipline among learners and educators often resulting in loss of teaching and
learning tima; and

o Low morale of educators and principals.

3. Youth and Adult Literacy

¥ Iiteracy is prevalent in South Africa, particularly among older persons who were marginalised from
educational opportunities under the apartheid system.

¥ About 67 percent of persons aged 15 vears and above and 83 percent of those aged 15-24 have
compieted Grade & and are considered to be functionally literate {i.e., they have acquired basic literacy
skiils),

¥ Western Cape and Gauteng have the highest literacy rates among persons aged 15 years and above
{76.4 and 75.6 percent, raspectively). The Northern Province, on the other hand, has the lowest literacy rate
{58.9 parcent),

CHALLENGES AND KEY PRICRITIES

There are several challenges and priovities which need to be tackled to achiave the goal of quality basic
education for all citizens of South Africa. These include:

¥ Bullding the capacity of educators and school managers;
¥ Achieving desired leaming outcomas through improved teaching and learning methods;
¥ Improving igarmer achisvement;

¥ Improving youth and adull literacy;
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¥  Rehabilitating school infrastructure;

¥  Improving access to teaching and learning materials;

¥ Improving access to the media and other means of communication;

¥  Fostering community integration and involvement in the life of the school;
¥  Developing effective monitoring and evaluation mechanisms and systems;
¥ Changing attitudes towards implementation of new policies;

¥  Improving accessibility to schools and supervisory support; and

¥  Confronting the HIV/AIDS pandemic.

KEY RECOMMENDATIONS

In order to accelerate progress towards the attainment of the EFA 2000 goals, the following is
recommended:

¥  Expansion of ECD programmes to meet the demands of parents and to prepare children for timely and
appropriate age entry into Grade 1;

¥  Entry-age into Grade 1 should be closely regulated;
¥  More of the education budget should be spent on direct inputs;
¥  The school building programme needs to be expedited;

¥  Literacy must be connected with adult basic education and skills training and integrated into lifelong
learning;

¥  Capacity building should be planned, prioritised, systematised and localised as much as possible;
¥  School managers need to be equipped for management, leadership and control;

¥  Streamline school governance and clarification of roles; and

¥  Upgrade and deploy resources for the utilisation of other media to enhance teaching and learning.

This executive summary has pinpointed key findings, isolated the main challenges faced by South Africa in
its pursuance of education for all and outlined attainable recommendations to turbo boost the Government's
and other stakeholders' efforts towards ensuring that the majority of the people get a quality education. The
recommendations made in this report will demand goodwill, political will and co-operation among all
stakeholders for their effective implementation.

Graphic (Father S Mkhatshwa, Deputy Minister of Education, at the Closing Session of the Sub-Saharan
Africa Conference on Education for All)
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Chapter 1
Introduction

The World Conference on Education for All (EFA} heid in Jortien, Thailand, from 5 to 9 March 1990 adopted
the World Declaration on Education for All and Framewaork for Action to Meeling Basic Learning Needs. 1
These documents were products of a wide and systematic consuitation process which teok place batwesn
Cctober 1989 and January 1990 under the auspices of the Conference Convenors - UNDP, UNFPA, UNESCO,
UNICEF and the World Bank.

The Jomtien Conference was convened icintly by the Executive Heads of the five Convenors - UNDP, UNFPA,
UINESCO, UNICEF and the World Bank. In addition, 18 agendies, grganisations and governments
cnsponsorad the Conference, including the Roval Government of Thailand, which hosted the meeting.
Approximately 1,500 delegates from 155 countries participated in the Conference. These included policy-
makers, experts in education and other major sectors, as well as officials and specialists representing some
20 inter-governmental bodies, 150 non-governmental organisations (NGUs), multilateral and biiateral
develgpment agencies and the research community.

The World Dedlaration on Education for All and the Framework for Action to Meeting Basic Leaming Needs,
represent an international consensus on an expanded vision of basic education, which is a broader concept
than primary schooling. It comprises expansicn of sarly childhood education, improving leaming
achievement, reducing malte-female literacy gap, expansion of basic education opportunities for vouth and
aduits, and use of all available communication channels to premote knowledge, skills and values for better
Hving. The expanded vision ensures that the beasic leaming needs of children, youth and adults are met
effectively.

According to Article 2 of the Declaration, the expanded vision encompasses the following components:
universalising access to basic education and promating equity; focusing on learning acquisition; broadening
the means and scope for basic education; enhancing the environment for learning; and strengthening
partnerships. Implementation of this expanded vision requires the development of a supportive enabiing
policy and a legislative envirnnment, mobilisation of resources and strengthening of partnerships, including
strengthening international solidarity,

The Framework for Action to Meeting Basic Learning Needs provides OGuidelines for Implementing the
Waorld Decdlaration on Education for AHO and sabs six dimensions and suggests certain targets for meeting
basic lzarning needs.Z The dimensions and targats are as foliows:

DIMENSION £ Early Chiidhood Care and Development

Target:  Expansion of early childhood care and developmental activities, including family and communiby
interventions, espegially for poor, disadvantaged and disabled children,

DIMENSION 2; Primary Education
Target:  Universal access to, and completion of, primary education by the year 200G,
DIMENSION 30 Learning Achievement and QOutcomes

Target:  Improvement of leaming achievement such that an agreed percentage of an appropriate age
cohort {e.q., 80% of 14 vear oids) atiains or surpasses a defined level of necessary leaming achievement,

DIMENSION 4; Adult Literacy
Targat:  Reduchion of the adult iHiteracy rate, particularly female iliiteracy, in order to reduce disparities.

DIMENSION 5; Basic Education and Training in Other Skills
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Targety  Expansion of provisions of basic education and fraining in other essential skills required by vouth
and adults,

DIMENSION 6: Knowledge and Skills for Better Living

Target:  Increased acguisition by individuals and families of the knowledge, skills and values required for
better living and sound and sustainable development, made available through all education channels.

The Framework for Action o Meeling Basic Learning Needs while acknowledging diversity In participating
countries’ situations, capacities and deveiopment plans and goals, suggests certain areas for national
planning. These areas include; assessing hasic education needs and planning action; developing a supportive
policy environment; designing policies to expand and improve basic education; improving managerial,
analytical and technological capacities, mobilising varicus information and communication channels; and
building partnerships and mobilising resources. Accordingly, national policies and programmes for the
expanded vision for education must be especially concernad with relevance, guality, equity and efficiency of
basic education,

1.1 S0UTH AFRICA'S PARTICIPATION IN THE EFA PROCESS

South Africa did not participate in the Jomtien World Conference in 1990 because of its international
isolation due to its apartheid policies, After it's first demoaratic elections i 1994, South Africa was invited to
participate in the EFA process, and was welcomed at the Mid-decade Review on Edugation for All which was
held in Amman, Jordan, in 1996, Because of its iate entry into the EFA precess, South Africa was not able to
compiy with all the recommended EFA guidelines set outb in the Framework for Action to Meeting Basic
Learning Needs. Though i has no explicit EFA National Plan of Action it has, however, embraced the EFA
principles, goals, targets and guidelines contained in both the Bedaration and the Framework. As such,
policies and programmes developed after 1994 to facilitate the transformation of the education sysiem of
South Africa are te a large degree consistent and compatible with the Framewerk.

1.2 OBIECTIVES OF THE EFA 2000 COUNTRY ASSESSMENTThe EFA 2000 Assessment is a global
endeavour conceived during the preparation of the Framework for Action to Meeting Basic Learning Needs,
The aim of the assessment is to review progress made towards achieving goals and targets in the provision
of basic education and lifelong learming. The review was designed to assist countries in re-examining their
national objectives and strategies concerning hasic education and rafocusing their pricrities.

Eightesn indicators, spanning most of the EFA target dimensions, were developed to faciitate assessment of
progress in the implementation of EFA goals and objectives (UNESCO, 1998), All coundries participating in
the assessment are expecied o utilise as much as possible these indicators for uniformity of reporting and
comparability of results, Countries participating in the assessment were encouraged to utilise additional
indicators to add value to their country reports.

The objectives of the South Africa EFA 2000 Assessment are;

¥ Teo construct a comprehensive picture of South Africa’s progress towards meeting its EFA goals;

¥ To identify major achievements in the provision of basic education and the key sugcess factors;

¥ Toidentify challenges and gaps in the provision of basic education for all; and

¥ To identify priorities and promising strategies for overcoming obstacies end accelerating progress.

The Sputh African Assessment Report, was alongside others, tabled for discussion at the sub-Saharan
Conference on Education for All which was hosted by the Republic of South Africa and held in Johannesburg
from 6-10 Decernber 1899, The Conference resolution was synthesised into a report for discussion atb the

Waorld Education Forum to take place in Dakar, Senegal, from 26 to 28 April 2000,

1.3 SCOPE AND LIMITATIONS OF THE COUNTRY ASSESSMENT
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The South Africa EFA assessment was limited by a number of factors, including the following:

¥ There was inadequate time to prepare for the assessment. After an important consultation process, the
assessment was only initiated in February 1999.

¥ Lack of adequate funding provision for the assessment exercise caused delays in the launching of the
process.

¥ Key areas of assessment included collation and collection of primary data for the indicator on learning
achievement (Indicator 15). This caused further delays as many implementation bottlenecks were
experienced. Also, shortage of time and resources made it difficult to gather information on other key
indicators such as early childhood development and youth and adult literacy rates.

¥ Due to South Africa's late entry into the EFA process, and due to the fact that implementation is at its
early stages, this assessment exercise will not report on the impact of many EFA initiatives that the country
has put in place. The information contained in this report will to a large part serve as a benchmark against
which future assessments can be made.

¥ Though national structures to guide the EFA country assessment were established, budgetary and time
constraints did not allow their full operationalisation and as result, the process has not been as participatory
as anticipated. Despite these severe limitations, the writing of this report was finally organised in the manner
described below.

1.4 ORGANISATION OF THE REPORT

Chapter 2 of this report gives the background on South Africa, which includes an examination of the policy
and legislative framework, as well as the description of the South African educational system. Chapter 3
describes the methodology used for data collection and computation of the selected EFA indicators.

In Chapter 4, the report deals with EFA strategies that South Africa has adopted, which include the
transformation of the educational system, cooperation and partnerships, and financing of basic education. It
also describes some of the structures that have been put in place to facilitate implementation of EFA
strategies.

Chapter 5 analyses education policy implementation by utilising some of the EFA core indicators and other
key education indicators. The reporting is more or less consistent with the EFA dimensions that are
contained in the Framework for Action to Meeting Basic Learning Needs.

The final chapter, Chapter 6, discusses major achievements in the provision of basic education. It also
identifies challenges and recommends key priorities which need attention if the goal of providing quality
basic education for all is to be realised in the future.

Graphic (Mme. Aicha Diallo, Representative of the Director-General of UNESCO and Director of the Division
of Basic Education, UNESCO, Paris, France, at the Closing Session of the Sub-Saharan Africa Conference on
Education for All.)

18



Chapter 2
BACKGROUND

This chapter presents background information on South Africa, which includes the discussion of the country's
profile and an examination of the policy and legislative framework as well as a description of the South
African education system.

2.1 COUNTRY PROFILE

The Republic of South Africa is situated in the southernmost part of the African continent, bordering
Namibia, Botswana, Zimbabwe, Mozambique and the Kingdoms of Swaziland and Lesotho. Its total land area
is 1,219,090 km2 and stretches latitudinally from 220 to 350S and longitudinally from 170 to 330E.

2.1.1  Demographic Characteristics of the Population
Population Growth and Age Structure

South Africa has a population of 40.1 million. Slightly more than a third of the population (34 percent) is
aged less than 15 years (Statistics South Africa, 1998), implying that South Africa has a young population.
The population grew at 1.9 percent per annum during the 1995-1996 period, having declined from 2.2
percent during the 1980-1990 period (Department of Welfare, 1998). Though South Africa's growth rate is
relatively low compared to that of other countries in sub-Saharan Africa, the rate of growth is still of
concern, particularly in the presence of a slumping economy during the post-1994 period. Such a situation is
undesirable because it exacerbates the backlog in the provision of education facilities and services, resulting
from past apartheid policies.

Spatial Population Distribution

South Africa is divided into nine provinces, each with its own legislature, Premier and Executive Council.
According to Figure 1 and Annex 1, KwaZulu-Natal and Gauteng have the largest share of the population
(20.7 and 18.1 percent, respectively), while the Northern Cape has the smallest share (2.1 percent).

About 54 percent of South Africans reside in urban areas. Urbanisation levels, however, vary substantially by
province. The percentage of persons residing in urban areas varies from only 11 percent in the Northern
Province and 35 percent in the North West, to 88 and 97 percent in the Western Cape and Gauteng,
respectively. The more urbanised provinces tend to have better education facilities and services than the less
urbanised provinces.

Table 1 shows that African blacks constitute the vast majority (76.7 percent) of the South African
population. Indians/Asians on the other hand are the minority, comprising only 2.6 percent of the
population.

Educational Attainment

A significant proportion (19.3 percent) of the South African population aged 20 years and above has never
been to school (see Figure 2). The prevalence of no schooling is highest in the Northern Province (36.9
percent), the proportion being about four times as much as that of the Western Cape and Gauteng (6.7
percent and 9.5 percent, respectively), which have the lowest prevalence. No schooling is much higher in
rural areas (52.5 percent) than in urban areas (14 percent).

These findings have implications for teaching and learning in South Africa. For example, in a study
conducted in the Nkandla District of KwaZulu-Natal, lack of support to learners by parents, an element that
is key to effective teaching and learning, was ascribed to low literacy levels of the parent population
(Karlsson and Gule, 1999).

Figure 1: Percentage Distribution of the Population of South Africa by Province, 1996
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Table 1; Population Distribution by Population Group, South Africa, 1996

2.1.2  Economic and Socio-Political Environment:
Their Impact on Education
Economic Environment

In 1996 about 34 percent of the South African labour force was unemployed, the unemployment problem
being more pronounced among youth (i.e., persons aged 15-24), the youth unemployment being 53 percent
(Mosai and Gule, 1999). The unemployment problem has worsened since 1996, in part due to the poor
performance of the South African economy.

High unemployment contributes to and in turn is affected by the high levels of poverty that pervade South
Africa (Government of South Africa, 1998). Economic restructuring and global trends, as well as labour
market inefficiencies and inequalities also affect youth participation in the labour market. In order to reduce
poverty, which is one of the leading goals of the Reconstruction and Development Programme (RDP) of the
democratic government of South Africa, it is imperative to address the unemployment problem by
strengthening job creation initiatives and improving preparedness for the labour market by enhancing the
quality of education throughout the different levels of the system.

