THE DEVELOPMENT OF APPROPRIATE TEACHER-TRAINING
STRUCTURES
TO TRAIN AND ACCREDIT TEACHERS AND UPGRADE EXISTING
TEACHING QUALIFICATIONS, FOR THE FOUNDATION PHASE OF
EDUCATION, WITH SPECIAL REFERENCE TO THE RECEPTION CILASS
YEAR, IN KWAZULU-NATAL

COLLEEN BARBARA THATCHER

-~

Submitted in partial fulfilment of the
requirement for the degree of
Master of Education
(Education Administration)

in the

Department of Education
University of Natal
Durban
1995



DECLARATION OF ORIGINALITY

I, Colleen Barbara Thatcher declare that this dissertation,

"THE DEVELOPMENT OF ARPPROPRIATE TEACHER-TRAINING
STRUCTURES TO TRAIN AND ACCREDIT TEACHERS AND UPGRADE
EXISTING TEACHING QUALIFICATIONS, FOR THE FOUNDATION PHASE
OF EDUCATION, WITH SPECIAL REFERENCE TO THE RECEPTION CLASS
YEAR, IN KWAZULU-NATAL", is my own work and that all sources I have used
or quoted have been indicated and acknowledged by means of complete references.

C.B. THATCHER

DURBAN
January 1995



ACKNOWLEDGEMENTS

The writer wishes to acknowledge her sincere thanks and appreciation to the

following:

1. Professor Michael Thurlow, the Supervisor of this dissertation, for
his support, guidance and encouragement throughout the duration of
this study. .

2. Dr. Gordon Nicholls, Vice-Rector of Edgewood College of Education,

for allowing me to make use of the most up-to-date reference material.

3. Mr. Barry Vosloo, Superintendent of Education: ex-Natal Education
Department: Planning and Development - Teacher Training and
Provision, for providing me with current teacher-training reference
material.

4. My husband, Rob, for his unfailing support and encouragement
throughout the duration of this study.



ABSTRACT

South Africa stands on the threshold of a new era in
education. The separate and fragmented model for the
provision of education, which signified a policy of

apartheid, is to be replaced by a single unified systen.

With the adoption of a new interim Constitution (1993), we
have, for the first time, formal recognition of human
rights, the application of which, will underlie all legis-
lation and administration decisions (Dean 1in Neon, May

1994:9-10).

On 31 March 1994, the ‘own affairs’ administrations were
abolished. In accordance with the interim Constitution
(1993), these structures have, however, been retained and
will continue until the transition to a new dispensation
takes place (Neon, May 1994:20). Progress towards achieving
the goal of a unified education system includes, inter alia,
the creation of a Department of Education and Training at a
national level, as well as the creation of provincial
administrations in 9 provinces, each of which will have its

own education department (Neon, June 1994:1).

The new government stands committed to early childhood
development. The care and development of infants and young
children is seen to be the foundation of social relations
and the starting point of a national human resource

development strategy. Policy proposals outlined by the



11
Department of Education in the Draft White Paper recommend
that:
"The care and development of infants and young
children must be the foundation of social
relations and the starting point of a national
human resource development strategy..... The new
national department 1is planned to have a
directorate for Early Childhood Development and
Lower Primary Education, 1in the 1ight of
continuity 1in developmental approaches to the
young child and the need for a reshaping of
curricula and teaching methodology for the early
years of school......
The year 1995 should be used mainly for planning

the development .of the reception year...... "
(Republic of South Africa, 1994:20).

As far back as 1981, the De Lange Commission stated that
without a corps of well-trained and talented teachers, any
attempts aimed at realizing the potential of a country’s
inhabitants, improving the quality of life of its citizens,
promoting economic growth and providing an equal system of
education, cannot be successful. No other single factor
determines to such an extent the quality of education in a
country, as the quality of the corps of its teachers (HSRC,

1981:59 & 180).

It 1s anticipated that the demand for teachers is likely to
increase as a result of the phasing-in of compulsory
education commencing with the <class one child, the
introduction of a reception class year, reduction of class
sizes to 40 pupils and the enrolment of out-of-school
children. Trained manpower will prove to be a major problem
and an accelerated programme of teacher education to meet

quantitative needs, without compromising quality, will be



essential,

v

in order to successfully implement a reception

class vyear, ensure a better distribution of qualified

teachers and cater for ever-increasing numbers of school-

going children. Major structural changes will, therefore,

be needed

in the preparation and development of teachers.

It is within the context of this background information,

that this

study has been conducted, namely to develop

appropriate teacher-training structures for the foundation

phase of

reception

education, with particular reference to the

class year.

The specific purposes of the study were:-

*

The study

to review pre-primary provision;,

to review current teacher-training structures and
assess priorities and needs for developing
appropriate methods of professional training;

to compare pre-primary provision and teacher-
training policy with that of developing and
developed countries;

to develop strategies to train and accredit
teachers through a shortened PRESET structure;

to upgrade existing teacher qualifications through
an approved INSET structure;

to analyse the feasibility of the proposed
strategies for the KwaZulu-Natal region.

involved an analysis of the NEPI sectoral reports

on Early Childhood Educare and Teacher Education, the ERS

and the KwaZulu-Natal Interdepartmental Working Groups’

Discussion Documents. In addition, other relevant reports

and working papers have also been consulted.
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Viable options for the training of teachers for the

foundation phase of education which emerged from the study

were:

The main
following:

*

the establishment of links between non-formal and
formal training programmes;

the development of a modular career path for the
coordinated training of teachers through INSET;

the development of a 5-year plan for the phasing
in of qualified teachers through PRESET and INSET;

the development of an appropriate course
structure;

an outline of governance and control.

recommendations made in the study include the

the obtaining of a Reception Class Diploma which
will allow experienced educare workers to obtain
a formally-recognised diploma in reception class
education, part-time, whilst currently employed as
a teacher;

the recognition of such a diploma should the
student not wish to study further;

the upgrading and revitalising of lower primary
school teachers currently in service;

the obtaining of a 3-year diploma through an
inverted '2+2/ teacher-training model which will,
inter alia, allow the student to obtain ‘on the
job’ training whilst studying on a part-time
basis;

a simplified qualifications structure;

the Iimplementation of a 5-year plan for the
phasing-in of qualified teachers;

a collaborative strategy with accredited NGOs who
will assist with the training of teachers

a modularised curriculum

the establishment of a Resource and Training
Centre for teachers.
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CHAPTER 1
INTRODUCTION AND BACKGROUND TO THE STUDY

Traditionally, in South Africa, and in many other countries,
early childhood education has been the subject of separate
education and welfare policies relating to different aspects
of provision. The old constitutional framework of the
Republic, which distinguished ‘own affairs’ and ‘general
affairs’, has impacted markedly on the care and education of
the young child. Large discrepancies, reflected in the
quality of provision, extent of state financing and access
to early childhood care and education programmes, have
existed between the Black and White sectors of the
population. The situation has been exacerbated by the
fact that what provision has existed, has oecurred inversely

to need.

A large majority of African, Coloured and Indian children
have had no access to pre-school programmes and a
significant number have been cared for by untrained child-
minders. Provision for children in these sectors has,
therefore, been characterised as totally inadequate

(Atmore, 1991:1; NEPI: Early Childhood Educare, 1992:8-9).

The most common form of education policy provision for early
childhood care and education is the conventional school-type
model which offers centre-based education in the form of
pre-primary schools or classes and the welfare policy
provision of full day care of children under 3 years and the

after-school care of older children of low-income working



mothers (NEPI:Early Childhood Educare, 1992:15).

In 1991, approximately 33% of White children had access to
some kind of pre-school provision in comparison with
approximately 7% of Black children in the same age group.
Research reveals a greater proportion of White and Indian
children aged 3 to 6 years as having attended pre-primary
schools and classes, i.e. 33% and 13% respectively, who
received some form of state subsidization, than was the case
for Coloured and Black children who received 11% and 6%

respectively (ibid.15-16).

The urgent need to look at what ought to be done in educa-
tion and what can actually be achieved in real terms is not
only a matter of priority setting, but also a matter of a
system transformation, in order to receive optimal return on

each rand spent and to create avenues for additional

contribution from sources (Syncom, 1986: 14).

In a memorandum distributed to a broad spectrum of people,
with a view to influencing educational debate and decision-
making regarding the importance of pre-school education, the
Natal Pre-Primary Teachers’ Association (NPPTA), an Interest
and Professional Support Group of the Association of
Professional Educators in KwaZulu-Natal (APEK), stated the

following:

" As in a building, unless the foundations of
education are based on a quality formative phase
education programme, the structure of formal
education will be weak and ineffective,



particularly in disadvantaged communities."
(NPPTA, 1991:5)

Research indicates that childhood, up to the age of 7, is a
unique period during which the child develops an estimated
two thirds of his ultimate cognitive ability, as well as the
core of his personality and social and emotional disposition
(Bloom in Sprinthall & Sprinthall, 1990:77; NPPTA, 1991:5).
Tt has also been found that educational programmes for young
children can have a positive effect on school progress and
on the achievement in the early years of primary school.
This 1is particularly so 1in the case of disadvantaged
children who receive little cognitive stimulation at home

(NEPT:Early Childhood Educare, 1992:4).

The term ‘'pre-school education’, is a relatively modern
term, although the socic-educational reality it represents,
is not new, since ‘kindergartens’ existed during the early
nineteenth century. 1Initially, ‘pre-school education”’
literally meant education ‘before school’ 1i.e. compulsory
schooling. Today, the term has acquired new connotations
and a bpbroader significance. The concept of the pre-school
period has been extended to cover the whole period preceding
the child’s admittance to primary school, i.e. from birth
until the age of approximately 6. Although the word
‘education’ is emphasized, its meaning has been broadened to
encompass far more than just instruction. Concern not only
centres on the intellectual, logical and rational aspects of
development but alsc on the moral, aesthetic, emotional and

social areas. In addition, the biological, nutritional,
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verbal and other components in the education of children
between the ages of 0 and 3, has also assumed importance

(Mialaret, 1976:8).

