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Theissue of teacher supply and demand is contested terrain. From teacher unions and
government officials, to independent researchers and various newspapers, opinions
on this critical topic have been very vocal. A number of researchers present evidence
to suggest that, despite heated debates about teacher supply, South Africa has enough
teachers to meet current teacher demands. Further, despite high teacher attrition
rates, low numbers of teaching graduates produced by higher education institutions,
and the fact that many teachers seem willing to leave teaching should they get a
better job offer elsewhere, the supply of teachers to public schools would seem to
be sufficient to meet demand. This paper argues that what seems to be threatening
both the supply of teachers and thus also the quality of teaching and learning is the
manner in which employers appropriate teacher recruitment and retention policies.
One aspect of this is the process of recruiting new teachers, which is proving to be
counterproductive. The paper reports on the 2008 Human Sciences Research Council
study on teacher recruitment, retention and attrition in South African public schools,
with a focus on the North West Province. The paper provides a qualitative report-
back on teacher recruitment and retention practices in that province, including
stakeholder views on teacher recruitment and retention policies and practices, and
whether such policies and practices succeed or fail in keeping teachers within the
teaching profession.
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Introduction

Since South Africa embarked on education reform in 1994, the country’s education system
has been overhauled to reflect the ‘rainbow nation, providing more equitable educational
opportunities for all South African children regardless of gender, race or ethnicity. Developments
have not been limited to national changes; on the international and regional fronts, South Africa
became a signatory to the following agreements: providing Education For All (EFA) by 2015;!
attainment of the education-related Millenium Development Goals (MDGs) by 2015;?and the
Dakar Framework for Action (adopted in April 2000).2 These agreements, and the transformation
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of education on which the country embarked, require a responsive teacher labour force that
can bring the vision of the government to fruition.

In order to meet its constitutional mandate of providing a quality education for all, South Africa
must produce, employ and retain a critical mass of teachers to serve the needs of the newly-
organised education system. The true teacher supply crisis in this country is not limited to the
graduallydiminishing pool of potential primaryand secondaryschool teachers, orthe production
of insufficient qualified teachers. It includes the manner in which employers, recruiting and
employing teachers, appropriate or implement teacher recruitment and retention policies. (By
‘appropriate’ here is meant what Sutton and Levinson [2001] explain as a kind of taking of policy
and making it one’s own.)

In fact, there is evidence that, despite the heated debates about teacher supply, South Africa
has enough teachers to meet the current teacher demands (Arends 2008; Erasmus & Mda 2008).
The teacher attrition rate (which is 5.5%); the low number of teaching graduates produced by
higher education institutions; and the number of teachers willing to leave teaching should they
get a better job offer (Peltzer et al. 2005), all put together, still do not seem to exceed the supply
side. Rather, what seems to be threatening the supply of teachers, and thus also the quality of
teaching and learning, is the manner in which employers appropriate teacher recruitment and
retention policies — one aspect of this being the recruitment of new teachers. The process of
employing new teachers is proving to be counterproductive.

From the perspective of teachers, parents, members of School Governing Bodies (SGBs) and
education officials, this paper examines how the policies of teacher recruitment and retention
generated at the national level are received and put into practice at the local level. This paper,
which is a slice* of a 2008 HSRC study (Diko 2009) on recruitment, retention and attrition of
teachers in public schools in South Africa, argues that while the country might make the best
education policies, with the best intentions and ideals, the success of these policies will depend
on how the policies are appropriated or implemented at the provincial, district and school
levels.

The issue of teacher supply and demand is contested terrain. From teacher unions and
government officials, to independent researchers and various newspapers, opinions on this
critical topic have been very vocal. Teacher unions argue that there is a significant teacher
shortage that the government fails to address; while the government argues that there are
enough teachers to teach. One study that addresses the issue is the government-mandated
Teachers for the Future study (Department of Education [DoE] 2005). This study posits that
there is no immediate pressure regarding potential teacher pools. It goes on to highlight the
need for an improvement in strategies for recruitment and retention of teachers. It recommends
that in trying to improve the recruitment and retention of teachers, stakeholder views — and
most importantly teachers’ views — should be listened to in order to align recruitment policies
and practices with their interests and expectations.

The study from which this paper is extracted is responding to such recommendations. It reports
stakeholder views, both on teacher recruitment and retention policies and practices, and on
whether such policies and practices succeed or fail in keeping teachers within the teaching
profession. This paper goes further than that. It examines how the local actors go about trying
to achieve the goal of providing every learner with a qualified teacher, and the impact of these
practices on the actualisation of the policy intent. The paper recognises that good policies
can succeed or fail at the local level simply because of how they are implemented. It is from
these perspectives that the paper examines teacher recruitment policies and strategies and the
extent to which they succeed in achieving their stated goal of providing schools with qualified
teachers.
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Understanding policy appropriation at the school level

This paper looks at policy as a complex social practice of normative cultural production
constituted by diverse actors across diverse social and institutional contexts (Sutton &
Levinson 2001). There are different views on what policy is or is not. According to Sutton and
Levinson (2001) policy is a form of governance that is constantly negotiated and reorganised at
various levels and throughout its life. In the case of South Africa, the power to make nationally
encompassing educational policies resides in the national DoE; yet the power to implement the
policiesaccordingtowhatthesituation on the ground demandslies with the provincial education
departments as well as the schools. This creates an active process of policy appropriation (Sayed
& Jansen 2001).

This paper acknowledges that while South African teacher policies are formulated by the DoE
atnational level, schools use the national blueprint to enact their own policies to specify proper
conduct and procedure, thus giving the same policies a life of their own. The paper further
argues that while the South African government may adopt excellent policies for providing
schools with enough qualified teachers, the context in which the polices are implemented as
well as who the implementers are and what their interests are have a great deal of influence on
the outcomes (Diko 2004). Thus, the act of implementing a policy does not necessarily imply
that the provinces receive, accept and follow the intent or spirit of the policy. Even the act of
resisting a policy, which happens quite often, is a legitimate act of appropriating a policy and
reinventing it.

As this paper shows, the purposeful act of appropriating a policy gives the local actors agency
and power; instead of regarding policy as a top-down mandate, they take the policy and own
it, thus making it a local or cultural resource (Sutton & Levinson 2001). Appropriation or
implementation of a policy gives rise to new kinds of local normative policies and realities. It is
with this understanding that this paper analyses the case of teacher recruitment in the North
West Province.

Teacher recruitment and appointment policies and practices
in the national framework

Since colonialrule, South Africahasbeen characterised by the politicaland economicdominance
of certain sectors of the population. From 1948 to 1994, apartheid solidified the principle of
domination, silencing and excluding black people from mechanisms that promote and enhance
social and economic development, including education. As a result of this aggressive, state-
perpetuated expression of power, the international community excluded South Africa from
participating in most international campaigns.

As already mentioned, to end the apartheid legacy and align with the rest of the international
education community, the post-apartheid government, formed as aresult of the 1994 democratic
elections, committed itself to the achievement of EFA and the education-related MDGs, and
to the Dakar Framework for Action. In addition to these commitments to the international
education community, the ANC-led South African government has a constitutional mandate to
provide basic education for everyone.

To provide a teacher labour force that is responsive to the said challenges, the post-apartheid
government in consultation with teacher unions restructured the South African teacher labour
force and revamped teacher policies in such a manner that they match the new dispensation,
which promotes basic education for all as a development strategy. The fulfilment of this promise
depends, largely, on the availability and quality of teachers. The National Policy Framework for
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Teacher Education and Development in South Africa (DoE 2007) recognises this demand and
gives guidance on how to ensure the availability of effective and efficient teachers.

Starting with the view that the overarching objective of teacher policies is to provide an effective
and efficient teaching corps, this section analyses a few selected South African teacher policies
related to the recruitment of teachers into schools. The analysis is intended to facilitate a broader
and deeper understanding of the dynamics of the teacher recruitment process, the interaction
between contextual factors, and the legal and political framework of the process and how these
jointly impact on the teacher recruitment process and the teacher labour market.

Recruitment before 1994

The researchers identified patterns that seem pertinent to a discussion of teacher recruitment.
According to the teachers surveyed, before 1994 recruitment was very relaxed and was the
result of a decision by the school principal and the individual. The individual’s choice entailed
deciding on the geographic area in which s/he wanted to take the teaching position. Once the
decision had been made the individual would enlist the help of friends or the district office
in finding out if there were jobs available in the area. This was not a difficult exercise because
teaching jobs were always available.

Advertisement, on the other hand, was dependent on word of mouth, networking and
headhunting. Upon identification of a need, principals used to look for a teacher and even
enlist the help of other staff members without feeling obliged to involve officials or learners’
parents. A head of department for biology and science in one high school said that she had
gained her position through networks; she had learned about the position from a peer who was
vacating it. Principals confirmed that before the new recruitment policy was in place they were
free to recruit educators they wanted and knew. They explained that this helped to promote
collegiality as well as improve learner performance as principals targeted people they knew
were strong on delivery.

Recruitment and appointment policies post-1994

Currently, the teaching profession, from joining to exiting teaching, is regulated by national
policies. However, policies are implemented only at the provinciallevel. Employment of teachers
is regulated by a number of interrelated national policies. The South African Schools Act (No.
84 of 1996), the Employment of Educators Act (No. 76 of 1998), the South African Council for
Educators Act (No. 31 of 2000) and the teacher redeployment policy were said to be the most
crucial in the process (Peltzer et al. 2005).

Different acts perform different functions and give different actors different roles and powers.
The National Policy Framework for Teacher Education and Development in South Africa (DoE
2007) brings clarity and coherence to the vast range of teacher education activities, from the
time a teacher is recruited into the profession up to the time that s/he undergoes continuing
professional development. The policy framework for teacher education (DoE 2007) provides
for Initial Professional Education of Teachers (IPET) and Continuing Professional Teacher
Development (CPTD). The policy recognises that IPET is a national competence while CPTD is
a joint responsibility of the DoE, provincial education departments, the South African Council
for Educators (SACE) and individual teachers.