Political Environment (and Impact on the Education System)

The socio-political conditions of South Africa were both shaped and devastated by apartheid. From 1948 to
1994, succeeding apartheid-driven regimes enforced a social policy which revolved around maintaining white
hegemony and economic prosperity to the exclusion of other races, which suffered extremes of poverty and
degradation. The entrenchment of such policies resulted in social inequalities and poverty along racial lines.
Black South Africans in particular were deprived opportunities to access basic social services such as
education, health, clean water, sanitation, electricity and other amenities.

The apartheid policy was similarly applied to education with the introduction of Bantu Education in 1953.
Whereas church missions had promoted interracial education, the advent of legal apartheid wrenched the
control of public schools from missionaries to the state. Around the 1960s and 70s the expansion of
schooling under the Bantu education system focused at redirecting individuals to "homelands". The
homelands were strategically scheduled areas for black Africans, but they lacked economic viability. Under
the Bantu Education Policy, the funding for education was also allocated on an unequal basis. The aim was
to perpetuate white supremacy by giving them a better quality education than that given to other races.

The adverse effects of Bantu education were wide-ranging. Illiteracy and innumeracy increased and high
level skills among black Africans became limited. By 1990 it was reported that 66 percent of the youth and
adults between 16 and 34 were functionally illiterate. A majority of this cadre was identified to be among the
black population. It was further noted that schools attended by blacks were not only under-resourced and
understaffed, but were also experiencing high dropout and failure rates. The result was the total collapse of
the teaching and learning culture as people resisted subjugation of the so-called Bantu education.

During the negotiations for a democratic order in the early 1990s, all parties considered education as the key
issue for the Reconstruction and Development Programme (RDP). Central to the process were issues of
access, redress, equity and quality.

The release of Nelson Mandela in 1990, the subsequent political negotiations for a democratic dispensation
and his presidency, have brought a new era. The democratically elected government that came to power in
1994, inherited political and economic structures set up under apartheid, that were designed to protect the
interests of the white minority and restrict access by the black majority to property, economic opportunity
and public services, especially health and education. Consequently and understandably, the government set
as its priority the development of policies to redress the legacy of disparities and inequalities. It is clear that
since the transition in 1994, South Africa has engaged in far-reaching and fundamental education reforms,
thereby breaking decisively with the apartheid past.
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South Africa has had major achievements, mainly in terms of policy development. Firstly, South Africa has
produced a universally lauded constitution, which codifies and safeguards the rights of all citizens and
guarantees a representative and accountable government. Secondly, sound economic management has
reversed a decade of economic decline and refocused public spending on services for the poor. Thirdly, a
policy framework has been established to promote development and enhance opportunity or prospects for
the previously disadvantaged majority. However, despite these achievements, much still remains to be done
to complete the transformation process.

Figure 2: Percentage of persons aged 20 years and above with no schooling by Province, South Africa, 1996

2.2 POLICY AND LEGISLATIVE FRAMEWORK

Since 1994 South Africa has embarked on an open and transparent process of policy-making. The most
important policies and legislation regulating the provision of basic education are outlined below. It is
important to read these policies and legislation in parallel, as there are inherent overlaps, as each seeks to
meet constitutional provisions.

2.2.1 The Constitution

With the adoption of the new Constitution came also the transformation of the education system guided by
various policy and legislative instruments. A unitary system of education was created and was to be
managed by the National Department of Education and nine Provincial Education Departments. In effect, the
1996 Constitution requires that education be transformed and democratised in accordance with the following
values:

¥ Human dignity, the achievement of equality and the advancement of human rights and freedoms; and

¥ Non-racism and non-sexism.The Constitution recognises that everyone has a right to basic education,
therefore, the state must do all that is reasonable to ensure that everyone receives basic education. The
Constitution states:

Everyone has the right -
(@) To basic education, including adult basic education; and

(b) To further education, which the state, through reasonable measures, must make progressively
available and accessible.

The democratisation of education includes the idea that all stakeholders (i.e., parents, educators, learners,
and members of the community) must participate in school activities. This idea is taken further in the South
African Schools Act (1996)3 which requires all learners to have equal access to basic and quality education
without discrimination of any kind.

2.2.2  The National Education Policy Act, 1996

The National Education Policy Act4 is pivotal in facilitating the democratic transformation of the national
system of education into one that serves the needs and interests of all the people of South Africa and it
upholds their fundamental rights.

The Act gives the Minister of Education the power to determine national education policy for the planning,
provision, financing, staffing, co-ordination, management, governance, programmes monitoring and
evaluation and general well-being of the system. In determining policy the Minister should take into account
the competence of the provincial legislatures and the relevant provisions of any provisional law relating to
education.

2.2.3 The South African Schools Act, 1996
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The South African Schools Act (1996), which replaced Cducation Acts of the apartheid government, asserts
that all learners have a right to access both basic and quality education without discrimination of any sort,
Therefore "no learmer may be denied admission to an ordinary school on any grounds, including grounds of
disability, language, leaming difficulty or pregnancy” {Department of Education, 1997a: 44).

The Schools Act {1996} further requires that the guality of education received by all learners must be
improved. This implies that there must be a better provision of facilities, better-trained educaters, betier
methods of teaching and learning and improved school conditions. Learners must also be bether motivated
and discipiined to take their education seriously and o use the opportunities thal are now open 1o them,
The South Africen Schools Act has paved the way for a single, non-racial schoot system. It alse makes
schooling compuisory for children aged 6-14 completed yvears.5 1t provides for two types of schools, namely
public and independent schools. A significant change introduced by the Act is that the pravious
differentiation of State-funded schoois no longer exists, and now these schools are all referred to as public
schools. It also provides for conditions of admission for learners to public schools and for governance of
public scheols by schooi governing bodies. These governing bodies have general functions as stated in
Section 20 of the Act

2.2.4  The South African Qualifications Authority Act, 1985

The South Africen Qualifications Authority Act (1995)6 provides for the development and implementation of
& National Qualifications Framework {NOF) and for the establishment of the South African Qualifications
Authority (SAQAY. The NOF establishes an integrated national framework for igarning achievements, The
mair aim is o enhance aceess and mobility as well as quality in education and training. Specific obiectives of
the NOF are:

¥ To create an integrated national framework with commaon standards for leaming achievement;

¥ To facilitate access to, and mobility and progression within aducation, training and carser paths;

¥ Te¢ enhance the guality of education and training;

¥ To accelerate the redress of past unfair discrimination in education, training and employment
oppartunities; and

¥ Contribute to the full personal develnpment of each izarner and the social and economic development of
the nation as a whole.

The key functions of the South African Qualifications Authority include:

¥ Setting of standards necessary (o obtain a qualification for the various professions;
¥ Administering the NOF;

¥ Accrediting standards setting bodies; and

¥ Recognising bodies which monitor education and fraining nuicomes.

The Sputh Afvican Qualifications Act adopts an eight-level National Qualifications Framework (NQF). The
gight levels are grouped into thres broad bands, namely:

¥ General Education and Training: Level 1 including 4 Adult Basic Education and Training {ABET) sub-
levels;

¥ Further Education and Training: Levels 2 - 4; and
¥ Higher Fducation: Levels 5 - 3.
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Figure 3 dlustrates the structure adopted in the NQF.
2.2.5  The Admission Policy for Ordinary Public Schools 1598

In Section 3 of the South African Schools Act {Act B4, 1986), it is stipulated that every learmear must attend
school "from the Tirst school day of the vear in which such learner reaches the age of seven years until the
last school day of the vear in which such leamer reaches the age of fifteen vears ¢r the ninth grade,
whichever nocurs first”,

The right of a ¢hild to be admitted to the public scheot is stated in the South African Schoels Adt, in Section
35 {1y

"A public school must admit learners and serve their educational requirements without unfairly discriminating
in any way.”

Provisions for conditions of admission of leamers to public schoois as well as age grade norms are further
elanoraked on in the Admissions Policy for Ordinary Public Schoels (Department of Education, 1998 that
came into effect in January 2000, By Grade 9, which marks the end of compulsory basic educatien, the
learner should be 15 vears old. Recognising that the problem of gver-age learmners will not be eliminated
immediately, the policy states that the onus will be on schoels to place learnars whe are above the normal
age for a grade in a Tast-track facility’ o help bring them in line with their peer group. Learners over the age
of 16 wanting to attend school will be referred to adull education centres. To improve the sluggishness of
the system, the new Assessment Policy came inte affact in January 1999 stating that learners will be allowed
o repeat & year anly once in each phase of the school ovcie. This policy aims at improving the intermal
efficiency of the system by curbing the high repetifion rate that presently characterises the system,

2.2.5  Summary

This section has demonsirated how the sducation systemn was ravaged by apartheid policies. However, the
instaliation of & democratically elected government in 1994 has brought vital change. Besides the broad
policy and legislative initiatives discussed above, there are gther maior deveinpmental palicies initiated since
1994, Specific reference to these initiatives will be made when discussing progress towards attainment of
EFA goals in subsequent sections.

SOUTH AFRICAN ERDUCATION SYSTEM

g
LS

2.3.1  South African Education Systems Pre-1994

A number of officially senctioned practices influenced education development prior to 1994, There are two
policies, which influenced the structure of the education system during the apartheid era. The first was the
Bantu Education Act of 1953, which stipulated that blacks wouid not be over-qualified for positions not
envisaged for them. The second was the National Education Policy Act of 1867, which promoted a racially
and culturally seqregated and differentiated educalion system based on the ideclogy of Christian National
Education. The result was 18 different Education Departments, as illustrated in Figure 4, The first challenge
faced by the 1994 democratically elected government was therefors to create a singie amalgamated and
integrated education and training system,

As far as the various levels of education were concerned, the general school phase included Sub-standards A
and B and then Standards 1 fo 10. Schools were departmentally controlled. A higher education sector
existed with all universities and technikons outside of the four so-called Independent States under the
control of the National Department of Education. Between the school and the higher education sectors,
education and training aiso took place in an undefined sector, This sector indluded various publicly funded
colleges, private providers and work-based education and training, with responsibility largely borne by
various National and Provincial Education Departments, but also by the Department of Labour and private
providars, including companies {Dapartment of Education, 1998a).

2,32 Current Education System Structure
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Since 1994 the education system has been restructured to address the geographical, political and
occupational needs of the country more effectively. The new constitution made provision for nine provinces,
each with its own education department tasked with delivering education in accordance with the national
education policy. The Department of Education coordinates education at the national level, and is mainly
responsible for policy formulation and monitoring of implementation. Implementation of policies takes place
at provincial, district and local levels.

Figure 4: Pre-1994 Education Structure in South Africa
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Chapter 3

Methodalogy

A set of 18 core EFA indicators were selected by a Technical Advisory Group which was constituted from
regresentatives of the Convenors of the International Consultative Forum on Education for All {UNDP,
UNFPA, UNESCO, UNICEF and The World Bank). Thess indicators ware recommended (o all countries for use
o assess the situation of basic education. The assesament exercise was planned to make use mainiy of data
that all couniries should be coliecting and reporting according to international agreements. For example,
data needed for 13 cut of 18 core indicators are already requesiad by UNESCO in its annual education
statistical questionnaires to Member States, Particular attention is given, however, 1o reporting statistics on
learner enrciment by grade and age.

The 18 indicators are defined as follows:

¥ Early Childhood Care and Development:

Indicator 1 Gross enrolment in early chiidhood programmes (expressed as a percentage of the official age
group or 3-5 years).

Indicator 2: Percentage of new entrants to primary Grade 1 who have attended some form of organised
aarly childhood development programme,

¥ Primary Education:

Indicator 3¢ Apparent {Gross) intake rate {i.e., new entrants in primary Grade 1 as a percentage of the
popuiation of official entry age).

Indicator 4:  Net intake rate: new entrants {o primary Grade 1 who are of the official primary school-age as
a percentage of the corresponding population.

Indicator 5: Gross enrolment ratio {enrolment in primary school expressed as a percentage of the
popudation which corresponds o the official primary school age group).

Indicator 6: Net enrolment ratio {enroiment of the population of the official primary school age group
expressed as a percentage of the population which corresponds 1o official primary school age group).

Indicator 70 Pubiic current expenditure in primary education {2) a5 a percentage of GNP and (b} per pupil,
as a percentage of GNP per capita.

Indicator 8 Public expenditure on primary education as a percentage of total public expenditure on
education,

Indicator 9: Percentage of primary schodl teachers having the required academic qualification.

Indicator 10:  Percentage of primary school teachers who are certified to teach according to the national
standards.

Indicater 11 Pupil/teacher ratic,
Indicator 12:  Repetition rates by grade.
Indicator 13:  Survival rate to Grade 5.

Indicator 14:  Cosffident of efficiency.¥  Learning and Achievement Quicomes:
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Indicaior 15:  Percentage of pupils having reached at least Grade 4 of primary schooling who master a set
of nationally defined basic lzarning competencies.

Indicator 160 Literacy rate of 15-24 vear oids.7

¥ Adulk Literacy:

Indicator 17;  Adult literacy rate {percentage of population aged 154 that is literate).

Indicator 18:  Literacy gender parity Index {ratio of male to female literacy rates).

Mo specific indicators have been developed for two of the components of basic education (i.e., Training in
Essential Skills and Education for Better Living) mainty dug to the difficulty of collecting data pertaining to
these componenis.

The EFA Technical Guidelings suggest that countries participating in the assessment may utilise additional
indicators to add value to their country reports, It is also suggesited that where data are not available to
compute certain indicators, proxy measuras may be used.

31 DATA SOURCES

The data used in this report primarily come from;

¥ The 1995 South Africa Monitoring Learning Achievement (MLAY Survey;

¥  The 1997 Education Management Information System (EMIS) dataset;

¥ The 1996 Sguth African Population Census, including the 10 percent sampile dataset; and

¥ The 1996 Schools Register of Needs dataset.

Other important sources of data are NGOs and research institutions, such as EduSource, the South African
Institute of Race Relations, the Research Institute for Education Planning {RIEF) at the University of the

Crange Free State and the Human Sciences Ressarch Councit (HSRC),

Due to the paucity of raliable information on certain components of basic education in South Africa, some
indicators could not be estimated, these being:

¥ Indicators 1 and 2 (ECD compenent); and
¥ Indicators 3, 4, 13 and 14 (Primary Education component),

Data for computing the basic learning competency indicstor (Indicator 15} were obtained from the South
Africa MLA Survey.