Much research was conducted on early childhood programmes,
during the 1960s and 1970s. In 1975, a number of
researchers who had been studying the effects of early
childhood programmes, since the 1960s, formed the Consortium
for Longitudinal Studies. The purpose of the Consortium was
to assess the long-term effects of early childhood education
across different pre-school programnes. Using the whole
population of large-~scale early childhood intervention
studies conducted in the 1960s, results from pooled data
showed lasting effects of preschool in 4 areas, namely:-
* school competence, as evidenced by retention
rates and rate of placement in special
educatlion programmes;

* developed abilities, as evidenced by
achievement test scores and IQ scores;

* children’s attitudes and values;
* impact on the family.
The researchers concluded that "any well-designed,

professionally supervised programme to stimulate and
socialize infants and young children from poor minority
families will be efficacious" (Consortium for Longitudinal

Studies, 1983 in Spodek, 1993:97-98).

Well known in the field of pre-school research are Dr. David

Weikart and Dr. Lawrence Schweinhart, from the High/Scope
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Education Foundation in Michigan (the High/Scope Perry Pre-
School Programme is included in the long-term study
described above). Research conducted by the High/Scope
Educational Research Foundation focused on children living
in poverty, 90% of whom were Black. Major findings,
organized according to outcomes of participants, at each

period of their lives, reveals the following:

* improved intellectual performance during early
childhood;

* better scholastic placement and improved
scholastic achievement during the elementary
years;

* a lower rate of delinquency during adolescence;

* higher rates of graduation from high school;

* higher rates of employment at age 19.

The most recent findings from the USA show that children who
took part in the High/Scope Pre-School Programme have
significantly out-performed their peers by gaining a better
education, earning higher salaries and staying out of crime.
The High/Scope Perry Pre-school Project which has followed
the lives of 123 African-American children who are now aged

27, reveals that many social problems have been prevented,

namely:

* the prevention of school failure and, ultimately,
a lower high school dropout rate;

* the prevention of problems associated with drop-
out such as, delinquency, teenage pregnancies and
reliance on welfare;

* the production of higher IQs and, therefore, a

reduced need for special education placement.
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In addition, an investment into this phase of education has
returned into the economy a yield of 6 to 1, in savings
related to educational remediation, productivity, etc.
(Brandt in Educational Leadership, 1986:14-18; Schweinhart
and Weikart in Phi Delta Kappan, 1985:545-551; Morgan, 1993

in child Education, July:10).

The positive effects of pre-school programmes, notes
Weikart, apply only to high gquality child development

programmes. He states that:

" There is no intrinsic value in a young child’s
leaving home for a few hours a day to join another

adult and a group of children ..... unless the
quality of the programme is carefully defined and
maintained.” (Weikart in Educamus, 1992:15-17)

Myers (in NEPI:Early Childhood Educare, 1992:1), in a review
of evaluation studies conducted 1in 10 less developed
countries, mainly in America, states that:
" _... there 1is increasing evidence that early
investments in the development of the ‘whole

child’ can bring improvements in the life of the
child and benefits to the larger society."

In South Africa, between 25% and 35% of Coloured and African
children repeat or drop-out of Sub A. Due to repetition and
under—-age and over—-age school enrolments, for every 100
children anticipated in Sub A, there are actual enrolments
of 150 African and 100 Coloured children. An estimated 25%
of African children, each year, are likely to leave school

illiterate (without passing standard 3). This would appear
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to be an enormous waste of human and financial (an estimated
R600 million per year in African education, in addition to

the costs of children repeating standards) (ibid.3).

Two sets of factors contribute to poor scholastic

performance namely:

* The ‘unreadiness’ of schools for children
due to the unavailability of schools, poor
quality of schooling 1i.e. overcrowded
classrooms, lack of material resources,
inadequately , trained teachers and lack of
responsiveness to local needs and
circumstances.

* The ‘unreadiness’ of children for formal

school and for 1life, due to the problem of
under-age enrolment in certain communities,
as well as the child’s condition and family
attitudes and practices

(ibid.3).

This evidence suggests that adverse structural conditions
and poor quality primary schooling can negate the effects of
pre-primary programmes. Consequently, before any substan-
tial improvement can be made 1in the general 1level of
scholastic progress, particularly among Black and Coloured
children, primary schools need to be transformed to make
them ready for children by providing appropriate learning
environments. Myers concludes that any attempts to
strengthen primary schoels must include interventions
developed for the pre-school years, through a combined
approach to early childhood and the early years of primary
school education. Programmes should, therefore, focus on
improving the child’s readiness for school and on improving

the school’s readiness for the child (ibid.3-5).
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Derbyshire (in Kapp, 1991:185 -187), states that a child’s
readiness for formal learning forms the basis in which he
gives meaning to the formal learning situation and exercises
an important influence on the future course of his learning
and becoming. The child who is not yet ready for school
entry is already at a disadvantage. This in itself can have
far-reaching effects for his total growing up into

adulthood. He defines school readiness as:-

" ... a preparation for wundertaking new
activities such as those which feature 1in the
school situation. Different circumstances,
experiences, events and factors intrinsic and
extrinsic to the child himself, play a role in
school readiness.

In this regard, there are intrinsic factors such
as 1nterest, motivation, experience, personality
and intelligence and extrinsic factors such as
family background and environmental factors."

Conversely, ‘non-school readiiness’ [ndicates that the child
has not reached the developmental level at which he can
effectively meet the demands of the school situation as a

whole, without tension and necessary effort (ibid.187).

As far back as 1981, the de Lange Commission, in their
Report on the Provision of Education in the Republic of
South Africa, acknowledged that the need for pre-primary
education and proposed a state-funded year as a prerequisite
for success at school, particularly during the initial
period of formal education. Environmental deprivation was
cited as the main reason for the child not being school-
ready at the normal school-going age. In addition, the

Report stated that:



" No other single factor determines to such an
extent the quality of education 1in a country as
the quality of the corps of teachers.

...... Without a corps of well~trained and
talented teachers, any attempt aimed at realizing
the potential of a country’s 1nhabitants,
improving the quality of life of its citizens,
promoting economic growth and providing an equal
system of education, cannot be successful." (HSRC,
1981:27 & 59)

In a Discussion Document entitled "A Regional Perspective on
Reconstructing Education'", the Natal KwaZulu Inter-
departmental Working Group,. suggest as one of their key
principles, that a school readiness programme of one year'’s
duration, immediately prior to formal school entry, be
regarded as a matter of the highest priority for all
children in the region (1992:1). With the introduction of
compulsory education at the primary school level and the
introduction of a state-funded pre-school/reception class
year, the numbers of Black and Coloured pupils <an
expected to increase considerably, with resultant

implications for the demand for qualified teachers in these

population groups.

The critical shortage of professionally-qualified teachers
in South Africa is a well—documenﬁed fact. With regard to
the quality and quantity of teachers, a serious shortage
exists in schools for Black and Coloured children (HSRC,
1981:59-60}. Approximately, 30 000 teachers are unquali-
fied, whilst a further 45 000 teachers have no matric
(standard 10 leaving certificate) (NEPI:Teacher Education,
1992:66). A move towards parity, in respect of ‘pupil

density’, at a ratio of 30 pupils per teacher, by the year
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2020, will necessitate the training of approximately 245 405
Black teachers and 22 798 Coloured teachers (Vos and Brits,

1990:57).

With the introduction of a school readiness/ reception class
year for 80% of 5 year-olds, at a pupil teacher ratio of 25
pupils per teacher, an additional 39 300 teachers, will be
required in the year 2000 (NEPI:Early Childhood Educare,
1992:88). Appropriate, economical and accredited teacher-
training courses, without compromising standards of quality,
are, therefore, urgently needed, in order to meet the demand

for qualified staff.

The present rate of pre-service educatﬁon has improved
slightly with the opening up of certain colleges of
education for all race groups. CourseS offered, however,
take at least 4 years to complete and, at present, do not
take into account the urgent need for the upgrading of
qualifications by means of in-service training. It is
important that upgrading programmes are offered to raise the
effectiveness of the teacher in the classroom, as this will
also contribute towards eliminating the present gap between

the salaries of underqualified teachers and those who meet

the minimum gualification requirements (HSRC, 1981:60-66).

The ideal of achieving parity of educational provision for
all children in the country needs to be assessed in terms of
present budgetary realities. Key issues which emerge and

which must be taken into account, are the provision of a



11.
school readiness/reception class programme, class size, the
provision of sufficiently trained teachers and the need for
financial assistance from private sources. Expected reality
is that trained manpower is going to prove to be a major
problem and that additional capital, from the state, will be

necessary, in order to redress historical imbalances.

For the first time in South Africa’s history, a government
has the mandate to plan the reconstruction and development
of an education and training system which will benefit the
country as a whole and all its people. The challenge which
faces the government is to create an education and training
system that will fulfil the vision to ‘open the doors of
learning and culture to all.” (Republic of South Africa,

1994: 2)

THE AIM AND PURPOSE OF THE STUDY

It is within the context of this background information,
that the present research, namely to develop appropriate

teacher-training structures for the initial/foundation phase

of education, in the KwaZulu-Natal area, is proposed.

The foundation phase (initially named the formative phase)

of education may be defined as:

SRR a four-year educational module resulting
1n elementary literacy (encompassing reading
writing oral communication skills) and numeracy
(including a basic grasp of number, mathematical
and science concepts), as well as life-skills
(e.g. independence, confidence and cooperation).”
(NPPTA, 1991:7)
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This phase of education will be seen to commence essentially
with the pre-school year, i.e. the 5-6 year age group of
early childhood education, and extend up to the end of the
junior primary phase i.e. standard one. More specifically,

the study will investigate:

* present access to pre-school education;
* present non-formal training structures;
* present formal teacher-training structures

and the assessment of priorities and needs
for developing appropriate methods of
professional training;

* the establishment of 1links between non-
formal and formal training programnmes;

* the development of strategies to train and
accredit teachers;

* the upgrading of existing teacher
qualifications through a&ah approved 1in-
service and pre-service structure;

* intensifying pre-service teacher education
(PRESET) to ensure sufficient supply of
teachers;

* intensifying in-service teacher education

and training (INSET) to ensure the quality
and effectiveness of practising teachers;

* the feasibility of incorporating the
reception class year as part of the
continuum in the first/foundation phase of
education;

* the establishment of a five year plan for
the phasing-in of qualified teachers;

* the use of alternative training models as a
means of accreditation;

* developing an appropriate and modular
curriculum structure with flexible entry and
exit points;

* developing a collegium as a central body for
course and institutional wvalidation and
accreditation;

* creating horizontal mobility between
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institutions, including schools;

* a projected pattern of governance for
teacher-training courses;

* the viability of extension to all, i.e. the
assessment of physical, financial and human

resources constraints in the light of the
above-mentioned issues.

