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SPEECH OF THE ACTING DEPUTY DIRECTOR GENERAL OF THE DEPARTMENT OF 

HIGHER EDUCATION AND TRAINING AT THE TEACHER EDUCATION SUMMIT 2021. 

DATE: 25 NOVEMBER 2021  

THEME OF SUMMIT: “EMPOWERING TEACHERS FOR BUILDING RESILIENT, QUALITY 

AND EQUITABLE EDUCATIONS SYSTEMS FOR THE NEXT DECADE.” 

TOPIC: PROGRESS OF THE DEPARTMENT OF HIGHER EDUCATION AND TRAINING 

AGAINST OUTPUT 4 OF THE INTEGRATED STRATEGIC PLANNING FRAMEWORK FOR 

TEACHER EDUCATION AND DEVELOPMENT, AND RECOMMENDATIONS FOR 

FURTHER OPPORTUNITIES FOR IMPLEMENTATION IN THE NEXT DECADE. 

 

Minister of Basic Education, the Honourable Angie Motshekga;  

Deputy Minister of Higher Education, Science and Innovation, Honourable Buti Manamela;  

Director-General: Basic Education, Mr Mathanzima Mweli;  

Chief Executive Officer of the ETDP SETA, Ms Nombulelo Nxesi; 

Chief Executive Officer of SACE, Ms Ella Mokgalane; 

Colleagues and Friends: 

We are coming out of a period of devastation from the effects of COVID-19- on our society, 

economy, on our schools, teachers, families and learners. We have lost good friends and 

family – we have lost leaders in our education system. People we loved. PLEASE 

VACCINATE as the Minister has appealed.  

In teacher education and development, we operate in a dynamic context that is regulated by 

policies and frameworks that are meant to guide us towards quality teacher education and 

development, and which often do not have answers for emerging challenges. Yet we do not 

despair – we apply our collective minds and work on innovative solutions. We have many 

challenges, but Minister hearing what you said about the NTAwards – we must be doing 

something right! 

The Integrated Strategic Planning Framework for Teacher Education (ISPFTED), also known 

as the Plan) has been widely acclaimed as an inclusive, relevant and comprehensive 

document that guides stakeholders in identifying concerns that weaken quality teacher 

education and development; raises opportunities for further reflection; and commits 

stakeholders to deliver on the outputs of the framework. Over the last 10 years since the 
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Framework was published, our determination and commitment to succeed did bring some 

sense of achievement, but we are never complacent, because we know the nature of the 

beast. It moves ever forward, and with this comes more and more challenges – certainly not 

a place for the faint hearted. 

Therefore I believe that the theme of the summit is apt:  empowerment, resilience in the face 

of adversity and our eyes firmly focused on collaboratively building a resilient, quality and 

equitable education system for the next decade.  

Colleagues and friends it is my honour to present the progress of the Department of Higher 

Education and Training against Output 4. I will also include responses to relevant issues 

raised in the Technical Report of the ISPFTED. Upon reflection of our progress these, I have 

also identified future strategies to continue in the collaborative process of strengthening 

initial teacher education in the next 5 – 10 years.   

OUTPUT 4 of the ISPFTED relates to the development of an expanded and accessible 

formal teacher education system that both develops practising teachers and produces 

sufficient numbers of new, quality teachers with specialised and differentiated competencies 

that are required by the schooling system.   

Activity 4.1 of this Outcome refers to the development of teacher knowledge and practice 

standards.  There are number of questions that you should bear in mind as I discuss the 

Activity.  

 

What is the background to the development of Knowledge and Practice standards? What do 

they refer to? Why are they necessary? These are the three most common questions that 

have been posed to the Department, and you should bear them in mind as I deliberate on 

this activity.  

 

Firstly, let us look at the background to these standards. There have been many concerns 

from research and from people’s perceptions about the poor quality of teachers produced by 

universities. The Department prefers to strategize from an evidence based stance, and 

acknowledges the damning findings of the HEQC 2005 – 2007 review of teacher education 

qualifications. The poor quality of teacher education programmes, including teaching 

practice, were highlighted in the review. The publication of the Policy on Minimum 

Requirements for Teacher Education Qualifications (MRTEQ, 2011) was partly a result of 

these findings.  The purpose of MRTEQ was to strengthen and regulate teacher education 
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programmes through a range of guidelines relating to qualification types, knowledge mixes 

and minimum specialist requirements, among others.  