3.2 MONITORING LEARNMER ACHIEVEMENT SURVEY

The South Africa MLA Survey was conducted in August 1999 under the auspices of the National Department
of Education. The main objective of the survey was [0 obtain information on learning achievement and
nutcomes at the primary school level and to determine factors that impact on the quality of teaching and
learning.

A 2 percent nationally representative stratified random sample of 400 primary and combined schools8 was
drawn, targeting Grade 4 learners, their parents, principals and educators, Competency instruments for
assessing literacy, numeracy and life skills learning were administered to Grade 4 leamers, vielding about
11,000 completed instruments, In addition, structured guestionnaires were adminisiered o parenis,
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principais, educators and learmners to selict infermation on the management of schools, calibre of educators,
profile of learners and the sodic-economic environment of the school community.
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Chapter 4
Adoption of Education for All in South Africa

In this chapter initiatives taken by the democratic government of Scuth Africa aimed at transforming the
education system toward the achievement of basic education for ali within the EFA dimensions are
discussad. Alse discussed are cogperation and partnerships for the achisvement of EFA goals and the
financing of basic education.

4.1 TRANSFORMATION OF THE EDUCATION SYSTEM
4.1.1  Principles Underpinning Education Transformation

The Sguth African Constitution guaraniees equal access to basic education. This has necessitaied the
identification of values and principles which should drive national pelicy for the reconstruction and
development of education and training. Therefore, the key principles that underpin education policy
development articulate both the government's political commitmenis 0 basic education provisioning, and a
creation of an enabling environment 1o enhance the transformation process. Theses principles are:

¥ Eguity and Redress, especially in the equitable provision of finances and resgurces;

It is essential to redress imbalances generated through historical inequalities in education provision,
including the promotion of gender equality and the advancement of the status of womaen. AL the school isvel
this is now being addressed. Wavs have been found to encourage children to attend schools that formerly
excludaed them. To an appreciable degree, schools have opened thelr doors, and where necessary, expanded
their educational programmes o accommodate ali chiidren, irrespective of race and/or cuiture,

One way of measuring the success of the system in achieving the removal of injustices and obstacles in
accassing schooling is by analysing which children are being admitted to and are continuing to attend
schoaol. For example, the implementation of early childhood development needs to be targeted to all
communities, but especially those commiunities where this facility has never been available before and those
where significant proportions of ¢hildren in Grade 1 are under-age.

¥ Access to pasic education oppertunities for lifelong learming;

The basis for the state's commitment to compuisory basic education is to be found in the fundamental right
of all persons to access basic education. Also the Ministry of Education's policy for compuidsory education
provides one of the necessary elements of the framework within which the constitutiona! rights of the chiid
can be assurad.

Improving access to basic education has two main components, Firstly, capacity must be expanded.
Secondly, there is 3 nead to understand and, where possible, address the barriers that prevent soms
children from going o school Long distances to school and lack of transport, hunger, disabitity, household
chores, {e.g., care of younger siblings and herding}, lack of parental guidance, homelessness, inability to pay
school fees and inability to purchase uniforms are alf factors that may prevent chiidren from enrolling and
effectively participating in school

¥ Quality, interms of providing lsarners with learning opportunities of an acceptable standard;

The achievement of basic education for all has both quantitative and qualitative dimensions, Any suitable
definition of hasic education needs te embrace not marely the proportion of eligible children attending
schonl, but also the nature and guality of schooling offered. The implementation of the compulsory phase
imties not merely securing formal attendance at schonl, but also ensuring that sufficient and gquality
material and human resources are made available to schools. For example, Government must ensure that
educators are well prepared o facilitate the learning process.
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The Ministry of Education considers the provision of qualily free education as a public responsibility to be
largaly funded by the state at an affordable and sustainable level, This implies, nonetheless, that certain
education costs are o be borng by parents and learners,

¥ Efficency, to ensure optimal valug for the considerable financial and other rescurces, the state and the
private sactor must invest in education;

¥ Democratic participation in the governance and management of education institutions and the sub-
system as a whole;

Without dermocratic governance structures representing all principal stakeholders in learning institutions,
there is no prospect that the provision of an acceptable level of general education for children from state
FescuUrces can be properly managed, sustained and enhanced,

¥ Sustainability of development initiatives, so that they will contribute to overall transformation in the long
terivy and

¥ Relevance of education fo the needs of the economy and individuals’ vocational aspirations, as well as
broader socal and cultural values,

To & large extent, these key principles have influenced the determination of targets and prigrities within the
broader education bransformation agenda. Likewise, the grganisational, legisiative and governance
frameworks of education put in place in 1985 are in keeping with these prindiples,

Whilst it is recognised that policy implementation is still in its infancy, a scund foundation for building an
approprigte education system for the 21st century has been laid within the current legislation and policy
frameworks,

4,1.2  Creating an Enabling Environment for Implementation

A number of initiatives have been instituted by the Government of Scuth Africa to Create an enabling
environment for the impiementation of programmes aimed at improving access to all areas of basic
education. Some of the initlatives are discussed balow,

Cuiture of Learning, Teaching and Service {COLTSY Campaign

The apartheld legacy created a climate in schools and other learning sites that is not conducive to effective
teaching and learning. To address this problem, the Minisiry of Education in 1998 igunched the Culture of
Learning, Teaching and Service (COLTS) Campaign, which aims at developing a culture of learning, teaching
and service conducive to the delivery of quality education throughout the country. This could be achieved by
building a positive perception of education and by improving the conditiens of schools (Department of
Education, 19978).

The COLTS Campaign is therefore a mechanism to bring massive visibility, urgency and popular participation
to the commitment to educational quality throughout the system. It provides a focus for driving behaviour
and enforces key values in the education process such as applicabion, commitment, determination to
succerd, orderliness, discipline, mutual support, community involvemeant and ownership.

The oblectives of the COLTS Campaign are:

¥ Toensure engagement with COLTS at school level;

¥ To enopurage parental participation in institutions of learmning at all levels;

¥ o create a safer lparning envirenment; and

¥ To facilitate the development and adoption of a South Aftican Education Charter,
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The Campaign is co-ordinated by the COLTS Directorate of the Natignal Department of Education. The
Directorate is accountable ultimately to the Heads of Education Departments Committes (HEDCOM) and the
Coundil of Education Ministers {CEM),

The COLTS Campaign is implemented through various projedts, as set out below:

¥ Yizo Yize Media Campaign: It encourages engagement al provingial, district and school levels with issues
raised by the television programme Yizo Yizo;

¥ Miracles in Education Project: It aims to provide examples of good practice to help change behaviour
towards the achievemnent of COLTS objectives;

¥ Safer Leaming Environments: It emphasises increasing basic safety conditions at the school place and
decreasing incidents of crime and viglence in and around schools;

¥ Cregtive Arts Initiative: It develops adiive engagement with COLTS issues atb school leve! resulting in
school improvement plans;

¥ Parental Involvement Project: It supports leaming and teaching in learning institutions; and
¥ Al Educators and All Learners Component: I will audit current activities to improve educator and learner
discipline, commitment and application to work to inform fulure planning.

Ecucation of Learmers with Spedial Education Needs (£1L.SEN)

To promote the right to basic education and o ensure equal aceess by all leamers o basic education calls
far the removal of ali barrers to education. AL the beginning of 1997, the National Comrmission on Special
Meeds in Education and Training (NCSNET) and the National Committee for Education Support Services
{NCESS) were appointed by the Minister of Education to investigate and make recommendations concerning
all aspects of special needs and support services in educabion and training in South Africa. The focus was on
the development ¢f education to ensure that the system becomes more responsive D the diverse needs of
the different ivarner pepulations, and to ensure that the education and training system truly promotes
education for all. This investigation was guided by the Mational Department of Education in conjunction with
the Netional Co-ordinating Comimittee on Education of Learners with Special Education Needs established in
1595, The mamn functions of the Commitiee wers:

¥ To assist in managing projects on Education of Learners with Spedial Education Needs {ELSEN) at 3
national level;

¥ To build capacity in the provinges to assist the provinges in maintaining the service; and
¥ 1o co-ordinate the implementetion of recommendations concaming ELSEN.

The report of the investigation and the subseguent discussion papers on Quality Education for Al
Overcoming Barrers 1o Learning and Development (Department of Education, 15973}, proposed that all
learners with special education needs be admitied to ordinary public schoals, This is referred to as the policy
of "inclusion” of ELSEN in mainstream education. This implies that the system must change so that schogis
can accommodate such learners and that the necessary support services be developed. According to these
recommendations, only a small percentage of learners would be accommaodated in special schools, but this
wouid aiso be transformead to accommodate diversity. To make this possible, ali schools need to have a team
of pegple, including educators, parents and experts, who can provide the necessary support to iearners with
special education needs. In order 1o support the initiatives aimed at overcoming barriers, the state is
developing legislation o regulate provision of education for ELSEN {(Departient of Education, 199%a).

National School Building Programme
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Since 1994, the Reconstruchion and Development Programme {RDPY, a programme led by the President, has
tackled the backing of schonl facilities. This is known as the Mational School Building Programme which when
compietad in 1999, will have built 10,000 new dlassreoms. In 1897, the Naticnal Department of Education
completad and published the Schools Register of Neads Survey, documenting the facilities of schools in the
country, and mapping every schonl an a Geographic Information Syster. The data serves as g basis for
planning and resource provisioning.

The Departments of Finange and Education have been coliaborating in finding 2 budgetary solution to the
problem of accumulated classroom backicgs in predominantly rural provinces with large backiogs inherited
from the former homelands. International donor funding has been raised for the third phase of this
programme, which targets the Eastern Cape and two other seversly disadvantaged provinees for financal
support, Many provinces stili face a shortage of classrooms and the Department of Public Works eshimates
that the elimination of dassroom shortages could cost the Government nearly R3 billion. Between 1994 and
1996, 21.2 hilion was allocated to schoot building and rehabilitation. The rate of implementation has varied
from province te province, Most have concentrated on situations where schools operate with virtually no
bulldings in order (o provide a physical campus for every school, Derelict and dilapidated schogols have aiso
been targeted.

4.1.3  Monitoring and EvalugtionMonitoring and evaluation of the performance of the educational system i
crugial for ensuring that alf South Africans receive guality basic education and training. 1t is also an
imperative of the National Education Policy Act, 1996 (Republic of South Africa, 1996b). Section & of the Act
states that:

The Minister shall direct that standards of education provision, delivery and performance throughout the
Pepublic be monitored and evaluated by the Department annually or at other specified intervals, with the
obiact of assessing progress in complying with the provisicns of the Constitution and with national education
policy.

To facilitate monitoring and evaluation of the provision of education, the Quality Assurance Directorate at
the National Department of Education and gquality assurance structures in Provingial Departments of
Education were established. In addition, the Natienal Quality Assurance Co-ordinating Committee was set up
as a HEDCOM sub-cornmittee to advise HEDCOM on all monitoring and evaluation initiatives and to report to
HEDCOM on prograss in the implementation of thase initiatives.

An effective monitoring and evaluabion system requires reliable and comprehensive data from and about all
levels of the education system. Because the Dapartment of Education inherited fragmented and
unsatistactory data, it deveioped a national Education Managerment Information System (EMIS) in 1986, with
the design of a public schools dataset, a national annual school survey form and a computer programme for
data processing in co-operation with Provindal Departments of Education. The national EMIS covers a few
components of basic education. It will, however, evoive to cover the entire educational system, in particulan

¥ The management information system for early child development, aduit basic education and training,
education for learners with special education needs, further education and training and higher education,
including colieges;

¥ Link to the Scheols Register of Meeds Survey, examinations, the state Personnel and Salary (PERSAL)
system, census and historical databases; and

¥  The promaetion of the use of information for management, deacision-making, policy and planning.
4.1.4  Early Chiidhood Development (ECD)

ECD is an umbreila term, which applies to the processes by which children from birth to nine vears grow and
thrive physically, mentaily, emotionally, morally and sociaily. Defined thus, the majority of pre-school
children in South Africa do not receive adequate ECD &t the moment. According to the South African
Congress for Barly Childhood Developrment, there are between 5.5 and £.0 million children under the age of
six and ondy 563,000 of these children are accommuodated in ECD faciliies. 1t is estimated that about B1
billion is needead o meet the needs of ali chiidren under the age of 6 years. In 1994, the Naticnal
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Department of Education created an Early Childhood Development Directorate responsibie for developing an
ECD policy framewerk and planning and moebilising resources in support of large-scale provision of ECDL The
Mational ECD Pilot Project was launched in 1997 after the announcement of the Interim National Policy on
ECD in 1996, The aim of the Pilot Protect is to conduct research and (0 develon systems and moadels for the
implementation of new policy to ensure that children eligible for the Reception Year {(Grade R) have
improved access o guality education programmes (Chisholm et al., 19993,

During 1998, focus was om
¥  The ECD Information Campaign which publicises the pregramme and informs the participating providers;

¥ The ECD Accreditation Committes which establishes the interim guidelines for the accraditation of
practiticners,

¥  The ECD Research and Monitoring Team which collects information on the impact of the programme and
advises on the development of sustainable maodeis for the provision of a publicly funded Reception Year;

¥ The Co-ordinating Committes for ECD which advises on, and menitors the implementation of the
programme; and

¥ Setling up g quality assurance system for the acoraditation of ECD practitioners and training agendies.

The ECD Piot Project has reached 2,800 non-governmental early chiidhood learning sites serving
approximately 70,000 of the most disadvantaged lgarnars, Abgut 3,000 practitioners received fully
accredited professional training and orientation in the new curriculum for the Reception Year. The major
chailenge is in finding adequate financial resources to mest the implementation costs of a compuisory
Reception Year. Inter-sectoral work on ECE for children aged 0 - 9 years is & key government priority in
14999 and the Minister of Welfare will be spearheading an ECD Audit. This will be followed by development
work on an ECD Bill, since ne specific legisigtion exists to govern early childhood devalopment and learning.
All these initiatives seek o expand ECD activities and enhance community interventions.

While budgetary constraints at both national and provindal levels prevent the phased implementation of
comprehensive provision for £CD, a range of proposals have been drawn up which ipok at alternative
strategies to fund ECD. These indiude tax concessicns for empioyers who are wiiling to support ECD, and
graater local government and community responsibility and invoivement,

4.1.5  Primary Education

The Constitution envisages a situation where all children have access to and complete primary education,
Section 32 of the Constitution states: "Every persorn shali have the right to basic education and equal access
o educational institutions,” Taking its cue from this statement, the White Paper (1895) explains that "the
right to basic education, to equal access to educational institutions, applies to ‘all persons’, that is, to all
chitdren, youth and adults,” "All persons” in this context includes pegple with disabilities or special learming
needs. For children, the right would be satisfied by the availability of schooling facilities sufficient o enable
every child to begin and complete a basic education programme of acceptable guality.