RESEARCH METHODOLOGY

The National Education Policy Investigation (NEPI) Reports
on Early c¢Childhood Educare and Teacher Education, the
Department of National Eaucation’s Educational Renewal
Strategy Discussion Document and the KwaZulu-Natal Inter-

departmental Education Working Groups’ Discussion Documents

entitled "“A Regional Perspective on  Reconstructing
Education” and "A Unitary Department, of Education:
Discussion Document for Geographic Natal.", will be used as

a basis for research.

A critical examination of other relevant reports, working
papers and discussion documents, will be used by the writer
in an attempt to develop viable and appropriate teacher-
training policy options for the foundation/initial phase of
education, with special reference to the reception class

year, in the KwaZulu-Natal region.

THE STRUCTURE OF THE STUDY
CHAPTER 1: INTRODUCTION AND BACKGROUND INFORMATION

This section provides a background to the study. It briefly
outlines the value of pre-primary education in reducing

drop-out rates and repetition of standards in the primary
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school and introduces the concept of foundation/initial
phase education. The urgent need to train and accredit

teachers is highlighted.

The aim and purpose of the study and the research methods to
be employed, are explained, followed by a brief synopsis of

each section.

CHAPTER 2: PRE-PRIMARY PROVISION AND THE ROLE OF THE STATE

This chapter contextualises current provision of pre-school
education and includes background information on previous
state policy regarding the provision of ‘own affairs’
education and a comparative analysis. Implications for

-~

teacher-training are briefly alluded to.

A definition of terms is included for clarifying a few
important concepts and the NEPI and ERS future policy
options regarding pre-school education, conclude the

section.

CHAPTER 3: TEACHER EDUCATION: PROVISION AND POLICY

The focus shifts to past and current, formal teacher-
training provision and policy and non-formal teacher-
training opportunities. Priorities for developing
appropriate training structures are assessed in the light of

real needs.

CHAPTER 4: A COMPARATIVE STUDY OF TEACHER EDUCATION IN
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CHAPTER 4: A COMPARATIVE STUDY OF TEACHER EDUCATION IN

DEVELOPED AND DEVELOPING COUNTRIES

This section describes and analyses teacher education
policies and programmes in selected African states. It also
investigates teacher education ©policy in the more

industrialized countries such as England, Wales and America.

CHAPTER 5: DEVELOPING APPROPRIATE TRAINING MODELS FOR
ACCELERATED TEACHER-TRAINING

This section commences with guiding principles to be
considered in developing appropriate teacher-training
strategies. Proposals to establish links between non-formal
and formal training programmes and a 5-year plan for the
phasing—-in of qualified teachers for thewfirst/foundation

phase of education, are proposed as viable options.

Alternative training models are explored and discussed as a
means of accreditation. A modular curriculum structure with
flexible entry and exit points and horizontal transfer of
courses between institutions are also included. A projected
pattern of governance for teacher-training courses, which
includes a collegiate structure, as a central body for and

institutional validation and accreditation the is proposed.

CHAPTER 6: KWAZULU-NATAL IN CONTEXT

This section <critically examines the KwaZulu-Natal
Interdepartmental Education Working Groups’ Discussion

Documents based on the regional perspectives for the
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reconstruction of education, under a single unified system.
Proposals outlined in Chapter 5 are analysed against the
findings of the 2 reports. Proposed teacher education
models for the region, are briefly outlined. The chapter
concludes with financial considerations and key issues for

the region.

CHAPTER 7: MEETING THE DEMAND FOR TRAINED TEACHERS:
IDEOLOGY VERSUS REALITY?

This section summarises the main findings of the study and
concludes with general recommendations and feasible
projections for effective and accelerated teacher-training,
for the initial/foundation phase of education, in KwaZulu-
Natal. Resource constraints and the financial feasibility

of the proposal, conclude the section.

SUMMARY

This first chapter has provided a brief background to the
study and an outline of the aim and purpose of the research.
A description of the research methodology to be employed and
an outline of the structure of the study have also been

included.

The next chapter will focus on pre-primary provision and
will include a historical analysis, current provision and

future policy options.
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CHAPTER 2
PRE-PRIMARY PROVISION AND THE ROLE OF THE STATE
INTRODUCTION AND DEFINITION OF TERMS

There are approximately 6,5 million South African infants
and children between O and 6 years of age, i.e. 17% of the
total population. Approximately 5,5 million are African
(Black) and more than 3 million of these infants and
children reside in metropolitan and urban areas. Another 2
million reside in rural homelands, whilst three quarters of
a million reside in farm and forest areas (ANC Education

Department, 1994:91).

The families of more than half of the infant population live
in extreme poverty and children are particularly vulnerable
to malnutrition, disease and premature death. A high
proportion of these parents have had very little or no
schooling and are not able to prepare their own children to

learn the skills of reading and formal learning (ibid.2).

The previous education system that evolved in South Africa
may be described as one of extraordinary complexity, i.e. it
was characterized by a mixtﬁre of centralized and
decentralized forms of control. The system which was
fragmented along racial and ethnic lines, resulted in the
duplication of structures and committees for the provision
of education across all population groups (c/f NEPI:

Governance and Administration, 1992).
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Previous government have adopted the view that the care of
infants and young children is mainly the responsibility of
families, communities and the private sector, i.e. it is not
a priority for the state. There has, therefore, been no
national policy for early childhood education and no state
department with the overall responsibility for national
educare needs. Instead, funding has been fragmented across
the apartheid education, health and welfare departments and
local government structures, without planning, uniformity or

coordination (ANC EducatioﬂvDepartment, 1994:91-92).

Only 9% of all South African children in the 0-6 age cohort,
have access to public or private educare. Within this low
level of provision, severe disparities, relating to age,
race, class, location and special needs, exist (ibid. 92).
This disparate provision reflects fundamental differences in
the ways of educating and caring for young children, all of
which have major cost implications. Programmes of
different duration ranging along a continuum from 2 to 12
hours a day exist, with the most common form of provision
being community-based and mainly privatized i.e. run on a
commercial, profit-making basis (NEPI:Early Childhood

Educare, 1992:11).

It is clearly apparent that early childhood education,
particularly the provision of educare, in certain sectors,
has been neglected and the realities of apartheid have had
a marked Impact on the education and care of the young

child. Van den Berg and Vergnani (in NEPI:Farly Childhood
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Educare, 1992:11) describe the former state’s role as

follows: -

" The South African state has not given

tangible recognition to the importance of the
early vyears of 1life, has not displayed a
comprehensive understanding of an 1ntegrated
approach to the problem, and it has yet revealed
little evidence of a willingness to move towards
the prioritization of services on the basis of
need. Rather, state provision for pre-school
education and care 1in South African can be
characterised as what state provision there 1is,
occurs inversely to need. State provision can
further be characterised as segregated,
fragmented, uncoordinated, and as lacking in both
a comprehensive vision and a commitment to
democratic involvement."

The schooling system in the twentieth century South Africa
has not only been segregated, but schools have varied
greatly in terms of quality due to an unequal funding system
based on race. In 1976, for every R640 spent on a white
child, only R42 was spent on an African child (Morrell in

Mentor 76 (2), 1994:23).

In order to understand the situation more fully, a back-
ground of the apartheid area and a brief history of pre-
school state provision will be outlined. The main focus of
this section, will be to examine and compare pre-school
education under the previous ‘own affairs’ and ‘general
affairs’ constitutional framework, with particular reference
to the pre-school/reception class year. It should be noted
that, 1in accordance with the new (1993) Constitution,
present structures have been retained and will continue to

operate until full transition to a new dispensation has
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taken place. Teacher-training provision, which will form
the main focus of the third section, will be briefly alluded

to. A few selected terms are clarified below.

Pre-Primary Education

Pre-Primary Education usually refers to institution-based
programmes for children from 3 years of age to school entry.
Programmes have a strong educational slant and are presented
by trained and qualified teachers. Most pre-primary schools
are registered with education departments (Natal Working

Group, 1994:1).

Early Childhood Development (ECD)

While the term ‘educare’ is commonly used int South Africa to
refer to programming for young children, there is a shift to
use the phrase ‘early childhood development’ (ECD). Whilst
it still conveys the importance of a holistic apprcach to
child development, it is consistent with the international
definition of the importance of support for young children.
In addition, the importance of understanding the needs of
children from birth to age 9, 1is consistent with an
understanding of children’s stages of development within

this age cohort (CEPD/World Bank, 1994:3).

The early childhood stage of development may be defined as
extending from before birth until the end of the junior
pfimary phase of education i1.e. standard one (when the child
1s approximately 9 vyears of age (NEPI:Early Childhood

Educare, 1992:7; South African Association for Early
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Childhood Educare, 1994:4).

Early Childhood Educare (ECE)

In South Africa, the term ‘educare’ is used to refer to all
programmes providing for the care and education of young
children from birth until formal school entry, i.e. the 0-6
age cohort. Educare programmes may or may not have a
significant education emphasis and are either home or
institution-based. Children may or may not be under the
supervision of trained ;nd/or qualified staff. The
importance of combining health, nutrition and educational
services for young children in poor communities, is seen as
essential, particularly for the mental development of the
young child which can be adversely affect by
undernourishment (NEPI: Early Childhood Educare, 1992:7).

Increasingly, ECE programmes are including children in the
lower grades in primary school, thereby extending the ECE
age cohort to 0-9 years. Pre-school programmes are seen as

part of ECE (ANC Education Department, 1994:91).

Early Childhood Educators

Early childhood educators include, but are not limited to:

* pre-primary and Jjunior primary teachers;
educare teachers, assistants or workers;
playgroup assistants or leaders and baby
caregivers;

* home educare mothers, childminders or day
mothers and nannies;

* parent educators and home visitors;
* pre-primary school principals, educare

centre supervisors, early learning centre
directors and programme coordinators;
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* community pre-school motivators,

fieldworkers, community educare developers,
advisory staff and inspectors;

* teacher educators, college or university

lecturers and non-formal trainers and

facilitators and specialist curriculum

developers, researchers and consultants
(SAEECE,1994:4)

Reception Classes

Reception classes are classes that cater for children who
turn 5 years of age (on or before, 30 June) and are attached
to primary or pre—primary schools registered with the
education department. These c¢lasses are taught by
qualified/trained teachers who use developmentally-
appropriate methodology. Curriculum content includes

‘school readiness’ concepts (Natal Working Group, 1994:1).