The Employment of Educators Act (No. 76 of 1998) gives the provincial government, in
collaboration with the trade unionsin that province (which are members of the Education Labour
Relations Council [ELRC]), and governing body organisations that are active in that province,
power to establish posts. Further, the Act gives clear guidelines about various employment-
related matters such as minimum teacher qualifications necessary, teacher workload, and
responsibilities of teachers.
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The South African Schools Act (No. 84 of 1996) gives SGBs the power to put together an interview
panel and to recommend to the employer a suitable candidate for employment to the position.
However, employment of a teacher is subject to that teacher being registered with SACE and
adhering to the ethical and professional standards of the teaching profession.

The teacher redeployment policy prioritises teachers who are already in the system. A school
cannot appoint a new teacher into a vacant position if there is a qualifying teacher who is in
excess in another school. Instead, if there is such a teacher, s/he will be allowed to transfer from
the school where s/he is in excess to the school where there is a vacancy.

Official recruitment process

There are other pertinent features of the teacher labour market that affect recruitment and
retention of teachers and the process differs for different types of schools. For public schools,
the annual hiring cycle, for example, is such that the process takes several months. This time
lag can affect delivery of learning in schools, especially in hard-to-staff schools or schools with
poor administration capacity. The evidence indicates that recruitment begins when a principal
identifies the need for a teacher and ends when a suitable candidate fills the vacancy. If the
recruitment process is not well timed, it can go on for a long time.

Principals are supposed to report subject shortages to the district office. The request has to be
made in September of the previous year. When the department receives the request, it compiles
a list of all vacant positions existing in a province. These are advertised in a government gazette,
a bulletin and a circular. This is supported by advertisement of such posts through the public
media.

Application letters are sent to the provincial education department, where the initial sifting
is done. The provincial office passes on five qualifying applications to the school. Schools set
up interview committees, which must comprise a departmental representative, the school
principal (representing the department), members of the SGB, and union representatives.
SGBs are responsible for ensuring that the process is just and fair, and are also responsible
for recommending the preferred candidate/s to the employer. Employing the recommended
candidate, however, is the function of the provincial education department. Nevertheless, the
employer usually accepts the recommendation of the SGB unless there has been a serious
flouting of the policy.

Recruitment to school governing body posts

SGB appointments provide another opportunity for teacher recruitment. They allow schools
to adjust to labour market demands, and compete for scarce skills as well as highly educated
labour. SGBs are not required to follow the DoE’s advertising procedure. If DoE posts are not
filled within a certain period of time, SGBs do their own recruiting. Once they have found
suitable candidates, they make recommendations to the MEC. The MEC evaluates whether the
potential appointees comply with the department’s recommendation of equity and suitability
for the post and, if so, the MEC approves the appointments.

Recruitment by schools that can afford SGB appointments takes the form of advertisement
of posts through the local media or by word of mouth, followed by short-listing, selection,
interviewing and appointment of the teacher. The research found that the salary offered in
most of the SGB appointments was consistent with that of the department, excluding pension
benefits. However, one principal noted that salary was a limiting feature in filling posts, as
government salaries themselves were not competitive. In addition, the research found that, in
the case of SGB appointments, no special requirements were necessary for applicants except
the broad guidelines around experience and SACE registration.
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What was abundantly evident from interviews is that the schools in advantaged areas have a
much lower learner : educator ratio and average class size, as a result of the impact of SGB
employees. The post provisioning model may ensure equality in the distribution of educator
posts but it does not ensure equity. The more advantaged schools have more resources at their
disposal and are able to employ more teachers as a result of the higher school fees they charge
parents. In one school the researchers observed that the school had a staff of 45 teachers and
6 administrative personnel; of those, 26 of the teachers and 5 of the administrative personnel
were paid from SGB funds. The school had specialist personnel for human resources, one of
whom was dedicated to dealing specifically with SGB appointments.

Educator recruitment and the quality of available recruits in certain provinces are influenced
by the intense competition between DoE and non-DoE salaries. SGB appointments lure
teachers away from schools that do not make SGB appointments and provide teachers who
want to remain within the public school system with an opportunity to earn more. In the North
West Province, moreover, researchers learned that mines have independent schools that pay
teachers more than the government pays in public schools. The North West Province faces a
serious challenge from the mines. Teachers and even district officials — in large numbers — leave
the employment of the North West Province education department for mine schools. The area
programme officer for Rustenberg complained that the mines were ‘poaching’ educators from
public schools but conceded that the department was helpless in that it could not match what
the mine schools offered.

This problem is more pronounced in certain Learning Areas and schools. For example, English
language medium schools are the hardest hit by this competition. Recently, the Rustenberg
district office lost two subject advisors to mine schools; these officers went back to classroom
teaching because of the high salary scales at mine schools. The competition is so intense
between these two sectors, furthermore, that male educators are willing to leave teaching to
take up driving positions at the mines. According to the district offices, however, the system has
enough educators to replace those who leave.

Teacher recruitment: The case of the North West Province
Profile of the North West Province

The North West Province is spatially a medium-sized province. It is home to approximately 3.7
million people, or 8% of the South African population. The province contributes approximately
7% to the national economy. The mainstay of the province’s economy is mining, which generates
more than half of the province’s gross domestic product and provides jobs for a quarter of its
workforce. Ofimportance to this paper is the fact that Rustenberg, one of the two districts chosen
for the research, is rich in platinum; and the mining industry, which is the major driver of the
economy of that province, influences the education sector to a large extent. Despite the mining
areas and the growth rate of the province, there are still areas that are largely rural, belonging to
what was previously the Bophuthatswana ‘homeland’. It is also important to mention that the
schools selected for the research were 100% black. In addition, they were poor schools; by ‘poor’
is meant that they were schools in quintiles 1 and 2.

Problems related to teacher attrition in the North West Province

Information obtained from an interview with the Deputy Director General (DDG) for education
in the province confirmed that the province faces a mammoth challenge with respect to
recruitment, retention and attrition of teachers. Quantitative data from the office of the DDG
showed that in the North West Province an estimated 352 educationists had left the education
field in 2007. Given the size of the province and its teacher labour force, this number is high.
These data are disaggregated by different exit options in Table 16.1.
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E Table 16.1: North West Province: Total numbers - teacher personnel attrition (2007)

=

<t Reasons for leaving the field Number of

= teachers

g Retirement — Section 16(1)(A) Public Service Act (No. 103 of 1994) 45

(=] Deceased 42

2 Resignation 185

;:' Retirement — Article 16(2)(A) Public Service Act (1994) 7

I:-::J Compulsory retirement — Section 16(4) Public Service Act (1994) 10

(&) Retirement — Section 10(2) Employment of Educators Act (1998) 25

E Early retirement — Section 10(3)(A) Employment of Educators Act (1998) 16

': Retirement — Section 10(1) Employment of Educators Act (1998) 22
Grand total 352

Source: DoE North West Province (2007)
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When disaggregated by race and gender the data show quite worrying trends. For instance, the
key driver in the province’s attrition dynamics, by race and gender, is resignations.® A total of 185
teachers (92 white, 89 African, 3 coloured and 1 Indian) left the profession through resignation
in 2007 (see Table 16.2). In terms of gender, more females (111) than males (74) resigned (see
Table 16.3). The second most important driver of the province’s teacher attrition is retirement.
A total of 125 teachers took retirement packages.

Table 16.2: North West Province: Teacher personnel attrition, by race (2007)

Resignation type African Coloured Indian White Grand
total

1 retirement — Section 16(1)(a) Public Service Act 36 1 8 45

(1994)

2 deceased 40 1 1 42

3 resignation 81 3 1 89 174

31 retire — Article 16(2)(a) Public Service Act (1994) 2 5 7

32 compulsory retirement — Section 16(4) Public 4 1 5 10

Service Act (1994)

52 retirement — Section 10(2) Employment of 21 4 25

Educators Act (1998)

55 retirement (early) — Section 10(3)(a) Employment of 12 4 16

Educators Act (1998)

65 retirement — Section 10(1) Employment of 16 1 5 22

Educators Act (1998)

9 resigning of position 8 3 11

Grand total 220 6 2 124 352

Source: DoE North West Province (2007)
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Table 16.3: North West Province: Teacher personnel attrition, by gender (2007)

JINIHL

Resignation type Female Male Grand

total _|
1 retirement — Section 16(1)(a) Public Service Act (1994) 30 15 45 ;
2 deceased 20 22 42 ()
3 resignation 104 70 174 |:-|I:-|
31 retire — Article 16(2)(a) Public Service Act (1994) 7 7 :
32 compulsory retirement — Section 16(4) Public Service Act (1994) 8 2 10 ;
52 retirement — Section 10(2) Employment of Educators Act (1998) 17 8 25 o
55 retirement (early) — Section 10(3)(a) Employment of Educators Act 9 7 16 :.:u
(1998) =
65 retirement — Section 10(1) Employment of Educators Act (1998) 20 2 22 :>°
9 resigning of position 7 4 11 A
Grand total 222 130 352 ﬂ

Source: DoE North West Province (2007)

School samples

The rationale behind the inclusion of the two selected districts — Mafikeng and Rustenberg —
was to cover urban and rural locations as well as schools with high and low attrition rates. In
district 1 (Mafikeng), the research team chose two high schools: the first high school had the
highest attrition rate in the list of sampled schools and the other high school was in the middle
level. In district 2 (Rustenberg), a middle school and a primary school were selected with a
view to providing diversity and an alternative perspective on school type. It was hoped that this
would also provide different lenses and contexts for interrogating the recruitment, retention
and attrition phenomena, which would complement the focus on high schools in the Mafikeng
district. The basis for choosing the four schools was their attrition rates, which were considered
reasonably high — high enough to warrant investigation. The following initial data set on teacher
attrition was compiled for the period 2003-05:

Teacher Education Research and Development Programme (TEP) Conference 2008: Proceedings of the TEP Concluding Conference 261




TEACHER LABOUR MARKET

LU
=
L
=
—

Table 16.4: Samples: North West Province schools

School name Resignation/ Educators Attrition Phase

retirement 2005 rate

2005
SCHOOL 1 3 31 9.7 | Secondary School
SCHOOL 1 19 5.3 | Primary School
SCHOOL 1 32 3.1 | Middle School
SCHOOL 2 3 18 16.7 | Secondary School
SCHOOL 2 23 8.7 | Intermediate School
SCHOOL 3 19 15.8 | Primary School
SCHOOL 1 17 5.9 | Intermediate School
SCHOOL 3 2 19 10.5 | Intermediate School
SCHOOL 1 17 5.9 | Secondary School
SCHOOL 1 23 4.3 | Secondary School
SCHOOL 4 2 15 13.3 | Primary School
SCHOOL 2 28 7.1 | Intermediate School
SCHOOL 1 23 4.3 | Intermediate School
SCHOOL 1 27 3.7 | Secondary School
SCHOOL 2 19 10.5 | Primary School

Source: Diko (2009)

A team of two researchers visited the four schools selected in the province. School-level actors
were interviewed according to their demarcation within the following categories: teachers for
sciences/languages/humanities; the principal and/or the management team; and the SGBs.
Some teachers were also interviewed on the basis of years of service.

During the fieldwork, the district and provincial officials responsible for teacher recruitment
and employment were also interviewed. In addition to the interviews there were forms the
researchers requested the teachers to fill in. Mainly these forms collected data on the attrition
patterns in the province.

The appropriation of the teacher recruitment policy in the North West Province

Teacher recruitment policy

According to the study participants, there are no provincial recruitment policies. Instead, the
province follows the national teacher recruitment policy, which follows the terms and conditions
explicated in the DoE document on the creation of educator posts in a provincial department
(DoE 2002), and in the DoE document determining the conditions of service for educators for
inclusion in the Personnel Administration Measures, as set out in the Employment of Educators
Act (DoE 2003). The former document clearly states that the establishment of educator posts
is the responsibility of the MEC of that particular provincial education department after
consultation with teacher unions (which are members of the ELRC), and governing body
organisations (DoE 2002).

The policy is very clear about the factors that need to be taken into consideration in the
implementation of the policy. For example, the policy stipulates that the number of posts
established must accord with the provincial personnel budget and must comply with the
post provisioning model, which is based on the equitable distribution of resources. The post
provisioning model specifies that the learner : educator ratio for primary schools must not
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exceed 40 : 1 and for secondary schools should not exceed 35 : 1. While the DoE leaves the
actual employment of educators to the provinces, provinces have to adhere to the spirit and
intent of the norms contained in the policy.

Post establishment is done on an annual basis. During September and October of the previous
year, schools’ needs are determined. However, if at the beginning of the new school year in
January learner enrolment has changed, then the number of teachers changes too. If learner
enrolment declines, then the number of teachers in that school declines as well; that school
then has excess teachers and must redeploy these to a school that has experienced an increase
in learner enrolment.

Implementation of the teacher recruitment policy in the North West Province

The research indicated that teacher recruitment starts when principals identify school needs.
Principals are supposed to examine subject shortages and report these to the district office,
which passes them on to the provincial office for publication in the government gazette. The
reporting has to be done in September of the previous year. When the department receives the
request, it compiles a list of all vacant positions existing. These are advertised in a government
gazette, a bulletin and a circular. This is supported by advertisement of such posts through the
public media.

It is after the advertisement of vacant posts that interested educators are at liberty to apply. As
explained earlier in the section on the official recruitment process, application letters are sent
to the provincial education department, where the initial sifting is done. The provincial office
passes on five qualifying applications to the school; selection of interview candidates is done by
aselection panel at the school level. Schools set up interview committees, which must comprise
a departmental representative, the school principal (representing the department), members
of the SGB, and union representatives. Among the functions of the SGBs is ensuring that the
process is just and fair, and taking responsibility for recommending the preferred candidate/s to
the employer. Employing the recommended candidate, however, is the function of the provincial
education department. Nonetheless, the employer usually accepts the recommendation of the
SGB unless there has been a serious flouting of the policy.

Recruiting a teacher to a school

This study took place against the background that has been sketched in this paper — of the
meeting of contrasting political and cultural milieus, where questions about the process of
democratising schools and the old practices are raised. As a result, the experienced teachers
participatingin this study tended to refer back to their experiences during the period before 1994.
At the same time, it would seem that parents who are members of SGBs are not well-educated
enough or assertive enough to play the roles assigned them by the South African Schools Act.
One of the duties of the SGB is organising and sitting in on teacher interviews and making
recommendations to the MEC regarding suitable candidates for appointment. This has certainly
created a terrain where some apartheid practices are imported wholesale, and democracy is
sidelined; the research found that serious concerns were voiced by research participants about
teacher recruitment and retention policies and processes — in short, contestation, resistance
and accommodation plague the environment.

As discussed above, members of the SGB officially have a bigger role to play in the employment
of teachers than they reportedly do play. In fact, members of SGBs in the participating schools
reported that they feel left out in the teacher employment process because they are not given a
chance to voice their opinions. Contrary to the national policy, which requires that they play the
biggest role in the process, especially with regard to the selection of candidates, the interview
process and recommending of suitable candidates, SGB members told the researchers that they
are simply used to rubber stamp a process that is mainly driven by school principals. In one of
the schools, SGB members reported that the school principal informs them only a day or two
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before interviews are held. Teachers and education officials agreed with this allegation. They
said that most parents who are members of SGBs are not educated and therefore are unable to
appreciate fully their role in the teacher recruitment process.

In all the schools visited the teachers reported that only qualified teachers are recruited to
teach in the schools. This paper is using ‘qualified’ to mean a teacher with Relative Education
Qualification Value (REQV) 13 qualifications and above. REQV 13 qualifications mean a teacher
has matric plus three years of professional training (DoE 2007). Most of the teachers were also
upgrading but a reasonable number of them were found to have REQV 14 qualifications and
more. Some were registered for master’s and doctoral degrees. However, there was a complaint
that not all the teachers are teaching subjects they are qualified to teach. In one school the
researchers were told that none of the teachers teaching mathematics had majored in the
subject. Principals complained that sometimes this happens because district officials redeploy
to the schools candidates who are not qualified to teach the subjects for which the school needs
teachers. This happens despite the country’s commitment to providing basic quality education
for all schools.

When the researchers were doing fieldwork, there were schools with positions that were not
filled or positions that were vacant. The shortages were said to be acute in Afrikaans, English,
mathematics and science. According to the area project officer for the Rustenberg district,
public schools are competing with mine schools for teachers. In subjects where the problem
of teacher shortages is already acute, the competition is apparently even tougher because the
mines offer higher salaries than the government. In the case of mathematics and science, the
researchers were told, the province is trying to attract teachers from neighbouring countries
such as Zimbabwe. The researchers concluded that although there are excess teachers within
the system there is a shortage of teachers qualified to teach certain subjects.

Further, the researchers learned that some schools are experiencing a decline in learner
enrolments while others are over-enrolling. As a result of learner enrolment patterns some
teachers are being redeployed, while other schools are experiencing teacher shortages. Teachers
from schools with low learner enrolment were said to be waiting for matches as they were in the
process of being redeployed to schools with high enrolment. This process has been taking place
since redeployment was put in place almost a decade ago. There are schools where participants
told us that they have never recruited and employed a teacher because each time they have a
vacancy, the schools gets a teacher though redeployment. In some ways teacher redeployment
has become the main recruitment strategy in this province.

Recruiting new teacher graduates is happening but at a very low rate. The availability of teachers
within the system makes it hard for principals to recruit new graduates. It was found that new
graduates tend to be employed as temporary teachers; such teachers complained that in some
schools teachers remain temporary for long periods of time. The researchers learned that getting
permanently employed is easier if the new graduate is offering one of the scarce subjects.

Everyone, including school principals and SGB members, complained that the teacher
recruitment process is open to abuse, particularly by influential stakeholders such as principals,
teacherunion members and the education officials. These stakeholders were said to be aggressive
when lobbying for a particular candidate. One principal informed the researchers that interview
questions, which supposedly come from the district office, are known to be leaked to some
candidates prior to the interviews. The preferred candidates allegedly come to the interviews
ready to recite the answers and even know where the commas are in the memorandum.

Principals were fingered by parents and teachers as influential stakeholders in the recruitment
process. For example, the teachers identified the needs analysis stage as one of the stages where
principals have a great influence on the process. If principals wish, instead of identifying a need
that everyone can see and relate to, principals can identify what they think is a need. Or, if the
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principal is targeting a certain candidate, the requirements can be tailored to suit the candidate
concerned. At one of the schools teachers informed us that the school management is trying
to change the school into a mathematics and commerce school. As a result, each time a post
is vacated, the principal requests a maths educator, regardless of the workload of the rest of
the teachers. However, evidence indicates that the converse is also true; principals’ preferred
candidates can be screened out by the district or provincial offices.

In some cases the teachers reported that principals who wish to influence who joins their staff
opt for temporary employment. This strategy, according to the participants, has the double
advantages of being less cumbersome and less time consuming. Principals are allowed to recruit
teachers without going through the process of advertisement and interviewing of candidates.
They can identify a need and fill a temporary position immediately. Once appointed, temporary
teachers are supposed to remain in their positions for three months. If the school wants to
extend the contract of a temporary teacher, it is free to do so. This route is not without its own
problems. Teachers think that this is not an ideal situation because temporary teachers are
not as committed as permanent teachers and thus the quality of teaching gets compromised.
When temporary teachers were asked to comment on this they said that principals abuse this
privilege as they employ teachers on a temporary basis for as long as 10 years before offering that
person tenure, thus delaying the temporary teacher’s chances of getting full-time employment
benefits.