 

However, the findings of a further research project on initial teacher education undertaken by 

JET Education Services on behalf of the Department in 2015, revealed that the curricula of 5 

Initial Teacher Education institutions were disparate and diverse across the B Ed and PGCE 

modules offered by the 5 universities that participated in the research.  Whilst understanding 

that universities have the autonomy to use their expertise and intellectual understanding of 

the content for the curriculum, the Department was cognisant of the resultant quality of 

offerings across the institutions which would impact on the subject and pedagogical content 

knowledge of newly qualified teachers.  

 

Secondly, the concept of knowledge and practice standards is discussed. MRTRQ defines 

these as what teachers should know about the content of their specialisation (knowledge) 

and what they should know about teaching of the specialisations (practice). They also 

define competencies at deeper specialised levels for specific subjects or specialisations. 

MRTEQ also advices that the standards must be developed by academics who are experts 

in their fields.  

 

Teacher knowledge and practice standards are important because they will enable a 

common understanding across the teacher education system of what it means to develop 

specific types of teachers. They will be used by stakeholders for a range of purposes:  

 Universities will be able to use them to inform the development of curriculum in 

teacher education programmes; 

 The standards can inform the development of teacher diagnostic self-

assessments, and the development of high quality, content-rich, and 

pedagogically-sound Continuous Professional Development courses for teachers; 

 They can inform the development of viable teacher induction programmes, 

possibly linked to professional registration; 

 They can be taken into account in development appraisal and performance 

management processes.  

The Department elected to begin with the development of knowledge and practice standards 

for primary Mathematics/Numeracy and Literacy/Languages, as part of the implementation 

of the Primary Teacher Education Project (PrimTEd) that is funded by the European Union.  

The project is a collaborative endeavour amongst academics from 24 teacher education 

universities who also developed materials and toolkits to strengthen their curricula.  
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In addition, knowledge and practice standards have been developed for Inclusive teaching 

and for Early Childhood Care and Education, also funded by the European Union.  

The Department has consulted with the South African Council for Educators (SACE) to 

ensure that the knowledge and practice standards are in alignment with the Professional 

teaching standards developed by SACE.  

It is worth noting that the Human Resources Development Council developed Knowledge 

and Practice standards for Science and Senior/FET Mathematics.  

The Department has considered the way forward with regards to Activity 4.1 and 

recommends the following strategies to strengthen the progress made thus far:  

1. The knowledge and practice standards should be attached as annexures in the revised 

MRTEQ 2. Universities must be supported to review their specialisations in the primary 

phase to ensure that they illustrate coherence between theory and practice, and are able to 

utilise the toolkits and other materials to strengthen their curricula.   

3. The Department must support universities to take up the development of knowledge and 

practice standards in other priority subject areas in the primary phase of teaching, as well as 

in Senior and FET phases. 

4. Opportunities for the utilisation of the standards and materials must be discussed with the 

Department of Basic Education: teacher induction programmes for utilisation in teacher 

appraisal; teacher diagnostic self-assessments and in the development of continuous 

professional development courses.    

 

Activity 4.2 in the Plan is to optimise, extend and expand the capacity of teacher 

education institutions. The Department has made this a priority area since 2012, and has 

made progress in a number of areas around infrastructure, increased output of teacher 

graduates, professionalization, and a teacher education system that is responsive to the 

needs of the country.  

 

A number of achievements have been made with respect to infrastructure. The Department 

has provided ring-fenced infrastructure funding to universities to specifically develop new 

and expanded infrastructure for teacher education.  
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In the 2010-2012 cycle of the Plan, R451.6m was allocated to 19 universities for improving 

teacher education infrastructure.  

 

A further R662 million was allocated to 18 universities in the 2013-2015 cycle of the Plan to 

implement infrastructure projects that are linked to the implementation of the ISPFTED.  

 

Some of the infrastructural projects that the Department implanted are listed below.  