Foundation/Initial Phase of Education

The junior primary phase is recognized as a single phase of

learning. It is envisaged that this phase consists of the
first 4 vyears of schooling, 1.e. from the reception
year/grade 0 to the end of standard 1. It has been

recommended that this phase be called the ‘foundation phase”’
of education (KwaZulu-Natal interdepartmental Working

Group:Junior Primary Education, 1994: 6-7).

The Education System

The education system is an Instrument created by a community

to provide education for its members, in a planned, systema-
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tic and purposeful way. It represents an interwovenness of
different social structures such as state, family, school,
Church, political party, trade union etc. When these
structures function in unison to make education possible, a
system is created in which each element fulfils a certain
predetermined role in public education. Central to this
cohesion of social structures, 1is the educationally
qualified institution, namely the school (the term ‘school”
includes colleges, universities etc.). The education systenm
includes the entire spectrum~of educational activities which
are carried out on both the formal (school) and non-formal
(planned to interact with, and supplement the provision of,
formal education) level, in order to realise the aspirations
of the community (HRSC, 1981:91-93; Van Schalkwyk, 1988:6;

Vos & Brits, 1990: 34-35).

The State

The state, i.e. the government, is the controlling body in
the education system and Jjuridically harmonises and
integrates the interests of the different societal
structures, including the education system, by legislation.
It has particular responsibilities and interests with

respect to education. A state may be defined as:-

" ... an institutional community of government and
subject, organized in terms of public law, which
has the monopoly to rule by the exercise of
power."

(Van Schalkwyk, 1988: 144)
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In South Africa, the new democratic government, elected by
the people, under the new (1993) Constitution, which
guarantees "equality and non-discrimination, cultural
freedom and diversity, the right to basic education for all
and equal access to educational institutions” propose a
restructuring of education and training in the country

(Republic of South Africa, 1994:4).

The Apartheid System

According to Vos and Brits (1990:52), the policy of
apartheid stems from a philosophy of life (ideology) which
emphasizes the particular (differences) and neglects the
general (common). Under the apartheid system, people in
South Africa were divided into 4 racial groups, namely
Blacks, Coloureds, Indians and Whites. Blacks refer to the
indigenous Black South African population, Coloureds refer
to people from mixed racial groups, Indians refer to
descendants of Asians, whilst Whites refer those people of
Afrikaner or British descent (CEPD/World Bank, 1994:1;Vos &

Brits, 1992:49).

EDUCATION AND THE APARTHEID ERA

It is recognised that, as education and politics cannot be
separated, it is necessary to have some understanding of the

political dispensation operative in the apartheid era.

The heterogeneous population of the former Republic of South
Africa (RSA) was separated and segregated on ethnic,

cultural and language grounds, according to the country’s
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1948 Constitution (Vos & Brits, 1992:52). Separate
development of the different population groups formed a
cornerstone of national education policy, with each
population group being served by its own subsystem of
education with 1little, or no, co-ordination and co-

operation.

The education policy for each of these subsystems was
embodied in an Act or Acts, which formed the legal basis of
the subsystem concerned. The National Policy for General
Education Affairs Act 1984 (Act 76 of 1984) concerned itself
with general policy with regard to formal, non-formal and
informal education for all people in the RSA. The RSA
Constitution Act 1983 (Act 110 of 1983), made provision for
‘own affairs’ education, namely Whites, 1Indians and
Coloureds, whilst Black education, outside the national
states, was considered to be a ‘general affair’, controlled
by the ex-Department of Education and Training (DET)

(ibid. 62-63).

Ex-State Departments of Education

The creation of Departments of Education were managerial and
administrative in nature. These infrastructures assisted
the state in its educational task. Departments were
concerned with the determining of educational policy, with
regard to ‘own affair education’ within the framework of

general education policy and provision.

The 4 state departments, who were responsible for the
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provision of education to the 4 cultural groups in South

Africa, were as follows:-

* the Department of Education and Culture,
Administration: House of Assembly (HoA) (White
education);

* the Department of Education and Culture,
Administration, House of Delegates (HoD)

(Indian education);

* the Department of Education and Culture,
Administration, House of Representatives (HoR)
(Coloured education);

* the Department of Education and Training (DET)
(Black education).

In addition, 4 provincial education departments for the
provision of White education, also existed to facilitate the
management, administration and execution of education, in
accordance with regional needs, namely the Cape Education
Department (CED), the Natal Education Department (NED), the
Orange Free State Education Department (OFSED) and the
Transvaal Education Department (TED). Furthermore, a
Department of National Education (DNE) was established to
undertake a particular managerial task, namely national
policy-making within the political framework of the
‘general’ and ‘own’ education affairs. This body was
instituted to ensure that more objective, equal education
opportunities and standards of education became more viable,
without restricting the independence of the various
subsystems {Van Schalkwyk, 1988:68;76;90) (A1l
aforementioned departments are now referred to as ‘ex’

departments of education, until the new structures, under a
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unitary system of education, come into full effect).

BACKGROUND TO PRE-SCHOOL PROVISION AND THE ROLE OF THE

STATE

The provision and care of education of young children,
outside the home, was initially initiated by the community,
parents and welfare organizations and included some
municipal involvement. By 1940, per capita subsidies were
available from the Union Department of Social Welfare for
full-day care centres and were introduced by the provincial
education departments for approved nursery schools (with the
exception of the OFSED who paid the salaries of teachers and
an equipment subsidy). Standards were laid down by the
Nursery School Association of South Africa {now known as the
South African Congress for Early Childhood Development)

(NEPT:Early Childhood Educare, 1992:12).

In 1940, the Committee of Heads of Education Departments
(CHED) gave recognition to nursery schools as being "adjunct
to the national system of education.” Nursery schools were
acknowledged as being primarily educational in nature and
were seen to supplement the homé, whilst creches were
differentiated on the grounds of being primarily custodial

in nature. The CHED defined nursery schools as follows:-

"Unlike the creche, the nursery school supplements
the home and is not a substitute for the home.
Where the role of the creche is custodial, that of
the nursery school is primarily educational.”
(Webber in Short, 1992b:6)
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All race groups, except Blacks, were eligible for nursery
school subsidies, whilst welfare subsidies were available to
all. These subsidies, which were initially calculated to
cover half of the running costs of the programme, remained
limited and resulted in centres having to rely on school
fees to keep in line with rising costs. Nursery schools
staffed by trained teachers, became the privileged ‘middle-
class’” 1institutions, whilst creches, who catered for the
working class parent, could only afford to provide custodial

care (NEPI:Early Childhood ﬁducare 1992:12).

The term ‘middle class’ refers to a 1life-style which
requires a certain standard of education such that it allows
a person to earn sufficient income to be gble to attain a
certain standard of housing, nourishment etc. This in
contrast to the term ‘working-class’, where the standards of
facilities are scaled down to correspond with income and
with the level of formal schooling of the breadwinner (Van

der Ross in Van den Berg and Vergnani, 1987:18).

The state took no responsibility for setting up early

childhood services or teacher-training centres, although it
was prepared to subsidise facilities set-up by others. By
1940, non-governmental organizations (NGOs) had established
teacher-training courses for prospective teachers at 4
institutions, one of which included Ekutuleni, run by the
Anglican Mission, for Africans (including Coloureds), in
Sophiatown. These organizations were recognized and

subsidised by provincial education departments. Courses for
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Whites, which required a standard ten entrance certificate,
commenced at 3 institutions and ‘included a 3-year
certificate and a 1 year post-graduate diploma. By 1947,
courses for Africans were extended to Durban (Enkuliso in
Lamontville) and Pietermaritzburg (Edenvale). These courses
required a standard 8 entrance certificate, and resulted in
a 3-year teachers’ certificate (Cape) and a 2-year teachers’
certificate (Natal) (NEPI:Early Childhood Educare, 1992:13;

Short, 1992b:6).

Apartheid Policy
A policy of apartheid, instituted by the National Party in
1948, constituted to a large extent, to the formalization
and continuation of existing practice. “This feature of
National Party rule has, inevitably, had a marked impact on
the lives of young children (Van den Bera and Vergnani

4

1987:1; Vos and Brits, 1990:52).

From 1948 until 1969, the Nationalist Government, who was
not in favour of any form of provision for young children,
discouraged further development and accepted limited
responsibility for providing provision for ‘poor white-

children.

Differential per capita education subsidies, based on
parental income, were allocated and income limits for
welfare subsidies were introduced. 1In addition, the welfare
policy for Black children ceased, although local authorities

continued to support a few centres (NEPI:Early Childhood
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Educare, 1992:13).

Consequently, by the end of 1958, teacher-training centres
for prospective African teachers were terminated, as part of
the new policy to eliminate the mission schools. The
eighteen-month Athlone course for ‘nursery assistants’,
started by Barkly House, in the Cape, closed in 1957, as
there were too few students to justify expenses in running
a course of that nature. The same course was reintroduced
for African ‘nursery assisténts’, at the Athlone Training
Centre, 1in 1962, whilst a similar one-year course for
African ‘pre-school assistants’ was set up in Soweto, in
1969. Teacher-training on a small scale, continued for
Whites only, at Barkly House in the Cape, a few Johannesburg
Colleges and at a Pretoria University. (ibid. 1992:13;
Short, 1992:6). Specialist pre-primary teacher-training
courses never existed for Indian teachers. A standard 8
plus a 2-year ‘assistants’ course which commenced at the ML
Sultan Technical College, in Durban, in 1977, has since been

phased out (Short, 1992b:6-7).

White Education

In 1969 (following the National Education Policy Act of
1967), the provincial education departments for Whites, were
legally empowered to take over nursery school (pre-primary)
education and set-up teacher training courses. The previous
National Education Policy Amendment Act No. 92 of 1974, for
Whites, gave recognition to pre-primary education in its

definition of a school as:
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" ... as any educational institution, or that part
of an Institution, at which .education, including
pre-primary education, is provided .... which is
maintained, managed and controlled or subsidised

by the Department or a Provincial Administration.”
(Atmore, 1991:1)

The involvement of the provincial education departments in
pre-primary education resulted in considerable expansion
during the 1970s. Policy differed between the provinces and
it was only in the Transvaal, that pre-primary schools were
fully set-up and financed by the TED (Short, 1992b:6).

Generally, policies included the payment of salaries of
qualified teaching staff or better subsidies to nursery
schools which elected to remain private and the
establishment of pre-primary (reception) classes at primary

-~

schools.

Teacher-tralning i.e. fourtli year specialization courses,
were introduced at many colleges, whilst UNISA introduced a
3-year, as well as a post-graduate diploma course, on a
correspondence basis in 1974. By the early 1980s training
for White prospective teachers was available at 11 colleges

and 3 universities (Reilly and Hofmeyr in Short, 1992b:6-7).