Conclusion

Teacherrecruitmentin South Africa, like other democratic processes, is supposedlyaccompanied
by a shift in power balance from forces that were the centres of power under apartheid to forces
that were traditionally excluded from school governance. However, our research indicates that
what seems to be happening is a mere change in governance structures — without the necessary
or full transfer of power. In this case, the policy is not appropriated properly; some parts are
accepted and accommodated, while some are resisted and given a new meaning.

This study concludes that the change of structures alone is failing to bring about the expected
cultural change. The power to influence the process of employing teachers has remained with
the same old centres of power. Participation of the parent component of the SGBs in recruitment
and employment of teachers has become tokenism. Their roles in the process have not been
fully reconceptualised; control of the process still resides with school principals and education
officials, thus promoting a form of cultural and historical reproduction of parental domination
by the said officials. If anything, the culture of authoritarian schools and education officials
is being reproduced under the disguise of democracy; and, in fact, attempts to democratise
schools are failing to fulfil their promised intentions. Rather, conditions whereby privileged
groups are consolidating their power are created. The aims of democratisation are therefore
being misappropriated by the more powerful.
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Endnotes

1. The EFA movement — a global commitment to provide quality basic education for all children, youth
and adults — was launched at the World Conference on Education for All (1990) by UNESCO, UNDBP,
UNFPA, UNICEF and the World Bank.

2. See www.undp.org/mdg/

. See www.unesco.org/education/efa/ed_for_all/framework.shtml

4. To study the recruitment, retention and attrition patterns in the North West Province — which is the
slice of the study on which this paper focuses — interviews with selected participants as well as forms
teachers filled in were used.

5. The Public Service Act (No. 103 of 1994) allows educators to resign under various conditions e.g. they
can take early retirement.

w
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This paper analyses teacher production in South Africa between 1995 and 2006. It
synthesisesanin-depthanalysisofenrolmentand graduate data, drawn from the South
African higher education management information system, with available literature
in the field. The paper first presents an overview of enrolment and graduation trends
in initial professional education of teachers and in continuing professional teacher
development, thus generating a trend analysis of overall teacher graduate production
for the decade. This serves as the platform from which to draw attention to a serious
decline in the numbers of African women enrolled in initial teacher education. In
considering what has brought about this pattern, the paper draws attention to the
impact on teacher production of the closing of the former colleges of education. It
also emphasises the importance of understanding the social contexts that inform
the movement of potential candidates from their households to teacher education
institutions.
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Introduction

The delivery of quality learning in any education system depends on sustaining the supply of
teachers of quality and in sufficient numbers to meet demand. Changing patterns of aggregate
teacher demand emerge as a consequence of the historical development of modern mass
education systems. In turn, teacher supply is influenced by broader education and curriculum
policy, policy on teacher education, and the social and economic environments in which young
people find themselves as they make study and career decisions.

While teacher supply challenges are felt in the present, changes in graduate production
affecting current supply may be traced by looking back at enrolment and graduation trends
over a number of years.

The aim of this paper is twofold. In the first part, we provide a picture of the features of teacher

education enrolment and graduates in higher education in South Africa from 1995 to 2004, with
reference to overall change and then with reference to race, gender, qualification type and age.
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In the second part, we discuss particular trends in the numbers of students completing Initial
Professional Education of Teachers (IPET); age distribution of enrolment; student access to
government financial support; and the impact of HIV/AIDS on students in teacher education.
These trends highlight different strands of a single story — a significant decline in numbers
of young African women enrolling for IPET. We advance two explanations for this unfolding
situation that may attract focused research interest.

The main source of data for this analysis is the South African Higher Education Management
Information System (HEMIS), the repository for management information submitted by each
higher education institution on an annual basis to the national Department of Education
(DoE). Until 2004, HEMIS data were structured according to the now historical division between
technikons and universities. These institutional types existed for most of the period in question,
and the data are thus analysed accordingly.

Part 1: Teacher education enrolment and graduates
Teacher education enrolment

In the period 1995 to 2004, enrolment in teacher education faculties or departments in
South African universities and technikons increased from 70 587 to 112 068 or by 41 479. This
represented a 59% increase over the course of the decade in question (Figure 17.1). These data
refer to numbers of students involved in both IPET and in Continuing Professional Teacher
Development (CPTD), which play complementary roles in teacher education.

The two institutional types experienced different enrolment patterns. In the technikons,
enrolment increased dramatically from 1 351 in 1995 to 18 169 in 2004 — or by 16 818. The

increase in university enrolment over the same period was 24 661.

Figure 17.1: Enrolment in universities and technikons (1995-2004)
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Sharp increases in technikon enrolment between 1996 and 1998 and again in 2003/04 had the
effect of masking fluctuation in university enrolment. As a result, a somewhat more even overall
growth curve was achieved for all teacher education. The overall enrolment pattern based on
year-on-year percentage changes revealed a period of decline (1996-98), a period of resurgence
(1999-2001) and a period of equilibrium (2002-04).

A comparison of education study field enrolments against total higher education enrolments
shows that teacher education dropped to its lowest share (15%) in the period of 1998. In the
technikons, education study field enrolments began to grow significantly only from 1999
onwards. Between 1999 and 2001, both university and technikon enrolment grew faster than
overall enrolment in each institutional type. Thereafter, only technikons sustained further
growth against overall enrolment.
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Teacher education graduates

In the decade in question, 210 432 graduates completed degrees and diplomas in the field of
education. The number of graduates per year increased from 17 823 in 1995 to 28 756 in 2004, or
by 61%. Overall, the lowest annual output of graduates was in 1998, when university graduations
were in decline and before technikon graduations began to increase in volume (Figure 17.2). The
technikon share of education graduate output rose from 2% in the late 1990s to levels between
8% and 16%.

Figure 17.2: Graduates from universities and technikons (1995-2004)
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Education graduates as a proportion of all graduates from the universities varied within a range
between 23% and 35%. In the same period, education graduates as a percentage of all technikon
graduates rose from 2% to 13%.

Enrolment and graduates, by race

Throughout the decade in question, African students constituted 4 in every 5 education students
enrolled, followed by white students, who represented 1 in every 10 education students, followed
by coloured (3%) and Indian (2%) students. The consolidated enrolment data for universities
and technikons (Figure 17.3) reveal that the major shift in enrolment proportions favoured
African graduates from 1999 onwards.

Figure 17.3: Enrolment numbers at universities and technikons, by race (1995-2004)
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African graduates contributed the most to graduate output in the period under review, reaching
82% in 2004 (Figure 17.4). The proportionate share of white, coloured and Indian graduates
declined correspondingly.
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Figure 17.4: Graduate numbers for universities and technikons, by race (1995-2004)
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Gender distribution of enrolments and graduates

In 2004, females constituted 72% and 66% of enrolments in universities and technikons
respectively (Figure 17.5).In 2004, at the end of the period under review, 7 in 10 teacher education
students enrolled in higher education were female. The representation of male students
declined from 36% in 1995 to below 30% (29%) for the first time in 2004. Gender representation
amongst graduates was very similar to the pattern for enrolments, with representation of male
students declining from 35% in 1995 to 28% in 2004. The data clearly attest to increasing female
dominance of graduate output with teaching qualifications.

Figure 17.5: Female students as a percentage of all students enrolled in universities and
technikons (1995-2004)
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Gender and race (nested) of student enrolment and graduates

Between 1995 and 2004, the numbers and proportion of African females who enrolled in
universities for education programmes increased substantially (Figure 17.6). Concurrently,
the proportion of African males who enrolled for teaching programmes declined to below 1
in 4. This proportion determined the parameters of the gender share amongst newly-qualified
teachers entering the labour market. The shape of graduations from universities, by race and
gender, reveals a similar pattern to that of enrolments. If anything, the trend is more sharply
evident. Nearly 6 of every 10 university graduates in 2004 were African and female.
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Figure 17.6: Enrolment in universities, by race and gender (1995-2004)
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Enrolment and graduates, by qualification type

Over the 10-year period, the majority of education enrolments in higher education were for
undergraduate certificates (abbreviated to UG Cert in Figure 17.7) (45%) followed by an almost
even proportion of enrolment for postgraduate certificate and honours degree qualifications
(PG Deg/Cert) (26%) and undergraduate degrees (UG Deg) (25%). This was followed by master’s
and doctoral enrolments at 4% and 1% respectively. The presence of education as a study field
in technikons is relatively recent, with enrolments beginning to grow substantially within the
period of analysis. The key source of enrolment growth in these institutions was undergraduate
degrees (UG Deg), which accounted for 61% of enrolments by 2004, followed by moderate
increases in undergraduate certificates (UG Cert), while postgraduate higher diplomas and
honours qualifications (PG Deg/Cert) declined. This shape contrasts with the universities,
where undergraduate degrees (UG Deg) suffered the sharpest enrolment decline and fastest
growth took place in postgraduate degrees and certificates (PG Deg/Cert).

Turning to graduations, based on the above intake the following can be observed in the decade
under review: the largest proportion of graduates (49%) completed undergraduate certificates
(UG Cert), while postgraduate certificate and honours degrees qualifications (PG Deg/Cert)
accounted for 30%, followed by undergraduate degree (UG Deg) holders at 18% (Figure
17.7). Master’s and doctoral graduates accounted for the balance of 3%. A steady upsurge
of postgraduate certificate and honours degree qualifications (PG Deg/Cert) after 2000 is
particularly clear from the trend lines. The bulk of this increase must be attributed to rising
participation of practising teachers seeking further professional development, rather than to
increased IPET graduate production.