For the out-of-schoc! yvouth and adults, the availability of basic education would be in the form of non-formal
education and fraining programmes appropriagte to age and personal droumstances., Altaining this level of
availability of opportunity for basic education will be an immense achisvement in the reconstruction and
development of the country's human resources. Therefore, in the South African context, basic education
programimes are flexible, develepmental and targated ab the spedific reguiramants of particuiar isaming
audiences or groups. Basic education should alse provide access [0 a nationally recognised qualification(s).

4.1.6  Learning Achievement and Qutcomas
South Africa adopted a new approach to education and training to ensure that learners have access to

guality Efelong education and training at all levels of the education system, This approach, referred o as
Dutcomes-based Education (OBE), is learner-cenired, and oriented towards results and culoomes, thus
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enabling learners to productively contribute to the country's socig-economic development (Department of
Education, 1997¢).

The new pedagogy associated with OBE has been developed into a curricuium framework for learning at
school level, referred to as "Curriculurn 2005". The National Department of Education launched the new
framework in April 1997, Curricutum 2005 was phased in Grade 1in 1998 and in Grade 2 in 1999, It will be
introduced in Grades 3 and 7 in vear 2000, The Department of Education provides support for the phased
implementation of the new curriculum. A Sub-Commitiee of HEDCOM which is representative of all partners
and key stakeholders advises and quides the curriculum development process and implementation ackivities,
The Nationat Centre for Curriculum Research and Development (NCCRD} was set up to conduct policy
research to smoothen the process of impiementation of the new curriculumn. The NCCRD also seeks to clarify
meaning and links between Curriculum 2005 and teacher education, Hfelong learning and development and
the use of appropriate technology enhanced learning in support of the implementation process. A research
base is needed o ensure that the implementation progeeds in a purposeful, coherent and cost-effective way.

The Ministry of Education regards teacher education, including professional education of trainers and
educators as ene of the central pillars in implementing curriculum change, Interventions have been made
resulting in the "Norms and Standards for Educators” gazetted in January 1999 which outiines policy for the
gualifications of educators and for the evaluation of these gualifications. The policy indicakes how norms and
standards for educators can be:

¥ Arbicuiated o meet the occupational riteria for employment by the Department of Education, the
profassional criteria for registration by the South African Councit for Educators, and the academic criteria or
standards for qualifications to be registered on the NOF;

¥ Used to perform the functions of an interim standards generating body; and

¥ Used to offer guidelines to providers on how they should design and deliver learning programmes, and
use quality assurance criteria to develop their institutions and programmes.

This policy instrument has two major purposes. Firstly, it is used as a vehicle to put forward the Department
of Education’s vision of teacher development to indicate the norms and standards of competence that should
be met by all the teachers and educators, Secondly, the Department of Education uses the nerms and
standards as criteria by which it evaluates gualifications for employment in education. The quality of the
teaching force is an impertant fackor in the achisvement of learming outcomas and the role of educators in
the assessment of learner performance is critical.

The new Assessment Policy daclarad in December 1998 introduces continuous assessment as part of the
machanism o monitor quality and standards of performance. Each educator is reguired to apply a varisly of
assessment technigues on a continuous basis to ensure that approprigte interventions are made where
necessary. The Assessment Policy also makes provision for systemic evaluation ab the end of key transitional
stages {i.e., Grades 3, 6, 9 and 12), the objact of which is o assess prograss in complying with the
provisions of the censtitubion and with naticnal education policy. Monitoring learming achievement is an
important element in systemic evaluation, as the resulls are used o promote quality assurance. Education
and Training Quality Assurance Bodies acoredited by SAQA will also play an important role in monitoring and
promoting guality in the entire education and training system.

4.1.7  Adult Literacy

The historic inadequacy of learning facilities and opportunities, espacially for black communities, has ensurad
that a majority of the adult population both in and out of formal employment has had no schooling or only
inadequate schoaling, The advancement of the provision of Adult Basic Education and Training {(ABET) is
constitutional requirement and the Ministry of Education views ABET as a force for social participation and
economic developmaent, providing an essential component of all RDBP programmes.,

The Department of Education created an ABET Directorate in 1996 responsibie for the development of an

ABRET policy framework and for planning and mobilising resources in support of large-scale provision of
ABET. In 15896, interim curricula were developed and an ABET campaign which reached 93,000 aduit
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learners was faunched, The National Multi-Year Implementation Plan (NMYIP)Y outlined the government's
plan and commitment to ABET (Department of Education 1897b). The first phase of the NMYIP challenges
all players including NGOs, tertiary institutions, publishers, the private sector and trade unions, to set up
mechanisms aimead at ensuring sustainable, iarge-scale delivery of adult education with ewnership filtering
down o the lowest dencminator. Thus, the main organisational principie of the national ABET programme is
the buliding of partnerships between all constituencies with a vital interest in ABET provisioning, inciuding
grganised iabour and business, women's and youth crganisations, civics, churches, NGOs, universities,
learner associations, media and other stakehoiders, The partners are involved in planning, arranging pubiic
atvocacy, sponsoring research and deveigpment and mebilising financial rescurces for alt ARET
pregrammes. A representative national ABET councit is expected to be established soon as the authoritative
vaice of the sector. Legistation for ABET is being prepared and will be finalised in year 2000.

4.1.8&  Education and Training in Other Essential Skills

The Government's underlying principle on training in other essential skills is the provision of opportunities in
the greas of mathematics, science and kechnology to prepare South Africans in fields to which in the past
they had ne access. In the case of science and mathematics education, it was argued that the schoois were
in dire straits - under-prepared aducators were producing successive generations of igarners who failed to
reach their potential in science and mathematics. Based on successes in the NGO sector where learners who
had already written matricS examinations were given a "second chance”, the Students and Youth into
Soience, Technology, Engineering and Mathermatics (SYSTEM) recovery programme was designed,

The broad aim of SYSTEM is to address the shortage of a technefluent human rescurce base in Sguth Africa.
It aims at increasing the number of students with matric mathematics and sdence. It also incorporates a
teacher education and development programme aimed at addressing the acute shortage of qualified and
competent science, mathematics and technology teachers,

A Natipnal Task Team, consisting of a National Director ang National Co-ordinators for Selection, Finance

and Logistics, and Curricilum Development, is responsible for the overall management of the project. The
National Task Team liaises with the Department of Education through a Chief Education Specialist, and is

accountabie to the Director for School Education.

All ning provinces are participating in SYSTEM, which is offered at dedicated sites by specially trained staff,
It has its own new curricilum and own recognised certification. It is intended that SYSTEM qualifiers will
then proceed 1o stence-based careers in industry, technical colleges, colleges of education, technikons or
urniversities.

Furthermaore, recognising that change in science and mathematics teacher education was also needed, a
Diplema in Education for producing a new cadre ¢f science and mathematics educators was proposed as
part of SYSTEM. SYSTEM was referred to in the 1997 National Department of Education's Annual Report as
the flagship preject of the Department {National Depariment of Education, 1297},

4,1.9  Skills for Better Living

Educational Broadeasting and Print Materials

Radio, elevision and print materials have been used by the Dok to provide basic education to the general
public, A successful partnership with the South African Broadcasting Corporation (SABC) has culminated in
the development of an educational broadcasting plan in 1896, foilowing a long consultation progess with

varicus stakehoiders in the education sector. This partnership has vielded the following programmes:

¥  Educational radio and television pregrammes supperting all sectors of the education system have been
developed;

¥ Innovative programmes have been conceptualised, developed and broadcast, including Take 5, Schoel
TV {aimed &t Grade R-Grade 3), Yizo Yizo (COLTS drama series) and Educator Express (aimed at educators);
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¥ Print support materials for educators and a course for Iraining educators o use multi-media in the
classroom, have been developed; and

¥ The development of a South Africa version of Sesame Street, an ECD television series produced by the
Children's Television Workshon.

Further Education and Training

The Education White Paper 1 (1995} states that the developmental task of the Further Education and
Trairing (FET} sector is to address the inadeguacy of programmes at the senior secendary level and above,
both in-school and out-of-schoot, in the workplace, in other institutions, or by private study, This is central to
a successful integrated approach to education and training.

As a result, FET has been planned to provide a purposelul educational experience o learners in the post-
cempulsory phase, irrespective of age, place and time of delivery, Recognitien of Prior Learning (RPL}Y is an
impartant application of assessment at this level. RPL is intended to provide learners with recognition of
existing competence regardless of where, how and when it was acquired, This will assist with appropriate
placement on training courses and learning programmes, giving greater mobility in career and leaming
pathways.

The National Commission on Further Education and Training was established to undertake the research,
consulting and planning required to sel this level of learning on the ransformation agenda. As a resull of
this process, the Further Education and Training Act, 199810 was promuigated. The Act requires that acgess
o further education and training must be ensured for persons who have been marginalised in the past, such
as women, the disabled and the disadvantaged, and o develop strategic plans which, inter alia, must
address past imbalances in respect of race, gender and disability.

Consensus has been reached between the Departments of Education and Labour and other stakeholders
around a conception of Efelong lsarning which will ultimately be achieved through the MNational Gualifications
Framework (NQF). Learners can progress through an integrated education and training system from non-
fiteracy through acressing general, further and higher education and training along a continuum ¢f learning
opportunities presented in the NGQF. The policy document on ABET emphasises that for adult learmers, itis
important that lifeieng lzarning includes both the formal and developmental approaches to lifelong learming.
This ensures that learners can use the knowiednge, skills, values and attitudes that they have gained through
thair lives and experiences,

The Department of Labour's Skills Development Act, 1998, together with the FET Ack, provide the legislative
basis for "a progressive re-orientation of education and training towards the needs of the soclety and the
econemy, and a major re-conceptualisation of funding sources for the sector™ (Department of Education,
1899h: 21). Effective impiementation of these Acts shouldd improve employment opportunities for g large
number of unemploved young men and women.

National HIV/ATDS Policy

Ir response to the high prevalence of HIV/AIDS in South Africa, particularly amaong the youth, the
Department of Education, developed a national policy on HIV/ATDS for learners and educators in public
schools and for students and educators in further education and training institutions (Department of
Education, 1995¢), This is part of the broader national HIV/AIDS strategy aimed at addressing the HIV/AIDS
pandemic. The Minister of Education publishad the policy in August 1999, and the Ministry of Education will
provide leadership during its impiemantation in educational institutions across the country.

The policy

seaks to contribute towards promoting effective prevention and care within the public educational
system context,

and foouses on providing accurate information on;
¥  The nature and risk facktors of HIV infection and AIDS;

¥ Precautionary measures;
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¥ The obligation resting on school and college communities to avoid discrimination against infecied
DErSONS;

¥ The rights and responsibilities of infected persons; and
¥ Assistance to infected persons,
Life Skills and HIV/AIDS Education Project

Prior to the deveiepment of the HIV/AIDS policy, the Dok began implementing the Life Skills and HIV/AIDS
Ecucation Project (Degartment of Education, 19974 and 19984¢). The projed has prepared learning
programmes and matarials in coliaboration with the Department of Health. By the end of 1998, the
programme had trained 840 master trainers and more than 10,000 educators in secondary schonls. A rapid
assessment of the project will soon be carried oub to evaluate its implementation in schools, Resuits of the
assessment wili form the basis for extending the project micre broadly. A pilot project on the same theme
has been implemented in selected primary schools in the Northern Provinee and the Free State. Plans are
also underway for its expansion nation-wide,

4.2 COOPERATION AND INVESTMENT IN EFA

In order to achieve the goal of providing quality basic education for all South Africans, it is necessary for
government to redress the gross historical ineguitias in the provision of aducation perpetuated by the
apartheid regime. Tt is therefore apparent, now more than before, that the equitable provision of quality
basic education requires the cooperation of various role playvers in education, training and community
development. To this end, the National Department, of Education has forged cdose relationships and
partnerships with other gavarnment departments, provindial ministries and departments, local governments,
the business community, NGGs, the international dongr community and other role players and stakehgliders,
These partnershins are discussaed below,

Provingial Departments of Education and Other Government Departments

The Constitution has vested substantial powers in provindial legisiatures and governments o run education
affaire subiject to the national policy framework, The essence of the relationship batween the national and
provincial governments is 2 cooperative one.

Twe hodies have been created to promote cooperation betwesn the national and provindal education
departments to enable the Departments 1o share information and advice, and to collaborate on policy
formulation and implementation strategies. The first of these is the Council of Education Ministers (CEM)
which comprises the national Minister of Education and the nine provindal Ministers of Education. The
second is the Heads of Education Departments Committee (HEDCOM), which consists of the heads of the
national and the nine provindial education departments. This body advises the Council of Education Ministers
and provides a reguiar forum for the administrative heads of education departments to consuit and
collaborate in the interasts of the system as a whoie, Ordinarily significant investigative work is also
undartaken on policy matters that are referred to the CEM by HEDCOM,; sometimes using approved HEDCOM
Sub-cormmitiees and other task teams.

The Dok also co-operates with other government departments in the provision of certain components of
basic education. For example, the Department of Education is collaborating with the Department of Health in
responding to the HIV/AIDS pandemic by collaborating on the Life Skills and HIV/AIDS Education Projects.

Mon-Governimenial Organisations {NGOs)

Prior to 1994 NGOs playved a crudial role in the provision of basic education in South Africa. The role of NGOs
was, however, reversed after 1994 when most funds, which weare previousiy directly channelaed to them by
international funding agenciss were channeled to the Government through bilateral and multiiateral
agreements, This resulted in most NGOs being financially squeezed, forcing them to either dose down or
form meargers.
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Though the role plaved by NGOs has substantiaily diminished, they still play an imporiant part in the
provision of basic education, particularly in addressing education needs in ABET, ECD and FET sectors. Their
role is particularty crucial because they are usually not constrained by long tendering and other procedures
that can constrain government operations. As a result, they tend to deliver a more efficient and effective
service,

Private Sactor

The private sector plaved & negligible role in the provision of basic aducation to the majority of South
Africans before 1994, After the 1994 demccoratic elections, the role of the private sector changed
significantly. It is increasingly engaging in the provision of basic education by funding FET initiatives,
building schools in needy communities, and supporting the provision of teaching and learning eguipment,

International Community

To address backiogs in the provision of basic education, Government has had to intensify its effort to form
partnarships with the international community, The Department of Education ¢o-gperates with the United
Nations systermn and numerogus denors to improve access to basic education. Donors such as DANIDA,
USAID, SIDA, CIDA, DD {UKX) the Netherlands, Beigium, and the European Union have been instrumentsl in
the provision of technical and financial assistance to the Department of Education.