In the mid-1980s pre-primary education went ‘on hold’ and
training-courses began to be phased out. 2 specialist pre-
primary colleges were repeatedly threatened with closure
and, finally, the Nursery School College in Johannesburg,
was closed in 1985 (ibid.7). The ‘official’ reason for this

course of action was the exclusion of pre-primary education
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from the new funding formula for calculating provincial
education department budgets, with therintroduction of the
new tricameral ‘own affairs’ dispensation, in 1983
(NEPI:Early Childhood Educare, 1992:13-14). As a result,
specialist pre-primary training courses were phased out and
instead, have been included as a minor component in the

lower primary courses (ibid.30).

Provincial education departments were not compelled to begin
pre-primary schools and, aléhough, general policy criteria
were adopted by the regions, 4 different types of provision
may be still be distinguished, namely government pre-primary
schools, departmentally-controlled pre-primary schools,
private-subsidised pre-primary schools and private pre-
primary schools. Funding and registration of these schools
have been at the discretion of the ex-education departments
concerned and have varied according to the type of provision
provided. Funding which ranges on a continuum has included
the payment of salaries of all teachers who hold approved
posts, the payment of salary subsidies for 1 or 2 teaching
posts and the payment of a grant-in-aid. Schools eligible
for registration have included those schools established and
maintained by the provinces themselves, registered welfare
organizations, local authorities and bodies recognised by
the ex-education departments. Schools which operate for
gain, such as private pre-primary schools, have received no
funding. Schools who continue to receive either full or
partial salary subsidies conduct programmes which have been

approved by the ex-education department concerned (Atmore,
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1991:5-6).

Coloured Education

The former Coloureds Persons Educare Amendment Act No. 85 of

1983, defines a pre-primary school as:-

" a school for the education of Coloured

Persons above the age of 3 years who have not
yet attained the age at which regular attend-
ance at an ordinary school is compulsory and
includes a class which is attached to an
ordinary school in which Coloured persons
receive education-in the year preceding the
year in which reqgular attendance by them at an
ordinary school is compulsory.” (ibid.1)

The Amendment Act made provision for the payment of grants-

in-aid and loans to pre-primary schools (ibid.1l).

The ex-Administration HoR: Department of Education and
Culture (DEC), did not establish pre-primary schools.
Policy included the establishment of pre-primary classes in
primary schools. Funding was made through the paying of
salaries of approved teaching posts, or via a grant-in-aid
in some cases. Centres who gualified for a grant-in-aid,
were subject to Departmental inspection and building and
educational programme criteria. No funding, as such has been
nade available for pre-primary buildings or other rented

premises.

Initially, a standard 8 plus a 2-year teacher-training
course was established at the Athlone Training Centre, in

1972. The course was later converted to a standard 10 plus
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a 3-year teacher-training course in the early 1990's. To
date, this has been the only course provided, at a college,
which has been approved and accredited by the ex-Department

(ibid.6-7).

Indian Education

The former Indian Education Amendment Act of 1979 defined a
pre-primary school as:
" _.. a school for the education of Indians
above the age of two who have not yet attained the

age at which they may be admitted to an ordinary
school.” (ibid.2)

The Act made provision for the establishment, creation and
maintenance of pre-primary schools, from school funds and
for the award of subsidies or grants-in-aid and loans, to
governing bodies of schools, subject to conditions as

determined by the Minister (ibid.2).

Pre-school education for Indian children has been under the
control of the ex-Administration: HoD:DEC. The ex-
Department has not made provision for pre-primary schools
and has relied on the establishment of services organized by

private initiatives and welfare organisations.

2 categories of schools have existed, namely private and
grant-aided, both of which have been required to register
with the ex-Department. School readiness has been
encouraged by allowing the use of school premises for pre-

school education. Schools registered and established by
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welfare and religious organizations have received a grants-

in-aid subject to certain conditions (ibid.7).

Black Education

The previous Education and Training Amendment Act No. 74 of
1984, included in its definition of education, education
provided in a pre-primary school. A pre-primary school is
defined as:
" ... as a school -for the education of children
of the age of 3 years and above, but below the age

at which they are admitted to any school other
than a pre-primary school"”. (ibid.2)

Section 5 of the amended Act allowed for the establishment,
erection and maintenance of pre-primary ~schools. Such
schools had to be registered and were subject to conditions
and regulations determined by the Minister. Provision was
also made for the payment of grants-in-aid or subsidies and
loans to schools, subject to conditions set by the Minister

(ibid.2).

In 1978, teacher-training courses were set up by the ex-DET
at the Soweto College, in the Transvaal and the St. Francis
Adult Education Centre at Langa, in Cape Town. Training
commenced with a standard 8 entry and a 2-year training
course. These were later converted to a standard 10 plus

3 year training course, in the early 1980s (Short, 1992b:7).

In terms of the previous DET Act No. 90 of 1979, any person

or organization who wished to provide pre-school education
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to Black children, except at a State school, needed to apply
for registration with the Department,.according to certain
stringent conditions. Although bridging classes existed at
certain primary schools, the ex-Department did not provide
any pre-primary schools as such. An education subsidy was
payable to those pre-primary schools whose buildings did not
belong to, or were not maintained by, the ex-Department of
Education. Furthermore, the subsidy was which was subject
to the approval of the ex-Department, was payable quarterly
and was determined by the actual number of pupils enrolled,
who attend school daily. Directives stipulated what portion
of the subsidy was payable to educational apparatus, teacher
salaries and consummables i.e. paint, paper, etc.

An amendment to this policy, in 1988, resulted in subsidies
for institutions not presently registered, being withheld,
until such time as greater clarity regarding the financing
of pre-primary education, was obtained (Atmore, 1991:7-9).
By the end of 1990, with the exception of the Sallie Davies
College (formerly Athlone) and 2 colleges in Bophuthatswana,
all teacher-training courses had been phased out (Short,

1992b:7).

A COMPARATIVE ANALYSIS OF CURRENT PROVISION
General

The Oxford Dictionary defines "disadvantaged” as:

" placed in unfavourable conditions, especially of
person lacking normal social opportunities.™"
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In 1991, an estimated 33% of White children in the under-
sevens age-group had some form of pre-school provision in
comparison with approximately 7% of Black children in the
same age category. Research reveals a greater proportion of
white and Indian children aged 3 to 6 years as having
attended pre-primary schools and reception classes (grade 0)
attached to primary schools, which receive some form of
state subsidization, than is the case for Coloured and Black

children (NEPI:Early Childhood Educare, 1992:15-16).

Table 2.1 shows the number of children in pre-primary
(reception) classes attached to primary schools and pre-
primary schools which have been subsidized by ex-education
departments, as well as the pupil/teacher. ratio (special

education figures have been omitted).



38.

Table 2.1 : The Number of Children in Reception Classes
attached to Primary Schools and in Pre-Primary Schools

subsidized by ex—-Education Departments.

hE;—Dept. Classes Centres Total % P/T
3-6 Fat—
yrs. | 1o

HoA 4 752 43 609 49 409 20 n/a
HoD 12 668 2 567 15 239 24 n/a
HOR 7 350 17 909 25 519 11 21
* Other 4 786 102 573 108 062 4 32
(African)

DET 64 16 606 16 670 2 24
Gazankulu - 3 861 3 861 5 23
KaNgwane - 292 292 0.5 1] 41
KwaNde- - 679 679 1.3 | 49
bele -

KwaZulu - 2 095 2 095 0.4 | 41
Lebowa 50 35 565 35 715 14 59
QwagQwa 4 672 382 i 5 054 12 24
Bophutha- - 32 349 32 349 13 22
tswana
kCiskei - 2 622 2 622 3 35 ]
Transkei - 6 372 6 372 2 47
Venda - 1 750 1 750 3 35

* Represents the total of figures below, 1.e. DET etc.
(Lategan in NEPT:Early Childhood Educare, 1992:18)

Although somewhat limited and considerably varied, all 19
ex-education departments reflect some degree of responsi-
bility for "pre-primary education", within their own policy
perspective. Some ex-education departments within the

ex-HoA have reviewed their commitment to the phase and have

reduced their involvement considerably (ibid.22).
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Among the 11 ex-Departments responsible for African
children, only 2, namely Bophuthatswana and Lebowa, have
provided support for substantial numbers of pre-school
children since the mid-1980s. KwaZulu withdrew support from
pre-primary schools in 1992. The ex-education departments
of QwaQwa and the HoD have focused support on pre-primary
classes for 5 year olds. This represents 10% of the total

number of children in this age group (ibid.18).

Pre-Primary/Reception Classes attached to Primary Schools

This form of provision seems to be the favoured option since
the De Lange Report in 1981, which introduced the idea of a
bridging year to ‘bridge the gap’ between the pre-school
year and formal schooling. Classes of this hature have been
established by the ex-Departments of Education namely the
Cape, Transvaal, HoR, HoD and Qwa-Qwa Departments. The ex-
DET also commenced classes of this nature (108 in 1988), but

by 1990, only 1 class was left (ibid.22).

The ex-HoD have permitted the use of its Sub A (class one)
classrooms to be used after normal school hours for a 2—houf
school readiness session per day. Teachers are often not
formally trained and the ex-department has provided a small
‘wage subsidy”’. As a result of this type of provision,
approximately 66% of Indian 5 year-olds have attended some

form of pre-primary schooling (ibid. 22-23).

The ex-NED introduced the reception classes, on an

experimental basis, at existing primary schools, in 1983



40.
(Natal Education Department, 1983:2). Experienced,
qualified teaching staff were employed or seconded to these
reception classes. Due to the deteriorated economy towards
the end of the 1980’s, pre-primary teachers were made
redundant and reception classes were ‘frozen’. The
establishment of further classes then became the concern of
school management councils and teachers were, and still

continue to be, employed privately.

The Bridging Period Programme (BPP)

The ex-DET opted in favour of this type of pre-primary
provision, which explained, but did not justify, the phasing
out of pre-primary teacher-training. The BPP was initiated
as an attempt to find an affordable alternative to a full-
scale pre-school programme, in response to the lack of

school readiness amongst school entrants in the ex-DET.