Figure 17.7: Graduates in higher education, by qualification level (1995-2004)
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These profiles reflect the presence and graduation of the following types of student: unqualified
and under-qualified practising teachers seeking professional qualifications; qualified teachers
returning for Continuing Professional Teacher Development (CPTD); and would-be teachers
registering for IPET programmes. However, it was not possible to separate out these groups
from the overall counts within each qualification level.

Part 2: The declining participation of young African females in IPET
Enrolment, by age

Students who enrol for study in the education field are distributed over a wide age range. The
purpose for which students enrol for study in the education field is usually related to the point
theyhavereached in their career paths. For example, most people who enrolin IPET programmes
will do so prior to initiating their careers, and their age range will usually extend from late
teens to late twenties. As teachers accumulate experience, they will engage in professional
development by enrolling for programmes to raise their skills in particular curriculum fields
or in the field of education management. Mature, senior teachers or managers may seek to
enhance their expertise further through pursuing higher degrees either in a professional domain
or in research.

Notwithstanding the de-linking of qualifications to rank and salary promotion in the 1990s,
the DoE’s emphasis on continuing professional development, the desire of teachers to improve
their own practice, and competition between institutions all contributed, in the period under
review, to a healthy stream of teachers enrolling in teacher education programmes — for CPTD
purposes in particular.

In considering what the desirable enrolment across age groups should be, we argue the
following: First, the share of enrolment in the 25-and-under and the 26-to-30-year age groups
should be equal to or slightly exceed the expected number of vacant educator posts in the
system — for the moment leaving aside issues of subject speciality and so on. This assumes that
most people preparing for a teaching career would fall within this relatively young age group.
This is a required size, which relates to a specific need for new teachers in the workforce.

Second, an enrolment size drawn from all age groups greater than 30 years is desired in order
to sustain the academic and professional qualification needs of the current teacher workforce.
Increases in the proportion of this group in relation to the teacher workforce should be
encouraged, because practising teachers who seek to improve their skills and qualifications can
improve the quality of the system.

To examine the age-enrolment relationship, data on age of students for the five-year period
2000 to 2004 were employed. This variable was not available before 2000. Bearing in mind that
the analysis of age-related data is affected by the selection of intervals according to which the
data are described, it was decided to set categories in five-year intervals, up to the age of 40.
Thereafter a single category was created for all teachers in the mature phases of their careers.

Looking at aggregate enrolment by age, the 41-and-over age category was the largest group,
accounting for 34.5% of enrolments in the five-year period (Tables 17.1 and 17.2). The next age
groups were the 31-to-35 and the 36-to-40 age groups, which accounted for 22.0% and 21.3%
of enrolments respectively. The age groups with the lowest enrolment were the 25-and-under
and the 26-to-30-year groups. The larger size of the older age groups was expected, because the
number of qualified teachers enrolled for CPTD purposes should be larger than the number
of prospective new entrants doing IPET. Furthermore, we have observed that over the decade
enrolment in CPTD increased substantially.
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Year-on-year analysis reveals changing participation by age over the period (Tables 17.1 and
17.2). Enrolment in the 25-and-under and the 41-and-over age groups grew. The age group
36-to-40 retained a steady share. The proportions of the 26-to-30 and the 31-to-35 age groups
declined (Table 17.2 and Figure 17.8).

Table 17.1: Enrolment in universities and technikons, by age group (2000-04)

25 and under 26-30 31-35 36-40 41 and over Total
2000 5530 13 361 21514 18 800 26 150 85 355
2001 9 304 14712 25 481 22 668 33 045 105 210
2002 10 563 12 202 23415 23192 40 329 109 701
2003 13 390 11 038 21993 21718 38 744 106 883
2004 14 666 10 555 21792 24 025 41 033 112 071
Total 53 453 61 868 114 195 110 403 179 301 519 220

Table 17.2: Enrolment in universities and technikons, by age group in percentages
(2000-04)

25 and under 26-30 31-35 36-40 41 and over Total
2000 6.5 15.7 25.2 22.0 30.6 100
2001 8.8 14.0 24.2 21.5 31.4 100
2002 9.6 11.1 21.3 211 36.8 100
2003 12.5 10.3 20.6 20.3 36.2 100
2004 13.1 9.4 19.4 21.4 36.6 100
Averaged 10.3 11.9 22.0 21.3 34.5 100
% of
enrolments

This research is particularly interested in the younger age ranges spanning 25-and-under (<26)
and 26-to-30 years of age, assuming that this age range captures most people who are enrolled
in IPET. The enrolment share of the 25-and-under group rose from 6.5% to 13.1%, whereas
enrolment in the 26-t0-30 group declined from 15.7% to 9.4% in the period 2000 to 2004. How
does this information contribute to our understanding of the claimed shortage of enrolment
in IPET? To make sense of this apparently contradictory pattern, one disaggregates the 25-and-
under and the 26-to-30 age groups according to race and gender and according to institution

type.

Figure 17.8: Enrolment in education study field, by age group (2000-04)
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The patterns of enrolment for technikons and universities are discussed separately. This is
because the latter institutions enrolled nearly 9 out of every 10 education students between
2000 and 2004. Furthermore, with rising age, the university share per age group rose to 89% of
the 41-and-older group (Table 17.3).

Table 17.3: Enrolment in technikons and universities respectively, by age group in
percentages (2000-04)

Enrolment % share

Technikon University Technikon University
25 and under 41 936 53 453 21.5 78.5
26-30 52778 61 868 14.7 85.3
31-35 97 739 114 195 14.4 85.6
36-40 96 078 110 403 13.0 87.0
41 and over 159 534 179 301 11.0 89.0
Total 448 065 519 220 13.7 86.3

25-and-under age group enrolment in universities

Looking at the 25-and-under cohort, total enrolment increased from 4 627 to 11 197 in five
years. We see that enrolment was dominated by white females and that enrolment of this
group rose to 50.0% in 2004 (Tables 17.4 and 17.5). By comparison, the proportion of African
females, which in 2000 constituted 27.6%, had dropped to 17.4% by 2004. In real terms, from
2000 to 2004 African female enrolment increased by only 666 students, whereas white female
enrolment increased by 3 648 students. This confirms observations from teacher education
units that there was increased enrolment of young white females. The changing conditions or
motivations contributing to an increase in this group’s participation in teacher education are
worth further consideration.

Table 17.4: University enrolment, by race and gender, for age group 25-years-and-under
(2000-04)

African Coloured Indian White Unclassified
F F M F F F M
2000 1277 712 48 18 235 38| 1966 236 74 24| 4627
2001 1607 956 142 53 281 45| 3456 554 169 65| 7328
2002 1346 848 165 73 402 65| 4463 880 104 53| 8399
2003 1746 | 1094 243 102 553 111 | 5308 | 1042 121 66 | 10 386

2004 1943 | 1359 208 131 674 135| 5614 989 37 16| 11197
Total 7919 | 4969 895 377 | 2144 394 | 20806 | 3700 506 225 | 41 936
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Table 17.5: University enrolment, by race and gender, for age group 25-years-and-under
in percentages (2000-04)

African Coloured Indian White Unclassified

F M F M F M F Y F M  Total
2000 276| 154 1.0 0.4 5.1 0.8| 425 5.1 1.6 0.5 100
2001 219 13.0 1.9 0.7 3.8 06| 47.2 7.6 23 0.9 100
2002 16.0| 10.1 2.0 0.9 4.8 0.8 53.1| 105 1.2 0.6 100
2003 16.8| 10.5 23 1.0 5.3 11| 51.1| 10.0 1.2 0.6 100
2004 174 121 2.7 1.2 6.0 1.2 | 50.1 8.8 0.3 0.1 100
Averaged % 189 | 11.8 2.1 0.9 5.1 09| 496 8.8 1.2 0.5 100
of enrolments

Such a decline in the proportion of African females in this age group is counter-intuitive, since
African women are the wellspring of teacher supply for the majority of South Africa’s school-age
learners. In 2005, 79% of all educators employed in public schools were African and 66% female
(Arends 2007: 13). There is clearly a major disjuncture between the proportions of practising
African female teachers and the proportions of African female students enrolled in the 25-and-
under age group.

African male participation in this age group also declined, which meant that in 2004 the total
African contribution to enrolment in the 25-and-under group stood at 29.5%, while white
enrolment was 58.9%.

26-t0-30-year age group enrolment in universities

The relatively low numbers of African students in the 25-and-under category could be explained
with reference to the disadvantaged school and socio-economic environment that large
numbers of young Africans must overcome to enrol in higher education. As a consequence of
a variety of factors (e.g. older completers of Grade 12, time spent in seeking funding, taking
care of household responsibilities and so on) it is possible that African women who register for
a teacher education programme are older than their white classmates. On this basis we may
expect higher proportions of African students in the next age group.

The enrolment pattern in the 26-to-30-year age group seems to lend credence to such an
explanation, because African females constituted 56.4% and African males 28.1% of that cohort
in 2000 (Tables 17.6 and 17.7). However, the share of African females and males in this group
had declined to 50.0% and 24.9% respectively by 2004. In numerical terms there were 1 728 and
898 fewer African females and males enrolled in 2004 than in 2000.

We must also recall that the overall enrolment in this age group declined from 11 131 in 2000 to
8965 in 2004.