Examples of EFA refated investments by international donor communily since 1994 include the following:
¥ The European Union has contributed RB9 million for ECD, a schools audit and other programmes.

¥  The Government of the Netherlands has made available two grants of approximately R14 million and
Ri8 million respeciively, for the orovision of learning support materials to fadilitate the implementation of
Curriculum 2005,

¥ USAID has made availabie US $5 million over five yvears for the development of an indigenous version of
Sesame Streat, in support of the Reception Year component of Curriculum 2005,

¥  The Swedish International Develgpmeant Authority (SIDA} assisted the Department of Education by
funding the Schools Register of Needs Survey conducted in 1996, This survey was done o establish a
definite geo-referenced database of all primary and secondary schools in the couniry. The database includes
about 300 variables ranging from infrastruciure needs to information on school enroiments. All schools in the
country have been accurately ocated and surveyed. The information contained in the database has
faciiitated Government to make crudial decisions on education provisioning, particuiarly in addrassing
imbalances in the provision of schoo! infrastructure and other needs,

¥ HMational Teacher Audits were conducted in 1994 and 1995 with the aid of the Danish Intermnationsl
Development Agency {DANIDA}

¥ Ald and development programmes for OBE are being organised and implemented at provincial level in all
nine provinces. Belgium, the Netherlands, Sweden, the USA and Canada are among the countries that are
assisting provinces financially with regard to OBE.

¥ During May 1998 the Education Division for Culture and Media in Sweden, for example, sent
representatives from all nine provingcas on an exchange programme 1o assist them in improving school
fibrary services in the provinces with OBE in mind,

¥  The Quality Assurance Audit of 1998 and 1599 carried outl al provincial level, commissioned and
coordinated by the Department of Education was funded by the UK Department for International
Development (DFID).

¥ The Canadian International Devalopment Agency {CIDA) hes funded several human resgurce
development and management initiatives of the Department of Education. For example, in 1998 RG33,713
was allocated to the Education Human Resource Capacity Building programme.
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4.2.1 Investment in EFA by Government

The South African education budget has always been inherently inequitable. To deal with the equity issues
new funding norms for schools were announced in 1998, to be implemented from April 1999. These require
education departments to direct 60 percent of their non-personnel and non-capital recurrent expenditure
towards the most deprived 40 percent of schools in their provinces. On the other hand, the most endowed
20 percent of schools should only receive 5 percent of the resources. In addition, all learners are to be
provided with a minimum package of teaching and learning materials and poor parents are to be exempted
from paying school fees.

In keeping with its aim of prioritising the provision of basic education, Government increased education
expenditure by 89 percent between 1991 and 1996. The goal of achieving racial equity and redress has been
at the core of its attempts to reform expenditure patterns. In order to have an equitable distribution of
resources while operating with limited financial resources, Government has adopted a new approach of not
expanding the budget but rather to reallocate it to less resourced provinces and to predominately black
schools, so as to achieve equal learner-educator ratios. It should be noted that some provinces are still
overspending on their budgets and have had to cut back on teaching and learning support materials and in
crucial areas such as adult basic education.

Despite Government's decision not to increase expenditure on education, there is pressure for additional
spending on education. This arises from four sources:

¥ Redress. Addressing former inequalities between black and white education is still a priority and a need.
The provision of classrooms and educational materials and aids is in need of urgent attention. According to
the 1996 Schools Register of Needs Survey (HSRC et al., 1997) there was a shortfall of 57,500 school
classrooms at the time of publication. Between 1994 and 1996, R1.3 billion was allocated to school building
and rehabilitation. The programme was due for completion in all provinces during 1999. International donor
funding has been raised for a third phase of this programme.

¥ Extended and New Services. The Government's human resource development programme involves
major extensions of educational services and the introduction of new services. Among the most important of
these are the phased introduction of free and compulsory general education (Grade R to Grade 9), the
Primary School Nutrition Programme, and the launching of ABET and ECD programmes.

¥ Demographic Factors. Population growth of around 2 percent per annum impacts on annual demand at
Grade 1 level and has a continuous ripple effect throughout the system. The current trend is that about half
a million new learners enter the system annually.

¥ Rationalisation. Reorganising the previous 18 ethnically based departments and services into nine
provincial departments involved massive management and service changes.

In summary, it should be pointed out that the transformation of an education system is a major task
involving both policy and legislation. The success or failure of the system will be measured against the
contribution it has made towards the betterment of lives of all the peoples of the country.

From the previous discussion it is clear that the necessary restructuring has taken place, policy changes have
been effected and legislation is in place to provide a framework to guide change in access, equity, quality
and democratic governance. However, to be able to effectively measure the impact of these changes, the
situation must be scrutinised at grassroots level - where education and training are taking place.

Graphic (South African learners)
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Chapter 5
Education Policy Implementation and EFA Core Indicators

An examination of the suggested set of 18 core indicators and other relevant measures was a necessary step
in assessing progress towards EFA goals and targets. However, the dearth and paucity of reliable data on a
number of indicators has limited this examination. Consequently, the discussion of early childhood care and
development is excluded from this analysis since no data were available to compute the enrolment ratios for
ECD programmes. Even when data on pre-primary learners in public schools were available, the poor quality
of the data did not facilitate a meaningful discussion on ECD programmes. There is also insufficient
information to facilitate discussion of the two dimensions: training in other essential skills and education for
better living. For this reason, these dimensions are also not discussed.

It should be noted that because the implementation of most EFA initiatives in South Africa is at its early
stages, the impact is still not known. As a result, this chapter will present a situation analysis of EFA
implementation, as well as highlight the nature and cause of disparities in the provision of basic education
where they exist.

5.1 EXPANSION OF THE EDUCATION SYSTEM

The expansion of the education system has been swift in many ways. The number of teachers grew
considerably, increasing from 145,000 in 197611 to 375,000 in 1996 (Taylor et al., 1999). Table 2 shows
that school enrolment has also grown. It increased from 10,099,214 in 1991 to 12,071,355 in 1998,
representing an annual growth rate of 2.8 percent. Growth in school enrolment varies substantially by
province (see Figure 5). It is highest in KwaZulu-Natal and Mpumalanga (3.9 and 3.4 percent, respectively)
and lowest in the Northern Province (1.5 percent).

The decrease in primary school enrolment between 1996 and 1998 may be due in part to the
implementation of stricter admission controls for Grade 1 learners, in line with the official primary school
entrance age.

There has also been an increase in the number of schools in the country (Taylor et al., 1999), though there
is uncertainty on the current number of schools as different data sources give different figures. The Schools
Register of Needs (HSRC et al., 1997) recorded 27,276 schools in the country, 79 percent of these being
primary and combined schools.

Table 2: School Enrolment by Province, Suoth Africa, 1991-1998

Figure 5: School Enrolment Annual Growth Rates by Province, South Africa, 1991-1998

The Eastern Cape and KwaZulu-Natal have the greatest share of primary and combined schools. The
percentage of schools in these provinces is 23.4 and 18.7 percent, respectively (see Table 3). This is to be
expected as these provinces have the highest share of the population aged 6-14, their percentage share
being approximately 22 and 18 percent, respectively.

5.2 PRIMARY EDUCATION

5.2.1 Gross and Net Enrolments

Gross and net enrolment ratios12 have been used to measure access to and completion of primary
education in South Africa.

Gross Enrolment Ratios

South Africa's gross enrolment ratio in primary schools is 96.5 percent (see Table 4), indicating that the
education system is able to absorb nearly all its primary school-age population, including those outside the
official primary school-age bracket (i.e., 6-14 years). There are substantial differentials in gross enrolment
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by gender, the enrolment ratio being higher among males (98.3 percent) than among females (86.3
percent). Gross enrolment gender disparities are more pronounced in some provinces compared to others,
such as the Northern Province and Mpumalanga.

Table 4 shows large variations in enrolment ratios by province, with the Eastern Cape and KwaZulu-Natal
having the highest gross enrolment ratios (111.9 and 106.8 percent, respectively), and the Northern Cape
having the lowest (76.5percent).

The gross enrolment ratios in the Eastern Cape and KwaZulu-Natal exceed 100 percent. This is most likely
due to the following reasons:

¥ Under-aged and over-aged children were allowed to register at schools.

Table 3: Number and Percentage Distribution of Primary and Combined Schools by Province, South Africa,
1996

Table 4: Gross and Net Enrolment in Primary Schools by Gender and Province, South Africa, 1997

Data from the South Africa MLA Survey show that the ages of surveyed Grade 4 learners range from 8 years
to above 13 years, yet the official age for this grade is 9 years, implying that some learners enter school
early or enter late and/or repeat. Late entry was more pronounced in the Eastern Cape (26 percent) and
North West (18 percent). These provinces had the largest proportion of over-aged Grade 4 learners (i.e.,
aged 13 years and above).

Figure 6: Gross and Net Enrolment Ratios in Primary Schools by Province, South Africa 1997 (Source: Table
4)

It is not uncommon for under-aged children to sometimes "accompany” their older siblings at the start of the
school year, and eventually get absorbed by the educational system. It is also common practice in rural
communities for children to enter school late due to the fact that they have to assist their parents or
relatives (e.g., boys herding cattle, girls caring for younger siblings).

¥ Many learners repeat one or more grades, thus exceeding the official age for the grade.

The relatively low gross enrolment ratios in Gauteng and the Western Cape (84.3 and 83.9 percent,
respectively) may be explained by the fact that age disaggregated data were not available on independent
(private) schools13 yet Gauteng in particular has relatively high enrolment in these schools. The omission of
data from these schools may have then resulted in the under-estimation of the gross enrolment ratios. The
enrolment statistics should thus be interpreted with caution.

These findings point to the need for stricter regulation on primary school entry ages, especially in rural
schools. This will free spaces for learners in the official primary school age group. Enforcing age
requirements may be difficult unless serious efforts are made to offer Reception Year (Grade R) schooling.

Net Enrolment Ratios

The net enrolment ratio is a more precise measure of participation and is generally lower than the gross
enrolment ratio because it measures the extent of participation of the official primary school age group. The
net enrolment statistics presented in Table 4 above indicate that universal primary education for the official
primary school age group has not yet been achieved, with the national net enrolment ratio being 87.1
percent. One should caution that the low enrolment ratio might have been affected by the underestimation
of enrolments due to the exclusion of independent schools data.Provincial net enrolment disparities are
significant, while gender disparities are not. The net enrolment ratio exceeding 100 percent in KwaZulu-Natal
is an indication of inconsistencies in either enrolment or population data, though the former is more
plausible.

5.2.2  Public Expenditure on Primary Education
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According to Table 5 there has been an increase in spending on the education system, with expenditure
increasing from R33.5 billion during the 1995/96 financial year to R44.1 billion during the 1997/98 financial
year. The rate of growth of education expenditure was, however, higher during the 1995/96 to 1996/97
financial period than during the 1996/97 to 1997/98 period.

The proportion of the total budget allocated to education has virtually remained constant between 1995 and
1998, averaging 22 percent (see Table 5). The highest percentage allocation to education (22.8 percent)
was during the 1996/97 financial year. Similarly, the percentage of the Gross Domestic Product (GDP)
allocated to education was highest during the 1996/97 period (7.5 percent).

Public expenditure on personnel is generally high in South Africa. Reduction of this expenditure is one of the
Government's goals. Education Departments have made it a priority to reduce spending on personnel costs
from 89 percent of provincial education expenditure in 1997/98 to 85 percent by 2005. This modest
reduction would make more funds available for the provision of learner support materials, equipment and
other infrastructure as well as for the general improvement of the quality of education.

Provincial Expenditure

Annex 3 shows that education expenditure on the college/school sector varies significantly by province. In
1997/98 KwaZulu-Natal and Eastern Cape had the highest expenditure in this sector. The Northern Cape,
which has the smallest share of the population, has the lowest expenditure.

Table 6 and Figure 7 show that there has been a general increase in the per capita public school expenditure
in all provinces, with the exception of Western Cape where there was a drastic decrease between the
1996/97 and 1997/98 financial years. This decline coincided with the release of the 1996 Census results,
which showed that budget allocations for this province were not proportional to the size of its population.

According to Table 7 and Figure 8, per capita expenditure on primary education in public schools is highest
in the Western Cape (R3,740) and Northern Cape (R3,656). The high per capita expenditure in the Northern
Cape may be due to the relatively low enrolment figures. Per capita expenditure on primary education is
lowest in the Eastern Cape (R1,947), KwaZulu-Natal (R2,008), Northern Province (R2,042) and Mpumalanga
(R2,291).

It is argued that expenditure on education cannot be increased as it already comprises more than 6.9
percent of the GDP and 22 .1 percent of the total budget. According to the Department of Finance the
expenditure on education will be reduced from 6.9 percent of the GDP in 1999/2000 to 6.5 percent in
2001/2002 (SA Institute for Race Relations, 1999).

Table 6: Per Capita Expenditure on Public School Education (in Rands) by Provinces, South Africa, 1995/96-
1997/98

Table 7: Expenditure on Public Primary Education (in thousands of Rands), South Africa, 1995/96 to 1998/99
according to Provinces

Figure 7: Per Capita Expenditure on Public School Education (in Rands) by Province, South Africa, 1995/96 -
1997/98 Source: Table 6

Figure 8: Per Capita Expenditure on Public Primary School Education (in Rands) by Province, South Africa,
1995-1998 Source: Table 7

5.2.3 Learner-Educator Ratios in Primary Schools

The average learner-educator ratio in South African public primary schools is 35. This implies that on
average each educator has to cater for 35 learners. The learner-educator ratios vary substantially by
province (Table 8), ranging from 40 and 39 in KwaZulu-Natal and Mpumalanga, respectively, to 25 in the
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Western Cape, Tt is interesting o note that Western Cape has the lowest learner-educator ratio veb it has
the highest budgetary allocation for primary education,

High learner-educator ratios combined with inadequate conditions of teaching and learning including tack of
adeguate nstructional support materials are not conducive for the delivery of quality education. The MLA
Survey found that seme schools do nob have enough classrooms for use by all educaters st the same time,
As a result, learmner-educator ratios exceeding 40 were found. Similarly, crowded and dilapidated dassrcoms
are hindering the implementation of OBE,

The number of educators in independent schools was not disaggregated by school leval {i.e., primary and
secondary because many of these institutions cater for both primary and secondary learners. The learmner-
educator ratics presented in Table 2 therefore represent statistics for both primary and secondary schools,
which are not comparable with those of public primary schools oresented in Table 8. One would, howsver,
expect primary school learner-educabor ratios in independent schools o be significantly lower than those ¢f
public schools, It is, nevertheless, interasting to observe that even within independent schonis learmer-
educator ratios vary substantially by province, being about two tmes as high in KwaZudu-Natal (303,
Northern Province (28) and North West (28), than in the Western Cape (14} and Northern Cape {15).