 Provided a new  building for Foundation Phase at the Missionvale campus of  

NMU, thereby opening up additional space for further enrolments in other phases at 

the Summerstrand campus;  

 Developed a multi-purpose centre at TUT that would take into account the needs of 

the B Ed Foundation phase offerings, the education and development of TVET and 

ACET college lecturers as to provide larger teaching and examination spaces; 

 Constructed two teaching auditoriums (220 and 400 seats respectively) at the 

Mthatha campus of WSU, and purchased teaching equipment and furniture across 

the four campuses; 

 Constructed a new teacher education building at VUT on the Sebokeng (Educity) 

campus (ex-Vista campus) for teacher and college lecturer programmes; 

 The Department also established two new universities that offer initial teacher 

education programmes. These are Sol Plaatje University and the University of 

Mpumalanga.  

 

Secondly, the Department has expanded teacher education through the use of former 

colleges of education linked to existing and new universities.  The 2013 and 2017 

ISPFTED progress reports present a detailed explanation of the initiatives to link new 

campus sites, specifically previous colleges of education, to existing universities. Prior to the 

move to professionalise teaching as a graduate profession, teacher education was offered 

through the 150 colleges that catered for different racial groups under apartheid. In the move 

to universities, 100 colleges were closed and used for other purposes such as district 

centres, and sites for Technical Vocational Education and Training and Community 

Education and Training colleges. The 50 remaining colleges were transferred to universities 

to increase the infrastructure and capacity of the universities to offer teacher education 

programmes.   

 

There are now 24 public universities and 12 private higher education institutions offering a 

range of initial teacher education and post graduate qualifications.  
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The Department is also aware of the move in the sector towards alternative pathways to 

initial teacher education, mainly the internship model. It is anticipated that the Department, 

DBE and SACE will deliberate on possible alternatives as they are conceptualised for 

implementation into the sector. 

 

The Department has also worked tirelessly to increase the output and quality of teacher 

graduates in line with the need for “more teachers, better teachers”.   

 

In 2008, a year before the 2009 Summit, 5 939 new teachers graduated from public 

universities. Warning signals around the decrease in the number of graduates since the 

closure of colleges did not go unnoticed. However, the Department’s support of 

infrastructure and capacity to offer programmes yielded results in growth of the numbers of 

graduates. The DBE’s Funza Lushaka bursary was also a factor that led to increased 

numbers of graduates. In 2019, 27 723 graduates were produced, surpassing the ISPFTED 

recommendation of 18 000 teachers by 2019.  

 

A recent Teacher Supply and Demand study (Phase 1) predicted that by 2025 South Africa 

would need 37 500 teachers and by 2030, the demand would rise to 45 000. 

Notwithstanding the positive trends across the years up to 2019, there is a looming 

challenge ahead of us related to the high numbers of teachers reaching retirement age, 

deaths, teachers exiting the system and the low employment rate of graduates.  

 

The Department publishes annual reports on teacher graduate and employment patterns as 

well as teacher qualifications and graduates.  The 2019 report on graduate recruitment and 

employment is currently being developed, but the 2018 data shows that only 43% of the 

2018 graduate cohort are employed in public schools.  

Some questions we should be asking going forward are:  

 Where are the graduates that are not employed?   

 Will we have enough teachers if this pattern of employment continues?  

 Will we have sufficient teachers to teach the specialisations offered by schools and 

so avoid teaching out of subject or phase?  

 Should the admission requirements for teacher education qualifications be raised 

 Are there enough qualified teachers teaching in rural areas?  

 How can we ensure that an equitable system is established in terms of quality 

teaching and learning in rural schools?  
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In addition the Department recommends a number of strategies to further strengthen Activity 

4.2. 

Firstly, in response to these emerging concerns raised in the questions I have just 

mentioned, the Department is in the process of approving Phase 2 of the Teacher Supply 

and Demand study. This project will be funded by the European Union. Phase 2 will have a 

special focus on throughput from ITE to employment, on teacher specialisations, teacher 

preferences   and careers. This study will assist in understanding these nuances and the 

impact they might have on teacher supply and demand in terms of locality and 

specialisations.  

 

Secondly, we must pay increasing attention to the production of the right kinds of teachers, 

with the right specialisations and the ability to teach well in diverse South African contexts. 