Teacher Education Research and Development Programme (TEP) Conference 2008: Proceedings of the TEP Concluding Conference 275

JINIHL

-
m
=
(T
=X
m
=~
-
>
o
(=)
(=
=
=
>
==
A
m
-




TEACHER LABOUR MARKET

LU
=
L
=
—

Table 17.6: University enrolment, by race and gender, for age group 26-to-30-years
(2000-04)

African Coloured Indian Unclassified
F F M F F M Total
2000 6278 | 3128 129 66 191 34 642 121 335 208 | 11131
2001 7433 | 3436 148 108 221 44 847 | 208 141 159 | 12745

2002 5537 | 2909 200 109 282 69 968 244 129 159 | 10607
2003 4463 | 2466 213 98 318 78| 1080 225 203 182 | 9325
2004 4550 | 2230 208 101 312 84| 1103 259 60 58 | 8965
Total | 28260 | 14 168 898 482 | 1324 309 | 4640 | 1056 868 766 | 52773

Table 17.7: University enrolment, by race and gender, for age group 26-to-30-years in
percentages (2000-04)

African Coloured Indian Unclassified

F M F 1\ F M F M Total
2000 56.4 | 28.1 1.2 0.6 1.7 0.3 5.8 1.1 3.0 1.9| 100
2001 58.3| 27.0 1.2 0.9 1.7 0.3 6.6 1.6 1.1 13| 100
2002 522 | 27.4 1.9 1.0 2.7 0.7 9.1 23 1.2 15| 100
2003 479 | 26.4 23 1.0 3.4 08| 11.6 2.4 2.2 2.0| 100
2004 50.7 | 24.9 2.3 1.1 3.5 09| 123 2.9 0.7 0.6| 100
Averaged % 53.6| 26.8 1.7 0.9 2.5 0.6 8.8 2.0 1.6 15| 100
of enrolments

Age groups older than 30 years enrolled in universities

Declining enrolment trends observed in the younger age groups are not replicated amongst
older university students. In the 31-to-35-year age group, the proportion of African women
remained securely above 60.0%, with an average for the period of 62.5%. Similar stability was
evident in the next two age groups. Clearly, our concern must be with declining enrolments
among young African female students aged below 30 years.

Age and enrolment in technikons

Between 2000 and 2004 enrolment numbers in the technikons were comparatively much lower
than in the universities. African students constituted more than 90% of enrolment in all age
categories, and enrolment of African women never fell below 50% — with the exception of the
25-years-and-under age group (Tables 17.8 and 17.9).

In that age category, even though their enrolment numbers increased each year, the proportion

of African females and males declined. In particular, the share of African females aged 25-years-
and-under declined sharply from 60.7% to 38.6%.
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Table 17.8: Technikon enrolment, by race and gender, for age group 25-years-and-under
(2000-04)

African Coloured Indian Unclassified

F E M M F M
2000 547 293 22 8 2 0 23 7 0 0 902
2001 854 441 54 15 7 1 516 88 0 0 1976
2002 800 498 92 31 11 2 609 121 0 0 2164
2003 1245 681 118 39 9 3 745 162 1 0 3003
2004 1338 789 210 72 39 4 841 177 0 0 3 469
Total 4784 | 2702 497 165 67 10| 2734 555 1 0| 11514

Table 17.9: Technikon enrolment, by race and gender, for age group 25-years-and-under
in percentages (2000-04)

African Coloured Indian Unclassified

F M F M F F M Total
2000 60.7 | 32.5 2.5 0.9 0.2 0.0 25 0.7 0.0 0.0 | 100.0
2001 432 223 2.8 0.8 0.3 0.1 26.1 4.4 0.0 0.0 | 100.0
2002 37.0| 23.0 4.3 1.4 0.5 0.1 28.2 5.6 0.0 0.0 | 100.0
2003 415 227 3.9 1.3 0.3 0.1 24.8 5.4 0.0 0.0 | 100.0
2004 38.6| 227 6.0 2.1 1.1 0.1 24.2 5.1 0.0 0.0 | 100.0
Averaged 416 | 235 4.3 1.4 0.6 0.1 23.7 4.8 0.0 0.0 | 100.0
% of
enrolments

What needs to be asked is: Why does the participation of young African women in teacher
education appear to be dissipating in the post-millennium period? The data extend back only
as far as 2000, but the trends identified were at work in the ante-2000 period.

The researchers suggest that some young African women who hitherto would have enrolled
for a teaching qualification no longer perceive this choice as attractive, and where they have
the financial means will enrol for career training in other professional fields. Alternatively,
young African women from poor households who would otherwise have registered for teaching
qualifications are not able to access higher education, due to social, health, financial or other
factors in their household environments.

Havingraised the question of financial support, we now turn to an analysis of the extent to which
the largest public source of financial support for teacher education has served the population of
those seeking to take up teacher education.

Financial support through NSFAS

The National Student Financial Aid Scheme (NSFAS) provides financial aid through loans and
bursaries for academically deserving and financially needy students to meet their own and South
Africa’s development needs. It seeks to impact on South Africa’s racially skewed enrolment and

graduate demographics and is funded primarily by the national DoE.

How have NSFAS disbursements contributed to teacher education within the overall NSFAS
remit? Between 1996 and 2004, the numbers of education students supported by NSFAS and
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the total disbursements to education students by NSFAS fluctuated. Table 17.10 shows that the
teacher education share of all NSFAS funding dropped from a high of 11.0% in 1996 to a low of
3.3% in 2001.

Concerns about the low numbers of candidates entering teacher education prompted the DoE
to allocate R60 million per annum ring-fenced NSFAS funding for teacher education between
2003 and 2005 (Kruss 2007). The allocated amount was only fully expended for the first time
in 2004 (Table 17.10), but did not bring the teacher education share of expenditure on a par
with the 1996 level; despite this increase in expenditure, the allocation to teacher education as
a percentage of all NSFAS disbursements in 2004 (5.8%) was substantially lower than the 1996
allocation (11.0%).

Table 17.10: Expenditure by NSFAS on teacher education students — RO00 000 (1996-2004)

1996 1997 1998 1999 2000 2001 2002 2003 2004

Total expenditure by 335 354 398 447 534 646 747 914 | 1029
NSFAS

Expenditure on teacher 37 29 32 24 20 21 32 48 60
education

Teacher education 11.0 8.2 8.0 5.4 3.7 3.3 4.3 5.3 5.8

expenditure as a
percentage of all
expenditure

Source: Extracted from DoE (2005b) Table D1.

The number of teacher education students funded suffered a similar decline to a low of 2 535
in 2001, thereafter rising to 5 216 in 2004 (Table 17.11). The trend in student numbers receiving
funding mirrors the expenditure trend discussed above, revealing that the 2004 count of students
funded was well below the 1996 level of 8 509.

Table 17.11: Students receiving NSFAS funding (1996-2004)

1996 1997 1998 « 1999 2000 2001 2002 2003 2004
All students funded 67 709 | 63 433 | 67598 | 68 416 | 72 080 | 80 593 | 86 194 | 96 605 | 98 856

Teacher education 8509 | 5230| 5967 | 3875| 2813 | 2535| 3577 | 4336| 5216
students funded
Teacher education 12.6 8.2 8.8 5.7 3.9 3.1 4.1 4.5 5.3

students as a
percentage of all
NSFAS students

Source: Extracted from DoE (2005b) Table D1.

If we look at the group of NSFAS students as a proportion of all education students enrolled,
there is evident a clear decline in the latter, from 1 in 10 to less than 1 in 20 over the course of 8
years (Table 17.12).
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Table 17.12: Education students receiving NSFAS funding (1996-2004)

All education Education students  Education students Education students
students enrolled receiving NSFAS receiving NSFAS not receiving
funding funding (%) NSFAS funding (%)

1996 63 825 8 509 13.3 86.7
1997 61949 5230 8.4 91.6
1998 59 760 5967 10.0 90.0
1999 69 500 3875 5.6 94.4
2000 85 347 2813 3.3 96.7
2001 105 206 2535 2.4 97.6
2002 109 697 3577 3.3 96.7
2003 106 880 4 336 4.1 95.9
2004 112 068 5216 4.7 95.3

Source: Extracted from DoE (2005b) Table D1.

If the population of teacher education students receiving NSFAS funding is disaggregated into
those engaged in training to teach in the primary phase and those training with the intention of
teaching in the secondary phase, it is immediately apparent that a different dynamic is at work
in each group.

Headcount numbers of primary phase students rapidly declined from 3 294 in 1996 to 348 in
2004, which was 90.0% down on the number funded barely 8 years earlier. Until 2000, primary
phase student teachers represented roughly half of all NSFAS teacher education beneficiaries.
Thereafter, the proportion of students enrolled for primary teaching with state assistance
plummeted to 6.7% (Table 17.13). Not even the ring-fenced NSFAS conditions that provided
for an increase in overall numbers of funded teacher education students between 2002 and
2004 could bring the primary share upwards. By 2004 NSFAS was largely funding secondary
education students at a ratio of 9: 1 (secondary : primary).

Table 17.13: Proportions of primary and secondary phase students receiving NSFAS
funding (1996-2004)

1996 1997 1998 1999 2000 2001 2002 2003 2004

Primary 3294| 2185| 2600| 1832 | 1476| 1127 | 1062 379 348
Secondary 5212 | 4045 | 3367 | 2043 | 1337 | 1408 | 2515| 3957 | 4 868
Primary phase students as 38.7 41.8| 43.6| 47.3 52.5| 445 29.7 8.7 6.7

a percentage of all teacher
education students

Source: Extracted from DoE (2005b) Table D1.

Table 17.14 reveals how education graduate numbers dropped to a low of 3.9% of all NSFAS
graduates, with only 1 130 graduating as teachers in 2004.
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Table 17.14: Teacher education graduate share of total NSFAS graduates (1996-2004)

Total NSFAS-funded 13041 | 14025 | 15448 | 13056 | 12435 |14 876 | 12891 | 11 648 | 28 766
graduates

NSFAS teacher 2723 | 2552 | 3141| 2503| 1685| 1108 915 620 | 1130
education graduates
Teacher education 20.9 18.2 20.3 19.2 13.6 7.4 7.1 5.3 3.9

graduates as a
percentage of all
graduates

Source: Extracted from DoE (2005b) Table D1.

In summary, between 1996 and 2004 education students receiving NSFAS funding declined as a
proportion of all higher education students receiving such funding, and declined as a proportion
of education students. The numbers of education study field recipients of NSFAS did begin to
increase after 2002. However, this increase was evident almost exclusively amongst students
enrolled for training as secondary school teachers.