In 1988, legislation lowering the minimum age for school
entry to 5.5 years, was approved. A pilot project was
launched in the same year and by 1990 the programme had been
introduced into all 1 340 primary schools, with 3 or more
grade 1 classes. The main features of the programme include
grade 1 entrants taking part in a 3-week orientation
programme, during which time, they are tested for school
readiness. On the basis of this testing, they are divided

into 3 groups, as follows:-

* a school-ready group;

* a group that will be geared for readiness in
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10-12 weeks;

* a group that will require a longer period of
training.

Where the size of the school warrants it, the 3 groups are
accommodated in separate classes or, alternatively, the 3
groups are taught within the same classroom. Whilst the
first group commences with formal grade 1 work, the second
group proceeds with a school readiness programme for a
certain time period, whilst the third group engage in an
extended enriched school readiness programme and are further
subdivided according to reading, writing and mathematical
ability. It is this extended programme which is referred to
as the ‘bridging class’ and which provides for a second year
at the first grade level, for children who would otherwise

have failed grade one under the old system.

The programme has not been without its problems, the main
one being the inadequacy of teacher-training (this will be
discussed in the next section). A complete evaluation of
the programme will only be feasible once a thorough
longitudinal study is undertaken to assess the long-term
affects of this approach to mediating the lower boundary of

primary schooling (Taylor, 1992:1-8).

The Bophuthatswana Pre-Primary Programme

Alongside the Bophuthatswana Primary Educational Upgrading
Programme (PEUP) initiative to upgrade the quality of

primary schooling, in order to reduce inefficiency and waste
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in the system, there arose a departmental commitment to
support an early intervention programﬁe for 3-6 year-olds
and to incorporate early childhood education as part of the
education system. Thus, in many primary schools, a pre-
primary component was incorporated in conjunction with the

PEUP.

Unlike the BPP, the Bophuthatswana model is state-supported
rather than state-controlled. It has involved various
individuals, private institutions and the government, with
an effective private/government partnership serving as an
important element. Whilst government infrastructure has
provided support for the programme, NGOs have provided the

curriculum and training expertise.

Generally, the model has been regarded as successful,
although it is acknowledged that there is a need for formal
evaluation of the programme. Its success is seen to rest on
the assumption that it has spread the government load,
involves parents, provides an improved pre-primary
pupil/teacher ratio and has a high guality programme which

focuses on life skills.

Unlike other ex-department models, this pre-primary model
does not focus on school readiness as 1ts main aim.

Rather, the aim of the programme is to ensure that all 3-6
year-olds acquire adequate 1life and social skills which will
equip children for responsible adulthood and community

leadership roles (CEPD/World Bank, 1994:27-29).



43.
State-Aided Pre-Primary Schools

The provincially-controlled/salaries option

A common department initiative has been to support community
projects in the establishment of pre-primary schools for 3
to 6 year-olds, once certain criteria have been met. Once
again, various options have existed between the ex-
departments as to how support would be maintained and
certain departments have played a more proactive role than
others. 2 forms of state-aid have existed, namely the white
‘provincially-~controlled’ or ‘salaries’ option, which has
been favoured by the ex-Cape, Orange Free State and Natal
Education Departments (NEPI:Early Childhood Educare,

1992:23).

The ex-CED announced that it would only pay the salaries of
5 year-old teachers. This option had already existed in
the ex-HoR and had been the only form of support adopted by
all former homeland departments. In 1990, the ex-KZED
withdrew this form of support, and the introduction of a new
funding formula for White education resulted in a reduction

of teaching posts across the educational spectrum.

By 1992, ex-NED provincially-controlled pre-primary schools
had lost two-thirds of government-paid posts, whilst
government pre-primary schools were able to retain an
additional teaching post. In order to retain qualified
staff in the phase, parent management councils were
compelled to privately-employ and pay teachers. Only the ex-

TED has continued to take full vresponsibility for
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establishing and financing a significant number of free-
standing pre-primary schools for childfen aged 3 to 6 years.
These schools have been given the same options for future

governance as ordinary primary schools (ibid.23).

The per capita subsidy option

The second option offered by the former provincial education
Departments to private pre-primary schools (except for White
schools who operate for gain) is the ‘per capita education
subsidy’ and grants for buildings and equipment. The ex-
Departments of Education, namely the HoR, HoD and DET,
provided per capita subsidies for approved pre-primary
schools. These, however, have been very low i.e. R144, R144
and R100, per annum, respectively. In the ex-DET, new
subsidies ceased to be granted and the number of children
benefitting from them decreased, in 1989, from 19 546 to 15

938 (ibid.24).

In general, it would appear that the ex-education
departments have made legal provision for the registration
of pre-primary schools, provided that certain standards have
been met. Strict guality control has not been enforced in
black communities where very few private and unsubsidized

schools have been registered (ibid.24).

Educare Centres

Clearly, it is apparent that, pre-school children in South
Africa have not had equal access to early childhood

programmes. Government expenditure has favoured early



45.
childhood provision for the white sector, mainly in high
cost, high guality pre-schools (CEPD/World Bank, 1994pb:1).
Short aptly summarises the history of government support as
follows: -

“"The pattern set 1in the 1940’s for teacher-
training and per capita subsidies from social
welfare for full-day centres (all race groups) and
from Education for nursery schools (not available
for African children until the 1980s) has remained
the predominant pattern of state preschool
provision. The government has never been prepared
to actively encourage and support financially, the
growth of early c¢hildhood services. After the
initial positive growth of early childhood
education in the 1940s, 1its history has been

characterised by cycles of retrenchment and
growth."” (Short in CEPD/World Bank, 1994:12-13).

Historically, the government and the early childhood
community have operated parallel to one angther. Over the
past 2 decades, the early childhood sector has grown
dramatically. It has a history of targeting disadvantaged
communities and in particular, isolated and marginalised
women and children. The vast majority of early childhood
programmes are grassroots initiatives which have originated
from communities. Whilst the previous government may not
have been proactive 1in supporting ECD, models of early
childhood provision have been déveloped by NGOs. In
addition, these organizations have developed extensive
training systems that equip staff with appropriate skills
and knowledge to work with young children and their families
and which enable communities to take ownership of ECD
programmes and sustailn them over time (CEPD/World Bank,

1994: Executive Summary).
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As already noted, ‘educare’ is an all-embracing term used to
describe the care and education of children from birth to
school-going age and which may or may not have a significant

education emphasis.

Table 2.2 reveals the numbers and percentages of children
between the ages of 0-6 years, who attended educare centres
subsidized by ex—-education departments, and other

facilities, in 1991.

Table 2.2: The Number and Percentages of Children between
the age of 0-6 years who attended educare centres subsidized

by ex-Education Departments and other Facilities (1991)

Race Group | Subsidised | Other Total %

by ex-

Department

of Educat.
African 108 062 226 688 334 750 6
Coloured 25 519 28 481 54 000 11
Indian 15 239 1 761 17 000 13
White 49 409 110 519 160 000 33
Total 198 229 367 521 565 750 9

(Lategan, 1992 and Biersteker, 1992 in NEPI:Early
Childhood Educare, 1992:16).

A total of 9% of children who attend educare services are
in the 3 to 6 year age-group, although some full-day
services 1in Coloured and African communities enrol children
from the age of two. There are approximately 14% of the 3
to 6 year age group and 2% of the under-3’s who have some

form of access to educare services.
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The distribution of children attending educare services in
the metropolitan areas compared with those attending in the
rural areas reveals that access rates are lowest in the most
heavily populated rural areas of the Transkei, Natal/KwaZulu
and the Northern Transvaal (less than 4% of children aged
below seven). The most neglected group are those children

living on farms with less than 2% being provided for.

Furthermore, Table 2.2 reveals that the majority of children

i.e. 65% receive no state support from education
departments. Although some centres receive a welfare

subsidy, this covers no more than 45% of costs and usually
ranges from 15-20%. Communities have, therefore, played a
major role in initiating and financing prerschool services

of some kind (ibid.16-17).

Since 1991, the percentages of children in ECD provision has
shifted slightly. In 1993, an estimated 30% of white
children in the under 7 age group had access to some form of
pre-school provision compared with 10.7% of Black children

(including Coloureds and Indians), in the same age group.

As a result of a study conducted by the National Education
Forum (NETF), 1994 statistics indicate that approximately
575 476 children of pre-school age are being served in

10 786 programmes of variable quality. These programmes,
together with the private, unregistered and increased non-
formal educare efforts, provide early childhood services to

approximately 11% of the total of under-6 population
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For a large majority of children, this implies that the
introduction to formal learning is an ébrupt one, which can
result in frustration, poor learning, school failure,
repetition and dropout (Biersteker in CEPD/World Bank,

1994:8).

Pupil/Teacher Ratios

With reference to Table 2.1, pre-primary schools controlled
by the ex-White provincial education departments have a
staffing ratio ranging from i:13 to 1:23, whilst pre-primary
schools registered with the 11 ex-departments responsible
for African/Black education, have pupil/teacher ratios
ranging from 1:22 in Bophuthatswana in 1990, to 1:59 in
Lebowa in 1991. The overall pupil/teacher-ratio for the 1

108 African schools serving 102 573 children is 1:32.

By comparison, as shown in Table 2.2, educare services for
black children, across the regions depict adult/pupil ratios
ranging from 1:19 in the Western Cape to 1:39.5 in rural
Transvaal, which gives an adult/pupil average of 1:27.
Although the table would seem to indicate a more favourable
adult/child ratio, in unregistered community-based centres
compared with those serving centres registered with ex-
education departments, account must be taken of factors such
as the full day care centres and educare centres for
coloured and indian children and farm schools who may have
better 1i.e. smaller, adult/pupil ratios (NEPI:Early

Childhood Educare 1992: 20-21).



49.
State expenditure
In addition to the variation of previous state provision for
ECD, it follows that wide variation in the amount of money
spent on children in pre-primary settings is also evident.
Taple 2.3 indicates previous government expenditure on ECD,
according to race group.

Table 2.3: Previous Government Expenditure on ECD, according
to Race Group

Race Group - Amount/child
(rands)
White 1 684
Indian 118
Coloured 752
African:ex- 38
DET -
Former 538
Homelands

(Lategan in CEPD/World Bank, 1994:8)

The range of expenditure for white children is R3 107 to
R1 146 per child compared to R38 per african child.
Government sources of funds have been mainly the ex-
departments of education, health services and welfare. The
total expenditure by the government on pre-primary education
in 1990 was R130 million, or .8% of total education
spending, 69% of which was spent on white pre-primary
education (Donaldson and Biersteker in CEPD/World Bank,
1994:9). State contribution has been in the form of
subsidies for children in the 3-6 age cohort, welfare
subsidies for children needing full-day services and the

funding of pre-primary training courses.
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In 1991, in response to initiatives from the early childhood
community, the government channelled R70 million for ECD
through the Independent Development Trust (IDT). 85% of
this allocation was directly targeted at children described

as the ‘poorest of the poor’ (ibid. 9).