 

Furthermore, the issue of teachers not teaching in the specialisations they studied impedes 

not only the quality of teaching but could also impact on teachers’ frustration and contribute 

to their decisions to exit the system. Sayed (2020) revealed that 30% of teachers are not 

teaching in the phases they were trained to teach and that teachers in quintile one schools 

are the most affected – 37% are teaching out of phase, compared with 20% of teachers in 

quintile 5 schools. What does this say about an equitable system?  

 

In addition, the Department agrees with the recommendation in the Technical Report that 

states that data on teacher demand, supply and utilisation should be collected annually in a 

standardised format, and all relevant research databases should be integrated and 

maintained. This will entail collaboration with the DBE and SACE, and will be led by the 

University Branch, specifically the Chief Directorate: Teaching, Learning and Research 

Development within the Department.   

 

At this point, I would like to discuss the Department’s responses to other recommendations 

in the Technical Report.  

 

The recommendation to improve and strengthen the capacity, quality, cooperation, 

relevance and reach of all ECD programmes has been responded to through the 

professionalization of early childhood care and education. This has been achieved through 

the publication of the policy on Minimum Requirements for Programmes leading to 

Qualifications in Higher Education for Early Childhood Development Educators in 2017.  The 

Department, with support from the European Union, is assisting nine universities to develop 
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qualifications from level 5 to level 7. These qualifications correspond in terms of levels of 

complexity to similar qualifications available for teachers, as described in the exit level 

competences set out in the Higher Education Qualifications Sub-Framework. The policy 

marks the first time in the history of ECD in South Africa that a formal set of professional and 

post-professional qualifications for birth to 4 has been formulated as national policy.  

 

The Technical report also mentions the need to strengthen African languages. The 

Department is committed to this important priority through a number of interventions, 

including the language requirements in the Policy on Minimum Requirements for Teacher 

Education Qualifications (2015), and the development of Centres of African Languages 

Teaching (CALT) located in the Faculties of Education. Thus far, the isiXhosa CALT @ UWC 

in collaboration with WSU, UFH and RU and the Sesotho and isiZulu CALT@UJ are 

operational. The final approval of the Setswana CALT@ NMU/SPU is pending and it is 

anticipated that a fourth CALT will be established at UNIVEN in collaboration with UL.  

 

Activity 4.3 of the ISPFTED gives the Department the responsibility to establish Provincial 

Teacher Education Committees (PTECs) to inform enrolment planning at public TEIs to 

match evidence based targets.  The PTECs have been successfully established in each of 

the nine provinces. The PTECs are joint committees chaired by high-level officials from each 

provincial education department, with secretariat support provided by the DHET, and with 

strong high-level participation from the DBE, universities, unions, SACE and the ETDP 

SETA. The committees in each province meet twice a year.  

The adopted Terms of Reference refer to highly functional committees, advising on 

provincial targets for the production of new teachers and on CPD; on corresponding 

provincial plans, and on allocation of financial resources within provincial budgets to the 

achievement of these targets – issues that are better addressed at a local level.  The PTECs 

also work towards enhancing the quality of both the provision and the utilisation of teacher 

education and development at the level of structures, institutions, qualifications, 

programmes, and teacher competence and learner achievement.   

The inclusion of private higher education (PHEI) institutions has also become a feature of 

the PTECs that has created much stronger participation in the teacher education sector for 

the PHEIs.  
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It is recommended that PTEC meetings are adapted to take the form of 1 provincial meeting 

as per the current practice, and the second meeting to be convened as a joint national 

meeting based on relevant themes identified by the provinces.  

Activity 4.4 mandates the Department to strengthen Foundation Phase (FP) Teacher 

provisioning. In this respect, Government has focused its efforts on expanding and 

strengthening the provision of FP teacher education because of the low number of FP 

graduates. R141 million was utilised to implement a range of projects in the Strengthening 

Foundation Phase Teacher Education Programme. The programme ended in 2016/17. The 

successes of the programme were discussed in detail in the 2017 update report of the 

ISPFTED.  

 

Some of the achievements are discussed below:  

 

 Since 2009 the number of universities committed to offer FP teacher education has 

increased from 13 to 22. Only DUT and VUT do not offer Foundation phase 

programmes.  