The analysis draws our attention to the alarming fact that the numbers of NSFAS-supported
students enrolled to train as primary school teachers continued to decline. The NSFAS recently
changed its eligibility criteria, through lowering the threshold household income level below
which young people would be eligible for financial support. This was implemented to focus the
NSFAS opportunities towards lower-income households. Yet the enrolment numbers of would-
be primary school teachers who received NSFAS support — mainly young African women — have
dwindled.

This leaves the question: What has led to this decline? If there are lowered impediments to
students accessing NSFAS financial support, then the implication is that potential primary
phase teacher-students either would rather not enrol for teaching even with financial support
available or are not able to take up the opportunity.

Later this paper considers what social and economic circumstances may be contributing to the
changing demography of IPET enrolments and graduations.

In the next section, IPET graduate production is located in its broader institutional context,
which must take account of the dissolution of the colleges of education.

IPET graduate production from higher education and colleges of education

Attention recently sharpened on the role of IPET and its contribution to teacher supply. The
flow of IPET graduates from South African higher education institutions into teaching is one
of several potential sources of teacher supply, but it is potentially the most reliable in terms of
quality assurance and is therefore of critical importance.

There are serious difficulties — discussed atlength in Paterson and Arends (2009) —with extracting
IPET output from data from the HEMIS database maintained by the DoE. To the knowledge
of the authors, there is as yet no official mechanism for obtaining separate IPET enrolment
and graduation data from education departments in higher education institutions. The first
publicly available IPET information was published in the report of the Ministerial Committee
on Teacher Education (DoE 2005a).
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The data from the Ministerial Committee indicated that enrolment in IPET - though missing
data from five institutions —was 21 748 in 2005 and expected graduations were 5 322 (Table 17.15,
column c and column d). More recently, Morrow, who served on the Ministerial Committee,
produced a set of data on enrolment and estimated graduate numbers for 2006 using the same
method. The data were obtained from deans of education, and in Morrow’s view could be
deemed ‘reasonably accurate’ (Morrow 2006). These data, covering all institutions, indicated
IPET enrolment to be 27 393, with an estimated 6 029 graduates.

Table 17.15: Enrolment and graduation of education students in IPET (1996-2004)

(@) (b) (c) (d) (e)

Education Education IPET IPET Undergraduate

students student enrolled? graduates?  teaching degree

enrolled' graduates'’ graduates?®
1995 70 587 17 823 2830
1996 63 825 19 060 4023
1997 61949 17 065 3814
1998 59 760 17 027 3851
1999 69 500 19 056 4 336
2000 85 347 19 079 4613
2001 105 206 23873 3114
2002 109 697 23 383 3019
2003 106 880 25310 3621
2004 112 068 28 756 6 000* 5153
2005 105 826 29 348 21 748° 53225 4134
2006 27 393 6 029°

Notes:

1. The HEMIS data for 2005 became available after the bulk of this analysis was already complete. The data are included in this table to add
value to the discussion of IPET.

2. Data on IPET are drawn from DoE (2005a) and Morrow (2006).

. NSFAS data are drawn from DoE (2005b).

4. Self-reported data from the Deans’ Forum suggest that of an estimated 9 000 graduates in 2004, 3 000 were probably already practising
teachers (Peltzer et al. 2005: 60-61).

5. This is an underestimate because data from the University of the Free State, University of Venda, University of Zululand and Vaal University
of Technology were not available.

6. Morrow (2006) notes that of this group, at least 179 were already in teaching posts and 1 138 in learnerships. This means that these
numbers must be deducted from IPET graduate numbers to obtain the real number of potential new entrants to teaching. Morrow (2006)
also observes that some higher education institutions may have interpreted ‘learnership’ to mean ‘teaching practice’, which can obscure
the meaning of the data.

w

These data reveal that the location of IPET enrolment is distributed unevenly across the
institutions. The 10 largest contributors to IPET graduate output account for between 86%
(2005) and 80% (2006) of all graduates (including UNISA numbers). This suggests that quite a
number of institutions engage in IPET on a low-key basis.

The data confirm that across the teacher education sector, the undergraduate degree
qualification serves as the biggest conduit of IPET students, constituting between 79.3% and
83.8% of enrolments in 2005 and 2006. The next largest group was the Postgraduate Certificate
in Education, accounting for between 16.3% and 15.4% across the two years. The smallest
contribution derived from pre-graduate diplomas, which are being phased out (Morrow 2006).

The purpose here is to place IPET within the broad parameters of overall graduate production
in teacher education programmes in higher education in South Africa. The data have their
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limitations. With IPET enrolment and IPET graduate data for only two consecutive years we
cannot reveal trends. But if the data for just two IPET years are juxtaposed with other trend
data, it is possible to add value to our understanding of the terrain. Table 17.15 (above) therefore
assembles several pieces of data in order to generate a picture of IPET as a component within
overall graduate production.

First, the overall enrolment and graduate numbers are included as the basis for comparison
with IPET numbers. Taking overall enrolment from 2004 (112 068) to 2005 (105 826) (Table
17.15 column a) and IPET enrolment data given for 2005 (21 748) and 2006 (27 393) (Table 17.15
column b), we can estimate that IPET enrolment as a percentage of total education enrolment
for 2005/06 was 20.0% to 25.0%. This importantly demonstrates the current size-ratio of IPET
output in relation to all other education programmes. Turning to graduates, the IPET cohorts
constituted between 18.6% and 20.8% of total graduate numbers in education in 2005/06.

While we have a sense of the current IPET share of graduate output, the critical question for the
decade is: Did the IPET share decline relative to overall graduate numbers?

In an attempt to address this question, the authors have elected to include graduate numbers of
students completing undergraduate teaching degrees (from Table 17.15 column e). These data
are used as a proxy for IPET, given that undergraduate teaching degree enrolment constituted
more than 80% of IPET enrolment and between 40% and 60% of all IPET graduate output
between 2005 and 2006. The relationship is presented in Figure 17.9. It is clear that the general
trend in IPET graduate output from all higher education institutions — expressed as UG degree
graduates—maintained a flat profile over the period. In contrast, the trend line for overall teacher
education graduate output rose steadily. This suggests that in the universities and technikons
CPTD grew substantially whereas IPET did not.

An additional concern regarding IPET graduate production relates to the skills mix within each
IPET cohort. Preparing students for working with learners in the General Education and Training
band requires them to focus on specialties in the Foundation Phase, Intermediate Phase and
Senior Phase and then Further Education and Training-band teaching. Morrow (2006) draws our
attention to the fact that many higher education institutions do not have separate programmes
for these levels.

Figure 17.9: IPET graduate production and all graduate production in teacher education

‘E 20 000 /B"/ —&— All grad
“'/“\S—G/H —a— |PET graduates

—a&— UG degree graduates

In particular, Morrow (2006) highlights the low numbers of Foundation Phase students currently
enrolled in only 12 of the 23 higher education institutions. This dire situation was identified
in the National Policy Framework for Teacher Education and Development in South Africa
(NPFTED) (DoE 2006), which observes that the teacher supply situation is
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especially serious in the Foundation Phase, where learners require teachers with
mother-tongue competence. Of the 6 000 new teachers likely to graduate in 2006,
fewer than 500 will be competent to teach in African languages in the Foundation
Phase. (DoE 2006: 12)

The closure of the colleges of education, and the IPET big picture

A discussion of the recent history of IPET graduate production is incomplete without taking
into account the closure of the colleges of education. The colleges no longer exist, so there is
no institutional memory or institutional base from which to assess whether the populations
from which college student numbers were formerly drawn found IPET programmes offered
exclusively from higher education institutions after 2001 to be attractive. This question draws
attention to the problem of explaining continuity and discontinuity of access to and graduate
production from IPET in South Africa.

In order to obtain the ‘big picture’ of graduate production over the last decade, the distribution
of IPET graduates from the universities and technikons and from the colleges of education
must be looked at together. The researchers suggest that the institutional incorporation of the
colleges should have redirected a flow of students — who would otherwise have registered at a
college — into the universities and technikons.

The data elements that complete a picture of what transpired in this transition period are
introduced below.

First, the declination of the trend in IPET graduate production in universities and technikons
before 2004 cannot be established with confidence. However, one proxy measure, the trend of
undergraduate degree graduations, which provided the major share of new teachers, fluctuated
between 3 000 and 5 000 (Figure 17.10).

Undergraduate degrees in teacher education are by far the largest contributor to total IPET
graduate output. Comparison between the trend lines ‘Higher Ed Undergrad teaching degrees’
and ‘Higher Ed IPET graduates’ in Figure 17.10 confirms that in the past few years IPET
production has consisted mainly of output from the undergraduate degree level.

If we turn to the colleges, graduate production reached a peak of over 25 000 in 1997 (Jaff et al.
1996: 12). The data clearly delineate a sharp downward trend thereafter. The drop in graduates
was foreshadowed by sinking enrolment. According to Vinjevold (2001: 8, citing a January
2000 report by the Committee of College Rectors of South Africa), enrolment in contact IPET
programmes declined from 70 731 to 10 153 between 1994 and 2000.

The rationalisation of the colleges continued into the millennium. Reliable data on education
graduate outputs for all institutions could not be obtained for this transition period. In her
research for the Education, Training and Development Practices SETA, Vinjevold (2001: 8-9, 16)
reported that at the end of 2001 there were approximately 14 400 students enrolled in IPET, with
the expectation that about 5 000 would graduate in the same year.

We do know that post the various institutional mergers and incorporations impacting on teacher

education, IPET production was of the order of 6 000 in 2005/06 (DoE 2005a; Morrow 2006) (see
Figure 17.10).
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Figure 17.10: Trends in IPET graduates for higher education and colleges of education
(1994-2006)
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Sources: Crouch & Perry (2003: 482); Jaff et al. (1996: 12); Vinjevold (2001: 8-9, 16)

Note:

Crouch and Perry (2003: 482) put the number of full-time students in the colleges of education at 64 051 in 1993 and 19 665 in
1999. They counted 31 200 students as distance/part-time students in the same year. Jaff et al. (1996: 87) indicate that there
were 71 000 students in IPET in 1994.