Private funders

Government has not been the only funder of ECD programmes.
The private sector, foundations and international donor
agencies have also been suﬁportive of ECD projects. In
african communities, parents pay approximately 80% of the
ongoing operational expenses of community-based services

(ibid.9).

FUTURE PROVISION: THE EDUCATION RENEWAL STRATEGY (ERS)

In May 1990, the former Minister of National Education
announced the development of an Education Renewal Strategy
(ERS) for education in South Africa. The strategy was
carried out under the auspices of the CHED, with the
intention of seeking short and medium-term managerial
solutions for the future provision of education in the RSA.
It represented policy standpoints regarding the most
pressing problems and issues confronting education in the

RSA (DNE, 1992:Foreword).

In the financial analysis of the report, the ERS considers
different models of state-funded, compulsory and general
education scenarios. Included as one scenario 1is a

compulsory pre-school year (grade 0) which assumes a
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learner:educator ratioc of 35:1 in the primary phase,
followed by 7 years of compulsory education, after which

further education is subsidised on a sliding scale.

Whilst.it acknowledges the value of pre-primary education,
particularly for children from disadvantaged backgrounds who
are frequently not ready for school on reaching school-going
age (ibid.64), it refutes the model as "wishful thinking" on
the grounds of future economic realities. The model is
further discounted as being.educationally unviable in terms
of the high learner:educator ratio for children in this age
cohort. According to the report, a more favourable ratio
merely make the scenario even more unaffordable (ibid. 124-

127).

At the time, the ERS envisaged that pre-school education
will be provided within the private sector and by community
initiatives. Distance education directed towards parents
and pre-schoolers was also envisaged (ERS:Questions &

Answers, 1992: 10).

NATIONAL EDUCATION POLICY INVESTIGATION (NEPY)
PROVISION OPTIONS

This section has attempted to analyse both past and present
provision of pre-school education in the South Africa. The
Research Group Report entitled "Early cChildhood Care and
Education" , the various Working Papers and the more recent

South African Study on Early Childhood Development, have

been consulted for this purpose.
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Four potentially effective programmes/strategies are
identified by the NEPI Research Group‘as being viable and
economic options for implementation within the primary
school system. 2 of these strategies relate to preparation
for formal instruction and two relate to the upgrading of
the junior primary school as a whole (NEPI:Early Childhood

Educare, 1992:66).

The essential difference between the two school preparation
programmes is that one is deéigned for implementation within
the first year of school, commencing with the child who is
5 and a half years old, who 1is not ready for formal
schooling, while the other is a preparatory year for 5 year-

olds (Atmore, Biersteker & Short, 1992:1)..

PREPARATION FOR FORMAL SCHOOLING

The Bridging Period Programme (BPP) Option

The first is based on the "Bridging Period Programme" (BPP)
(discussed earlier) and is seen as a short-term, ‘stop-gap’
and low cost strategy to enable schools to become more
responsive to the needs of children. It was implemented by
the ex-DET to serve approximately 30% of children who fail
and repeat sub-standard A (S5S5A). Its value has been in
preparing teachers for children so that they are better able
to cope with children not yet ready for formal instruction,
provided that the curriculum 1is thoroughly reviewed in
favour of a more <child-centred approcach based on
‘progressive’ early literacy and numeracy teaching methods,

rather than inappropriate remedial methods. Teachers should
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also be offered ongoing in-service training in the new

methodology.

As it is play-based, the concept is only viable if at least
one classroom 1is used for the programme. The main
disadvantage in this case, is that the BPP has not addressed
the problems of congestion, inadequate facilities,
inappropriate teaching methods, the junior primary

curriculum as a whole and under-age enrolment (ibid.5-6).

The Pre-Primary/Reception Class Option

The second option, namely the "pre-primary/reception class"
is seen to be a cost-effective and easily-phased in approach
(ibid. 1). This option addresses the need *to provide early
learning opportunities before school entry age and 1is
essentially an alternative to the BPP option which gives
children of all race groups equal advantage, in terms of
age, to prepare for school, i.e. instead of starting a year
or more later. Costing is for a fully subsidised (salaries
and equipment) l-year pre-primary programme for all 5 year-
olds provided in primary schools. An increase in capital
costs could be offset by using only available classroons,
existing pre-primary schools, community halls, etc. Due to
reduced repetition rates, more classroom space could become

available in the primary schools (ibid.9).

Generally, pre-primary classes are seen to equalise and
increase access to early educational opportunities,

particularly for African and Coloured children, within a
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reasonable period and at a reasonable cost. Classes could
greatly relieve congestion in SSA cléssroom, as children
would only be accepted into class one at the age of 6. The
pre-primary year would not be compulsory and not all parents
would choose to send their children. Transition to formal
schooling would be facilitated to promote continuity.
Although not fully recommended, the programme could be
phased in rapidly by introducing double session classes (2-3
hour programmes) and the use of SSA classrooms after hours.
Shortened programmes wouldhreduce salary costs and non-
formally trained, less expensive teachers could be used.
Children participating in the bridging programme would form
part of the pre-primary class and would be enrolled from the
age of 5. The junior primary year would last 4 years (pre-

primary up to standard 1) (ibid. 8-10).

Enrolment patterns indicate that an estimated 20% of 5 year-
olds (or younger) are already entering SSA. The BPP option
includes an additional 30% of 5 year-olds in the junior
primary phase and a Jjunior primary upgrading option
(discussed below) targets 50% of children from 5 and a half
years. The pre-primary class option, would only add, at the
most, approximately 50 -60% of the 5 year-old age cohort to

the school system (ibid. 10).

Intake rates indicate that by 2000, pre-primary classes will
be available for 80% of 5 year-olds, as it is assumed that
the remaining 20% are either in SSA or are at home (parental

choice). The intake of 5 year-olds would effectively reduce
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the intake of 6 year-olds to 100% by the year 2000, for all
race groups, except in the case of African children where
there would have to be a parallel intake of 6 year-olds into
SSA up to the year 2000, in order to equalize access (ibid.

11).

The automatic promotion policy would now become more viable
with survival rates improving throughout the whole system.
It is suggested that ratios would not exceed 25:1, which
implies a ratio of 29:1 for all schools, except in the case

of African schools where the ratio would be 30:1 (ibid.11).

JUNIOR PRIMARY UPGRADING

In order to address the problems of overcrowding, poor
teacher-pupil ratios, upgrading the physical environment and
material resources, improving teaching competence in the
junior primary school and the introduction of compulsory
schooling for African children, 2 possible models are
proposed, namely the "Primary Education Upgrading Programme"
(PEUP), which includes automatic promotion to ease
congestion in the early grades and the "“British Infant
School" model, which would absorb the pre-primary class and
include early school entry at 5 years and a flexible
promotion policy to enable children to progress to standard
one in either 3 or 4 years. Children would work at their
own pace and commence reading, writing and maths, as soon as

they are ready (ibid.1).
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The Junior Primary Upgrading Programme (JP/UP) Qption
The JP/UP Programme option, which 1is a systematically
planned and coordinated programme, would be introduced to
upgrade and transform Jjunior primary schools where
necessary, commencing with the most deprived schools. The
model 1is based on the PEUP upgrading primary school
programme developed in Bophuthatswana which according to
Donaldson (in Atmore, Biersteker and Short, 1992:7), as a
locally-tested model, appears to have achieved considerable
success. Briefly, this modél includes: -

* enforcement of minimum school entry at age
of 5 and a half;

* reduction in class size;
* improvement pupil/teacher ratios;
* improved physical environment and

educational materials;

* automatic promotion to standard 4 to ease
congestion;

* parental involvement;

* in-service training of teachers.

Like the BPP model, this option also assumes that children
are not school-ready on entry to school, although the
teaching methodology 1is more child-centred and activity-
based. A key element is the cost reduction factor due to
the automatic promotion policy. Enrolment patterns would
concur with the BPP and by combining upgrading with the
bridging class option, allowances would be made for
approximately 30% of children who would not be school-ready

(In PEUP there was no bridging option). After spending two
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years in SSA, the bridging class would automatically proceed
to SSB (class 2), with the rest of the pupils (this would

allay some concern about the automatic promotion policy).

Survival rates assume the automatic progression through the
junior primary grades into the senior primary phase up to
standard 3, when a fair number would fail and repeat. The
vast majority of children would complete primary school and
an increased number of African and Coloured children would
complete secondary school ”(In Bophuthatswana, where the
programme has had high success rates, 75% of children

attained standard 7 in 1990 and 35% attained Std. 10).

Recurrent costs are substantial due to the upgrading and
improvement necessary in junior primary and senior primary
schools. These costs relate to staff (in-service training)

and physical costs (upgrading of facilities) (ibid.7-8).

The Integrated Junior Primary (INTEG) Option

The Integrated Junior Primary (INTEG) Option based on the
British Infant School Model, involves the gradual conversion
to an integrated 3-4 junior primary school programme for
children from the age of 5 vyears, as teachers becomne
sufficiently trained and physical facilities are improved.
The inegrated infant school model for 5-9 year-olds is seen
to be compatible with all the aforementioned models, but has
the advantage of flexible promotion, where children learn
the 3r’s (reading, writing and arithmetic), as and when they

are ready. Children can complete their Sunior primary
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education in either 3 or 4 years.

In contrast with the other models, this option has been
costed to equalise standards across all race groups by the
year 2000. Rates of progression indicated that 70% of
African children, 50% of Coloured children and 30% of Indian
and White children will complete the junior primary phase in
4 years, whilst the rest will take only 3 years, resulting

in fewer children in the systen.

Recurrent costs, would include making provision for a
teacher and a teacher assistant at a pupil/teacher ratio of
40:1 per classroom. Thus, the need for more classrooms is
reduced, whilst the employment of more. teaching staff
(20:1), is increased. At other levels pupil/teacher ratios
is equalized at 30:1 and the pupil/classroom ratio at 35:1

(ibid.12-13).

BASIC PROJECTIONS

In an attempt to assess the effect on the total school costs
of introducing preparatory and upgrading programmes outlined
above, Atmore, Biersteker and Short (1992:1) state that it
has been assumed that any new programme would be phased in
over time and would only be fully operational after 10
years. The costs of different junior primary options in
relation to the whole school system are considered in
relation to the whole school system, due to the attempt to
move children into the secondary school, in order that costs

increases do not only occur at the junior primary level
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(ibid.1).