These results imphy that the provision of adeguate dassrooms and the reduction of learner-educator ratios
need urgent attention for Government [0 succeed in providing quality education in South African orimary
schoals

5.2.4  Gualification of Educaters

Using the 1997 EMIS data primary school educators were Categorised by qualification ievel, these being:
REQY 10: Grade 12 and no ramning;

REQY 11; Grade 8 - 11 plus 2 vears training;

REQV 12: Grade 12 and 1 or 2 vears training;

REQY 13: Grade 12 and 3 years training;

REQY 14 Grade 12 and 4 years training;

REQV 15: Grade 12 and 5 years training;

REQV 16: Grade 12 and 6 years fraining;

REQV 17 Grade 12 and 7 years fraining

Ecucators are considered unqualified iF they have g REQV 10 qualification, under-gualified if they have a
REQV 11 or 12 qualification and appropriately qualified if thelr gualification falls within the REQV 13-17
range.

According to Table 10, 74 percent of primary schoo! educators are appropriately qualified to teach, while 24
percent are not. The percentage of unqualified and under-gualified educators is lowest in the Western Cape
{10.2 percent) and Gauleng (12.4 percent), while North West (34 percent), KwaZulu-Natal {32.8 percent)
and Free State (30.5 percent) have the highast proportion of educators who are either ungualified or under-
gualified .

The MLA Survey alse found that the utilisation of unquaiified and under-quaiified educators is a common
phanomeanen, particuiary in rural schogls. This practice though, often dictated by a shortage of human

resources, impacts negatively on the quality of teaching. It aiso contributes to the poor perfermance of
earners as weall as to low staff morale.
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Table 8: | earner-Educator Ratios in Public Primary Schools, by Province South Africa, 1997

Table 9: L earner-Educator Ratios in all Independent Schools, by Province, South Africa, 1996

Table 10: Percentage Distribution of Primary School Educators by Qualification Level and Province South
Africa, 1997

5.2.5 Repetition Rates

National and official data are not available on repeater and dropout rates, save for data from former black
education departments for the 1990-1993 period. MLA Survey data have been used to derive more recent
statistics on repeater rates.

Table 11 shows that repetition and dropout rates were highest in Grade 1 though there was a slight decline
in the rates between 1990 and 1993. Differentials by grade are more pronounced for dropout rates.

Results of the MLA Survey shown in Table 12 depict that high repeater rates in Grade 1 still persist, and this
phenomenon is common in all provinces. On average 17 percent of Grade 4 learners repeated one or more
grades. The survey also found that repeater rates are higher among boys than girls.

With the recent introduction of OBE and the accompanying Assessment Policy,14 learners will not be
permitted to repeat each phase more than once. One thus expects the pattern of repetition rates to change
significantly once the policy is fully implemented.

5.2.6  Qut-of-School Children

The level of non-school attendance by eligible children is another measure of access to basic education. In
South Africa, a significant proportion (i.e., 16 percent) of children 6-14 years of age15 are out-of-school
though they should be attending in terms of the country's education acts and policies. This finding is in line
with the earlier observation made when examining enrolment ratios that universal primary education has not
yet been achieved. Disparities in the proportions of out-of-school children vary by place of residence,
population group and gender.

Place of Residence

A provincial comparison shows that there are large disparities in non-attendance. Table 13 shows that
proportions of out-of-school children are highest in the least developed and poorest provinces, the non-
attendance rate being 18.8, 18.0 and 17.8 percent in the Eastern Cape, Northern Province and North West,
respectively. The non-attendance rate is only 9.9 percent in the Western Cape.

Table 11; Repeater and Dropout Rates (Percent) for Black Education Departments, South Africa, 1990-1993

Table 12: Distribution of Grade 4 Learners by Number of Years Spent in Different Grades, by Province, South
Africa 1999

Table 13 also shows that non-attendance is distributed unevenly by rural/urban residence. It is highest in
rural areas (19.1 percent) and lowest in urban areas (11.4 percent). Rural/urban disparities are very huge in
the Eastern Cape, Northern Cape, KwaZulu-Natal, North West and Northern Province (see Figure 9). In these
provinces non-attendance is about two times higher in rural areas than in urban areas.

Population Group

The prevalence of out-of-school children also varies significantly by population group (see Table 13). Itis
highest among Africans (17.3 percent) and lowest among Indians/Asians (4.5 percent).

Gender
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Gender inequalities in non-school attendance exist though they are not vast (see Table 13). Slightly more
boys (16.6 percent) are out-of-school compared to girls (14.9 percent).

In view of the above, strategies aimed at improving access and participation in basic education should give
the highest priority to African children and children residing in the rural areas, especially in the rural areas of
the Eastern Cape, Northern Cape, KwaZulu-Natal, North West and Northern Province.

5.2.7 Factors Affecting the Provision of Quality Primary Schooling

An understanding of the impact of the teaching and learning environment of schools on the quality of
teaching and learning cannot be over-emphasised.

Table 13: Percentage of Children Aged 6-14 Out-of-School by Various Background Characteristics, South
Africa, 1996

Taylor et al., (1999) argue that learning is affected by the material conditions under which it occurs. The
District Development Support Programme baseline study conducted in four provinces (Northern Cape,
Eastern Cape, KwaZulu-Natal and the Northern Province) identified "poor physical infrastructure and lack of
learning and teaching materials as key factors that hinder improvement in learning and teaching" (Paul
Musker and Associates, 1999; 42).

Figure 9: Percent of Children Aged 6-14 Out-of-School by Province and Rural/Urban Residence, South Africa,
1996 Source: 1996 Census - 10 percent sample

In this section the physical environment of schools and the provisioning of teaching and learning materials in
South African primary schools are discussed. Data on the former are drawn from the 1996 Schools Register
of Needs (HSRC et al., 1997).

Physical Environment of Schools

Most South African primary and combined schools have no access to proper sanitation facilities (see Table
14). Nearly half of the schools use pit latrines which are often inadequate in number resulting in high
utilisation rates. These facilities are often dirty and smelly posing significant health hazards to learners and
educators alike. An additional 13.5 percent of schools have no sanitation facilities at all and there are some
schools (1.5 percent) that use buckets which are highly dangerous to health.

The majority of primary and combined schools (56.2 percent) have buildings that are not wired and have no
electricity supply (Table 16). Seeing conditions in the classrooms of these buildings may be hampered by
poor natural lighting (too much or too little). Poor seeing conditions are a known impediment to learning.
Only a third of the schools have electrified buildings. This implies that most schools cannot use teaching and
learning aids that require the use of electricity.

Table 14: Percentage Distribution of Primary and Combined Schools by Toilet Type, South Africa, 1996

Table 15: Percentage Distribution of Primary and Combined Schools by Water Supply, South Africa, 1996

Table 16: Percentage Distribution of Primary and Combined Schools by Power Supply, South Africa, 1996

Table 17: Percentage Distribution of Primary and Combined Schools by Building Conditions, South Africa,
1996

The condition of school buildings in many South African schools is not conducive to teaching and learning.
The 1996 Schools Register of Needs study found that about 5 percent of primary and combined schools had
buildings that were not suitable for education, while another 12.5 percent had buildings that needed urgent
attention (see Table 17). The condition of buildings was the poorest in the Northern Province and KwaZulu-
Natal, where 41 and 23 percent of the schools, respectively, either needed urgent attention or were not
suitable for teaching and learning.
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Access to Learning and Teaching Materials

Access to appropriate teaching and learning materials is one of the most important factors in improving the
quality of teaching and learning. The materials must not only be accessible but used effectively as well.

The majority of South African schools do not have sufficient education materials to support teaching and
learning, and in particular the implementation of Curriculum 2005. This is despite the commitment by
Government to provide high quality and progressive learning materials (Karlsson and Gule, 1999; Paul
Musker and Associates, 1999; and Vinjevold, 1999). Another study found that almost three-quarters of
sampled sites do not have sufficient educational equipment in relation to the number of learners and slightly
more than half of the sites have books available. This was found to reflect in low results for literacy
assessment. (Khulisa Management Services, 1999).

Research studies conducted nationally under the auspices of the President's Education Initiative (PEI) project
in 1998 found that textbooks were generally available at schools although not always effectively and
sufficiently used (Vinjevold, 1999). Vinjevold argues that teacher development programmes should make
clear the difference between the role played by textbooks (which frame the learning programme) and
workbooks and worksheets as well as activity manuals (those which provide support and revision material in
favour of the learning programme). The PEI studies also found that very few educators use textbooks in
their classes in any systematic way. This was the case even when textbooks were available at schools. The
District Development Support Programme baseline study also found that late or non-delivery of ordered
learning materials and stationery impacted negatively on the quality of teaching and learning (Karlsson and
Gule, 1999 and Paul Musker and Associates, 1999).

These findings point to the urgent need for adequate and timely provisioning of materials in schools if the
implementation of the new curriculum is to be successful.

HIV/AIDS

An estimated 3,6 million people or 8,6 percent of the South African population were HIV positive towards the
end of 1998. According to international projections this figure will rise to approximately 15 percent of the
population in 2001. The influence of HIV/AIDS will also be felt in the education sector. The impact will be on
both the demand and supply of education. HIV/AIDS does not only affect the number of learners and
subsequently the demand for educators, but also the educational needs. HIV/AIDS will be a key issue and
priority for the Department of Education in the short and long-term.

5.3 LEARNING ACHIEVEMENT AND OUTCOMES

The discussion that follows is based on the results of the South Africa MLA Survey which determined the
competencies of Grade 4 learners in terms of functional literacy, numeracy and life skills tasks.

5.3.1 Literacy Task

The majority of surveyed Grade 4 learners (47.1 percent) obtained scores for the literacy task that range
between 25 and 50 percent (see Table 18). A very small proportion of the learners demonstrated a high
level of competency in the literacy task, with only 12.8 percent of learners obtaining 75 percent or higher.
About 13 percent of the learners achieved very low levels of performance (i.e., scoring less than 25
percent). On average learners obtained 48.1 percent in the literacy task.

Performance levels vary substantially by province. Western Cape (30 percent) and Gauteng (28.9 percent)
have the largest proportion of learners that obtained 75 percent or higher (see Table 18), resulting in high
average performance scores (60.9 and 60.7 percent, respectively) as shown in Figure 10. Mpumalanga, on
the other hand, had the poorest performance in the literacy task, with an average score of 33.2 percent. In
this province nearly a third of the Grade 4 learners (31.5 percent) obtained scores that are below 25
percent, indicating that Mpumalanga Grade 4 learners have not adequately mastered competency in literacy.

No significant gender differences in performance in the literacy task among Grade 4 learners were observed
(see Table 18).
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5.3.2  Numeracy Task

Numeracy levels are another indicator of learning achievement. In a numeracy assessment a large
proportion (44 percent) of Grade 4 learners scored below 25 percent for the numeracy task, while only
about 2 percent obtained scores in the 75-100 percent range (see Table 19). The average score obtained for
the numeracy task is 30 percent, which is much lower than the average literacy score of 48.1 percent (see
Figure 10). This implies that South African children have mastered the literacy task better than the numeracy
task.

Figure 10 also shows that Gauteng and Western Cape Grade 4 learners also obtained the highest average
numeracy task scores (36.5 and 37.9 percent, respectively), while Mpumalanga obtained the lowest score
(22.6 percent). Nearly two thirds of Mpumalanga learners obtained scores that are below 25 percent, a
situation that is not acceptable at all if learners are expected to perform effectively at higher levels of
learning.

As with the literacy task, there are no significant gender differentials in the levels of performance in the
numeracy task (Table 19).

5.3.3  Life Skills Task

More than half of Grade 4 learners (54 percent) obtained scores that are between 25 and 50 percent for the
life skills task, while a very small proportion (6 percent) obtained 75 percent or more, the average being
47.1 percent (Table 20 and Figure 10). The level of performance of Grade 4 learners in the life skills (47.1
percent) task is very similar to that of the literacy task (48.1 percent), both being significantly higher than
the performance in the numeracy task (30 percent).

Average performance scores for the life skills task vary by province though the differentials are as large as
those on the literacy task. The Western Cape (55.7 percent) and Gauteng (54.1 percent) have the highest
scores, whereas the Free State has the lowest score (33.7 percent).

5.3.4 Determinants of Poor Learner Achievement

Generally, the performance of Grade 4 learners in all the three tasks is poor. The average task scores are all
below 50 percent, which one could consider an average. Several factors could have influenced the
performance levels of learners. These are discussed below.

Educational Background of Parents

The MLA Survey found that of the parents interviewed, about 40 percent had not completed primary
education. In the majority of the provinces about 60 percent of the parents had either not completed
primary education or had not achieved education levels higher than primary schooling.

The educational background of parents is an important determinant of learner achievement. Gauteng and
Western Cape, which have the highest performance scores in all the task areas, had the lowest proportion of
parents who had not completed primary education. Uneducated parents or parents with little education have
difficulty in supporting the learning of their children, if they themselves do not understand the nature of the
task in which they should assist (e.g. with homework content). It is, therefore, not surprising that about a
third of the parents reported that they did not discuss homework regularly with their Grade 4 children.

Access to Books, Radio and Television

In the MLA sample a very small percentage of interviewed households had access to books. Only about a
quarter of the parents were members of a library, and more than 50 percent of them had access to less than
10 books. Where printed materials are lacking, learners have difficulties with reading and spelling.
Availability of a radio in the interviewed households was found to be high, while availability of a TV was fair.
It is well known that access to radio and television can support educational goals and help to improve
general knowledge.
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Agcess to Libraries

The majority of surveved schoois have no aceess to libraries and this is likely to negatively impact on the
guality of teaching and learning. In the absence of school or community libraries, a dlassroom coliection of
books can promaote reading and understanding. Unforfunately, such collections were only found in about a
guarter of the schools,

Teaching Methods

Teaching practices, describad by both learners and educators, peintad towards an educator-centred and
texihook-centred approach, with litHe or no involvement of learners, This finding is not surprising because
OBE implementation has not vet been phased into Grade 4. The dependency of educators on texthooks and
cther learning materials s not only Hiustrated by the time and frequency that were being used in the
classroom, bub aiso by the fact that a shortage of instructional materials is an important limiting factor in
teaching. The fact that a large preportion of schoois do not have electricity or duglicating machines forces
educators to utilise the chalkboard method of instruction. Educators also indicated that some time is spent
during contact teaching time on activities that are not directly related to teaching. Activities, like lesson
planning, meetings and self-study, leave the learmers unattended.