When the various pieces of data are assembled, a clear trend line emerges of bottoming-out
graduate numbers and thereafter a flat profile (Figure 17.10). The heavy line drawn in Figure
17.10 shows that graduate numbers seemed to flatten at a level that was — and still is — not much
higher than higher education IPET graduate production on its own. Itlooks as though there was
hardly any overflow of enrolment from the colleges of education into higher education after
the former institutions were closed. Had this overflow been more substantial, enrolment and
graduate numbers in IPET may have been sustained at a higher level.

The outstanding feature of the period is that the contribution of the colleges to IPET dissipated
to a small fraction of the peak in numbers of college graduates recorded in 1997. How can this
be explained in relation to evidence that there was strong demand for entry into the colleges? In
1995 there were 370 159 applications for places —in 79 colleges — 25 272 of whom were admitted
(Jaff et al. 1996: 53).

The issue is not only about overall numbers. Also pertinent are the demographic characteristics
of the student population at the colleges of education. In 1994 most students (78.0%) were 29
years of age and younger, the majority were African (89.1% African, 3.5% coloured, 1.4% Indian
and 6.2% white) and 65% to 80% were female. In pre-primary and junior primary courses, 98.0%
were female. This means that the colleges, even more than the higher education institutions,
were the base from which young African women entered the teaching profession as primary
phase teachers.

Furthermore, an estimated 35% to 45% of students were accommodated in residences (Jaff et
al. 1996: 51-52, Table P) in the mid-1990s, suggesting that the colleges served an important
institutional role in making teacher education accessible to young rural students. One may
ask: Were rural communities in the catchment areas of the former colleges left stranded once
teacher education opportunities receded towards the towns? Why did the impetus of teacher
education established in the hinterland of over 90 colleges not generate a secondary wave of
education students who pursued teacher education opportunities in numbers after the closure
of the colleges? Is the propensity to study teaching very sensitive to the impact of distance and
cost on households?
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The researchers suggest that given the dominant urban location of current teacher education
facilities, young rural people, especially African females, were cut out of the graduate production
process.

We now turn to discuss the possible impact of HIV/AIDS on people enrolled for teacher
education. The discussion draws attention to social, economic and health issues that may be
constraining would-be teacher education students from enrolling for such programmes.

HIV/AIDS and teacher supply

South Africa is fortunate to benefit from a large-scale study funded by the South African
Education Labour Relations Council (ELRC), which addressed educator supply and demand in
the South African public school system. In the integrated report emanating from this empirically
rich study, Peltzer et al. (2005: 112) report finding a high HIV prevalence rate of 12.7% amongst
South African teachers.

There are three ways in which HIV/AIDS probably influences the demographic profile of
those who are in a position to access and complete IPET. First, the impact of HIV/AIDS on
parental death and more generally on adult mortality — especially those employed - affects the
availability of resources in households to absorb the costs of keeping a family member at school
(Bennell 2005) or in higher education. These circumstances can restrict or rule out would-be
teacher trainees from accessing higher education opportunities and increase the chances that
once enrolled they will be forced to abandon their studies for financial reasons or care-giving
responsibilities at home. These pressures may already have played a part in restricting students
from registering for IPET and may account partially for the downturn in enrolments observed
in this paper.

Second, a proportion of teacher-students themselves may be HIV-positive and illness and
absenteeism may have affected their academic progress or curtailed their studies prematurely.
Third, a proportion of HIV-positive teacher-students will qualify and, with appropriate ARV
medication and support, will live healthily and work productively for a long period.

In a key component of the ELRC study, Shisana et al. (2005) investigated the health of South
African educators and teacher-students, including their HIV status. Shisana et al. (2005)
collected data on third year (n=905) and fourth year (n=147) teacher-students. The sample
covered 25 higher education institutions, excluding UNISA. A convenience sample was taken at
each institution, and response rates and weights could not be calculated. For these reasons, the
sample may not be representative. Nevertheless, the indicative findings are useful.

At 8.2%, the proportion of education students who were HIV-positive was much lower than for
the sample of educators (12.7%). Within the teacher-student group, females were found to have
a much higher HIV prevalence than males, and prevalence amongst African students was at
13.2%, compared with less than 1.0% for coloured, Indian and white students combined. Peltzer
et al. (2005: 69) observe that HIV prevalence amongst students was highest in the 25-to-34-year
age range at 14.7%.

Shisana et al. (2005) present evidence that socio-economic status is related to HIV amongst
educators. The same relationship was examined amongst teacher-students. Peltzer et al. (2005)
cite results to the effect that ‘those with a perceived low socio-economic status [have] a much
higher HIV prevalence (13,1%) than those with a perceived higher status (3,7%)’ (2005: 69).

The data strongly suggest that in the sample African female students had a much higher
HIV prevalence than other race and/or gender groups. In combination with the findings on
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socio-economic status and age, the picture that emerges is that young African women who
are of perceived low socio-economic status are most at risk. Could the impact of HIV/AIDS on
individuals, households and communities have lowered the propensity of young African women
in poor rural areas to take up teacher education? The impact of HIV/AIDS on the households
and families of aspirant teachers seeking IPET opportunities is difficult to assess.

Conclusion

Key trends in teacher graduate production in the period have been identified, including:
¢ significant increases in enrolments and graduates from teacher education overall;

¢ increased participation of African students, especially after 1999;

¢ increased share of graduates produced from technikons after 1998;

* teacher education participation dominated by large-scale expansion of CPTD; and

* stagnation of IPET.

The researchers also confirmed what has long been suspected — that there has been a decline in

the number of African women aged 30 and younger entering teacher education programmes.

Given that African women constitute the majority of South Africa’s teachers, this decline is a

matter of serious concern. A critical question is: Why is the demography of young women who

enrol for teacher education changing? There are four key interlinked trends that need to be

taken into account:

¢ adecline in numbers of young African women enrolling for IPET programmes;

¢ adeclinein numbers of students applying for NSFAS bursaries to enter primary phase teacher
education;

¢ low numbers of students with mother-tongue competence in African official languages
enrolling for training in Foundation Phase teaching; and

¢ higher HIV prevalence amongst African female students of perceived low socio-economic
status who are currently registered for teacher education.

No attempt has been made to establish causal links between these trends. The intention was to
expose the four trends as a contribution to improving understanding of the declining numbers
of young women enrolling for IPET. In conclusion, the researchers advance two tentative
hypotheses for this situation:

1. Numbers of young African women who might have enrolled for teacher education are
instead electing to pursue careers other than teaching and to that end are enrolling for higher
education qualifications in other fields of study.

2. Numbers of young African women who might have enrolled for teacher education are not
enrolling for teacher education or for any other education programme at higher education
institutions because of insufficient personal or household resources.

In the first case, it is hypothesised that there are new social and economic conditions that
are providing opportunities for previously disadvantaged women to break into new study or
occupational fields. It may be that young women able to access these opportunities are mainly
from urban households, from which higher education is physically accessible.

In the second case, the hypothesis is that those young African women of the social groups
that might otherwise have enrolled for teaching find themselves unable to access these
opportunities. These young women may be from urban unemployed, urban working class or
rural poor households. Their enforced withdrawal is influenced by low or unstable household
income levels, which may or may not be associated with the impact of HIV/AIDS.

Where young rural women could qualify for education bursaries such as through NSFAS, they

cannot leave their homes to take up the bursary in the urban area because of increased care-
giving responsibilities. The NPFTED observes ‘...the unusual mortality rate, especially amongst
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women teachers, which varies considerably by province’ (DoE 2006: 9), may also be affecting
the proportions of young African women from rural areas who could seek access to teacher
education.

Under these general conditions, ‘inaccessibility of educator institutions to black students from
rural areas’ (Peltzer et al. 2005: 61) probably reduced participation of rural African women in
teacher education. After the closure of the colleges of education, no other sufficiently powerful
policy or accessible mechanism was put in place to secure the link between graduate production
and rural teacher supply.

NSFAS financial support was available throughout the period, but there was a steady decline
in NSFAS applicants for primary teacher training — a form of training traditionally female-
dominated. This strongly suggests that social or household conditions are constraining the
capacity of people to use the financial assistance.

The two explanations advanced here provide the frame within which one can consider social
class and rural-urban differences within the social category of young African women aged 30
years and under. The overall decline in numbers of young African women entering teacher
education may therefore have its origins in more than one set of social conditions: aspirant
young women who seek other careers and life prospects, and survivalist young women whose
immediate personal and household circumstances prevent them from making choices about
studying in far-flung places.

The scenarios sketched above raise important underlying questions: What is the social class base
of teacher-students, and has this base changed since 1994? What labour market characteristics
or signals inform the decisions of young women to go for — or not go for — teacher education?

The last questions relate to the DoE’s newly-implemented bursary scheme. In 2006, the
Ministry of Education began a programme of implementation based on the NPFTED, which
included a national teacher education bursary scheme (DoE 2006: 23-25). The Funza Lushaka
(‘teaching makes a difference’) Bursary Campaign made R700 million available for bursaries
in priority subject areas and Learning Areas across a range of qualifications (Tyobeka 2007: 7).
Those awarded bursaries are obliged to teach in a provincial education department post for one
year for each year that they received their bursary (Tyobeka 2007: 10). In 2007, 3 000 bursaries
had already been made available and allocated. How successful will the bursary scheme be in
countering the trends discussed above? In particular, how will the scheme fill the gap in delivery
of teacher education opportunities left by the dissolution of the colleges of education? Critical
to the success of the scheme will be how well bursaries are targeted and supported.
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