 12 Private higher education institutions also offer Foundation Phase programmes.    

 In 2019, there were just over 2000 graduates in the B Ed FP and the PGCE FP. It 

should also be noted that provincial stakeholders are concerned about the ability of 

graduate students to understand the complex environment of the Foundation Phase 

teaching in one year and some provinces have not appointed these PGCE 

graduates.  

 

Going forward the DBE, DHET and SACE will consider the future of PGCE FP as part of the 

review of MRTEQ.  

 

Activity 4.5 is to strengthen the Teaching Practice/school experience component of 

teacher education programmes through the development of Teaching schools and 

Professional Practice schools.  

 

At present, only two Teaching Schools have been established: The Funda UJabule School 

at the University of Johannesburg and the teaching school affiliated to the Siyabuswa 

Campus at the University of Mpumalanga.  A report entitled Establishing Teaching 

Schools has been produced by the University of Johannesburg. It presents norms and 

standards for teaching schools, identifies likely challenges in establishing these schools and 
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suggests ways in which they can be mitigated. It also determines the steps to be taken to 

establish such schools and identifies possible governance and management models.   

 

There have been several exploratory conversations with other universities and provincial 

departments of education who are interested in establishing teaching schools; however, no 

decisions have been taken regarding the establishment of these schools. The Higher 

Education and Research Chamber suggests that private HEIs should be approached in this 

regard.  

 

Pursuant to the target of developing PPS, a research study on Professional Practice schools 

was conducted.  The study concluded with a report entitled Teaching and learning 

together: The establishment of Professional Practice schools in South Africa.   

 

A number of cautions were expressed regarding the development and implementation of 

PPSs. These included the labelling and stratification of schools, the likelihood of there being 

sufficient numbers of PPSs to accommodate growing numbers of student teachers, and the 

fact that different ministries are responsible for schools and universities. One school of 

thought argued that the system should rather focus on strengthening the overall capacity of 

schools and universities to work together in the interests of teacher education, instead of 

introducing a new category of school to the system.  

 

In addition, the DHET, with funding from the European Union, has supported a 

comprehensive research project on strengthening the WIL component of initial teacher 

education. The project report has recently been submitted and will be used to develop the 

National Implementation Protocol for Teaching Practice. The impact of the Covid-19 

pandemic on WIL has introduced other dimensions to the Protocol, and these are being 

incorporated into the development of this document.     

 

Going forward, the Department, together with other stakeholders, must take forward the 

development of Professional Practice schools and complete the National Implementation 

Protocol for Teaching Practice. Universities must be supported to take up successful TP 

interventions that were developed during the pandemic.  

 

In conclusion, allow me to end where I began – reflecting on the theme of the summit. The 

global disaster of the pandemic has given some of our universities opportunities to rise 

above the challenges to implement innovative teaching and learning strategies - a sure sign 
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of their resilience. Yet this is not the case across all universities. In fact, the pandemic has 

shown up the institutional fractures and systemic inequities in blatant ways.   

 

The most important question that we as the Department of Higher Education and Training 

must ask ourselves as we move forward into the next decade is how we create an equitable 

teacher education system that will create opportunities and raise possibilities for all our 

prospective teachers across the diverse universities, as well as the lecturers that train them. 

They all have the ability to emerge as empowered and resilient teachers if given a fair 

chance. The ISPFTED has given us an opportunity to reflect, and now we have to take the 

baton and run further over the next 10 years. Let the race continue.    

 

Minister we have heard you give us some really important pointers today – the importance of 

ICT skills for teachers graduating from universities, and many other pointers.  

 

I want to reaffirm our commitment as the Department of Higher Education and Training to 

continue prioritising teacher education and development, to work with our partners, the 

universities, the DBE, provincial departments, schools, SACE, ETDP-SETA.  

 

We are two departments but we are still one community- the education community. We must 

work together. Minister we have heard your inputs and calls and we commit ourselves as a 

Department to work with the sector to continue prioritising teacher education and 

development, improving quality – and ensuring that the qualifications we offer are responsive 

to the needs of our society, our schools and our people.  

 

I thank you.   