Learner Assessment

The MLA Survey found that educalors use a wide range of tools for learner assessment. The infrequent use
of standardised tests produced cutside of the scheol, the non-aporaisal of educator perfermance and poor
support to educators by Department of Education officials contribute to educators being unaware of the
norms and standards of teaching. The low frequency of reporting to parents on the assessment of learners
work can be a contributing factor to the Hmited involvement of parents in school matters,

Loss of Teaching and Learming Time

In almosh 20 percent of the schools surveyed more than 20 davs of teaching and learning time was lost dueg
0 various factors, including late learngr registration, class boycotts, educater absentesism and involvement
in cultural activities,

Lack of an Crderly School Environment

Although the majerity of learners and educators indicated that they thought things were going well in their
schools, there were schools where orderliness and discipline appeared to be lacking. In 33 parcent of the
schools, principals and educators reported that there s relativaly poor school atiendance by lgarers, while
20 pereent of the learners indicated that they staved away from scheol without good excuses. Abseniseism
otcurs Gespite the fact that the majority of schools reported having a policy on school attendance.

Other practices that demonstrate lack of discipline are, dassrocom disturbances, possession of weapons,
sexnal abuse and use of aicohol and drugs on school pramises, Although such practices were reported to
occur infrequently, they nenetheless disrupt teaching and learming and threaten the safety of the school
population.

Vandalism and school break-ins are prevalent. It is difficult to conceive of schod! improvement programmes
where the safely and security are threatened. According to Karisson and Gule (1999; 50) “continual
breaiages and burglaries {at schools) and faar may have a debilitating effect on the morale of school
managers, educaters and governing bodies”. Vandalism can be seen as a reflaction of a dysfunctional
refationship between schools and their communities, There is urgent need o mobiiise greater community
supnort for scheols, In this way, schools and community can work together on more effective security
measures, Karisson and Gule {1999) caution however that security soiutions have to be "holistic enough to
address broader secial s and do more than merely barricade the schools”.

School Management
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Many parents found the management of their childrenOs school wanting. Principals also felt that their
management ability was poor and that they were not adequately equipped to manage schools. The
leadership of many principals was also found to be inadequate. These findings point to the need for the
training of principals in basic human and financial resource management. Although all principals received
some form of training, a significant number stated that the in-service courses they attended were not very
beneficial. This points to the need to carefully assess service providers and their ability to deliver quality
training.

Empowerment of School Governing Bodies

According to the South African Schools Act, decision-making is the responsibility of the principal, and of
educators, learners and parents as well. According to the survey, the governance structures of the SGBs,
comprising the principal and representatives of educators, learners and parents, are in place in the majority
of schools. The varied responses on functions of the SGBs and management committees indicate that not all
SGBs have undergone training. The contribution of SGBs to the running of school lies more in the effective
functioning of schools and not so much in the advancement of learning and teaching.

Low Morale of Educators and Principals

The morale and attitude of educators and principals appears to be low. About 24 percent of educators and
20 percent of principals indicated that they would change to another career if given the opportunity. Both
principals and educators, however, thought that society and learners appreciated their work. Nonetheless,
excellence in teaching and learning cannot be realised where educators and school managers suffer from

low morale and have negative attitudes toward the profession.

5.4 YOUTH AND ADULT LITERACY

This section examines literacy levels and trends in South Africa. Due to the dearth of data on literacy, the
1996 Census data were used to derive functional literacy.16 Literacy rates for persons aged 15-24 and those
aged 15 years and above appear in Annex 4, and summary results presented in Figures 11. Literacy rates of
the younger age group reflect recent outcomes of the basic education process.

The analysis of literacy rates shows that about 83 percent of persons aged 15-24 are considered literate.
Provincial literacy differentials in this age group are not pronounced, though Western Cape and Gauteng
have the highest rates.

Functional literacy is substantially lower in the 15 and above age group than in the 15-24 age group, the
rates being 66.6 and 83.3 percent, respectively. This phenomenon is prevalent in all provinces, which is an
indication that younger people have had more opportunities to access basic education.

The Western Cape and Gauteng have the highest levels of literacy among persons aged 15 years and above,
the functional literacy rate being 76.4 and 75.6 percent, respectively. The Northern Province, on the other
hand, has the lowest functional literacy rate (58.9 percent).

According to Figure 12 gender literacy disparities among persons aged 15-24 are small, with the exception
of the Eastern Cape where female levels of functional literacy are significantly higher than those of
men.Table 21 indicates the priority that is given to youth and adult literacy. More than 2,000 centres and
nearly 300,000 learners were involved in 1999 in the ABET programme.

5.5 DISCUSSION

It is evident in the foregone discussion that some major hurdles need to be overcome to realise the
provision of basic education for all citizens in South Africa. Given the adverse inequalities perpetuated in the
past, an extraordinary effort must be made by all concerned. The national pronouncements made by the
Presidency and the Ministry of Education bodes well for education. However, success in ensuring that there
is equal access and opportunity for all will depend on grassroots commitment. Local communities need to
take ownership of their schools to ensure that government upliftment programmes are sustainable.
Furthermore, there has to be an acceptance that inequalities developed during the years of the apartheid
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system cannot be redressed gvernight, The key 15 1o maintain the momentum that has been and is being
created through supportive legisiation and positive policies,
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Chapter &
Conclusion and Recommendations

The achievement of education for all in South Africa has (o be a well co-ordinated effort in which all
stakeholders play different bub important roles. This concluding chapter highlights major achievements as
well a5 challenges in pursuing this noble oblective. Also identified and discussed are key pricrities, which
need attention iIf the provision of basic education is to significantly improve in the future. The identification
of priority areas is informed by the foregone discussion, Some ¢f the key priorities have been gleaned from
those identified by the Minister of Education in the newly elected government {(See Call to Action: Mobilising
Citizens to Build a South African Education and Training Systern for the 21st Century, Department of
Education, 19934},

6.1 MAJOR ACHIEVEMENTS IN THE PROVISION OF BASIC EDUCATION

The discussion and review of achievements made in the area of basic education has to be contextualised
within the understanding that South Africa is a naticn that has recently emerged from the frauma and
devastation of apartheid, Therefere, whatever achievements are discussed in this chapter, it is with
acceptance that South Africa is & country in transition and in most inskances bedding down a culfure of
democracy and inclusivenass, For many in policy-making and legislation development inclusiveness is a new
phenomencn,

Notable achievements that have been made which directly and indirectly impact on the provision of basic
education inciude the foliowing:

¥ Singe its off-ioading of the apartheid system, South Africa has made remarkable strides in its policy
making, institution-buliding and legislative development. The Constitubion and & progressive Bill of Rights
enirench the right of citizens to get appropriate basic education. The policy and legisiative environment is
espedcially conducive for enhancing education for all, This means that stakehciders need to capitaiise on this
and hold the relevant structures charged with delivery, including the national government, accountable for
the provision of basic educatien to all ctizens.

¥  Reforming and transforming the education system resulting in a single Departmaent of Education, where
previousty there were multiple and disparate departments charged with educating the nation. The entry
reguirements and the curriculum taught to all lsarners in public institutions are supposed o be the same,

¥ Egquitable standards of education provisioning are now expected in ail centres of learning, hence the
provision of echool materiais by the Department of Education to il schools,

¥ Egual access to schools by learners on the basis of a constitutional reqguirement that every citizen be
accorded the vight to basic education. Consequently, no public institution of learning can discriminate or
block access,

¥ Consuitative processes have become common practice when seeking solutions to the education and
school improvement processas, with relevant stakeholder groups being inciuded from the outsat.

¥ The promulgation of the South African Schools Act (1996) has radically changed school governance as
wedl ag the resources {human and nen-human) that are made available to schools. There s now a lot of
emphasis on parental, learner and community involvement in school governance.

¥ The stabe has demonstrated practical commitment Lo the improvement of the physical infrastructure to
enhance lsarning by making substantial budget provisions for education and launching the National Schoal
Building Programme,

¥ Establishment of a seamiess qualifications system via the South African Qualifications Authority (SAQA}

which opens channels for many previously disadvantaged learners to acquire Recognition of Prior Learming
and acquire new skilis, SAGA unleashed an unprecedented number of activities, especially under the
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National Qualifications Framework {(NQF), around the provision of education and braining, which can only he
o the advantage of learners of all ages

¥ Inauguration of quality assurance systems for ensuring quality education for all will go a long way in
menitoring programmes in attaining the educational goals of transformation and renewal as weil as track
impach of policy interveniions.

6.2 CHALLENGES AND KEY PRIORITIES

The goal of achieving EFA can only be realised if 8 multi-pronged approach is utilised to addrass the
chiallenges that South Africa still faces in providing quality basic education. This approach must of negessity
inchude:

Building the Capacity of Educaiors and School Managers

The previous systemn of teacher development did not sesk to make all educators competent, Therefore,
there is dire need o improve educator competence. There i still a large propoertion of unquakified and
under-qualified educators in the system. Educators at all levels nead sustained and systematic professional
development espacially as they begin to engage in the Curricuium 2005 process. IF must be acknowledged
that there are educators who perform exceptionally well, sometimes in very demanding circumstances, One
of the chalienges in building educator capacity is fo identify best practice, disseminate and duplicate it to
other areas. School managers need o be developed to effectively manage, facilitate change and lead
schonls as well as create effective linkages with the immadiate community and other stakeholders. Strong
school management and leadership can generate confidence, a sense of direction and stability within the
school and community as well as fostering more effective school and community relations. The point is that
professicnal development is a long-term value adding intervention, which has to be led and sustained over
time for benefils (o be realised,

Achieving Desired Learning Dutcomes Through Improved Teaching and Learning Methods

The introduction of new schog! policies, and cutoomes-based curricuium has made it imperative for new
teaching and learning methods to be used. These developments have had a dramatic impact on educators
and scheol managers. Conseqguently, educators and schooi managers need to upgrade thelr competencies.
Training and developrent of educators has to be done in a systematic manner, It also needs to be
suppiemented by availability of professional guidance and support from district and provincial education
structures.

District and provingial officials must provide professional support to educators and school managers.
Howeaver, many are not yvet proficient in the areas in which they are expeded to give advice. This means
that coverage of staff development will need o be extended bevond school personnel, Furthermaore, if focal
community structures have an impact on teaching and learning cutcomes, equinping personnel in these
structures may be prudent also.

Improving Learning Achievemant

Learning achievement requires dramatic improvement by employing multi-faceted strategies such as
equipping learning centres adeqguately to achieve guality education, provision of teaching and learning
materials, improving the school physical environment, such as, classrooms, furniture, water and sanitary
facilities, laboratories and recreational areas, The ampowerment of parents through literacy orogrammes wiil
imorove involvement in their chiidren's schocling. Enforcing an orderly schog! envirenment with educator
and learner discipline through use of appropriate management and school leadership is also likely o result in
improved learner performanca,

Rehabilitating School Infrastruciure
It is guite clear from previous sections of this report that the current schoo! infrastructure is neither
conducive for teaching excellence nor leaming. There are gross ineguities in the type of infrastructure

availabie in centres of learning. There are centres where amenities arg in abundance and others where there

51



is abject scarcity of everything necessary for teaching and iearning. However, at the same time there are
insufficient classrooms, libraries, laberateries and rescurce centres in some provinces. Where thereg are
schools, some of these schocis have no running water, no sanitary facilities and no electricity. These
conditions deprive learmners of appropriate leaming opportunities and expose tham ¢ health hazards. The
result is the perpetuation of an unequal sodiety and poverty, Infrastructure rehabilitation or improvement
has okther spin-offs, i.e., atfraction and retention of good educators irading to better achievements and high
morale among staff, learners and the community.

Improving Access to Schools

School accessibility by all learners and educators is vitel, Having well-designed buildings that are user-
friendly to all learners as well a5 having means of transportation to both educators and learners can faciiitate
accass. Learners who travel long distances to and from schoo! are less iikely to have the appetite for
individual learning after schogl, Similarly, educaltors who have Lo travel long distances are less likely to
routinely engage in thoreugh essen preparation in the evening. A learning centre accessible by read is more
Hkely to be visited by education authorities than one where aceess is through travelling on foot for long
distances. Furthermaere, an accessible school is likely (0 have community involvement in its activities. Also
learning materials are more likely to be delivered on time to a school that is easily accessible. Conperation
with pubiic works must ensure that roads are built to all schools,

Improving Access 1o Teaching and Learning Materials and Equipment

Leamning centres need (o be equinped in such a way that they are suitable to mest the basic requirements of
all learners, including igarners with certain disabilities. Educator centres also need to be capacitated and
accessible, It is clear that most learning centres especially i rural communities lack even the traditional and
basic irarning materials such as books, stationery and workbocoks, In other areas, schools are in need of
basic furniture such as chalkboards, desks, chairs, fables and lockable cupboards, Where schools are
required to meet the needs of all lsarners, it can be expected that equipment of an advanced nature will be
required to enhance learmning. For instance, the intreduction of Curriculum 2005 requires certain materials
and equipment to be available at the learning centre and at the learner’s home. This is a big chalienge that
miust be understood and met by schools, parents and the wider community.

Cultivating a Culture of Community Integration and Involvement in the Life of the School

Community integration and involvement in schools nead (o be cultivated and rejuvenated. While many
parents in disadvantagad communities may have previously invested in the education ¢f their children,
attitudes towards schools and schooiing appear to have changed. Since many South African schoois became
“war zones" between the late 1870s and early 19908, some communities have felt ne need for involverment in
schools as the state apparatus tightly controlled them, Tragically, for these and other reasens, many
communities have become disengaged from their schoois, For example, vandalism at the school place is not
semething that many communities are willing &0 bother with, If basic education for all is to be realised, then
the community must be reached, nct only to protect and secure the schoc! but alse to treat i as its own
praperty, which it is, Schools must also be accessibie for use by the community as learing centres, (e.q. for
ABET classes). They can also be used for community meetings and other social functions.