The Assessing Policies for Edpcational Excellence (APEX)
Computer Model is used to give a general indication of
possible projected costs in the year 2000. Difficult
projections regarding future enrolment patters for each
option are made and it is realised that projections could

well prove to be unrealistic.

The basic projection scenario assumes that compulsory
schooling for all children would be introduced and that some
progress would be made towards equalising resource alloca-
tion between schools that have been governed by different

education departments.

The introduction of compulsory schooling alone will increase
the proportion of the school budget spent on the Jjunior
primary phase, as 30% of 6 year-olds and a number of older
children are not yet in school. Although drop out rates
will be reduced, repetition rates will initially remain
high. In addition, the enrolment of African children in
the junior primary phase is 1likely to increase by over a
million by the year 2000 (this is 36% against a population

increase of 28%) (ibid.2).

Enrolment patterns by the year 2000, indicate that African
enrolments will by affected by the incorporation of almost
all children from 6 -13 years of age into the school systen,

through the institution of compulsory schooling, which will
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maintain the junior primary bulge and an improvement in real
numbers, in secondary school enrolment. Changes for White
and Indian children will be minimal and Coloured enrolments
will slightly improve, with more <children progressing

through the system due to a reduction in repetition rates.

Intake rates for African children will increase to effect
compulsory schooling by bringing in all 6 year-olds and

implications for more classrooms are considerable.

Repetition rates in SSA are currently 30% and 28% for
African and Coloured children respectively and will only
decrease marginally for the former and slightly for the
latter, due to ‘non-school’ factors such as ‘lack of
readiness’ (partly due to lack of pre-primary provision)

(ibid.3).

The basic projection brings all children in the 6-13 age
cohort, although 73% of the school population are in the
primary school. The BPP option increases the total school
population by allowing the intake of some 5 year-olds who
are not school ready, and it does slightly improve progress
through the system. The JP/UP options considerably improves
the number of Coloured and African children who reach
secondary school. Neither of the two options admit children

before 5 and a half.

The addition of a pre-primary (PREP) year brings children

into the school system at the age of 5 years and as a
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result, there is a sharp increase in the school population.
This would benefit the progress of Cbloured children 1in
particular (most White and Indian children already have some

access to pre-school provision).

The integrated (INTEG) option with better quality schooling
for African children, would have a considerable impact on
overall school progress and efficiency within the system

(school enrolment decreases) (ibid.13-15).

Cost Implications

The APEX model estimates an available education budget in
the year 2000 of R20 871 000. Table 2.3 shows a comparison

between the different models outlined. -
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Table 2.4: Capital and Recurrent Costs (in R millions) for
the Junior Primary Education and Total Costs for each level

in the Year 2000

Costs Basic BPP Jp/UP PREP INTEG
Proj.

Capital

Train. 111.4 88.9 108.6 119.3 107
Build. 116.1 91.3 65.1 104.3 92
Recurr.

Staff 5 522.8 5 630.1 7 105.8 7 758.7 9 083

1 887

Mater. 1 115.4 1 343.5 1 816.9 1 189.0 297
Nutrit. - - - -
-

Sub-Tot

pP-sSt.1 6 866 7 154 9 126 9 972 11 467
St.2-5 6 856 6 901 7 433 7 529 10 062
St.6-8 6 024 6 248 6 473 6 627 6 742
St.9-10 2 700 2 824 3 402 3 465 3 503
Total 22 466 23 127 26 435 27 593 31 774
% Total 30.6 30.9 34.5 36.1 36.0
Per

capita

JP 1 474 1 540 2 017 2 013 2 500
Overall 1 802 1 834 2 098 2 105 2 518

(Note: The INTEG model figures have been taken to the
nearest rand) (Atmore, Biersteker and Short, 1992:16)

Costing Options

Bridging Period Programme (BPP)

As shown in table 2.3, the introduction of a preparatory
programme within the first year of school would have a
minimal effect on cost and the proportion of the school
budget spent on the junior primary phase would increase from

30.6 to 30.9 %. There 1s an actual increase 1n the total

school costs of only 3% in the year 2000 (ibid.16).
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Junior Primary Upgrading (JP/UP)
If junior primary schools were to be upgraded in terms of
the Bophuthatswana model (PEUP), the school budget would
increase to approximately 34.5% Although this represents a
marked increase in the Jjunior primary costs, it is 14.3%
higher than the BPP option (or 18% above the basic
projection) on the whole school budget. The gain here is
that more African and Coloured children would achieve a
secondary education which represents a significant attempt
to redress inequalities within the system. It is foreseen
that parents would cover 20% and 25% of primary and
secondary school costs, respectively with contributions
made on a differential basis according to income (ibid.17).

~

The Pre-Primary (PREP) Option

The introduction of separate classes for 80% of all 5 year-
olds, together with Junior primary upgrading increases
enrolment by 425 000 and the proportion of the budget to
36.1 %. Overall costs are not significantly changed and it
is suggested that additional funds could be generated by
reducing ‘non-school’ costs from 20% to 17.5% (this non-
school budget currently includes existing pre-primary
expenses which amount to almost 1% of the total education

budget)

Although several options have been put forward for reducing
the cost of classes 1n the short-term i.e. double sessions,
it is important that planning with constructive long-term

goals be taken into account. Per capita costing of double
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sessions would range from R429 to R943, depending on teacher

qualifications (ibid.17).

The Integrated Option (INTEG)

This option includes a pre-primary programme, but not as a
separate year. The proportion of Jjunior primary school
costs does not increase in relation to the pre-primary
option i.e. 36%, although overall costs escalate
considerably, due to high junior primary staffing costs. A
major increase at the seniér primary level is due to the
reduced teacher/pupil ratio in African schools and teachers

with higher qualifications.

Although overall enrolment is reduced by approximately

500 000 and there is an expected reduction of costs, the
‘equalisation’ of standards across the board means that this
option cannot be directly compared with others. This option
would, therefore, be difficult to finance at this standard.
One of the trade-offs has been the high pupil/teacher ratio

of 35:1 at all levels except the junior primary (ibid.17).

School feeding schemes have only been provided for in the
Integrated option and could also be provided for in other
options. Other options to consider would be subsidies for
before and after school care and enrichment programmes
organised by the school or community. Active parent and
community involvement in children’s education 1is also

reconmmended (ibid.17-18).
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Discussion of Options

Programmes such as the BPP are short-term options and,
although, they attempt to directly address the Sub A fallure
rate, they do not reduce the length of time the child spends
in the phase, due to the inability of the school to upgrade
the quality of schooling throughout. An implication of this
option 1is that inequality 1is perpetuated due to the
admission of children who are 5 and a half years of age, but
not yet ready for formal school (NEPI:Early Childhood

Educare, 1992:67).

In contrast, pre-primary classes will equalize access for
all groups, at a reasonable cost and within a reasonable
period. This class would act as a transition to formal
school and could promote continuity if teachers were trained

in progressive pre-primary methods.

Local research has shown that for 1less disadvantaged
children, 1 vyear of pre-primary education can have
significant long-term scholastic benefits, whilst adverse
structural conditions and poor quality primary schooling can

negate the effects of pre-primary programmes.

The PEUP appears to have achieved considerable success in
Bophuthatswana and has the added advantage of being a
locally tested model. Redress can be built in by initially

targeting the most deprived schools.

The integrated British Infant School Model for 5 to 8 year-—
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olds, 1is compatible with, and incorporates, all the
programmes mentioned. It also has the.additional advantage
of a flexible promotion policy which would accommodate the
different learning rates of children who would be able to

progress at their own pace without failure and repetition.

The disadvantages of extending formal group instruction
downwards to include all 5 year-olds is, generally, not
favoured by practitioners, as it acknowledged that children
learn best through acﬁive, participatory learning

experiences.

Double sessions either in pre-primary classes or after hours
in Sub A classes may be conceived as a poteptial solution to
the rapid phasing in of preparatory programmes. One should,
however, guard against phasing in programmes which do not

take into account day-care and health and nutritional needs.

In the formal school set-up, education is often the main
focus at the expense of the health and welfare of the child.
In addition, commencing a second pre-school session at
midday, 1is not seen to be a particularly good time for
learning, particularly in the case of children who do not
receive adequate food or sleep. In addition, the sharing of
resources such as equipment and other materials, could prove

problematic (ibid.67-68).

THE FRAMEWORK REPORT

The NEPI Framework Report (1993) which represents a
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culmination of all research reports states that the basis of
a future education reconstructed education system is that of
quality basic education, which is an end in itself and a
necessary condition, in order to achieve higher skills, i.e.
it 1s necessary for both equity which is defined as
"improved distribution of educational resources @ to

disadvantaged communities" and development (ibid.11).

Before considering strategies for quality basic education,
constraints such as, low levels of well-trained teachers
etc. and above all financial constraints and the continuing
low 1levels of attainment, will act as curbs on any
reconstruction programme (ibid.25).

According to the Report, the ‘early learning’ option, like
all other policy options described in the different sectoral
reports, is placed on a continuum, one end being described

as "ends-based'" and the other "means-based".

An ends-based view of early learning, 1i.e. where the
emphasis is long-term and on the end goal and growth, rather
than initial conditions, and assumes participation through
growth, would be inclined to 1leave pre-schooling to the
private sector, as is generally the case at present. On the
otherhand, a means-and-equity driven model which focuses on
initial conditions, a shorter-term perspective, equity and
assumes growth through participation, would look to the
expansion and provision of pre-primary education by

integrating it with formal education. Financial feasibility
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would constrain the latter and it is, therefore, disnissed

on these grounds (1ibid.26 & 29).

A "flexible bridging phase built into Sub A", as a "minimum
first step", 1is ©proposed with specialized pre-school
programmes designed as a means of redress for severely
disadvantaged pupils. This phase would be instituted in all
schools and would run for the first 6 weeks, a full year, or
continue in a "mixed-mode" to accommodate diversity. The
programme would be financed and requlated by the state and
coordinated at a national level within statutory regulations
linked to those of compulsory schooling, in the interests of
"articulation”, defined as a facilitator of equity that

improves access and freedom of movement (ibid. 22).

Central state involvement in policy development and the co-
ordination of ©provision 1is suggested as a means of
optimizing the use of resources across the field. The
prioritizing of community services through partnerships
involving the relevan