Improving Aduit Literacy

IHiteracy is a soourge that blights development efforts in all areas of community life and needs to be
eradicated urgently. The current level of Hliteracy in the pepulation is not acceptable and is hkely to be
underestimated. There is an urgent need to devise more effective assessment tools fo measure reading and
writing skilis as well a5 basic numeragy sidlis espedially among out-of-schoo! vouth and adult populations,
Citizens disempowared by illiteracy cannot access the various resources that are bestowed to them by the
Constitubion. Basic education for vouth and adults orepares peopie to effectively participate in the sodio-
2Conomic and political iife of their communities, The state has ¢ accelerate the implementation of ABET in
all provinces as well as carry out monitoring and evaluation activities.

Improving Access to Modern Means of Communication
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Schools need o be linked 16 a vanety of technoicgy driven means of communication not only {0 keep the
teaching staff abreast with new developments, but also to aliow the learners (0 reach put o a world putside
their immediate surrcundings. Availability or access to communication systems allows a school to get or send
information quicker, There are still schoeols that have no operable telephone connections, which is likely to
cause administrative delays, management and other problems. For instance, in such a school for the
principal to communicate with education authorities he or she has o travel o find 3 telephone or go to a
relevant office. A principalOs absence from schaal, may result in management and controf problems at the
establishment, Also for purposes of quality assurance and evaluation of performance timeous reporting
wiould be necessary, Having communication channels would expedite this and other processes in schools,

Developing Effective Implementation, Monitoring and Evaluation Mechanisms and Systems

A number of comprehensive policias and reguiations have been promulgated affecting the provision of
education and ramning. Unless there is an effechive and systematic process of monitoring and evaluating
implemantation, nothing will be achieved by having these policies. Proper implementation will require a
multi-disciplinary appreach, which makes the monitoring and evaluation process even more Critical to ensure
that deviations are addressed quickly, Menitoring and evaluation capacity may need to be built in the
stakeholder body especially in the Department of Education. In order to moniter and evaluate
implementation of polides and programmes, reliable and tmeous availability of valid data is ¢ritical, The
current quality of the Departmeant of Education data is not in 8 position to facilitate just-in-time or online
data processing, For effective monitoring and evaluation of the implementation of education programmes,
the Quality Assurance Linik has to be strengthened to cover all the components of basic educstion.

Changing Atiitudes Towards Implementation of New Bolicies

Despite the promulgation of the Sauth African Schools Act (1996}, by which it is now perfectly legai for a girl
who falls pregrant to continue geing to school, societal attitudes towards such leamers are still negative,
The result is that such leamers have to attend segregated schools for giris in their condition only, There is
clearly a gender bias in this practice. Similarly children with certain disabilities are not necessarily welcome in
mainstream schools, Changing the attitudes of educators, learners and community members towards people
who have a different condition is one of the biggest chalienges faced by all stakeholders in providing
education for all.

Confronting the HIY/AIDS Pandemic

The threat posed by the prevaience of HIV/AIDS in the population requires supreme multi-sectoral
interventions. The spread of HIV/AIDS, if not arrested, will annihilate large sections of the productive
population thus undoing whatever gains and investment have been made (o uplift communities. The Ministry
of Education has committed itself to announdng dear policy guidalings around HIV/AIDS and to working
closely with the Ministry of Health and other partners in addressing this chalienge,

8.3  KEY RECOMMENDATIONS

The preceding section has highlighted a number of key areas that require action, This section provides a
summary and consolidation of key recommendations. These are:

1. Expansion of 2CD programmes to meet the demands of parents and to prepare children for timely and
appropriate age entry into Grade 1.

Provision of a Reception Year {Grade R} as part of the compulsory vears of schoois should help to reduce the
large numbers of under-age children enrolled in Grade 1 and contribute to the reduction of high repetition
rates at that grade level

2. Entry-age inte Grade 1 should be dlosely requiated.

Since the first nine years of schooling are compulsory and free, the state needs to ensure that the funds
earmarked for this band are well spent. Alse any tardiness in this band, i.e., repetition, can cause

unnecessary biockages in the system resulting in serious backlogs.

53



3. More of the education budget should be spent on direct inputs,

The resources required to meet basic education for all in the short term are guite substantial, It therefore
becomes imperative that whatever resources are avallable for education should be circumspectly spent on
the things that will make a direct difference on igarning outcomes. This means that education authorities at
alt levels of the structure must have reliable data to manage and control their budgets and prevent fraud.

4. The school building programme neads to be expedited.

Effective teaching and learning in many schools will only start to happen when the basic infrastructure isin
place, The need for new classroom space is huge as well as the nead to rehabilitate and make schonis safe
and heaithy centres for learning. The 1996 Schools Register of Needs Survey was a good start in creating a
database about schoo! information. The key now is to ensure adequate updates of the information as the
building programme progresses and changes the conditions and inventories of schools.

5. Literacy must be connected with adult basic education and skills training and integrated in lifglong
fearning,

There s an urgent need for effective assessment tools for national and provindial management and
information systems on literacy, adult basic education and training. Every effort must be made to meet the
needs of learning audiences through acceleration of National Muliti-Year Implementation Plan for Adult
Education and Training, Monitoring and evalugtion activities will provide the basis for planning and capacily
building.

6. Capacity building should be planned, prioritised, systematised and localised as much as possible,

There have heen unprecedented iegisiative and policy changes which have a direct impact on the education
system. Personnel in the system need to be preperly prepared 0 manage and implement the changes. Many
in the teaching fraternity, sspacialiy in the previously disadvantaged communities, have not had
opportunities for self-deveiopment, and consequently, are either under-gualified or not qualified at all,
Comprehensive human resources and development pians need {0 be elaborated and critical areas of staff
development identified across all subjects. More broadly, research capadity must be developed at both
nationat and provingial levels,

7. School managers need o be eguipped for managemant, leadership and control,

The key tasks ¢f school managers have changed as a result ¢f ail the changes that have or are taking place
in the education system. Vetaran prindipals nead to have gpportunities in undergo refrasher courses to
retool themselves and acquire competencies vital for managing in & changing school environment. As a
democratic culture takes root, school managers will still be expected o manage and control their schoois by
leading the school community and practising democratic leadership. Schoeol managers nead o be competent
in managing finances, staff and relations with the community.

B.  Streamiine scheol governance and darification of roles,

Ecucation policies reguire that stakehaolders interact and play different roles in school governance. The
practical application of these policies has been met with scepticism and resistance as role players protect
their wirf. In areas where there are high rates of adult illiteracy, parents are not able to effectively play their
role in school governance,

9. Upgrade and deploy resources for the ulilisation of media to enhance teaching and leaming.

The information technology is gradually becoming affordable as costs come down and should be
aggressively harnassed to suppaort teaching and learning in all schools and communities in pursuit of basic
education for all. The involvement of some educaters and learners in the SABC educational programming is a
supert beginning. There is a need to ensure that a5 much as possible technology does not ead to skewed
development where other sections of the community 1ag behind, The use of media for instruction can
enthance the acquisition of skilis by learners.

54



REFERENCES
Central Statistical Services {1957). Statistics in Brief. Pretoria: Central Statistical Services.

Chishiolr, L., . Motala and 5. Vally (1599). Review of South African Education: 1596-1998. Paper Presented

at BEducation 2000 Plus Conference. Johanneshurg: Witwatersrand Education Policy Unit,

Departrent of Education (1995). White Paper 1. First Steps to Develop a New System, Pretoria: Department
of Education.

Department of Educabion (1996}, 1896 Department of Education Corporate Plan. Pretoria: Department of
Education,

Department of Education (1997a). Quality Education for All: Overcoming Barriers o Learning and
Development. Report of the National Comimission on Special Neads in Education and Training (NCESS),
Pretoria: Departrent of Education.

Department of Education (19976}, A National Multi-Year Implementation Plan of Adult Education and
Training. Pretoria: Departrent of Education.

Department of Education {(1397¢). Cutcomes-Based Education. Pretoria: Department of Education.

Department of Education (19974}, Life Skills and HIV/AIDS Cducation Programme, Pretoria: Department of
Education.

Department of Education (1997e}. Culture of Learing, Teaching and Service Campaign (COLTS),
Consultative Conference. Pretoria: Department of Education.

Department of Education (19983}, Green Paper on Further Education and Training. Pretoria; Department of
Education,

Department of Education (19980). A Policy Framework for Quality Assurance in the Education and Training
System in South Africa. Pretoria: Department of Education.

Department of Education {1998¢). Culture of Learning, Teaching and Service Campaign (COLTS), Status
Report, Prefora; Department of Education.

Department of Education (1998d). Life Skilis and HIV/ATDS Education Programme. Pretoria: Department of
Education,

Department of Education {1998}, Education White Paper 4. A Programme for the Transformation of Further
Educaticn and Training. Preparing for the Twenty-First Century through Education, Training and Work.
Pretoriay Department of Education,

Department of Education (1998F). Admissions Policy for Grdinary Public Schooils, Gazette No 18377, Preteria;
Government Printer,

Department of Education (199%a). Consultative Paper No. 1 on Special Education: Building an Inclusive
Education and Training System, First Steps. Pretoria: Department of Education.

Department of BEducation (19990}, Draft Report 1 of the Task Team to Investigate the Establishment of an
ETQA for Genergl and Further Education. Pretoria: Department of Education,

Department of Education (1999¢). Draft National Policy on HIV/AIDS, for Learners and Educators in Public

Schools and Students and Educators in Further Education and Training Institutions, Notice No. 1926 of 1599,
Pretoriay Department of Education,

55



Department of Education (19994}, Call to Action: Mohilising Citizens {0 Build & South African Education and
Training System for the 21ist Century, Pretoria: Department of Education.

Department of Education (129%e). Information on the State Budget for Higher Education. Pretoria:
Department of Education.

Department of Finance {1999). Budget Review 1599, Pratoria; Department of Finance,
Department of Welfare (1998). Population Policy of South Africa. Pretonia; Department of Welfare,

Ecucation Foundation {1998). National Schools Building Programme: Education Datasetl, Ver 1, Durban:
Education Foundation.

Government of South Africa (1998}, Poverty and Inequality in South Africa. Durban: Fishwicks,
Human Sciences Research Coundil {HSRC), The Education Foundation and Research Institute for Education
Planning {1997}, Schools Register of Needs Survey 1996: CEM/HEDCOM Presentation. Pretoriay Department

of Education.

Human Sciences Research Councll (HSRCY {1899). Annual Survey for Public Adult Learning Centres, Pretoria;
HSRIC.

Karisson, 1. and G, Gule {1999). Baseline Study of Primary Education in the Nkandia District of KwaZuiu-
Natal. Pretorian Research Triangle Institute.

Khulisa Management Services (1898). Early Childhood Development Pilot Project Baseline Study.,
Johanneshurg: Khulisa Management Services,

Khulisa Managemesnt Services (1899}, Bvaluation of OBE/Carriculum 2005 in Gauteng Provinge,
Johannesburg: Khulisa Management Services,

Ministry of Education (1599}, Status Report for the Minister of Education. Pretoria: Ministry of Education,

Mosai S. and G. Gule (1998}, "Situation Analysis of Youth in the Employment Sectar™ in G Gule (aditor)
Situation Analysis of the Status of Youth in South Africa, Volume L Pretoriar National Youth Commission,

National Department of Education (1997}, 1597 Annual Repart, Pretoria: Mational Department of Education,

National Department of Education {1898}, A Policy Framework for Quality Assurance in the Education and
Training System in South Africa. Pretoria; National Department of Education,

National Education Policy Investigation (1593). The Framework Report and Final Report Summaries. A
project of the Mational Education Coordinating Commities. Cape Town: Oxford University Press/NECC,

Paui Musker and Associates {1999). District Development Support Programme (DD5SP) Baseling Study: Draft
Overview Report, Pretona; Research Triangle Institute,

Republic of South Africa {1995). South African Qualifications Authorty Act, No, 58 of 1985, Pretoria;
Government Printer. Republic of South Africa (1996a), South African Schools Act, No. 84 of 1904, Pretoria;
Government Printer,

Republic of South Afvica (19960}, National Education Policy Act, Mo, 27 of 1996, Pretoriar Government
Printer.Republic of South Africa {1998}, Further Education and Training Act, No. 98 of 1998. Pretoria:
Government Printer,

SA Institute for Race Relations (1999). Fast Facts. Johanneshurg: SA Institute for Race Relations,

56



Statistics South Africa (1998). The Pegple of South Africa Population Census, 1996 Census in Brief, Report
Mo 1:03-01-11{1596). Pretoria: Statistics Scuth Africa.

Taylor, M. and P. Vinjevold (1999). "Teaching and Learning in South African Schools”™, in N. Taylor and P.
Vinjevold {editors). Getting Learning Right. Johannesburg: The Joint BEducation Trust, pp. 131-162.

Taylor, M., M. Diphofa, H, Waghmarae, P, Vinlevold and K Sadibe (1999}, "Systemic and Institutional
Contexis of Teaching and Learning”, in N, Tayior and P, Vinjevold {editors). Getting Learning Right.
Iohannesburg: The loint Education Trust, pp. 13-36.

UNESCGO (1987}, Monitoring and Evaluating the Quaiity of Education. Paris: UNESCO, UNESCO (1998).
Education for All; The Year 2000 Assessment Technical Guidelines - International Consuitative Forum, Paris;
UNESCO.

Vinjevold, P, {1998} "Current Policy and Provision of Learning Materials”, in N. Tayior and P, Vinjevold
{editors). Getting Learning Right. Johannesburg: The Joint Education Trust, pp. 163-184.

Waorld Decdlaration on Education for All and Framework for Action to Meet Basic Learning Needs (1990},

World Conference on Education for Allr 5-9 March 1990, Jomtien, Thalland, BEducation for All Secretariat,
Parts: UNESCO.

57



ANNEX 1
POPULATION DISTRIBUTION BY
PROVINCE, REPUBLIC OF SOUTH
AFRICA, 1996
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ANNEX 2
GROSS AND NET ENROLMENT
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PRIMARY SCHOOLS, SOUTH
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ANNEX 3

EDUCATION EXPENDITURE ON

THE COLLEGE/

SCHOOL SECTOR BY PROVINCE,
SOUTH AFRICA, 1997/98*
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ANNEX 4

FUNCTIONAL LITERACY RATES#
OF PERSONS AGED 15-24 AND 15
YEARS AND ABOVE AND

LITERACY GENDER PARITY INDEX
(INDICATORS 16, 17 AND 18) BY

PROVINCE, SOUTH AFRICA, 1996
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